
 

 
 

Nevada Connections Academy 

2019 Application for the Renewal of a Charter School Contract 

Submitted by:������������������ǡ�����������������ǣ�ȋͷȌ�ͺʹǦͶʹͲͲ������ǣ���������̷���Ǥ������������������Ǥ����� 
��������ͳͷǡ�ʹͲͳͻ��� 

� �
 

��������ͳͷǡ�ʹͲͳͻ� �����1 




 

 

  

 

 

 

  

 

 

 

 

 

 

    

    

 

  

  

  

  

 

  

  

    

  

���������������������������ʹͲͳͻ���������������������������������������������������������� 

Table of Contents 
1. Executive Summary ................................................................................................................................... 1 


Mission Statement for the Next Charter Term ......................................................................................... 1 


Key Design Elements of NCA..................................................................................................................... 3 


Proposed Changes for the Next Charter Term and Rationale .................................................................. 4 


2. Renewal Application ................................................................................................................................. 1 


A. Application Form .................................................................................................................................. 1 


Assurance Statement .......................................................................................................................... 4a
	

B. Written Narrative.................................................................................................................................. 1 


Enrollment............................................................................................................................................. 1 


Retention .............................................................................................................................................. 1 


Attendance............................................................................................................................................ 2 


Discipline............................................................................................................................................... 3 


Faculty/Staff Retention......................................................................................................................... 4 


Other Relevant Information.................................................................................................................. 5 


C. Required Supporting Documentation................................................................................................... 1 


Proposed Calendar for the First Year of the New Charter Term (Student Calendar) ........................... 1
	

Proposed Calendar for the First Year of the New Charter Term (Teacher Calendar)........................... 2
	

Daily Schedules for All Grade Levels ..................................................................................................... 3 


3. Academic Plans for the Proposed Charter Term....................................................................................... 1 


A. Written Narrative.................................................................................................................................. 1 


Academic Vision & Plans ....................................................................................................................... 1 


Key Design Elements ............................................................................................................................. 1
	

Programs, Structures & Principles ........................................................................................................ 4 


Academic Improvements Undertaken or Planned................................................................................ 4 


NCA Initiatives to Positively Impact Student Outcomes ....................................................................... 5 


4. Organizational Viability and Plans for the Proposed Charter Term.......................................................... 1
	

A. Written Narrative.................................................................................................................................. 1 


Current Governing Board’s Capacity, Skills, and Qualifications ............................................................ 1
	

Growth Plan for Adding/Replacing Board Members ............................................................................ 3 


��������ͳͷǡ�ʹͲͳͻ� �����2 




 

   

     

  

 

  

  

 

  

  

   

 

 

���������������������������ʹͲͳͻ���������������������������������������������������������� 
Any Organizational Improvements Undertaken or Planned................................................................. 4 


B. Supporting Documentation .................................................................................................................. 4 


Current Resumes for All Governing Board Members ........................................................................... 4 


Board Member Information Sheet and Assurances & Board Member Template ................................ 4
	

5. Fiscal Soundness and Plans for the Proposed Charter Term .................................................................... 1 


A. Written Narrative.................................................................................................................................. 1 


Current Fiscal State of NCA ................................................................................................................... 1 


Plans for the Upcoming Charter Term to Ensure NCA Remains Financially Viable .............................. 2
	

Any Financial Improvements Undertaken or Planned.......................................................................... 2 


Supporting Documentation: Budget for the Current and Upcoming Fiscal Years (FY20 and FY21) ......... 1 


Explanation of Enrollment Projections ................................................................................................. 2 


6. Additional Information from the Governing Board Supporting Renewal ................................................. 1 


Supporting Data and Relevant Information.............................................................................................. 1
	

State Test Performance Trends for 2018-19......................................................................................... 1 


ACT Participation in 2017-18 ................................................................................................................ 2 


Social Emotional Learning Survey Results for NCA ............................................................................... 2
	

Agenda and Draft Minutes of the Board Meeting .................................................................................... 5 


��������ͳͷǡ�ʹͲͳͻ� �����3 




 

 

 

 

 
   

  
  
 

  
  

   
   

   
 

 

���������������������������ʹͲͳͻ���������������������������������������������������������� 
1. Executive Summary 

Mission Statement for the Next Charter Term���������������������������ȋ���Ȍ����������Ǧ����������������������������������������͵ǡͲͲ�����������������������������������������������������Ǧ��������������������������������������������� ͳ��������������������������ȋ�����������Ȍǡ ����������������������������������������������������ǦͳʹǤ�� ���ǯ�����������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������Ǣ������������������������������������������������������� ����������������������������������������������������������������Ǥ��� 
ʹ�����������������������ʹͲͲǡ��������������������������������������������������������� ��������������������������������������������������������������������������������Ǧ����������������������������������������������������������������������������������������Ǥ�������������������������������������Ǧ�������ǡ�����Ǧ��������������������������������������������������Ǥ�����������������������������������������������������������������Ǥ������������������������������Ǧ��Ǧ���������������������������������������������������������������������������������������������������Ǥ������������������������ �����������������������������������������������������������������������������������������������������������������������������������Ǥ���������������������������ǯ���������Ȅ����������������� ���������ǯ������������������������������������������ʹͲͳȄ���������������������������������� ����������������������������������������������ǡ������������������ͳͺǤΨ�������������������ǡ��������������ͶͷǤͲͶΨ����ʹͲͳǦʹͲͳ����͵ǤΨ����ʹͲͳǦʹͲͳͺǤ͵�ȋ����	������ͳǤȌ����ʹͲͳǡ���������������������������������������������������������������������������������������������ǯ�� ������������������������������������ǯ�������������������������������������������������������������� ����������������������������������������ǲ��������ǳ����������������������������ǯ����������Ͷ�����������Ǥ �����������������������������������������������������������������������������������������������������Ǥ����������������������������ǯ���������������������������������������������������������� ������������������������������������ǡ�����������������������������������������������ǡ���������� ������������������������������������������������ǡ���������������������������������������������������������������������������������������������̵��������ǡ������������������������������������������� 

1 Connections is a leading national course provider approved by the Nevada Department of Education. Connections 
Education LLC is the approved course provider’s legal name. In 2011, Connections Education LLC was acquired by 
Pearson, which is gradually revising the brand name “Connections Education” to better reflect its position within 
Pearson. Connections Education LLC may therefore appear using the names Connections Education, Connections 
Education LLC dba Pearson Online & Blended Learning K-12 USA, Pearson Online & Blended Learning, or simply 
Pearson OBL. These are all names for the same entity. 
2 For the 2019-2020 school year, NCA has an enrollment cap of 3,571 and had about 1,000 additional students at 
various stages in the enrollment process. NCA’s historic wait list is evidence of the demand for this school option. 
3 Source: http://nevadareportcard.nv.gov; See also Figure 1:  NCA’s Four-Year Graduation Rate Demonstrating 
Positive Growth. 
4 See Exhibit 3, Charter Contract Section 8.1.5.1. 
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�����������������������������������������������ǡ����������������������������������������������������������������������������������������Ǥ��
�����������������������������������������������������ǡ������������������������������������������������������������Ǥ�	����������ǡ����������������������������������������������������������������������� �����Ǧ������������������������ȋ������������ǡ���������ǡ��������������Ȍ�����������������������������������������������������������������������Ǣ������������������������������������������������������������Ǥ����ǯ������������������������������������������������������������ǣ�ͷͷǤͻΨ��Ǥ�ʹͳǤͷΨ�������� ͷʹͲͳͺ�Ȃ�ʹͲͳͻ������������Ǥ �� ����������������������������������������������������������������������������������������������Ǣ��������������������������������������������������������������Ǥ ���������������������������������������������������������������������������Ǥ������������������������������������������������� ����������������������������������������������������������������������������������������������������������������������������������Ǥ ����ǯ��������������������ǡ��������������������Ǧ�������������������������������ǡ���������������� �����������������������������������ͺ�����������������������������������������Ǧ������������� �������������������������������������������������������������������������Ǥ�ȋ����	 ������ʹǤȌ����������ǯ����������������������������������ʹͲͳ�����������������ǡ��������������������������������� ����ǡ��������������������ǡ������������������������������������������ͳͲ�����ͳͺͲ������������������� �����������������������������������������������ͳǡͲͲͲ������������������������������������������� ���������������������������������������������������������������������������������������������������������������������������������������������������Ǧ�������������������������������������������������������������������������������Ǥ� �������������������������������������������ǡ��������������������Ǧ������������������������������ �������������������������������������������������ǡ���������ǡ����������������������������� ��������������������������������Ǧ��Ǧ����������������Ǥ��	����������ǡ����������������������������� ���������ǡ���Ǧ���������������������������ǡ���������������������������������������������������������������������Ǥ���������������������������������������������������������ǡ�����������ǡ����������ǡ�������������������������������ǡ������������������������������������������Ǣ�������������������������������� ���������������������������Ǧ�����������Ǣ�����������Ǧ��������������������������������������Ǥ�����ͻ����������������������������Ȁ��������������������������ȋ��Ǧ�����Ȍ������� ����������������������������������ǯ�������������������ǡ��������������ǡ�����������������Ȃ���������������������������������������ǯ������Ǧ�����������������������������ȋ������������������������ȌǤ�� 
5 Source: http://nevadareportcard.nv.gov
	
6 See Exhibit 7, Letter from Matt Wicks re: Mobility Research, August 2018.
	
7 See Exhibit 12, Matt Wicks’ presentation to Authority, October 4, 2019.
	
8 Source: Enrollment for Nevada Public Schools, http://www.doe.nv.gov/DataCenter/Enrollment/; See also Figure 

2, NCA’s Enrollment Reflecting Demand.
	
9 See Exhibits 1 and 2.
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Key Design Elements of NCA���������������������������������������������������������������������������������������Ǧ��������������������������������������������������������Ǥ���������������������������������������������Ǧ���������ǡ����������ǡ������������������Ǥ�����������������������ǡ���������������������������������������������������������������������������Ǥ�������������������������������������������������ǣ�ͳȌ�������������������ǡ�ʹȌ�	���������������������������������������������ǡ�����͵Ȍ�������������������Ǥ� ͳǤ The Learning Triad.�ȋ����	 ������͵ǤȌ�����ǯ������������������������������������������������Ȍ���������������������������������ǡ��Ȍ����������������������������ǡ������Ȍ�������Ǧ�������ǡ����������Ǧ������������������Ǥ�������������������ǡ�����������������������������������ǡ�������������������	 ������͵������������������������������Ǥ�����������������������������������������������ǡ�����������������Ǧ������������������ǡ����������������������������������������ǯ�������������������Ȅ��������������ǡ��������������ǡ�������������������Ȅ������������Ǥ����������������������������������������ǡ��������������������������ǡ��������������������������������ǯ���������������Ǥ���Ǥ Experienced, Specially Trained Teachers.�����������������������������������������������������������������Ǧ�������������������������Ǥ������������������������������������������������������������������������������������������������������������������������������������ǡ���������������������������ǡ�����������������������������������Ǥ����������������������������������������������������������������ǡ���������������������������������ǡ������������ǡ�����������������������������������������������������������������������������������Ǥ�������������������������������������������������Ǧ��Ǧ�������������������������������������������Ǥ����������������������������������������ǡ�����������������������������������������ǡ�����������������������������������ǡ��������������������������������������������ǡ��������������������������������������̵�������������Ǥ��������������������������������������������������������������������������������������ǯ������������������������������������������������������������������������������������Ǥ�������������������������������ǡ���������������������������ǡ������������������������������ȋ���Ȍ���������������������������������������������������������������������������������������������������ǡ�����������������������������ǡ����������������������������������������Ǥ�������������������������������������������������ǡ������������������������Ȅ��������������ǡ�������������������ǡ�������������Ȅ���������������������������������ǯ����������������������������������������������������������ǡ������������������������������Ǥ��������������������������ǯ������������ǡ��������������ǡ��������������������������������������������������������ǯ�����������Ǥ�������������������������������������Ǣ��������������������������������������������������ǯ���������������Ǥ�������ǯ���������ʹͲͳͺǦͳͻ�����������������������������������������������������������������ǡ�ͻ͵Ψ��������������ǯ�����������������������������������������������������������������������������������������������������������Ǥ���Ǥ Supportive Learning Coaches. ����������������������������������ȋ��������ǡ���������ǡ�����������������������ǡ������������������������������������������Ȁ��������Ȍ�����������������������������Ǧ������������������������������������������������������������������� 
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������������������������������Ǥ����������ǡ���������������������������������������������������������������������������������������������������������ǯ�������Ǧ������������������Ǥ��������������������������ǡ��������������������������������������������������������������������� ������������������������������������������������̵�������������������������Ǥ����������������������������������������������������������������������������������̵�������������� �����������������������������������������������������������������������Ǥ������������������������������������������������������������������������������������������������������������ �����������̵������������������������������������Ǥ� �Ǥ A High-Quality, Standards-Aligned Curriculum.�����������������������������������������������������������������������������������������������������������Ǥ���������������������������������������������������������������������������������������������������������������� ����������Ǥ� ʹǤ Counselors:�������������������������������������������������������������Ǧͺ������������������������������������������������Ǥ������������������������������������������������� ��������������������������Ǥ������������������������������������������������������������������������������������Ǥ�����������������������������
���������������������������������������������� ������������������������ǡ����������������������������������������������������������������������������������Ǥ������������������ǣ����������������ǡ�����������������ǡ�������������������������������ǡ���������������������������������������Ǥ� �͵Ǥ Student Motivation:������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������ǡ������������ǡ������������������ǡ�����������ǡ��������������������� ��������Ǥ�������������������������������������������������������������������������������������������������������������������������ǣ��������������������������������������������ǡ���������������������� �����������������������ȋ���������������������������Ȍǡ��������������������������������������������������ȋ���������������������������ȌǤ������������������������������������������������������ ȋ���Ȍ����������������������������������������������������������������������������������������� ���������������������������Ǥ�� 

Proposed Changes for the Next Charter Term10 and Rationale �����������������ǯ��������������������������������������������������������͵ͺͻǤͳͲǡ���������������� ����������������������������������������������������������������������������������������������������� 
10 The Authority accepted NCA's May 2016 Graduation Rate Improvement Plan (Exhibit 5) and incorporated the 
terms into the school’s 2017 Charter Contract (Exhibit 3). NCA will continue to abide by the terms of its May 2016 
Graduation Rate Improvement Plan during the renewal term. To the extent there is a conflict between this 
application and the terms of the Graduation Rate Improvement Plan, NCA acknowledges that the terms of the 
Graduation Rate Improvement Plan govern. 
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�����������������������������������������������������������������������������ȋ����������������������Ȍ������������������������������������������������������������������������������������������������������������ǡ���������������������������������������������ʹͲͳͻǦʹͲʹͲ������������Ǥ���������������������������������������ǯ��ʹͲͳͻ��������������������ǡ���������������������������������������������������������������������������������������������������ͶͶͳǡ��������������������������������������������������������������������������������������������������������������������������������������������ǡ�����������������������������������������������������Ǥ��������������������������������������������������������������������������������Ǧ���Ǧ����������������������������������ǡ������������������������������������������������������������Ǥ����������������ͶͶͳǡ������������������������������������ȋ���Ȍ����������������������������������������������������������������������������������������������������������������������������������������������Ǧͳʹ����������ǡ�����������������������������������������������������������Ǥ���������������������������ǡ���������������������������������������������������������������������������������������������������������Ǥ�����������������������ʹͲͳͻ��������ǡ���������������������������������������������������������������Ǣ����������������������������������������������������������������������������ͶͶͳͳͳ�����������������������������������������������������������������������������ǯ���������������������Ǥ�������ǯ���������������������������������������ͳǦ�����������������������������������������������ǡ�������������������������������������������������������ǯ������������������ͳʹ�������������Ǥ�������������������������������������������������������������������������������������������������������������������������ǯ���������������������������������������������������͵ͺͺ�ǤͶͳͷȋͶȌ�����������������������������������������������ǡ���������������������������������������������������������������ǯ���������Ǧͳʹ�����������������������������������������������Ǧͷ�������������Ǥ��������ǡ��������������ǡ������������������������������������������������������������������������������������������������������������Ǥ�����������������������������������������������������������������������������������������������������������������������������������������������������������Ǧ��������������������������������ǡͳʹ��������������������������ǯ���������������������������������������������������������������������������������������������������������������������������������ǡ����ǯ������������������������������������������������������������������������������������Ǥ������������ǡ������������������������������������ǦͶ�����������������������������������Ǥ���������������������������������������������������������������������������������������������ǡ������������������������������������������������������������ǯ��������������������������������������Ǧͳʹ�����ǡ������������������������������������ǡ�������������������������������������Ǥ�� 

11 SB 441 mandates the Department adopt regulations “establishing the different requirements for operation or 
regulation of or any other matter that requires different treatment of charter schools for distance education.” 
12 See Exhibit 6, documents related to NCA’s Elementary School Improvement Plan. 
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2. Renewal Application 

A. Application Form 

2019 WRITTEN APPLICATION FOR RENEWAL OF CHARTER 

School Name & 
Contact Info 

Name: Nevada Connections Academy 
Address: 555 Double Eagle Court, Suite 2000, Reno, NV 89521 
Phone: 775-826-4200 
Website: https://www.connectionsacademy.com/nevada-virtual-school 

School Leader Name 
& Contact Info 

Name: Chris McBride 
Title: Superintendent 
Contact info: Office Phone: 775-826-4200 
Email: cmcbride@nca.connectionsacademy.org 

Chair/President 
Name: Scott Harrington 
Email: ScottHarrington@nca.connectionsacademy.org 
Phone: (775) 560-0135 

Vice Chair/Vice 
President 

Name: Morgan Jackson 
Email: MorganJackson@nca.connectionsacademy.org 

Governing Board 
Names & Contact Info 

Add rows/names as 
may be necessary 

Treasurer Name: Kelly McGlynn 
Email: KellyMcGlynn@nca.connectionsacademy.org 

Secretary Name: Naima Benjelloun 
Email: NaimaBenjelloun@nca.connectionsacademy.org 

Member Name: Kevin Arnold 
Email: KevinArnold@nca.connectionsacademy.org 

Member Name: Dr. Amelia Cook 
Email: AmeliaCook@nca.connectionsacademy.org 

Member Name: Tom Prutzman 
Email: TomPrutzman@nca.connectionsacademy.org 

Member Name: N/A 
Email: 

��������ͳͷǡ�ʹͲͳͻ� � �����ͳ
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ACADEMIC PERFORMANCE 13, 14 

2019 NSPF Rating 
Complete campus boxes as 
may be applicable 

Campus 1 (Elementary) Campus 2 (Middle 
School) Campus 3 (High School) 

1 star 2 stars 1 star 

Campus 4 (name) Campus 5 (name) Campus 6 (name) 

N/A N/A N/A 

2018 NSPF Rating 
Complete campus boxes as 
may be applicable 

Campus 1 (Elementary) Campus 2 (Middle 
School) Campus 3 (High School) 

1 star 1 star 1 star 
Campus 4 (name) Campus 5 (name) Campus 6 (name) 

N/A N/A N/A 

2017 NSPF Rating 

2015 NSPF Rating (Frozen 
from 2014) 

Elementary School 
Rating Middle School Rating High School Rating 

1 star 3 star 
Elementary: 2 Star 
Middle: 4 Star 
High School: 2 Star 

N/A 

2018 Rising Star Status Identified as Rising Star by NDE 

2017 Rising Star Status 
Elementary: Identified as Rising Star by NDE 
Middle School: Not identified 
High School: Identified as Rising Star by NDE 

NDE-Validated Four-
Year Graduation Rate 
NCA’s Charter 
Contract Graduation 
Rate Benchmark15 

2014-15 

36%

2015-16 

 40% 

2016-17 

45% 

2017-18 

64% 

49% 

13 For schools applying for a third charter term, NAC 388A.415 provides that the State Public Charter School 
Authority will give the academic performance of pupils a greater weight than that assigned to it on the first 
renewal. SPCSA staff will include academic performance data for any previous charter term for the Authority’s 
consideration. 
14 In addition to these statutory considerations, the current Charter School Contract for NCA provides that 
achieving or failing to achieve graduation rate benchmarks “will be a material factor for consideration relevant in 
any renewal proceedings.”  See Exhibit 3, NCA’s Charter Contract and Exhibit 5 to Charter Contract. 
15 See Exhibit 3, NCA’s Charter Contract and Exhibit 5 to Charter Contract. 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
OPERATIONAL OVERVIEW 

C U R R E N T  Y E A  R  E  N  R O L L M  E N T  &  D E  M O G R A  P  H  I C  D E  T  A  I L S  
Total Student Enrollment [as of first day of school 2019] = 3051 

G e n  d  e r  E t  h n i c i t  y  / R a c  e  
Female Male White Black Hispanic/ 

Latino 
Asian Mixed Race Other 

1548 1503 1342 395 813 83 354 64 
S p  e  c  i a l  P o p  u  l  a  t  i  o n s  S t  u d  e  n  t s  o n  W  a  i  t  l i s t  

Students 
w/disabilities 

(number) 

ELLs 
(number) 

Homeless 
Students 
(number) 

Free/Reduced 
Lunch Eligibility 

(number) 

Number of Students on Waitlist Percentage of Waitlist Students 
w/Preference Status 

350 32 7 1580 10 60% (6 out of 10) 
S t  a f f  R e  t  e  n  t  i o n  D i  s c i  p  l  i  n  e  D a  t a  

Number of 
Instructional 

Staff 

Total Number of 
Staff 

Percentage 
returning staff 

2018-19 

Percentage 
returning staff 

2019-20 

Number of out of school 
suspensions 

Number of expulsions 

106 123 92.1% 92.4% 0 0 

OPERATIONAL OVERVIEW (continued)
 
Y e  a r - t  o - Y e  a  r  M o  b  i l i t  y  [ S t u  d e n  t  R  e  t e  n  t  i o n  f r  o m  O c  t .  1  t  o  O  c  t .  1  ]  16 

2014 – 2015 2015 – 2016 2016 – 2017 2017 – 2018 2018 – 2019 
1,071 students from 

2014 returned in 2015 
out of 2,423 eligible 

students* = 44% 

1,145 students from 
2015 returned in 2016 

out of 2,637 eligible 
students* = 43% 

1,324 students from 
2016 returned in 2017 

out of 2,920 eligible 
students* = 45% 

1,388 students from 
2017 returned in 2018 

out of 2,930 eligible 
students* = 47% 

1,451 students from 
2018 returned in 2019 

out of 3,332 eligible 
students*=44% 

*Students eligible to return excludes 12th graders because they would be graduating. 

ACADEMIC PERFORMANCE 
SPCSA Authority Academic Programmatic Audit Findings 
2019 Not Applicable/Not Rated* 
2018 Not Applicable/Not Rated* 
2017 Not Applicable/Not Rated* 
2016 Not Applicable/Not Rated* 
2015 Not Applicable/Not Rated* 

*Note: The last year that NCA received a rating under SPCSA's Charter School Performance Framework was 2014. 

FINANCIAL PERFORMANCE 
SPCSA Authority Financial Programmatic Audit Findings 
2019 Good Standing 
2018 Good Standing 
2017 Good Standing 
2016 Good Standing 
2015 Good Standing 

ORGANIZATIONAL PERFORMANCE
 
SPCSA Authority Organizational Programmatic Audit Findings 
2019 Good Standing 
2018 Good Standing 
2017 Good Standing 
2016 Good Standing 
2015 Good Standing 

16 To calculate student mobility, subtract the number of students from year 2 returning from year 1, and divide this 
result by the total number of students in year 1.  For example, if there were 5 students in year 1, and 4 of these 
same students returned in year 2, the calculation would be: (5-4)/5, or 20%. 
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NEXT CHARTER TERM 

Projected Enrollment & Grade Spans for next charter term 
(pending any subsequent expansion or contraction amendment that requires Authority Board approval) 

2020-2021 2021-2022 2022-2023 2023-2024 2024-2025 2025-2026 

Planned Enrollment* 2,008 2,111 2,218 2,330 2,447 2,569 

Planned Grade Spans 6-12 6-12 6-12 6-12 6-12 6-12 
*Note: NCA’s enrollment projections take into consideration the current enrollment caps and are based on 
projections as of 9/30 each year. 
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 

• 

Assurance Statement 

I certify that the governing body of this charter school has voted that the school and its staff will adhere to 
the renewal process expectations outlined in the Renewal Guidelines. The information provided in this 
charter renewal application is true and correct. I also certify that the governing body of this charter school 
understands that any academic, financial, or organizational performance data collected during the period 
of the current charter term which is analyzed and reported following a renewal vote may be considered by 
the Authority in making performance and accountability decisions in the subsequent charter term. 

Signature of Head of School: 

Date: to{r.} / l't 
Signature of President/Chair of Governing Body: .. b. /dc&A fJ 

Date Governing Body voted to approve application for renewal: 

October 15, 2019 Page4 B
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B. Written Narrative 

Enrollment�����������������������������������������������������������������������������������������������������Ǥ����ǯ���������������������������������������������������������������������������������������ǡ������������������������������������������������������������������Ǥ����������������������������������������������������������������ǯ���������ǡ�������������������������������������������������������������������������������������������������������������������Ǥ������������������������ǡ�����������������������������������������������������������������������������������������������������������������������������������������������������������Ǥ��������������������������������������������������������������ǡ�������Ȁ����������������������ǡ���������������Ȁ�����Ǧ���������������������������Ǥ�������������������������������������������������������������������������������������ǡ��������������������������������������������������������������Ǥ� 
Retention�������������������������������������������������������������������������������������������������������������������������������������������Ǥ��������ǡ�����������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������Ǥ�� ����������������������������������������������������������������������������������ǡ����������������������������������������������������ǡ�����������������������������������������������������������������������Ǥ����������������������������������������������������������������������������������������������������ǡ���������������������������������ǡ������������������������������������������������������������Ǥ���������������������������������������������������������������������ȋ��������������������������������ǡ�������������ǡ������������Ȍ����������������������������������������������������ȋ�������������������ǡ���Ǧ���������������������������������������ǡ������������������ȌǤ�������������������������������������������������������������������������ǡ������������������������������������������������������ǡ����������������������������������������������������������������������������������������������������������Ǥ�������������������������������������������ǡ�����������������������������������������������ǡ��������������������������Ǧ�������������������Ǥ�� ����������������������������������������������������������������������ǡ��������������������������������������������������������������������������������������ǡ����������ǣ�Ȉ ������������������������������������������������������������������������������������������������Ǥ�������������������������ǡ�������������������������������������������������������������������������������������������������Ǥ�Ȉ ��������������
�������������������������������������������������Ǥ�����������������������������������������������������������������Ǥ���������������������������������������������������������������������������������������Ǥ��������������������������������������������������������������������������������������������������������������������������������ȋ���ȌǤ������������������������������������
�����������������������������������������ǡ���������������������������Ǥ��� � 
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����������������������������������������������������������������������������Ǥ�Ȉ ����������������������������������������������������������Ȁ���������Ǥ��������������������������������������������������������������������ǡ���������������������������������������������������������������������Ǥ���������������������������������������������������Ǥ�Ȉ	 �������������Ǧ��Ǧ������������������ȋ������������������Ȍ���������Ǥ���������������������������������������������������������������������������������������������������������������������������������������������Ǥ��������������������������������������������������������������������������������������Ǥ���������������������������������̵����������������������������������������������������������Ǥͳ������������������������ǡ������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������������Ǥ�����������������������������������������������������������������������������������������������ǡ�����������������������������������������������������������Ǥͳͺ������������������������������������������������������������������������������������	 ǡ��������������������������������ǡ�������������������ͷͷΨ�������������������Ǥ��������������������������������������������������������ǡ�������������ǡ���������������������������������������������������Ǣ����������������������������������������������������������������������ǡ�������������������������������������������������������������ǡ��������������������������������������ǡ����ǯ��������������������������������������Ǥ� 
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�������������������������������������������������������Ǥ�� 

17 Source: Transiency Report downloaded from http://nevadareportcard.nv.gov/di/
	
18 Source: See, e.g., Moving Matters: The Causal Effect of Moving Schools on Student Performance, 

https://files.eric.ed.gov/fulltext/ED556782.pdf
	
19 Source: http://nevadareportcard.nv.gov; See also, Figure 4: NCA’s Consistently High Attendance Rate.
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20 Source: http://nevadareportcard.nv.gov 
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21 Source: Nevada Connections Academy; See also Figure 5:  NCA’s Steadily Rising Staff Retention Rate.
	
22 Source: http://nevadareportcard.nv.gov
	
23 See Exhibit 3. 
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C. Required Supporting Documentation
 

Proposed Calendar for the First Year of the New Charter Term (Student Calendar) 
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Proposed Calendar for the First Year of the New Charter Term (Teacher Calendar) 
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Figure 1. Daily Schedule of a Middle School Student 

SAMPLE MIDDLE SCHOOL STUDENT “DAY IN THE LIFE” 

Morning Student logs on, reads and responds to messages from teachers, reviews graded 
assignments and upcoming lessons. 

Student logs in to participate in a math LiveLesson session and then begins work on 
today’s math lesson. 

Student goes to the math message board to check for the unit test study guide the 
teacher posted after the LiveLesson session. 

Student completes a Language Arts lesson, including reading, writing, and discussing 
the lesson activities and text. Student completes the Language Arts lesson by taking 
a quiz online. 

Student takes a break from lessons after making progress on morning To Do list. 

Afternoon Student makes sandwich for lunch, and then goes for a walk outside as part of the 
Physical Education course. 

Student completes a science lesson and finishes working on the portfolio for Social 
Studies that is due tomorrow. 

Student spends time on the phone with their Spanish teacher discussing the 
student’s most recent quiz. 

Student heads to soccer practice and then to the local library to find a new book to 
read. 

Learning Coach confirms lessons completed and records attendance. 

Learning Coach and student review next day’s schedule and prepares accordingly. 
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Figure 2. Daily Schedule of a High School Student 

SAMPLE HIGH SCHOOL STUDENT “DAY IN THE LIFE” 

Morning Student logs on, reads and responds to messages from teachers, reviews 
graded assignments and upcoming lessons. 

Student logs in to participate in a Government LiveLesson session.  Student 
collaborates with teacher and classmates and participates in class discussion 
on current events topic of the week. 

Student works on an Algebra lesson but has some trouble with a question.  For 
help, the student accesses yesterday’s recorded Algebra LiveLesson session 
from the teacher’s message board and is able to finish the lesson successfully. 

Student completes an English lesson, including reading, writing, and discussing 
the lesson activities and text. Student posts on the discussion board thread as 
part of today’s assignment. 

Student takes a break from lessons after making progress on morning To Do 
list. 

Afternoon Student makes plans for lunch in between scheduled LiveLesson sessions. 

Student returns from lunch and logs into their Biology LiveLesson session to 
review for upcoming test. 

Student heads to part-time job and then to the local library to find a new book 
to read. 

Student returns home and checks English discussion board for classmate posts 
that they can reply to for discussion assignment completion. 

Caretaker (or student over 18 with a Learning Coach account) records 
attendance. 

Student reviews next day’s schedule and prepares accordingly. 
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3. Academic Plans for the Proposed Charter Term 

A. Written Narrative 
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������������������������������������������������������ǡ������������������������������������������������������������������������������Ǥ��������������������������������������������������������������������������������������������������ʹͲͳͻ��������Ǥ������������������Ǥ��������������Ǥ��������������������������������������������������������������������������������������������������������������������� ��������ǯ��������Ǥ�� 
B. Supporting Documentation 

Current Resumes for All Governing Board Members ����������������������������������������������������� 
����������������������Ǥ� 
Board Member Information Sheet and Assurances & Board Member Template���������������������������ǡ�����������������������������������������������������������������������������������Ǣ��������������������ʹǤ��������������������ǡ��Ǥ������������� ��������������������Ǥ���������������������������������������������������������������������ʹǤ�� 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
5. Fiscal Soundness and Plans for the Proposed Charter Term 

A. Written Narrative 

Current Fiscal State of NCA ���������������������������������������������ǡ����������������������������������������������������������ǯ��ʹͲͳͻ�����������������������������������������������������������������������Ǥ����� �������������������������������������������������������������������������������������������������������������������������������������������������������������������������Ǥ�� ������������������������������������������������������������������������������������������������ ������������Ǥ��������������������������������������������������������������������������������� ���������Ǥ�������������������������������������������������������������������������Ǥ������������������������������������������������������������������������������ǡ�����������������������������������������������ǯ���������������Ǥ������������������������������������������������������� ��������������������������Ǥ�� ��������������������Ǧ�������������������Ǧ�������������������������������������������������������������ǯ������������������������Ǥ������������������������������������������������������ǡ��������������������������ǡ������������������Ǥ���������������������������������������������������������������Ǥ�� Ȉ	 Segregation of Duties:��������������������������������������������������������������������������������������������������������������Ǧ��������������������Ǥ�������������� ��������������������������������������������������ǡ����������������������������������������������������������������������������������������������Ǧ������������������� ���������������������������Ǥ�������������������������������������������������������������� �������������������������������������������������������������������������������������� ������������������������������������������ǯ��������������������������������������Ǥ����� �������������������������������������������������������Ǥ� Ȉ	 Authorization and Processing of Disbursements:�����������������������������������������������ǡ���������������������������������������������������������������������� �������������������������Ǥ�������������������������������������������������������������� �������������������������Ǥ����������������������������������������������������������������� ������������Ǥ���������������������������������������������������������������������������Ǥ���� ������������������������������������������������Ǥ� Ȉ	 Safeguard Assets:����������ǡ��������ǡ�����������������������������������������������������������������������ʹͶ����������������������������������������������������������������������Ǥ�� 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
Ȉ	 Banking Arrangements/Reconciliation:������������������������������������������������������������������������ǡ������������������Ǥ�	�������������������������Ǧ��������������������� �������������������Ǧ�������������������������������������������������������Ǧ���������������������Ǧ������������������Ǥ�	������������ǡ����������������������������������������� �����������������������������������������������������������������������Ǥ������������������� ��������������������������������������������������������������������Ǥ����������������� �����������������������������������������������������������������ǯ�������������������ǡ��������������������������������������Ǥ������������������������������������������������������ ��������������Ǥ�� Ȉ	 Policies and Procedures:�������������������������������������������������������������������������������������������������������Ǥ� 

Plans for the Upcoming Charter Term to Ensure NCA Remains Financially Viable��������������������������������������������������������������������������������������������������� ���������������������������������������������������������Ǥ�����������������������������������Ǧ����������������������������������������������������������������������������������������� ����������������������������Ǥ���������������������ǡ��������������������������������������������������������������������������������������������������������������������������������������Ǥ����������������������������������������������������������������������������������������������������������������������������������������������������������������ǯ����������������������������������������������������������������������������������������������������������������Ǥ������������������������� �������������������������������������������������������������������������������������������������� �����������������������������������Ǥ� ���������ǯ������������������������������ǡ���������������������������������������������������� �����������������������������������������������������������������������������Ǥ����������������� ����������������������������������������������������������������������������������������������� ����������������������������������������Ǥ�������������ǡ�������������������������������ǡ�����������������������������������������������������������������������������������������������������������������������������������������������������������������������Ǥ�����������������������������������������������������������ǡ���������������������������������������������Ǥ��������������� ��������������������������������������������������������������������������������������������������������������������Ǥ�� 
Any Financial Improvements Undertaken or Planned ��������������������������������������������������������������������������������������������������� �����Ǥ������������������������������������������������� �������������������������������������������������������������������������������������������������Ǥ�������� ���������������������������������������������������������������������������������ǡ���������������ǡ�������������������Ǥ�� 
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EĞǀĂĚĂ��ŽŶŶĞĐƚŝŽŶƐ��ĐĂĚĞŵǇ
 
ϯ�zĞĂƌ�ZĞǀĞŶƵĞ�ĂŶĚ��ǆƉĞŶƐĞ�^ƚĂƚĞŵĞŶƚ
 

'ƌĂĚĞƐ�ϲͲϭϮ��ŶƌŽůůŵĞŶƚ
 

ϮϬϭϵͲϮϬϮϬ� ϮϬϮϬͲϮϬϮϭ� ϮϬϮϭͲϮϬϮϮ� 
�ƵĚŐĞƚ� WƌŽũĞĐƚĞĚ� WƌŽũĞĐƚĞĚ� 

ϵͬϯϬ��ŶƌŽůůŵĞŶƚΎ� ϯ͕ϰϬϬ� Ϯ͕ϬϬϴ� Ϯ͕ϭϭϭ� 
�ǀĞƌĂŐĞ��ŶƌŽůůŵĞŶƚΎ� ϯ͕Ϯϵϯ� ϭ͕ϵϰϱ� Ϯ͕Ϭϰϱ� 
&ƵŶĚĞĚ��ŶƌŽůůŵĞŶƚΎ� ϯ͕ϮϮϳ� ϭ͕ϵϬϲ� Ϯ͕ϬϬϰ� 
dŽƚĂů��ŶƌŽůůĞĚΎ ϱ͕ϮϱϮ� ϯ͕ϬϬϱ� ϯ͕ϭϱϵ� 

ZĞǀĞŶƵĞ� 
^ƚĂƚĞ��ŝĚ� Ϯϯ͕ϴϱϳ͕ϲϮϴ� ϭϰ͕ϯϳϮ͕ϰϱϵ� ϭϱ͕ϰϭϭ͕ϴϴϱ� 
^ƉĞĐŝĂů��ĚƵĐĂƚŝŽŶ�&ƵŶĚŝŶŐ� ϴϴϰ͕ϰϵϯ� ϱϯϮ͕ϴϰϮ� ϱϳϭ͕ϯϳϳ� 

&ĞĚĞƌĂů�&ƵŶĚŝŶŐ�Ͳ�dŝƚůĞ�/� ϰϬϬ͕ϬϬϬ� Ϯϯϵ͕ϬϬϬ� Ϯϱϯ͕ϬϬϬ� 
&ĞĚĞƌĂů�&ƵŶĚŝŶŐ�Ͳ�dŝƚůĞ�/�Ͳ�^/'� ϭϴϴ͕ϬϬϬ� ϭϭϮ͕ϬϬϬ� ϭϭϵ͕ϬϬϬ� 
&ĞĚĞƌĂů�&ƵŶĚŝŶŐ�Ͳ�dŝƚůĞ�//Ͳ�� ϭϭϭ͕ϬϬϬ� ϲϲ͕ϬϬϬ� ϳϬ͕ϬϬϬ� 
&ĞĚĞƌĂů�&ƵŶĚŝŶŐ�Ͳ�/���� ϯϱϬ͕ϬϬϬ� ϮϭϬ͕ϬϬϬ� ϮϮϯ͕ϬϬϬ� 
&ĞĚĞƌĂů�&ƵŶĚŝŶŐ�Ͳ�dŝƚůĞ�/s� ϲϮ͕ϬϬϬ� ϯϳ͕ϬϬϬ� ϰϬ͕ϬϬϬ� 

KƚŚĞƌ��ĂƚĞŐŽƌŝĐĂů�^ƚĂƚĞ� ϭϱϲ͕ϬϬϬ� ϭϰϬ͕ϬϬϬ� ϭϰϰ͕ϬϬϬ� 
�ͲZĂƚĞ� ϯ͕ϬϬϬ� ϯ͕ϬϬϬ� ϯ͕ϬϬϬ� 
dŽƚĂů�ZĞǀĞŶƵĞ� Ϯϲ͕ϬϭϮ͕ϭϮϭ� ϭϱ͕ϳϭϮ͕ϯϬϬ� ϭϲ͕ϴϯϱ͕ϮϲϮ� 

�ǆƉĞŶƐĞƐ� 
^ĂůĂƌŝĞƐ� 

�ĚŵŝŶŝƐƚƌĂƚŝŽŶ� ϭ͕ϭϵϱ͕ϬϬϬ� ϴϱϬ͕ϭϮϬ� ϴϳϱ͕ϲϮϰ� 
dĞĂĐŚĞƌƐ� ϱ͕Ϯϱϭ͕Ϯϭϴ� ϯ͕Ϭϲϲ͕ϳϮϴ� ϯ͕ϯϭϱ͕ϵϴϰ� 

�ĞŶĞĨŝƚƐͬWĞŶƐŝŽŶͬdĂǆĞƐ� 
�ĚŵŝŶŝƐƚƌĂƚŝŽŶ� ϰϲϳ͕ϵϰϲ� ϯϯϮ͕ϴϵϱ� ϯϰϮ͕ϴϴϮ� 
dĞĂĐŚĞƌƐ� Ϯ͕ϯϲϬ͕ϰϮϮ� ϭ͕ϯϳϴ͕ϰϵϰ� ϭ͕ϰϵϬ͕ϱϯϱ� 

dŽƚĂů��ŽŵƉĞŶƐĂƚŝŽŶ� ϵ͕Ϯϳϰ͕ϱϴϲ� ϱ͕ϲϮϴ͕Ϯϯϴ� ϲ͕ϬϮϱ͕ϬϮϱ� 

�ŶƌŽůůŵĞŶƚͬhŶŝƚ��ĂƐĞĚ�&ĞĞƐ� 
�ĚƵĐĂƚŝŽŶĂů�ZĞƐŽƵƌĐĞ� ϰϭϰ͕ϵϬϬ� Ϯϰϱ͕Ϭϰϲ� Ϯϱϳ͕ϲϭϱ� 
�ŽŶŶĞǆƵƐ��ŶŶƵĂů�>ŝĐĞŶƐĞ�;�D^Ϳ� ϭ͕ϵϳϱ͕ϳϭϰ� ϭ͕ϭϲϲ͕ϴϴϰ� ϭ͕ϮϮϲ͕ϳϯϵ� 
dĞĐŚŶŝĐĂů�^ƵƉƉŽƌƚ�ĂŶĚ�ZĞƉĂŝƌƐ� ϭϲϰ͕ϲϰϯ� ϵϳ͕ϮϰϬ� ϭϬϮ͕ϮϮϴ� 
�ŝƌĞĐƚ��ŽƵƌƐĞ�/ŶƐƚƌƵĐƚŝŽŶ�^ƵƉƉŽƌƚ� 
^ŚŽƌƚ�dĞƌŵ�^Ƶď�dĞĂĐŚŝŶŐ�^ĞƌǀŝĐĞƐ� 

Ϭ� 
Ϭ� 

Ϭ� 
Ϭ� 

Ϭ� 
Ϭ� 

,ĂƌĚǁĂƌĞͬ�^ŽĨƚǁĂƌĞͲ��ŵƉůŽǇĞĞƐ� ϳϭ͕Ϭϱϵ� ϰϯ͕ϭϰϲ� ϰϰ͕ϵϱϵ� 
sŽŝĐĞ�KǀĞƌ�/W�^ĞƌǀŝĐĞƐ� 
^ĐŚŽŽů��ƵƌƌŝĐƵůƵŵ�^ƵƉƉůŝĞƐ� 

ϰϮ͕ϲϯϱ� 
ϱϬ͕Ϯϭϲ� 

Ϯϱ͕ϴϴϴ� 
Ϯϵ͕ϵϱϱ� 

Ϯϲ͕ϵϳϲ� 
ϯϭ͕ϰϲϲ� 

^ƚƵĚĞŶƚ�dĞĐŚŶŽůŽŐǇ��ƐƐŝƐƚĂŶĐĞͲ�>ĂƉƚŽƉƐ� ϭ͕ϳϲϳ͕ϬϬϬ� ϵϵϳ͕ϮϬϬ� ϭ͕Ϭϰϴ͕ϰϬϬ� 
/^W�WƌŽĐĞƐƐŝŶŐ�&ĞĞ� 
�ƵƌƌŝĐƵůƵŵ�WŽƐƚĂŐĞ� 

ϭϬϯ͕ϯϵϮ� 
ϭϳϯ͕ϯϮϲ� 

ϱϵ͕ϭϱϬ� 
ϵϵ͕ϭϲϬ� 

ϲϮ͕ϭϴϱ� 
ϭϬϰ͕Ϯϰϲ� 

dĂŶŐŝďůĞͬ�/ŶƚĂŶŐŝďůĞ�/ŶƐƚƌ͘�DĂƚĞƌŝĂůƐ� 
�ŽŵŵƵŶŝƚǇ�KƵƚƌĞĂĐŚ� 

ϱ͕ϰϭϰ͕ϯϰϯ� 
ϱϲϲ͕ϱϬϬ� 

ϯ͕ϮϯϬ͕ϮϬϲ� 
ϱϲϲ͕ϱϬϬ� 

ϯ͕ϯϵϱ͕ϴϵϴ� 
ϱϲϲ͕ϱϬϬ� 

Ύ��ǆƉůĂŶĂƚŝŽŶƐ�ŽĨ�ƚŚĞ�ĚŝĨĨĞƌĞŶƚ�ĞŶƌŽůůŵĞŶƚ�ĨŝŐƵƌĞƐ�ĂƌĞ�ƉƌŽǀŝĚĞĚ�ŝŵŵĞĚŝĂƚĞůǇ�ĨŽůůŽǁŝŶŐ�ƚŚĞ�ďƵĚŐĞƚƐ͘ 



dŽƚĂů��ŶƌŽůůŵĞŶƚͬhŶŝƚ��ĂƐĞĚ�&ĞĞƐ� ϭϬ͕ϳϰϯ͕ϳϮϴ� 

ZĞǀĞŶƵĞ��ĂƐĞĚ�&ĞĞƐ� 
^ƉĞĐŝĂů��ĚƵĐĂƚŝŽŶ��ŝƌĞĐƚ�^ĞƌǀŝĐĞƐ� ϭ͕Ϯϯϰ͕ϰϵϯ� 
^ƉĞĐŝĂů��ĚƵĐĂƚŝŽŶ�KǀĞƌƐŝŐŚƚ� ϲϭϲ͕ϳϰϭ� 
^ĐŚŽŽů��ĚŵŝŶŝƐƚƌĂƚŝŽŶ� ϯ͕Ϭϴϯ͕ϳϬϰ� 
dŽƚĂů�ZĞǀĞŶƵĞ��ĂƐĞĚ�&ĞĞƐ� 

WĂƐƐ�Ͳ dŚƌŽƵŐŚ��ǆƉĞŶƐĞƐ� 
KĨĨŝĐĞ�^ƵƉƉůŝĞƐ� 
�ŽƉŝĞƌƐͬ�ZĞƉƌŽĚƵĐƚŝŽŶ� 
KĨĨŝĐĞ�WŽƐƚĂŐĞ� 
/^W�WĂǇŵĞŶƚ�ZĞŝŵďƵƌƐĞŵĞŶƚ� 
^ƚƵĚĞŶƚ�dĞƐƚŝŶŐ�Θ��ƐƐĞƐƐŵĞŶƚ� 
^ƚĂĨĨ�ZĞĐƌƵŝƚŝŶŐͬ�ĂĐŬŐƌŽƵŶĚ��ŚĞĐŬƐ� 
^ƚĂĨĨ�dƌĂŝŶŝŶŐͬWƌŽĨ͘��ǀůƉŵƚ� 
�ŽŶƚƌĂĐƚ�^ĐŚŽŽů�^ƚĂĨĨ� 
dƌĂǀĞů�ĂŶĚ��ŽŶĨĞƌĞŶĐĞƐ� 
dĞĂŵ��ƵŝůĚŝŶŐ� 
DĂŝŶƚĞŶĂŶĐĞ�Θ�ZĞƉĂŝƌƐ� 
/ŶƚĞƌŶĞƚ� 
dĞůĞƉŚŽŶĞ� 
KĨĨŝĐĞ�ZĞŶƚ� 
�ǆƉĞŶƐĞ��ƋƵŝƉŵĞŶƚ� 

ϲ͕ϱϲϬ͕ϯϳϲ� ϲ͕ϴϲϳ͕Ϯϭϯ� 

ϳϰϮ͕ϴϰϮ� 
ϯϳϭ͕ϰϲϭ� 
ϭ͕ϴϱϳ͕ϯϬϳ� 

ϳϵϰ͕ϯϳϳ� 
ϰϬϭ͕ϬϮϮ� 
Ϯ͕ϬϬϱ͕ϭϭϭ� 

Ϯ͕ϵϳϭ͕ϲϭϬ� ϯ͕ϮϬϬ͕ϱϭϬ� 

ϱ͕ϵϬϬ� ϲ͕ϮϬϬ� 
ϭϭ͕ϴϬϬ� ϭϮ͕ϰϬϬ� 
ϭϯ͕ϬϬϬ� ϭϯ͕ϳϬϬ� 
ϭϭϮ͕ϮϬϬ� ϭϭϴ͕ϬϬϬ� 
ϭϵϮ͕ϱϬϬ� ϮϬϮ͕ϰϬϬ� 
ϭϭ͕ϴϬϬ� ϭϮ͕ϰϬϬ� 
ϳϯ͕ϴϬϬ� ϳϳ͕ϲϬϬ� 
ϭϭ͕ϴϬϬ� ϭϮ͕ϰϬϬ� 
ϯϵ͕ϲϬϬ� ϰϭ͕ϲϬϬ� 
ϱ͕ϵϬϬ� ϲ͕ϮϬϬ� 
ϴ͕ϯϬϬ� ϴ͕ϳϬϬ� 
ϱ͕ϵϬϬ� ϲ͕ϮϬϬ� 
ϴ͕ϵϬϬ� ϵ͕ϯϬϬ� 

ϭϱϮ͕ϬϬϬ� ϭϱϱ͕ϴϬϬ� 
ϰ͕ϭϬϬ� ϰ͕ϯϬϬ� 

ϲϱϳ͕ϱϬϬ� ϲϴϳ͕ϮϬϬ� 

ϯϬ͕ϬϬϬ� ϯϬ͕ϬϬϬ� 
ϭϮ͕ϬϬϬ� ϭϮ͕ϬϬϬ� 
ϯ͕ϬϬϬ� ϯ͕ϬϬϬ� 
ϭϱϬ͕ϬϬϬ� ϭϬϬ͕ϬϬϬ� 
ϭϰ͕ϬϬϬ� ϭϰ͕ϬϬϬ� 
ϭϱ͕ϬϬϬ� ϭϱ͕ϬϬϬ� 
ϯϳ͕ϬϬϬ� ϯϳ͕ϬϬϬ� 
Ϯϱ͕ϬϬϬ� Ϯϱ͕ϬϬϬ� 
ϮϬ͕ϬϬϬ� ϮϬ͕ϬϬϬ� 
Ϯϭϱ͕ϱϴϳ� Ϯϯϭ͕ϭϳϴ� 
ϭ͕ϬϬϬ� ϭ͕ϬϬϬ� 
ϰϴ͕ϬϬϬ� ϰϴ͕ϬϬϬ� 
ϱ͕ϬϬϬ� ϱ͕ϬϬϬ� 

ϱϳϱ͕ϱϴϳ� ϱϰϭ͕ϭϳϴ� 

Ͳ Ͳ 

ϭϲ͕ϯϵϯ͕ϯϭϭ� ϭϳ͕ϯϮϭ͕ϭϮϳ� 

ϱ͕ϱϬϬ� ϱ͕ϱϬϬ� 

ϭϲ͕ϯϵϴ͕ϴϭϭ� ϭϳ͕ϯϮϲ͕ϲϮϳ� 

;ϲϴϲ͕ϱϭϭͿ� ;ϰϵϭ͕ϯϲϰͿ� 
ϭ͕ϰϯϭ͕ϱϭϭ� ϳϰϱ͕ϬϬϬ� 
ϳϰϱ͕ϬϬϬ� Ϯϱϯ͕ϲϯϲ� 

dŽƚĂů�WĂƐƐͲdŚƌŽƵŐŚ��ǆƉĞŶƐĞƐ� 

KƚŚĞƌ�^ĐŚŽŽů��ǆƉĞŶƐĞƐ� 
�ĐĐŽƵŶƚŝŶŐ�^ĞƌǀŝĐĞƐ� 
�ƵĞƐ� 
/ŶƐƵƌĂŶĐĞ��ǆƉĞŶƐĞƐ� 
>ĞŐĂů�^ĞƌǀŝĐĞƐ� 
�ŽĂƌĚͲZĞůĂƚĞĚ��ǆƉĞŶƐĞƐ� 
>ŝǀĞ^ƉĞĞĐŚ��ĂƐĞ�DĂŶĂŐĞŵĞŶƚ� 
^ƵŵŵĞƌ�^ĐŚŽŽů� 
'ƌĂĚƵĂƚŝŽŶ��ǆƉĞŶƐĞ� 
^ƚƵĚĞŶƚ��ĐƚŝǀŝƚŝĞƐ� 
^ƉŽŶƐŽƌ�&ĞĞƐ� 
�ĐĐƌĞĚŝƚĂƚŝŽŶ� 
KƚŚĞƌ��ƵƌƌŝĐƵůƵŵ� 
KƚŚĞƌ�^ĐŚŽŽů��ǆƉĞŶƐĞ� 
dŽƚĂů�KƚŚĞƌ�^ĐŚŽŽů��ǆƉĞŶƐĞƐ� 

�ĚũƵƐƚŵĞŶƚƐ�ĂŶĚ��ƌĞĚŝƚƐ� 
�ŽŶƚƌĂĐƚƵĂů�^ĞƌǀŝĐĞ��ƌĞĚŝƚ� 
dŽƚĂů��ĚũƵƐƚŵĞŶƚƐ�ĂŶĚ��ƌĞĚŝƚƐ� 

dŽƚĂů�WƌŽŐƌĂŵ��ǆƉĞŶƐĞƐ��ĞĨŽƌĞ��ĞƉƌĞĐŝĂƚŝŽŶ� 

�ĞƉƌĞĐŝĂƚŝŽŶ��ǆƉĞŶƐĞ� 

dŽƚĂů�WƌŽŐƌĂŵ��ǆƉĞŶƐĞƐ�/ŶĐůƵĚŝŶŐ��ĞƉƌĞĐŝĂƚŝŽŶ� 

EĞƚ� 
�ĞŐŝŶŶŝŶŐ�ĨƵŶĚ�ďĂůĂŶĐĞ� 
�ŶĚŝŶŐ�ĨƵŶĚ�ďĂůĂŶĐĞ� 

ϰ͕ϵϯϰ͕ϵϯϳ� 

ϭϬ͕ϬϬϬ� 
ϮϬ͕ϬϬϬ� 
ϮϮ͕ϬϬϬ� 
ϭϵϬ͕ϬϬϬ� 
ϯϮϲ͕ϬϬϬ� 
ϮϬ͕ϬϬϬ� 
ϭϮϱ͕ϬϬϬ� 
ϮϬ͕ϬϬϬ� 
ϲϳ͕ϬϬϬ� 
ϭϬ͕ϬϬϬ� 
ϭϰ͕ϬϬϬ� 
ϭϬ͕ϬϬϬ� 
ϭϱ͕ϬϬϬ� 
ϭϰϴ͕ϯϮϬ� 
ϳ͕ϬϬϬ� 

ϭ͕ϬϬϰ͕ϯϮϬ� 

ϯϬ͕ϬϬϬ� 
ϭϮ͕ϬϬϬ� 
ϯ͕ϬϬϬ� 
ϮϱϬ͕ϬϬϬ� 
ϭϰ͕ϬϬϬ� 
Ϯϯ͕ϬϬϬ� 
ϯϳ͕ϬϬϬ� 
ϰϱ͕ϬϬϬ� 
Ϯϱ͕ϬϬϬ� 
ϯϱϳ͕ϴϲϰ� 
ϭ͕ϬϬϬ� 
ϰϴ͕ϬϬϬ� 
ϱ͕ϬϬϬ� 

ϴϱϬ͕ϴϲϰ� 

Ͳ 

Ϯϲ͕ϴϬϴ͕ϰϯϱ� 

ϱ͕ϱϬϬ� 

Ϯϲ͕ϴϭϯ͕ϵϯϱ� 

;ϴϬϭ͕ϴϭϰͿ� 
Ϯ͕Ϯϯϯ͕ϯϮϱ� 
ϭ͕ϰϯϭ͕ϱϭϭ� 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
Explanation of Enrollment Projections������������ǡ��������������������������������������������������������������Ǧ���Ǧ�������������ǡ� ��������������������������������������������������������������������������������Ǥ�	��������������������ǡ��������������������������������������������������ǡ������������������������������������������������������������������������Ǥ� 
Enrollment 

Metric What It Represents Why It Is Important for Planning ͻȀ͵Ͳ������������ ����� �������������������������������������������������������������������� ����������������������Ǥ� ������������� ���������������������������������������������������������������������������������������������Ǥ� 
������������������� �������������������������������������������������������������ǡ�����������ǡ� ����������������������������������� ����Ǥ� 

������������� ����������������ǡ�����������ǡ���������������������������������������������� �������������Ǥ�������������������������������������������������������������������������������������������������������������Ǥ� ����������������� ������������� ������� ��� ��������Ǧ������������������������������������������������������������������������������������������������Ǥ� 
������������������������������������� ��̵������������������������������������������ ����������������������������Ǥ� 

����������������� 
����� �����������������ȋ������Ȍ��������������������������������������������������������������������������������������������������Ǥ������������������������������������������������������������������������������������Ǥ� 

�������������������������������������������������������������������������������Ǥ������������� �����������������������������������Ȁ������������ ����������ǡ��������������������Ȁ����������ǡ����Ǥ� ���������������������������������ǡ�������������������ͻȀ͵Ͳ����������������������Ǥ��������������������������������������������������������������������Ǥ��������������������ǡ������������������������� ������������������������ǡ�������������������������ͻȀ͵Ͳ���������������������������������������������������������������������������������������Ǥ��� � 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
6. Additional Information from the Governing Board Supporting 
Renewal 

Supporting Data and Relevant Information 

State Test Performance Trends for 2018-19 �������������������������������������������������������Ȅ������������������������������������������������ʹͲͳǦʹͲͳͺ�Ȅ�ͳͲǤͻΨ������������������������������������������������ǡ�����ʹΨ������������������������������������������������������������������ȋ���ȌǤ�� 
Figure 3. NCA Student Improvement in Math and ELA

2018-19 % Moved from Below Basic 
to Higher Level 

Math 10.9% 

ELA 26.4% 

25 

���������������������������������������������������������������������������������������������������Ǥ�������������������������������������ǡ�����������������������������������������������ǡ��������������������	������ͻǤ������������������������������������������ǯ�������������������������������ǯ������������������������������Ȅ�������������������������������������������������������ǡ����� ����������������������������������������������Ǥ�� 
Figure 4. 2018-2019 State Math Performance for NCA Students by Number of Years Enrolled26 

New 
20.1% 

2 Years 
20.2% 

3 Years 
24.4% 

4 Years 
26.5% 

5+ Years 
38.5% 

25 Source: http://nevadareportcard.com/di/main/assessment 
26 Source: Nevada Connections Academy EMS Data 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
�����������ʹͲͳͺǦͳͻǡ���������������������������������������������������������������������������������������������������������Ǥ� 
Figure 5. NCA ELA State Test Performance by Grade Level in 2018-2019 Relative to the State27 

47.0% 46.7% 44.8%45.8% 
49.9% 

47.5% 

0.0% 

10.0% 

20.0% 

30.0% 

40.0% 

50.0% 

60.0% 

6th Grade 7th Grade 8th Grade 

Nevada Connections Academy - ELA Test Performance 

NCA State 

ACT Participation in 2017-18 �������������������������������������������ǡ�����������������������������������ͳͳ�������ͳʹ��� ʹͺ�������������������������increased from 44.6% in 2016-17 to 98.1% in 2018-19Ǥ � 
Social Emotional Learning Survey Results for NCA �������������������������������������������������������������������������������������������ȋ���Ȍ������������������������ǡ�����������������������������ǡ����������������������������������ȋ�������������Ǥ������������������Ǥǡ�ʹͲͲȌǤ�����������������������������������������������������������������������ǡ������������������������������������������������������������������������������������� ������������������������������������������������ǡ������������ǡ����������������ǡ��������������������� ��������ǡ��������������������������������������ǡ���������������������������ȋ�����������������������Ǣ����������������������Ǥ���Ǣ���������������Ǥ���ȌǤ������������������������������������������������ �����������������������������������������������������������������Ǥ�� 
27 Source: http://nevadareportcard.com/di/main/assessment 
28 Source: Nevada Connections Academy EMS Data 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
�������������������������������������������Ȁ��������������������������ȋ��Ǧ�����Ȍ������������������������������������������������������������������������������������������������������������������ ���������������������ǡ�����������������������������������������������������������Ǥ�� ������������������������������������������������������������������������������������������������� ������������Ǥ��������������ʹͲͳͻǦʹͲʹͲǡ������������������������������������������������������� ������������������������������ǡ����������������������������������������������������������������������ǡ�����������������ǡ�����������������ǡ�������Ǧ������������������Ǥ�������������������������������������������������������������������������������������ǡ��������ǡ������ǡ������������� �������������������ǲ����������������������ǳʹͻ����������������������ǡ������������������������������������� �������������������������������������������������������������������������������Ǥ�� ���������ͳ�����ʹ���������������������������������������������������ǡ�������������������������������������������������Ǥ� 
NCA Middle School 

Figure 6. Nevada School Climate/Social Emotional Learning Survey Results for NCA Middle School30 

0 
50 
100 
150 
200 
250 
300 
350 
400 
450 
500 

Cultural & Linguistic 
Competence 

Relationships Physical Safety Emotional Safety Social & Emotional 
Competence 

Nevada Connections Academy - Middle School 
Nevada School Climate/Social Emotional Learning Survey Results 

NCA State Average 

������ǯ��� ������������ǡ����	 ������������������������������ʹǤͳͳ����ʹͲͳǦͳͺ����ͶͲǤͲͲ����ʹͲͳͺǦͳͻ�������������������������Ǧ��������������������Ǧ�����������Ǥ͵ͳ������ͻͻΨ������������������������������� ����������������������� �ȋ�������������������������������������������� ��������ȌǤ�������������������������������������������͵�ʹ����������������������������������������������������������������������������� 
29 A “whole student approach” ensures that each student is healthy, safe, engaged, supported, and challenged, 
sets the standard for comprehensive, sustainable school improvement and provides for long-term student success.
	
30 Source: The Nevada School Climate/Social Emotional Learning Survey
	
31 Source: http://nevadareportcard.com/di/main/assessment.
	
32 Source: Nevada Connections Academy EMS Data
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
�����������������������Ǧ��������������������������������������������������������������������������������������������������������������������������������������������Ǥ�� 	����������ǡ��������������������������������������������������������������������������������������������������ǡ�������������������������������������������������������������������������������������� �������Ǥ��������������������������������������������ͻ�����ͳͳ������������������������������������� ͵͵������������������������������������������������Ȃ������������������������������������������������������Ǥ �� 
NCA High School 

Figure 7. Nevada School Climate/Social Emotional Learning Survey Results for NCA High School34 
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��������������� �������������������� �����ʹͲͳͻǤ�� ���������������� �����������������������������������������������������Ǥ����������͵ǤΨ���������������������ʹͲͳǦͳͺǡ��������������������������������������������������ʹͲͳͺǦͳͻǡ��������������������������������������� �����������������������������������������������������������������������ǡ�ͶͻΨ�����ʹͲͳǦͳͺ�����ͲΨ�����ʹͲͳͺǦͳͻǤ͵��������������������������������������������ǡ����������������������������ǲ����� ��������������������������������������������������������������������������Ǥǳ͵��� 
33 See Exhibit 9, NCA NSPF High School Framework Analysis and Exhibit 11, NCA NSPF Middle School Framework 

Analysis.
	
34 Source: The Nevada School Climate/Social Emotional Learning Survey
	
35 Source: http://nevadareportcard.com
	
36 See Exhibit 3, NCA’s Charter Contract and Exhibit 5 to Charter Contract.
	
37 See Exhibit 3, Charter Contract Section 8.1.5.1.
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Figure 8. Improvements in Absenteeism Rate39 

Grade Band 2017-18 Rate 2017-18 Rate under 2018-19 Rules 2018-19 Rate 

Elementary 20.4% 10.96% 10.1% 

Middle 29.7% 21.18% 11.7% 

High 32.5% 24.17% 13.9% 

�������������������������������������ͻͷΨ�������������������ǡ����������������������������������Ǧ������ǤͶͲ������������������������������������������������������������������������������ǡ��������������� ������������������������������������������������������������ǡ��������������������������������������������������������������������Ǥ���������������������ͳ�����ʹ���������������������������������������������������������Ǥ� 
Agenda and Draft Minutes of the Board Meeting���������������������������������������������ʹͲͳͻ�������������������������������������������������ǡ�����������������������������������������ǡ������������������������������������������������������������ �����������������������������������������������������������������������������������������������Ǥ�� 

38 Source: http://nevadareportcard.com 
39 Source: http://nevadareportcard.com/di/main/assessment and Nevada Connections Academy EMS Data 
40 Source: http://nevadareportcard.com/di/main/assessment and Nevada Connections Academy EMS Data 
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
Figure 1. NCA's Four-Year Graduation Rate Demonstrating Positive Growth1 
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Figure 2. NCA's Enrollment Reflecting Demand2 
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1 Source: State Public Charter School Authority 2019 Renewal Report for Nevada Connections Academy 
2 Source: Enrollment for Nevada Public Schools, http://www.doe.nv.gov/DataCenter/Enrollment/ 
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
Figure 3. The Learning Triad 

October 15, 2019  Page  A-3 
 	



       

   

    

 
 

   

 
  

 
 
 

 
 

 

 

 
 
 

 

Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
Figure 4. NCA's Consistently High Attendance Rate3 
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Figure 5. NCA's Steadily Rising Staff Retention Rate4 
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3 Source: Nevada Connections Academy 
4 Source: Nevada Connections Academy 
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
Figure 6. Daily Schedule of a Middle School Student 

SAMPLE MIDDLE SCHOOL STUDENT “DAY IN THE LIFE” 

Morning Student logs on, reads and responds to messages from teachers, reviews graded 
assignments and upcoming lessons. 

Student logs in to participate in a math LiveLesson session and then begins work on 
today’s math lesson. 

Student goes to the math message board to check for the unit test study guide the 
teacher posted after the LiveLesson session. 

Student completes a Language Arts lesson, including reading, writing, and discussing 
the lesson activities and text. Student complete the Language Arts lesson by taking a 
quiz online. 

Student takes a break from lessons after making progress on morning To Do list.
	

Afternoon Student makes sandwich for lunch, and then goes for a walk outside as part of the 
Physical Education course. 

Student completes a science lesson and finishes working on the portfolio for Social 
Studies that is due tomorrow. 

Student spends time on the phone with their Spanish teacher discussing the 
student’s most recent quiz. 

Student heads to soccer practice and then to the local library to find a new book to 
read. 

Learning Coach confirms lessons completed and records attendance.
	

Learning Coach and student review next day’s schedule and prepares accordingly.
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
Figure 7. Daily Schedule of a High School Student 

SAMPLE HIGH SCHOOL STUDENT “DAY IN THE LIFE” 

Morning 

Afternoon 

Student logs on, reads and responds to messages from teachers, reviews 
graded assignments and upcoming lessons. 

Student logs in to participate in a Government LiveLesson session.  Student 
collaborates with teacher and classmates and participates in class discussion 
on current events topic of the week. 

Student works on an Algebra lesson but has some trouble with a question.  For 
help, the student accesses yesterday’s recorded Algebra LiveLesson session 
from the teacher’s message board and is able to finish the lesson successfully. 

Student completes an English lesson, including reading, writing, and discussing 
the lesson activities and text. Student posts on the discussion board thread as 
part of today’s assignment. 

Student takes a break from lessons after making progress on morning To Do 
list. 

Student makes plans for lunch in between scheduled LiveLesson sessions.
	

Student returns from lunch and logs into their Biology LiveLesson session to 
review for upcoming test.  

Student heads to part-time job and then to the local library to find a new book 
to read. 

Student returns home and checks English discussion board for classmate posts 
that they can reply to for discussion assignment completion. 

Caretaker (or student over 18 with a Learning Coach account) records 
attendance. 

Student reviews next day’s schedule and prepares accordingly.
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
Figure 8. NCA Student Improvement in Math and ELA5 

2018-19 % Moved from Below Basic 
to Higher Level 

Math 10.9% 

ELA 26.4% 

Figure 9. 2018-2019 State Math Performance for NCA Students by Number of Years Enrolled6 
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5 Source: http://nevadareportcard.com/di/main/assessment 
6 Source: Nevada Connections Academy EMS Data 
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
Figure 10. NCA ELA State Test Performance by Grade Level in 2018-2019 Relative to the State7 
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Figure 11. Nevada School Climate/Social Emotional Learning Survey Results for NCA Middle School8 
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7 Source: http://nevadareportcard.com/di/main/assessment 
8 Source: The Nevada School Climate/Social Emotional Learning Survey 
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Nevada Connections Academy 2019 Application for the Renewal of a Charter School Contract 
Figure 12. Nevada School Climate/Social Emotional Learning Survey Results for NCA High School9 

0 
50 
100 
150 
200 
250 
300 
350 
400 
450 
500 

Cultural & Linguistic 
Competence 

Relationships Physical Safety Emotional Safety Social & Emotional 
Competence 

Nevada Connections Academy - High School 
Nevada School Climate/Social Emotional Learning Survey Results 

NCA State Average 

Figure 13. Improvements in Absenteeism Rate10 

Grade Band 2017-18 Rate 2017-18 Rate under 2018-19 Rules 2018-19 Rate 

Elementary 20.4% 10.96% 10.1% 

Middle 29.7% 21.18% 11.7% 

High 32.5% 24.17% 13.9% 

9 Source: The Nevada School Climate/Social Emotional Learning Survey 
10 Source: http://nevadareportcard.com/di/main/assessment and Nevada Connections Academy EMS Data  
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Appendix B: Appendix of Exhibits 
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1HYDGD�&RQQHFWLRQV�$FDGHP\�0LGGOH�������
1XPEHU�RI�6WXGHQWV�&RPSOHWHG������
&RPSOHWLRQ�5DWH������

6SULQJ�����
'HDU�&ROOHDJXHV��

7KH�1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ�6XUYH\� 
ZDV�GHYHORSHG�VSHFLILFDOO\�IRU�WKH�VWDWH�RI�1HYDGD��DQG�UHSUHVHQWV� 
WKH�SULRULWLHV�ZH�DOO�VKDUH�IRU�EXLOGLQJ�SRVLWLYH�VFKRRO�FOLPDWHV�IRU�WKH�
FKLOGUHQ�RI�1HYDGD��:H�NQRZ�WKDW�E\�SURYLGLQJ�D�VDIH�DQG�DFFHSWLQJ�
HQYLURQPHQW��IRVWHULQJ�PHDQLQJIXO�UHODWLRQVKLSV��DQG�XVLQJ�VWUHQJWK�� 
EDVHG�DSSURDFKHV�LQ�WKH�FODVVURRP��RXU�FKLOGUHQ�ZLOO�EH�VHW�XS�IRU� 
VXFFHVV�DFDGHPLFDOO\��VRFLDOO\��DQG�HPRWLRQDOO\��+RZHYHU��LW’V�QRW� 
XS�WR�XV�WR�VD\�KRZ�RXU�VWXGHQWV�DUH�IHHOLQJ�LQ�RXU�VFKRROV��LW�LV�WKH� 
VWXGHQWV�ZKR�NQRZ�ZKHWKHU�WKH\�DUH�HQJDJHG�RU�ZKHWKHU�WKH\�IHHO� 
VDIH�DQG�DFFHSWHG��IHHO�OLNH�WKH\�EHORQJ��DQG�IHHO�OLNH�WKH\�KDYH� 
PHDQLQJIXO�UHODWLRQVKLSV�DQG�FDQ�UHO\�XSRQ�WKHP��7KLV�VXUYH\�JLYHV� 
RXU�VWXGHQWV�D�YRLFH�WR�VKDUH�WKHLU�SHUFHSWLRQV��,W�LV�RXU�KRSH�WKDW� 
\RX�XVH�WKH�UHVXOWV�RI�\RXU�VXUYH\�WR�FHOHEUDWH�\RXU�VXFFHVVHV�DQG� 
PDNH�SODQV�IRU�FRQWLQXRXV�LPSURYHPHQW��)HHO�IUHH�WR�FRQWDFW�XV�DW� 
WKH�1HYDGD�'HSDUWPHQW�RI�(GXFDWLRQ’V�2IILFH�IRU�D�6DIH�DQG� 
5HVSHFWIXO�/HDUQLQJ�(QYLURQPHQW�IRU�PRUH�LGHDV�DQG�VXSSRUW�DV� 
\RX�SODQ�WR�XVH�\RXU�UHVXOWV�� 

:RUNLQJ�WRJHWKHU�WR�VXSSRUW�1HYDGD’V�FKLOGUHQ��

&KULVW\�0F*LOO��'LUHFWRU 
�2IILFH�IRU�D�6DIH�DQG�5HVSHFWIXO�/HDUQLQJ�(QYLURQPHQW� 

2YHUDOO�5HVXOWV�

(QJDJHPHQW�
&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH������������������������
5HODWLRQVKLSV����������������������������������������������������������� 
6DIHW\�
3K\VLFDO�6DIHW\��������������������������������������������������������
(PRWLRQDO�6DIHW\�����������������������������������������������������
6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFH������������������� 

,QWURGXFWLRQ�
7KLV�UHSRUW�SUHVHQWV�\RXU�VFKRRO’V�UHVXOWV�RQ�WKH�ILYH�WRSLF�DUHDV�RI� 
WKH�1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ��19�6&6(/��
6XUYH\��7KH�19�6&6(/�6XUYH\�PHDVXUHV�VWXGHQWV’ SHUFHSWLRQV�LQ� 
WZR�GRPDLQV�RI�VFKRRO�FOLPDWH—HQJDJHPHQW�DQG�VDIHW\—DQG� 
VHOHFWHG�WRSLFV�ZLWKLQ�WKRVH�GRPDLQV��7KH�19�6&6(/�6XUYH\�DOVR� 
PHDVXUHV�VWXGHQWV’ SHUFHSWLRQV�RI�WKHLU�RZQ�VRFLDO�DQG�HPRWLRQDO� 
FRPSHWHQFLHV�� 

7KURXJK�WKHVH�UHVXOWV��\RX�FDQ�VHH�KRZ�\RXU�VFKRRO�SHUIRUPHG�
FRPSDUHG�WR�\RXU�GLVWULFW�DQG�VWDWH�� 

:KDW�LV�LQ�WKLV�UHSRUW"�
3DJHV�2–6 SUHVHQW�RYHUDOO�VXUYH\�UHVXOWV�LQ�VFDOH�VFRUHV�UDQJLQJ�IURP� 
�����ORZ��WR������KLJK��RU�SHUFHQWDJHV�UDQJLQJ�IURP����ORZ��WR����� 
�KLJK��� 7KHVH�VFRUHV�DJJUHJDWH�LQGLYLGXDO�VWXGHQW�UHVSRQVHV�DW�WKH� 
VFKRRO�OHYHO�WR�LQIRUP�D�EURDG�VZDWK�RI�SHUFHSWLRQV�DERXW�VFKRRO�FOLPDWH�
DQG�VRFLDO�HPRWLRQDO�VNLOOV�� 

3DJHV�7–9 RI�WKLV�UHSRUW�OLVW�UHVXOWV�IRU�LQGLYLGXDO�VXUYH\�LWHPV�DV�WKH� 
SHUFHQWDJHV�RI�VWXGHQWV�ZKR�UHVSRQGHG�LQ�D�JLYHQ�PDQQHU��7KHVH� 
UHVXOWV�FDQ�EH�XVHG�WR�SURYLGH�DGGLWLRQDO�FRQWH[W�WR�WKH�VFDOH�VFRUHV��EXW� 
VKRXOG�EH�LQWHUSUHWHG�ZLWK�FDXWLRQ�EHFDXVH�LQGLYLGXDO�LWHPV�DUH�QRW�DV� 
UHOLDEOH�DV�VFDOH�VFRUHV�� 

5HVXOWV�DUH�QRW�UHSRUWHG�IRU�JURXSV�ZLWK�IHZHU�WKDQ����VWXGHQWV�� 

3ODQQLQJ�IRU�,PSURYHPHQW"�
7KLV�VFKRRO�OHYHO�UHSRUW�FDQ�EH�XVHG�WR�LQIRUP�GHFLVLRQV�DERXW�KRZ�WR� 
DGMXVW�VXSSRUW�VHUYLFHV�IRU�VWXGHQWV��6FKRROV�DOVR�FDQ�FRQVLGHU�GDWD� 
VXFK�DV�VDIHW\�LQFLGHQWV��DWWHQGDQFH�UDWHV��DQG�RWKHU�QRQDFDGHPLF�ULVN� 
IDFWRUV�WR�HYDOXDWH�WKH�NLQGV�RI�VHUYLFHV�DQG�VXSSRUWV�SURYLGHG�WR� 
VWXGHQWV��,W�PD\�EH�YDOXDEOH�WR�KROG�IRFXV�JURXSV�ZLWK�\RXU�VWXGHQWV�WR� 
H[SORUH�WKHLU�WKLQNLQJ�FRQFHUQLQJ�HDFK�WRSLF�DUHD�� 

7KLV�UHSRUW�DOVR�LQFOXGHV�UHVRXUFHV�RQ�SDJHV������,Q�DGGLWLRQ��YDULRXV�
WRROV�DUH�LQFOXGHG�WR�DVVLVW�\RX�LQ�SODQQLQJ�VFKRRO���RU�GLVWULFWZLGH�
FOLPDWH�LPSURYHPHQWV�ZLWK�VWDNHKROGHUV�� 

$V�\RX�ZRUN�ZLWK�\RXU�GLVWULFW�DQG�VFKRRO�FRPPXQLW\�WR�SODQ� 
LPSURYHPHQWV��UHPHPEHU�WR�IRFXV�RQ�DOO�VWXGHQWV��HYHQ�LI�WKH�PDMRULW\�
RI�VWXGHQWV�UDWHG�WKH�VFKRRO�SRVLWLYHO\��6FRUHV�GLVDJJUHJDWHG�E\� 
VXEJURXS�DOVR�PD\�EH�XVHIXO�LQ�XQGHUVWDQGLQJ�DQG�DGGUHVVLQJ�WKH� 
QHHGV�RI�GLIIHUHQW�VWXGHQW�SRSXODWLRQV�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� �� B-2



 

 

  
 

 
 
 
 
 

 
 

 

 

 
 

 
 

 

  

(QJDJHPHQW�
&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
7KH�FXOWXUDO�DQG�OLQJXLVWLF�FRPSHWHQFH�VFDOH�PHDVXUHV�SHUFHSWLRQV�RI� 
KRZ�VWXGHQWV��WKHLU�SHHUV��DQG�VFKRRO�VWDII�GHPRQVWUDWH�HPSDWK\�� 
XQGHUVWDQGLQJ��DQG�UHVSHFW�IRU�GLIIHUHQW�FXOWXUHV�DQG�HWKQLF�JURXSV��$V�WKH� 
8�6��SRSXODWLRQ�JURZV�PRUH�GLYHUVH��VFKRROV�KDYH�EHJXQ�WR�UHFRJQL]H�KRZ� 
FXOWXUDO�GLIIHUHQFHV�LQIOXHQFH�OHDUQLQJ�VW\OHV��FRPPXQLFDWLRQ��DQG�EHKDYLRU�� 
&XOWXUDO�FRPSHWHQFH�UHIHUV�WR�WKH�DZDUHQHVV�RI�RQH’V�RZQ�FXOWXUDO�LGHQWLW\�� 
DQ�XQGHUVWDQGLQJ�RI�GLIIHUHQFHV��DQG�WKH�DELOLW\�WR�OHDUQ�DQG�EXLOG�RQ�WKH� 
YDU\LQJ�FXOWXUDO�DQG�FRPPXQLW\�QRUPV�RI�VWXGHQWV�DQG�WKHLU�IDPLOLHV�� 
6WXGHQWV�ZKR�DUH�SURYLGHG�FXOWXUDOO\�UHVSRQVLYH�OHDUQLQJ� 
HQYLURQPHQWV�DQG�FXOWXUDOO\�PHDQLQJIXO�HGXFDWLRQDO�H[SHULHQFHV�RIWHQ�
IHHO�PRUH�FRQQHFWHG�WR�VFKRRO�� 

6FKRROV�WKDW�H[KLELW�D�KLJK�OHYHO�RI�FXOWXUDO�DQG�OLQJXLVWLF�FRPSHWHQFH�KDYH� 
VWDII�DQG�VWXGHQWV�ZKR�WUHDW�HDFK�RWKHU�HTXDOO\�ZHOO��QR�PDWWHU�WKHLU�FXOWXUH�� 
JHQGHU��JHQGHU�LGHQWLILFDWLRQ��HFRQRPLF�VWDWXV��UHOLJLRQ��RU�QHZQHVV�WR�WKH� 
FRPPXQLW\��7KHVH�VFKRROV�W\SLFDOO\�SURYLGH�LQVWUXFWLRQDO�PDWHULDOV�WKDW� 
UHIOHFW�VWXGHQWV’ FXOWXUDO�EDFNJURXQGV�� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� ��
 B-3



 

  
 

 
 
 

 
 

 
 

 
 

 
 
 

 
 

 
 

 
 

 
 
 

 

  

 

(QJDJHPHQW�
5HODWLRQVKLSV� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
5HODWLRQVKLSV�DUH�WKH�OLQNV�DQG�LQWHUDFWLRQV�EHWZHHQ�DQG�DPRQJ�VWXGHQWV�� 
DGXOWV��DQG�SHHUV�LQ�WKH�VFKRRO�VHWWLQJ��UHODWLRQVKLSV�IRVWHU�SRVLWLYH�VRFLDO� 
LQWHUDFWLRQ�DQG�HVWDEOLVK�D�QXUWXULQJ�HQYLURQPHQW�RI�WUXVW�DQG�VXSSRUW�� 
6RXQG�UHODWLRQVKLSV�UHLQIRUFH�H[LVWLQJ�IHHOLQJV�RI�FRQQHFWHGQHVV�WR�WKH� 
VFKRRO�FRPPXQLW\��DQG�PD\�EHQHILW�VWXGHQWV�ZKR�W\SLFDOO\�GR�QRW�IHHO� 
FRQQHFWHG�WR�VFKRRO�� 

6WXGHQWV�ZKR�KDYH�VXSSRUWLYH�UHODWLRQVKLSV�DW�VFKRRO�DQG�VWXGHQWV�ZKR� 
IHHO�FRQQHFWHG�WR�WKHLU�VFKRRO�DUH�PRUH�OLNHO\�WR�VXFFHHG��WKH\�KDYH�EHWWHU� 
DWWHQGDQFH��JUDGHV��WHVW�VFRUHV��DQG�SHUVLVWHQFH�LQ�VFKRRO��7KHVH�VWXGHQWV� 
DUH�DOVR�OHVV�OLNHO\�WR�H[SHULHQFH�HPRWLRQDO�SUREOHPV��VXEVWDQFH�DEXVH� 
SUREOHPV��RU�UHVRUW�WR�YLROHQFH��%XLOGLQJ�SRVLWLYH�UHODWLRQVKLSV�WKDW� 
IRVWHU�D�VDIH�VXSSRUWLYH�OHDUQLQJ�HQYLURQPHQW�DQG�VWXGHQW�FRQQHFWLRQ� 
WR�WKDW�HQYLURQPHQW�LV�WKH�UHVSRQVLELOLW\�RI�DOO�ZKR�WRXFK�D�VFKRRO��7KH� 
VFKRRO�HQYLURQPHQW�SURYLGHV�D�QDWXUDO�VHWWLQJ�WR�IRVWHU�VXSSRUWLYH� 
UHODWLRQVKLSV�EHWZHHQ�DQG�DPRQJ�VWXGHQWV��DGXOWV��DQG�SHHUV�� 
5HODWLRQVKLS�EXLOGLQJ�UHTXLUHV�SHUVSHFWLYHV�WKDW�HPEUDFH�SRVLWLYH�DWWLWXGHV� 
DQG�EHOLHIV��FXOWXUDO�DQG�OLQJXLVWLF�FRPSHWHQFH��DQ�XQGHUVWDQGLQJ�RI�WKH� 
QHHGV�DQG�H[SHULHQFHV�RI�RWKHUV��DQG�DQ�XQGHUVWDQGLQJ�RI�WKH�VFKRRO� 
HQYLURQPHQW�� 

6FKRROV�ZLWK�VWURQJ�SRVLWLYH�UHODWLRQVKLSV�PD\�KDYH�VWXGHQWV�ZKR�UHSRUW� 
WKDW�WKHLU�WHDFKHUV�XQGHUVWDQG�WKHP��6WXGHQWV�PD\�UHSRUW�WKDW�WKH\�FDQ� 
VSHDN�ZLWK�DGXOWV�LQ�WKH�EXLOGLQJ�DERXW�LVVXHV��6WXGHQWV�DOVR�PD\�UHSRUW� 
WKDW�WKHLU�SHHUV�OLNH�DQG�UHVSHFW�RQH�DQRWKHU�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� �� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 

B-4



 
 

  
 

 
 

 
 

 
 
 

  
 

 
 
 
 
 

 

 
 

  
 

 

 
 

 

  

 

6DIHW\� 
3K\VLFDO�6DIHW\� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
3K\VLFDO�VDIHW\�UHIHUV�WR�WKH�SURWHFWLRQ�RI�DOO�VWDNHKROGHUV—LQFOXGLQJ� 
IDPLOLHV��FDUHJLYHUV��VWXGHQWV��VFKRRO�VWDII��DQG�WKH�FRPPXQLW\—IURP�IHDU�RI� 
RU�DFWXDO�H[SRVXUH�WR�SK\VLFDO�YLROHQFH��WKHIW��LQWLPLGDWLRQ��LQWUXGHUV��KDUVK� 
SXQLVKPHQW��DQG�ZHDSRQV��,Q�RUGHU�WR�HVWDEOLVK�D�VHFXUH�OHDUQLQJ� 
HQYLURQPHQW��SK\VLFDO�VDIHW\�LV�SDUDPRXQW�� 

)RU�VWXGHQWV�WR�OHDUQ��WKH\�QHHG�WR�IHHO�VDIH��,W�LV�HVVHQWLDO�WKDW�DOO� 
VWXGHQWV�DWWHQG�VFKRROV�WKDW�SURYLGH�D�SK\VLFDOO\�VDIH�HQYLURQPHQW�ZKHUH� 
WKH\�FDQ�WKULYH�DQG�IXOO\�HQJDJH�LQ�WKHLU�VWXGLHV�ZLWK�QHLWKHU�GLVWUDFWLRQ�QRU� 
ZRUU\�DERXW�VDIHW\�FRQFHUQV�� 6WXGHQWV�ZKR�DUH�QRW�IHDUIXO�RU�ZRUULHG�IHHO� 
PRUH�FRQQHFWHG�WR�WKHLU�VFKRRO�DQG�FDUH�PRUH�DERXW�WKHLU�HGXFDWLRQDO� 
H[SHULHQFH��3K\VLFDO�VDIHW\�LV�UHODWHG�WR�KLJKHU�DFDGHPLF�SHUIRUPDQFH�� 
IHZHU�ULVN\�EHKDYLRUV��DQG�ORZHU�GURSRXW�UDWHV��6FKRROV�DQG�FRPPXQLWLHV� 
FDQ�LPSOHPHQW�SROLFLHV�WKDW�SURPRWH�VWXGHQW�VDIHW\�DQG�SUHYHQW�YLROHQFH�� 
6FKRRO�EDVHG�DSSURDFKHV�VXFK�DV�FRQIOLFW�UHVROXWLRQ�DQG�SHHU�PHGLDWLRQ� 
DUH�FRPPRQ��&RQQHFWLQJ�DW�ULVN�\RXWK�ZLWK�ORFDO�FRPPXQLW\�RUJDQL]DWLRQV� 
ZRUNLQJ�WR�VWRS�YLROHQFH�LV�DQRWKHU�HYLGHQFH�EDVHG�VWUDWHJ\�� 

,Q�VFKRROV�ZLWK�D�KLJK�GHJUHH�RI�SK\VLFDO�VDIHW\��VWXGHQWV�PD\�UHSRUW�IHHOLQJ� 
VDIH�ZLWKLQ�WKH�VFKRRO�EXLOGLQJ�DV�ZHOO�DV�ZKLOH�WUDYHOLQJ�EHWZHHQ�VFKRRO� 
DQG�KRPH�� 6WXGHQWV�GR�QRW�UHSRUW�H[SHULHQFLQJ�WKUHDWV�RU�WKHIW��DQG�UHSRUW� 
WKDW�WKHLU�SHHUV�UHVSHFW�VFKRRO�SURSHUW\��7KH\�WUXVW�WKDW�DGXOWV�ZLOO�WDNH� 
WKUHDWV�DQG�EXOO\LQJ�VHULRXVO\�DQG�ZLOO�ZRUN�WR�SURWHFW�VWXGHQWV�� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 
6RPH�JURXSV�RI�VWXGHQWV�IHHO�OHVV�SRVLWLYH�DERXW�WKH�3K\VLFDO�6DIHW\�LQ�\RXU�VFKRRO�WKDQ�RWKHU�VWXGHQWV��7KHVH�JURXSV�LQFOXGH� 
%ODFN�$IULFDQ�$PHULFDQ�6WXGHQWV�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� �� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 

B-5



 

 
 

  
 

 
 

 
 

 

 
 

 
 

 
 

 

 
 

 
 

 

  

6DIHW\� 
(PRWLRQDO�6DIHW\� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
(PRWLRQDO�VDIHW\�UHIHUV�WR�WKH�UDQJH�RI�H[SHULHQFHV�LQ�ZKLFK�DQ�LQGLYLGXDO� 
IHHOV�RSHQ�WR�H[SUHVV�HPRWLRQV��WUXVWV�WKRVH�DURXQG�KLP��H[KLELWV� 
FRQILGHQFH��DQG�IHHOV�H[FLWHG�WR�WU\�VRPHWKLQJ�QHZ��$�VWXGHQW�ZKR�IHHOV� 
HPRWLRQDOO\�VDIH�GRHV�QRW�GUHDG�KXPLOLDWLRQ��HPEDUUDVVPHQW��RU�VKDPH��$� 
VHQVH�RI�HPRWLRQDO�VDIHW\�VWHPV�IURP�FRQVLVWHQW�DWWHQWLRQ�WR�HDFK� 
VWXGHQW’V�HPRWLRQDO�QHHGV�� 

(PRWLRQDOO\�VDIH�OHDUQLQJ�HQYLURQPHQWV�FDQ�EH�DFKLHYHG�ZKHQ�LQGLYLGXDOV� 
LQ�WKH�VFKRRO�EXLOGLQJ�EDODQFH�DXWKHQWLFLW\�DQG�FDUH�ZLWKRXW�VDFULILFLQJ�WKH� 
ERXQGDULHV�DQG�KLHUDUFK\�WKDW�NHHS�VWXGHQWV�VDIH��6WXGHQWV�QHHG�WR�IHHO� 
IUHHGRP�IURP�KDUVK�FRQVHTXHQFHV��EXOO\LQJ��DQG�PLVWUHDWPHQW�IURP�DGXOWV� 
DQG�SHHUV��3RVLWLYH�EHKDYLRUDO�LQWHUYHQWLRQV�DQG�VXSSRUWV�KHOS�HQJHQGHU� 
HPRWLRQDOO\�VDIH�HQYLURQPHQWV��ZKHUH�UHVSHFW�LV�HQFRXUDJHG��DQG�VWXGHQWV� 
DUH�LQWHQWLRQDOO\�WDXJKW�SUR�VRFLDO�VNLOOV�� 

6FKRROV�WKDW�GHPRQVWUDWH�DQ�HPRWLRQDOO\�VDIH�HQYLURQPHQW�PD\�KDYH� 
VWXGHQWV�ZKR�UHSRUW�VWURQJ�IHHOLQJV�RI�DFFHSWDQFH�DQG�EHORQJLQJ��6WXGHQWV� 
DOVR�PD\�IHHO�WKDW�WKH\�JHW�DORQJ�ZHOO�ZLWK�RWKHU�VWXGHQWV��6WDII�PHPEHUV� 
VKRXOG�FRQWLQXH�WR�HQVXUH�VWUDWHJLHV�WKDW�SURPRWH�HPRWLRQDO�VDIHW\�DUH� 
FRQVLVWHQWO\�LPSOHPHQWHG�VFKRROZLGH�� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� ��
 B-6



 

 

  
 

 
 

 
 

 
 

 
 

 
 

 
 

 

 
 

 
 

 
 

 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 

6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFH� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
6RFLDO�DQG�HPRWLRQDO�OHDUQLQJ��6(/��UHIHUV�WR�WKH�SURFHVV�WKURXJK�ZKLFK� 
FKLOGUHQ�DQG�DGXOWV�DFTXLUH�DQG�DSSO\�WKH�NQRZOHGJH��DWWLWXGHV��DQG�VNLOOV� 
QHFHVVDU\�WR�PDQDJH�HPRWLRQV��VHW�DQG�DFKLHYH�SRVLWLYH�JRDOV��IHHO�DQG� 
H[KLELW�HPSDWK\�IRU�RWKHUV��PDLQWDLQ�SRVLWLYH�UHODWLRQVKLSV��DQG�PDNH� 
UHVSRQVLEOH�GHFLVLRQV��6(/�LV�IXQGDPHQWDO�QRW�RQO\�WR�FKLOGUHQ’V�VRFLDO�DQG� 
HPRWLRQDO�GHYHORSPHQW�EXW�DOVR�WR�WKHLU�KHDOWK��HWKLFDO�GHYHORSPHQW�� 
FLWL]HQVKLS��PRWLYDWLRQ�WR�DFKLHYH��DQG�DFDGHPLF�OHDUQLQJ�� 

7KH�VRFLDO�DQG�HPRWLRQDO�FRPSHWHQFH�FRPSRVLWH�VFRUH�PHDVXUHV�VWXGHQWV’ 
SHUFHSWLRQV�RI�WKHLU�RZQ�VNLOOV�LQ�WKH�DUHDV�RI�VHOI�DZDUHQHVV��VRFLDO� 
DZDUHQHVV��VHOI�PDQDJHPHQW��UHODWLRQVKLS�VNLOOV��DQG�UHVSRQVLEOH�GHFLVLRQ� 
PDNLQJ��'HYHORSLQJ�VWXGHQWV’ 6(/�VNLOOV�LPSURYHV�WKHLU�JUDGHV��
DWWHQGDQFH��EHKDYLRU��DQG�DWWLWXGHV�WRZDUG�VFKRRO��0DQ\�ULVN\� 
EHKDYLRUV��H�J���GUXJ�XVH��YLROHQFH��FDQ�EH�SUHYHQWHG�ZKHQ�VFKRROV�VWULYH� 
WR�GHYHORS�VWXGHQWV
�VRFLDO�DQG�HPRWLRQDO�VNLOOV�WKURXJK�HIIHFWLYH�6(/� 
LQVWUXFWLRQ�DQG�VWXGHQW�HQJDJHPHQW�ZLWK�SRVLWLYH�DFWLYLWLHV��6WXGHQWV�ZLWK� 
JRRG�VRFLDO�DQG�HPRWLRQDO�VNLOOV�DUH�OHVV�OLNHO\�WR�GURS�RXW�RI�VFKRRO�� 

,Q�VFKRROV�ZKHUH�VRFLDO�DQG�HPRWLRQDO�FRPSHWHQFH�VFRUHV�DUH�KLJK�� 
VWXGHQWV�UHSRUW�WKDW�VRFLDO�DQG�HPRWLRQDO�VNLOOV�DUH�YHU\�HDV\�IRU�WKHP�WR� 
HPSOR\��)RU�H[DPSOH��VWXGHQWV�PD\�UHSRUW�WKDW�WKH\�KDYH�OLWWOH�GLIILFXOW\� 
UHFRJQL]LQJ�WKHLU�RZQ�HPRWLRQV��OHDUQLQJ�IURP�RWKHUV�ZLWK�GLIIHUHQW�RSLQLRQV�� 
RU�ILQLVKLQJ�FKDOOHQJLQJ�WDVNV��6WXGHQWV�DOVR�PD\�UHSRUW�WKDW�WKH\�KDYH�DQ� 
HDV\�WLPH�FDOPLQJ�WKHPVHOYHV�DQG�VKRZLQJ�HPSDWK\�� 

Nevada School Climate / Social Emotional Learning ��
 B-7



 

 

 

 

 
 

 

 

 

 

 

 
 

 

     

 
     

     

     

 
 

 
 
 
 

 
 

 
  

  
 

  
 

  
 

 

 

 

 
 

 

 

 

 

 

 
 

 

     

     

     

     

     

     

     

 
 

 
 

 
 

 

 
  

  
 

  

  
 

  
 

 

&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH� 

(QJDJHPHQW� 

Topic� 

���$OO�VWXGHQWV�DUH�WUHDWHG�WKH�VDPH��UHJDUGOHVV�RI�ZKHWKHU�WKHLU�IDPLOLHV�DUH�ULFK�RU�SRRU�� 

6WURQJO\� 
$JUHH� 

��� 

$JUHH� 

��� 

'LVDJUHH� 

�� 

6WURQJO\� 
'LVDJUHH� 

�� 

���%R\V�DQG�JLUOV�DUH�WUHDWHG�HTXDOO\�ZHOO�� ��� ��� �� �� 

���7KLV�VFKRRO�SURYLGHV�LQVWUXFWLRQDO�PDWHULDOV��H�J���WH[WERRNV��KDQGRXWV��WKDW�UHIOHFW�P\� 
FXOWXUDO�EDFNJURXQG��HWKQLFLW\��DQG�LGHQWLW\�� ��� ��� ��� �� 

���$GXOWV�ZRUNLQJ�DW�WKLV�VFKRRO�WUHDW�DOO�VWXGHQWV�UHVSHFWIXOO\�� ��� ��� �� �� 

���3HRSOH�RI�GLIIHUHQW�FXOWXUDO�EDFNJURXQGV��UDFHV��RU�HWKQLFLWLHV�JHW�DORQJ�ZHOO�DW�WKLV�VFKRRO�� ��� ��� �� �� 

6WUHQJWKHQ�&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH��
$SSURDFKHV�WR�LQFUHDVLQJ�WKH�FXOWXUDO�DQG�OLQJXLVWLF�FRPSHWHQFH�RI� 
WKH�HQYLURQPHQW�LQFOXGH�VHOI�DVVHVVLQJ�LPSOLFLW�ELDVHV�DQG� 
SHUFHSWLRQV��DGGLQJ�FKLOGUHQ’V�OLWHUDWXUH�IURP�GLYHUVH�DXWKRUV�WR� 
FODVVURRP�OLEUDULHV��HPSKDVL]LQJ�WKH�LPSRUWDQFH�RI�JOREDO�HYHQWV� 
ZLWKLQ�FXUULFXOXP��DQG�DGYRFDWLQJ�IRU�IDLU�DQG�HTXLWDEOH�WUHDWPHQW� 
RI�DOO�LQGLYLGXDOV�ZLWKLQ�WKH�VFKRRO�FRPPXQLW\��,QVWLWXWLQJ�FXOWXUDOO\� 
LQFOXVLYH�IDPLO\�HQJDJHPHQW�QLJKWV�PD\�EH�DQRWKHU�PHWKRG�WR� 
EULGJH�FXOWXUH�JDSV�DQG�DPHOLRUDWH�PLVXQGHUVWDQGLQJV�� 

5HVRXUFHV�� 
•� 7HDFKLQJ�7ROHUDQFH��KWWS���ZZZ�WROHUDQFH�RUJ�� 

•� 7HDFKHUV�&ROOHJH�,QFOXVLYH�&ODVVURRPV�3URMHFW� 
�KWWS���ZZZ�LQFOXVLYHFODVVURRPV�RUJ�� 

•� $VVRFLDWLRQ�IRU�6XSHUYLVLRQ�DQG�&XUULFXOXP�'HYHORSPHQW�– 0XOWLFXOWXUDO�(GXFDWLRQ� 
�KWWS���ZZZ�DVFG�RUJ�UHVHDUFK�D�WRSLF�PXOWLFXOWXUDO�HGXFDWLRQ�UHVRXUFHV�DVS[�� 

•� 7KH�1DWLRQDO�&HQWHU�IRU�6DIH�6XSSRUWLYH�/HDUQLQJ�(QYLURQPHQWV� 
�KWWSV���VDIHVXSSRUWLYHOHDUQLQJ�HG�JRY�WRSLF�UHVHDUFK�HQJDJHPHQW�FXOWXUDO�OLQJXLVWLF�FRPSHWHQFH�� 

5HODWLRQVKLSV� 

Topic� 

���7HDFKHUV�XQGHUVWDQG�P\�SUREOHPV�� 

6WURQJO\� 
$JUHH� 

��� 

$JUHH� 

��� 

'LVDJUHH� 

��� 

6WURQJO\� 
'LVDJUHH� 

�� 

���7HDFKHUV�DUH�DYDLODEOH�ZKHQ�,�QHHG�WR�WDON�ZLWK�WKHP�� ��� ��� �� �� 

���,W�LV�HDV\�WR�WDON�ZLWK�WHDFKHUV�DW�WKLV�VFKRRO�� ��� ��� ��� �� 

���0\�WHDFKHUV�FDUH�DERXW�PH�� ��� ��� �� �� 

���0\�WHDFKHUV�PDNH�PH�IHHO�JRRG�DERXW�P\VHOI�� ��� ��� �� �� 

���6WXGHQWV�UHVSHFW�RQH�DQRWKHU�� ��� ��� �� �� 

���6WXGHQWV�OLNH�RQH�DQRWKHU�� ��� ��� �� �� 

���,I�,�DP�DEVHQW��WKHUH�LV�D�WHDFKHU�RU�VRPH�RWKHU�DGXOW�DW�VFKRRO�WKDW�ZLOO�QRWLFH�P\�DEVHQFH�� ��� ��� ��� �� 

%XLOG�5HODWLRQVKLSV�� 
7R�LPSURYH�UHODWLRQVKLSV��VFKRROV�PLJKW�EHQHILW�IURP�KRVWLQJ� 
UHODWLRQVKLS�EXLOGLQJ�DFWLYLWLHV�WKURXJKRXW�WKH�VFKRRO� 
FRPPXQLW\��HQFRXUDJLQJ�VWXGHQWV�DQG�DGXOWV�WR�PRGHO� 
HIIHFWLYH�FRPPXQLFDWLRQ�DQG�MXGJPHQW��RU�RIIHULQJ�WHDFKHU� 
RU�VXSSRUW�VWDII�FKHFN�LQV�ZLWK�DOO�VWXGHQWV�RQ�DQ�RQJRLQJ� 
EDVLV�� 

5HVRXUFHV�� 
•� )DPLO\�DQG�<RXWK�6HUYLFHV�%XUHDX��KWWSV���ZZZ�DFI�KKV�JRY�I\VE�� 
•� $GROHVFHQW�DQG�6FKRRO�+HDOWK� 

�KWWSV���ZZZ�FGF�JRY�KHDOWK\\RXWK�SURWHFWLYH�VFKRROBFRQQHFWHGQHVV�KWP�� 
•� &RPPXQLW\�0DWWHUV��KWWS���ZZZ�FRPPXQLW\�PDWWHUV�RUJ�� 
•� 1DWLRQDO�0HQWRULQJ�5HVRXUFH�&HQWHU� 

�KWWS���ZZZ�QDWLRQDOPHQWRULQJUHVRXUFHFHQWHU�RUJ��� 
•� 7KH�1DWLRQDO�&HQWHU�IRU�6DIH�6XSSRUWLYH�/HDUQLQJ�(QYLURQPHQWV� 

�KWWSV���VDIHVXSSRUWLYHOHDUQLQJ�HG�JRY�WRSLF�UHVHDUFK�HQJDJHPHQW�UHODWLRQVKLSV��� 

Nevada School Climate / Social Emotional Learning �� 
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3K\VLFDO�6DIHW\� 

6DIHW\� 

Topic� 

���,�IHHO�VDIH�DW�WKLV�VFKRRO�� 

6WURQJO\� 
$JUHH� 

��� 

$JUHH� 

��� 

'LVDJUHH� 

�� 

6WURQJO\� 
'LVDJUHH� 

�� 

���,�IHHO�VDIH�JRLQJ�WR�DQG�IURP�WKLV�VFKRRO�� ��� ��� �� �� 

���,�VRPHWLPHV�VWD\�KRPH�EHFDXVH�,�GRQ
W�IHHO�VDIH�DW�WKLV�VFKRRO�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�FDUU\�JXQV�RU�NQLYHV�WR�VFKRRO�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�WKUHDWHQ�WR�KXUW�RWKHU�VWXGHQWV�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�VWHDO�PRQH\��HOHFWURQLFV��RU�RWKHU�YDOXDEOH�WKLQJV�ZKLOH�DW�VFKRRO�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�GDPDJH�RU�GHVWUR\�RWKHU�VWXGHQWV
�SURSHUW\�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�ILJKW�D�ORW�� �� �� ��� ��� 

3URPRWH�3K\VLFDO�6DIHW\� 
6FKRROV�PD\�FRQVLGHU�SDUWQHULQJ�ZLWK�FRPPXQLW\�\RXWK� 
VHUYLQJ�DQG�ODZ�HQIRUFHPHQW�DJHQFLHV�WR�VWUDWHJL]H�KRZ�WR� 
HQKDQFH�SK\VLFDO�VDIHW\�RQ�VFKRRO�JURXQGV��DQG�PD\�FRQVLGHU� 
LPSOHPHQWLQJ�SHHU�WR�SHHU�FRQIOLFW�UHVROXWLRQ�VWUDWHJLHV�� 

5HVRXUFHV�� 
•� .HHS�6FKRROV�6DIH��KWWS���ZZZ�NHHSVFKRROVVDIH�RUJ�� 

•� 6DIHU6DQHU6FKRROV��KWWS���ZZZ�VDIHUVDQHUVFKRROV�RUJ�� 

•� 7KH�1DWLRQDO�&HQWHU�RQ�6DIH�6XSSRUWLYH�/HDUQLQJ�(QYLURQPHQWV� 
�KWWSV���VDIHVXSSRUWLYHOHDUQLQJ�HG�JRY�WRSLF�UHVHDUFK�VDIHW\�� 

•� 7KH�1DWLRQDO�6FKRRO�6DIHW\�&HQWHU��KWWS���ZZZ�VFKRROVDIHW\�XV�� 

•� 26(3�7$�&HQWHU�IRU�3%,6��KWWS���ZZZ�QFMIFM�RUJ�RXU�ZRUN�RIILFH�VSHFLDO�HGXFDWLRQ�RVHS�WHFKQLFDO�DVVLVWDQFH� 
FHQWHU�SRVLWLYH�EHKDYLRUDO�LQWHUYHQWLRQV�� 

(PRWLRQDO�6DIHW\� 

Topic� 

���,�IHHO�OLNH�,�EHORQJ�� 

6WURQJO\� 
$JUHH� 

��� 

$JUHH� 

��� 

'LVDJUHH� 

��� 

6WURQJO\� 
'LVDJUHH� 

�� 

���6WXGHQWV�DW�WKLV�VFKRRO�JHW�DORQJ�ZHOO�ZLWK�HDFK�RWKHU�� ��� ��� �� �� 

���$W�WKLV�VFKRRO��VWXGHQWV�WDON�DERXW�WKH�LPSRUWDQFH�RI�XQGHUVWDQGLQJ�WKHLU�RZQ�IHHOLQJV� 
DQG�WKH�IHHOLQJV�RI�RWKHUV�� ��� ��� ��� �� 

���$W�WKLV�VFKRRO��VWXGHQWV�ZRUN�RQ�OLVWHUQLQJ�WR�RWKHUV�WR�XQGHUVWDQG�ZKDW�WKH\�DUH�WU\LQJ�WR�VD\�� ��� ��� �� �� 

���,�DP�KDSS\�WR�EH�DW�WKLV�VFKRRO�� ��� ��� �� �� 

���,�IHHO�OLNH�,�DP�SDUW�RI�WKLV�VFKRRO�� ��� ��� ��� �� 

���,�IHHO�VRFLDOO\�DFFHSWHG�� ��� ��� ��� �� 

(QKDQFH�(PRWLRQDO�6DIHW\�
6FKRROV�ZLVKLQJ�WR�LPSURYH�HPRWLRQDO�VDIHW\�PD\�WU\�HPSOR\LQJ� 
FRRSHUDWLYH�OHDUQLQJ�WHFKQLTXHV��LQVWLWXWLQJ�FURVVJUDGH�VWXGHQW� 
PHQWRULQJ�� ,PSOHPHQWLQJ�D�PXOWL�WLHUHG�V\VWHP�RI�EHKDYLRUDO� 
VXSSRUW��RU�ODXQFKLQJ�D�SHHU�PHGLDWLRQ�SURJUDP�� 

5HVRXUFHV�� 
•� 7KH�/HDUQLQJ�&ODVVURRP��)HHOLQJV�&RXQW���(PRWLRQV�DQG�/HDUQLQJ� 

�KWWS���ZZZ�OHDUQHU�RUJ�FRXUVHV�OHDUQLQJFODVVURRP�VHVVLRQBRYHUYLHZV�HPRWLRQBKRPH��KWPO�� 
•� $FWLYH�0LQGV��KWWS���DFWLYHPLQGV�RUJ�LQGH[�SKS�� 

•� 1HZ�<RUN�6WDWH�&HQWHU�IRU�6FKRRO�6DIHW\��KWWS���ZZZ�Q\VFIVV�RUJ�� 

•� 3URPRWH�3UHYHQW��KWWS���ZZZ�SURPRWHSUHYHQW�RUJ�� 

•� 7KH�1DWLRQDO�&HQWHU�RQ�6DIH�6XSSRUWLYH�/HDUQLQJ�(QYLURQPHQWV� 
�KWWSV���VDIHVXSSRUWLYHOHDUQLQJ�HG�JRY�WRSLF�UHVHDUFK�VDIHW\�HPRWLRQDO�VDIHW\�� 

%XOO\LQJ� 

Topic� 

���6WXGHQWV�DW�WKLV�VFKRRO�DUH�RIWHQ�EXOOLHG�� 

6WURQJO\� 
$JUHH� 

�� 

$JUHH� 

�� 

'LVDJUHH� 

��� 

6WURQJO\� 
'LVDJUHH� 

��� 

���6WXGHQWV�DW�WKLV�VFKRRO�WU\�WR�VWRS�EXOO\LQJ�� ��� ��� �� �� 

���6WXGHQWV�RIWHQ�VSUHDG�PHDQ�UXPRUV�RU�OLHV�DERXW�RWKHUV�DW�WKLV�VFKRRO�RQ�WKH�LQWHUQHW��L�H��� 
)DFHERRN™, HPDLO��DQG�LQVWDQW�PHVVDJH��� �� �� ��� ��� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� �� 
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6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFH� 

6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFLHV� 

6HOI�$ZDUHQHVV� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���.QRZLQJ�ZKDW�P\�VWUHQJWKV�DUH�� ��� ��� ��� �� 

���.QRZLQJ�ZD\V�,�FDOP�P\VHOI�GRZQ�� ��� ��� ��� �� 

���.QRZLQJ�WKH�HPRWLRQV�,�IHHO�� ��� ��� ��� �� 

���.QRZLQJ�ZKHQ�P\�IHHOLQJV�DUH�PDNLQJ�LW�KDUG�IRU�PH�WR�IRFXV�� ��� ��� ��� �� 

6RFLDO�$ZDUHQHVV� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���.QRZLQJ�ZKDW�SHRSOH�PD\�EH�IHHOLQJ�E\�WKH�ORRN�RQ�WKHLU�IDFH�� ��� ��� ��� �� 

���/HDUQLQJ�IURP�SHRSOH�ZLWK�GLIIHUHQW�RSLQLRQV�WKDQ�PH�� ��� ��� ��� �� 

���.QRZLQJ�ZKHQ�VRPHRQH�QHHGV�KHOS�� ��� ��� ��� �� 

6HOI�0DQDJHPHQW� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���*HWWLQJ�WKURXJK�VRPHWKLQJ�HYHQ�ZKHQ�,�IHHO�IUXVWUDWHG�� �� ��� ��� ��� 

���%HLQJ�SDWLHQW�HYHQ�ZKHQ�,�DP�UHDOO\�H[FLWHG�� ��� ��� ��� �� 

���)LQLVKLQJ�WDVNV�HYHQ�LI�WKH\�DUH�KDUG�IRU�PH�� �� ��� ��� �� 

���6HWWLQJ�JRDOV�IRU�P\VHOI�� ��� ��� ��� �� 

���'RLQJ�P\�VFKRROZRUN�HYHQ�ZKHQ�,�GR�QRW�IHHO�OLNH�LW�� ��� ��� ��� �� 

���%HLQJ�SUHSDUHG�IRU�WHVWV�� �� ��� ��� �� 

5HODWLRQVKLS�6NLOOV� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���*HWWLQJ�DORQJ�ZLWK�P\�FODVVPDWHV�� ��� ��� �� �� 

���5HVSHFWLQJ�D�FODVVPDWH
V�RSLQLRQV�GXULQJ�D�GLVDJUHHPHQW�� ��� ��� �� �� 

5HVSRQVLEOH�'HFLVLRQ�0DNLQJ� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���7KLQNLQJ�DERXW�ZKDW�PLJKW�KDSSHQ�EHIRUH�PDNLQJ�D�GHFLVLRQ�� ��� ��� ��� �� 

���.QRZLQJ�ZKDW�LV�ULJKW�RU�ZURQJ�� ��� ��� �� �� 

%RRVW�6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFLHV�
6FKRROV�FDQ�LPSOHPHQW�XQLYHUVDO�6(/�LQVWUXFWLRQ�DQG�IRFXV�RQ� 
LQWHJUDWLQJ�6(/�VNLOO�EXLOGLQJ�RSSRUWXQLWLHV�LQWR�WKH�LQVWUXFWLRQDO� 
GD\��,WHP�OHYHO�UHVSRQVHV�ZLOO�KHOS�VFKRRO�VWDII�LGHQWLI\� 
SDUWLFXODU�DUHDV�LQ�ZKLFK�VWXGHQWV�VWUXJJOH��)URP�WKHUH��VWDII� 
PHPEHUV�PD\�LPSOHPHQW�WDUJHWHG�LQWHUYHQWLRQV�IRU�SDUWLFXODU� 
VNLOOV�RU�VWXGHQW�VXEJURXSV��)RU�H[DPSOH��VWXGHQWV�PD\�QHHG� 
DVVLVWDQFH�ZLWK�VHWWLQJ�JRDOV�RU�OLVWHQLQJ�WR�RWKHUV’ SHUVSHFWLYHV�LQ� 
FODVV�GLVFXVVLRQV�� 

5HVRXUFHV�� 
•� &$6(/��&ROODERUDWLYH�IRU�$FDGHPLF��6RFLDO��DQG�(PRWLRQDO�/HDUQLQJ� 

�KWWS���ZZZ�FDVHO�RUJ�� 
•� (GXWRSLD��KWWS���ZZZ�HGXWRSLD�RUJ�VRFLDO�HPRWLRQDO�OHDUQLQJ�� 

•� 1DWLRQDO�6FKRRO�&OLPDWH�&HQWHU��KWWS���ZZZ�VFKRROFOLPDWH�RUJ�� 

•� 7HDFKLQJ�WKH�:KROH�&KLOG��,QVWUXFWLRQDO�3UDFWLFHV�7KDW�6XSSRUW�6RFLDO�DQG�(PRWLRQDO�/HDUQLQJ�LQ�7KUHH� 
7HDFKHU�(YDOXDWLRQ�)UDPHZRUNV�
 
�KWWS���ZZZ�JWOFHQWHU�RUJ�VLWHV�GHIDXOW�ILOHV�7HDFKLQJWKH:KROH&KLOG�SGI��
 

•� 3URPRWH�3UHYHQW��KWWS���ZZZ�SURPRWHSUHYHQW�RUJ��� 

•� 6RFLDO�DQG�(PRWLRQDO�/HDUQLQJ�DQG�&KDUDFWHU�'HYHORSPHQW�&HUWLILFDWH�3URJUDP� 
�KWWS���SV\FK�UXWJHUV�HGX�VHO�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� �� B-10



1HYDGD�&RQQHFWLRQV�$FDGHP\�+LJK�������� 
1XPEHU�RI�6WXGHQWV�&RPSOHWHG������ 
&RPSOHWLRQ�5DWH������ 

6SULQJ����� 
'HDU�&ROOHDJXHV�� 

7KH�1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ�6XUYH\� 
ZDV�GHYHORSHG�VSHFLILFDOO\�IRU�WKH�VWDWH�RI�1HYDGD��DQG�UHSUHVHQWV� 
WKH�SULRULWLHV�ZH�DOO�VKDUH�IRU�EXLOGLQJ�SRVLWLYH�VFKRRO�FOLPDWHV�IRU�WKH� 
FKLOGUHQ�RI�1HYDGD��:H�NQRZ�WKDW�E\�SURYLGLQJ�D�VDIH�DQG�DFFHSWLQJ� 
HQYLURQPHQW��IRVWHULQJ�PHDQLQJIXO�UHODWLRQVKLSV��DQG�XVLQJ�VWUHQJWK�� 
EDVHG�DSSURDFKHV�LQ�WKH�FODVVURRP��RXU�FKLOGUHQ�ZLOO�EH�VHW�XS�IRU� 
VXFFHVV�DFDGHPLFDOO\��VRFLDOO\��DQG�HPRWLRQDOO\��+RZHYHU��LW’V�QRW� 
XS�WR�XV�WR�VD\�KRZ�RXU�VWXGHQWV�DUH�IHHOLQJ�LQ�RXU�VFKRROV��LW�LV�WKH� 
VWXGHQWV�ZKR�NQRZ�ZKHWKHU�WKH\�DUH�HQJDJHG�RU�ZKHWKHU�WKH\�IHHO� 
VDIH�DQG�DFFHSWHG��IHHO�OLNH�WKH\�EHORQJ��DQG�IHHO�OLNH�WKH\�KDYH� 
PHDQLQJIXO�UHODWLRQVKLSV�DQG�FDQ�UHO\�XSRQ�WKHP��7KLV�VXUYH\�JLYHV� 
RXU�VWXGHQWV�D�YRLFH�WR�VKDUH�WKHLU�SHUFHSWLRQV��,W�LV�RXU�KRSH�WKDW� 
\RX�XVH�WKH�UHVXOWV�RI�\RXU�VXUYH\�WR�FHOHEUDWH�\RXU�VXFFHVVHV�DQG� 
PDNH�SODQV�IRU�FRQWLQXRXV�LPSURYHPHQW��)HHO�IUHH�WR�FRQWDFW�XV�DW� 
WKH�1HYDGD�'HSDUWPHQW�RI�(GXFDWLRQ’V�2IILFH�IRU�D�6DIH�DQG� 
5HVSHFWIXO�/HDUQLQJ�(QYLURQPHQW�IRU�PRUH�LGHDV�DQG�VXSSRUW�DV� 
\RX�SODQ�WR�XVH�\RXU�UHVXOWV�� 

:RUNLQJ�WRJHWKHU�WR�VXSSRUW�1HYDGD’V�FKLOGUHQ�� 

&KULVW\�0F*LOO��'LUHFWRU 
�2IILFH�IRU�D�6DIH�DQG�5HVSHFWIXO�/HDUQLQJ�(QYLURQPHQW� 

2YHUDOO�5HVXOWV� 

(QJDJHPHQW� 
&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH������������������������ 
5HODWLRQVKLSV����������������������������������������������������������� 
6DIHW\� 
3K\VLFDO�6DIHW\�������������������������������������������������������� 
(PRWLRQDO�6DIHW\����������������������������������������������������� 
6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFH������������������� 

,QWURGXFWLRQ� 
7KLV�UHSRUW�SUHVHQWV�\RXU�VFKRRO’V�UHVXOWV�RQ�WKH�ILYH�WRSLF�DUHDV�RI� 
WKH�1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ��19�6&6(/�� 
6XUYH\��7KH�19�6&6(/�6XUYH\�PHDVXUHV�VWXGHQWV’ SHUFHSWLRQV�LQ� 
WZR�GRPDLQV�RI�VFKRRO�FOLPDWH—HQJDJHPHQW�DQG�VDIHW\—DQG� 
VHOHFWHG�WRSLFV�ZLWKLQ�WKRVH�GRPDLQV��7KH�19�6&6(/�6XUYH\�DOVR� 
PHDVXUHV�VWXGHQWV’ SHUFHSWLRQV�RI�WKHLU�RZQ�VRFLDO�DQG�HPRWLRQDO� 
FRPSHWHQFLHV�� 

7KURXJK�WKHVH�UHVXOWV��\RX�FDQ�VHH�KRZ�\RXU�VFKRRO�SHUIRUPHG� 
FRPSDUHG�WR�\RXU�GLVWULFW�DQG�VWDWH�� 

:KDW�LV�LQ�WKLV�UHSRUW"� 
3DJHV�2–6 SUHVHQW�RYHUDOO�VXUYH\�UHVXOWV�LQ�VFDOH�VFRUHV�UDQJLQJ�IURP� 
�����ORZ��WR������KLJK��RU�SHUFHQWDJHV�UDQJLQJ�IURP����ORZ��WR����� 
�KLJK��� 7KHVH�VFRUHV�DJJUHJDWH�LQGLYLGXDO�VWXGHQW�UHVSRQVHV�DW�WKH� 
VFKRRO�OHYHO�WR�LQIRUP�D�EURDG�VZDWK�RI�SHUFHSWLRQV�DERXW�VFKRRO�FOLPDWH� 
DQG�VRFLDO�HPRWLRQDO�VNLOOV�� 

3DJHV�7–9 RI�WKLV�UHSRUW�OLVW�UHVXOWV�IRU�LQGLYLGXDO�VXUYH\�LWHPV�DV�WKH� 
SHUFHQWDJHV�RI�VWXGHQWV�ZKR�UHVSRQGHG�LQ�D�JLYHQ�PDQQHU��7KHVH� 
UHVXOWV�FDQ�EH�XVHG�WR�SURYLGH�DGGLWLRQDO�FRQWH[W�WR�WKH�VFDOH�VFRUHV��EXW� 
VKRXOG�EH�LQWHUSUHWHG�ZLWK�FDXWLRQ�EHFDXVH�LQGLYLGXDO�LWHPV�DUH�QRW�DV� 
UHOLDEOH�DV�VFDOH�VFRUHV�� 

5HVXOWV�DUH�QRW�UHSRUWHG�IRU�JURXSV�ZLWK�IHZHU�WKDQ����VWXGHQWV�� 

3ODQQLQJ�IRU�,PSURYHPHQW"� 
7KLV�VFKRRO�OHYHO�UHSRUW�FDQ�EH�XVHG�WR�LQIRUP�GHFLVLRQV�DERXW�KRZ�WR� 
DGMXVW�VXSSRUW�VHUYLFHV�IRU�VWXGHQWV��6FKRROV�DOVR�FDQ�FRQVLGHU�GDWD� 
VXFK�DV�VDIHW\�LQFLGHQWV��DWWHQGDQFH�UDWHV��DQG�RWKHU�QRQDFDGHPLF�ULVN� 
IDFWRUV�WR�HYDOXDWH�WKH�NLQGV�RI�VHUYLFHV�DQG�VXSSRUWV�SURYLGHG�WR� 
VWXGHQWV��,W�PD\�EH�YDOXDEOH�WR�KROG�IRFXV�JURXSV�ZLWK�\RXU�VWXGHQWV�WR� 
H[SORUH�WKHLU�WKLQNLQJ�FRQFHUQLQJ�HDFK�WRSLF�DUHD�� 

7KLV�UHSRUW�DOVR�LQFOXGHV�UHVRXUFHV�RQ�SDJHV������,Q�DGGLWLRQ��YDULRXV� 
WRROV�DUH�LQFOXGHG�WR�DVVLVW�\RX�LQ�SODQQLQJ�VFKRRO���RU�GLVWULFWZLGH� 
FOLPDWH�LPSURYHPHQWV�ZLWK�VWDNHKROGHUV�� 

$V�\RX�ZRUN�ZLWK�\RXU�GLVWULFW�DQG�VFKRRO�FRPPXQLW\�WR�SODQ� 
LPSURYHPHQWV��UHPHPEHU�WR�IRFXV�RQ�DOO�VWXGHQWV��HYHQ�LI�WKH�PDMRULW\� 
RI�VWXGHQWV�UDWHG�WKH�VFKRRO�SRVLWLYHO\��6FRUHV�GLVDJJUHJDWHG�E\� 
VXEJURXS�DOVR�PD\�EH�XVHIXO�LQ�XQGHUVWDQGLQJ�DQG�DGGUHVVLQJ�WKH� 
QHHGV�RI�GLIIHUHQW�VWXGHQW�SRSXODWLRQV�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� �� B-11



5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 

(QJDJHPHQW�
&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
7KH�FXOWXUDO�DQG�OLQJXLVWLF�FRPSHWHQFH�VFDOH�PHDVXUHV�SHUFHSWLRQV�RI� 
KRZ�VWXGHQWV��WKHLU�SHHUV��DQG�VFKRRO�VWDII�GHPRQVWUDWH�HPSDWK\�� 
XQGHUVWDQGLQJ��DQG�UHVSHFW�IRU�GLIIHUHQW�FXOWXUHV�DQG�HWKQLF�JURXSV��$V�WKH� 
8�6��SRSXODWLRQ�JURZV�PRUH�GLYHUVH��VFKRROV�KDYH�EHJXQ�WR�UHFRJQL]H�KRZ� 
FXOWXUDO�GLIIHUHQFHV�LQIOXHQFH�OHDUQLQJ�VW\OHV��FRPPXQLFDWLRQ��DQG�EHKDYLRU�� 
&XOWXUDO�FRPSHWHQFH�UHIHUV�WR�WKH�DZDUHQHVV�RI�RQH’V�RZQ�FXOWXUDO�LGHQWLW\�� 
DQ�XQGHUVWDQGLQJ�RI�GLIIHUHQFHV��DQG�WKH�DELOLW\�WR�OHDUQ�DQG�EXLOG�RQ�WKH� 
YDU\LQJ�FXOWXUDO�DQG�FRPPXQLW\�QRUPV�RI�VWXGHQWV�DQG�WKHLU�IDPLOLHV�� 
6WXGHQWV�ZKR�DUH�SURYLGHG�FXOWXUDOO\�UHVSRQVLYH�OHDUQLQJ� 
HQYLURQPHQWV�DQG�FXOWXUDOO\�PHDQLQJIXO�HGXFDWLRQDO�H[SHULHQFHV�RIWHQ�
IHHO�PRUH�FRQQHFWHG�WR�VFKRRO�� 

6FKRROV�WKDW�H[KLELW�D�KLJK�OHYHO�RI�FXOWXUDO�DQG�OLQJXLVWLF�FRPSHWHQFH�KDYH� 
VWDII�DQG�VWXGHQWV�ZKR�WUHDW�HDFK�RWKHU�HTXDOO\�ZHOO��QR�PDWWHU�WKHLU�FXOWXUH�� 
JHQGHU��JHQGHU�LGHQWLILFDWLRQ��HFRQRPLF�VWDWXV��UHOLJLRQ��RU�QHZQHVV�WR�WKH� 
FRPPXQLW\��7KHVH�VFKRROV�W\SLFDOO\�SURYLGH�LQVWUXFWLRQDO�PDWHULDOV�WKDW� 
UHIOHFW�VWXGHQWV’ FXOWXUDO�EDFNJURXQGV�� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 
6RPH�JURXSV�RI�VWXGHQWV�IHHO�PRUH�SRVLWLYH�DERXW�WKH�&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH�LQ�\RXU�VFKRRO�WKDQ�RWKHU�VWXGHQWV�� 
7KHVH�JURXSV�LQFOXGH���WK�*UDGHUV�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� ��
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(QJDJHPHQW�
5HODWLRQVKLSV� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
5HODWLRQVKLSV�DUH�WKH�OLQNV�DQG�LQWHUDFWLRQV�EHWZHHQ�DQG�DPRQJ�VWXGHQWV�� 
DGXOWV��DQG�SHHUV�LQ�WKH�VFKRRO�VHWWLQJ��UHODWLRQVKLSV�IRVWHU�SRVLWLYH�VRFLDO� 
LQWHUDFWLRQ�DQG�HVWDEOLVK�D�QXUWXULQJ�HQYLURQPHQW�RI�WUXVW�DQG�VXSSRUW�� 
6RXQG�UHODWLRQVKLSV�UHLQIRUFH�H[LVWLQJ�IHHOLQJV�RI�FRQQHFWHGQHVV�WR�WKH� 
VFKRRO�FRPPXQLW\��DQG�PD\�EHQHILW�VWXGHQWV�ZKR�W\SLFDOO\�GR�QRW�IHHO� 
FRQQHFWHG�WR�VFKRRO�� 

6WXGHQWV�ZKR�KDYH�VXSSRUWLYH�UHODWLRQVKLSV�DW�VFKRRO�DQG�VWXGHQWV�ZKR� 
IHHO�FRQQHFWHG�WR�WKHLU�VFKRRO�DUH�PRUH�OLNHO\�WR�VXFFHHG��WKH\�KDYH�EHWWHU� 
DWWHQGDQFH��JUDGHV��WHVW�VFRUHV��DQG�SHUVLVWHQFH�LQ�VFKRRO��7KHVH�VWXGHQWV� 
DUH�DOVR�OHVV�OLNHO\�WR�H[SHULHQFH�HPRWLRQDO�SUREOHPV��VXEVWDQFH�DEXVH� 
SUREOHPV��RU�UHVRUW�WR�YLROHQFH��%XLOGLQJ�SRVLWLYH�UHODWLRQVKLSV�WKDW� 
IRVWHU�D�VDIH�VXSSRUWLYH�OHDUQLQJ�HQYLURQPHQW�DQG�VWXGHQW�FRQQHFWLRQ� 
WR�WKDW�HQYLURQPHQW�LV�WKH�UHVSRQVLELOLW\�RI�DOO�ZKR�WRXFK�D�VFKRRO��7KH� 
VFKRRO�HQYLURQPHQW�SURYLGHV�D�QDWXUDO�VHWWLQJ�WR�IRVWHU�VXSSRUWLYH� 
UHODWLRQVKLSV�EHWZHHQ�DQG�DPRQJ�VWXGHQWV��DGXOWV��DQG�SHHUV�� 
5HODWLRQVKLS�EXLOGLQJ�UHTXLUHV�SHUVSHFWLYHV�WKDW�HPEUDFH�SRVLWLYH�DWWLWXGHV� 
DQG�EHOLHIV��FXOWXUDO�DQG�OLQJXLVWLF�FRPSHWHQFH��DQ�XQGHUVWDQGLQJ�RI�WKH� 
QHHGV�DQG�H[SHULHQFHV�RI�RWKHUV��DQG�DQ�XQGHUVWDQGLQJ�RI�WKH�VFKRRO� 
HQYLURQPHQW�� 

6FKRROV�ZLWK�VWURQJ�SRVLWLYH�UHODWLRQVKLSV�PD\�KDYH�VWXGHQWV�ZKR�UHSRUW� 
WKDW�WKHLU�WHDFKHUV�XQGHUVWDQG�WKHP��6WXGHQWV�PD\�UHSRUW�WKDW�WKH\�FDQ� 
VSHDN�ZLWK�DGXOWV�LQ�WKH�EXLOGLQJ�DERXW�LVVXHV��6WXGHQWV�DOVR�PD\�UHSRUW� 
WKDW�WKHLU�SHHUV�OLNH�DQG�UHVSHFW�RQH�DQRWKHU�� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 
6RPH�JURXSV�RI�VWXGHQWV�IHHO�PRUH�SRVLWLYH�DERXW�WKH�5HODWLRQVKLSV�LQ�\RXU�VFKRRO�WKDQ�RWKHU�VWXGHQWV��7KHVH�JURXSV�LQFOXGH���WK� 
*UDGHUV�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� �� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 
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6DIHW\� 
3K\VLFDO�6DIHW\� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
3K\VLFDO�VDIHW\�UHIHUV�WR�WKH�SURWHFWLRQ�RI�DOO�VWDNHKROGHUV—LQFOXGLQJ� 
IDPLOLHV��FDUHJLYHUV��VWXGHQWV��VFKRRO�VWDII��DQG�WKH�FRPPXQLW\—IURP�IHDU�RI� 
RU�DFWXDO�H[SRVXUH�WR�SK\VLFDO�YLROHQFH��WKHIW��LQWLPLGDWLRQ��LQWUXGHUV��KDUVK� 
SXQLVKPHQW��DQG�ZHDSRQV��,Q�RUGHU�WR�HVWDEOLVK�D�VHFXUH�OHDUQLQJ� 
HQYLURQPHQW��SK\VLFDO�VDIHW\�LV�SDUDPRXQW�� 

)RU�VWXGHQWV�WR�OHDUQ��WKH\�QHHG�WR�IHHO�VDIH��,W�LV�HVVHQWLDO�WKDW�DOO� 
VWXGHQWV�DWWHQG�VFKRROV�WKDW�SURYLGH�D�SK\VLFDOO\�VDIH�HQYLURQPHQW�ZKHUH� 
WKH\�FDQ�WKULYH�DQG�IXOO\�HQJDJH�LQ�WKHLU�VWXGLHV�ZLWK�QHLWKHU�GLVWUDFWLRQ�QRU� 
ZRUU\�DERXW�VDIHW\�FRQFHUQV�� 6WXGHQWV�ZKR�DUH�QRW�IHDUIXO�RU�ZRUULHG�IHHO� 
PRUH�FRQQHFWHG�WR�WKHLU�VFKRRO�DQG�FDUH�PRUH�DERXW�WKHLU�HGXFDWLRQDO� 
H[SHULHQFH��3K\VLFDO�VDIHW\�LV�UHODWHG�WR�KLJKHU�DFDGHPLF�SHUIRUPDQFH�� 
IHZHU�ULVN\�EHKDYLRUV��DQG�ORZHU�GURSRXW�UDWHV��6FKRROV�DQG�FRPPXQLWLHV� 
FDQ�LPSOHPHQW�SROLFLHV�WKDW�SURPRWH�VWXGHQW�VDIHW\�DQG�SUHYHQW�YLROHQFH�� 
6FKRRO�EDVHG�DSSURDFKHV�VXFK�DV�FRQIOLFW�UHVROXWLRQ�DQG�SHHU�PHGLDWLRQ� 
DUH�FRPPRQ��&RQQHFWLQJ�DW�ULVN�\RXWK�ZLWK�ORFDO�FRPPXQLW\�RUJDQL]DWLRQV� 
ZRUNLQJ�WR�VWRS�YLROHQFH�LV�DQRWKHU�HYLGHQFH�EDVHG�VWUDWHJ\�� 

,Q�VFKRROV�ZLWK�D�KLJK�GHJUHH�RI�SK\VLFDO�VDIHW\��VWXGHQWV�PD\�UHSRUW�IHHOLQJ� 
VDIH�ZLWKLQ�WKH�VFKRRO�EXLOGLQJ�DV�ZHOO�DV�ZKLOH�WUDYHOLQJ�EHWZHHQ�VFKRRO� 
DQG�KRPH�� 6WXGHQWV�GR�QRW�UHSRUW�H[SHULHQFLQJ�WKUHDWV�RU�WKHIW��DQG�UHSRUW� 
WKDW�WKHLU�SHHUV�UHVSHFW�VFKRRO�SURSHUW\��7KH\�WUXVW�WKDW�DGXOWV�ZLOO�WDNH� 
WKUHDWV�DQG�EXOO\LQJ�VHULRXVO\�DQG�ZLOO�ZRUN�WR�SURWHFW�VWXGHQWV�� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 
6RPH�JURXSV�RI�VWXGHQWV�IHHO�OHVV�SRVLWLYH�DERXW�WKH�3K\VLFDO�6DIHW\�LQ�\RXU�VFKRRO�WKDQ�RWKHU�VWXGHQWV��7KHVH�JURXSV�LQFOXGH� 
%ODFN�$IULFDQ�$PHULFDQ�6WXGHQWV�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� �� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 
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5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 

6DIHW\� 
(PRWLRQDO�6DIHW\� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
(PRWLRQDO�VDIHW\�UHIHUV�WR�WKH�UDQJH�RI�H[SHULHQFHV�LQ�ZKLFK�DQ�LQGLYLGXDO� 
IHHOV�RSHQ�WR�H[SUHVV�HPRWLRQV��WUXVWV�WKRVH�DURXQG�KLP��H[KLELWV� 
FRQILGHQFH��DQG�IHHOV�H[FLWHG�WR�WU\�VRPHWKLQJ�QHZ��$�VWXGHQW�ZKR�IHHOV� 
HPRWLRQDOO\�VDIH�GRHV�QRW�GUHDG�KXPLOLDWLRQ��HPEDUUDVVPHQW��RU�VKDPH��$� 
VHQVH�RI�HPRWLRQDO�VDIHW\�VWHPV�IURP�FRQVLVWHQW�DWWHQWLRQ�WR�HDFK� 
VWXGHQW’V�HPRWLRQDO�QHHGV�� 

(PRWLRQDOO\�VDIH�OHDUQLQJ�HQYLURQPHQWV�FDQ�EH�DFKLHYHG�ZKHQ�LQGLYLGXDOV� 
LQ�WKH�VFKRRO�EXLOGLQJ�EDODQFH�DXWKHQWLFLW\�DQG�FDUH�ZLWKRXW�VDFULILFLQJ�WKH� 
ERXQGDULHV�DQG�KLHUDUFK\�WKDW�NHHS�VWXGHQWV�VDIH��6WXGHQWV�QHHG�WR�IHHO� 
IUHHGRP�IURP�KDUVK�FRQVHTXHQFHV��EXOO\LQJ��DQG�PLVWUHDWPHQW�IURP�DGXOWV� 
DQG�SHHUV��3RVLWLYH�EHKDYLRUDO�LQWHUYHQWLRQV�DQG�VXSSRUWV�KHOS�HQJHQGHU� 
HPRWLRQDOO\�VDIH�HQYLURQPHQWV��ZKHUH�UHVSHFW�LV�HQFRXUDJHG��DQG�VWXGHQWV� 
DUH�LQWHQWLRQDOO\�WDXJKW�SUR�VRFLDO�VNLOOV�� 

6FKRROV�WKDW�GHPRQVWUDWH�DQ�HPRWLRQDOO\�VDIH�HQYLURQPHQW�PD\�KDYH� 
VWXGHQWV�ZKR�UHSRUW�VWURQJ�IHHOLQJV�RI�DFFHSWDQFH�DQG�EHORQJLQJ��6WXGHQWV� 
DOVR�PD\�IHHO�WKDW�WKH\�JHW�DORQJ�ZHOO�ZLWK�RWKHU�VWXGHQWV��6WDII�PHPEHUV� 
VKRXOG�FRQWLQXH�WR�HQVXUH�VWUDWHJLHV�WKDW�SURPRWH�HPRWLRQDO�VDIHW\�DUH� 
FRQVLVWHQWO\�LPSOHPHQWHG�VFKRROZLGH�� 

5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 
6RPH�JURXSV�RI�VWXGHQWV�IHHO�PRUH�SRVLWLYH�DERXW�WKH�(PRWLRQDO�6DIHW\�LQ�\RXU�VFKRRO�WKDQ�RWKHU�VWXGHQWV��7KHVH�JURXSV�LQFOXGH� 
��WK�*UDGHUV�� 

1HYDGD�6FKRRO�&OLPDWH���6RFLDO�(PRWLRQDO�/HDUQLQJ� ��
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5HVXOWV�E\�*URXSV�RI�6WXGHQWV� 

6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFH� 

2YHUDOO�5HVXOWV� :KDW�7KHVH�5HVXOWV�0HDQ� 
6RFLDO�DQG�HPRWLRQDO�OHDUQLQJ��6(/��UHIHUV�WR�WKH�SURFHVV�WKURXJK�ZKLFK� 
FKLOGUHQ�DQG�DGXOWV�DFTXLUH�DQG�DSSO\�WKH�NQRZOHGJH��DWWLWXGHV��DQG�VNLOOV� 
QHFHVVDU\�WR�PDQDJH�HPRWLRQV��VHW�DQG�DFKLHYH�SRVLWLYH�JRDOV��IHHO�DQG� 
H[KLELW�HPSDWK\�IRU�RWKHUV��PDLQWDLQ�SRVLWLYH�UHODWLRQVKLSV��DQG�PDNH� 
UHVSRQVLEOH�GHFLVLRQV��6(/�LV�IXQGDPHQWDO�QRW�RQO\�WR�FKLOGUHQ’V�VRFLDO�DQG� 
HPRWLRQDO�GHYHORSPHQW�EXW�DOVR�WR�WKHLU�KHDOWK��HWKLFDO�GHYHORSPHQW�� 
FLWL]HQVKLS��PRWLYDWLRQ�WR�DFKLHYH��DQG�DFDGHPLF�OHDUQLQJ�� 

7KH�VRFLDO�DQG�HPRWLRQDO�FRPSHWHQFH�FRPSRVLWH�VFRUH�PHDVXUHV�VWXGHQWV’ 
SHUFHSWLRQV�RI�WKHLU�RZQ�VNLOOV�LQ�WKH�DUHDV�RI�VHOI�DZDUHQHVV��VRFLDO� 
DZDUHQHVV��VHOI�PDQDJHPHQW��UHODWLRQVKLS�VNLOOV��DQG�UHVSRQVLEOH�GHFLVLRQ� 
PDNLQJ��'HYHORSLQJ�VWXGHQWV’ 6(/�VNLOOV�LPSURYHV�WKHLU�JUDGHV��
DWWHQGDQFH��EHKDYLRU��DQG�DWWLWXGHV�WRZDUG�VFKRRO��0DQ\�ULVN\� 
EHKDYLRUV��H�J���GUXJ�XVH��YLROHQFH��FDQ�EH�SUHYHQWHG�ZKHQ�VFKRROV�VWULYH� 
WR�GHYHORS�VWXGHQWV
�VRFLDO�DQG�HPRWLRQDO�VNLOOV�WKURXJK�HIIHFWLYH�6(/� 
LQVWUXFWLRQ�DQG�VWXGHQW�HQJDJHPHQW�ZLWK�SRVLWLYH�DFWLYLWLHV��6WXGHQWV�ZLWK� 
JRRG�VRFLDO�DQG�HPRWLRQDO�VNLOOV�DUH�OHVV�OLNHO\�WR�GURS�RXW�RI�VFKRRO�� 

,Q�VFKRROV�ZKHUH�VRFLDO�DQG�HPRWLRQDO�FRPSHWHQFH�VFRUHV�DUH�KLJK�� 
VWXGHQWV�UHSRUW�WKDW�VRFLDO�DQG�HPRWLRQDO�VNLOOV�DUH�YHU\�HDV\�IRU�WKHP�WR� 
HPSOR\��)RU�H[DPSOH��VWXGHQWV�PD\�UHSRUW�WKDW�WKH\�KDYH�OLWWOH�GLIILFXOW\� 
UHFRJQL]LQJ�WKHLU�RZQ�HPRWLRQV��OHDUQLQJ�IURP�RWKHUV�ZLWK�GLIIHUHQW�RSLQLRQV�� 
RU�ILQLVKLQJ�FKDOOHQJLQJ�WDVNV��6WXGHQWV�DOVR�PD\�UHSRUW�WKDW�WKH\�KDYH�DQ� 
HDV\�WLPH�FDOPLQJ�WKHPVHOYHV�DQG�VKRZLQJ�HPSDWK\�� 

Nevada School Climate / Social Emotional Learning ��
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&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH� 

(QJDJHPHQW� 

Topic� 

���$OO�VWXGHQWV�DUH�WUHDWHG�WKH�VDPH��UHJDUGOHVV�RI�ZKHWKHU�WKHLU�IDPLOLHV�DUH�ULFK�RU�SRRU�� 

6WURQJO\� 
$JUHH� 

��� 

$JUHH� 

��� 

'LVDJUHH� 

�� 

6WURQJO\� 
'LVDJUHH� 

�� 

���%R\V�DQG�JLUOV�DUH�WUHDWHG�HTXDOO\�ZHOO�� ��� ��� �� �� 

���7KLV�VFKRRO�SURYLGHV�LQVWUXFWLRQDO�PDWHULDOV��H�J���WH[WERRNV��KDQGRXWV��WKDW�UHIOHFW�P\� 
FXOWXUDO�EDFNJURXQG��HWKQLFLW\��DQG�LGHQWLW\�� ��� ��� �� �� 

���$GXOWV�ZRUNLQJ�DW�WKLV�VFKRRO�WUHDW�DOO�VWXGHQWV�UHVSHFWIXOO\�� ��� ��� �� �� 

���3HRSOH�RI�GLIIHUHQW�FXOWXUDO�EDFNJURXQGV��UDFHV��RU�HWKQLFLWLHV�JHW�DORQJ�ZHOO�DW�WKLV�VFKRRO�� ��� ��� �� �� 

6WUHQJWKHQ�&XOWXUDO�DQG�/LQJXLVWLF�&RPSHWHQFH��
$SSURDFKHV�WR�LQFUHDVLQJ�WKH�FXOWXUDO�DQG�OLQJXLVWLF�FRPSHWHQFH�RI� 
WKH�HQYLURQPHQW�LQFOXGH�VHOI�DVVHVVLQJ�LPSOLFLW�ELDVHV�DQG� 
SHUFHSWLRQV��DGGLQJ�FKLOGUHQ’V�OLWHUDWXUH�IURP�GLYHUVH�DXWKRUV�WR� 
FODVVURRP�OLEUDULHV��HPSKDVL]LQJ�WKH�LPSRUWDQFH�RI�JOREDO�HYHQWV� 
ZLWKLQ�FXUULFXOXP��DQG�DGYRFDWLQJ�IRU�IDLU�DQG�HTXLWDEOH�WUHDWPHQW� 
RI�DOO�LQGLYLGXDOV�ZLWKLQ�WKH�VFKRRO�FRPPXQLW\��,QVWLWXWLQJ�FXOWXUDOO\� 
LQFOXVLYH�IDPLO\�HQJDJHPHQW�QLJKWV�PD\�EH�DQRWKHU�PHWKRG�WR� 
EULGJH�FXOWXUH�JDSV�DQG�DPHOLRUDWH�PLVXQGHUVWDQGLQJV�� 

5HVRXUFHV�� 
•� 7HDFKLQJ�7ROHUDQFH��KWWS���ZZZ�WROHUDQFH�RUJ�� 

•� 7HDFKHUV�&ROOHJH�,QFOXVLYH�&ODVVURRPV�3URMHFW� 
�KWWS���ZZZ�LQFOXVLYHFODVVURRPV�RUJ�� 

•� $VVRFLDWLRQ�IRU�6XSHUYLVLRQ�DQG�&XUULFXOXP�'HYHORSPHQW�– 0XOWLFXOWXUDO�(GXFDWLRQ� 
�KWWS���ZZZ�DVFG�RUJ�UHVHDUFK�D�WRSLF�PXOWLFXOWXUDO�HGXFDWLRQ�UHVRXUFHV�DVS[�� 

•� 7KH�1DWLRQDO�&HQWHU�IRU�6DIH�6XSSRUWLYH�/HDUQLQJ�(QYLURQPHQWV� 
�KWWSV���VDIHVXSSRUWLYHOHDUQLQJ�HG�JRY�WRSLF�UHVHDUFK�HQJDJHPHQW�FXOWXUDO�OLQJXLVWLF�FRPSHWHQFH�� 

5HODWLRQVKLSV� 

Topic� 

���7HDFKHUV�XQGHUVWDQG�P\�SUREOHPV�� 

6WURQJO\� 
$JUHH� 

��� 

$JUHH� 

��� 

'LVDJUHH� 

��� 

6WURQJO\� 
'LVDJUHH� 

�� 

���7HDFKHUV�DUH�DYDLODEOH�ZKHQ�,�QHHG�WR�WDON�ZLWK�WKHP�� ��� ��� �� �� 

���,W�LV�HDV\�WR�WDON�ZLWK�WHDFKHUV�DW�WKLV�VFKRRO�� ��� ��� �� �� 

���0\�WHDFKHUV�FDUH�DERXW�PH�� ��� ��� �� �� 

���0\�WHDFKHUV�PDNH�PH�IHHO�JRRG�DERXW�P\VHOI�� ��� ��� �� �� 

���6WXGHQWV�UHVSHFW�RQH�DQRWKHU�� ��� ��� �� �� 

���6WXGHQWV�OLNH�RQH�DQRWKHU�� ��� ��� �� �� 

���,I�,�DP�DEVHQW��WKHUH�LV�D�WHDFKHU�RU�VRPH�RWKHU�DGXOW�DW�VFKRRO�WKDW�ZLOO�QRWLFH�P\�DEVHQFH�� ��� ��� ��� �� 

%XLOG�5HODWLRQVKLSV�� 
7R�LPSURYH�UHODWLRQVKLSV��VFKRROV�PLJKW�EHQHILW�IURP�KRVWLQJ� 
UHODWLRQVKLS�EXLOGLQJ�DFWLYLWLHV�WKURXJKRXW�WKH�VFKRRO� 
FRPPXQLW\��HQFRXUDJLQJ�VWXGHQWV�DQG�DGXOWV�WR�PRGHO� 
HIIHFWLYH�FRPPXQLFDWLRQ�DQG�MXGJPHQW��RU�RIIHULQJ�WHDFKHU� 
RU�VXSSRUW�VWDII�FKHFN�LQV�ZLWK�DOO�VWXGHQWV�RQ�DQ�RQJRLQJ� 
EDVLV�� 

5HVRXUFHV�� 
•� )DPLO\�DQG�<RXWK�6HUYLFHV�%XUHDX��KWWSV���ZZZ�DFI�KKV�JRY�I\VE�� 
•� $GROHVFHQW�DQG�6FKRRO�+HDOWK� 

�KWWSV���ZZZ�FGF�JRY�KHDOWK\\RXWK�SURWHFWLYH�VFKRROBFRQQHFWHGQHVV�KWP�� 
•� &RPPXQLW\�0DWWHUV��KWWS���ZZZ�FRPPXQLW\�PDWWHUV�RUJ�� 
•� 1DWLRQDO�0HQWRULQJ�5HVRXUFH�&HQWHU� 

�KWWS���ZZZ�QDWLRQDOPHQWRULQJUHVRXUFHFHQWHU�RUJ��� 
•� 7KH�1DWLRQDO�&HQWHU�IRU�6DIH�6XSSRUWLYH�/HDUQLQJ�(QYLURQPHQWV� 

�KWWSV���VDIHVXSSRUWLYHOHDUQLQJ�HG�JRY�WRSLF�UHVHDUFK�HQJDJHPHQW�UHODWLRQVKLSV��� 
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3K\VLFDO�6DIHW\� 

6DIHW\� 

Topic� 

���,�IHHO�VDIH�DW�WKLV�VFKRRO�� 

6WURQJO\� 
$JUHH� 

��� 

$JUHH� 

��� 

'LVDJUHH� 

�� 

6WURQJO\� 
'LVDJUHH� 

�� 

���,�IHHO�VDIH�JRLQJ�WR�DQG�IURP�WKLV�VFKRRO�� ��� ��� �� �� 

���,�VRPHWLPHV�VWD\�KRPH�EHFDXVH�,�GRQ
W�IHHO�VDIH�DW�WKLV�VFKRRO�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�FDUU\�JXQV�RU�NQLYHV�WR�VFKRRO�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�WKUHDWHQ�WR�KXUW�RWKHU�VWXGHQWV�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�VWHDO�PRQH\��HOHFWURQLFV��RU�RWKHU�YDOXDEOH�WKLQJV�ZKLOH�DW�VFKRRO�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�GDPDJH�RU�GHVWUR\�RWKHU�VWXGHQWV
�SURSHUW\�� �� �� ��� ��� 
���6WXGHQWV�DW�WKLV�VFKRRO�ILJKW�D�ORW�� �� �� ��� ��� 

3URPRWH�3K\VLFDO�6DIHW\� 
6FKRROV�PD\�FRQVLGHU�SDUWQHULQJ�ZLWK�FRPPXQLW\�\RXWK� 
VHUYLQJ�DQG�ODZ�HQIRUFHPHQW�DJHQFLHV�WR�VWUDWHJL]H�KRZ�WR� 
HQKDQFH�SK\VLFDO�VDIHW\�RQ�VFKRRO�JURXQGV��DQG�PD\�FRQVLGHU� 
LPSOHPHQWLQJ�SHHU�WR�SHHU�FRQIOLFW�UHVROXWLRQ�VWUDWHJLHV�� 

5HVRXUFHV�� 
•� .HHS�6FKRROV�6DIH��KWWS���ZZZ�NHHSVFKRROVVDIH�RUJ�� 

•� 6DIHU6DQHU6FKRROV��KWWS���ZZZ�VDIHUVDQHUVFKRROV�RUJ�� 

•� 7KH�1DWLRQDO�&HQWHU�RQ�6DIH�6XSSRUWLYH�/HDUQLQJ�(QYLURQPHQWV� 
�KWWSV���VDIHVXSSRUWLYHOHDUQLQJ�HG�JRY�WRSLF�UHVHDUFK�VDIHW\�� 

•� 7KH�1DWLRQDO�6FKRRO�6DIHW\�&HQWHU��KWWS���ZZZ�VFKRROVDIHW\�XV�� 

•� 26(3�7$�&HQWHU�IRU�3%,6��KWWS���ZZZ�QFMIFM�RUJ�RXU�ZRUN�RIILFH�VSHFLDO�HGXFDWLRQ�RVHS�WHFKQLFDO�DVVLVWDQFH� 
FHQWHU�SRVLWLYH�EHKDYLRUDO�LQWHUYHQWLRQV�� 

(PRWLRQDO�6DIHW\� 

Topic� 

���,�IHHO�OLNH�,�EHORQJ�� 

6WURQJO\� 
$JUHH� 

��� 

$JUHH� 

��� 

'LVDJUHH� 

��� 

6WURQJO\� 
'LVDJUHH� 

�� 

���6WXGHQWV�DW�WKLV�VFKRRO�JHW�DORQJ�ZHOO�ZLWK�HDFK�RWKHU�� ��� ��� �� �� 

���$W�WKLV�VFKRRO��VWXGHQWV�WDON�DERXW�WKH�LPSRUWDQFH�RI�XQGHUVWDQGLQJ�WKHLU�RZQ�IHHOLQJV� 
DQG�WKH�IHHOLQJV�RI�RWKHUV�� ��� ��� ��� �� 

���$W�WKLV�VFKRRO��VWXGHQWV�ZRUN�RQ�OLVWHUQLQJ�WR�RWKHUV�WR�XQGHUVWDQG�ZKDW�WKH\�DUH�WU\LQJ�WR�VD\�� ��� ��� ��� �� 

���,�DP�KDSS\�WR�EH�DW�WKLV�VFKRRO�� ��� ��� �� �� 

���,�IHHO�OLNH�,�DP�SDUW�RI�WKLV�VFKRRO�� ��� ��� ��� �� 

���,�IHHO�VRFLDOO\�DFFHSWHG�� ��� ��� ��� �� 

(QKDQFH�(PRWLRQDO�6DIHW\�
6FKRROV�ZLVKLQJ�WR�LPSURYH�HPRWLRQDO�VDIHW\�PD\�WU\�HPSOR\LQJ� 
FRRSHUDWLYH�OHDUQLQJ�WHFKQLTXHV��LQVWLWXWLQJ�FURVVJUDGH�VWXGHQW� 
PHQWRULQJ�� ,PSOHPHQWLQJ�D�PXOWL�WLHUHG�V\VWHP�RI�EHKDYLRUDO� 
VXSSRUW��RU�ODXQFKLQJ�D�SHHU�PHGLDWLRQ�SURJUDP�� 

5HVRXUFHV�� 
•� 7KH�/HDUQLQJ�&ODVVURRP��)HHOLQJV�&RXQW���(PRWLRQV�DQG�/HDUQLQJ� 

�KWWS���ZZZ�OHDUQHU�RUJ�FRXUVHV�OHDUQLQJFODVVURRP�VHVVLRQBRYHUYLHZV�HPRWLRQBKRPH��KWPO�� 
•� $FWLYH�0LQGV��KWWS���DFWLYHPLQGV�RUJ�LQGH[�SKS�� 

•� 1HZ�<RUN�6WDWH�&HQWHU�IRU�6FKRRO�6DIHW\��KWWS���ZZZ�Q\VFIVV�RUJ�� 

•� 3URPRWH�3UHYHQW��KWWS���ZZZ�SURPRWHSUHYHQW�RUJ�� 

•� 7KH�1DWLRQDO�&HQWHU�RQ�6DIH�6XSSRUWLYH�/HDUQLQJ�(QYLURQPHQWV� 
�KWWSV���VDIHVXSSRUWLYHOHDUQLQJ�HG�JRY�WRSLF�UHVHDUFK�VDIHW\�HPRWLRQDO�VDIHW\�� 

%XOO\LQJ� 

Topic� 

���6WXGHQWV�DW�WKLV�VFKRRO�DUH�RIWHQ�EXOOLHG�� 

6WURQJO\� 
$JUHH� 

�� 

$JUHH� 

�� 

'LVDJUHH� 

��� 

6WURQJO\� 
'LVDJUHH� 

��� 

���6WXGHQWV�DW�WKLV�VFKRRO�WU\�WR�VWRS�EXOO\LQJ�� ��� ��� �� �� 

���6WXGHQWV�RIWHQ�VSUHDG�PHDQ�UXPRUV�RU�OLHV�DERXW�RWKHUV�DW�WKLV�VFKRRO�RQ�WKH�LQWHUQHW��L�H��� 
)DFHERRN™, HPDLO��DQG�LQVWDQW�PHVVDJH��� �� �� ��� ��� 
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6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFH� 

6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFLHV� 

6HOI�$ZDUHQHVV� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���.QRZLQJ�ZKDW�P\�VWUHQJWKV�DUH�� ��� ��� ��� �� 

���.QRZLQJ�ZD\V�,�FDOP�P\VHOI�GRZQ�� ��� ��� ��� �� 

���.QRZLQJ�WKH�HPRWLRQV�,�IHHO�� ��� ��� ��� �� 

���.QRZLQJ�ZKHQ�P\�IHHOLQJV�DUH�PDNLQJ�LW�KDUG�IRU�PH�WR�IRFXV�� ��� ��� ��� �� 

6RFLDO�$ZDUHQHVV� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���.QRZLQJ�ZKDW�SHRSOH�PD\�EH�IHHOLQJ�E\�WKH�ORRN�RQ�WKHLU�IDFH�� ��� ��� ��� �� 

���/HDUQLQJ�IURP�SHRSOH�ZLWK�GLIIHUHQW�RSLQLRQV�WKDQ�PH�� ��� ��� ��� �� 

���.QRZLQJ�ZKHQ�VRPHRQH�QHHGV�KHOS�� ��� ��� ��� �� 

6HOI�0DQDJHPHQW� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���*HWWLQJ�WKURXJK�VRPHWKLQJ�HYHQ�ZKHQ�,�IHHO�IUXVWUDWHG�� ��� ��� ��� ��� 

���%HLQJ�SDWLHQW�HYHQ�ZKHQ�,�DP�UHDOO\�H[FLWHG�� ��� ��� ��� �� 

���)LQLVKLQJ�WDVNV�HYHQ�LI�WKH\�DUH�KDUG�IRU�PH�� �� ��� ��� ��� 

���6HWWLQJ�JRDOV�IRU�P\VHOI�� ��� ��� ��� �� 

���'RLQJ�P\�VFKRROZRUN�HYHQ�ZKHQ�,�GR�QRW�IHHO�OLNH�LW�� ��� ��� ��� �� 

���%HLQJ�SUHSDUHG�IRU�WHVWV�� ��� ��� ��� �� 

5HODWLRQVKLS�6NLOOV� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���*HWWLQJ�DORQJ�ZLWK�P\�FODVVPDWHV�� ��� ��� �� �� 

���5HVSHFWLQJ�D�FODVVPDWH
V�RSLQLRQV�GXULQJ�D�GLVDJUHHPHQW�� ��� ��� �� �� 

5HVSRQVLEOH�'HFLVLRQ�0DNLQJ� 9HU\� 
(DV\� (DV\� 'LIILFXOW� 9HU\� 

'LIILFXOW� 

���7KLQNLQJ�DERXW�ZKDW�PLJKW�KDSSHQ�EHIRUH�PDNLQJ�D�GHFLVLRQ�� ��� ��� ��� �� 

���.QRZLQJ�ZKDW�LV�ULJKW�RU�ZURQJ�� ��� ��� �� �� 

%RRVW�6RFLDO�DQG�(PRWLRQDO�&RPSHWHQFLHV�
6FKRROV�FDQ�LPSOHPHQW�XQLYHUVDO�6(/�LQVWUXFWLRQ�DQG�IRFXV�RQ� 
LQWHJUDWLQJ�6(/�VNLOO�EXLOGLQJ�RSSRUWXQLWLHV�LQWR�WKH�LQVWUXFWLRQDO� 
GD\��,WHP�OHYHO�UHVSRQVHV�ZLOO�KHOS�VFKRRO�VWDII�LGHQWLI\� 
SDUWLFXODU�DUHDV�LQ�ZKLFK�VWXGHQWV�VWUXJJOH��)URP�WKHUH��VWDII� 
PHPEHUV�PD\�LPSOHPHQW�WDUJHWHG�LQWHUYHQWLRQV�IRU�SDUWLFXODU� 
VNLOOV�RU�VWXGHQW�VXEJURXSV��)RU�H[DPSOH��VWXGHQWV�PD\�QHHG� 
DVVLVWDQFH�ZLWK�VHWWLQJ�JRDOV�RU�OLVWHQLQJ�WR�RWKHUV’ SHUVSHFWLYHV�LQ� 
FODVV�GLVFXVVLRQV�� 

5HVRXUFHV�� 
•� &$6(/��&ROODERUDWLYH�IRU�$FDGHPLF��6RFLDO��DQG�(PRWLRQDO�/HDUQLQJ� 

�KWWS���ZZZ�FDVHO�RUJ�� 
•� (GXWRSLD��KWWS���ZZZ�HGXWRSLD�RUJ�VRFLDO�HPRWLRQDO�OHDUQLQJ�� 

•� 1DWLRQDO�6FKRRO�&OLPDWH�&HQWHU��KWWS���ZZZ�VFKRROFOLPDWH�RUJ�� 

•� 7HDFKLQJ�WKH�:KROH�&KLOG��,QVWUXFWLRQDO�3UDFWLFHV�7KDW�6XSSRUW�6RFLDO�DQG�(PRWLRQDO�/HDUQLQJ�LQ�7KUHH� 
7HDFKHU�(YDOXDWLRQ�)UDPHZRUNV�
 
�KWWS���ZZZ�JWOFHQWHU�RUJ�VLWHV�GHIDXOW�ILOHV�7HDFKLQJWKH:KROH&KLOG�SGI��
 

•� 3URPRWH�3UHYHQW��KWWS���ZZZ�SURPRWHSUHYHQW�RUJ��� 

•� 6RFLDO�DQG�(PRWLRQDO�/HDUQLQJ�DQG�&KDUDFWHU�'HYHORSPHQW�&HUWLILFDWH�3URJUDP� 
�KWWS���SV\FK�UXWJHUV�HGX�VHO�� 
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CHARTER CONTRACT 

This agreement constitutes a Charter Contract (the "Cha1ter Contract") executed 
between the State Public Charter School Authority (the "Authority"), and Nevada 
Connections Academy ("NCA") (collectively, the "Parties") to continue operations 
of the Nevada Connections Academy (the "Charter School"), an independent and 
autonomous public school authorized to operate in the State of Nevada. 

RECITALS 

WHEREAS, The primary consideration of the legislature in enacting legislation to 
authorize charter schools is to serve the best interests of all pupils, including pupils who 
may be at risk; and 

WHEREAS, The intention of the legislature is to provide: 

1. 	 The board of trustees of school distTicts with a method to experiment with 

providing a variety of independent public schools to the pupils of this state; 


2. 	A framework for such experimentation; 

3. A mechanism by which the results achieved by charter schools may be measured 
and analyzed; and 

4. 	A procedUTe by which the positive results achieved by charter schools may be 
replicated and the negative results may be identified and eliminated; and 

WHEREAS, It is fmther the intention of the legislature to provide teachers and other 
educational personnel, parents, legal guardians and other persons who are interested in 
the system of public education in this state the opportunity to: 

1. 	 Improve the learning of pupils and, by extension, improve the system of 
public education; 

2 . 	 Increase the oppo1tunities for learning and access to quality education by pupils; 

3. 	 Encourage the use of different and innovative teaching methods; 

4. 	Establish appropriate measures for and assessments of the learning achieved by 
pupils who are enrolled in charter schools; 
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5. 	 Provide a more thorough and efficient system of accountability of the results 

achieved in public education in this state; and 


6. 	 Create new professional opportunities for teachers and other educational 
personnel, including, without limitation, the opportunity to increase the 
accessibility and responsibility of teachers and other educational personnel for the 
program of learning offered; 

WHEREAS, The Authority is authorized by the Legislature to sponsor charter 
schools pursuant to NRS 386.509; and 

WHEREAS, in May 2013, the Authority approved the application for renewal of 
the charter for the Charter School; and 

WHEREAS, the Parties intend that this Charter Contract serve as a performance 
contract that governs the operation of the Charter School and sets forth benchmarks for 
NCA's implementation of its Graduation Rate Improvement Plan; 

NOW THEREFORE, in consideration of the mutual covenants, representations, 
warranties, and agreements contained herein and for other good and lawful 
consideration, the receipt and sufficiency ofwhich is hereby acknowledged, the 
Authority and Charter School agree as follows: 
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Part I: Operation of the School 

1.1 	 Establishment 
1.1.1 	 As authorized by the Nevada Revised Statute (NRS) 388A.150, the Authority 

hereby authorizes the operation of the Charter School with the 
aforementioned conditions, and in accordance with the terms and conditions 
set forth in this Charter Contract. 

1.1.2 	 This Charter Contract is entered into between the Charter School, its governing 
body (the "Charter Board") and the Authority. 

1.2 	 Parties 
1.2.1 	 The person authorized to sign the Charter Contract on behalf of the Charter 

School is the President of the Charter Board ("Charter School Representative"). 
1.2.2 	 The person authorized to sign on behalf of the Authority is the Chair of the 

Authority or, in the absence of the Chair, the Acting Chair. 
The Charter School Representative affirms as a condition of this Charter 
Contract, that he/she is the above-described representative of the Cha1ter 
School and has authority to sign this Cha1ter Contract on behalf of the Charter 
School. 

1.3 	 Term of Charter Contract 
i.3.1 	 [Intentionally Omitted] 
i.3.2 	 This Charter Contract is effective upon execution, and began on May 6, 2013 

and will terminate on the last day of the school year in 2020. 
1.4 	 General 
i.4.1 	 The Cha1ter School shall not operate for profit and may be incorporated as a 


nonprofit corporation pursuant to the provision of chapter 82 of NRS. 

i.4.2 	 The Charter School believes that all contracts obligating the Charter School 

have been and will be undertaken by the Charter School in accordance with 
statute and regulation. By December 1, 2017, the Charter School shall certify 
that all contracts obligating the Charter School have been undertaken in 
accordance with statute and regulation or notify the Authority of any contract 
that are not in accordance with statute or regulations and the efforts in plans 
to undertake to bring those contracts into conformance. Ifafter the Charter 
School undertakes good faith efforts to comply with this section, the Charter 
School needs additional time to comply, it shall be able to request no more 
than two separate thirty day extensions. 

i.4.3 	 The Cha1ter School and its Charter Board shall operate at all times in 

accordance with all federal and state laws, local ordinances, regulations and 

Authority policies adopted as required by law applicable to charter schools. 


1.4-4 	 The Charter School shall be deemed a public school subject to all applicable 
provisions oflocal, state and federal law and regulation, specifically including 
but not limited to health and safety, civil rights, student assessment and 
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assessment administration, data collection, reporting, grading, and 
remediation requirements, except to the extent such provisions are 
inapplicable to charter schools. 

i.4.5 	 Pursuant to NRS 388A.159, the Local Education Agency of the Charter School 
is the Authority. 

1.5 	 Charter School Governing Body 
1.5.1 	 The Charter School shall be governed by the Charter Board, which Board is 

deemed a public body, in a manner that is consistent with the terms of this 
Charter Contract so long as such provisions are in accordance with applicable 
state, federal, and local 1aw and regulation. (NRS 388A.320) 

i.5.2 	 The Charter Board shall have final authority and responsibility for the 
academic, financial, and organizational performance of the Chartei· School, 
and the fulfillment of the Charter Contract. 

i.5.3 	 The Charter Board shall be the final authority in matters affecting the Charter 
School, including but not limited to staffing, job titles, employee salary and 
benefits, financial accountability and curriculum. 

1.5-4 	 The Charter Board shall act in accordance with and is subject to the Nevada 
Open Meeting.Law, Public Records Law, and Nevada Local Government 
Purchasing laws (NRS 332.039-.148). 

1.5.5 	 The Charter Board shall have authority for and be responsible for policy, 
oversight, and ultimate accountability for operational decisions of the Charter 
School. The Charter Board shall govern the Charter School pursuant to 
Nevada law and also the following terms and conditions: 

1.5.5.1 	 Articles of Incorporation and Bylaws. The articles of incorporation, if 
applicable, and bylaws of the Charter Board shall provide for governance 
of the. operation of the Charter School as a public charter school and shall 
at all times be consistent with all applicable law, regulation and this 
Charter Contract. The articles of incorporation, if applicable, are set forth 
in Exhibit #2 (initially or as amended, the "Articles of Incorporation") and 
incorporated herein by reference. The Charter School shall notify the 
sponsor of changes to the bylaws or Articles of Incorporation. 

1.5.5.2 	 Composition. The composition of the Charter Board shall at all times be 
determined by and consistent with the articles of incorporation, if 
applicable, and bylaws and all applicable law and regulation. The 
complete roster of the Charter Board and each member's affidavit, 
resume, and Request for Information shall be maintained in the 
Authority's established document library (AOIS). The Charter Board shall 
notify the Authority of any changes to the Board Roster and submit an 
amended Board Roster to the documents library within ten (10) business 
days of their taking effect. 

1.5.5.3 	 Affiliation. Notwithstanding any provision to the contrary in the Charter 

8 
Nevada Connections Academy 

B-27



Contract, the Articles of Incorporation, if applicable, or the bylaws, in no 
event shall the Cha1ter Board, at any time, include more than two 
directors, officers, employees, agents or other affiliates of any single 
entity, with the exception of the Cha1ter School itself, regardless of 
whether said entity is affiliated or ·otherwise partnered with the Charter 
School. (NAC 386.345(3)) 

i.5.5.4 	 Conflicts of Interest. The Charter Board shall adopt a Conflicts of Interest 
Policy (the "Conflicts oflnterest Policy"), including provisions related to 
nepotism and consistent with this section and applicable law by January 1 
of 2018 . The Charter Board shall, at all times, comply with the provisions 
of the Conflicts of Interest Policy. The adopted and approved Conflicts of 
Interest Policy shall be maintained in the Authority's established document 
library (AOIS). Any modification of the Conflicts of Interest Policy must be 
~ubmitted to the Authority within five (5) days of approval by the Charter 
Board. 

1.5.5.5 	 Non-Commingling. Assets, funds, liabilities and financial records of the 
Charter School shall be kept separate from assets, funds, liabilities, and 
financial records of any other person, entity, or organization unless 
approved in writing by the Authority. 

1.6 	 Location 
1.6.1 	 The Charter School shall operate and provide educational services, including, 


without limitation, delivery of instruction or conduct operations at the 

following location(s): 


555 Double Eagle Ct #2000, Reno, NV 89521 

Additionally, the Charter School may employ personnel who work remotely to 
provide the above described services. 

1.7 	 Facilities 
1.7.1 	 The building(s) in which the Charter School is to be located shall be lmown as 

the _Charter School Facilities (the "Facilities"). 
i.7.2 	 The Authority or its designee may, at the Authority's discretion, conduct 


health and safety inspections of the Facilities. 

i.7.3 	 The Facilities shall meet all applicable health, safety and fire code 

requirements and shall conform with applicable provisions of the Americans 
with Disabilities Act and any other federal or state requirements applicable to 
public charter schools. 

1.7-4 	 The Charter School's relocation to different Facilities shall constitute a 
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material amendment of this Charter Contract and shall not become effective 
and the Charter School shall not take action or implement the change 
requested in the amendment until the amendment is approved, in writing, by 
the Authority. 

i.7.5 	 In the event that legally viable Facilities and/or necessary certificates and 
permits are not in place for such a relocation, the Charter School may not 
provide instruction at the new Facilities or otherwise admit pupils into the 
new Facilities. In such event, the Authority reserves the right to enforce any of 
the consequences for failure to act in accordance with the material terms and 
conditions of this Charter Contract. 

1.8 	 Charter School Independence 
1.8 .1 Neither the Authority nor the board oftrustees of the local school district in 

which the Charter School is located may assign any pupil who is em·olled in a 
public school or any employee who is employed in a public school to the 
Charter School. Neither the Authority nor the local school district in which the 
Charter School is located may interfere with the operation and management of 
the Charter School except as authorized by NRS 386-490-.610, inclusive, and 
any other statute or regulation applicable to the Charter School or its officers 
or employees. 

1.8.2 	 The Charter School will be subject to review ofits operations and finances by 
the Authority, including related records, when tile Authority, in its sole 
discretion, deems such review necessary. 

Part 2: School Operations 
2.1 	 Open Meetings and Public Records 
2.i.1 	 The Charter School shall maintain and implement policies and procedures to 

ensure that it complies with all applicable laws and regulations relating to 
public meetings and records. 

2.2 	 Mission Statement 
2.2.1 	 The Charter School's mission statement (initially or as amended, the "Mission 

Statement") shall be as presented in the approved Charter Application 
appearing in Exhibit #3 and incorporated by reference herein. Any change to 
the Mission Statement shall be a material amendment to this Charter Contract 
and shall not become effective and the Charter School shall not take action or 
implement the change requested in the amendment until the amendment is 
approved, in writing, by the Authority. 

2.3 	 Age; Grade Range; Number ofStudents 
2.3.1 	 The Charter School shall provide instruction to pupils in such grades and 

numbers in each year of operation under the Charter Contract as it did during 
the 2016-2017 academic year; provided, however, that the Charter School shall 
immediately impose the following limits on enrollment for the high school: 
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2.3.1.1 The Charter School shall immediately cease enrollment of students in the 
nth and 12th grade cohorts and the total high school student enrollment 
shall be limited to 1,500 students through attrition such that no currently 
enrolled student shall be withdrawn from the school solely to achieve the 
enrollment limit provided herein; 

2.3.i.2 The Cha1ter School shall not be entitled to the benefit ofNevada's "hold 
harmless" policy as set forth in NRS 387.1223(3) that would provide for 
receipt of continued funding for students lost as a result of the immediate 
freeze of enrollment in those grades set forth in Section 2.3.1.1 above; 

2.3.1.3 The Charter School shall have a 10% buffer allowing but not requiring the 
Charter School to exceed the enrollment limitations on the combined 9th 

and 10th grade cohort; 
2.3.i.4 The Charter School is entitled to further reduce enrollment to a total 

maximum of 1,200 students with letter notification to the Authority with 
the presumed percentage allocations between the high school grades 
consistent with those set forth herein under the 1,500 student cap; 
provided that the parties shall have the ability to negotiate mutually 
acceptable modification of that allocation among the high school grades. 

2.3.2 	 Except as expressly set forth above in Section 2.3.1, the Charter School may 
modify the number of students in any particular grade, and number of 
students within a class, to accommodate staffing exigencies and attrition 
patterns provided such modifications are consistent with this Charter 
Contract. 

2.3.3 	 Except as expressly set forth above in Section 2.3.1, elimination of a grade 
level that the Cha1ter School was scheduled to serve; expansion to serve grade 
levels not identified in 2.3.1; or an annual increase or decrease in total 
enrollment by more than 10% from the em·ollment of October 1 of the 
preceding year shall be a material amendment of this Charter Contract and 
shall not become effective and the Charter School shall not take action or 
implement the change requested in the amendment until the amendment is 
approved, in writing, by the Authority. Authorization to expand may require 
the Charter School to demonstrate satisfactory academic and financial 
performance, and organizational compliance. Regardless what enrollment 
projections are contained in the charter school application approved by the 
Authority, the first year enrollment on October 1, 2016 for the Charter School 
shall serve as the basis for the 10% annual enrollment increase or decrease for 
the school's second year; similarly, s~bsequent years' enrollment on October 1 
shall serve as the basis for the folloWing years' enrollment. Each year's 
enrollment shall be limited to 10% more pupils than the previous year's 
October 1 enrollment unless the school's request for a material amendment is 
approved by the Authority. For example, a school enrolling 100 pupils in any 
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given year may enroll no more than 110 pupils the following year without 
Authority approval of a material amendment. It is the responsibility of the 
Charter School to request the material amendment required by this section 
2.3.3 in a timely manner so as to manage the school's enrollment to comply 
with 2.3.3. 

2-4 Non-discrimination 
2-4.1 	 The Charter School shall not discriminate against any student, employee or 

other person on the basis of race, c9lor, creed, ethnicity, national origin, 
gender, marital status, religion, ancestry, disability, need for special education 
services, income level, athletic ability, proficiency in the English language or 
any other grounds that would be unlawful if done by any other public school. 
It shall take all steps necessary to ensure that discrimination does not occUl', 
as required by federal civil rights law. 

2.5 	 Student Recruitment, Enrollment and Attendance 
2.5.1 	 The Charter School shall make student recruitment, admissions, enrollment 

and retention decisions in a nondiscriminatory manner and without regard to 
race, color, creed, national origin, sex, marital status, religion, ancestry, 
disability, need for ·special education services or status as credit-deficient. In 
no event may the Charter School limit admission based on race, ethnicity, 
national origin, gender, disability, income level, athletic ability, status as 
credit-deficient or proficiency in the English language, except as authorized by 
NRS 386.580(8). 

2.5.2 	 The Charter School shall adopt and adhere to a Truancy and Absence Policy 
pursuant to NAC 386.180(5). 

2.5.3 	 If there are more applications to enroll in the charter school than there are 
spaces available, the charter school shall select students to attend using a 
random selection process that shall be publicly noticed and open to the public. 

2.5-4 	 Pursuant to NRS 386.580, Charter School may give enrollment preference 
based upon criteria established in law and regulation. Should state laws or 
regulations be amended to alter the nature or application of enrollment 
preferences, Cha:rter School shall comply therewith upon the effective date of 
the changes. Before the Chatter School enrolls pupils who are eligible for 
enrollment, the Charter School may enroll a child who: 

2.5-4.l Is a sibling of a pupil cUl'rently enrolled; 
2.5-4.2 Was enrolled in a tuition-free prekindergarten program at the Charter 

School or affiliated program with the Charter School; 
2.5-4·3 Is a child of a person who is: 
2.5.4.3.1 Employed by the Charter School; 

2.5-4.3.2 A member of the Committee to Form the Charter School; or 

2.5-4·3·3 A member of the Charter Board; 


2.5-4-4 Is in a particular category of at-risk and the child meets the eligibility 
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-requirements prescribed by the Charter School for that particular 
category; or 

2.5A·5 	 Resides within the school district and within two (2) miles of the Cha1ter 
School if the Charter School is located in an area that the Authority 
determines includes a high percentage of children who are at-risk. 

2.6 	 Tuition, Fees and Volunteer Requirements 
2.6.1 	 The Cha1ter School shall not charge tuition or fees of any kind as a condition 

ofenrollment. The Charter School may not impose any fees that a school 
district would be prohibited by applicable law or regulation from imposing. 

2.6.2 	 Nothing in this section shall be interpreted to prohibit the Charter School 

from imposing fees that a school district would be permitted to impose. 


2.6.3 	 Any requirement that a parent commit a number ofvolunteer hours shall be 
prohibited unless such a requirement considers individual family 
circumstances and allows for a waiver ofvolunteer hours. 

2.7 	 School Calendar; Hours ofOperation 
2.7.1 	 The Charter School shall adopt a school calendar with an instructional 

program to provide annually at least as many days of instruction as are 
required of other public schools located in the same school district as the 
Charter School is located, unless written approval from the Superintendent of 
Public Instruction provides for a waiver of this requirement. (NRS 386.550) 

2.8 	 Student Conduct and Discipline 
2.8.1 	 The Charter School shall adopt and adhere to a student discipline policy (the 

"Discipline Policy") pursuant to NRS 386.585 and regulation. The Charter 
School may not remove, withdraw, suspend or expel a pupil against a parent's 
wishes for reasons other than the reasons for suspension or expulsion stated 
in NRS 392.4655 - 392.4675 or other applicable statute or regulation. 
Nothing in this provision precludes the Charter School from withdrawing a 
pupil from the Charter School consistent with applicable law and regulation. 

2.9 	 Service Agreements, Contracts, Facility Lease or Purchase 
2.9.1 	 Nothing in this Charter shall be interpreted to prevent the Charter School 

from entering into a contract or other agreement related to the operation of 
the school. The Cha1ter School shall include in any agreement or contract 
entered into that the provisions of any such agreement are enforceable only to 
the extent they are compliant with applicable law and regulation. The Charter 
Board is responsible for ensuring that all contracts or other agreements are 
compliant with existing law and regulation. 

2.9.2 	 The Charter School shall clearly indicate to vendors and other entities and 
individuals with which or with whom the Charter School enters into an 
agreement or contract for goods or services that the obligations of the Charter 
School under such agreement or contract are solely the responsibility of the 
Charter School and are not the responsibility of the State of Nevada, the 
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Authority, or the Depa1tment of Education. 
2.10 Contracts with an Educational Management Organization (EMO) 
2.10.1 The provisions appearing under 2.9 apply to contra~ts with an EMO. 
2.10.2 Should the Charter. School intend to enter into an agreement with an EMO as 

defined by NRS 386.562, the following provisions shall apply: 
2.10.2.1 	 The Charter School shall comply with all Authority requests for 

information about the EMO that are reasonably related to the Authority's 
duty to ensure that the Charter School is in compliance with all provisions 
of this Charter Contract and NRS 386.562; and NAC 386-400, 386-405, 
386-407; 386.180, and 386.204 or other applicable statute and regulation . 
.For the purposes of this section, the Charter School's good faith 
prosecution of a claim for breach of contract against an EMO shall 
constitute compliance. 

2.10.2.2 	 In no event shall the Charter Board delegate or assign its responsibility for 
fulfilling the terms of this Charter Contract. 

2.10.2.3 	 Any management contract entered into by Charter School shall include an 
indemnification provision for the Charter School as follows: "The 
management company shall indemnify, save and hold harmless against 
any and all claims, demands, suits, actions, proceedings, losses, costs, 
judgments, damages, or other forms of liability to third parties, of every 
kind and description, actual or claimed, including but not limited to 
attorneys' fees and/or litigation expenses, including but not limited to 
injury to property or persons (including but not limited to civil rights 
violations), occurring or allegedly occurring, in connection with the 
operation of the management company, or from conduct committed or 
alleged to have been committed by the management company on the 
premises of the Charter School, or from conduct committed by the 
management company's employees, officers, directors, subcontractors, or 
agents, during the term of this Charter Contract or any renewal thereof. 
Additionally, the management company shall defend the Authority in any 
such action or proceedings brought thereon. This provision shall survive 
the termination of this contract." 

2.10.2-4 	 Should the Charter School p1~opose to enter into a contract with an EMO, 
the Charter School agrees to submit all information requested by 
Authority regarding the management arrangement, including a copy of 
the proposed contract and a description of the EMO, with identification of 
its principals and their backgrounds. Entering into a contract with an 
EMO when an EMO was not previously engaged, terminating a contract 
with an existing EMO, or replacing an existing EMO with another EMO is 
considered a material amendment of the Charter Contract and the Charter 
School shall not enter into or terminate such contracts without written 
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Authority approval. 
2.10.2.5 	 Renewal or renegotiation of an existing contract with an EMO requires 

the Charter School to notify the sponsor, only, and is not considered a 
material amendment. 

2.11 	 Employment Matters 
2.11.1 	 All employees of the Charter School shall be deemed public employees. 
2.11.2 The Cha1ter School agrees to comply with the provisions of NRS 386.595 

regarding employment status and NRS 386.590 regarding teacher licensure. 
2.11.3 Neither the Charter School, nor its employees, agents, nor contractors are 

employees or agents of the Authority; nor are either the Authority or its 
employees, agents, or contractors employees or agents of the Charter School. 
None of the provisions of this Charter Contract will be construed to create a 
relationship of agency, representation, joint venture, ownership, or control of 
employment between the Parties other than that of independent Parties 
contracting solely for the purpose of effectuating this Cha1ter Contract. 

2.11.4 The Charter School shall have ultimate responsibility for employment, 

management, dismissal and discipline of its employees, including key 

personnel employed by an EMO. The Charter School will establish and 

implement its own dispute resolution process for employment matters. 


2.11.5 	The Charter School may not employ instructional personnel whose certificate 
or license to teach has been revoked or is currently suspended by the state 
board of education in this state or another state. (NRS 386.59o(a)) 

2.11.6 An employee of a charter school is eligible for all benefits for which the 
employee would be eligible for employment in a public school, including, 
without limitation, participation in the Public Employees Retirement System 
in a manner consistent with NRS 386.595. 

2.11.7 The Charter School shall conduct criminal background checks and act in 

accordance with NRS 386.588. 


2.11.8 The Charter School shall maintain employee files as identified in the 

Operations Manual, which are subject to audit by the Authority or other 

appropriate entity. 


2.11.9 	Ifthe Charter School receives Title I funding, it must ensure that 100% of 
teachers in core academic subjects are Highly Qualified (as defined in the 
Elementary and Secondary Education Act) or are working pursuant to a plan 
to achieve Highly Qualified status. 

2.12 	 Student Health, Welfare and Safety 
2.12.1 The Cha1ter School shall comply with all applicable federal and state laws and 

regulations concerning student health, welfare, and safety, including but not 
limited to state laws regarding the reporting of child abuse, accident 
prevention and disaster response, and any applicable state and local 
regulations governing the operation of school facilities. 
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2.13 	 Transportation 
2.13.1 	Ifapplicable, the Charter School shall be responsible for providing students 

transportation consistent with the plan proposed in the approved Charter 
Application appearing in Exhibit #3 and incorporated herein. 

2.13.2 The termination or change of transportation shall constitute a material 
amendment of this Charter Contract and shall not become effective and the 
Charter School shall not take action or implement the change requested in the 
amendment until the amendment is approved, in writing, by the Authority. 

Part 3: Educational Program 
3.1 	 Design Elements 

3 .1.l The Charter School shall have control over and responsibility for delive1y of 
the educational program and for attainment of the perlormance standards as 
set forth in the charter school performance framework (the "Charter School 
Perlormance Framework") Exhibit #1, as amended by Exhibit #1.1, 

incorporated herein. The Charter School shall have discretion to modify, 
amend, adapt, and otherwise change the educational program as it deems 
necessary to achieve the performance standards so long as such changes are 
consistent with the Charter Application and the Charter Contract. 

3.1.2 	 In determining whether or not the Charter School complies with the 
essential terms of the educational program, the Authority will use the 
Chatter Application (initial or as amended) as the basis to assess fidelity. 

3.2 	 Curriculum 
3 .2.1 The Charter School's educational program shall meet or exceed Nevada's 

content standards. 
3.3 	 Student Assessment 

3.3.1 	 The Cha1ter School shall be subject to and comply with all requirements 
related to the state assessment and accountability system for public schools. 

3.3.2 	 Nothing in this section prohibits the Charter School or the Authority from 
assessing student learning outside of and in addition to the state's testing 
program. 

3.3.3 	 Educational program matters not specifically identified in this Charter 
Contract shall remain within the Charter School's authority and discretion. 

3-4 	 Special Education 
3-4.1 	 The Authority is the "local education agency" ("LEA") for purposes of 

compliance with the Individuals with Disabilities Education Act ("IDEA"). 
3-4·2 	 The Charter School shall provide services and accommodations to students 

with disabilities as set fo1th in the Charter Application and in accordance 
with any relevant policies thereafter adopted, as well as with all applicable 
provisions of the Individuals with Disabilities Education Act (20 U.S.C. § 
1401 et seq.) (the "IDEA"), the Americans with Disabilities Act (42 U.S.C. § 
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12101 et seq.) (the "ADA"), section 504 of the Rehabilitation Act of1973 (29 
U.S.C. § 794) ("Section 504"), and all applicable regulations promulgated 
pursuant to such federal laws. This includes providing services to enrolled 
students with disabilities in accordance with the individualized education 
program ("IEP") prescribed by a student's IEP team. The Cha1ter School 
shall comply with all applicable requirements of state law and regulation 
concerning the provision of services to students with disabilities. 

3-4·3 	 An annual Memorandum ofUnderstanding which defines the rights and 
responsibilities of the Charter School acting as a school of the LEA and the 
Authority acting as LEA for the purposes of Special Education, distribution 
of federal funds; and other LEA responsibilities will be annually updated a~d 
disseminated by the Authority and signed by the Parties. 

3-4-4 	 The Charter School shall maintain a special education reserve as a financial 
reserve or demonstrate, to the Authority's satisfaction, that the Charter 
School carries an insurance policy with sufficient coverage to ensure 
compliance with the indemnification and financial obligations of the Charter 
School. Such reserve or insurance product shall not in any way limit the 
Charter School's obligation in the event the special education reserve or 
insurance product is insufficient to fully pay costs incurred in connection 
with any claim or claims, and the Charter School shall remain fully 
responsible for any and all costs incurred in connection with such claim or 
claims. The Charter School shall keep any special education reserve separate 
from and not utilize it to satisfy any other requirements applicable to the 
Charter School. Any special education reserve shall be maintained in a 
separate bank account and shall be equal to $25,000 plus the interest that 
has been earned in this account to date. The Charter School shall fully fund 
any reserve account by the end ofits fifth year of operation and contribute to 
it in a manner that can reasonably be expected to reach this goal. Ifmoney is 
withdrawn from the reserve account, unless otherwise agreed to in writing by 
the Authority, the Charter School shall be required to replace all sums 
withdrawn by the end of the subsequent fiscal year. 

3.5 	 English Language Learners 
3.5.1 	 The Charter School shall provide resources and support to English language 

learners to enable them to acquire sufficient English language proficiency to 
participate in the mainstream English language instructional program. The 
Cha1ter School shall adhere to policies and procedures for identifying, 
assessing and exiting English language learners, consistent with all 
applicable laws and regulations. The Authority and the Charter School will 
work to assure compliance with any and all requirements of the state and 
federal law regarding services to English language learners. 
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Part 4: Charter School Finance 
4.1 Financial Management 

4.i.1 The Charter School shall control and be responsible for financial 
management and performance of the Charter School including budgeting 
and expenditures. The Charter School shall operate on a fiscal year that 
begins July 1 and ends June 30. 

4.i.2 At all times, the Charter School shall maintain appropriate governance and 
managerial procedures and financial controls, including without limitation: 
(1) commonly accepted accounting practices and the capacity to implement 
them; (2) a bank account maintained within this State; (3) adequate payroll 
procedm;es; (4) an organizational chart; (5) procedures for the creation and 
review of monthly and quarterly financial reports, including identification of 
the individual who will be responsible for preparing such financial reports in 
the following fiscal year; (6) internal control procedures for cash receipts, 
cash disbursements and purchases; and (7) maintenance of asset registers 
and financial procedures for grants in accordance with applicable federal and 
state law. 

4.i.3 The Charter School shall undergo an independent financial audit conducted 
in accordance with governmental accounting standards and GASB #34 
performed by a certified public accountant each fiscal year. The results of the 
audit will be provided to the Authority in written form in accordance with 
the date established by law and regulation and identified in the Reporting 
Requirements Manual. The Charter School shall pay for the audit. 

4.l-4 The Charter School shall prepare quarterly financial reports for the Authority 
in compliance with this Charter Contract. Such reports shall be submitted to 
the Authority no later than fifteen (15) days following the end of each 
quarter, as defined in the Reporting Requirements Manual. 

4.1.5 The Charter School agrees to maintain financial records in accordance with 
the governmental accounting method required by the Nevada Department of 
Education (the "Department") and/or Authority and to make such records 
available upon request. 

4.i.6 The Charter School shall use and follow the chart of accounts and any grant 
codes as defined by the Department in the Nevada Common Elements for 
Accounting and Reporting K-12 Educational Finances. 

4.1.7 The Charter School shall assure that all financial records for the school are 
maintained, posted and reconciled at least monthly, and are open for public 
inspection during reasonable business hours. 

4.1.8 The Charter School shall establish procedures for ensuring that funds are 
disbursed for approved expenditures consistent with the Charter School's 
budget. 

4.i.9 Pursuant to NAC 387.770, the Charter School shall maintain a complete and 
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current inventory of all school property and shall perform a physical 
inventory annually. Any asset acquired by the Charter School is the property 
of the Charter School for the duration of the Charter Contract and any 
subsequent renewals. The Charter School shall take reasonable precautions 
to safeguard assets acquired with public funds. The Charter School shall 
manage all assets consistent with the requirements of applicable law and 
regulation, including without limitation NAC 387.335, 387.342 and 387.360; 
and NRS 386.536. 

4.i.10 Ifthe Charter School's records fail to establish clearly whether an asset was 
acquired with the use of public funds, the assets shall be deemed to be public 
assets. 

4.1.11 	Except as may be expressly provided in this Charter Contract, as set forth in 
any subsequent written agreement between the Charter School and the 
Authority pursuant to NRS 386.561, or as may be required by law, neither 
the Charter School nor the Authority shall be entitled to the use of or access 
to the services, supplies, or facilities of the other. Any service agreements 
between the Authority and the Charter School shall be subject to all terms 
and conditions of this Cha1ter Contract, except as may be otherwise agreed 
in writing. The purchase of any services not expressly required under this 
contract or set forth in any subsequent written agreement between the 
Charter School and the Authority or required by law, shall not be a condition 
of the approval or continuation of this contract. 

4.1.12 The Charter School shall comply with other requirements as may be imposed 
through state law or regulation, from time to.time, on cha1ter school 
finances, budgeting, accounting, and expenditures, provided that the 
Authority shall provide technical assistance regarding material changes to 
state law and regulation, and the Parties will collaborate to assure that they 
each remain reasonably current on the impact of any modifications on 
charter schools. The Parties agree that the Charter School retains primary 
responsibility for compliance with state law and regulation. 

4.i.13 	The Charter School is solely responsible for all debt it incurs, and the 
Authority shall not be contractually bound on the Charter School's account 
to any third party. A statement to this effect shall be a provision of any and 
all contracts entered into by the Charter School. 

4.2 	 Budget 
4.2.1 	 In accordance with law and regulation and as identified in the Reporting 

Requirements Manual, the Charter School shall submit to the Department 
and the Authority the school's tentative budget for the upcoming fiscal year 
and the Charter School shall submit to the Depa1tment and the Authority the 
school's final budget for the upcoming fiscal year. The budget shall: 

4.2.i.1 Be presented on forms prescribed by the Nevada Department of 
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Taxation; and 
4.2.i.2 Not provide for expenditures, inter-fund transfers, or reserves in excess 

of available revenues plus beginning fund balances. 
4.3 	 Charter School Funding 

4.3.1 	 Charter School shall receive, directly from the Department, state and local 
aid in an amount equal to its weighted count of enrollment multiplied by the 
per pupil Distributive School Account amount for the county of residence of 
each student plus the per pupil Outside Revenue amount for that county. The 
count of pupils for calculating the basic support for distribution to a charter 
school is the "Average daily enrollment" as defined by NRS 387.1211. 

4.3.2 	 The Charter School shall maintain and transmit all necessary student 
information in the format prescribed by the Department to evidence 
enrollment and attendance of students for purposes ofreceiving state aid. 
The Charter School will receive state payment from the Distributive School 
Account directly from the Department, based on "Average daily enrollment" 
as defined by NRS 387.1211. 

4.3.3 	 The Charter School shall receive state aid payments quarterly unless the 
quarterly payments exceed $soo,ooo at which time the Department will pay 
state aid in monthly installments directly to the Charter School. 

4.3A 	 All state aid payments to the Charter School are subject to correction 
pending the outcome of the Department's annual Pupil Enrollment and 
Attendance Audit. 

4.3.5 	 As set forth above, the Charter School shall not be entitled to "hold 
harmless" funding as set forth in NRS 387.1223(3) for the decrease in 
students that occurs as a result of the immediate enrollment freeze on these 
grad~s. 

4-4 	 Authority Funding 
4-4.1 	 The yearly sponsorship fee to be paid by the Charter School to the Authority 

must be in an amount of money not to exceed two (2) percent but at least 
one (1) percent of the total amount of money apportioned to the Charter 
School during the school year pursuant to NRS 387.124. (NRS 386.570) 

4-4·2 	 The Authority shall notify the Charter School in February of the fee 
anticipated to be charged pursuant to NRS 386.570 in the following fiscal 
year. 

Part 	5: Insurance and Legal Liabilities 
5.1 	 Insurance 

5.1.l 	 The Charter School shall provide and maintain, at its sole expense without 
reimbursement, adequate insurance, pursuant to NAC 386.215, necessary for 
the operation of the school, including but not limited to, property insurance, 
general liability insurance, workers' compensation insurance, unemployment 
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·' 

compensation insurance, motor vehicle insurance, and errors and omissions r ' 

insurance covering the Charter School and its employees. Should the State 
legislature or State Board of Education change the amount and/or type of 
insurance coverage required, the Charter School shall take necessary steps to 
ensure compliance with the law or regulation within thirty (30) days of 
receiving notice by the Authority of such change. The Authority shall be 
named as additional insured under all insurance policies identified under 
NAC 386.215. 

5.2 	 Liability 
5.2.1 	 As required by NRS 388A.366, the Charter School agrees that the Authority 


is not liable for the acts or omissions of the Charter School, its officers, 

agents, or employees. The Charter School agrees to hold harmless, indemnify 

and defend the Authority against any claim or liability arising from an act or 

omission by the governing body of the charter school or an employee or 

officer of the charter school. An action at law may not be maintained against 

the sponsor of a charter school for any cause of action for which the cha1ter 
school has obtained liability insurance and shall provide such 
indemnification as required by NRS 388A.366. 

5.2.2 	 Ifthe Charter School files a voluntary petition for bankruptcy or is declared 
bankrupt during a school year, neither the State of Nevada nor the Authority 
may be held liable for any claims resulting from the bankruptcy pursuant to 
NRS 386.575. 

Part 6: Transparency and Accountability 
6.1 	 Charter School Reporting 

6.1.1 	 The Authority shall provide the Charter School with a Reporting 
Requirements Manual on or before the commencement of the contract year 
and updated at least annually. The Authority shall endeavor to make the 
Reporting Requirements Manual as complete as possible. The Charter 
School shall be responsible for submitting timely and complete reports in 
accordance with the Repo1ting Requirements Manual. 

6.1.2 	 The Authority shall provide the Charter School with an Operations Manual 
on or before the commencement of the contract year and updated at least 
annually. 

6.2 	 Additional Reporting 
6.2.1 	 The Charter School shall be· responsible for additional reporting as required 

for compliance with state law and regulation, federal requirements, and 
other applicable external reporting requirements. 

6.2.2 	 The Charter School shall provide such additional reporting in compliance 
with Exhibit #5 hereto. 

6.2.3 	 The Charter School shall work collaboratively with the Authority to review 
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data and information compiled and reported and evaluate and support 
mutually agreeable appropriate legislative changes in the 2019 Nevada 
legislative session to address policy issues such as those that have been at 
issue in the accountability proceedings involving the Charter School and the 
high school graduation rate. 

6.3 	 Authority Reporting 
6.3.1 	 The Authority shall produce and make available reports to the Charter 

School in a manner consistent with the Reporting Requirements Manual. 

Part 7: Oversight 
7.1 	 Authority 

7.i.1 	 Pursuant to NRS 386.509, the Authority shall have broad oversight authority . I 
over the Charter School and may take all reasonable steps necessary to 
confirm that the Charter School is and remains in material compliance with I 
this Charter Contract, the Charter Application, and applicable law and I

I 

regulation. The Authority's oversight of the Charter School shall include, but Inot be limited to, the following activities: 
7.1.1.l 	 Oversight, intervention, termination, renewal, and closure processes 

and procedures for the Charter School as set forth in this Contract and 
Nevada law; 

7.1.1.2 	 Reviewing the performance and compliance of the Charter School 
within the terms of this Charter Contract and applicable laws, policies 
and regulations; 

7.1.1.3 	 Ensuring the Charter School's compliance with reporting requirements; 
7.LlA 	 Monitoring the educational, legal, fiscal, and organizational condition 

of the Charter School; and 
7.1.1.5 	 Providing guidance to the Charter School on compliance and other 

operational matters. 
7.2 	 Inspection 

7.2.1 	 All records established and maintained in accordance with the provisions of 
this Charter Contract, applicable policies and/or regulations, and federal and 
state law shall be open to inspection by the Authority and other applicable 
agencies, entities, or individuals within a reasonable period of time after 
request is made. 

7.3 	 Site Visits 
7.3.1 	 The Authority shall visit the Charter School at least once as a component of 

the Mid-Term evaluation as defined in the Charter School Performance 
Framework. Authority may, at its discretion, conduct formal, targeted school 
visits. Such site visits may include any activities reasonably related to 
fulfillment ofits oversight responsibilities including, but not limited to, 

. inspection of the facilities; inspection of records maintained by the Charter 
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School; and interviews of school and other stakeholders. 
7.4 Notification 

7-4·1 The Charter School shall notify the Authority immediately of any conditions 
that it knows are likely to cause it to violate the terms of this Charter 
Contract or the Charter Application. Such notification shall not be construed 
as relief from the Cha1ter School's responsibility to correct such conditions. 

7-4·2 	 The Charter School shall notify the Authority immediately of any 
circumstances requiring the closure of the Charter School, including but not 
limited to natural disaster, other extraordinary emergency, or destruction of 
or damage to the school facility. 

7.4.3 	 The Charter School shall immediately notify the Authority of the arrest or 
charge of any members of the Charter Board or any Charter School employee 
for a crime punishable as a felony, any crime related to the misappropriation 
offunds or theft, any crime or misdemeanor constituting an act against a 
minor child or student, or of the investigation of a member of the Charter 
Board or any Charter School employee for child abuse. 

7-4-4 	 The Charter School shall notify the Authority immediately of any change to 
its corporate legal status. 

7-4·5 	 The Charter School shall notify the Authority immediately of any default on 
any obligation, which shall include debts for which payments are past due by 
sixty ( 60) days or more. 

7-4·6 	 The Cha1ter School shall notify the Authority immediately if at any time the 
Charter School receives notice or is informed that the Charter School or the 
Authority are parties to a legal suit. 

7.5 	 Intervention 
7.5.1 	 Consistent with any oversight practices set out in the Charter School 

Peiformance Framework, the Authority shall follow a progressive system of 
notification and calls for corrective action on the part of the Charter School. 

7.5.2 	 Any complaints or concerns received by the Authority about the Charter 
School or its operation including but not limited to complaints filed with the 
Office for Civil Rights, the Nevada Attorney General's Office, and Equal 
Employment Opportunity Commission, shall be forwarded promptly by the 
Authority to the Charter School. 

7.5.3 	 The Charter School shall promptly forward to the Authority any formal 
complaints or concerns received by the Charter School filed with or from the 
Office for Civil Rights, the Nevada Attorney General's Office, Equal 
Employment Opportunity Commission, and/or formal grievances filed by 
any party with the Charter Board. Such forwarding of complaints or concerns 
shall not relieve Charter School of the responsibility of resolving the 
complaints or concerns. 

7.5.4 	 The Charter School shall indemnify the Authority for any costs, attorney fees, 
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and/or financial penalties imposed on the Authority by state and/or federal 
authorities due to actions or omissions of the Charter School relative to 
regulatory compliance. 

7.5.5 	 To the extent that concerns or complaints received by the Authority about 
the Charter School may trigger Authority intervention, including termination 
or non-renewal of the Charter Contract under this Contract or Nevada law, 
the Authority may monitor the Charter School's handling of such concerns or 
complaints. In such cases, the Authority may request and the Charter School 
shall provide information regarding the Charter School's actions in 
responding to those concerns or complaints. 

Part 8: Termination and Default Termination 
8.1 	 Termination 

8.1.1 	 As provided by NRS 388A.300, this Charter Contract may at any time be 
terminated by the Authority before its expiration upon determination and 
majority vote of the Authority that the Charter School, its officers or its 
employees: 

8.1.1.1 Committed a material breach of the terms and conditions of the Charter 
Contract; 

8.1.1.2 Failed to comply with generally accepted standards offiscal 
management; 

8.1.i.3 Failed to comply with the provisions of NRS 386-490 to 386.610, 
inclusive, or any other statute or lawful regulation applicable to charter 
schools; or 

8.1.i.4 Persistently underpeiformed, as measured by the peiformance 
indicators, measures and metrics set forth in the Charter School 
Performance Framework for the Charter School except a.s to the high 
school as set forth in this Charter Contract. 

8.1.2 	 Pursuant to NRS 388A.330, the Charter Contract may be terminated by the 
Authority if the Charter School has filed for a voluntary petition of 
bankruptcy, is adjudicated bankrupt or insolvent, or is otherwise financially 
impaired such that the Charter School cannot continue to operate. 

8.i.3 	 Pursuant to NRS 388A.330, the Charter Contract may be terminated by the 
Authority if the Authority determines that termination is necessary to 
protect the health and safety of the pupils who are enrolled in the Charter 
School or persons who are employed by the Charter School from jeopardy, or 
to prevent damage to or loss of property of the school district or the 
community in which the Cha1ter School is located. 

8.1.4 	 Pursuant to NRS 388A.330, the Charter Contract may be terminated by the 
Authority if the Authority determines that the committee to form the charter 
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school or charter management organization, as applicable, or any member of 
the committee to form the charter school or charter management 
organization, as applicable, or the governing body of the charter school has 
at any time made a material misrepresentation or omission concerning any 
information disclosed to the Authority. 

8.1.5 	 Notwithstanding NRS 388A.330, the Charter Contract may not be 
terminated by the Authority if the Authority determines that the charter 
school operates a high school that has a graduation rate for the immediately 
preceding school year that is less than 60 percent. 

8.1.5.1 	 For the graduating cohorts, as defined by NAC 389.0246, of 2017-2018 
academic year, and 2018-2019 academic year the Cha1ter School's 
Charter Contract shall not be eligible for termination, appointment of a 
receiver or board reconstitution based on a graduation rate, as 
calculated by the Nevada Department of Education, below 60%. 
Graduation rate benchmarks for the Charter School shall be as follows: 

Academic Year Cohort 2017-18: 49% 
Academic Year Cohort 2018-19: 60% 

Achievement of or failure to achieve these academic year benchmarks for 2017-18 

and 2018-19 will be a material factor for consideration relevant in any renewal 
proceedings. This section shall not restrict the Charter School's ability to present 
information relative to this or any other issue for any renewal proceedings. 

Ifthe Charter School fails to meet the 2017-18 benchmark, the Charter School shall 
not be allowed to enroll any students in the 11th or 12th grade cohorts and shall 
limit its total high school enrollment to no more than 1,200 students provided that 
no students enrolled shall be forc~d to withdraw as a result of the cap. Ifthe 
Charter School meets the 2017-18 benchmark, it shall be permitted to request the 
Executive Director of the Authority allow it to impose caps on the 11th and 12th 
grade cohorts such that some enrollment in those grades would be permitted; 
however, the Executive Director's decision on such request shall be final with no 
right to challenge or appeal the decision. 

8.1.6 	 Pursuant to NRS 388A.330, the Charter Contract may be terminated by the 
Authority if the Authority determines that the charter school operates an 
elementary or middle school or junior high school that is rated in the lowest 
s percent ofelementary schools, middle schools or junior high schools in the 
State in pupil achievement and school performance, as determined by the 
Department pursu~nt to the statewide system of accountability for public 
schools; or 
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8.1.7 	 Except as otherwise provided herein for the high school, pursuant to NRS 
388A.330, the Charter Contract may be terminated by the Authority if the 
Authority determines that pupil achievement and school performance at the 
charter school is unsatisfactory as determined by the Department pursuant 
to criteria prescribed by regulation by the Department to measure the 
performance of any public school. 

8.i.8 	 Except as otherwise provided in section 8.i.5.1 of this contract, in any 
instance of termination, reconstitution, the Authority shall provide to the 
Charter School written notice of termination, which notice shall include its 
findings and reasons for such action, and adhere to the process outlined in 
NRS 388A.330. 

8.2 	 Default Termination 
8.2.1 	 The Authority shall terminate the Charter Contract if the school receives in 

any period of 5 consecutive school years, three annual ratings established as 
the lowest rating possible indicating underperformance of a public school, as 
determined by the Department pursuant to the statewide system of 
accountability for public schools. The charter school's annual rating 
pursuant to the statewide system of accountability based upon the 
performance of the charter school for any school year before the 2016-2017 
school year must not be included in the count of annual ratings for the 
purposes of this subsection. 

8.3 	 Other Remedies 
8.3.1 	 The Authority may impose other appropriate remedies for breach including, 

but not limited to, a required corrective action plan. Remedies available 
under this section shall not include termination, reconstitution, or 
receivership. 

8.3.2 	 The Charter School shall immediately begin a search for a third party turn 
around specialist and work collaboratively with the Authority to identify a 
consultant who may be able to provide assistance to address the high school 
graduation rate issues that have been the subject of accountability 
proceedings for the Charter School. It is the intention of the parties that any 
such consultant hired will be demonstrated first to have ability and expertise 
to provide meaningful support to the Charter School under these 
circumstances. 

Part 9: Closure 
9.1 	 Closure 

9.i.1 	 In the event that the Charter School is re.quired to cease operation for any 
reason, including but not limited to non-renewal, termination, or voluntary 
surrender of the Charter Contract, the Charter School shall cooperate fully 
with the Authority to ensure the orderly closure of the Charter School in a 
manner consistent with state law and regulation (NRS 386.536), including, 
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but not limited to: 
9.1.i.1 	 Securing student records; assisting students with their enrollment in 

other schools; financial responsibilities and preserving financial 
records. 

9.i.2 	 Nothing in this Part shall constitute a waiver of any right the Charter School 
has to seek judicial relief of an action resulting in the cessation of operation. 

Part 	1O: Dispute Resolution 
INTENTIONALLY OMITTED 

Part 	11 : School Performance Standards and Review 
n.1 	 Performance Standards 

11.1.1 	 The Charter School Performance Framework is composed ofindicators, 
measures, metrics, targets, and ratings to measure the academic, financial, 
organizational and mission specific, if applicable, performance of the Charter 
School. Pursuant to NRS 386.527, the performance framework is 
incorporated into this Charter Contract as set fo1th in the Charter School 
Performance Framework in Exhibit #1. 

11.1.1.1 	 The Authority may, upon request for a material amendment from the 
Cha1ter Board, include additional rigorous, valid and reliable 
performance indicators that are specific to the Mission of the Cha1ter 
School and complementary to the existing measures. 

11.1.1.2 	 The Charter School Performance Framework shall supersede and 
replace any and all assessment measures, educational goals and 
objectives, financial operations metrics, and organizational 
peiformance metrics set forth in the approved Charter Application and 
not explicitly incorporated into the Cha1ter School Peiformance 
Framework. The specific terms, form and requirements of the Charter 
School Peiformance Framework, including any required indicators, 
measures, metrics, and targets, are determined by the Authority and 
will be binding on the Charter School. 

11.i.2 	According to the Cha1ter School Performance Framework, the Charter School 
shall annually: 

11.1.2.1 	 Meet or exceed standards on the academic indicators; 
11.i.2.2 	 Demonstrate financial sustainability through meeting standards on the 

financial indicators; 
11.i.2.3 	 Operate in compliance with the terms and conditions of this Charter 

Contract; and 
11.1.24 	 Ifapplicable, demonstrate sound performance on mission specific 

indicators. 
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11.2 	 Review 
11.2.1 	The Authority shall monitor and periodically report on the Charter School's 

progress in relation to the indicators, measures, metrics and targets set out in 
the Charter School Performance Framework. Such rep01ting shall take place 
at least annually. 

11.2.2 	The Charter School's performance in relation to the indicators, measures, 
metrics and targets set forth in the Charter School Performance Framework 
shall provide the basis upon which the Authority will decide whether to renew 
the Charter Contract at the end of the term.pursuant to NRS 388A.285. 

11.2.3 	The Parties intend that, where this Charter Contract and the Chaiter School 
Performance Framework references or is contingent upon state or federal 
accountability laws, that they be bound by any applicable modification or 
amendments to such laws upon the effective date ofsaid modifications or 
amendments. The specific terms, form and requirements of the Charter 
School Performance Framework may be modified or amended to the extent 
required to align with changes to applicable state or federal accountability 
requirements, as set forth in law. In the event that any such modifications or 
amendments are required, the Authority will use best efforts to apply 
expectations for school performance in a manner consistent with those set 
f01th in the Charter School Performance Framework as initially established in 
the Charter Contract. 

11.2-4 	 While both parties acknowledge the importance of the Cha1ter School 
Performance Framework, and the Authority's obligation to consider the 
Chaiter School's performance under the Charter School Performance 
Framework in any decision that results in reconstitution, revocation, or 
termination of a charter contract, the parties also acknowledge that the 
Authority may reconstitute the board, revoke the charter, or terminate the 
charter contract prior to its expiration of a school with acceptable 
performance under the Charter School Performance Framework ifallowed 
by NRS 386.535. 

Part 	12: Contract Construction 
12.1 	 Entire Charter Contract 

12.i.1 	The Parties intend this Charter Contract, including all exhibits hereto, to 
represent a final and complete expression of their agreement, which shall be 
considered the Charter Contract. All prior representations, understandings 
and discussions are merged herein, and no course ofprior dealings between 
Parties shall supplement or explain any terms used in this document. The 
Parties recognize that amendments to this Charter Contract may be approved 
from time to time hereafter. 

28 
Nevada Connections Academy 

B-47



12.2 	 Authority 
12.2.1 	The individual officers, agents and employees of the Parties do hereby 

individually represent and warrant that they have full power and lawful 
authority to execute this Charter Contract. 

12.3 	 Notice 
12.3.1 	Any notice required, or permitted, under this Charter Contract shall be in 

writing and shall be effective upon personal delivery, subject to verification of 
service or acknowledgment of receipt, or three (3) days after mailing when 
sent by certified mail, postage prepaid to the following: 

In the case of State Public Charter .School Authority: 

Director 

1749 N. Stewart St, Suite 40 

Carson City, NV 89706 


In the case of Charter School: 

Nevada Connections Academy 

555 Double Eagle Ct #2000 

Reno, NV 89521 


12-4 	 Waiver 
12-4.1 	The Parties agree that no assent, express or implied, to any breach by either 

of them of any one or more of the covenants and agreements expressed 
herein shall be deemed or talcen to constitute a waiver of any succeeding or 
other breach. 

12.5 	 Non-Assignment 
12.5.1 Neither party to this Charter Contract shall assign or attempt to assign any 

rights, benefits, or obligations accruing to the party under this Charter 
Contract unless the other party agrees in writing to any such assignment. 

12.6 	 Applicable Law 
12.6.1 	This Charter Contract shall be governed by and construed in accordance with 

the laws of the State ofNevada, including all requirements imposed by 
regulation and Authority policy adopted as required by law, and all applicable 
federal laws of the United States. 

12.6.2 The Parties intend that, where this Charter Contract references federal or 
state laws, they be bound by any amendments to such laws upon the effective 
date ofsuch amendments. 

12.7 	 Material Amendments 
12. 7.1 	Material amendments require Authority approval. Pursuant to NRS .386.527 

any material amendment to this Charter Contract will be effective only if 
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approved in writing by the Authority. The proposed amendment must be 
submitted in a manner consistent with applicable law and regulation and 
defined in the Operations Manual. A material amendment shall not become 
effective and the Charter School shall not take action or implement the 
change requested in the amendment until the amendment is approved, in 
writing, by the Authority. Changes in operation that are considered material 
and require the Charter School to obtain an amendment to this Charter 
Contract include, but are not limited to, the following: 

12.7.1.1 [Intentionally omitted] 
12.7.1.2 Change in the Charter School's location (change ofsite and/or adding or 

deleting sites) (see i.7.4); 
12.7.i.3 Changes to the Mission Statement (see 2.2.1); 
12.7.1.4 Elimination of a grade level served or expansion to serve a grade level 

not served (see 2.3.3); 
12.7.1.5 Except as otherwise set forth herein, more than 10% annual increase or 

decrease in total enrollment pursuant to 2.3.3 of this Cha1ter Contract; 
12.7.i.6 Changes to the name of the Charter School; 
12.7.i.7 Entering into a contract with an Educational Management Organization 

or terminating a contract with an Educational Management 
Organization pursuant to 2.10.2-4 of this Charter Contract; 

12.7.i.8 Changes to the Mission Specific indicators (see 11.1.1.1); 
12.7.i.9 Changes to pupil transportation plans (see 2.13.2). 

12.8 	 Non-Material Change - Notification Required 
12.8.1 	Changes to this Charter Contract listed below do not require amendment as 

described in NRS 386.527; rather, such changes shall be accomplished 
through written notification. Changes requiring notification include, but are 
not limited to: 

12.8.i.1 Mailing address, phone and fax number of the Charter School; 
12.8.i.2 Changes in the lead administrator of the Charter School; 
12.8.i.3 Changes in the composition of the Charter Board (see i.5.5.2); 
12.8.i.4 Changes to the Bylaws and/or Articles of Incorporation (see 1.5.5.1). 

12.9 	 Other Changes - Determination as Material or Non-Material, 
Requiring Notification or Not. 

12.9.1 	The Cha1ter School may, from time to time, contemplate a change to the 
Charter School that is not identified within this Cha1ter Contract as a 
Material Amendment or as a Non-Material Change that requires notification. 
In such an event, the Charter School is obligated to request, in writing, the 
determination of the Authority as to whether or not such a change requires a 
Material Amendment (12.7) or Notification (12.8). 
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i2.10 Severability 
12.10.1The provisions of this Charter Contract are severable. Any term or cond.ition 

-- - <leemMiilegal-or invalid.-shall not affect any othe1:terin-·oi·cori<lftlon, and the - ----· -· 
remainder of the Charter Contract shall remain in effect unless otherwise 
terminated by one or both of the Parties. 

12.11 Third Parties 
J..2,1J..1 This Cbartel' Contract shalJ not create any dghts in any third parties who have 


not entered into this Charter Contract; nor shall any third partybe entitled to 

enforce any rights or obligations that may be possessed by either party to this 

Charter Contract. 


12.l2 Counterparts; Signatures 
i2.12.1The Charter Contract may be signed in counterparts, which shall together 


constitute the original Charter Contract. Signatures received by facsimile or 

email by either of the Parties shall have the same effect as original signatul'es. 


i2.13 Material Breach 
12.13.1A material breach is defined as a violation of this Chaiter Contract.which is 


substantial and significant as determined by the Authority. A Charter School 

may petition a court for a review of the Authority's determinatiol1 of 

materiality under this section . 


.1.2.14. Contract Does Not Affect Rights Under NRS 2.33B. 

This Charter Contract shall not waive any rights or obligations of the Parties under NRS 
233B, nor shall it grant any new rights or expand any existing rights or obligations 
under that section. 

Signature Page 

IN vVlTNESS WHEREOF, the Parties have executed this Chal'ter Contract: 

Please print your name: J4ph:llf £ 5.."' cJ.f.=b 

Date:._/~//--=:5'-'-o-1-/2-{J_.__1-1-7_
({ 
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Chair, Sta 

Date: /Z/co/;:z
7 I 
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EXHIBIT#t 


Charter School Performance Framework 
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Charter School Performance FralJlework 


Objective: 

To provide charter school boards and leaders with clear expectations, fact-based oversight, and 
timely feedback while ensuring charter autonomy. 

• Clear standards, timely feedback, and maximum transparency 
• Objective information for schools, students, and families 
• Differentiated oversight including incentives for charter schools designated as quality 
• Comprehensive information to guide charter renewal determinations 

Academic and 
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Financial 
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Outcomes 

. ' .,' \. I 
' . I 

IIntervention . -\ i 
Ladder \ ! 

\ ,' · / .. 
'> 
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_. ,./ Framework 
Performance 

:: ..
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Autonomy 

M ission 

Specific 


Outcome 


Contract/Lega I 
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Section 1: Introduction 

This document describes the Charter School Performance Framework, the accountability 
mechanism for all charter schools sponsored by the State Public Charter School Authority 
(Authority). 

This document provides: 

• 	 A conceptual overview of the Charter School Performance Framework (the body of the 
document); along with 

• 	 The specifics regarding Performance Framework implementation, and the academic, 
financial, organizational and mission specific performance standards. 

In addition to establishing performance criteria for charter schools, the Charter School Performance 
Framework also ensures that the Authority is accountable to charter schools. 

The Authority is accountable for implementing a rigorous and fair oversight process that respects 
the autonomy that is vital to charter school success. This mutual obligation drives the Charter 
School Performance Framework - a collaborative effort with the common mission of improving and 
influencing public education in Nevada by sponsoring public charter schools that prepare all 
students for college and career success and by modeling best practices in charter school 
sponsorship. 

Charter School Performa·nce Framework 
.Authority Obligations 

• 
• 
• 
• 
• 

Clearly com.municate standards and expectations to schools; 
Conduct a transparent, consistent, and predictable oversight process; 
Conduct an oversight process that is respectful of schools' autonomy; 
Emphasis on student outcomes rather than compliance and process; 
Provide fact-based feedback to schools and communities indicating where schools stand 
relative to performance framework standards and expectations. 
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Section 2: Objective of the Charter School Performance Framework 

Through its mission, the Authority has the responsibility to ensure its sponsored schools prepare 
all students for college and career success and to model best practices in charter school 
sponsorship. 

The Authority acknowledges that charter schools need autonomy in order to develop and apply the 
policies and educational strategies that maximize their effectiveness. 

The Charter School Performance Framework balances these two considerations. 

The objective of the Charter School Performance Framework is to provide charter school boards 
and leaqers with clear expectations, fact-based oversight, and timely feedback while ensuring 
charter school autonomy. 

In addition to achieving this objective, the Performance Framework should deliver important 
secondary benefits: 

• 	 Incentives for charter schools designated as quality that regularly achieve their academic, 
financial, organizational, and mission specific performance standards; 

• 	 Comprehensive information for data-driven and merit-based charter renewal and contract 
revocation/termination; 

• 	 Differentiated oversight based on each school's performance and maturity; 
• 	 Maximum transparency so all stakeholders can understand where charter schools are 

meeting or exceeding performance standards, and where they are failing to achieve 
performance standards; and 

• 	 Objective information for students and families who want to learn more about the charter 
schools in their community. 

The Performance Framework describes methods that seek the optimal balance between oversight 
and autonomy, while delivering the secondary benefits important to each targeted stakeholder. The 
Performance Framework is a dynamic process subject to continuous review and improvement. 

Autonomy 


- . . 

Accountability 
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Section 3: Performance Framework Components 

The Performance Framework provides for the evaluation of schools based on their ability to 
operate as sound, independent entities that successfully serve all students. The Authority has 
selected components that strike the balance between easy-to-submit documents and data that 
provide fact-based insight on school performance. 

During the year, schools are required to submit a variety of documents to the Authority and the 
Department of Education. It is vital that this information is submitted by the given due date. These 
required submissions are often linked to funding allotments or federal reporting requirements. See the 
Reporting Requirements Manual for greater detail on each requirement and its function. 

Academic Financial Orn:anizational and Mission Snecific Indicators · ' 
Academic - Academic achievement determinations for all schools will be based on student progress 
over time (growth), student achievement (status), and college and career readiness. 
Financial  The near term fiscal health of schools is assessed through four measures: 1) Current Ratio; 
2) Unrestricted Days Cash on Hand; 3) Enrollment Forecast Accuracy; and 4) Debt Default. The fiscal 
sustainability of schools is assessed through four different measures: 1) Total Margin; 2) Debt to Asset 
Ratio; 3) Cash Flow; and 4) Debt Service Coverage Ratio. These measures will be evaluated quarterly 
and a profile published annually based on each school's audited financial statements. 
Organizational  Defines the operational standards to which a charter school should be accountable to 
its sponsor and the public. It is designed to treat all schools as though they are the same only in terms of 
meeting minimum legal and ethical requirements. 
Mission Specific - The Authority may, upon request of the governing body of a charter school, include 
additional rigorous, valid and reliable performance indicators that are specific to the mission of the 
charter school and complementary to the existing framework measures. 

Annual Review 
The annual review is a process that compiles data from the routine year-round submissions; academic, 
financial, organizational and mission specific indicators and oversight to provide an evaluation of school 
performance. In the annual review, each school will receive an academic and financial profile, an 
organizational overview ofcompliance, and a review of mission specific indicators 

Annual reviews will be provided to charter school boards and school leaders each fall following the 
release of the State's star ratings. We are committed to clearly communicating information from the 
annual review to families, schools, and the public. These reviews will also be posted on the Authority 
website. 

Mid-Term Review 
. ·.·· .. · 

The mid-term review is a process that compiles all annual reviews and provides a three year 
longitudinal evaluation of school performance. The mid-term review includes a site visit to gather 
qualitative data that complements the quantitative findings. The results of the mid-term review 
provide stakeholders with a multi-year analysis of school performance and status of the school 
related to expectations at time of renewal. 
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Section 4: Performance Framework Process Description 

The Authority has studied best practices to develop the Performance Framework process depicted 
in this flowchart. Throughout the school year, every charter school will submit scheduled 
documents and data that enable us to assess their compliance with laws and regulations, and their 
progress in achieving important school milestones. 

The routine year round submissions are indicated in the Reporting Requirements Manual. 

The Authority believes in conducting its oversight in a manner that is respectful ofschool autonomy 
and differentiated based upon charter school performance and maturity. Charter schools with a 
track record of compliance and performance do not need the same level of oversight as charter 
schools without such a track record. The Authority's oversight plan includes the opportunity for 
schools during their first three years of operation, based on compliance and performance, to 
transition from demonstrated compliance to assumed compliance. 

Every charter school will receive an Annual Review and a three year Mid-Term review. The re.views 
analyze a school's academic, financial, organizational, and mission specific performance along with 
information collected from the ongoing oversight processes. The parameters of these analyses are 
indicated in detail in Appendix A, "Detailed Academic Performance Indicator Descriptions", 
Appendix B, "Detailed Financial Performance Indicator Descriptions", and Appendix C, "Detailed 
Organizational Performance Indicator Descriptions." The mission specific indicators will be 
finalized at the beginning of the second school year using the first school year as the baseline. 

Site visits afford a sponsor with an opportunity to appreciate a qualitative aspect of the school not 
directly measured in ways other than observation or personal interaction. The Authority has two 
types of official site visits: Mid-Term Review and Targeted. The Mid-Term Review site visit is 
guided by a clear purpose and rubric that complements the quantitative findings. A Targeted site 
visit is driven by specific circumstances where the frequency and intensity of the visit will depend 
upon a particular circumstance. 

Ongoing 
Oversight 

Performance 
Framework 

Annual 
Review 

''7 
Review 

• Intervene as needed 
• Routine Document and Data Submissions 
• Data Analysis 

• Academic and Financial Performance Designations 
• Organizational Compliance Findings 
• Mission Specific, if applicable 

• Compilation of Performance Ratings 
• Compilation of any Notices of Concern or Breach and Intervention 

Ladde:r Findings 
• Presented to key stakeholders 

• Longitudinal three year review of performance 
• Presented to key stakeholders 
•Communicate school's position relative to renewal/non-renewal 
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Section 5: Intervention Ladder 

Occasionally, the routine Performance Framework process will result in adverse findings. Charter 
schools may fall out of compliance on important legal or contractual requirements. Academic 
standards may not be met. Financial sustainability may become an issue. When these situations 
occur, the Authority may need to intervene. 

Level 1: Notice of Concern All schools begin outside of the intervention ladder and are 
A school enters Level 1 considered to be in Good Standing. Schools in good standing 
upon receiving a Notice of receive non-intrusive regular oversight and submissions 
Concern. · tracking. Schools must meet performance targets and 

expectations including compliance and maintain open 
communication with us in exchange for this level of non
intrusive oversight. 


Schools can enter Level 1 of the intervention ladder if the 

Level 2: Notice ofBreach 
A school enters Level 2 
when it fails to comply with 
a material term or 
-condition of its charter 
contract. 

Authority receives a verified complaint of material concern, or 
if regular oversight generates significant questions or concerns. 
We will communicate with school leaders, parents, and any 
other necessary stakeholders to verify complaints. We will 
contact the Board president and school leaders to issue a 
formal Notice of Concern. The Notice of Concern contains 
specific actions and due dates required to remedy the concern. 
Upon remedying the concern, the school returns to Good 
Standing. If the concern is not remedied in the time allotted, the 
school progresses to Level 2 of the intervention ladder. 

Level 3: Intent to Revoke 
A school enters Level 3 At Level 2, the school is issued a Notice of Breach. The Notice of 
when it fails to meet its Breach outlines the actions necessary to cure the breach. A 
requirements or sch~dule school can enter the ladder at Level 2 if it fails to comply with a 
to remedy a Notice of material term or condition of its charter contract. Once a Notice 
Breach. of Breach is issued, the Authority monitors the school's 

implementation of the steps required to cure the breach. Once 
the school has met the Notice of Breach requirements, they exit 
from Level 2 and return to Good Standing. 

Failure to meet the requirements specified in the Notice of Breach will result in entry to Level 3, 
charter school revocation/termination review. The review may include additional visits to the 
school or an in-depth audit to assess financial and organizational health. Schools in Level 3 are at 
risk of contract revocation/termination. Schools may also progress on the ladder to Level 3 if they 
receive repeated Notices of Breach in the same school year. Findings from the Intent to Revoke will 
determine whether a school enters into revocation/termination proceedings or is granted a revised 
Notice of Breach, returning to Level 2. · 

In unfortunate cases, data gathered from the Performance Framework process can be used to 
directly initiate charter school revocation/termination proceedings. The Authority recognizes the 
severity of this process and will use this right only in the case of persistent shortcomings or a grave 
incident that threatens the health, safety, or welfare of children. 
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Section 6: High-Stakes Decisions 

The Authority will consider the collective record of a school's academic, financial, organizational 
and mission specific performance when making high-stakes decisions, though the academic 
performance will be the most important factor in most decisions. 

Contract Renewal 
The Performance Framework provides information necessary for merit-based charter renewal 
decisions. Decisions will be made in accordance with statute and regulation and based on 
longitudinal information over a school's charter term. Once a school is recommended for renewal 
and approved by the Authority the school will receive a renewal term length of six years as defined 
bylaw. 

Performance Expectation 
• 	 Academic: Schools seeking renewal must be designated "Adequate" or above on the 

Authority Academic Framework plus receive a three-star rating or above on the Nevada 
School Performance Framework in the preceding school year. 

• 	 Financial: Schools must be rated as financially sustainable. 
• 	 Organization: Schools must be considered compliant with the material terms and conditions 

of its charter contract. 

Streamlined Renewal 
Schools designated as quality schools by the Authority may qualify for the streamlined renewal 
process. Quality schools are schools ranked on the Authority Academic Framework as "Exceeds" or 
"Exceptional" and on the Nevada School Performance Framework as a four or five-star school. 

Contract Termination 
The following performance outcomes may be cause for revocation/termination of a school's 
charter: 

• 	 Persistent Underperformance: A school with any combination of "Unsatisfactory" or 
"Critical" designations on the Authority Framework and two-star or one star ranking on the 
Nevada School Performance Framework for three consecutive academic reporting cycles. 

Auto-Termination 
As defined by law, starting with the 2013-2014 school year, a charter school must be closed after 
obtaining three consecutive ratings of one-star on the Nevada School Performance Framework. 

Performance Framework RankingLDesignation
_QesiSI!ation i NSPF · f _1·mefram -_,,,.."'""''1 AuthOrltY _....__,,f,..,..,....._,_T...,..,...,..__.,__e

1...-~~'~:~~-~-__ l 	 ."Adequ~te" or above . I Preced'.ng Yea,,......---~i-~new,,...a...,,,__-;l 3-stars or ab;ve 1AND 1	 - r _____, 

,.. Quality____,_ 4-star or 5-star ·AND l "Exceptional" or "Exceeds Precedmg Year -~--.....i 

Contract Any combination of AND IAny combination of IThree consecutive years 
Termination 1-star or 2 star "Unsatisfactory" &"Critical" 

Auto-Termination f star - I.. ! .'·. 	 !!~:.~tn~oi~s~~j}f 
----~~~.........-"-~-"--~-=-~~_._, 
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Section 7: Performance Framework Timeline 

The Performance Framework is implemented according to an annual timeline. The goals of the 
timeline: a) to set clear expectations for the Authority interaction with schools; while b) 
standardizing the oversigh~ process. 

• Schools receive the Operations Manual from the Authority 
Beginning of • Schools receive the Reporting Requirements Manual from the 

the School Year Authority 
• School board members and leaders contact the Authority with 
any questions 

During the 

School Year 


• Schools submit the required documents listed in the Reporting 
Requirements Manual on time 
• The Authority tracks submissions and school performance 
framework indicators 
• Schools may receive a site visit 
• If issues arise or deficiencies are observed, schools enter the 
intervention ladder 

End of the 

School Year 


• The Authority summarizes all collected school performance 
data and assigns performance designations 
• The Authority creates school annual reviews that combine 
performance scores, site visit data, and school submission 
performance 
• The Authority shares annual reviews with school leaders, 
school boards, and the ublic 

Schools should contact the Authority at any time for additional support on and information 
about meeting any ofthe Performance Frameworl< components. 
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NCA's Amendment to Proposed Cure for Alleged Deficiency in 

Four Year Cohort Graduation Rate 


In accordance with the permission of the Authority during the August 23, 2017, hearing, NCA 
submits the followi~g additional proposal to cure the alleged deficiency in the high school's four 
year adjusted cohort graduation rate. 

1 . .Judicial and Agency Review Waiver - Shall be included in Settlement 
Stipulation as provided in NCA's proposed cure submitted August 23, 2017 

2. Enrollment Cap & Immediate Enrollment Freeze for 11th & 12th Grade 
Cohorts -Have been incorporated into Charter Contract agreed upon by the 
Authority and NCA 

• 	 NCA's high school enrollment as of 11/2/17 was 1,813 students 

• 
o 	 NCA's high school program will not grow beyond 1500 and enrollment will 

immediately stop in the 12th and 11th grade cohorts This is a decrease of 300 
students from current levels. This will still accommodate returning students and 
no currently enrolled NCA students shall be withdrawn solely based on this cap. 

0 

3 . Annual Reporting, Benchmarks & Consequences 

The following operational provisions shall not be rig idly required if the school 
identifies that certain proposed changes to operations are not having the desired 
effect of helping increase the graduation rate and, even if completed, will not be 
considered to satisfy the school's obligation to increase the graduation rate if the 
graduation rate does not increase. The school shall complete the promised 
reporting to both the NCA board and the Authority board on a quarterly basis 
beginning in April 2018. With its first report, NCA will provide a schedule for 
reporting the remain ing quarters for the upcoming year. 

The reporting shall include subgroups of students similar to those presented by NCA 
at the Phase I hearing through the testimony of Matt Wicks and shall include 
students who are 2 or more years behind in credits in high school as well as 
students who are not credit deficient. The reports shall focus on how these 
students are doing once they arrive at NCA. 

October 16, 2017 	 Page 1 of 12 

B-61



Both NCA and its academy to serve credit deficient students (currently the Every Student 
Succeeds Academy, ES2) will submit annual (by January 30 following the close of the 
preceding Academic Year) reports to the Authority tracking school performance (all data will be 
validated by a third party mutually agreed upon with the Authority and the school) in the 
following areas: 

a. 	 for each credit deficient student (using only a Connexus ID not name, to avoid Pl l issues 
- and, at the Authority's request, a state issued ID), the grade student entered the high 
school, credits deficient at time of enrollment, credits earned during year under review, 
total credits earned to date, expected graduation date if student remains at that school 

b. 	 school state required test scores compared to state averages; ACT and other college 
prep scores compared to state average-track improvement of ACT scores based on 
cohort 

c. 	 students who transfer out (ID's by Connexus ID); where that student transferred to or 
entered GED or Alternative ED program; NCA students being accepted into college or 
career tech. school 

d. 	 grad rate - students all 4 years at NCA or Alternative School; of those continuing in 
school after 4th year, numbers graduated (or%) at conclusion of 5th year (measured as 
of 9130 in year following close of 5th academic year); at conclusion of 6th year 
(measured as of 9130 in year following close of 6th academic year) 

Clear benchmarks for improvement and consequences if those benchmarks are not met: 
certain Authority board members suggested at the August hearing that the school needed to 
provide benchmarks and consequences if those benchmarks were not met. The school did so 
in the propose charter contract included as part of the cure and hereby incorporates those 
provisions which require a 49% graduation rate for · 2017-18 and a 60% graduation rate for 
2018-19 Whether NCA achieves or fails to achieve these benchmarks shall be a consideration 
in any renewal proceeding for NCA in 2020. In addition, if NCA does not achieve the 49% 
benchmark, enrollment for 11th and 12th grade shall remain frozen for the 2018-19 school year 
and the maximum enrollment for the high school will decrease to 1 ,200 students. 

4. I mplement Best Practices for Tracking Mobile Students 

NCA's graduation rate is impacted significantly by students who transfer out to pursue other 
educational programs without informing the school of their plans. As students withdraw, some 
are coded by default as drop-outs due to lack of data about where those students end up. In 
conferring with other charter schools in Nevada, some schools have developed best-practices 
and processes to track these students in ways that yield significant increases in graduation 
rates. Accordingly, NCA proposes to implement best practices for tracking these students: 

• 	 NCA is actively collecting information on these approaches and will continue to 
implement improvements to how they track and counsel students during the withdrawal 
process. 

October 16, 2017 	 Page 2 of 12 

B-62



• 	 As part of NCA's ongoing efforts to improve graduation rates, the school will continue to 
provide training to all staff emphasizing the importance of asking for next school or 
program information when a caretaker initiates withdrawal. Unfortunately, many of 
the caretakers still do not provide this information. When a withdrawal is initiated without 
next school information, an NCA homeroom teacher and an administrative assistant both 
contact the family through phone calls and emails in order to obtain information. If the 
information is still not provided, the student's name is placed on a list and a team from 
Connections Academy works to contact the family and obtain a verification of enrollment. 

• 	 Multiple strategies are used to obtain next school information including searching for 
students in Bighorn and Infinite Campus, searching social media, reaching out to 
caretakers via personal email addresses, multiple phone call and text attempts, and the 
use of a people finder tool online. When information is acquired, a Verification of 
Enrollment form is sent to the new school or program in order to obtain proof of 
enrollment. If no information is found and the area in which the student moved to or is 
currently living is known, a Verification of Enrollment form is sent to possible schools the 
student is zoned for in that area. Attempts to verify enrollment are continued until 
verification is received, or the end of the validation period for the cohort. 

5. 	Quarterly Metrics 

Every quarter in the school year, NCA and the Board will review the Quarterly Metrics to see 
where the school is doing well and where the school can improve. 

The Quarterly Metrics are a useful starting point for school improvement planning and any 
needed action plans and ensure that school performance is being monitored on a regular basis 
against key metrics that have been shown to contribute to school and student success. The 
Figures below show. the name of the metric and the Quarters in which that metric will be 
reported. The School Leader will be given access to ongoing calculations for these metrics in 
order to "progress monitor" the metrics. 

Figure 1. Personalize & Monitor Student Learning 
--· 

- -~~~ -~ 00 _-__-"' ~~Metric 	
- -_ ~ ~~ Quarter(s) Reported 

% 151 


Semester "core" courses successfully completed Ql - Reported as % on track for successful completion 
for ELA, Math, Science & SS (earning a passing score) 


Q2 - Reported as% successfully completing course 

(earning a passing score) 


% 2na Semester "core" courses successfully completed Q3 - Reported as % on track for successful completion 
for ELA, Math, Science & SS (earning a passing score) 


Q4 - Reported as% successfully completing course 

(earning a passing score) 


% of High School Students with cohort status "graduate Q1,Q3 

on time" 

% of High School Students within 1.5 credits of cohort 
 Q2,Q4 
status "graduate on time" 


% completing Scantron Formative Assessment Pre, Mid 
 Ql - Pre-test 
and Post Test Q3 - Mid-Test 

Q4- Post-Test 
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----- --- --- - -- - ---- ---- -

- --

% ofstudents assigned by RTI Tier Ql, 2, 3, 4 - Reported as% assigned Tier 1, Tier 2, and 
Tier 3 

% students with Compliant IEPs Ql, 2, 3, 4 - Reported as average of annual and 
triennial required reviews. 

Figure 2. Ensure High Levels of Student Engagement 
--~-- - 

Metric ~: Quarter(s) ~epQ_rted-
% on-time Welcome Calls Ql, 2, 3, 4 - Reported as % ofwelcome calls completed 

within 7 days of enrollment 
% completed Welcome Calls Ql, 2, 3, 4 - Reported as % of welcome calls complete 

% Start Up Tasks completed on-time Ql, 3 - Reported as% start up tasks completed within 
21 days of enrollment 

% Curriculum Based Assessments {CBA) Target Met Ql, 2, 3, 4 

% Student Contacts Met Ql, 2, 3, 4 - Reported as% of students with status 
"contacts met" indicating a successful synchronous 
contact 

% Learning Coach Contacts Met Ql, 2, 3, 4 - Reported as% receiving at least: 
-1 successful call by Ql 
-2 successful calls by Q2 
-3 successful calls by Q4 

% completed notification of Preliminary Retention Q3 - Reported as% of students marked "retain or 
status unsure" with a successful retention contact during the 

Preliminary Promotion/Retention period 
% completed End ofYear contact Q4 - Reported as % of students successfully receiving 

an End of Year call 
% "On Track" escalation status Ql, 2, 3, 4 - Reported as % of students meeting school-

determined participation thresholds to demonstrate 
active engagement in a virtual school. 

% During School Year Withdrawals Ql, 2, 3, 4 - Reported as % of students who withdraw 
during the school year (after meeting "engagement" 
criteria) 

Figure 3. Develop and Collaborate Professionally 
~ 

Metric Quarter(s) Reported 

% ofTeachers in a Professional Learning Community 
(PLC) 

Ql - Reported as % of teachers reporting a PLC IA 
number in their Staff Profile data view 

% of PLCs in a school with a SMART goal Q2 - Reported as % of PLCs with a school leader 
approved SMART goal for the 2017-2018 school year 

% of PLCs in a school making progress towards SMART 
goal 

Q3  Reported as % of PLCs within a school with 
documented progress towards attaining SMART goal, 
as acknowledged by school leader 

% of PLCs in a school with end of year SMART goal 
attainment 

Q4 - Reported as% of PLCs within a school with 
documented attainment of SMART goal, as 
acknowledged by school leader 

% of teachers completing Connections-led Professional 
Learning sessions (100, 200, 300-level) 

Ql, 2, 3, 4 - Reported as % of teachers with a 
participation date listed for each monthly session that 
falls within a reporting quarter 
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Figure 4. School Operations 
'  -

~ !'fl~~riC ~ ~~-i~~~~~~- ~ ~~?~:"~-· --.~. ~~. :~· -, - . - 1 ~ ·6uaiter(sr'Rei>or1e<t -_-:: ·: _,,, -
I . . ., -~~:;=_.._..y--.::;---.:--

% of open teaching positions filled by the student first Ql 

day of school 
% of teachers with Teacher Orientation course Ql 

complete 
% of Students Enrolled "On Time" Ql - Reported as% of students enrolled on or before 

the first student day of school 
% of eligible "Returning" students enrolled Ql - Reported as% of students eligible to return the 

following school year who enrolled by 9/25 
% of open teaching positions filled by June Q4 

% Teachers Returning Q4  Reported as% of teachers not indicating they 
wouldn't not returning via the Teacher Intent to Return 
process 

% eligible Students Returning Q4  Reported as % ofstudents indicating they would 
returning via the Student Intent to Return process 

6. Adult Advocates for students at-risk for dropping out 

As recommended by the National Center for Education Evaluation and Regional Assistance, 
Institute of Education Sciences' (ICS) Dropout Prevention Practice Guide1, the school will 
assign adult advocates to serve students at-risk of dropping out to serve as mentors/advisors. 
As noted in the Practice Guide, "research suggests that students who have ongoing 
relationships with adults feel a greater sense of school membership, attachment, and 
involvement" and that additional benefits of these relationships include "reduced risky behaviors, 
reduced absentee rates, improved grades, and improved communication and social skills. 
Recognizing that these are all areas that are key indicators of school success, the school's adult 
advocates will mentor, build relationships, and engage with students in the following ways: 

• 	 Small group Livelesson Advisory Sessions 

• 	 Advisory Teachers/Designated Counselors 

• 	 Student Engagement Team (SET) 

• 	 Teacher and staff Professional Development (guidance and training on support to at-risk 
students and dropout prevention) 

• 	 Learning Coach Support 

SMALL GROUP LIVELESSON ADVISORY SESSIONS 


The ICS Dropout Prevention Practice Guide provides specific suggestions regarding the types 
of responsibilities adult advocates should undertake, including that regular time in the school 
day or week should be established for students to meet with the adult. This will be 
accomplished through weekly small group Livelesson advisory sessions. 

1 https://ies. ed. gov/ncee/wwc/Docs/PracticeGu ide/dp _pg_ 090308. pdf 
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A DVISORY TEAC HERS/DESIGNATED COU NSE LORS 


The Advisory Teacher/Counselor will be the key person within the high school team who is 
responsible for keeping a comprehensive view on all students they are assigned. These will be 
synchronous small group (15 students or fewer) advisory sessions conducted 1-2x per week 
with the Advisory Teacher/Counselor to support student engagement, academic success, and 
career readiness. 

The advisory teacher/counselor will watch for gaps in learning as well as the most likely gaps in 
positive learning habits in order to support student succ~ss in the online environment. They will 
use the data systems outlined in section 2.1 to support the identification and support of students 
at-risk for dropping out. 

COUNSELING PROGRAM 

The counseling program will offer individual and group counseling, as needed, and will focus on 
academic development, personal and social growth, and college and career readiness activities 
through a variety of communication tools (Livelesson sessions, phone calls, message boards, 
Virtual Library, newsletters, and face-to-face field trips and events that will take place throughout 
the state). 

The counseling team will have an established system for early identification of students who are 
behind in earning high school credits, or those who are off track for graduation. Once identified, 
counselors will work with these students to identify support needed to be successful in earning 
credits, and a plan to get back on track to graduate with his/her cohort. Sp~cifically, school 
counselors will be working directly with students to identify a course of study that works to get 
the student back to graduating with his or her cohort. Potential options include credit recovery 
courses, additional credits each semester, block scheduling, and summer school. Counselors 
will work with students and families individually to identify what is best for the needs of each 

. student. Further, counselors will work with students individually and in groups to instruct 
students on the mindsets and behaviors necessary to be a successful virtual school student. 
Students will learn about organizational and time management skills, assertiveness in working 
with teachers, and the skills necessary to become a self-regulated learner. Finally, school 
counselors will also collaborate with special educators to support students with IEPs transition 
plans. 

The technology available in Connexus will allow for teachers and counselors to monitor 
students' participation and performance in course work to identify students who are behind in 
lessons or performing poorly in current courses. Teachers and counselors will assist these 
students in successfully completing courses through frequent calls and access to additional 
resources, as needed. 

Counselors will help monitor students' performance against drop out and on-track indicators and 
prepare students for college, career, and/or employability with 

• College and career readiness data view focusing on steps needed to meet post-
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graduation goals; 

• 	 Interactive Livelesson sessions connecting families with real-time information on 
financial aid and scholarships, college application processes, entrance requirements, 
and more; 

• 	 College test preparation courses for the SAT/ACT; 

• 	 Early identification of students who may be off track for graduating on time; and 

• 	 1-to-1 counseling with students as needed to provide resources and assistance with 
post-secondary planning, including career options, vocational training, and selecting the 
right college. 

In addition, there will be additional supports and activities available to support a student's 
college and career goals including the following: 

• 	 Counseling Livelesson sessions each Friday for high school students (including Career 
Fireside Chats on the fourth Friday of each month); 

• 	 College admissions Livelesson sessions; 

• 	 Career and vocational options Livelesson sessions; 

• 	 College newsletters sent to high school students each month; 
I 

• 	 Chat-with-a-Grad sessions; and 

• 	 Connexus tools such as the Progression Plan Manager. 

Students will have access to the national counseling Livelesson session program, which 
delivers weekly guidance curriculum lessons and national college admissions sessions 
throughout the school year. The sessions include the Career Fireside Chats on the fourth Friday 
of each month. Previous sessions have covered such topics as Teen Dating Violence 
Awareness, Educational/Training Opportunities After High School, Why School Matters: 
Navigating Your Educational Development Plan, How to Develop a Growth Mindset, Aligning 
Individual Goals & Abilities, and ACT & SAT Overview. A college newsletter is sent to high 
school students each month. 

Students will be encouraged to enroll in College and Career Focused clubs. Each club includes 
regular Livelesson sessions with a career and college counselor. There are several clubs 
focused on post-secondary planning including: College Planning Club, First Generation Club, 
High School Career Club, and Middle School Career Club. 

The counselors will also plan additional Livelesson sessions, and small group advisory 
sessions, for students which will address specific student needs. The counselor will be a 
resource to students, families, and staff in ensuring that all students are safe. 

7. 	Targeted Professional Development and Changes 
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TEACHERS 

Teachers and Staff at NCA will participate in additional training, and have access to on
demand resources, to support them with: 

• 	 motivating and engaging at-risk students; 
• 	 recognizing potential drop-outs and implementing strategies for dropout prevention; 
• 	 recognizing and supporting students in distress; 
• 	 determining appropriate instructional and behavioral supports; 
• 	 identifying on-track indicators for high school graduation; 
• 	 creating a college-going culture; and 
• 	 providing guidance and support to students who may choose to go to work after 


graduation. 


NCA BOARD MEMBERS 

In addition to the professional development for the teachers and staff, the Board will also 
receive training throughout the year. A sample of a training schedule is included in Figure 6. 

Figure 5. Board Professional Development 
Month • Trainfng ·: --,-.~on - - - - - -
August What is the Monthly The monthly school report is provided to the board at each month's 

School Report? What board meeting. This report contains enrollment data (by grade band), 
does it mean? student demographics (including FARM eligibility and Special Population 

numbers), contacts between teachers and students, and performance 
metrics (attendance, participation and overall performance). After the 
training, the board shou ld be able to interpret the data on the monthly 
school report and see trends and issues at the school. 

September What are the At the end of each Quarter (October, January, April, and July) 
Quarterly Metrics and Connections Academy will report to the Board on operational metrics 
what do they mean related to the School Focus Goals, Core Model & Standards and School 

Year Cycle. These are metrics that Connections expects will help drive 
Efficacy as measured by the School Focus Goals. These metrics are either 
in addition to those shared on the Monthly School Report, or are sharing 
comparative results across the schools for what is shared on the Monthly 
School Report. 

for the School? 

The training will explain each metric that will be used, what it means, 
how it is calculated. 

October This training will go over the school goals (as the School Leader goes over What are our school 
goals and how are his state of the school report). The school goals will be 
they calculated? discussed/explained in terms of how they will be measured, monitored, 

and what actions the school will be taking to meet them. 
November What were the key The conference is to be held October 22-25, 2017 and is put on by the 

takeaways of the National Dropout Prevention Center/Network at Clemson University. Key 
Leadership team from members of the leadership team plan to attend the conference. 
the 2017 National Conference strands include credit and recovery opportunities, parent and 
Dropout Prevention family engagement, alternative educational contexts, strategies for 
Network Conference? specific populations, civic/community engagement, leadership and 

administration issues, and chronic absenteeism. The attendees at the 

October 16, 2017 	 Page 8 of 12 

B-68



conference wi ll be prepared to share their takeaways with the boartj. 
January This session would highlight the outcomes of the metrics that areHow is NCA doing on 

Quarter 2 Metrics? reported in Quarter 2. The board should be able to gauge how successful 
the school is on implementing the school improvement plan and whether 
at the half-way point in the school year, the school is on track to make its 
goals. 

February How is NCA preparing Throughout the school year NCA has been preparing it students to take 
the state assessments. This month the school leader (or designee) will for state 
explain all the work that has been done to prepare students academically 
to succeed on these important assessments. The school leader (or 
designee) will also talk about the logistics/planning that went into finding 
test sites and scheduling students - this is an important part of reaching 
that 95% attendance threshold. 

April 

assessments? 

How is NCA doing on This session would highlight the outcomes of the metrics that are 
reported in Quarter 3. The board should be able to gauge how successful 
the school is on implementing the school improvement plan and whether 
with three quarters of the school year completed, the school is on track 
to make its goals. 

May/June 

Quarter 3 metrics? 

What have we This session wou ld be more of a discussion of the board and school 
learned? Strategic leader. It would be a reflection on the school year as a whole -what 
Planning for next they learned, what worked, and where the school is now. The board may 

consider going through a strategic planning process as they prepare for 
the 18-19 school year. This planning could be facilitated by an outside 
consultant who would help the board set new goals for the school for the 
coming school year. 

year? 

NCA LEADERSHIP 

NCA has implemented promising leadership changes. NCA's new school leader as of November 1, 2017, 
Dr. Chris McBride, has an impressive track record in terms of raising student achievement throughout 
various public schools in Washoe County School District and beyond. For example, as the director of 
Mariposa Academy Charter School in Reno, Mr. McBride had extensive experience managing school 
budgets, ensuring academic success of students, and successfully overseeing school operations, both 
academic and financial. Likewise, as Dean of Smith ridge S.T.E.M. Academy, he successfully implemented 
improved student achievement measures and led implementation of several committees and programs 
dedicated to that success and he also served an important role in building the school improvement plan 
as Associate Dean of Students {alternative education) at Pine M iddle School. 

8 . Academic support and enrichment to improve academic performance 

As indicated by the ICS Dropout Prevention Practice Guide, "research shows that low academic 
performance, absenteeism, and grade retention are related to dropping out" and that the 
provision of appropriate academic supports that helps address skills gaps, can offset a cycle of 
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frustration, and can enrich the academic experience for students who may be disengaged.2 In 
support of this recommendation and to improve student academic performance, NCA will 
continue to provide and add further academic supports beyond the standard high school course 
offerings and instructional supports: 

• 	 GradPoint Credit Recovery Courses (a lready being provided as part of Grad Rate 
Improvement Plan) 

• 	 Success Academy Courses - Freshman and Senior Success courses (already part of 
Grad Rate Improvement Plan) 

• 	 Supplemental Instructional Support Programs (e.g. , Reading Plus, Imagine Math, Math 
XL) 

• 	 Career Technical Education (CTE) course offerings and college, career, employability 
supports 

• 	 Summer School (already offered and expanded through Grad Rate Improvement Plan) 

CREDIT RECOVERY/GRADPO INT 


To support high school students on their path to graduation and college and career, NCA is 
providing credit recovery course offerings during the summer and school year as a resource to 
help students recover credits and achieve and maintain on track status. 
GradPoint credit recovery courses offer a diagnostic-prescriptive virtual learning solution. The 
student-centered philosophy behind GradPoint's courses includes the necessary support 
features to facilitate and guide customized credit recovery: 

1. 	 Prescriptive-diagnostic assessment and instructional sequencing tools that automatically 
tailor and deliver personalized learning for every student. 

2. 	 Engaging content and interactive, collaborative learning elements to re-engage at-risk 
students. 

3. 	 Instruction, activities, and assessments that address diverse learning modalities and 
enable students to demonstrate content mastery in a variety of ways. 

4. 	 Robust progress monitoring tools. 

GradPoint's prescriptive courses provide a personalized pathway through the course based on 
needs, saving valuable learning time and increasing student motivation. Unlike other programs, 
GradPoint automatically diagnoses and prescribes content for a truly personalized learning 
experience. Students take a pre-test and a post-test with every module. Based on their results, 
they are assigned lessons in areas in which they did not demonstrate mastery and are 
exempted from other lessons they have already mastered. 

SUCCESS ACA DE MY COURSES 


To further support students' success and engagement in school, NCA has been offering and will 
expand on two Success Academy courses: Freshman Focus and Senior Success. 

2 Page 22, https://ies.ed.qov/ncee/wwc/Docs/PracticeGuide/dp pg 090308.pdf 
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The Freshman Focus course will orient students to resources available to them, introduce 
strategies for success in high school course-level work, emphasize the importance of academic 
integrity and producing authentic work, and build college, work, and career readiness. 

Based on the positive results of the Freshman Focus Course, NCA will also offer a course that 
addresses needs specific to seniors, Senior Success. The Senior Success course exposes 
students to tools and resources designed to best prepare them for life after high school. 
Students will gain exposure to information about financial aid, the college application process, 
resume writing, graduation information, and post-secondary options. This course also provides 
students the opportunity to reflect on their high school experience. 

SUPPLEMENTAL INSTRUCTIONAL SUPPORT PROGRAMS 


Supplemental instructional support programs (SISPs) are assigned to students who need 
additional practice and/or support with the foundational skills required to be successful with 
grade level standards. Teachers are trained in the implementation of these programs, including 
analyzing and evaluating student progress using the data provided by each program. As a 
standard part of the SISP review process, the Connections Academy Curriculum and Instruction 
team evaluates programs for: 

• Evidence of research 

• Alignment to standards 

• Ability to customize 

• Feedback to students 

• Direct instruction 

• Teacher/Student user experience 

• Diagnostic/prescriptive component 

• Motivation feature 

• Data and reporting, including data on discrete skills 

Some of the additional SISP resources that the school will provide students will include Imagine 
Math,3 Math XL,4 and Reading Plus. 

CAREER TECHNICAL EDUCATION (CTE) 


As indicated in the ICS Dropout Prevention Practice Guide, students at risk for dropping out 
should be provided relevant instruction to better engage them in learning and to better serve 
them after they complete school, with a specific focus on helping students discover the purpose 
for completing school by incorporating career-related curricula.5 NCA fully supports this 
recommendation and will offer CTE courses that provide students the opportunity to take 
courses in many of the 16 nationally recognized career clusters. The courses expose students 
to a wide variety of career areas and help prepare them for career and college success by 
giving them a solid academic foundation, technical knowledge, and skills training in a wide 

3 https://www.thinkthroughmath.com/resources/case-studies/ 

4 http://www.pearsonmylabandmastering.com/northamerica/mathxl/educators/results/results

library.php?product[]=MyStatLab&hpd

5 Page 34, https://ies.ed.gov/ncee/wwc/Docs/PracticeGuide/dp pg 090308.pdf 
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variety of fields. The courses include interactive presentations, real-world activities and 
assignments, career connections, and an online study guide to help students obtain the skills 
and competencies of their chosen career pathway. NCA will explore adding additional CTE 
cours.es and certifications associated with the selected career pathways. 

In addition, students will be encouraged to enroll in College and Career Focused clubs. Each 
club includes regular Livelesson sessions with a career and college counselor. There are 
several clubs focused on post-secondary planning including: College Planning Club, First 
Generation Club, and High School Career Club. 

SUMMER SC HOOL 


Summer school provides an opportunity for many students to "catch up" and be on track for 
graduation. In addition, research has shown that by enrolling in academic courses in the 
summer months, "summer slide" is reduced and can help students achieve academically. In 
support of this research finding, GradPoint and targeted Connections Academy courses will 
continue to be offered to NCA students during the summer. 

As part of students' PLP, students in NCA's summer school program will be closely monitored 
by certified teachers and counselors who will provide targeted, supplemental instruction and 
maintain regular contact to keep them focused on their goal of graduation. Teachers will work to 
ensure that students complete pre- and post-tests, progress at a pace that enables successful 
course completion, and participate in daily instructional and intervention activities. Students who 
are credit deficient will take GradPoint courses. 

Summer school staff will be chosen based on their familiarity with effective instructional and 
motivational strategies. They will be focused on student success and already have relationships 
with many of the students, a foundation on which to build academic success. When students 
know that there is an adult that cares about their success, then they are more motivated to be 
successful.6 

Every student who is behind as indicated by the On Track Indicator and Progression Plan will be 
encouraged and provided support to continue their school year into the summer, whether it is 
realistic for them to move up a grade by the end of summer or not. 

1) 

6 Hattie, J. (2009). Visible Learning: A Synthesis of over 800 Meta-Analyses Relating to Achievement. 
Routledge: New York, p. 72. 
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Nevada Connections Academy’s Response to the 2019 Renewal Report 

August 12, 2019 

Nevada Connections Academy (NCA) submits this response to the 2019 Renewal Report issued 
by Authority Staff on June 28, 2019.  While NCA has received notices of breach and concern in 2018 
related to the 1-star rating of its elementary and middle school under the Department of Education’s 
Nevada School Performance Framework (NSPF) for the 2017-2018 school year and not meeting the 95% 
participation threshold overall and for subgroups, NCA has worked diligently on instituting measures to 
improve its performance in these areas.  While the emphasis in Staff’s Renewal Report is on the school’s 
performance under the NSPF, it should be noted the state legislature acknowledges virtual schools are 
different as evidenced by recent (June 2019) passage of SB441 which acknowledged the lack of adequate 
policy supports to help ensure virtual school success. The legislature recognizes that measuring outcomes 
in virtual schools and brick-and-mortar schools are quite different.  NCA looks forward to engaging with 
NDE as it begins the regulation process for virtual schools to ensure that students and families can have 
the best opportunities for a successful K-12 education. 

Additionally, missing from the Renewal Report was NCA’s ratings under the Authority’s Charter 
School Performance Framework in 2013 and 2014.  Under the Authority’s Charter School Performance 
Framework, incorporated in NCA’s charter contract pursuant to NRS388A.273, NCA received an 
Authority rating of “Adequate” in 2013 and “Approaches” in 2014 and was rated as in “Good Standing” 
by the Authority for both of those years.1 

NCA takes exception with statement in the Renewal Report that “[p]rior to the 2017-2018 school 
year, performance ratings for Nevada Connections Academy were relatively similar.” As NCA has 
received three years of star ratings thus far (and only two years of ratings for the high school), negatively 
characterizing the school’s performance in prior years is misleading. For the 2014-2015 school year, the 
middle school received a 4-star rating, and the elementary school and high school each received a 2-star 
rating.  Nevada did not issue star ratings for the 2015-2016 school year. For the 2016-2017 school year, 
the middle school received a 3-star rating, the high school did not receive a rating, and only the 
elementary school received a 1-star rating. NCA received its lowest ratings under the NSPF for the 2017-
2018 school year.2 Thus, with the variance in star ratings over the years, it is not appropriate to 
characterize NCA’s performance prior to 2017-2018 as “relatively similar” to its performance in 2017-
2018. 

Although Staff’s Renewal Report concludes NCA’s overall NSPF ratings for the previous three 
years of history currently available3 has trended downward, the impact of measures implemented as part 
of the Elementary School Improvement Plan and the High School Graduation Rate Improvement Plan 
remains to be seen. The elementary school program’s rating for 2018-2019 will reflect less than one year 

1 See attached Charter School Performance Framework Reports for 2013 and 2014.
	
2 NCA notes that for the 2017-2018 school year, the middle school program would have received a 2-star rating but 

for not meeting testing participation threshold in place at the time (or if the testing participation rules in 2018-2019
	
had been applied).

3 Of the three years of NSPF ratings currently available (2014-2015, 2016-2017 and 2017-2018), there are three 

years of ratings for the elementary and middle school and only two years of ratings for the high school.
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of implementation of the measures approved in the Elementary School Improvement Plan as students 
were measured in the spring before the end of the school year. The high school program’s performance 
ratings for the 2018-2019 school year will not reflect the high school’s graduation rate for that year as that 
data is not available until December, but instead will reflect graduation rate for the previous 2017-2018 
school year.  NCA’s graduation rate has improved almost 20% in one year, but with graduation rates 
under the NSPF being reported on a one-year lag, it is practically impossible for NCA’s high school 
program to improve its star rating for 2018-2019. 

High School Improvement Plan 

NCA’s implementation of its High School Graduation Rate Improvement Plan has been a 
success.  The school not only achieved the Authority’s graduation rate targets for the 2018 and 2019 
cohorts, they exceeded those targets.  This remarkable performance by NCA cannot be understated. 
Under the plan, the school saw its graduation rate increase 18.7 percentage points in one school year, 
jumping from 45.04% in 2016-2017 to 63.77% in 2017-2018.  Based on preliminary data for 2018-2019, 
it’s expected that this upward trend will continue, and the school will see its graduation rate increase over 
the previous year.  It is also important to note that NCA students that remain in the school since 6th grade 
have a graduation rate of 95%.  NCA objects to the characterization by Authority Staff in the Renewal 
Report that the high school program “has struggled to maintain an adequate four-year adjusted cohort 
graduation rate” based on its recent graduation rates. 

Elementary School Improvement Plan 

At the beginning of the 2018-2019 school year, NCA implemented an Elementary School 
Improvement Plan that was approved by the Authority in August 2018. While the plan is still in its 
infancy, its first year of implementation has resulted in improvements which the school is continuing to 
build upon. The ELA curriculum Lexia ReadingCore5 was expanded to all NCA students in grades K-5 
for the 2019-2020 school year based on the success of its initial rollout to a select group of NCA students 
the previous year. At the beginning of the 2018-2019 school year 69% of first graders were working at or 
above grade level and by the end of April 2019, 83% of first graders were working at or above grade 
level.  This, in addition to other curriculum improvements that have been instituted, allow customization 
to a student’s academic strengths and weaknesses.  

The curriculum additions adopted as part of the plan have enabled the school to provide more 
supports to address the specific needs of individual students. NCA has also improved its Response to 
Intervention (RtI) process to better identify specific needs of students so they receive the support 
necessary to enable them to maximize their academic proficiency.  Also, as part of the plan, teachers have 
received more robust professional development on the curriculum and resources available so that student 
learning is maximized. Moreover, the NCA Board requires monthly updates on students in “alarm” and 
“approaching alarm” status, specifying the percent and discrete number of students that are falling behind. 
For students with these designations, NCA increases the number of contacts to the family to get the 
students caught up. 
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Continuing Improvements in Professional Learning Communities (PLCs) 

All teachers at NCA participate in a Professional Learning Community (PLC). Teachers in each 
PLC spend their initial meetings studying the most recent student test data and this in-depth look at 
student data reveals areas of success and areas of concern. Teachers use this information to decide where 
they need to focus for the upcoming year (i.e., Are there areas where students performed well? Are there 
areas that need more concentration?) as well as develop SMART goals for these areas. SMART goals are 
a critical component to the program’s success, as they focus on areas where students struggle and allow 
teachers to measure the success of their work throughout the year, which enables them to adjust 
throughout the year rather than waiting to evaluate the effects once the year is complete. 

NCA Teacher Training and Professional Learning 

NCA recognizes that positive student outcomes rely on a qualified and dedicated teaching staff 
equipped with the right tools, training, and motivation. As teaching in a virtual environment requires 
specific skills, NCA provides extensive initial and ongoing professional development for its teachers. 
NCA provides a systematic approach to professional learning for all teachers and each year, teachers are 
required to participate in ten professional development days and complete assigned professional learning 
activities. Professional development activities include presenters with various backgrounds and areas of 
content expertise conduct live tutorial sessions on a rotating basis throughout the school year. Topics for 
professional learning sessions support core standards for facilitating student learning, align to the school 
year cycle, and are driven by the belief that all students can and must learn. 

Among the most significant recent professional learning opportunities for NCA’s teachers have 
been sessions on both trauma and poverty-informed teaching.  These learning opportunities have been 
critical in developing NCA’s staff to best support the social-emotional and academic needs of its students.  
NCA will continue to dive even deeper into both trauma and poverty-informed teaching in the 2019-2020 
school year, as these populations continue to increase at NCA. In addition, NCA’s teachers have all 
completed training in the Math, We Got This! Program designed to foster a comprehensive culture shift in 
how students view math. This is a multi-faceted approach that has been used to help foster a ‘growth 
mindset’ in both teachers and students. NCA student survey data shows that for many students, math is 
intimidating, difficult, and causes a struggle. The vision is to create a full-scale cultural shift toward math 
acceptance that leads to math love. 

Learning Coach Trainings 

NCA families have access to a number of national Connections Academy LiveLesson sessions to 
Learning Coaches throughout the school year to assist in supporting their students with language arts.  
Continued emphasis on the use of these tools are another helpful resource for improvement. NCA also 
hosts regular Q&A on-line sessions for any interested Learning Coaches to pop in and ask any questions 
they may have.  Importantly, each Learning Coach receives a personal call from a teacher at the 
beginning of the year to ensure the Learning Coach is equipped with the information and tools that are 
necessary to ensure the success of the student. Teachers and staff are also available every day throughout 
the year to provide support to Learning Coaches and answer any questions. 
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Response to Intervention 

While NCA has been using multiple strategies to provide struggling students with effective and 
timely interventions for quite some time, NCA retrained all teachers on the multi-tiered instructional 
approach in the 2018-2019 school year to make sure that all teachers are up-to-date on all strategies and 
available resources for students. All students in the school receive Tier I supports, and if more are 
required, the supports are more target and specific to the students’ needs (Tier II). If data indicate this 
more intense isn’t effective, the students are referred to Tier III, or intensive supports/contracts provided 
through a Positive Behavior Support Plan (PBSP) overseen by a Board-Certified Behavior Analyst 
(BCBA). NCA retrained all teachers in the Response to Intervention (RtI) program and their role in 
helping students.  Teachers also received training on interpreting data to make instructional decisions, 
documenting their work with students as part of the Personal Learning Plan (PLP), implementing 
strategies for differentiating instruction, identifying the most appropriate supplemental instructional 
programs (SISPs) for students, and supporting students who are not progressing or not engaged in the 
instructional program.  Teachers work closely with Learning Coaches to discuss the needs of their 
students, the RtI process, and any SISPs that might be assigned. NCA will continue to refine and improve 
the RtI process in the 2019-2020 school year. 

Authority Staff’s Site Visit Conducted on Jan. 24, 2019 

NCA’s Amended Charter Contract provides that the Authority shall visit NCA at least once as a 
component of the Mid-Term evaluation as defined in the Charter School Performance Framework and 
that the Authority may, at its discretion, conduct formal, targeted school visits.  The opportunity for 
feedback from the Authority and performance improvement cannot be understated. The site visit that 
occurred on January 24, 2019 was the first time any site visit had been conducted by Authority Staff 
during this charter term.4 While the Site Evaluation Report identified areas for improvement, it should be 
noted that the evaluators did not attend any mandatory instructional sessions where most of NCA’s 
students’ learning takes place.  Rather than observing the virtual learning experience from a student’s 
perspective or sitting with a teacher for insight into how NCA teachers conduct mandatory lessons, 
Authority Staff attended optional LiveLesson sessions and based their evaluation solely on those optional 
instructional sessions. This is a disservice to NCA, its students and families. 

The Nevada School Climate / Social Emotional Learning Survey 

The Nevada School Climate / Social Emotional Learning Survey (NV-SCSEL) measures 
students’ perspectives in two domains of school climate- engagement and safety.  The NV-SCSEL Survey 
also measures students’ perceptions of their own social and emotional competencies.  NCA achieved its 
highest participation rate for this survey in the 2018-2019 school year at over 40%.  Most impressively, 
NCA scores were more favorable than both state and SPCSA school averages in all domains at each of 
the three school levels- elementary, middle, and high school. These results indicate that, on average, 

4 Had Authority Staff conducted previous site visits to NCA as part of fulfilling its oversight responsibilities, the 
school would have had additional opportunity to receive feedback and make modifications sooner. 
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NCA students’ perceptions of their engagement, safety (both physical and emotional), and social 
emotional competence are higher than those of their peers at other public schools. 

Summary 

The measures outlined above are some of the steps NCA has taken in the recent past to improve 
its performance. NCA meets the needs of families across the state for a wide variety of reasons, including 
students who work at a different pace than their peers, students who were bullied at a previous school, 
families who are looking for a different option other than their zoned public school, families requiring a 
great deal of travel during the year, students or parents with medical issues requiring prolonged hospital 
care or frequent doctor’s visits, and students with accommodations that make it difficult to be successful 
in a traditional classroom.  Given these distinguishing reasons families choose NCA, the population of 
students that NCA serves is highly mobile.  Many students enroll with NCA for a short period of time to 
address a short-term issue or challenge (academically, socially or personally) and return to their previous 
school once they have navigated the issue; other students find NCA the perfect fit and remain enrolled. 

NCA’s transiency rates are more than double those of the State and the Authority.5 Extensive 
research exists on the adverse effects of students moving from one school to another, with up to two years 
lost in transition.  While NCA is continuing to grapple with the effects this has on its ratings under the 
NSPF, particularly the growth metrics, which account for 55% of the total score, NCA is optimistic that 
with the continued professional development of its staff, tailoring of the improvement plans for maximum 
effectiveness, and close monitoring by the NCA Board, its performance will continue to improve. 

5 See Transiency Report downloaded from http://nevadareportcard.nv.gov/ 
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1 The final version of this plan is on the NCA Board’s agenda for review and possible approval on May 17, 2016.  NCA will update 
the Authority with respect to the action the NCA Board takes on this version of the plan. 

B-78



 

 

 

 
 

  

 

 

  

 

 

 

 

  

  

 

  

  

  

 

  

 

 

 

 

   

  

   

  

 

Nevada Connections Academy Graduation Rate Improvement Plan 

Table of Contents 


1. Executive Summary ............................................................................................................................ 1 


2. 2015-16 School Year Improvements ................................................................................................... 2 


2.1 Internal & External Data Validation............................................................................................. 2 


2.2 Credit Retrieval Courses for Credit Deficient Students ............................................................... 4 


2.3 Summer School ........................................................................................................................... 5 


2.4 Earlier and Increased Intervention.............................................................................................. 6 


2.5 2015-16 Curricular, Education Management System, and Actionable Feedback Revisions ........ 9 


2.6 2015-16 Professional Development .......................................................................................... 10 


2.7 2015-16 Learning Coach Support .............................................................................................. 12 


3. 2016-17 School Improvement Plan................................................................................................... 14 


3.1 Internal & External Data Validation........................................................................................... 14 


3.2 Freshman Focus/Senior Success ............................................................................................... 15 


3.3 Every Student Succeeds Academy Program and Plan ............................................................... 15 


3.4 Curricular Changes .................................................................................................................... 16 


3.5 Professional Development ........................................................................................................ 18 


3.6 Board Governance Training....................................................................................................... 20 


3.7 Staff and Placement Decisions .................................................................................................. 20 


3.8 Face-to-Face Support ................................................................................................................ 21 


3.9 2016-17 Learning Coach Support .............................................................................................. 21 


4. 2017- 18 and Beyond........................................................................................................................ 22 


5. Conclusion ........................................................................................................................................ 25 


Appendix A: History and Accomplishments
 

Appendix B: NCA’s Federal Four-Year Adjusted Cohort Graduation Rate (2015) Calculated Under NCLB
 

Appendix C: NCA’s Anticipated Four-Year Adjusted Graduation Rate (2016)
 

Appendix D: Policy Recommendations – Application of Existing Law and Potential Regulatory Changes
 

List of Figures 
Figure 1. Credits and Final Grade Report Data View ................................................................................... 9 


Figure 2. Professional Development Topics in 2015-16 ............................................................................ 12 


Page i 

B-79



 

 

   
  

 
  

    
 

  
   

  
 

  
   

 
    

 
 

 

 
   

 
  

  

    

  
  

  

    
    

 
  

 
 

  
 

  
 

Nevada Connections Academy Graduation Rate Improvement Plan 

1. Executive Summary 

The Board of Directors of Nevada Connections Academy (NCA) has taken steps to improve its cohort 
graduation rate.  Specifically, the Board has  put in place a set of policies, programs, and interventions 
(detailed in this plan) starting in the fall of 2015 to significantly improve the four-year cohort graduation 
rate for the 2015-16 cohort and beyond. The NCA Board also recognizes that graduation rate is one 
metric among many metrics that need to be examined in order to determine an accurate picture of 
school performance (See Appendix A).  

The Nevada State Public Charter School Authority (the Authority) shared its concerns about NCA’s 
graduation rate at the March 2016 Authority Board meeting and specifically expressed its desire that 
NCA would work with Authority Staff to develop a comprehensive plan to raise NCA’s four-year cohort 
graduation rate. 

In response to the direction received from the Authority during the March Authority meeting, the NCA 
Board, school leadership, and Authority Staff have held several meetings to discuss improving the NCA 
four-year cohort graduation rate while continuing to serve a significant population of credit-deficient 
high school students and helping all NCA students to academically succeed. For the 2015 graduation 
cohort (334 students), 143 (42.8%) were two or more credits behind when they enrolled; 56 (16.8%) 
were more than six credits behind when they enrolled. More information is provided in Appendix B. The 
plan detailed herein is the result of the collaboration between the NCA team and Authority Staff. 

This plan builds on the school performance initiatives previously adopted by the NCA Board for 
implementation during the 2015-2016 school year. Based on current indicators, the NCA Board believes 
that the programs put in place during the 2015-16 school year will result in a measurable improvement 
in the graduation rate of the 2015-16 cohort, and thus will provide a solid base upon which to build the 
further improvements expected from this plan: 

x The projected graduation rate for 2016 reflects a significant increase over the prior year. 

x The percentage of anticipated graduates that entered behind in credits is 14.2% of the 
graduates compared to 10.1% for the 2015 graduates. This is an indication that NCA is doing a 
better job at helping students that enter credit deficient to graduate on-time for the 2015-16 
school year. 

x When comparing the 2016 anticipated cohort with the 2015 cohort, the percentage of students 
who enrolled two or more credits behind and the percentage that enrolled six or more credits 
behind were significantly higher in 2016. Despite having a slightly more challenging population 
of students this year, the projected graduation rate shows an increase, an indication that the 
steps taken to improve the graduation rate are showing results (See Appendix C for more 
details). 

The NCA Board thanks the Authority Board and Staff for its collaboration in developing this plan and for 
its assistance in helping NCA address the four-year cohort graduation rate issue. The NCA Board believes 
that this plan demonstrates challenging yet achievable goals for improving the four-year cohort 
graduation rate. 
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Nevada Connections Academy Graduation Rate Improvement Plan 

2. 2015-16 School Year Improvements 
NCA implemented significant changes during the 2015-16 school year to improve graduation rate. The 
changes started with a cohort analysis (described in Appendix B) that detailed every student in the 2015
16 four-year cohort with regards to their credit status. As proper academic placement and tracking 
within a robust, credit earning and recovery program is the foundation for success, credit deficient 
students were assigned programs, support, and interventions, depending on their credit status (on
track, two or fewer credits deficient, two to six credits deficient, etc), tailored to their individual needs 
to help them earn a high school diploma. The level of support and type of intervention is based on 
student need and changes as the student progresses through the program. 

We have begun to see success in these improvements and implementations; for example, of all Credit 
Recovery courses attempted, approximately 80% were passed.  Additionally, we anticipate that the 2016 
four-year cohort graduation rate calculated under No Child Left Behind (NCLB) that will result from these 
efforts will increase at least 10% over the 2015 performance (details are included in Appendix C). The 
following section details the full scope of the supports and interventions implemented during the 2015
16 school year. 

2.1 Internal & External Data Validation 

Internal Data Validation Efforts 
One of the benefits that NCA provides its students is a highly individualized approach to learning 
through targeted instruction, counseling, and the implementation and monitoring of individualized 
graduation plans. Each student in the 2015-16 graduation cohort has been individually reviewed and 
placed into one of three groups. Group 1 students are on track for graduation and based on 
performance and previous course completion and are anticipated to be counted as graduates in the 
2016 cohort. Group 2 students are two to six semester-length courses behind and through remedial 
coursework can still potentially graduate on-time. Many of these students were credit deficient at the 
time of their enrollment in NCA, and through NCA’s credit recovery program, they have caught up. 
Group 3 students are severely off cohort and are not likely to graduate on-time because they are more 
than six semester courses behind.  Similar to Group 2 students, many of these students were credit 
deficient at the time of their enrollment in NCA. Students included in this group are unlikely to graduate 
as part of the 2016 cohort as it is not possible to graduate them and ensure that academic standards are 
being met. However, we are confident that with the right programming, support, and monitoring, they 
will graduate with a high school diploma in future years. Serving these students is an important part of 
NCA’s mission. Because of the initiatives NCA has already implemented, progress is being made with this 
severely credit deficient population. One of NCA’s strengths is its unique position to provide highly 
targeted and supportive programs which are data based and involve the participation of many school 
staff. Effectively harnessing that strength for the betterment of all students that NCA serves is a key 
focus of this plan. Appendix C provides a more detailed analysis and progress. 
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Nevada Connections Academy Graduation Rate Improvement Plan 

An important data point and influencing factor on the NCA cohort graduation rate is the high transiency 
of the NCA high school student population. According to the Nevada Department of Education, the 
transiency rate based on the 2014-2015 state report cards for NCA is 43.3% vs. the State’s 26.5% and 
Clark County’s 28.8% (see Appendix D for more details). NCA’s transiency rate is significantly higher than 
the state and Clark County for a number of reasons. In general, virtual schools have a high transiency 
rate due to the various factors compelling a student to enroll in a virtual school. Many students chose 
NCA to solve a problem for a particular period of time such as bullying, medical issues, family situation, 
pregnancy, or other crisis situation or they join NCA as a “last resort” before dropping out of school. 
Over 69% of the anticipated non-graduates for 2016 have been enrolled less than one year – meaning 
NCA has had very little time to influence their on-time graduation status and that their credit 
deficiencies do not reflect NCA’s performance but the performance of their prior school(s). 

The Authority staff has identified as an objective for NCA to increase its efforts to identify these students 
and where they go after leaving NCA. As a result, the school has intensified its efforts to locate and 
confirm the whereabouts and programming of students who withdraw from NCA, even after being 
enrolled for only a short amount of time. These efforts are led by the school’s reporting coordinator and 
use the state’s reporting system, our internal Education Management System (EMS), and other sources 
of information as needed. A detailed, multi-step process for confirming student enrollment status and 
locating withdrawn students begins well before the official “validation” period in September. When 
needed, the school will use the services of carefully selected, experienced third party services to assist in 
locating students who have withdrawn and could adversely affect the cohort rate. 

Ongoing communication is essential to the internal validation efforts and ultimate improvement of the 
NCA four-year cohort graduation rate. This includes regular tracking and research and increased internal 
communication about the status of each potential cohort member and his/her status upon exit and 
entry. Given the transiency rate of our population (referenced previously) this is particularly important. 
This communication also ensures that currently and newly enrolled students are not only progressing 
but are receiving pro-active instructional, counseling, and administrative support. We anticipate that 
additional tracking and data focused on these students during the 2015-16 school year will make a 
measureable difference in the four-year cohort graduation rate for the 2016 cohort. What is even more 
encouraging is that these increased data efforts are now occurring immediately after a student 
withdraws and will have long term impact on the graduation cohorts in future years. 

External Data Validation Efforts 
Based upon a recommendation by the Authority Executive Director, the NCA Board approved the 
identification and selection of an external evaluator at its April 2016 Board meeting. NCA seeks to 
engage an external evaluator by June 2016 to review both the 2015 graduation cohort and the 2016 
graduation cohort. This organization (or individual) will look at not only data sources readily available 
through the Nevada Department of Education, but will also look at internal data to determine if it 
supports the conclusions regarding student body characteristics and progress that have been previously 
presented by the school. This resource will also be asked to address whether the graduation rate has 
been correctly attributed to NCA by the Nevada Department of Education, consistent with NEV. REV. 
STAT. ANN. § 385.347 (2016) which requires that the Authority prepare an annual report of accountability 
for each of the charter schools it sponsors and include information prescribed by regulation of the 
Nevada Department of Education including the graduation and drop our rate of pupils enrolled.  NRS 
385.347 mandates the dropout rate exclude pupils who provide proof of successful completion of the 
high school equivalency assessment, are enrolled in courses approved by the NDE as meeting the 
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requirements for an adult standard diploma, or withdraw from school to attend another school.2  This 
review may identify students who were in the 2015 or perhaps in the 2016 cohort who were incorrectly 
categorized as dropouts in the 4-year cohort graduation rate being considered by the Authority. 

The NCA Board and school leadership team anticipate many benefits of this external evaluation 
including verification of data, analysis of graduate and non-graduate trends, and recommendations for 
improvement. The specifics of selecting the third party, their timeline and deliverables, and the scope of 
their work are being discussed by and will be mutually agreed upon by NCA and the Authority. We are 
currently in the process of discussing the project’s scope and deliverables with a reputable, national 
organization. 

2.2 Credit Retrieval Courses for Credit Deficient 
Students 

In an effort to bring credit deficient students to “on-track” status, NCA initiated a 2015-16 pilot using 
GradPoint™, a leading high quality credit recovery program used by more than 1,000 school districts in 
45 states. In the pilot, the NCA Board purchased 100 licenses. In addition to increasing graduation rate 
for the 2016 cohort, this effort will provide high school students in other cohorts the opportunity to 
earn missing credits. During this school year, 150 students have benefitted from participating in credit 
recovery courses. 

Currently, there is an 80% pass rate in the GradPoint Pilot program. This translates to over 200 semester 
credits being earned by students. 

GradPoint offers a diagnostic-prescriptive virtual learning solution. The student-centered philosophy 
behind GradPoint’s courses includes the necessary support features to facilitate and guide customized 
credit recovery: 

x Prescriptive-diagnostic assessment and instructional sequencing tools that tailor and deliver 
personalized learning for every student. 

x Engaging content and interactive, collaborative learning elements to re-engage at-risk students. 

x Instruction, activities, and assessments that address diverse learning modalities and enable 
students to demonstrate content mastery in a variety of ways. 

x Robust progress monitoring tools. 

GradPoint’s prescriptive courses provide a personalized pathway through the course based on needs, 
saving valuable learning time and increasing student motivation. Students take a pre-test and a post-test 
with every module. Based on their results, they are assigned lessons in areas in which they did not 
demonstrate mastery and are exempted from other lessons they have already mastered. 

NCA is pleased with these results and looks forward to an even greater number of credits being earned 
before the end of the school year. NCA plans to increase its usage of credit recovery programs during 
the summer of 2016 and extend it into the 2016-17 school year and beyond. 

2   Also, NEV. ADMIN. CODE § 389.699(3) (2015) states, “A pupil who qualifies for a certificate of attendance must not be 
counted as a dropout.” A certificate of attendance is issued to a student who is over 17 and has completed the required 
credits to graduate, but has not passed the required proficiency exams. 
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2.3 Summer School 
The four-year cohort graduation rate calculation includes students who complete their high school 
during the summer of their graduation year. Summer school provides an opportunity for many students 
to “catch up” and be on track for graduation. In addition, research has shown that by enrolling in 
academic courses in the summer months, “summer slide” is reduced and can help students achieve 
academically. Students in NCA’s summer school program will be closely monitored by certified teachers 
and counselors who will provide targeted, supplemental instruction and maintain regular contact to 
keep them focused on their goal of graduation.  Teachers will work to ensure that students complete 
pre- and post-tests, progress at a pace that enables successful course completion, and participate in 
daily instructional and intervention activities. Summer school staff are chosen based on their familiarity 
with effective instructional and motivational strategies.  They are focused on student success and 
already have relationships with many of the students, a foundation on which to build academic success. 
When students know that there is an adult that cares about their success, then they are more motivated 
to be successful. 3 

The NCA Board is committed to a successful summer school program and efforts were underway earlier 
this year to leverage the GradPoint and Connections program during the summer months. The NCA 
Board has dedicated $68,000 to implementing a summer school program for the summer of 2016 for 
coursework. In addition, the NCA Board has dedicated staff to support this initiative including 
supervision and instruction by certified teachers, administrators, and counselors.  

Every student in the 2015-16 cohort who does not graduate in June will be encouraged and provided 
support to continue their school year into the summer, whether it is realistic for them to graduate by 
the end of summer or not.  Summer school plans were underway earlier this year, finalized and 
approved by the NCA Board on April 12, 2016. It is anticipated that 150 students will be enrolled in the 
summer of 2016.  The number of anticipated enrollments includes students from Group 2, Group 3, and 
future cohorts who will benefit from a summer program to put them back on track to graduate with 
their cohort. Students who are credit deficient will take GradPoint courses. Students in Group 2, as 
described in Section 2.1 of this plan, who complete their summer courses will most likely graduate with 
their cohort. 

It is important to note that not only are we taking care of the current cohort, we are looking into the 
future and having future cohorts take classes as well to stay on cohort or “catch up” if they’re currently 
off-track. Summer courses will be offered to students who are behind in their freshman, sophomore, or 
junior years.  This will significantly help accelerate those students in ensuring their on-track graduation 
plans. 

Based upon an analysis of the 2015 non-graduates, we anticipate that the courses most likely to be 
taken by students for the summer of 2016 will be English, U.S. Government, and Math (specifically 
Geometry).  These three areas were the biggest barriers to graduation and are listed in rank order. 

3 Hattie, J. (2009). Visible Learning: A Synthesis of over 800 Meta-Analyses Relating to Achievement. Routledge: New York, p. 72. 
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2.4 Earlier and Increased Intervention 
NCA has implemented a systematic Response to Intervention (RTI) program to ensure all students are 
receiving timely and effective instructional support and that their performance is being actively 
monitored. As noted by RTI Action Network: A Program of the National Center for Learning Disabilities, 
RTI is the practice of providing quality instruction and intervention and using student learning in 
response to that instruction to make instructional and important educational decisions (Batsche et al., 
2005)4. Research and reviews of the effectiveness of RTI found that it is an effective practice for both 
systemic (e.g., reductions in special education referrals) and student (e.g., increased reading scores) 
outcomes5. 

At NCA, students who struggle with the core Math and English Language Arts curriculum are assigned 
appropriate instructional interventions targeted to their greatest area of need. Efforts were increased 
during the 2015-16 school year and are tracked on a weekly basis to ensure adequate support and 
monitoring is taking place. Many students require behavioral interventions to help motivate them to 
engage in their coursework. Part of the intervention process involves careful examination of a student’s 
academic and behavioral record and identifying potential factors inhibiting their academic progress and 
perhaps influencing their decision to exit their last school.  A slightly credit deficient student (or one who 
is on cohort) who shows weakness in math with no other risk factors will not begin with the same 
behavioral treatment plan that a severely credit deficient student with multiple academic or 
social/emotional risk factors will. 

NCA has a variety of instructional resources to address academic intervention needs and uses 
synchronous sessions (both individual and small group) to address behavioral, social-emotional, and 
motivational concerns. Resources are easily accessible to students and individual plans based on student 
needs are created and monitored.  Grade level Professional Learning Communities of teachers meet 
weekly and electronically communicate about student progress on a daily basis. The Student Support 
Team is also included when escalation is needed.  Currently, approximately 70 high school students are 
receiving interventions in English Language Arts and 120 are receiving interventions in Math. These 
students require additional support and resources (described in the following sections) to ensure that 
they are successful in their online courses and are on-track for graduation. It is important to note that 
this is a fluid process as students receive interventions at the various tiers and may fluctuate between 
these interventions and in the regular program, depending upon their academic performance and 
individual student learning need. 

Response to Intervention (RTI) 
With this multi-tiered approach to curriculum and instruction, which ensures individual students receive 
the support they need, data is used throughout the school year to implement, for all students, a 
Response to Intervention (RTI) model. Students who may not be successful in the standard program, 
Tier I, receive additional support via the supplemental and alternative programs in Tier II and Tier III as 
detailed in the following pages. 

4 Batsche, G., Elliott, J., Graden, J. L., Grimes, J., Kovaleski, J. F., Prasse, D., et al. (2005). Response to intervention policy
 
considerations and implementation. Reston, VA: National Association of State Directors of Special Education.
 
5 Burns, M. K., Appleton, J. J., & Stehouwer, J. D. (2005). Meta-analysis of response-to-intervention research: Examining field-

based and research-implemented models. Journal of Psychoeducational Assessment, 23, 381–394.
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Students' responses to interventions are monitored, and adjustments to the type and intensity of 
support are made as needed. RTI efforts were increased during the 2015-16 school year to more quickly 
identify students who are struggling.  The school began to utilize weekly PLC and Student Support Team 
meetings to look at student performance and behavioral data, and make programming decisions to 
support students who are struggling academically or are otherwise challenged. The individualized nature 
of NCA’s program lends itself well to RTI. Through real time progress indicators, additional supports and 
interventions ranging from supplemental programming to targeted, synchronous instruction and even 
targeted counseling are assigned and monitored. Regular discussion of student progress is held between 
content area and specialized instructional staff, advisors, counselors, and administration. Modifications 
to programs are made and can be implemented quickly. 

For example, NCA uses the Assessment Objective Performance Reports (AOPR), which helps teachers 
easily identify essential skills and standards by subject/grade level; identify how and where these 
essential skills and standards are assessed within the program; access and analyze real-time data to 
determine mastery/proficiency; incorporate data-driven decisions throughout instruction; maximize use 
of the instructional support programs, resources, and data; identify the need for tiered interventions for 
non-mastered/proficient skills and standards; and identify students' responses to the implemented 
interventions. 

This process is further facilitated by other data from Connexus to help identify students’ instructional 
needs that may require intervention. A teacher’s Home Page shows an icon for each student indicating 
that interventions are needed and have been identified and provided. The teacher can use his or her 
professional judgment to override these indicators and log the decision and rationale within Connexus. 
Also, NCA has a Student Support Team (SST) and an on-going process of identifying student intervention 
needs; assigning those interventions; tracking their success; and escalating, if necessary, from Tier I to 
Tier II to ultimately Tier III (alternative placement, most of which involves the development of an IEP). 
Tier III interventions are provided concurrently with a special education evaluation.  Data is collected as 
a part of the RTI process. NCA believes that the intensive focus on these Tier interventions for the 2015
16 school year will increase the graduation rate by providing students the one-on-one support that they 
need to be successful.  

Tier I 
Tier I is the first level of a multi-tiered approach to a system of instructional and behavioral supports. 
Tier I includes Connections’ research-based core reading and math curriculum aligned with the Nevada 
Academic Content Standards. In addition to core coursework, the core curriculum includes teachers’ use 
of differentiated instruction that meets the needs of all students throughout the school year. 
Differentiation involves thoughtful planning for the following: instructional design used to deliver 
content to students; lesson content used to support and extend concepts and skills; instructional 
practice used to provide targeted instruction and actively engage students; assessment used to evaluate 
student learning; and instructional activities to meet the needs of individual and small groups of 
students. When Tier I differentiation strategies fail to produce adequate progress, Tier II intervention is 
considered. 
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Tier II 
Areas where more students struggle and require Tier II support typically include reading fluency, reading 
comprehension, math fluency, math computation and reasoning, and behavior. Decisions to place 
students into Tier II are based on formal and informal assessment data, academic progress, and 
behavioral observations (attendance at live lessons, work completion, etc.)  The scope of Tier II 
interventions has been increased during the 2015-2016 school year to include a greater focus on 
targeted, synchronous instruction, and providing additional support to students whose behavioral 
concerns are impeding academic progress.  Tier II increases the frequency of the interventions.  NCA has 
implemented a Tier II instructional support program for these students and provides support two to 
three times a week for 20–30 minutes per session at a minimum. Tier II intervention is explicit, 
systematic, and targeted to the greatest area of student learning and behavioral needs. Supplemental 
programs provide teachers with reports for progress monitoring that can be uploaded to Connexus to 
ensure all student performance data is in one place. 

Tier III 
NCA has implemented a Tier III intervention where students receive targeted instruction for 20–30 
minutes four to five days a week in order to focus more intensively on skill deficits and areas of concern. 
Tier III includes the most intensive and frequent level of instructional support and is the next step in the 
multitiered approach for students who have not been successful in the previous interventions. Tier III 
interventions use direct instruction through the use of LiveLesson sessions and implements other 
instructional strategies and research-based programs that are explicit, systematic, and targeted to 
specific student learning needs. Much like the decision to place a student into Tier II, academic progress, 
assessment data, and behavioral observations which indicate a greater need for intervention guide the 
placement into Tier III. This is the most intensive level of intervention. 

Mentoring Program 
NCA  also piloted a mentoring program in the 2015-16 school year based on John Hattie’s analysis of the 
impact of student-teacher relationships on student performance. As Hattie identified in Visible Learning: 
A Synthesis of over 800 Meta-Analyses Relating to Achievement, there is a strong correlation between 
teacher-student relationships and student learning6. As a pilot effort, NCA students who had two or 
more failing grades were assigned 1:1 adult mentors, drawn from NCA faculty and staff. Of those in the 
pilot, 75% are now passing all of their courses. While the development of a relationship with a caring 
adult is not the only factor contributing to these students’ success, NCA is pleased with the results and 
will be expanding it to include students with the most profound academic and social emotional needs. 

6 Hattie, J. (2009). Visible Learning: A Synthesis of over 800 Meta-Analyses Relating to Achievement. Routledge: New York, p. 72. 
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2.5 2015-16 Curricular, Education Management
System, and Actionable Feedback Revisions 

The 2015-16 school year saw significant revisions in the Connections curriculum and in Connexus®, the 
school’s Education Management System (EMS), to address student tracking, feedback, and curricular 
needs for credit deficient students. 

Tracking Credit Accumulation: Connections recognizes the importance of early identification of 
credit deficient students. There are fields in Connexus that help NCA staff to identify, track, and 
intervene with students behind in high school credits. In addition, a new field was added for the 
2015-16 school year to the Credits and Final Grade Report Data View (example provided in 
Figure 1) to assist schools in identifying credit deficient students during the enrollment process. 
As a result, this data is now readily available to NCA counselors as they assign students their 
courses in Connexus, and also enables counselors to quickly identify credit deficient students so 
teachers can quickly design interventions. Interventions may include credit recovery courses, 
block scheduling of classes, additional support by teachers, and/or summer school planning. 

Figure 1. Credits and Final Grade Report Data View 

Math Focus: Math can be a significant barrier for credit deficient students. In the 2015-16 
school year, Connections released significant changes in the area of math. All Kindergarten 
through Algebra 2 math courses were enhanced for 2015–16 to reflect the targeted learning 
sciences principles of practice, feedback, and student engagement, as well as the analysis of 
Connections math performance improvement research and data analytics. 

These enhancements included the following: 

o	 Reflections engage students in assessing their comfort level with specific skills, rating 
their math confidence, and reflecting on their math practices and study skills. 

o	 Updated project based portfolio assessments are aligned to math practices and provide 
hands-on learning opportunities that include flexibility and choice, real-world 
challenges, collaboration, and application of knowledge in authentic ways. 

o	 Enhanced practice includes instructional support, refined assignments that target skills 
needing additional support for mastery, and encourage metacognitive questioning and 
engagement with next generation assessment type activities. 
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Actionable Feedback: Teacher feedback is one of the most powerful influences on student 
learning and achievement (Hattie and Timperley, 2007).7 However, as noted by Hattie and 
Timperley, the type of feedback and the way it is given can be differentially effective. Guided by 
these research findings, during the 2015-16 school year, NCA teachers increased their efforts to 
provide high quality, timely, and actionable feedback. The new process ensures that teachers 
provide this feedback and that students and Learning Coaches are aware of the feedback. At the 
start of the school year, students and Learning Coaches began receiving automatic WebMail 
notifications that feedback was provided by the teacher, indicating the specific assignments and 
assessments that contain the feedback. Through a technology-powered feedback loop in 
Connexus, students receive consistent, timely, tangible, and actionable feedback to guide and 
impact their learning. In a Connections Education survey conducted in March 2016 of student 
and Learning Coach response to the new feedback notification system, results indicated the 
following: 

o	 98% indicated that they have received feedback notification messages 

o	 97% indicated that they found feedback notification helpful in keeping them informed 
about their student’s learning (82% very helpful; 15% somewhat helpful) 

o	 92% indicated that the feedback notification was helpful in keeping their student informed 
about their learning. 

It is expected that both the math enhancements and the actionable feedback will improve student 
engagement in their courses and increase the percentage of courses that students complete successfully 
resulting in increased credits earned and a reduction in the number of credit deficient students, as well 
as the severity of students’ deficiencies. In the first semester, the improvements are believed to have 
contributed to the 3% point improvement in successful high school Math course completion rates across 
Connections-supported schools. 

Continued research and formative and summative data analysis will occur at the conclusion of the 2015
2016 school year and into the 2016-2017 school year to confirm these assertions and inform 
instructional and operational practices at NCA. We do anticipate that these curricular and technological 
revisions implemented in 2015-16 will make a positive difference in the second semester course 
completion rates and in NCA’s graduation rate. 

2.6 2015-16 Professional Development 
NCA has also focused its professional development efforts in 2015-16 on engaging faculty in discussions 
directly related to the learning science principles and ensuring student success. Our efforts include 
training on student engagement and mindset as part of a targeted focus on school culture and student 
perceptions related to learning. A learning environment that promotes student engagement is 
characterized by connectedness between students, their teachers, and the school community, as well as 
a growth mindset, personalization, relevance, and the provision of a physically and psychologically safe 
environment. 

7 Hattie and Timperley, (2007). The Power of Feedback: Review of Educational Research. March: 77: 81-112 
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The professional development for 2015-16 focuses on student engagement.  An engaged student is 
invested in his or her learning and—as a result—has a growth mindset, perseverance, and relations that 
support academic success. It's about seeing things in a new way. When people change to a growth 
mindset, they change from a judge-and-be-judged framework to a learn-and-help-learn framework. 
Their commitment is to grow, and growth takes time, effort, and mutual support. Focusing professional 
development efforts on student engagement, mindset, and culture will make a difference for credit 
deficient students who have had many years of failure in their previous educational environment. 

Teacher professional development is critically important in ensuring that the staff is optimally effective 
at teaching in a virtual environment and addressing the Nevada Academic Content Standards in their 
daily instructional practice. Each teacher maintains an ePortfolio in Connexus that includes the dates 
they attended professional learning sessions and their reflection on the session. Professional Learning 
sessions delivered by the Connections Professional Development Team include a post-session activity 
that teachers complete and upload to their ePortfolio. This application activity requires teachers to 
describe how they will apply the information learned during the session to their work with students and 
to improve their instructional practices. The NCA school leadership team can access a teacher’s 
ePortfolio, review what was submitted as evidence of their learning, and provide teachers with 
feedback. The review of teacher artifacts and reflective comments have shown an increase in 
understanding of key concepts such as “knowing your students”.  This is supported by observed teacher 
instructional activities within synchronous instructional sessions and a focus on off-track students.  

The Core Standards for Facilitating Student Learning are: 

x Provide high quality instruction resulting in student learning, 

x Personalize student programs, 

x Monitor student performance and provide timely feedback and intervention, 

x Monitor student participation, 

x Communicate frequently, 

x Document and review all interactions, and 

x Collaborate and develop professionally.  

NCA works with the Connections Professional Development team to coordinate, plan, deliver, and 
continuously support Professional Learning Community activities and other professional learning 
initiatives through a systematic and comprehensive multi-year professional development plan that is 
focused on NCA’s needs. 

Figure 2 lists the professional development programs and initiatives that NCA targeted during the 2015
16 school year that were directly aligned with its goals of increasing student success and graduation 
rate. 
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Figure 2. Professional Development Topics in 2015-16 

Topic 

x 
x 
x 
x 

x 

x 

x 
x 
x 
x 
x 
x 

x 
x 
x 

Students in Distress 
Serving Special Education Students Online 
Monitoring students with attendance, participation, and contacts 
Response to Intervention: Using Intervention Indicators to review, identify, 
and implement interventions 
Assessment Objective Performance Report (AOPR) – real-time data 
showing student mastery of essential skills and standards 
Differentiating learning using resources from the Instructional Support 
database and Shared Content 
Analyzing and making instructional decisions for personalizing instruction 
Planning targeted instruction for groups of students 
Assessing mastery and providing opportunities for practice 
Motivating students to participate 
Encouraging Learning Coach training and participation 
Reviewing best practices for intervening with students in Approaching 
Alarm or Alarm status 
Helping Students Develop Grit and Take Ownership of Their Learning 
Practice > Mastery > Transfer – What Does It Mean? 
Feedback vs. Feedforward Roundtable 

2.7 2015-16 Learning Coach Support 
In addition to this increased focus on student engagement, NCA has recognized the need to provide 
increased support to Learning Coaches and to help increase their engagement and connectedness with 
other Learning Coaches. 

New resources were provided in the 2015-16 school year to assist Learning Coaches in ensuring student 
success. As part of a commitment to the entire family and subsequent research, a three-part family 
support program was created to make the learning experience more engaging and rewarding for 
students, parents, and Learning Coaches.  These Learning Coach Live Lesson sessions are announced in 
the Learning Coach Link, on Learning Coach Central, in the Monthly Newsletter, and on the Learning 
Coach Home Pages. The three-part family support program is described in the below sections: Get 
Started!, Get Coaching!, and Get Connected! 

Additionally, NCA uses Facebook social media channels to connect with enrolled and interested families. 
Facebook is used to support a positive school community and may serve as an alternate, casual, method 
of communication.  There are currently 2,264 people following the NCA Facebook page. The page sees 
interaction such as: 9 average fan likes per post, 11 average fan actions per post, and 769,962 potential 
friend impressions. Parents can also join the school’s closed Facebook groups, in Northern and Southern 
Nevada, to reach out to other families. As of April 2016, more than 200 Nevada families were counted as 
members. 

Club ORANGE is a social club for parents of enrolled students and it provides another online “space” 
where families can connect.  This is not a formal method of communication, but rather an opt-in group 
for parents to meet their peers and interact. Current membership in the Nevada Club ORANGE 
community is 172 families (up from 28 families when the club was first established in 2011). 
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Get Started! 
Our Get Started! program offers both assistance and reassurance by providing extensive information 
about online education. The program helps families prepare for a successful school year through the 
Prepare for Success website, teacher welcome calls, orientation courses for Learning Coaches, in-person 
orientation gatherings, and Learning Coach Success Series, a series of live webinar-style sessions that 
start before the beginning of each school year, and are led by currently-enrolled parents who help 
families prepare for their first days of school. In addition to open Q&A sessions each week, five different 
topics are addressed: Virtual School Basics, Roles and What to Expect, Schedules and Routines, Getting 
Acquainted with Connexus, and Tips and Tricks for Success. The website is provided at: 
http://www.connectionsacademy.com/learn-more/events/online-orientation 

Get Coaching! 
The Get Coaching! program is dedicated to helping Learning Coaches understand their role, providing 
them with easy access to resources, and ensuring that they are equipped with the tools and strategies 
needed to motivate and assist their students. Also, Connections provides additional training and support 
for parents. 

Learning Coaches will complete an online orientation designed to familiarize them with the important 
role they play in supporting their student as a learner. We also support Learning Coaches through: 

x	 Learning Coach Central – A convenient one-stop-shop site with access to social networking 
opportunities, information, and multiple resources to assist Learning Coaches in their role and 
providing instructional support to their student. 

x	 Learning Coach Link – An online monthly communication sent to Learning Coaches with articles on 
instructional best practices and topics relevant to their families, Connexus updates, tips and 
strategies supporting students, announcements and reminders. NCA reaches out to Learning 
Coaches through increased social media, increased communication via message boards, and student 
outreach activities at school events to share this information. 

x	 National Learning Coach Resource Sessions – These online, LiveLesson sessions are designed to 
assist Learning Coaches with an understanding of their role and responsibilities, and provide 
strategies for working with and supporting their student. All Learning Coach sessions are recorded 
and available in the Virtual Library for Learning Coaches to view if they are not able to attend the 
session live. They are announced on LC Link, LC Central, and LC Home Pages. Topics of specific 
interest are also shared via direct communication to families from counselors and advisors. 

A wide range of topics are offered. Examples of sessions that support Learning Coaches of high 
school students include: 

o	 College Applications and Your Student: What to Expect and How to Help! 
o	 Understanding Financial Aid and the Importance of Completing the FAFSA 
o	 How You Can Help Your Student Become College and Career Ready! 
o	 Embracing Struggle through a Growth  Mindset 
o	 The Adolescent Brain 
o	 Nurturing Student Motivation 
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Get Connected! 
The Get Connected! program was developed to assist students and parents who are interested in 
finding opportunities to connect with other school families. In addition to in-person field trips and online 
clubs and activities, this program offers socialization tips for online school families, increased 
opportunities for students to interact online with classmates and teachers, and in some areas, private 
Facebook groups where parents and Learning Coaches can “meet” to arrange study groups and other 
informal gatherings. 

3. 2016-17 School Improvement Plan 
The plan for the 2016-17 school year will be based upon the changes implemented during the 2015-16 
school year with increased efforts on the areas of improved graduation rate and academic success, and 
the results of these efforts. In addition, the following additional improvements will be implemented. 

3.1 Internal & External Data Validation 

Internal Data Validation Efforts 
The school registrar, reporting coordinator, and administrative assistants will maintain accurate and 
complete records in Connexus and physical files of withdrawn high school students concerning 
information on their next school of attendance or other educational decision. The school has already 
taken a more pro-active approach to identifying challenging placements and will continue to dedicate 
the resources to doing so. NCA is taking an additional step to locate students who withdraw (formally or 
informally) and, therefore, can potentially negatively impact the school’s current and future four-year 
cohort rate. At the Authority Executive Director’s suggestion, the school will consider working with an 
independent, external contractor to attempt to confirm the subsequent educational settings in which 
students enrolled after withdrawing from NCA. Currently, there are over 200 students who have 
withdrawn from NCA sometime in the past four years that are not confirmed to have transferred to 
another public school, private school, or home school. We will actively target this group and focus 
efforts on locating their current school. 

The school will also increase its scrutiny of students enrolled in the school who are truant and those who 
withdraw or stop attending without providing required evidence that they have withdrawn to another 
program. Specifically, Nevada provides schools with an avenue to penalize students for habitual 
truancy—either in the form of written citation issued to the habitually truant student, or suspension of 
the habitually truant student’s driver’s license. This administrative sanction is pursuant to NEV. REV. STAT. 
ANN. § 392.148 (2016). This has not been used in the past but plans are in place for the 2016-17 school 
year. Parents will be clearly notified upon enrollment that this will be pursued if students are habitually 
truant. This is a mechanism for keeping students engaged and for providing proper incentive to students 
not remaining engaged to promptly share with the school to what high school program they are 
transferring. This would minimize “lost” students being counted as dropouts; given the proper 
information, they could be counted as transfers out, therefore raising NCA’s graduation rate. 
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As referenced, the school will also carefully review all records to ensure, for example, that any student 
who qualified for a certificate of attendance or who transferred to an adult education program was not 
incorrectly coded as a dropout (pursuant to NEV. ADMIN. CODE § 389.699(3) (2015) – and to ensure the 
same for transfers out-of-state, to private schools, to homeschooling, etc. Data is provided in Appendix 
B. 

Notification will be provided to families and parents when they enroll that this process will be followed – 
it will be on everyone’s home pages – so that they are fully informed on the consequences of not filling 
out the withdrawal form. 

External Data Validation Efforts 
NCA will conduct an external validation study for the Class of 2017 as it did for the Class of 2015 and the 
Class of 2016 if the Authority finds it necessary. If it does, NCA will pursue the same process for 
identifying and working with a third party. 

3.2 Freshman Focus/Senior Success 
The use of a freshman specific initiative was piloted in other schools supported by Connections during 
the 2015-16 school year and resulted in a positive difference in 9th grade promotion rates between 
schools. As a result, Connections is building a universal course entitled Freshman Focus for the 2016-17 
school year which will be implemented at NCA. The new freshman focus course will orient students to 
resources available to them, introduce strategies for success in high school course-level work, 
emphasize the importance of academic integrity and producing authentic work, and build college and 
career readiness. 

Based on the initial positive results of the Freshman Focus Course, a course that addresses needs 
specific to seniors, Senior Success, will also be offered as a formal part of the program beginning in 
2016-17. The NCA Board and school leadership team are very excited about the Freshman Focus course, 
and the upcoming Senior Success course, and anticipate that both of these approaches will help many 
students achieve success and graduate on-time. 

3.3 Every Student Succeeds Academy Program and
Plan 

In order to increase the school’s efforts to support off-cohort students, NCA is implementing an 
academy approach to address the needs of its off-cohort students. Highlights of this mandatory 
program, to be called the Every Student Succeeds Academy, include: 

“Success” seminars for off-cohort students offered synchronously to highlight successful practices, 
habits, and to help students acclimate to the online environment. Additionally, participation in these 
sessions upon enrollment will set the foundation to encourage accountability and participation in other 
required instructional sessions. 
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x Regularly required attendance at virtual or face-to-face synchronous instructional sessions. The 
frequency, format, and content will be tailored to student needs and tied to academic 
outcomes. By requiring attendance, we are still providing the flexibility that a fully virtual model 
provides while still adding a level of accountability. 

x Dedicated instructional, administrative, counseling and advisory staff. Staff that are involved in 
this program will be selected based on their prior success in engaging with this population and 
will focus all of their efforts on increasing these students’ success under the watch of school 
administration. 

x Lower staff/student ratios. This will further establish accountability, provide support, and ensure 
that students are in constant contact with the school. As students complete credit recovery 
courses, it is critical that they are then placed into additional courses to maintain progress 
towards exiting Group 2 or Group 3 and graduating on time. 

To assist the school, an internal Data View field will be added to the Cohort Information Data View and a 
required timeline. Additionally, the proprietary Connections IssueAware system is used to monitor 
students, track staff accountability, and document progress. For 100% of students who have a current 
final grade of 11th or 12th and are off-cohort (student does not have adequate credits to be in the 
grade they should be), NCA will outline a plan in their Cohort Information Data View that details 
efforts to rejoin their correct grade level or graduate on time within the first 45 of days of school or 30 
days of enrollment for late enrollees. Overall progress will be tracked through a calculated field in 
Connexus that monitors whether a student is currently predicted to graduate on time, and students 
who are “off cohort” will have progress in their courses and other programming tracked weekly. 
Another benefit of NCA’s program is the ability to adapt programming quickly to match student needs 
and modifications to programming, supports, and interventions will be made as needed. 

3.4 Curricular Changes 


GradPoint 
Based upon the success of the GradPoint Pilot in 2015-16, it will be expanded and all credit deficient 
students will be placed into the appropriate courses to recover needed credits and to move closer to an 
on-time graduation.  The targeted, user-centered approach of GradPoint is especially beneficial for 
transient populations—many of whom have been out of school, are disengaged, and have been 
unsuccessful in their first attempt at assigned coursework. 

Additional Math Instructional Resources 
An additional resource in Math has been added into the intervention resource library for 2016-17. Think 
Through Math helps students develop higher order thinking and problem-solving skills, preparing them 
for success on state exams, as well as a smooth transition to college or a career. Think Through Math 
includes instructional support for students in Algebra I, Geometry, and Algebra II, along with 
foundational math skills, and allows teachers to create customized learning pathways for students based 
on their individual needs. This additional resource helps motivate students using contests, points, 
avatars, and games. A pilot was held in other schools supported by Connections and results were very 
positive and it is expected to result in similar positive outcomes for NCA in 2016-17. 
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Automatic Feedback 
The 2016 plan is to build on the success of the Automatic Feedback feature that was new in 2015. NCA is 
committed to ensuring that parents and students are fully informed of this feature and how to employ it 
for student success in the 2016-17 school year by including in webmail messages, welcome calls, and 
training to parents. This new feature provided an automatic alert that went to both students and 
Learning Coaches when a teacher left feedback for a student. To support this increased visibility of 
feedback, teachers ensure that feedback on student work is targeted, meaningful, and includes 
suggestions for improvement.  Teachers received specific training on providing effective, actionable 
feedback to students (ex. Session 103: Why Do Students Need Feedback?; Session 205: Feedback vs. 
Feedforward Round Table; and Session 302: The Power of Feedback). A recent survey of Learning 
Coaches indicated that 97% of Learning Coaches found the notifications helpful in keeping them 
informed of their student’s learning. For example, parents stated that:  

x “The feedback helps my student immediately know what he needs to improve on and if he has 
time to correct his mistakes on assignments. It also gives a confidence boost on a job well 
done.”  

x “We really appreciate the feedback notifications! There were times where my daughter 
wouldn't see her teacher's feedback requesting correction via webmail for quite some time, but 
now with the notification, she gets the feedback right away! Very useful upgrade. Thanks!” 

x “I just want to take a moment to thank you. Your positive feedback on assessments and (our 
school’s) multiple choice reflections really have made a difference for my child this year. He was 
having trouble with math last year. I am so thankful for (our school) in general, because it has 
helped my child take his time and become more confident in his abilities.” 

Increased Math Focus 
Math is a continued focus at Connections. Targeted activities and discussions will focus on Math in 
student’s day-to-day lives and a growth mindset toward Math, including increased Math awareness in 
the Connections Speaker Series, Fireside Chats, and Student Clubs and Activities experiences. New 
student experience opportunities included RobotC, in which students are able to program Lego® 
Mindstorms® robots virtually, and the James Webb Space Telescope Project, which provided students 
the opportunity to collaborate virtually and create a project which demonstrates understanding and 
information about the James Webb Space Telescope. 

There are additional Math dedicated resources for Learning Coaches including resource sessions such as 
Born to Learn – Embracing Struggle through a Growth Mindset and What Was Broken with Math and 
Why Did They Need to Change It?; Learning Coach Link newsletter articles including math tips and 
guides; an article on math reflections; and a Learning Coach book study on the book Old Dogs, New 
Math by Rob Eastaway and Mike Askew. 
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Course and Connexus Enhancements 2016–17 
The curriculum offered to NCA students is updated and enhanced annually. In addition to the updates 
made to address Math performance, accessibility, and feedback and course ratings received through the 
StarTrack lesson rating and feedback system, course enhancements are also focused on school-based 
requests for course unit reranking. Unit reranking requests are in response to a school’s review of the 
content and sequence of a course. While the content is appropriately aligned to state standards, the 
sequence of the units may be better aligned to the school’s school year and timing of state assessments. 
The enhancements for 2016-2017 include the following:  

•	 Unit Reranking – Throughout all Connections schools there were 106 school-based requests for 
unit reranking to optimize alignment of course content and instruction order and pacing to the 
requirements of state testing. NCA requested four additional reranked courses for 2016-17 and 
will then have a total of 14 reranked courses in the 2016-17 course catalog. A course that has 
units reranked enables NCA to cover critical content before state testing dates. 

•	 Interventions from Prior Year – Beginning with 2016-2017 school year, teachers will have 
immediate access to returning student data that indicates whether they were receiving 
intervention support during the prior school year. This access to historical tier code data, within 
Connexus, will allow teachers to quickly identify an appropriate intervention for students and 
provide the student with the type of targeted support that he/she needs at the start of the 
school year. 

•	 Math Performance – Course enhancements focused on Math discourse and students’ oral and 
written communication of math thinking, reasoning, and problem solving. These efforts will be 
evidenced in the reflection, discussion, and portfolio activities, and in the new Time to Talk 
lesson component. 

•	 Accessibility – Enhancement efforts continue to focus on replacing or enhancing legacy content 
and instructional resources to meet the Web Content Accessibility Guidelines (WCAG) 2.0 
standards. This work is primarily focused at the middle and high school level for 2016–17. 

All of these curricular changes are focused on improving student learning, retention, and graduation 
rates. These curricular changes are based upon research and efforts from the 2015-16 school year and 
will make a measurable difference in learning in 2016-17. 

3.5 Professional Development 
NCA is in the midst of defining its 2016-17 Training and Professional Development Plan, which will be as 
substantive and robust as the 2015-16 one described previously.  An additional focus on standardizing 
teacher course expectations and grading practices, as well as implementing “relearning” policies to 
support student academic engagement and success, will be implemented through the training, 
professional learning sessions, and related Professional Learning Community work. It will also focus on 
ensuring the success of the Every Students Succeeds Academy designed for off-cohort students and a 
school-wide focus on graduation rate and tracking students. 

Page 18 

B-97



 

 
   

    
 

   
 

 

 
  

 
 

   
   

 
 

 
  

 
  

 
   

 
 

  

   
 

   
 

   
  

  

   
 

  

  
  

 

Nevada Connections Academy Graduation Rate Improvement Plan 

Professional learning sessions facilitated by the Connections Professional Development team during the 
2016-2017 school year will focus on specific learning themes throughout the year. Whether teachers are 
participating in the 100 (1st year teachers), 200 (2nd year teachers), or 300 (3+ year teachers) series, the 
theme will be the same,  while the session objectives will increase in level of rigor and application based 
on teacher experiences. Themes, based on learning science research, include: student reflection, making 
connections, ownership of learning, effective questioning, feedback, practice/reteaching, and improving 
student outcomes. This thematic approach will allow all teachers to focus, and build on, the same topics 
throughout the year and enable PLCs to delve deeper into how learnings from professional development 
sessions impact teaching practices and student learning. 

In addition to the Professional Learning sessions described above, NCA school leadership can 
recommend or require teachers to participate in any of over 20 additional nationally facilitated 
professional development sessions that support NCA school goals and/or teacher development goals. 
School leadership monitors participation and portfolio completion at least monthly, and provides 
feedback on teacher artifacts. Additionally, observation of teacher instruction includes “look-fors” 
derived from topics covered within PD. NCA will ensure that active participation in internal professional 
development is carefully monitored and that topics are reinforced through regular inclusion in PLC 
meetings and staff meetings, and the rates of participation in professional development will increase 
from 2015-16 to 2016-17. Additional resources which specifically target working with this population 
have been identified and will also be included. 

Teachers at NCA had the following to say about their experiences participating in professional learning 
sessions during the 2015-2016 school year, and how the session will help them to improve their 
instructional practices. 

x I found it extremely helpful to learn about all the different risk factors and to learn how easy they are to 
locate. I will definitely be taking note of these moving forward when interacting with my students. 

x In this PD session, we learned about ways to increase the effectiveness of instructional practices.  We 
learned about Gagne's 9 events of instructions and how to implement them in our virtual environment.  I 
learned some new strategies and ways to really engage students in the LL room by using attention 
grabbing questions, recall, practice, feedback, and retention just to name a few.  Using tools like the poll 
pods, screen shares, breakout rooms, and exit strategy ideas can help assist in pulling students into the 
instruction and helping them to become more active learners. 

x I like this idea of grit and teaching students to appreciate improvement in their work when they have 
taken risks and maybe failed, but then got up and tried again.  I can model that myself as I am in my 
second year teaching in an online environment.  Even though there is still a lot I don't know, I have made 
tremendous progress since last year with the technology. 

x I really want to focus on self-reflection of my own teaching practices and find my strengths and 
weaknesses. This will help me to improve as a teacher and also help my students with their own self-
reflection process. 

x I think this session was a good reminder for me that my high-end students need better feedback than what 
I am providing them. I do a good job of providing detailed feedback for my struggling-learners, but I think I 
rely on praise too much with the other end of the spectrum. I will spend more time challenging them and 
encouraging them to go beyond, dig deeper, etc. and provide that in my feedback to them. 
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Efforts to assess the impact of professional development efforts are underway.  There are several layers 
of such assessment:  Design, Implementation, and Impact.  Teacher responses on an annual employee 
satisfaction survey indicate progress in design and implementation – staff positive responses to 7 
professional development related questions increased an average of 3.2% points, and teacher 
participation in PLCs increased to 100% from 97% last year.  Assessment of impact is a work in progress. 

3.6 Board Governance Training 
The NCA Board is committed to the success of the school.  This is demonstrated in their high 
participation during regular and special Board meetings.  The NCA Board meets regularly nine (9) times 
throughout the school year and calls additional meetings as needed.  The Principal reviews performance 
data and trends with the Board during each meeting, which Board members discuss and make 
recommendations as appropriate.  The Board is focused on strategic planning and increasing the 
graduation rate at NCA.  An external consultant will be engaged to collaboratively work with the Board 
on strategic planning and implementation for the 2016-2017 school year and subsequent years.  The 
Board will continue to work closely with the Authority to evaluate effectiveness of the improvement 
strategies and also seek input from external experts in this area.

 The NCA Board routinely participates and is committed to Board governance training opportunities 
throughout the school year, including conferences provided by the National Association of Charter 
School Authorizers (NACSA), Charter School Association of Nevada (CSAN), National School Boards 
Association (NSBA), International Association for K-12 Online Learning (iNACOL), National Alliance for 
Public Charter School (NAPCS) as well as a Board Academy provided by their Education Management 
Organization (EMO).  In addition, materials from previous trainings are made available to all Board 
members within their online Virtual Library. Also within this Virtual Library, Board members have access 
to review all governance documents for the school including but not limited to, Bylaws, Charter 
Agreement and materials from all previous Board meetings.  All core foundational documents are 
reviewed regularly and revised as necessary. 

The Board will be actively monitoring the graduation rate and progress and effectiveness of the 
strategies outlined in this Plan through monthly reports from the school leader detailing the progress 
made with the strategies outlined in the plan.  The Board will be provided detailed updated reports on 
the cohort to evaluate student growth under this Plan. The Board will continue active involvement in 
collaborating with the Authority to ensure the Plan is effective or make necessary adjustments as the 
Board and school leadership work to monitor the success of the strategies outlined. 

3.7 Staff and Placement Decisions 
The students in the Every Student Succeeds Academy will be taught by a select group of staff who will 
serve as their teachers and “graduation coaches.” This approach is being piloted now with students in 
Groups 2 and Group 3 of the current year’s cohort, and it allows teachers the opportunity to work with a 
small group of students who they “own.” The number of students assigned to each staff member is 
purposely kept low (less than 10) so the appropriate amount of regular contact and support can be 
given.  
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The staff of the Every Student Succeeds Academy (ESSA) will be comprised of teachers who are 
passionate about and dedicated to working with the population of credit deficient students who often 
also are also faced with non-academic challenges which further impede their progress towards 
graduation. By combining high quality, targeted instruction delivered by experienced and caring 
educators with the appropriate social and emotional supports provided by counselors and advisors, NCA 
is confident that this will truly be a program in which every student will succeed. 

The selection of staff members who understand and embrace the importance of this work is only one 
step in the overall process. Staff members will be evaluated regularly on outcomes related directly to 
student success and engagement, and will be held accountable by school administration through the use 
of tangible, relevant student data. The frequency and quality of contacts with students and the efficacy 
of instructional practices will be judged on student outcomes. 

3.8 Face-to-Face Support 
NCA is committed to ensuring that students are successful by creating additional face-to-face 
opportunities in the 2016-17 school year dedicated to credit-deficient students. Currently, there are 
field trips and state testing opportunities for face-to-face interaction and many students take advantage 
of these opportunities. NCA knows that these opportunities provide valuable time for students and 
teachers to generate a relationship and discussion about coursework and school.  It is also an 
opportunity to develop the success strategies needed to be successful in an online school. 

NCA plans to increase these opportunities and pilot an additional series of face-to-face tutoring and 
intervention opportunities in Clark and Washoe Counties. NCA will use venues already selected for state 
testing, and will target additional opportunities based on student location, need, and scheduling 
preferences. Sessions will be focused on targeted academic support. Results will be carefully monitored 
and if it’s determined that these pilots yield significant results, NCA will work to reprioritize its budget to 
expand this effort in future years with more sessions and a wider geographic reach. 

3.9 2016-17 Learning Coach Support 
Learning Coach support and training was increased in the 2015-16 school year as outlined previously.  
However, it is also evident that many of our older high school students have challenging home situations 
with limited Learning Coach involvement. The school remains committed to increasing Learning Coach 
involvement through social media, face-to- face events, training, and other individualized supports. In an 
effort to improve awareness of these sessions to NCA families, including families with limited Learning 
Coach involvement, NCA is committed to promoting the availability of these support sessions to families 
for the 2016-17 school year. For example, notifications from the school will be sent by the school leader 
to invite and encourage participation by families. In addition, the 2016-17 plans include sending the links 
to recorded sessions to families via the School Counselor or other school leader when it is evident that 
additional support is needed from a Learning Coach and staff believes that additional training will help 
increase the expertise of the Learning Coach to more successfully monitor progress and provide support. 
Counselors also work with Learning Coaches and families to identify and utilize community-based 
resources to address the many unique situations and challenges presented by this population of 
students. 
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4. 2017- 18 and Beyond 
Future plans will be developed during the Board’s strategic planning session during the summer of 2016 
and will be focused on achieving a cohort graduation rate of 60% and ultimately higher. Some ideas 
under consideration are 1) providing drop-in centers where students who need face-to-face interaction 
with a teacher in reading or mathematics could receive this support; 2) enhancing curriculum to provide 
teachers even more flexibility to personalize courses for students; 3) providing specific professional 
development for teachers and counselors to increase student engagement; and 4) being increasingly 
persistent with and continuing our deliberate and focused efforts working with credit deficient students. 

NCA, in partnership with Connections, has begun the multi-year improvement effort to  increase four-
year cohort graduation rates, and recognizes that because 9th grade drop-outs have a significant impact 
on graduation rates four years later, the greatest effect of these multi-year efforts will be seen in the 
graduation rates for 2020 and beyond. Like the specifics of the plan presented in this document for the 
coming year, this multi-year improvement effort addresses a number of basic issues, but with steps that 
take longer to realize. 

1.	 Onboarding: Work to ensure that the students who enroll in the high school program fully 
understand and are prepared to take full advantage of what it offers. The high school program is 
a rigorous college preparatory program and students often say they initially struggle to rise to 
the expectations of the curriculum. In addition, full-time online school, while tremendously 
advantageous for many students trying to adapt their high school experience to their personal 
needs, does require a level of commitment and discipline to learning a new approach. While 
NCA is a public school and cannot turn away students who apply, it will continue to make efforts 
to improve its outreach programs to ensure that students and Learning Coaches are prepared 
for the rigor and expectations of being a virtual school student. 

2.	 Connexus®, the Education Management System, Rebuild:  Connexus, the software and 
technology platform on which the program is served, is in the middle of significant improvement 
which is expected to be implemented in the 2018-19 school year. It is anticipated the new 
platform will allow students who are thinking about enrolling to more directly experience the 
program. We anticipate that students can be offered trial courses that will give them a better 
sense of what to expect, and perhaps a legislative or regulatory solution can be found to require 
successful completion of an orientation or trial course as an enrollment prerequisite. See 
additional policy recommendations in Appendix D. 

3.	 Support-Engage-Intervene-Escalate: Work to ensure that students, once enrolled in the high 
school program, are fully engaged in the program. Students who experience success and gain 
momentum in their course of study (e.g., completing requirements in a timely and gratifying 
way) are more likely to engage, succeed, and graduate on time. Conversely, research shows that 
overage 9th graders, 9th graders who attend more than one school, and/or 9th graders not 
earning credits on a pace that would lead to on-time graduation are at highest risk for dropping 
out. NCA will make fuller use of this information and student-specific data related to it to design 
support, engagement, intervention, and escalation activities. While the school has made and 
continues to make substantial efforts in this area, future activities may include: 

a.	 More Robust Freshman Academy Approach: Building on the Freshman Focus effort in 
2016-17, efforts will be furthered to organize teachers across disciplines and around 
students to help ease the transition to high school and develop the behaviors and habits 
that will help them successfully complete high school. 
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b.	 More targeted information. Again, building on 2015-16 and 2016-17 efforts, 
information made available to teachers and other school staff will be further refined to 
enhance their efforts to support, engage, intervene, and escalate.  The new Connexus 
will provide additional improvements to the teacher dashboard, including more 
automated integration of information about student engagement and success with their 
curricular and instructional resources. Simple things like the system’s ability to monitor 
when the student is typically active in the system and where the student seems to be 
getting stuck will help teachers better time and frame their efforts to reach out to 
support and intervene. 

c.	 Social Platform Integration: Today’s students communicate on social media platforms 
and Connections does not currently offer NCA a robust and secure platform for 
communicating with students that mimics the style and availability of social platforms. 
It is anticipated future improvements to Connections’ education management system 
(Connexus) will support better use of such tools, as well as the potential to more easily 
automate messages that research has shown will help many students engage, such as 
automated reminders to complete an assignment or messages of encouragement.  In an 
upcoming update to Connexus, Connections is intending to build a chat feature to 
enable students to collaborate with each other more organically.  The updates will 
include blogs and wikis that students can create and write. Also, the updated system will 
allow for project based learning, which allows students and teachers to work 
collaboratively. Badges can be awarded for progress in the system by their teacher 

NCA’s Connexus Education Management System provides an internal “closed” email 
system for students, parents and teachers to connect. The school community also 
leverages message boards to interact. Although this is not “social media” it does offer a 
closed online environment for communication. Future versions of Connexus are 
expected to include chat functionality in addition to email and message boards. Other 
enhancements to Connexus will be announced. 

d.	 Integration of Additional and External Supports: Many students have non-academic 
challenges that interfere with their ability to be successful. It takes time to identify and 
make available physical-world supports for students and/or to build partnerships with 
programs that might help them be better prepared to be successful in school. NCA is 
piloting some efforts in 2016-17, and the results will inform its exploration of a range of 
options for future school years, including mandating face-to-face instructional time for 
particular behavioral or academic issues that have been shown to respond to that 
intervention, as well as deeper partnerships with social welfare related agencies to help 
students address family situations, chemical addiction, mental health concerns, and 
other issues that might be interfering with their ability to be successful in school. 

4.	 Increase Curricular and Instructional Offerings: Continue to work to strengthen and broaden 
the curricular and instructional offerings of the high school program to better address the 
academic and non-academic needs and interests of its students. On a continuing basis, NCA will 
evaluate the effectiveness of its strategies identified to increase the graduation rate and adjust 
those strategies in collaboration with the Authority. 
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a.	 While NCA continues to strengthen and increase the breadth and quality of its program 
(Career and Technical Education and GradPoint credit recovery offerings being recent 
examples), there is more to do. CTE courses that are offered are based on student 
interest and demand, and include courses that focus on the following general career 
areas: health and medicine, general business, and computer programming.  Connections 
will continue to work to find and/or develop the best curricular resources to address the 
needs of students, and to improve the level of student engagement and the quality of 
accessibility and various pathways to success that are built into its existing curricular 
resources. This is a multi-year effort spanning hundreds of course offerings, but it is 
expected that the roll-out of the new Connexus platform in the 2018-19 school year will 
significantly accelerate the benefits to students and their learning. 

b.	 While training, professional development, and teacher participation in Professional 
Learning Communities (PLCs) have been underway for some time, the development of 
teacher beliefs and practices takes time. NCA will continue to develop and refine shared 
practices for basic practices like student grading to maximize academic integrity without 
unwittingly alienating or disengaging students. Experience in other schools supported by 
Connections has shown that full implementation of a relearning policy takes several 
years but can substantially improve the rate of successful course completion by students 
without undermining academic integrity. 

5.	 Increased Data Integrity: Work to strengthen NCA’s ability to track and properly record where 
students withdraw to when they leave without graduating. As previously noted, the ability of 
students to quickly and easily access NCA when they have a problem to solve (e.g., enroll 
because of an insurmountable transportation problem) also makes it easy for students to leave 
easily and without adequate notice. One student counted as a dropout in 2015 had been 
enrolled in the school for two weeks several years earlier, and was counted as a dropout largely 
because the school could not find out where the student went and report that back to Nevada.  
Similarly, 14 students who dropped out in 2015 were reported by the National Student 
Clearinghouse to be enrolled in two- or four-year colleges or universities in the fall of 2015. NCA 
and its board will continue to strengthen their database management to track withdrawals, and 
its ability to research the whereabouts of students who withdraw and do not adequately report 
their next steps. NCA will also work with regulators to try and strengthen definitions and 
technical capabilities around the effort to help ensure, for example, that students enrolled in a 
legitimate Adult Education option are not counted as non-graduates as they currently are, and 
that NCA has sufficient access to the data sources maintained by Nevada to “look for” students 
who have withdrawn without fully reporting their next steps. 
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5. Conclusion 
A school’s graduation rate is one of many important school performance measures. NCA wants every 
student who enrolls to graduate with a Nevada high school diploma. The NCA Board and school 
leadership team recognize that NCA’s four-year graduation rate, using the federal cohort methodology, 
is not at the desired level. NCA is effectively serving a significant population of credit deficient students 
and understands that under the current method of calculation this has an adverse effect on its 
graduation rate, reflecting on the students’ experience before enrolling in NCA.  NCA is committed to re
engaging these students and graduating them career and college ready. We want higher achievement 
and as can be seen in the steps outlined in this plan are committed to making it a reality. There is some 
context around the graduation rate that we have explained in this plan that will also be backed up 
through the third party validation process. Ultimately, we recognize the concern about the current 
graduation rate and are working to improve it. Like any organization with a plan for improvement, we 
need time to faithfully implement improvements, evaluate their efficacy, address any implementation 
concerns, and address any unintended consequences. We are confident that students will be served 
well and the graduation rate will improve through an open and collaborative dialogue with the school 
and the Authority. We also are confident that the many factors that impact graduation will become 
apparent through this process. 
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Appendix A
	

History and Accomplishments 


A.1 Overview
	
There are many areas in which Nevada Connections Academy (NCA) has made great gains.  This 
section will highlight these achievements.  

Students benefit from a top-quality curriculum that meets all Nevada Academic Content Standards 
(Common Core State Standards). Each student has a Personalized Learning Plan and one or more 
highly qualified Nevada-credentialed teachers working with expert curriculum specialists to tailor the 
curriculum to meet that student’s individual learning needs. 

NCA is a virtual learning community that connects students, teachers, and families through unique 
technology tools as well as synchronous instruction and one-on-one interaction. Students and their 
families receive sophisticated support for their curriculum, technology, special education, and digital 
learning platform needs. Students and families use an educational management system that combines 
learning management, student information, and content management systems. This allows students 
and families to maintain a focus on achievement. 

As a result of its effective and innovative educational approach, NCA is accredited by the Northwest 
Accreditation Commission (NWAC), an accrediting division of AdvancED. 

One of the most significant benefits the school provides is being able to serve students who are 
underserved or not being served within the larger community. Students benefit from instruction that is 
individualized, personalized, and flexible. NCA is tailor-made for a diverse array of students who benefit 
from a quality alternative to the traditional brick-and-mortar classroom.  These include: 

x Students whose families seek direct involvement in their education, 

x Students who are medically homebound due to illness or disability, 

x Exceptional students who are far ahead of or far behind their peers in school, 

x Students pursuing artistic or athletic careers, 

x Students who require a flexible school schedule, 

x Students in group homes or institutions, 

x Students who have been bullied, and 

x Students at risk of academic failure, who may particularly benefit from intensive, personalized 
instruction.  
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The Board of Directors partners with Connections Education, a leading virtual school provider for 
curriculum, technology, and school support services including: 

x Curriculum, 

x Curriculum support personnel, 

x Connexus®, a comprehensive Educational Management System (EMS), 

x Professional development, 

x Student, parent, and teacher technical assistance, and 

x Additional consulting and support. 

In the 2015–2016 school year, Connections is supporting 30 virtual public schools in 26 states, serving 
over 65,000 students. Connections is accredited by AdvancED1 and was re-accredited in June of 2015. 
With the overall scores exceeding AdvancEd’s average score for all of the schools and corporations they 
accredit, AdvancED reviewers noted that “Connections Education’s quality assurance processes and 
data-driven culture leads to systemic, systematic, and sustainable continuous improvement.” 

The ultimate focus of this “high-tech, high-interaction” instructional model is student achievement. 
Students master the core subjects of reading/language arts, mathematics, science, and social studies 
through a challenging curriculum that meets Nevada Academic Content Standards (Common Core State 
Standards).  

The developmentally appropriate curriculum increases its integration of technology as students advance 
through the grades. Each Connections course includes active learning elements, including online and/or 
offline activities that address diverse learning styles and preferences, ranging from textual, visual, 
auditory, and/or hands-on.  

Connections’ courses include 1,800 Teachlet® proprietary instructional movies and more than 1,000 
primary source and instructional videos. Integrated “i-text” electronic textbooks are licensed from a 
variety of leading publishers including Pearson � , Perfection Learning, and others, while non-proprietary 
technology-based content is licensed from “best-of-breed” providers such as Grolier Online™, Houghton 
Mifflin Harcourt, and Discovery Education. � The instructional design includes interactive LiveLesson � 

sessions and threaded discussions. 

The highly trained and experienced teachers are integral to student and school success. Highly qualified, 
Nevada-credentialed teachers are a key part of the program. Teachers are in regular contact with 
students via WebMail (Connections’ proprietary, closed-system email program), telephone, LiveLesson® 
sessions, discussion boards, message boards, and other channels. Teachers instruct, motivate, monitor 
and evaluate student progress, personalize the curriculum, intervene as needed to ensure student 
success, lead field trips, and clarify the curriculum for the students. 

1 Accreditation agency serving 32,000 public and private schools and districts http://www.advanc-ed.org/ 
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NCA provides integral tools to help teachers ensure students are successful including ongoing and 
comprehensive professional development in online learning pedagogy, curriculum with a focus on 
Common Core instructional shifts, data-driven instructional decisions, and Connections’ own Core 
Competencies for Facilitating Student Learning. Additional Nevada- focused professional learning events 
are also offered throughout the year. 

NCA integrates school, community, and home. A Learning Coach (a parent or guardian) may work with 
the student to ensure successful engagement in the program by providing motivation, collaboration, 
scheduling, and record keeping. Other links between home, school, and the community are created via 
both asynchronous and synchronous online activities. In addition, school staff members or Community 
Coordinators facilitate enriching in-person community activities and field trips to round out the 
comprehensive learning experience. 

Students also have access to more than 25 clubs and activities that encourage students to explore 
interests beyond the classroom, develop leadership skills, and make friends within their school and with 
students from other schools supported by Connections. The school has also established chapters of the 
National Honor Society and National Junior Honor Society, providing students with additional 
opportunities for developing social, leadership, and community involvement skills. 

A.2 History 
NCA was launched in the fall of 2007 to provide a complete virtual school program to Nevada public 
school students. NCA has worked hard to fulfill its mission and original charter goals. NCA has 
experienced significant growth during the term of the charter, which speaks to the demand for this 
option, and also to NCA’s overall success in fulfilling the mission and vision described in the charter. 

The school was originally chartered by the Nevada State Board of Education. The charter was renewed 
unanimously in 2013 by the State Public Charter School Authority. It was supported for renewal by then 
SPCSA Director Dr. Steve Canaverro. In Dr. Canavero's words, at the charter renewal hearing in 2013, the 
school was a success.  It appears that at that time the Authority recognized the school was effectively 
serving its students, perhaps giving careful consideration to the challenges faced in serving a mobile 
population. There have been minor amendments over the years such as charter facility relocation, 
grades offered, and Governing Board by-laws. Overall the school is still focused on its mission: to help 
each student maximize his or her potential and meet the highest performance standards through a 
uniquely individualized learning program. 

The last official communication from the State Public Charter School Authority stated that Nevada 
Connections Academy was in “Good Standing” for its performance in 2013-14. 
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Enrollment and Demographics 
Since opening, the school has drawn students from throughout Nevada. NCA has experienced a steady 
increase in enrollment almost every year. NCA now serves slightly over 3200 students in grades K-12. 
Figure 1 demonstrates the growth trends since its inception. 
Figure 1. Enrollment Growth 

School Year Count Day Enrollment 
2015-16 2,702* 
2014-15 2,593 
2013-14 1,945 
2012-13 1,599 
2011-12 1,715 
2010-11 1,563 
2009-10 1,322 
2008-09 873 
2007-08 420 

* As of the 2015-16 school year, enrollment is not reported as a Count Day.  The number reported is the enrollment 
as of September 30, 2015 and will be reported four times throughout the year. At the time of this report, NCA is 
serving over 3,000 students. 

NCA serves a diverse population. Figure 2 provides information on the composition of the student body 
in January 2016.  

Figure 2. Student Body Composition of NCA –January 2016 
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The students are currently 46% male and 54% female. Figure 3 illustrates the grade distribution as of 
January 2016. Students in 9th and 10th grades represent the largest percentage of students. 

Figure 3. Grade Distribution as of January 2016 

As of January 2016, approximately 41% of the students served are socioeconomically disadvantaged, 
measured by family income eligibility meeting federal guidelines for free or reduced lunch. 

NCA also serves special populations through Individual Educational Plans (IEP), Section 504 plans, and 
gifted programs. The Special Education/504 population is approximately 12% of the total student 
population. The Gifted population is approximately 3% of the total student population. 

Parent Satisfaction 
NCA has consistently received high ratings on annual parent surveys. Parents are surveyed annually; 
the results are compiled by an independent third-party research firm, and presented to the school staff 
and Governing Board. Parent surveys provide quantifiable data by which the school leadership can 
work towards improving various aspects of the school. Over the past several years, the percent of 
parents who have responded to the survey has varied from 35% to 50%. Therefore, these results are 
considered reflective of the overall experience of the NCA families. More detailed results from parent 
surveys are included in annual reports to the Governing Board and are always available upon request. 

Figure 4. Parent Satisfaction Survey Results for NCA for 2014-2015 
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The following testimonials are from NCA students and their parents. The testimonials were unsolicited 
and represent a sample of the kudos that the teachers and school receive on an ongoing basis. 

x	 My son LOVES you! We love NCA and will be moving our other child here because NCA "has it 
together!" We love NCA because of the teacher interactions. 

x	 I am very happy with Melissa Pugh. She has really helped my daughter and she has brought her 
grades up. I would like to say Thank You.2 

x	 Our family is new to NCA but so far we are having a positive experience. I find all of my questions 
and concerns are addressed in a timely and thorough fashion. We are very excited to start in a 
few days! 

x	 Tiffany Grant has done great work with my son. Thank you. 

x	 Thank you very much Ms. Lapidus. I’m so grateful. I have been working hard on this for at least 
three days. 

x	 Fantastic. Way better than traditional institutions for numerous reasons. Love the brand new 
UPS'd textbooks, too!!!! Yet another plus! Thanks for accommodating to 2015! 

x	 Over all this is a great school. Love the set up and everything. 

x	 Ms. Murphy, You are our favorite teacher and the best thing about NCA. You are always in 
contact and it is so appreciated. 

A.3 Accomplishments 
Academic and Educational Achievements 
x	 In 2014-2015, NCA’s composite ACT and SAT score averages were higher than both the state and 

national average scores. 

x	 The class of 2015 valedictorian was awarded a prestigious U.S. Army pre-med/medical school 
combined program scholarship. 

x	 The 119 graduates in the class of 2015 earned a total of $562,065 in scholarship money. 

x	 Two 8th grade students both won 1st place at the Western Nevada Regional Science Fair. 

x	 Students who graduated from NCA in 2015 were accepted at colleges such as: 

o	 Antioch University McGregor o Seattle Pacific University 
o	 Arizona State University o Southern Oregon University 
o	 Arkansas State University o St. Mary's College of California 
o	 Art Institute of Las Vegas o Suffolk University 
o	 Art Institute of Portland o University of Hawaii at Manoa 
o	 Berea College o University of Idaho 
o	 Biola University o University of Mobile 
o	 Brigham Young University-Idaho o University of Nevada: Las Vegas 
o	 California Institute of the Arts o University of Nevada: Reno 
o	 Central Bible College o University of North Texas 

2 Melissa Pugh is an NCA graduate who went onto graduate from the University of Nevada, Las Vegas. 
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o Chapman University 
o Colorado Christian University 
o Corban University 
o Dominican University 
o Drake University 
o George Fox University 
o Gonzaga University 
o Lake Forest College 
o Nevada State College 
o Northern Arizona University 
o Oregon State University 
o Saint Peter's College 
o Santa Clara University 

Other Achievements 

o University of Oregon 
o University of Portland 
o University of San Diego 
o University of Southern Mississippi 
o University of the Pacific 
o University of Utah 
o Utah State University 
o Utah Valley University 
o Westmont College 
o Whitworth University 
o Willamette University 
o William Jewell College 

x NCA is accredited by the Northwest Accreditation Commission (NWAC), an accrediting division 
of AdvancED. 

x In 2015, an NCA High School Student was national Runner-up for the national Prudential 
Community Spirit Award. 

x 

x 

NCA has ongoing community service programs with the Foodbank of Northern Nevada and 
other regionally recognized agencies. 
A 9th grade student was recently chosen to serve on the global Pearson Student Council and will 
have the opportunity to represent his school and interact with peers from around the world. 

x Our school counseling program presented some of its successes at the recent Nevada 
Association of School Counselors conference. 

x Principal Steve Werlein participated in a business leaders’ roundtable with the presidents of 
three state universities and other educational leaders in 2014. 

x NCA recently hosted a “Read for the Record” event which included participation from US 
Congresswoman Dina Titus (virtually from Washington, DC) and Reno’s Chief of Police. 
Approximately 900 people attended “live” at one of the in-person venues or virtually. 

x NCA hosts career and college fairs in both southern and northern Nevada. This year’s events 
included participation from a variety of public safety, post-secondary, and vocational agencies 
and had record numbers of attendees. 

A.4 Academic Accountability
	
It is important to note that scores may fluctuate from year to year. Student mobility and growth rate are 
important factors in analyzing academic performance. Many students and families choose a virtual 
school program to serve a unique need for a particular period of time, i.e. medical reasons, sports or 
performing arts/acting, family move, bullying, and so forth. Their intent is to solve a family issue and 
enroll in a virtual school for a limited time. As a result, virtual schools experience student turnover both 
during the year as well as from year to year. As such NCA is particularly susceptible to enrollment 
fluctuations and the subsequent impact on academic performance data.  
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Student academic achievement is the highest priority for NCA. Over the last year, NCA has put in place 
several significant interventions and enhancements to ensure that student performance exceeds the 
growth targets, especially among the subgroup populations. These include: 
x Ongoing in-depth assessment and performance data on individual students, which is available to 

teachers and administration in “real time” and used to modify and individualize programming; 
x Targeted , individualized remedial courses for students who are underperforming,  and a wide 

selection of Gifted, Honors, and Advanced Placement (AP) courses for advanced students; 
x Addition of staff who specialize in working with at-risk, credit deficient students in core areas, 

and a literacy specialist dedicated to providing intervention type instruction; 
x Addition of highly qualified and trained teaching staff to teach AP courses; 
x Expansion of existing counseling and support programs to address the diverse and often 

profound social emotional needs of our students; 
x Expansion of teacher-led Professional Learning Communities (PLCs) that establish goals, meet 

regularly, and focus on student data to guide their actions. These are tracked and monitored by 
school leadership; 

x Additional internal and external targeted professional development for teachers in critical areas 
such as mathematics instruction and student engagement; 

x Identification and targeted use of supplemental resources and strategies to support struggling 
students in the areas of literacy, mathematics, and study skills. 

The regular evaluation of the academic performance of students, the use of student performance data 
to drive changes and improvements to the school program, the increasing use of PLC’s, and the 
development of annual goals and plans to increase student academic achievement all demonstrate a 
dedication and focus on student performance. 

The following represents NCA’s most recent performance on state assessments in 2013-14 as the 2014
15 data was not publicly reported.  NCA is proud of its performance on the 11th grade proficiency test. 
NCA significantly exceeded the state performance in Reading and Science and was within 1-2% points 
from the state proficiency average in math and writing. There is still room to improve but NCA’s 
performance on the state proficiency test demonstrates that it is successfully teaching students in the 
key content areas. Figure 5 provides more detailed information on NCA’s performance on state 
assessments. 

NCA receives separate ratings on the School Performance Report for elementary, middle school, and 
high school. Nevada did not compute new ratings for 2014-15, but instead carried over the 2013-14 
ratings. NCA’s middle school rating was 4 out of 5 stars for both 2013-14 and 2012-13, while the 
elementary and high school received a rating of 2 stars in 2013-14. Both the elementary and high school 
fell two points short of receiving a 3 star rating, which both had achieved in 2012-13. 

Page A-8 

B-112



 
 

 

 

 
 

  
 

 

   

   
 

 
 

 

   
   

 
 

   
 

   
   

    
     

   

  

 

Nevada Connections Academy Graduation Rate Improvement Plan 

Figure 5. 2013-14 Reading and Math Scores versus State Average 

For the elementary school, the strongest ratings were for English Language Arts (ELA) for proficiency and 
even stronger performance in growth, receiving 80% of the possible points for ELA growth. The middle 
school had solid performance with all indicators, but also excelled in ELA proficiency and growth, 
earning 80% of the possible points for both measurements. The high school performance was strongest 
in closing achievement gaps, earning 90% of the possible points in this area. All grade spans met the 
minimum testing participation rates and also had very strong performance on Average Daily Attendance. 

A.5 NCA Board of Directors 
Governing Board 
The Governing Board is a knowledgeable, well-educated, and active Board. The Board has 
been successful in maintaining a prominent role in the direction of the school via policy and oversight. 
The Board receives regular reports at Board meetings from the school leadership on all aspects of the 
school’s operations, including budgets, funding, staffing, enrollment, and growth. In addition, the Board 
is apprised of school-wide state test and other assessment results, and the results of the annual parent 
and staff surveys. The Board is therefore able to engage in ongoing evaluation of the school’s 
effectiveness and able to participate in the review and refinement of the school's vision, purpose, and 
goals. School leadership works with school staff and stakeholders to develop specific annual goals. These 
goals are then presented to the Board for final approval prior to implementation. School-specific goals 
align with the Board goals outlined in the charter and mission/vision for the school. The Board has been 
actively engaged in efforts to improve the graduation rate, cognizant of the challenges given the high 
mobility of students and significant credit deficient population.  The Board has shown a commitment to 
both continuous improvement in the high school program and working with the State on policy to 
ensure schools are incentivized —not punished — for serving the most at-risk students who come to 
NCA as a last resort before dropping out. 
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The Board successfully provides oversight by reviewing and approving the school’s policies and 
procedures. All Board members are invited to provide feedback on new programs, such as webinars 
with curriculum experts and designers, and content that will be provided to students including providing 
a designee to participate in an in-depth study of the curriculum to be offered by the school. Board 
members have attended several trainings and conferences to fully understand their roles as Board 
members and maintain their knowledge of charter school governance best practices and trends. These 
trainings include a Connections-hosted all-Board member training in Nevada, as well as the annual 
Board Academy offered by Connections. Board members have also been able to attend conferences 
such as the iNACOL conference, the National Charter School conference, and other training 
opportunities and conferences held by the Nevada Department of Education. The Board has consistently 
maintained all required regulatory parameters of the governing body's membership. The following 
members currently serve on the Board: 

x	 Dr. Jafeth Sanchez, Board President 
Dr. Jafeth Sanchez earned a Ph.D. from the University of Nevada, Reno's College of Education in 
Educational Leadership, with an emphasis on Higher Education Administration. She is an assistant 
professor and focuses on developing high quality school leaders in K12 education. Her research 
agenda is on educational leadership practices, organizational change efforts, diversity initiatives, 
outreach, student resiliency, P16 alignment, and GEAR UP outcomes. She has actively managed and 
attained grant funding as a principal investigator or co-investigator for approximately $1.6 million 
since the fall of 2012. She also serves as a cost-share match for the Nevada State GEAR UP project, 
which has approximately 5,500 students and has served 36 middle and high schools in Nevada; 
GEAR UP is a competitive U.S. Department of Education grant program that increases the number of 
low-income students who are prepared to enter and succeed in postsecondary education by 
providing states and local community-education partnerships with six- to seven-year grants to offer 
support services to high-poverty, middle and high schools. Sanchez previously taught mathematics 
and was awarded Northern Nevada Math Teacher of the Year 2012 by the Northern Nevada Math 
Council. She was also a Bill and Melinda Gates Millennium Scholar and serves as a mentor for its 
current scholars throughout the country. Her passion for educational improvement and access to 
higher education are embedded in all aspects of her work in teaching, research, and service. 

She has been a part of NCA since 2011 and currently serves as President of the Board. 

x	 Dr. Scott Harrington, Board Vice President 
Dr. Scott Harrington is currently the Clinical Supervisor for Mosaic Rehabilitation-Blueprints Division. 
He has been working with people with disabilities since 1990, when he earned his Bachelor's degree 
in Psychology at CSU Long Beach. He earned his Master's degree in Psychology (Behavior Analysis) at 
the University of the Pacific in Stockton, California, and his Doctorate, also in Psychology (Behavior 
Analysis), at the University of Nevada, Reno (UNR). Dr. Harrington has written and directed multiple 
projects to help individuals with disabilities live more independent lives. He is a founder of the first 
elementary charter school in Nevada, Sierra Nevada Academy, and a former middle school 
mathematics teacher. He has presented over 40 papers on data-based interventions to assist 
persons with disabilities, has several publications across multiple areas, and currently teaches at 
UNR. His research interests include inclusion, integrated employment, transition, intrinsic 
motivation, attitudes about disabilities, and interagency collaboration. Dr. Harrington is a Board 
Certified Behavior Analyst (BCBA-D), a member of the Association for Behavior Analysis (ABA), and 
on several advisory boards. 

He has been a Board member since 2010 and currently serves as Vice President of the Board. 
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x	 Kelly McGlynn, Board Treasurer 
Kelly McGlynn graduated from the University of Nevada, Reno, in 1998, with a Bachelor of Science 
degree in Business Administration. She is a Certified Public Accountant with more than 14 years of 
experience in public accounting. Ms. McGlynn is currently president of her own company 
specializing in tax preparation and bookkeeping services. She is a member of the American Institute 
of Certified Public Accountants and a member of the Nevada Society of Certified Public 
Accountants. Ms. McGlynn became involved with Connections in 2011 while searching for an 
alternative to public school for her then eight-year-old daughter. She feels that education is 
extremely important but that all children learn in different ways. She is happy to serve on a Board 
that provides children alternatives to brick-and-mortar schools. 

McGlynn has been on the Board since 2013 and currently serves as Board Treasurer. 

x	 Marisa Delgado, Board Secretary 
Marisa Delgado earned her Master’s degree in Educational Leadership from the University of 
Cincinnati, and currently holds her administrative certification with the state of Nevada. She is 
currently the Math Department Chair at Bishop Gorman High School. Ms. Delgado has spearheaded 
the new 1:1 iPad program at Bishop Gorman High School. Integrating technology into the classroom 
and having students use technology for higher levels of thinking is one of her goals. She also runs 
the senior internship program where she places around 20 high school seniors each year with 
different companies around the Las Vegas Valley, allowing them to get real life work experience 
prior to leaving for college. Ms. Delgado co-chaired the teacher mentor program for new and 
transitioning teachers into Bishop Gorman High School, to assure an easy transition focusing on 
teacher retention. Ms. Delgado is currently the chair of the Teaching and Learning Leadership 
committee for accreditation through WCEA. Ms. Delgado is involved in the student leadership 
program on her campus running the Link Crew freshman orientation where students are greeted by 
upperclassman that she has trained to run small group activities that will prepare students for life in 
high school. Continual education and building a better future for children today motivates her to 
remain engaged in providing new opportunities for children. 

Ms. Delgado has been a part of NCA since 2013 and currently serves as Board Secretary. 

x	 Mindi Dagerman, PE, Board Member 
Mindi Dagerman, PE, earned her Master’s in Business Administration from the University of Nevada 
Reno. She also holds her Professional Engineering License in Mechanical Engineering in Nevada. Ms. 
Dagerman is the Engineering Supervisor/Design at Southwest Gas for the Northern Nevada Division. 
Her department manages new business, replacement, system improvement, and meter set projects 
for natural gas distribution to customers throughout the division. 
Ms. Dagerman is passionate about all children having access to high quality education. She loves to 
see more school choice available for parents and wants to see students find a school program that 
supports their learning style. 

Ms. Dagerman has been on the Board since 2008, and she currently serves as the business sector 
representative on the Board. 
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x	 Tessa Rivera, Board Member 
Tessa Rivera earned her Master of Arts in Educational Counseling from San Jose State University 
following her Bachelor of Arts studies in Communication from San Diego State University. She was 
an AVID (Advancement Via Individual Determination) Program English teacher, Student Advisor, and 
varsity athletic coach in California from 2000 through 2010. Additionally, Mrs. Rivera enjoyed her 
work with San Jose State University as a mentor teacher collaborating with the school’s teacher 
credential program while also employed as a GEAR UP and Upward Bound Pre-College programs 
counselor and test preparation instructor. Currently, Mrs. Rivera serves as the Dean of Students for 
the freshman class, moderator of the Dance Team, and Jewelry Club advisor at Bishop Gorman High 
School all the while diligently pursuing an Ed.D at Northcentral University engaged in researching 
the impact of organizational leadership on new teacher attrition rates throughout the United States. 
Mrs. Rivera’s educational philosophy is dedicated to promoting life-long learning in addition to 
supporting and motivating all students to reach their full potential, specifically utilizing the elements 
of Bishop Gorman High School’s Freshman PRIDE (Prepared for class, Respect for self and others, 
Integrity in Academics, Determination to do well, Effort in all pursuits) Program. 

Mrs. Rivera has been on the Board since 2015. 

x	 Gene Stewart, Board Member 
Gene Stewart is a seasoned business professional and entrepreneur. He received his MSc in 
Comparative Pathology from the University of California, Davis in 1983. He has held positions in 
global marketing with SmithKline Beckman and others commercializing new technologies in 
bioinstrumentation. In 1996, Mr. Stewart launched Knotty Bear Development building and selling 
luxury resort mountain homes. In 2005, he founded a new company, Biophoretics, Inc. focused on 
the research and development of a new automated technology for the discovery of biomarkers. In 
2010, he commercialized Biophoretics for the global distribution, marketing, and sales of high value 
tools for life science research. He has also served on the Board for Center Street Mission helping the 
homeless regain their foothold in life. He believes in the triad of family, education and the desire to 
help every child reach for the sky. 

Mr. Stewart has been on the Board since 2015. 

School Leadership 
Steve Werlein, Principal 
Steve Werlein's career as an educational leader has taken him not only across the geographic 
spectrum of the country, but across the diverse public and private educational landscape as well. 
Mr. Werlein has proven that when given a rigorous and relevant curriculum, high expectations, and 
caring, nurturing adults, all students can find success. 

As a high school world language teacher, he created a home study program for non-native speakers 
of Spanish in Mexico, and an intensive Spanish course for native speakers. While teaching, he was 
also the leader of one of the first one-on-one technology initiatives in the state of Illinois. As a 
school administrator, Mr. Werlein has served as Assistant Principal of a large, urban middle school 
near Chicago where he and his team successfully rebuilt the school culture and created an inclusive, 
positive environment. 
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After leaving this role, Steve assumed his first principalship which entailed leading a vocational 
school for students with severe behavioral challenges. His efforts there led to the creation of a 
unique, blended curriculum which fused practical vocational skills with core academic content and 
led to many students entering skilled trades and other post-secondary options. 

Next, Mr. Werlein was privileged to serve as the Director of Curriculum and Instruction and Principal 
at Henry Ford Academy in Chicago, which is housed in part of the original Sears Headquarters on the 
city's west side. 

Mr. Werlein moved to suburban Austin, Texas where he started a charter high school with 35 
students that has since grown to an exemplary rated, K–12 campus with 1,000 students. 

Throughout his career, he has been passionate about finding creative, engaging ways to hold 
students to high standards and feel connected to their learning communities. 

Education: 

o Bachelor of Arts Degree in international political economy and Spanish from DePaul University 

o Master of Education Degree in secondary teaching and curriculum from DePaul University 

o Certificate of advanced study in school leadership from National Louis University 

o Currently a doctoral candidate at the American College of Education 
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Appendix B 


NCA’s Federal Four-Year Adjusted Cohort 
Graduation Rate (2015) Calculated Under 
NCLB 
Nevada Connections Academy (NCA) is committed to the students it serves. At least weekly, we review 
and analyze data down to the individual student level and use the data to make informed decisions to 
maximize each student’s chance of success. NCA’s 2015 Cohort Graduation Rate identifies a percentage 
of students who did not graduate. NCA leadership is learning from these students and applying lessons 
learned to the graduation improvement plan. However, there are also lessons still to be learned about: 

x How to identify students at risk to not graduate and how to best address risk factors. 

x How schools with higher than average mobility rates are impacted by the current four-year 
cohort method of calculating graduation rate. 

x Factors outside of the school’s control which often lead to students being counted as non-
graduates, even when they continue their education. 

NCA is confident that through its ongoing analysis of data and implementation of targeted, 
individualized programming, its graduation rate will improve. 

B.1 Detailed Look at the 2015 Graduation Cohort 

In an effort to fully understand the challenges that NCA faces relative to the current NCLB four-year 
cohort calculation of the graduation rate and to gain insights on areas to target for improvement, an 
analysis was conducted of the 2015 graduation cohort. The final cohort consisted of 334 students – 119 
graduates and 215 non-graduates - for a four-year cohort graduation rate under NCLB of 35.6%. For the 
entire cohort (334 students), 143 (42.8%) were two or more credits behind when they enrolled; 56 
(16.8%) were more than 6 credits behind when they enrolled. 

When looking at this cohort at the individual student level, some interesting patterns became apparent. 
For the non-graduates in the cohort (215 students), 137 of them (63.7%) were behind two or more 
credits when they enrolled. Figure 1 provides a breakdown of the grade level at which these non-
graduating students enrolled and their level of credit deficiency. 
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Figure 1. Non-Graduates Grade Level Upon Enrollment 

Credit Status 
Non-Graduates’ Grade Level upon Enrollment 

9th grade 10th grade 11th grade 12th grade 
0 – 2 Deficient 30 10 18 20 
2 – 6 Deficient 1 20 24 36 
> 6 Deficient 0 2 22 32 

As the data shows, non-graduates were likely to enroll later in their high school career, thus providing a 
shorter period for NCA to catch them up to graduate in their cohort: 152 or 70.7% of the 215 non-
graduates enrolled in the 3rd or 4th year of high school, and 114 or 75% of these students were two or 
more credits behind when they enrolled. 

Of the students who graduated on time in the 2015 cohort, a much different picture emerges, as 
illustrated in Figure 2. Graduating students tended to enroll earlier and with significantly less credit 
deficiency.  

Figure 2. Graduates Grade level Age Upon Enrollment 

Credit Status 
Graduates’ Grade Level Age upon Enrollment 

9th grade 10th grade 11th grade 12th grade 
0 -2 Deficient 30 17 26 40 
2 – 6 Deficient 0 2 2 2 
> 6 Deficient 0 0 0 0 

Of the students who graduated, 59% enrolled in the 11th or 12th grade, and 6% of them were two or 
more credits behind when they enrolled. 

Another important consideration is the group of students enrolled in an institution of higher education 
but were not counted as graduates for NCA. In this cohort, seven students enrolled in 12th grade, were 
not counted as graduates from NCA, but have enrolled in college. Additionally, eight students enrolled 
as seniors who were expected to graduate on-time with their class but did not graduate. The story 
behind each of the students warrants further analysis. The overall graduation rate improvement plan 
also focuses on maintaining the progress of our students who enroll in the school and should graduate 
on-time with their class. 

B.2 Concentration of Credit Deficient Students 
It is also interesting to view the data for the concentration of students in the graduation cohort that 
arrived at NCA credit deficient. In Figure 3, Credit Deficient is defined as having fewer credits than 
expected at the time of enrollment. For example, a student enrolling at the beginning of 10th grade 
would be expected to have earned 5.0 credits during the student’s freshman year. If a student enrolled 
with less than 5.0 credits, the student would be considered credit deficient. Figure 3 provides this 
information about students enrolling as 10th-12th graders at NCA. 
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Figure 3.  Percentage of Students Enrolling Credit Deficient 
Grade Upon 
Enrollment 

# of Students in 
Cohort 

# Credit Deficient NCA % Credit 
Deficient 

10th grade 51 28 54.9% 
11th grade 92 58 63.0% 
12th grade 130 79 60.8% 

Clearly, the percentage of credit deficient students enrolling at NCA is significant. This includes 60% of 
the students enrolling as 12th graders when NCA only has one year or less to catch the student up for on-
time graduation. NCA is fulfilling a unique niche in serving students who are struggling. 

B.3 Where Did the Non-Graduates Go? 

When hearing the term “non-graduate” it is easy to assume that these students are no longer in school. 
However, that isn’t the case for many of the non-graduates included in the NCLB calculation of the NCA 
2015 cohort. Of the 215 students in the 2015 cohort who are included in the calculation as “non-
graduates” , 146 of them either enrolled for a 5th year of high school or continued their education after 
withdrawing from high school: 

x 63 transferred to an adult education program (and, therefore, would have been excluded from 
the State’s calculation of drop-outs for annual accountability reporting but are still considered 
non-graduates) 

x 59 re-enrolled for a 5th year at NCA. Based on current achievement, it is likely that between 20 
and 25 will graduate by July of 2016, in addition to the 8 already who have graduated. 

x 24 transferred to a GED program (and, therefore, would have been excluded from the State’s 
calculation of drop-outs for annual accountability reporting but are still considered non-
graduates) 

Unfortunately these students while still enrolled in school are counted as non-graduates according to 
the NCLB four-year cohort calculation currently being considered by the Authority.  Appendix D provides 
policy recommendations to address this issue, and NCA is seeking further evaluation of this calculation 
in light of Nevada statutory requirements for annual accountability reports to exclude some of these 
students from the drop-out rate. If a student is not considered in the drop-out rate calculation, they 
should not be considered a non-graduate in the four-year cohort calculation. NCA estimates that if the 
students who entered a GED program and transferred to an adult education program were not 
counted as drop-outs in NCA’s 2015 four-year cohort graduation rate, that rate would be 48.18%. 

If students who enrolled for a 5th year, go into Adult Ed, or entered a GED program are removed from 
the cohort, then the graduation rate for NCA would be 63.3% for 2015. 
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B.4 Lessons from the Data 
Although NCA is not officially designated as a credit recovery/alternative school, many students enroll in 
the school after falling behind in credits during their prior schooling.  Discussions of NCA’s graduation 
rate and NCA’s performance should consider that NCA is not responsible for the student’s experience 
prior to enrolling in NCA and that NCA often times helps students who have struggled in other schools 
re-engage and find a path to graduation.  NCA has shown that it helps some students recover credits 
(10.1% of the students who graduated in 2015 were credit deficient when they enrolled), but the school 
continues to diligently strive to improve its efforts and bring more urgency in the task of credit recovery 
for credit deficient students, while continuing to provide a rigorous academic program. 

Conversely, for those students who enroll in their 11th or 12th grade and are severely behind in credits, it 
is simply not realistic to expect that many of them will catch up by the end of their 12th grade year. In 
the 2015 cohort, 54 students entered in the 11th or 12th grade more than six credits behind. NCA 
welcomes these students even though it is highly unlikely they will graduate on cohort. NCA’s job is not 
done with these students after their cohort graduates; it works hard to encourage them to continue 
their schooling.  NCA’s success with these students is not reflected in the four-year cohort calculation of 
the graduation rate under NCLB but clearly it is in the student’s, the State’s and the school’s best 
interest to continuing enrolling and effectively serving these students. 

Short of turning away these students (which NCA has no desire to do, and is not statutorily allowed) 
serving these students in the 2015 cohort created a 16 percentage point handicap for NCA. That is, 
regardless of how effective NCA is with every other student including these students who enrolled two 
to six credits behind, the school’s graduation rate for those students will still be reduced by 16 
percentage points. 

In the 2015 cohort, more than two-thirds of NCA’s non-graduating students continued to pursue an 
educational certificate of some kind. The state should consider monitoring these students’ progress 
through robust data systems to see how many completed their certificate, whether it is a GED, diploma, 
or an adult education certificate, because such certificates are important demonstrations of college and 
career readiness.  This is consistent with existing State law which excludes students who continue on to 
adult education or receive a GED from calculation of the drop-out rate for the State’s annual 
accountability reporting requirements. Given the State’s recognition that these students should not be 
considered dropouts, the State data systems may want to consider adjusting accounting for these 
stories as success versus failure to graduate. As stated earlier, the graduation rate for NCA would be 
63.3% for 2015 which exceeds the threshold of the State Public Charter Authority if students who 
enrolled in a 5th year, go into Adult Ed or entered a GED program are removed from the cohort. 
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Appendix C
	

NCA’s Anticipated Four-Year Adjusted
Graduation Rate (2016) 
NCA is actively monitoring the progress of the students who are anticipated to be part of the federal four-year 
adjust cohort for the class of 2016. Students from the anticipated cohort have been placed in one of five 
categories: 

x	 Group 1: Those students that are currently enrolled at NCA and on-track for an on-time graduation. 

x	 Group 2: Those students that are currently enrolled at NCA and with additional support and 
completion of credit recovery courses are anticipated to graduate either at the end of the school year 
or after a summer term and counted as an on-time graduate. 

x	 Group 3: Those students that are currently enrolled at NCA but are not anticipated to graduate on-
time. Students are typically placed in this category because they are significantly credit deficient. 
However, there are other possibilities such as a student that enrolled as a second-semester Senior that 
while on-track credit-wise, still is unable to graduate on-time because accreditation standards require 
a student to earn at least five credits from NCA. 

x	 Early Graduates: Students that have already graduated from NCA, either after three years of high 
school or after the first semester of their Senior year. 

x	 Withdrawn Students: Students that have withdrawn from NCA and have not yet been verified to have 
transferred to another school or meet other criteria that would remove these students from the 
cohort. 

C.1 Detailed Look at the Anticipated 2016 Graduation 
Cohort 

When analyzing the data about the anticipated 2016 graduation cohort, there are many similarities to the 
2015 graduation cohort. The anticipated cohort size is larger (518 compared to 334), but the percentage of 
students that were two or more credits behind at the time of enrollment is very similar (43.1% compared to 
42.8%) and the percentage of students that were more than six credits behind at the time of enrollment is 
slightly larger (20.3% compared to 16.8%). 

Figure 1 shows a breakdown of the anticipated graduates and non-graduates as far as credit status upon initial 
enrollment, based on the grade level at the time of enrollment. 
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Figure 1. Anticipated Non-Graduates Credit Status by Grade Level Upon Enrollment 

Credit Status 
Anticipated Non-Graduates’ Grade Level upon Enrollment 

9th grade 10th grade 11th grade 12th grade 

0 – 2 Deficient 27 20 27 19 

2 – 6 Deficient 6 23 43 37 

> 6 Deficient 0 0 65 40 

Similar to the 2015 graduation cohort, where 70.7% of the non-graduates enrolled in the last two years of high 
school, 75.2% of the anticipated 2016 non-graduates enrolled in the last two years, as well, thus providing a 
shorter period for NCA to catch them up to graduate. Of these students, 80% were two or more credits behind 
when they enrolled (compared to 75% for the 2015 non-graduates). This is a significant increase in the 
percentage of students who are two or more credits behind and creates questions about why this is the case. 
Are more students not meeting Nevada’s standards and are looking for additional options? Are students being 
referred to NCA because of its open enrollment policy? 

Of the students who are anticipated to graduate on time for the 2016 cohort, the data is also similar to the 
graduates from the 2015 cohort which again shows a stark difference from the anticipated non-graduates. 
Slightly over one-third of these students enrolled in 9th or 10th grade, and just 5% of the students arriving in the 
last two years were two or more credits deficient when they enrolled (2015 comparison is 41% enrolled in 9th 

or 10th grade and 6% of the students that enrolled in the last two years were two or more credits deficient 
upon enrollment.) 

Figure 2. Anticipated Graduates Grade level Age Upon Enrollment 

Credit Status 
Anticipated Graduates’ Grade Level Age upon Enrollment 

9th grade 10th grade 11th grade 12th grade 

0 -2 Deficient 34 37 62 69 

2 – 6 Deficient 0 2 5 2 

> 6 Deficient 0 0 0 0 

C.2 Additional Information Regarding Withdrawn 
Students 

The students who have already withdrawn make up the largest segment (44.6%) of the projected 2016 
cohort. Of the 231 students in this category, 141 (61%) of them withdrew prior to the current school year. 
Thus one of the largest impacts on the eventual final graduation rate had already been determined prior to 
when the efforts began in 2015-16 to improve graduation rate. However, increased data reporting efforts 
instituted during the 2015-16 school year will have long term positive effects in ensuring that increasing 
immediate efforts are made to identify where students transferred. 
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It is possible that some of these withdrawn students will be documented as having transferred to another 
school and thus removed from the final cohort. However, the majority of these students appear to have 
transferred either to an adult education program (39.4% of the current withdrawals) or a GED program (13.4% 
of the current withdrawals). Thus the fate of 122 students as “non-graduates” appears to already be 
determined according to the cohort graduation rate calculation even though these students are persisting in 
school and receiving other academic credentials that better meet their needs. Under current Nevada law, 
these students must not be counted as drop-outs for purposes of annual accountability reporting and, 
therefore, should not be included in the calculation of the graduation rate for the school relative to the 
Authority’s consideration of potential closure under SB 509. See NRS 385.347. 

C.3 Improvements Made This Year
	
There are positive signs that the school is on the right track: 

x The projected graduation rate reflects a significant increase over the prior year. 

x The percentage of anticipated graduates that entered behind in credits is 14.2% of the graduates 
compared to 10.1% for the 2015 graduates. This is an indication that NCA is doing a better job at 
helping students that enter credit deficient to graduate on-time. 

x When comparing the 2016 anticipated cohort with the 2015 cohort, the percentage of students who 
enrolled two or more credits behind and the percentage that enrolled six or more credits behind were 
significantly higher in 2016. Despite having a slightly more challenging population of students this year, 
the projected graduation rate shows an increase, an indication that the steps taken to improve the 
graduation rate are showing results. 

The initial indications are that the school is headed in the correct direction. With the additional actions 
outlined in this plan, we are confident that the improvement in graduation rate will accelerate. 
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Appendix D
	

Policy Considerations – Application of
Existing Law and Potential Regulatory
Changes 
The federal four-year adjusted cohort graduation rate was created to provide a consistent way for the 
graduation rate to be calculated across all schools and states. A cohort includes the students that start in 
the school in 9th grade, plus all that transfer into the school in later years, minus the students who leave 
for another school (unless confirming documentation of where the students went is unavailable, in 
which case the students remain in the cohort under the current method of calculation as discussed in 
Appendix C). After four years, the number of graduating students from the cohort is divided by the total 
number remaining in the cohort to get the four-year adjusted cohort graduation rate. 

In practice, consistency has not been achieved, due to differences among states in the way they gather, 
code, and validate the data provided by schools.  But more importantly, the cohort graduation rate 
calculation was designed with traditional schools in mind – schools with low mobility and a fairly 
consistent student population. This way of calculating the graduation cohort is not a very accurate 
measure of the performance of a school that has a high percentage of students who were credit 
deficient when they enrolled in the school or of a school with high student mobility. 

To understand why this is so, consider the following example: 

Imagine a school in which half the students enrolled as 11th graders and were severely credit 
deficient when they enrolled. Assume that from the date they enrolled, every single student in 
the school accumulated credits at a normal on-track pace of three to four credits per semester. 
Would anyone say this school is a failure? Of course not – every student in the school is 
accumulating credits on pace. 

But its four-year cohort graduation rate could not be higher than 50%. 

For most high schools, a significant majority of students remain enrolled during all four years, and so the 
four-year cohort graduation rate is a more accurate measure of these schools’ performance. 

But for high schools that are characterized by high mobility rates and a high percentage of students who 
are deficient in credits when they enroll, the four-year cohort graduation rate is heavily reflective of 
these students’ prior high school experience where they became credit deficient, and not reflective of 
the performance of the school into which they transferred. 
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This is true for any school that has a high percentage of incoming students who are credit deficient – 
whether it is a virtual school, a brick-and-mortar charter school, an alternative school, or a traditional 
district school. For these schools, further analysis beyond the four-year cohort graduation rate, such as 
the actual credit accumulation rate of the students, is necessary to reveal how the school has 
performed. 

This is the reason why alternative high schools are typically measured by different criteria. They have 
high percentage of credit deficient enrollees by design. 

D.1 Transiency Rate and Impact on Learning 
According to the Nevada Department of Education, transiency is defined as “the percentage of students 
who do not finish the school year at the same school they started.”1 Figure 1 represents transiency rates 
for the state, Clark County, Washoe, the State Charter Authority, and Nevada Connections Academy 
(NCA) from the Nevada Department of Education. 

Figure 1. Transiency Rates 
District/School2 Transiency Rate 
State 26.5% 
Clark County 28.8% 
Nevada Connections Academy (NCA) 43.3% 
State Public Charter School Authority 22.6% 
Washoe County 22.0% 

Virtual schools have a high mobility rate due to the various factors that lead students to choose to enroll 
in a virtual school. As is illustrated in Figure 1, NCA has a significantly higher mobility rate than the state 
average as well as the average of the State Public Charter School Authority – over 20 percentage points 
higher.  

Many students choose NCA to solve a problem for a particular period of time such as bullying, medical 
issues, family situation, pregnancy, or other crisis situation.3 According to a report by Nevada Kids Count 
Children on the Move (2005)4, transiency has an adverse effect on student learning and “student 
mobility decreased the chance of students completing high school.” They also reported that “students’ 
school performance declined when they moved during the later years of high school” and that 
“educators believe it takes children four to six months to adjust academically after a school change” 
(NAEHCY, 2002). 

Arizona recognizes the effect of transiency on student learning and created a policy that values a 
“persistence” factor in calculating school performance for alternative and virtual schools. An 
academically persistent student is “any student who is eligible to re-enroll at the end of the previous 
fiscal year and re-enrolls in any Arizona public school by October 1 of the current fiscal year. Students in 
grades 6 through 12 are included in the persistence rate calculation.”5 If students “persist” in learning, 
then schools receive points for student persistence in school. The Persistence Rate is equal to the 

1 http://www.nevadareportcard.com/DI/Help/Glossary#PT 
2 http://nevadareportcard.com/PDF/2015/00.E.pdf 
3 http://kidscount.unlv.edu/newsletters/Feb_2016KCNewsletter.pdf 
4 http://kidscount.unlv.edu/newsletters/childrenonthemove.pdf 
5 http://www.azed.gov/accountability/files/2014/11/grad-do-persistence-rate-tech-manual-nov26.pdf 
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number of students who re-enroll in the current year divided by the number of students eligible to re-
enroll based on prior year. Nevada may want to consider a similar policy for recognizing that students 
who persist in their educational endeavors are important for the economic and long term future of 
Nevada. 

NCA is committed to helping all students when they enter the school and to providing additional support 
and interventions when necessary. It is important to identify the issues facing enrolling students and 
examine the data. We know that many students enroll in NCA because of a temporary crisis or a family 
issue for which virtual schooling is the only solution, and when the situation is resolved, they return to 
their traditional school and graduate. The success that these students achieve during their time at NCA 
is not reflected in NCA’s graduation rate calculation. In addition, many students in NCA enroll credit 
deficient especially in 11th and 12th grade. Therefore, the four-year cohort model is not an accurate 
measure of school performance. 

Mobility is a challenge for state data systems to accurately track student enrollment. Accurate data 
reporting is the foundation by which metrics like graduation rate are built and it is imperative that state 
reporting systems accurately identify and report this population of students. Nevada may want to 
consider ensuring more robust state reporting mechanisms and resources that not only track transiency 
but assist schools in locating and properly reporting this highly mobile and transient population. 

D.2 ESSA Changes to Four-Year Cohort Calculation
	

The Every Student Succeeds Act (ESSA) signed into law this past December changed how the four-year 
adjusted cohort graduation rate is calculated. A withdrawn student must have been enrolled “at least a 
half year” in the school (states are free to make this minimum attendance period longer) in order to be 
counted in the school’s four-year cohort. Students who withdraw from a school prior to meeting the 
minimum attendance period are assigned either to the cohort of the school where the student spent the 
majority of grades 9-12 or to that of the previous school attended. 

This solved the common problem of students dropping out after spending only a short time at a school 
and being counted in that school’s cohort. ESSA recognizes transiency as an important factor in 
attributing a student’s cohort graduation statistic to the appropriate school. 

Under the new ESSA calculation, NCA’s four-year cohort graduation rate will improve because many 
students enroll for short periods of time. As mentioned, states can define the minimum attendance 
period for inclusion in a schools cohort to be longer than half a year. 

If this provision had been in place for the NCA 2015 graduation cohort, the effect on NCA’s measured 
four-year cohort grad rate at different minimum attendance period levels is as follows: 

x If minimum enrollment period was set to the lowest allowed, which is 50% of a year: 63 non-
graduates would be removed from NCA’s cohort and the graduation rate would increase 8 
percentage points. 

x If minimum enrollment period was set to 75% of a year: 86 non-graduates would be removed 
from NCA’s cohort and the graduation rate would increase 12 percentage points. 

This illustrates how volatile a measurement like four-year cohort graduation rate is dependent on simple 
definitions and calculation methods. 
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D.3 Pupil Accounting Policies 
Under No Child Left Behind, states had some flexibility defining how pupils were to be accounted for in 
state accountability systems. Some states used this flexibility to lessen any disincentive to serve at-risk 
students. Under ESSA, states have even more flexibility to ensure schools are held accountable for 
student success while at the same time not penalizing those who serve challenging or at-risk 
populations. 

North Carolina has for many years had a program for students with disabilities that led to a standard 
high school diploma. Nevada should consider adding such a pathway so these students will have every 
opportunity to gain the knowledge and skills necessary to be self-sustaining adults in their communities 
and earn a diploma which counts as a graduate for the cohort rate calculation. 

In Nevada, the adult education program has three options, only one of which can be considered as a 
diploma. For purposes of calculating the four-year cohort graduation rate, students are automatically 
coded as dropouts when in fact all of them may not be, as they might have received a diploma.  Nevada 
should consider a more accurate reporting method to properly account for these graduates.  Nevada 
has an opportunity both to strengthen its adult education program to increase the percentage of 
students earning a diploma, and adjust the calculation to limit the number of students counted as 
dropouts and properly record students who earn a diploma. 

D.4 Full Academic Year Definition 
Each state has the ability to define a full academic year (FAY) student for purposes of state 
accountability. Recent trends, possibly due to the expansion of educator evaluation systems that 
incorporate student performance measures, have included expanding the definition of FAY out of sense 
of fairness to education professionals and schools. This year Georgia passed legislation requiring a 
student to be enrolled 90% of the school year to be used in educator evaluations, which may become 
the standard for school accountability in that state under new provisions of ESSA. Vermont also uses a 
very simple definition: students must be continuously enrolled from the first day of school until the last 
day of the school year. Closer to Nevada, Utah established a standard of 160 days of continuous 
enrollment; Indiana uses 162 days that represents 90% of the school year. As Nevada considers its new 
flexibility under ESSA, it should revisit the definition of a FAY student to ensure fairness in the system 
and remove some of the effects of transient students in a fast-growing state and ensure the proper 
schools are held accountable for a particular student’s performance.  The following represents a sample 
of policies in other states that define FAY in a way that properly allocates performance with the school 
who served the student for the majority of the school year. 

Figure 2.State Definitions of FAY 
State Statutory Language 
Georgia Continuous enrollment from the fall FTE count through the spring testing window. 
Vermont Continuously enrolled from the first day of school to the last. 
Utah Continuous enrollment for no less than 160 
Indiana   October 1, for 162 days 
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D.5 Alternative School or Virtual School Classification
	

As the state considers policies for accountability, Nevada may also want to increase its efforts to 
develop a separate accountability system for alternative schools and/or virtual schools. Arizona, for 
example, created a separate virtual school accountability system in 2015 and also has an alternative 
school accountability system. 

According to the National Association of Charter School Authorizers (NACSA), states should include 
“clear, measurable performance standards to judge the effectiveness of alternative schools, if 
applicable—requiring and appropriately weighting rigorous mission-specific performance measures and 
metrics that credibly demonstrate each school’s success in fulfilling its mission and serving its special 
population.” Alternative and virtual schools want to be held accountable for their performance but on 
metrics that recognize where students come from and their growth over time enrolled in the school. 

Just like district schools establish alternative schools within a district, charter schools and authorizers 
may want to consider allowing charter schools that serve highly mobile and credit deficient students to 
establish an alternative school within, or separate from, an existing charter where students who meet 
identifiable criteria are placed.  The 2015 Nevada Legislature adopted an alternative performance 
framework for schools that meet a minimum 75% student population requirement for serving at-risk 
students.  NCA does not qualify for this alternative framework, in part, because it is not just a high 
school but a K-12 school.  The intent of SB 509 in providing the Authority discretion in the “may” 
provision for closure was to ensure that this discretion was reasonably exercised and that compelling 
evidence, such as that discussed herein, would be considered relative to the graduation rate considered 
for a school’s performance. This allows a concerted effort and focus on a specific subset of a population, 
creates accountability metrics that accurately and fairly measure student performance, and creates a 
program targeted to student needs. 

D.6 Multiple Accountability Measures 
Graduation rate is one metric among many metrics that determine a success of a school. State 
proficiency, student growth, and college and career readiness are some measures that states are using 
to determine school performance. ESSA allows for additional flexibility in determining school quality 
such as a qualitative measures including parent satisfaction. Policies should consider multiple measures 
of student performance when considering quality of schools. 

According to the Association Supervision Curriculum and Development (ASCD) “any comprehensive 
determination of student proficiency, educator effectiveness, or school quality must be based on more 
than just standardized test scores and should use a variety of measures appropriate to the individual or 
entity being measured.”6 

6 http://www.ascd.org/ASCD/pdf/siteASCD/publications/policypoints/Multiple-Measures-of-Accountability.pdf 
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Nevada is currently in a transition period and has stated that multiple measures will be considered in a 
new accountability system including growth, science proficiency and other measures of student 
achievement. A circular from the Nevada Department of Education stated “A new school rating system 
is being developed and is expected to be in place after the 2016-2017 school year. Academic growth is 
an important factor when determining school ratings. Based on input from Nevada Stakeholders, growth 
will remain a measure in the next rating system. Other measures of student achievement from the 
current rating system are under review. Needed and exciting improvements are to come for Nevada’s 
school ratings and will include the addition of measuring science proficiency.”7 

One recommendation presented to the Legislative Education Committee in April 2016 by an alternative 
school principal proposed that Nevada’s Graduation metric include two measures of accountability so 
schools could be compared. One measure would be the federal cohort calculation and the other would 
be a four year continuously enrolled measure that would capture the graduation rate of students who 
are enrolled in a school for all four years. For example, 79% of the students graduate at NCA who 
entered in 9th grade and stayed all four years in the 2013 and 2014 graduation cohorts. Since mobility 
and transiency are significantly above the state average for NCA, this is a more accurate measure that 
demonstrates the effectiveness of NCA. Nevada could consider a policy that reports both 
measurements.  Consideration of this is critical and essential under any proceedings, considering the 
potential for closure under SB 509 and the exercise of discretion based solely on the school’s graduation 
rate. Additionally, the Authority held a regulation workshop in December 2015 and discussed drafting 
regulations to implement SB 509 relative to, among other things, closure proceedings and 
reconstitution. This regulation workshop should be completed to ensure the Authority has clear 
procedures and standards adopted in accordance with the Nevada Administrative Procedures Act, NRS 
Chapter 233B, and that all schools understood those procedures. In proper regulatory workshops and 
hearings, issues such as those raised herein could be considered. 

Charter-authorizing best practices also value multiple measures in evaluating charter school 
performance. According to NACSA, “A quality authorizer designs and implements a transparent and 
rigorous process that uses comprehensive academic, financial, and operational performance data to 
make merit-based renewal decisions.”8 NACSA defines the academic data, which should include: “state-
mandated and other standardized assessments, student academic growth measures, internal 
assessments, qualitative reviews, and performance comparisons with other public schools in the district 
and state.”  Ranking schools in the state based solely on the four-year cohort graduation rate, calculated 
under NCLB with no accounting for transient rates or mobility, penalizes schools such as NCA for a 
student’s experience in the system for years prior to entering.  It can be viewed as an unreliable metric 
and should not be used as the sole reason to suggest that NCA should be considered for closure, despite 
all of its success in student growth rates and re-engagement of students who otherwise would dropout 
and never graduate.  Multiple measurements should be considered to fully evaluate quality of a charter 
school which is a key best practice in charter school authorizing. 

7 http://nspf.doe.nv.gov/Content/PDF/six%20things.pdf 
8 http://www.qualitycharters.org/for-authorizers/principles-and-standards/  
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EXECUTIVE SUMMARY
	
The Board of Directors of Nevada Connections Academy (NCA) has taken steps to improve its 
performance rating on the Nevada Department of Education School Performance Framework (NSPF).  
Specifically, the Board has put in place a set of policies, programs, and interventions (detailed in this 
plan), starting in the spring of 2018, to improve the school’s overall performance on the NSPF. The 
Nevada State Public Charter School Authority (the Authority) shared its concerns about NCA’s 
performance rating through a Notice of Breach, received in March 2018.  

This plan builds on the school performance initiatives previously adopted by the NCA Board for 
implementation during the 2017-18 school year, including a new K-5 curriculum in both English 
Language Arts (ELA) and mathematics. Based on strong evidence from independent research and results 
from other online schools serving similar subsets of students, the NCA Board believes that the new 
curriculum, combined with initiatives and programs put forth in this plan, will result in measurable 
improvement in student proficiency and growth over the next three years.  

For each of the described steps of the plan, the following issues have been addressed (as requested by 
the Authority): 

x A thorough description why these approaches were taken, and how NCA data supports these 
selections; 

x How these approaches are different from those previously implemented; 

x A thorough description of how these approaches will effectively serve all students across 
achievement levels, including those that are not proficient; and 

x Solid evidence from independent research that meets the strong evidence standard set forth in 
section 8101 (21)(A) of the ESEA. 

Additionally, the plan clearly outlines interim and annual performance and growth goals in order to 
meet or exceed SPCSA performance expectations under the NSPF including how the baseline 
performance was set, an explanation of how NCA will measure academic progress throughout the 
school year for all students and subgroups, and evidence as to how the primary interim academic 
assessment is strongly correlated with the predictive results of the Smarter Balance Assessment. NCA 
will consistently monitor the plan and adjust it as needed for it to remain effective. NCA is also working 
in consultation with a “Turnaround Specialist” on targeted interventions and expects to receive the 
Turnaround Specialist’s preliminary findings at the end of May 2018. NCA will work with the Specialist to 
tailor this plan to achieve optimum results. 
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The plan detailed herein is not only a response to that Notice, but also an outline of efforts that have 
been ongoing for over a year as NCA has been making every effort to improve the overall performance 
of students (as calculated on the NSPF). A key part of that effort has been focused on better 
understanding how the high levels of student mobility potentially affects the overall measurement and 
outcomes.1 Understanding the impact student mobility has on NCA’s student population’s overall 
performance is of elevated importance because NCA has the highest mobility rate of any school in 
Nevada. In 2015-16, the overall mobility rate at NCA increased from 47% to 73% (vs. 27% for the state 
and 26% for schools sponsored by the SPCSA). More information on the statistical effects of student 
mobility and its effects on academic growth measurement can be found in Appendix A. 

The NCA Board thanks the Authority Board and Staff for its collaboration in developing this plan and for 
its assistance in helping NCA address the four-year cohort graduation rate issue. The NCA Board believes 
that this plan demonstrates challenging yet achievable goals for improving the performance rating on 
the NSPF and continuing to serve a highly mobile population. 

2016-17 NEVADA PERFORMANCE FRAMEWORK 
RESULTS FOR NEVADA CONNECTIONS ACADEMY 
In December 2015, the 1965 Elementary and Secondary Education Act (ESEA) was reauthorized as the 
Every Student Succeeds Act (ESSA). Under ESSA, states are tasked with the responsibility to create or 
revise their current accountability systems to ensure that states “meaningfully differentiate” schools 
based on: 

x Academic Proficiency on State assessments 

x Graduation rates for high school 

x English Language Proficiency 

x Growth or other state wide academic indicator for K-8 schools 

x At least one other State set indicator of school quality or student success 

x 95% assessment participation rate.  

According to the SPCSA, NCA has received a 1 or 2 star rating for two consecutive ratings periods, based 
on the 2016-17 Nevada Department of Education School Performance Framework (NSPF). This 
determination was made based on four components: academic performance, growth, closing the 
opportunity gap, and student engagement. 

1 Alexander, K. L., Entwisle, D. R., Dauber, S. L. (1996). Children in motion: School transfers and elementary school performance. 
The Journal of Educational Research, 90, 3-12. 
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Academic Performance 
Student Proficiency is the measure used to determine student academic performance. Students who 
earn a passing score on the state assessment are deemed proficient. Proficiency calculations will be 
determined based on the assessed population of students at each school. In order for student results to 
be included in the school’s proficiency rate, students must be continuously enrolled at the school on or 
before validation day until the start of the state assessment window (YIS=1). Additionally, the testing 
conditions must have been regular, and the test score must not have been invalidated. 

Growth 
Student growth is a measure of student achievement over time. Student growth is sometimes more 
generally referred to as student progress. Nevada has adopted the Nevada Growth Model of 
Achievement (NGMA) to measure student progress. The NGMA yields two measures of student 
progress, a Student Growth Percentile (SGP) and an Adequate Growth Percentile (AGP). These measures 
require at least one score on a prior assessment and so are determined for grades four through eight. 
Since there are too few students who participate in the Nevada Alternate Assessments, growth is not 
calculated for this assessment. Growth will not be determined for high schools and so will not factor into 
the high school accountability model. Student Growth Percentiles are a norm-referenced measure which 
compares individual student achievement against the achievement of students with a similar score 
history. The median SGP for each school is the measure used for school accountability. Adequate 
Growth Percentile (AGP) is a criterion-referenced measure which compares the student’s SGP against 
the percentile needed to become proficient or stay proficient on the state assessment in the next three 
years or by the end of the eighth grade. 

In this way, the percentage of students who met their AGP target can be determined for each school. 
The AGP, therefore, is the percent of students meeting their SGP targets. In order to compute SGPs and 
AGPs, current year student performance on the state assessments must be matched to at least one prior 
year student performance record. Only students who are continuously enrolled in a school on or before 
validation day to the start of the state assessment window (YIS = 1) and who have a valid test 
administration for the current year are included in the growth calculation for an accountability school. 

Closing the Opportunity Gap 
Opportunity gaps will be measured for elementary and middle schools and are determined for students 
in need of improvement. Students in need of improvement are those who scored in the lowest two 
achievement levels (i.e. not proficient) on the state assessments from the previous year. The 
opportunity gap measure is the percentage of the students in need of improvement from the previous 
year who meet their Adequate Growth Percentile target for the current year. 

Student Engagement 
Student Engagement includes measures of chronic absenteeism, climate survey participation, academic 
learning plans, and high school readiness. Research shows that attendance matters and that chronic 
absenteeism places students at risk of negative academic consequences. Chronic Absenteeism is a 
measure showing the percentage of students missing ten percent or more of school days for any reason, 
including excused, unexcused and disciplinary absences. Students who are absent due to school 
sponsored activities are not considered absent for the purposes of this calculation. 
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Only students at the end of the school year that have been enrolled at the school for 30 days or more 
are included in the Chronic Absenteeism school rate. In the future, this methodology may be changed to 
agree with new federal Chronic Absenteeism reporting requirements.  

The Climate Survey Participation measure is included in the Nevada Accountability System as a bonus. 
Schools meeting or exceeding the state participation threshold can receive up to two bonus points. 
Although most districts have opted to administer the State Climate Survey, there are some districts 
administering a district climate survey closely aligned to the State Climate Survey. Grade levels included 
in the administration of a climate survey vary by district.  

Overall Assessment of NCA Performance 
In school year 2013-14, NCA’s elementary school was rated as a 2 star school under the previous Nevada 
School Performance Framework. During that rating year, the school served 607 students including 
special populations of 6.8% of students with an IEP and 44.5% of students eligible for free and reduced 
lunch. The school was considered a Title I school for the period. The NCA transiency rate for the entire 
school was 47.6%. Understanding the impact student mobility has on NCA’s student population’s overall 
performance is of elevated importance because NCA has the highest mobility rate of any school in 
Nevada. In 2015-16, the overall mobility rate at NCA increased from 47% to 73% (vs. 27% for the state 
and 26% for schools sponsored by the SPCSA).  

NCA’s elementary school in school year 2016-17 was rated as a 1 star school under the new Nevada 
School Performance Framework. During the rating year, the school served 760 students and was 
considered a Title 1 school for the period. In school year 2016-17, 56.1% of NCA students in grades 1-5 
were new students. The transiency rate for the elementary school was 63.5% in 2016-17. This 
constitutes the highest transiency rate for a school in Nevada during the time. 

One ongoing challenge for virtual schools like Connections is the high level of student mobility or 
transiency rates as calculated in Nevada. Research indicates that “even one non-promotional school 
move [transferring to a different school] both reduced elementary school achievement in reading and 
math and increased high school dropout rates.”2 Studies showed that “the more often students moved, 
the lower they scored on both the state standardized math test and on teacher observations of the 
students’ critical thinking.”3 In like manner, when students transfer into a school, there is an impact on 
that student’s performance on standardized tests. 

More information on the statistical effects of student mobility and its effects on academic growth 
measurement can be found in Appendix A. While NCA is diligently working to improve performance and 
outcomes for all of its students NCA respectfully requests to work collaboratively with SPSCA to ensure 
that school performance measures consider the student’s growth while at NCA and avoid penalizing a 
school for serving a highly mobile population. 

2 Rumberger, Russell W. (2015). Student Mobility: Causes, Consequences, and Solutions. Boulder, CO: National Education Policy 

Center. Retrieved 4/27/2018 from http://nepc.colorado.edu/publication/student-mobility.
 
3 Alexander, K. L., & Entwisle, D. R. (1996). Children in motion: School transfers and elementary school performance. The 

Journal of Educational Research, 90(1), 3- 12.
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Ratings Calculation Breakdown for NCA 
The ratings on the framework for the elementary school are primarily based on the performance on the 
state assessments in grades 3-5—either proficiency ratings or growth ratings (requires a state 
assessment score from the previous year). Of the available 100 points, only ten points plus an additional 
two bonus points are not related to performance on state assessments. Of the 90 points related to state 
assessments, ten points are specific to the assessment for English Learners measuring English 
Proficiency (NCA did not have enough students so this measurement was not used.). Another 25 points 
are based on straight proficiency scores, while 55 points are based on various growth measures.  

Grade 3 ELA is counted in two different ways for proficiency. Due to the way growth is calculated, 
students that scored non-proficient last year are also counted an additional time under Closing 
Opportunity Gap. 

The school did not meet the 55% target for participation in the climate survey which means the two 
bonus points were lost. For the 2016-17 school year, NCA achieved 47% participation in the survey. For 
the 2017-18 school year, the survey will be administered and additional communications/efforts to 
increase participation to meet the required 75% mark will be implemented by the school. 

Finally, there were also a number of instances where the school’s performance fell just short of where it 
needed to be in order to reach the next level of points. A slight increase in performance, along with 
earning the bonus points from survey performance would have easily gotten the school to a 2 star 
rating. For example, increasing the grade 3 ELA by 1.4 percentage points and meeting the survey 
participation rate would have been enough to go from a 1 star to a 2 star rating. 

The following breaks down the rating points in detail. 

Academic Achievement 
NCA received 6 out of a possible 25 points. There are two components to this rating: 
x The pooled average (same as weighted average) on the grade 3-5 state assessments. This item 

is worth 20 points. The pooled proficiency rating was 34.8% which earned 4 of 20 points. The 
number of points is based on a table established by NDE. With a proficiency rating of 60% all 20 
points are received and one point is lost for every 2 to 3 percentage points below 60%. If NCA 
had a pooled proficiency rating of 35% instead of 34.8% they would have earned 5 points, and 
then 1 more point for every 2 to 3 percentage points increased after that. 

x The percent of students proficient on the grade 3 ELA test. This item is worth 5 points. This 
means grade 3 ELA gets counted twice, once for the pooled average and once for this measure. 
The grade 3 ELA proficiency was 36.6% which earned NCA 2 points. This is based on a table 
established by NDE as follows: 

o >= 63%: 5 points 
o >=51% but < 63%: 4 points 
o >= 38%, but < 51%: 3 points 
o >= 25%, but < 38%: 2 points 
o < 25%: 1 points 
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Growth 
NCA received 5 out of a possible 35 points. There are four components to this rating: 
x Math SGP. This item is worth 10 points. This is based on the median value of the student growth 

percentile for those students where growth can be calculated (i.e. state has previous year state 
assessment score). Thus, growth scores are limited to students in grades 4 and 5 that had a NCA 
state assessment score the previous year, a measurement that is greatly impacted by a high 
student mobility rate.4 NCA has a value of 31% which resulted in 1 point. A value of >= 65 gets 
10 points, and the points go down based on an NDE table. To earn 2 points, NCA would have had 
to have a value of >= 35% 

x ELA SGP. This item is worth 10 points. This works exactly like the math SGP, including the table 
mapping values to points. NCA had a value of 38.5% which earned 2 points. NCA would have had 
to receive at least 40% to get to 3 points. 

x Math AGP. This item is worth 7.5 points. This is another growth percentile that is based on 
students having sufficient growth in the past year to be on track to eventually be proficient. NCA 
had a value of 18.0% which earned the school 0.5 points. Again, there is a table assigning values, 
and to get 1 point, NCA would have had to earn at least 23.0%. A value of 52% earns the 
maximum points. 

x ELA AGP. This item is worth 7.5 points. This works similar to the math AGP, but the table 
mapping percentages to points is different. For ELA 63% is required for the maximum points. 
NCA had a value of 40.7% which earned 1.5 points. A value of 41% would have received 2 points. 

English Language Proficiency 
This area is worth 10 points but NCA did not have sufficient students to be rated in this area. The ratings 
are based on English Learners and a growth measure (AGP) based on the performance of the state 
assessment measuring English proficiency for English Learners. 

Closing Opportunity Gap 
NCA received 2 out of a possible 20 points. There are two components to this rating: 
x Math growth of non-proficient students. This item is worth 10 points. This is another growth 

measure, specifically the AGP for those students that did not score proficient last year. NCA had 
a value of 14.0% which earned 1 point. NDE developed a table to convert percentile to points. A 
value of 42% gets all 10 points. To get at least 2 points, NCA would have had to have a value of 
16%. 

x ELA growth of non-proficient students. This item is worth 10 points. This is the same as the 
math ratings except the table values have changed with 52% being required for 10 points. NCA 
had a value of 26.2% which earned 1 point. A value of 27 would have received 2 points. 

4 Dunn, M. C., Kadane, J. B., & Garrow, J. R. (2003). Comparing harm done by mobility and class absence: Missing students and 
missing data. Journal of Educational and Behavioral Statistics, 28, 269-288. 
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Student Engagement 
NCA received 9 out of 10 points. There are two components to this rating: 
x Chronic Absenteeism. This is worth 10 points. This is based on the percentage of students that 

are considered chronically absent. If less than 3% are chronically absent, then all 10 points are 
earned. NCA had a value of 4.3% which earned 9 points. 

x Participation in climate survey. This is worth 2 bonus points. In order to earn the bonus points 
participation has to be at least 55%. For the 2016-17 school year, NCA achieved 47% 
participation in the survey. For the 2017-18 school year, they survey has been added to 
additional communications and efforts to increase participation to meet the required 75% mark 
to achieve these points. 

Overall Rating 
The total points earned by NCA was 22 of 90 points. This was translated to a 100 point scale since the 
school didn’t qualify for an English Proficiency rating. The translated valued was 24.4 points. The 
minimum value for two stars is 27 points, so slight improvements should get the school to the 2 star 
rating. The minimum score for a 3 star rating is 50 points (or 45 out of the 90 points NCA is expected to 
qualify for again in 2017-18). Very slight improvements would have likely earned 6.5 more points and 
meeting the survey participation rate another 2 points. 
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1. PROPOSED ACADEMIC CHANGES
	
1.1 School Improvements – Programs 
NCA has implemented numerous strategies tied to school improvement efforts including additional 
teacher training on the use of data to inform math instruction and implementing multiple student 
engagement efforts. In addition, our curriculum provider, Pearson Online and Blended Learning K-12 
USA (Pearson OBL), is also modifying its curriculum to better meet students’ needs. Pearson OBL has 
rebuilt its K-5 math and ELA curriculum, utilizing the McGraw Hill Wonders ELA and enVisionMATH 
curricular models. Each of these models were chosen based on considerable research containing base 
alignment with the Smarter Balance standardized testing protocol. 

NCA is committed to utilizing evidence-based interventions as defined in Sec. 8101(21)(A) of the 
Elementary and Secondary Education Act. Under the changes by ESSA to the ESEA, interventions for 
school improvement should be supported by evidence from studies or through a demonstrated 
rationale.5 The school has chosen a variety of interventions based on research that demonstrates 
improved student outcomes in key core subjects. 

New Math Curriculum (enVisionMATH) 
The Math Performance Improvement Project (enVisionMATH) for grades K-5 included modifications to 
grades 3-5 for the 2017-18 school year. In order to more fully prepare students with the skills they need 
to become successful in higher level math courses, as well as their futures, Pearson released 
enVisionMATH (2016). Aligned to curriculum focal points suggested by the National Council of Teachers 
of Mathematics (NCTM), this core elementary math curriculum incorporates a blended approach of 
traditional and investigative learning techniques that emphasizes problem-based interactive learning 
opportunities, visual learning strategies, embedded assessment, and data-driven remediation. 

Differentiation from Previous Approach 
While the previous math curriculum was aligned to the standards set forth by the Common Core 
initiative, the enVisionMATH curriculum was chosen based on considerable research containing base 
alignment specific to the Smarter Balance standardized testing protocol. As part of this project, NCA and 
Pearson OBL: 

x Created introductory units for math courses that prepare students for success in the course. 

x Added reflection questions to math courses that encourage students to think about and rate 
their attitudes toward and self-confidence in math, as well as consider their work and study 
habits. 

x Updated Portfolio assessments for math courses to ensure they are project-based, hands-on, 
and aligned to Standards for Mathematical Practice. 

x Revised practice and instruction and added virtual practices to math courses to promote 
mastery of skills. 

x Modified course scope to allow students to focus on fundamental skills and concepts. 

5 Non-Regulatory Guidance: Using Evidence to Strengthen Education Investments. US Department of Education. Sept. 16, 2016. 
https://www2.ed.gov/policy/elsec/leg/essa/guidanceuseseinvestment.pdf 
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Nevada Connections Academy Elementary Improvement Plan 

x	 Added interactive reviews that simulate Next Generation Assessment functionality and provide 
guided, specific feedback. 

x	 Added a review unit that allows teachers to reteach areas that have been identified by 

benchmark testing as areas of deficiency for students.
 

Levels Served 
All NCA students in grades K-5 will utilize the enVisionMATH curriculum. 

Rationale for Initiative 
It is important that programs such as enVisionMATH be examined carefully to determine the extent to 
which they help students attain critical math skills. Planning, Research, and Evaluation Services (PRES) 
Associates, Inc. conducted a two-year study designed to examine the effectiveness of the enVisionMATH 
program in helping elementary students improve their math skills and understanding. This national 
randomized control trial (RCT), which commenced in the Fall of 2007, was conducted in the grade 2 and 
grade 4 during the 2007-08 school year and followed these students through the grade 3 and grade 5 in 
2008-09.  

Results showed significant growth over the two-year period in math knowledge and skills among 
enVisionMATH students across all grade levels and assessments. EnVisionMATH students showed 
significant improvement in math concepts and problem-solving, math computation, and math 
vocabulary. Moreover, there is evidence of accelerated growth rates during the second year of usage of 
enVisionMATH in the areas of math concepts and problem solving, and math vocabulary skills. This 
suggests that the cumulative effects of enVisionMATH are getting stronger over time. 

In response to student performance on NSPF and to better serve the students of NCA, the school has 
worked with Pearson OBL to integrate enVisionMATH with the new Pearson OBL curriculum, which is 
more aligned to the Smarter Balance assessment tool. The new curriculum was introduced to NCA 
students for the 2017-18 school year. 

Please see Appendix C for the study. 

MATH, We Got This! 
NCA is implementing a new program to foster a comprehensive culture shift in how students view math. 
This multi-faceted approach is called, “Math, We Got This!”. NCA student survey data shows that for 
many students, math is intimidating, difficult, and causes a struggle. The vision is to create a full-scale 
cultural shift toward math acceptance that leads to math love.   
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Nevada Connections Academy Elementary Improvement Plan 

Differentiat ion from Previous Approach 
For the 2018-19 school year, NCA will be implementing the facets of the “Math, We Got This!” 
campaign, which: 

x Expands work on student engagement; 

x Focuses on a culture of learning; 

x Begins to create a cultural shift in how students, teachers, and Learning Coaches think about 
math; and 

x Unveils the hidden math in the world and put its power in students’ hands. 

Specific Math, We’ve Got This! initiatives to support students, teachers, and Learning Coaches include 
the following: 

x	 Math Curriculum Enhancements – Grade 3-5 course enhancements are based on the latest 
learning science research in the areas of practice, feedback, student reflection and engagement, 
and intervention.6 Course enhancements focus on students’ oral and written communication of 
math thinking, reasoning, and problem solving. 

x	 Additional Math Instructional Resources – NCA will provide ImagineMath (an intervention 
resource previously known as Think Through Math) to elementary school students who have 
been identified through the ItR process as a Tier 2 or 3, based on formative assessment. Imagine 
Math is an evidence-based intervention shown in research to increase math proficiency.7 

x	 Teachers – Pearson OBL will provide teachers with professional learning related to math 
through Brown Bag meetings, trainings, and sessions focused on math mindset, resources, and 
teaching practices. 

x	 Students – NCA will provide students with targeted activities and discussions focused on math in 
our day-to-day lives and a growth mindset toward math, including increased math awareness in 
the Connections Speaker Series, Fireside Chats, and Student Clubs and Activities experiences, 
which will be new initiatives for the 2018-19 school year. 

x	 Learning Coaches – NCA will provide Learning Coaches with targeted activities and discussions 
conducted throughout the year focused on math in our day-to-day lives and a growth mindset 
toward math, which will be new initiatives for the 2018-19 school year. We encourage all 
Learning Coaches to attend these optional sessions. 

Levels Served 
All NCA students in grades 3-5 will participate in the “Math, We got This!” Initiative. 

6 Shute, V. J. (2008). Focus on formative feedback. Review of Educational Research, 78(1), 153-189. 
7 Imagine Math users were over three times more likely than non-users to be categorized as proficient on a statewide 
mathematics assessment. Snyder, M., Eager, K., Juth, S., Lawanto, K., Williams, T. (2016). STEM Action Center Grant Program 
Annual Evaluation Report: 2015-2016. Logan, UT: Utah State University, Department of Psychology. https://stem.utah.gov/wp
content/uploads/2016/03/STEM-Action-Center-Annual-Report-FINAL-2015-16.pdf 
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Nevada Connections Academy Elementary Improvement Plan 

Rationale for Initiative 
Grade 3-5 course enhancements are based on the latest learning science research in the areas of 
practice, feedback, student reflection and engagement, and intervention.8 Course enhancements focus 
on students’ oral and written communication of math thinking, reasoning, and problem solving. NCA will 
provide ImagineMath (an intervention resource previously known as Think Through Math) to 
elementary school students who are struggling. Imagine Math is an evidence-based intervention shown 
in research to increase math proficiency.9 

Math Time to Talk 
Math Time to Talk is a synchronous math session that encourages students to engage in math discourse, 
discussion and problem solving. Math Time to Talk consists of small group LiveLesson® sessions that 
appear in student courses approximately every seven lessons. NCA data demonstrates a need to focus 
on increasing students’ ability to engage in math discourse in such a way that promotes an increase in 
conceptual understanding. 

Differentiation from Previous Approach 
For the 2018-19 school year, NCA will be implementing the Math Time to Talk program as part of the 
new Pearson OBL curriculum. When students get to the Time to Talk lesson component they will move 
to a virtual classroom for a 30-minute Time to Talk session focused on increasing students’ ability to 
engage in math discourse in such a way that promotes an increase in conceptual understanding. 
Research has identified that “talking about math” is a key activity to support students’ active 
engagement in math thinking, reasoning, and problem solving.10 

When students talk about math and exchange ideas with teachers and other students, it helps them 
deepen their understanding, take ownership of their math knowledge, and improve their math 
confidence 

The tasks used during Time to Talk LiveLesson sessions are specially designed to reinforce key math 
skills, improve problem solving, and strengthen math vocabulary and communication skills. Trained 
Math Specialists will pose a task that has either multiple solutions, or multiple solution paths, and give 
students 3-5 minutes to work through the problem. The remainder of the 30-minute session involves 
students sharing their solutions and methodology while engaging each other with questions that seek 
clarity or understanding of the variety of approaches to the task. After each Time to Talk session, 
students will complete a brief reflection activity within their math course.  

8 Shute, V. J. (2008). Focus on formative feedback. Review of Educational Research, 78(1), 153-189. 
9 Imagine Math users were over three times more likely than non-users to be categorized as proficient on a 
statewide mathematics assessment. Snyder, M., Eager, K., Juth, S., Lawanto, K., Williams, T. (2016). STEM Action 
Center Grant Program Annual Evaluation Report: 2015-2016. Logan, UT: Utah State University, Department of 
Psychology. https://stem.utah.gov/wp-content/uploads/2016/03/STEM-Action-Center-Annual-Report-FINAL-2015
16.pdf 
10 Thompson, Lindsey, "The Effects Improving Student Discourse Has on Learning Mathematics" (2007).Action 
Research Projects. 23. http://digitalcommons.unl.edu/mathmidactionresearch/23 
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Nevada Connections Academy Elementary Improvement Plan 

Math Time to Talk includes: 

x Trained Math Specialists to facilitate thirty-minute discourse sessions throughout the semester; 

x Participation grade added directly to the student Grade Book by the Math Specialist; 

x Monthly attendance updates; and 

x General information, guidance, and support throughout the program to include best practices 
for program promotion amongst parents/guardians and students.  

Teachers will receive training from Pearson OBL in effective strategies for promoting math discourse and 
understand that students make most sense of math when they participate in the sense making process 
through conversation.  

Levels Served 
All NCA students in grades 3-5 will participate in the “Math, We got This!” Initiative. 

Rationale for Initiative 
Research has identified that “talking about math” is a key activity to support students’ active 
engagement in math thinking, reasoning, and problem solving.11 During the 2016-17 school year, 
students in grades 3-5 at two Connections Academy schools participated in a pilot of the Math Time to 
Talk Program.  The outcomes of this pilot were closely studied and verified in order to decide whether 
the program was successful and should be used in other schools.  The program was a success.  The 
following outcomes were discovered. 

x	 Among students who participated in the sessions regularly, their belief that math learning and 
ability can grow over time with practice significantly increased  

x	 Students’ math confidence and self-efficacy increased as well (but did not reach statistical 
significance). 

x	 This pattern was true for both the fall and the spring semesters. After controlling for final Math 
course scores in the previous year, grade level, and engagement level, it was discovered that 
students that participated in at least six sessions of Math Time to Talk had significantly higher 
final math course scores than the group that did not (see Figure 1). 

11 Thompson, Lindsey, "The Effects Improving Student Discourse Has on Learning Mathematics" (2007).Action Research 
Projects. 23. http://digitalcommons.unl.edu/mathmidactionresearch/23 
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Nevada Connections Academy Elementary Improvement Plan 

Figure 1. Math Course Performance for Math Time to Talk Students 

In response to student math performance on NSPF, the school has worked with Pearson OBL to 
integrate Math Time to Talk with the new Pearson OBL math curriculum, which is more aligned to the 
Smarter Balance assessment tool. Math Time to Talk will be administered to all students in Grades 3-5 
for the 2018-19 school year and beyond. 

NEW ELA Curriculum 
In response to the needs of NCA and its continuous efforts to improve elementary student proficiency, 
Pearson OBL revamped its ELA courses (McGraw Hill Wonders) for students in grades K-5 for the 2017
18 school year. 

Differentiation from Previous Approach 
While the previous math curriculum was aligned to the standards set forth by the Common Core 
initiative, the Wonders curriculum was chosen based on considerable research containing base 
alignment specific to the Smarter Balance standardized testing protocol. 

These new courses align to four research-based design principles: 

x The learning environment for students must be engaging. 

x Students must have the opportunity to practice, review, and revisit concepts. 

x Assessments must be varied, relevant, and frequent. 

x Course and lesson structure must be consistent to facilitate optimal student learning. 

New animated Learning Buddies guide students through lessons, review key concepts, and encourage 
students to apply their new knowledge in a variety of ways. All five literacy components (reading, 
writing, language, speaking, and listening instruction) are blended together. In grades 3, 4 and 5, the 
curriculum builds on this foundation with weekly phonics, spelling, and fluency instruction. 
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x	 Writing assignments include analytical writing opportunities and long-term genre writing 
portfolios. Units are written around a common theme or topic and include a balance of engaging 
informational and literary texts from different subject areas and cultures. 

x	 Assessments in the ELA courses are designed to familiarize students with the more rigorous, 
technology-enhanced item types found on next generation assessments and there is increased 
support for assessment follow-up and re-teaching opportunities. 

Although these are already being implemented, the results and improvement to be gained are not yet 
reflected in the performance data that was considered in issuing the Notice of Breach.  Continued 
implementation will result in improvement of student performance. 

Levels Served 
All NCA students in grades K-5 will utilize the Wonders curriculum. 

Rationale for Initiative 
In an effort to find the most effective reading instruction for elementary students online, it is worth 
noting that NCA and Pearson OBL opted to utilize curriculum from a Pearson competitor, McGraw Hill, 
based on research and the best option for Nevada students. 

NCA is incorporating this highly-regarded ELA program, supported by the Common Core State Standards 
to incorporate evidence-based practices and content extracted from the most academically rigorous 
models across the state to ensure that students possess the literacy skills necessary for success. 

It is vital that existing curricula incorporate the rigorous content and knowledge encapsulated within the 
Standards. The majority of presented research was obtained from the following sources: 

x	 Developing Early Literacy: Report of the National Early Literacy Panel (NELP).12 This study 
synthesizes research on the development of early literacy skills for children from birth to age 
five. It was conducted by the National Center for Family Literacy under the auspices of the 
Partnership for Reading (a collaborative effort of the National Institute for Literacy, the National 
Institute for Child Health and Human Development, the U.S. Department of Education, and the 
U.S. Department of Health and Human Services). The purpose of NELP was to provide 
information to help teachers and parents support young children’s early literacy development 
and to contribute to educational policy decisions (National Early Literacy Panel, 2008). The 
report examines the early correlates of later reading achievement, and meta-analyzes the data 
on instructional studies focused on young children. 

12 Eunice Kennedy Shriver National Institute of Child Health and Human Development, NIH, DHHS. (2010). Developing Early 
Literacy: Report of the National Early Literacy Panel  (NA). Washington, DC: U.S. Government Printing Office. 
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Nevada Connections Academy Elementary Improvement Plan 

x	 Report of the National Reading Panel: Teaching Children to Read: An Evidence-Based 
Assessment of the Scientific Research Literature on Reading and its Implications for Reading 
Instruction—Reports of the Subgroups (National Institute of Child Health and Human 
Development [NICHHD], 2000).13 The National Reading Panel was appointed by the Secretary of 
Education and the Director of the National Institute of Child Health and Human Development at 
the request of the U.S. Congress to determine what research had to say about the teaching of 
reading. The NRP report presents an extensive, detailed research review related to phonemic 
awareness, phonics, vocabulary, reading comprehension, and oral reading fluency. 

x	 Preventing Reading Difficulties in Young Children, A Review of Research on Early Childhood 
Reading Commissioned by the National Research Council (Snow, Burns, & Griffin, 1998).14 This 
source represents a broad-ranging research summary and review, but without inclusion of 
specific details of the research. It is aimed at identifying those school factors that would allow 
for the successful prevention and remediation of reading problems. 

x	 Reading for Understanding: Toward an R& D Program in Reading Comprehension (2002).15 This 
review of the research on reading comprehension instruction was conducted by the Reading 
Study Group for the U.S. Department of Education’s Office of Education Research and 
Improvement. 

x	 Writing to Read: Evidence for How Writing Can Improve Reading. A Report from the Carnegie 
Corporation of New York (Graham & Herbert, 2010).16 This document provides a meta-analysis 
of research on the effects of specific types of writing interventions found to enhance students’ 
reading skills. 

x	 Writing Next: Effective Strategies to Improve Writing of Adolescents in Middle and High 
Schools. A Report from the Carnegie Corporation of New York (Graham & Perin, 2007).17 This 
report provides a review of research-based techniques designed to enhance the writing skills of 
4th to 12th grade students. 

x	 Improving Reading Comprehension in Kindergarten Through 3rd Grade: A Practice Guide. 
(Shanahan, Callison, Carriere, Duke, Pearson, Schatschneider, & Torgesen, 2010).18 This 
publication contains recommended instructional practices in reading, based upon a review of 
research evidence by the What Works Clearinghouse of the U.S. Department of Education’s 
Institute of Education Sciences. 

13 Eunice Kennedy Shriver National Institute of Child Health and Human Development, NIH, DHHS. (2000). 
Report of the National Reading Panel: Teaching Children to Read: Reports of the Subgroups (00-4754). 
Washington, DC: U.S. Government Printing Office. 
14 Catherine E. Snow, M. Susan Burns, and Peg Griffin, Editors Committee on the Prevention of Reading Difficulties in Young 
Children. Commission on Behavioral and Social Sciences and Education National Research Council. NATIONAL ACADEMY PRESS 
Washington, DC 1998 
15 Snow, C. (2002). Reading for Understanding: Toward an R&D Program in Reading Comprehension. Santa Monica, CA: RAND. 
16 Graham, S., and Hebert, M. A. (2010). Writing to read: Evidence for how writing can improve reading. A Carnegie 
Corporation Time to Act Report. Washington, DC: Alliance for Excellent Education. 
17 Graham, Steve; Perin, Dolores, Writing Next: Effective Strategies to Improve Writing of Adolescents in Middle and High 
Schools 
18 Shanahan, T., Callison, K., Carriere, C., Duke, N. K., Pearson, P. D., Schatschneider, C., & Torgesen, J. (2010). Improving reading 
comprehension in kindergarten through 3rd grade: A practice guide (NCEE 2010-4038). Washington, DC: National Center for 
Education Evaluation and Regional Assistance, Institute of Education Sciences, U.S. Department of Education. Retrieved from 
whatworks.ed.gov/publications/practiceguides. 
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In response to student performance on NSPF and to better serve the students of NCA, the school has 
worked with Pearson OBL to integrate Wonders with the new Pearson OBL ELA curriculum, which is 
more aligned to the Smarter Balance assessment tool. The new curriculum was introduced to NCA 
students for the 2017-18 school year and is another important resource that is part of NCA’s 
improvement strategy which it began working on last summer when results first came out under the 
new standards. 

Please see Appendix D for the complete study.  

Lexia Reading Core5 
Lexia Reading Core5 provides a personalized, data-driven approach through a system of student-driven 
learning online, and targeted instruction by a teacher or paraprofessional. It empowers students of all 
abilities in grades K-5 to build their fundamental literacy skills through technology and direct 
instruction.  

NCA data shows a need to increase student proficiency in the six areas (phonological awareness, 
phonics/phonemic awareness, structural analysis, fluency, vocabulary, and comprehension) of reading 
instruction, including activities focused on academic vocabulary through structural analysis. This begins 
with oral language and listening comprehension, building to reading comprehension.  

Differentiation from Previous Approach 
Lexia Reading Core5 will be implemented for the 2018-19 school year. Lexia’s assessment without 
testing technology provides teachers and administrators ongoing progress monitoring data without a 
test event. Student data monitoring helps support teacher effectiveness; predict students’ overall 
likelihood of reaching end-of-year, grade-level benchmarks based on the students’ monthly 
performance; as well as track performance on rigorous reading standards, such as the Common Core 
State Standards. The assessment system provides a universal screener to place students at their 
appropriate level of instruction as well as progress monitors as frequently as daily providing both norm-
referenced and criterion referenced data that are highly correlated with DIBELS, AIMSweb and MAP. The 
assessment system is diagnostic and will pinpoint specifically where each student struggles and provides 
a profile of both strengths and weaknesses. 

Levels Served 
All NCA students in grades K-5 will participate in the Lexia Reading Core5 initiative. 

Rationale for Initiative 
In multiple studies published in peer-reviewed journals,19 Lexia Reading Core5 has been found to 
accelerate the development of reading skills, improve standardized test scores for elementary school 
students and help close the reading gap for targeted populations such as students that have been 
identified as low performers as well as English Learners.20 Please see Appendix B for the complete study. 

19 Lexia’s Reading Core5 program is proven to improve learning outcomes in 15 externally-reviewed research studies including 8 
studies under the “strong” standard of evidence in ESSA. https://www.lexialearning.com/why-lexia/research-proven. 
20 Students who used Lexia Reading in addition to core reading instruction showed greater gains than a control group in overall 
reading, phonological awareness, and word reading. The Group Reading Assessment and Diagnostic Evaluation (GRADE), Level 
K, was used as the reading measure. Macaruso, P., & Rodman, A. (2011). Benefits of computer-assisted instruction to support 
reading acquisition in English Language Learners. Bilingual Research Journal, 34, 301–315. 
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Learning Coach Training 
Pearson OBL also provides a number of nationally-facilitated LiveLesson sessions to Learning Coaches 
throughout the school year to assist in supporting their students with language arts. Continued 
emphasis on use of these tools will be another helpful resource for improvement. Sample session titles 
include: 

x Exploring the Six Traits of Writing 

x Tips for Supporting Writing at Home 

x Using Writing Strategies & Rubrics 

x Taking Noteworthy Notes 

x Reading Comprehension Strategies for Students in Grades 4-5 

NCA data shows that only 34% of K-5 Learning Coaches took advantage of this training for the 2017-18 
school year. 

Differentiation from Previous Approach 
In the past, these trainings have been available to Learning Coaches, but have not been promoted 
specifically to parents of K-5 students. NCA will promote these sessions through WebMail messages, 
home page announcements, and Learning Coach Link, the monthly newsletter for Learning Coaches. 

Levels Served 
All NCA Learning Coaches supporting students in grades K-5 will receive the appropriate 
communications regarding Learning Coach Training. 

Rationale for Initiative 
Research has shown that parents who fully understand the challenges and competencies of writing and 
how to best support their K-5 student at home provide students with a positive attitude toward the 
traits and components of writing in an academic setting.21 In addition, qualitative feedback from 
Learning Coaches who have completed the training has been very positive.  

Response to Intervention Model Training 
Students who are in need of additional support may be identified using LEAP formative assessments and 
other data collection tools which enable teachers to better diagnose the greatest area of need (GAN). 
Teachers offer students whose performance on the universal screener indicates a need for intervention 
or who struggle with the core curriculum, appropriate research-based instructional interventions 
(including differentiated learning activities designed to reinforce key skills and concepts) that are 
progressively more intensive and targeted at the student’s identified GAN. The goal is to identify and 
begin supporting these students within the first 30 days of enrollment. 

21 U.S. Department of Education. Office of Educational Research and Improvement, Archived Information. "Help Your Child 
Learn to Write Well." http://www.ed.gov/pubs/parents/Writing/index.html. 
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Differentiation from Previous Approach 
While NCA is already using multiple strategies to provide struggling students with effective and timely 
interventions, NCA is retraining all teachers on the multi-tiered instructional approach for the 2018-19 
school year to make sure that all teachers are up-to-date on all strategies and available resources for 
students. NCA is retraining all teachers in the Response to Intervention (RtI) program/protocols and 
their role in helping students. NCA is also retraining teachers to interpret data to make instructional 
decisions, document their work with students as part of the Personal Learning Plan (PLP), implement 
strategies for differentiating instruction, identify the most appropriate SISPs for students, and support 
students who are not progressing, or not engaged, in the instructional program. Teachers also work 
closely with Learning Coaches to discuss the needs of their students, the RtI process, and any SISPs that 
might be assigned. Learning Coaches are our partners and are involved with their students throughout 
the school year. 

Levels Served 
All NCA teachers and staff members supporting students in grades K-5 will receive the appropriate 
Intervention training. 

Rationale for Initiative 
The data collection process can often take time to truly target specific areas of need and allow teachers 
to personalize intervention plans to the individual student’s learning style, integrate academic 
instruction with appropriate behavioral supports.  Progress monitoring (data collection) is continuous, 
on-going and an integral piece of the Response to Intervention (RtI) process.  Monitoring growth on a 
specific area allows teachers to determine the effectiveness of an intervention and either continue (if 
growth is shown), change (if the intervention is not working) or stop if student has reached a level of 
mastery.   

Student support and interventions may include enrollment in Supplemental Instructional Support 
Programs (SISPs) such as Study Island22, Raz-Kids, Reading Eggs, Reading Eggspress, SuccessMaker 
Reading23, Headsprout24, Reading Plus25, Math Whizz26, and ImagineMath27. The intervention may also 
be in the form of targeted LiveLesson (synchronous virtual instruction) sessions. 

22 Study Island is an evidence-based intervention that increases student outcomes. 
http://www.edmentum.com/sites/edmentum.com/files/resource/media/Study%20Island%20Quasi
Exp%20Executive%20Summary%20Web.pdf 
23 Strong evidence for significant growth in reading based on two studies by Gatti Evaluation, Inc. 
https://assets.pearsonschool.com/asset_mgr/current/201751/GFFly_581J064-ESSA-2pgsmread_MED.pdf 
24 Headsprout is an evidence based intervention that improves early reading skills. Huffstetter, M., King, J. R., Onwuegbuzie, A. 
J., Schneider, J. J., & Powell-Smith, K. A. (2010). Effects of a computer-based early reading program on the early reading and oral 
language skills of at-risk preschool children. Journal of Education for Students Placed at Risk, 15, 279-298. 
https://charts.intensiveintervention.org/chart/academic-intervention-chart/13829 
25 Reading Plus is an evidence-based intervention that improves reading comprehension and fluency. Reading Plus. (2008). 
Reading improvement report: Miami-Dade regions II and III. Huntington Station, NY: Taylor Associates/ Communications, Inc. 
https://eric.ed.gov/?id=ED511804 
26 Studies show math improvement for students who use Math Whizz. https://www.whizz.com/wp
content/uploads/2013/02/Math-Whizz-Proof-Pack.pdf 
27 Snyder et al., STEM Action Center Grant Program Annual Evaluation Report: 2015-2016. 
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NCA’s RtI program also includes the use of a Student Support Team (SST) – generally comprised of 
teachers, administrators, counselors and reading/math specialists – to review and discuss student 
performance data.  Once a teacher makes a recommendation for a student to move through the RtI 
tiers, the SST will evaluate the strategies that have been used to support the student, along with 
reviewing student progress monitoring data, to determine whether the student should receive increased 
Tier 2 or Tier 3 level intervention or continue with Tier 1 strategies. An SST member provides support to 
both the teacher and student by bringing together the collective knowledge of pedagogy and 
intervention effectiveness to determine the best way to help each student show growth. 

1.2 School Improvements – Structures 
Implementing Improvement Specific Professional Learning
Communities (PLC) 
All teachers at NCA participate in a Professional Learning Community (PLC). Teachers in each PLC will 
spend their initial meetings digging into the most recent student test data. This deep data dig highlights 
areas of success and areas of weakness. Teachers will use this information to decide where they need to 
focus for the upcoming year (Are there areas where students performed well? Are there areas that need 
more concentration?). This leads to creating SMART goals.  SMART goals focus on standards with which 
our students struggle and allows the PLC to measure the success of their work throughout the year; 
determining if changes in strategy or action are needed during the year, rather than after the year is 
complete, and are a critical component to success. 

Differentiation from Previous Approach 
For the 2018-19 school year, these PLCs will focus on two main areas: Elementary Math achievement 
and Elementary English Language Arts achievement. Teachers in the PLCs will also develop common 
grading practices, assignment expectations, and re-teaching and relearning policies. All students should 
have multiple opportunities to learn the material and to demonstrate their knowledge. Teachers 
understand that not all students learn at the same rate or pace, and it is acceptable to allow students to 
retake tests to show their mastery. The teachers’ job is to reteach students the material in the learning 
method that works best for them. This takes time and planning for effective differentiation, and is a 
non-negotiable expectation for all staff members, per their annual evaluation competencies. 

For the 2018-19 school year, NCA is planning to use professional development funds to have more 
teachers trained in how to create, work in, and get academic achievement from Professional Learning 
Communities. NCA is committed to making this a priority as part of this plan. 
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Levels Served 
All NCA teachers and staff members supporting students in grades K-5 will focus on two main areas: 
Elementary Math achievement and Elementary English Language Arts achievement in their Professional 
Learning Communities. 

Rationale for Initiative 
Considerable research has been completed on the benefits of PLCs and the benefits of teachers being 
properly training to collaborate through the use of SMART goals to analyze targeted student data. 
Empirical studies explore the impact on teaching practice and student learning28. The collective results 
of these studies suggest that well-developed PLCs have positive impact on both teaching practice and 
student achievement. Implications of this research and suggestions for next steps in the efforts to 
document the impact of PLCs on teaching and learning are included as part of this overall plan. 

28 Roberts, Mindy L., "Improving Student Achievement Through Professional Learning Communities" (2010).Educational 
Administration: Theses, Dissertations, and Student Research. 
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2. INTERIM AND ANNUAL PERFORMANCE GROWTH 
GOALS 
2.1 Annual Performance Goals 
Annual Performance and Growth Goals 
NCA is committed to meeting or exceeding the SPCSA performance expectations under the Nevada 
School Performance Framework. As outlined in the analysis portion of this plan, NCA received a 
calculation of 24.44 points for the 2016-17 school year. 

Based on this four-year plan, NCA expects to increase its overall score on the NSPF by an average of 20% 
across the areas of Academic Achievement, Student Growth, Closing Opportunity Gaps and Student 
Engagement in each of the next four years, reaching the score necessary to achieve a Three Star rating 
by the 2020-21 school year. 

YEAR Star 
Calculation 

Point Increase from 
Previous Year 

% Increase from 
Previous Year 

Star Rating 

2016-17 24.44 BASELINE BASELINE ONE STAR 
2017-18 29.32 4.88 20.0% TWO STAR 
2018-19 35.18 5.86 20.0% TWO STAR 
2019-20 42.21 7.04 20.0% TWO STAR 
2020-21 50.7 8.44 20.0% THREE STAR 

The baseline performance was set using the calculations and ratings from the 2016-17 NSPF results for 
NCA. While many of the initiatives outlined in this plan will not be introduced until the 2018-19 school 
year, sufficient improvements and efforts have been in place for the 2017-18 school year to support the 
initial year of this plan. Student data for the 2017-18 school year will have already been collected by the 
timeline provided by the SPCSA as part of the Notice of Breach. 

2.2 Interim Performance Goals 
Monitoring Subgroups for Proficiency and Growth 
In the analysis of the NSPF data and results, NCA has identified three additional student sub-groups to 
monitor as part of the formative assessment, interim measurement process: 

x Lowest Performing – students who have not been deemed proficient based on previous NSPF 
performance and (where available) previous formative assessment data. 

x Grade 3 Reading – as this grade level is heavily weighted on the NSPF and NCA students have 
struggled to achieve sufficient ratings, this is an important subgroup on which to focus. 

x New to the School (current school year) – Students will be identified as “New to the School” if 
they have enrolled as a new student to NCA at the start of or during the current school year. 
NCA has the highest mobility rate in Nevada. In 2015-16, the number jumped from 47% to 73% 
(vs. 27% for the state and 26% for the SPCS). 
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MAP Formative Assessment 
Measures of Academic Progress (MAP) is a computer-adaptive assessment utilized to monitor student 
growth to inform and personalize instruction. MAP was officially adopted by the State Board of 
Education to assess Nevada students as a part of the Read by Grade Three (RBG3) program. SB 391, 
Nevada's Read by Grade 3 Act, became effective on July 1, 2015. This statute was designed to 
dramatically improve student achievement by ensuring that all students will be able to read proficiently 
by the end of the 3rd grade. NCA began offering MAP assessments for the 2017-18 school year at grades 
K-3 and will be expanding its use to include grades 4 and 5 for the 2018-19 school year. 

NCA Grade-level teachers are responsible for the instruction and identification of students who need 
additional interventions based on various academic factors, and will work closely with NCA 
Administration to carefully monitor the academic growth of all students in all sub-groups. Subject-
specific Professional Learning Communities (PLCs) will structure SMART goals that assist in the 
monitoring of the identified sub-groups (Lowest Performing, Grade 3 Reading, New to School) that have 
the greatest impact on the NSPF. 

NDE has identified the 40th percentile rank on the MAP Growth Reading Assessments as its Read by 
Grade 3 Indicator. K-3 students who score at or below the 40th % mark on the MAP Reading assessment 
will be identified as “struggling readers” in Nevada’s Read by Grade 3 Program. The 40th percentile was 
already in use in some Nevada districts as the indicator for struggling readers and is a common threshold 
across the country for identifying students in need of additional reading support. 

To measure Satisfactory Progress on this assessment we use the mean normative RIT scores and the 
expected growth measures provided by the testing company, NWEA. This is defined as students who 
make the expected RIT gain score from pretest to posttest or who score one standard deviation above 
the mean RIT score on the posttest. The cut-score chart by grade level is provided here.  

LEAP Formative Assessment 
NCA utilizes the Longitudinal Evaluation of Academic Progress (LEAP) as the school’s Pre-, Mid-, and 
Post-Assessment. All students in grades K–5 take the LEAP Math and English/Language Arts 
assessments. These assessments are given in the fall, winter, and again at the end of the school year. 
Kindergarten and first grade students take the online LEAP Math test and their teachers conduct 
separate reading assessments individually with these students. 

LEAP is an invaluable assessment tool. It helps NCA teachers understand the academic strengths and 
weaknesses of each student, which will then be used to individualize students’ academic programs. 
After completing the pretest in the fall, teachers and parents have access to a report that provides 
academic information to assist in identifying skills, strengths, and weaknesses of their student. The 
report enables teachers and parents to develop and create a personalized instructional plan (i.e. the 
student’s PLP). The mid-test results provide teachers, parents, and students invaluable information on 
academic progress. The posttest results provide teachers and parents with additional information about 
students’ growth throughout the academic year. It also helps to plan for the next school year’s academic 
program. These tests have also proved very useful in identifying state standards and objectives that 
students may need to work on to be successful throughout the school year. 
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Teachers utilize the data provided by LEAP for use in their PLC analysis and goal setting. Teachers use 
this information to decide where they need to focus for the upcoming year (Are there areas where 
students performed well? Are there areas that need more concentration?). Teachers in the PLCs will also 
develop common grading practices, assignment expectations, and re-teaching and relearning policies. 
Teachers understand that not all students learn at the same rate or pace, and it is acceptable to allow 
students to retake tests to show their mastery. 

In order to gauge student growth on the Formative Assessments, Connections Education has defined a 
measure of Satisfactory Progress for Math and English Language Arts Reading. The calculation of this 
measure varies based on the test that the student is assigned, which can differ by school and by grade. 
Here are the following definitions for each assessment that Connections uses in the Formative 
Assessment Cycle.  

Students receive a score of percent correct on the pretest and posttest LEAP assessments. Students 
have made satisfactory gains if they score a minimum of 75% on the posttest assessment and/or if 
they increase their score from the pretest to the posttest by 10 percentage points.  

NCA Grade-level teachers are responsible for the instruction and identification of students who need 
additional interventions based on various academic factors, and will work closely with NCA 
Administration to carefully monitor the academic growth of all students in all sub-groups. Subject-
specific Professional Learning Communities (PLCs) will structure SMART goals that assist in the 
monitoring of the identified sub-groups (Lowest Performing, Grade 3 Reading, New to School) that have 
the greatest impact on the NSPF. 

2.3 Independent Evidence of Correlation and Predictive Ability 
Independent Research of LEAP 
NCA and Pearson OBL utilized an independent assessment analysis of the effectiveness of the LEAP 
assessment in terms of the relationship between student achievement on a formative assessment and 
their proficiency on a state assessment, such as Smarter Balance. The analysis was done by grade (3-8), 
subject (reading and math) and test type (pre, mid and post). The aim of the analysis is to validate 
whether LEAP scores are predictive of the result a student ultimately achieves on the state assessment. 

The analysis validates that there is a positive, statistically significant relationship between students’ 
results of the LEAP assessment and the proficiency level they achieve on the State assessment.  

In general, negative accuracy rates (the proportion of those who were “Unlikely to Succeed” in the LEAP 
assessment and ultimately “Below Proficient” in the state assessment) are higher than positive accuracy 
rates (the proportion of those who were “Likely to Succeed” in the LEAP assessment and ultimately 
“Proficient” in the state assessment), indicating that the LEAP assessment is more effective at predicting 
those who will not be proficient than those who will be proficient. 

Overall (for students in all grades), negative accuracy rates range from 72 percent to 82 percent, while 
positive accuracy rates range from 55 percent to 76 percent for specific subjects and tests. 
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Overall accuracy rates (i.e. a combination of positive and negative accuracy rates) are typically lower due 
to the existence of the “May be Successful” category, which does not clearly predict the outcome of the 
state proficiency test and as such was not considered accurate for either proficient or not proficient. 
Overall accuracy rates range from 55 percent to 64 percent. 

When considering the LEAP assessment band results, students who score in the “Likely to be Successful” 
or “May be Successful” range are significantly more likely to be “Proficient” than those who score in the 
“Unlikely to be Successful” range. 

x This is true across all grades, tests, and subjects. In general, the effect sizes are larger for those 
who are “Likely to be Successful” than those who “May be Successful,” but there are exceptions 
(such as in the Grade 5 Math Pre Assessment). 

x When controlling for demographic variables, students who score in the “Likely to be Successful” 
range are between 13 and 52 percent more likely to be “Proficient” than those who are 
“Unlikely to be Successful.” 

x When controlling for demographic variables, students who score in the “May be Successful” 
range are between 11 and 32 percent more likely to be “Proficient” than those who are 
“Unlikely to be Successful.” 

NCA uses LEAP as a tool to identify students who need additional assistance and are committed to 
maximizing the use of LEAP to provide support at all levels of intervention. 

We have included the entire study in Appendix E.  
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3. SUPPORTING GOALS AND BENCHMARKS
	
3.1 Teacher and School Leadership Support 
NCA Teacher Training and Professional Learning 
Positive student outcomes rely on a qualified and dedicated teaching staff equipped with the right tools 
and training. Teaching in a virtual environment is a specific skill and NCA provides extensive initial and 
ongoing professional development. School leadership expects teachers to annually participate in ten 
professional development days and to complete assigned professional learning activities. 

Research on effective professional development provides evidence that professional development 
should be intensive, ongoing, and connected to practice. Teachers are not effective when they are 
provided stand-alone professional development workshops. Teachers need to try out new ideas and 
strategies with their students and to reflect on the results of these strategies. Intensive professional 
development, especially when it includes application of knowledge to planning and instruction, has a 
greater chance of influencing teaching practices, and in turn, leading to gains in student learning. NCA 
provides teachers with ongoing professional development activities throughout the year. Presenters 
with various backgrounds and areas of content expertise conduct live tutorial sessions on a rotating 
basis throughout the school year. NCA provides a systematic approach to professional learning for all 
teachers. Topics for professional learning sessions support core standards for facilitating student 
learning, align to the school year cycle, and are driven by the belief that all students can and must learn. 

Each series is: 

x Intensive – Participants will identify the purpose of educational practices, examine how they can 
be implemented in the virtual or blended environment, and collaboratively discuss strategies 
that can be implemented with students.  

x Ongoing – New instructional strategies and the latest learning research will be connected to 
topics presented and discussed in prior sessions to demonstrate how specific educational 
practices form the “big picture” of effective instruction. Further discussion and exploration at 
the school level strengthens these connections. 

x Connected to practice – Following each session, participants will apply what they have learned 
to their professional practice. They will integrate precise, targeted strategies into their planning 
and instruction, and reflect on the outcomes through the Teacher ePortfolio Data View. 

Through the utilization and monitoring of the benchmarks and assessments outlined in this plan, NCA 
will utilize a comprehensive teacher training and development offering from Pearson OBL to equip 
teachers with the following: 

x	 Working knowledge of the Pearson OBL curriculum and how to facilitate student learning in a 
virtual environment 

x	  Strategies and effective practices for virtual instruction 

x	 Ability to effectively use the tools in Connexus®, the education management system (EMS), to 
communicate, monitor progress, and use data to support student learning 

x	 Multiple forms of assessment and skills to interpret performance data to guide instruction, 
determine appropriate differentiation strategies, and develop personalized learning plans 
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x Guidance on how to use instructional resources and identify the appropriate intervention tools 
based on student needs 

x Strategies for implementing the “instructional shifts” for increased rigor in state standards and 
next generation assessments  

x Identification of at-risk students and instructional strategies to engage and motivate them 

x Knowledge of required school year cycle teacher tasks, school processes, and policies 

x Techniques to foster socialization and connectedness in a virtual school community 

Teachers also value collaboration and learn from one another through PLCs. PLC meeting agendas, 
meeting notes, and to-do’s are tracked in Connexus. The primary purpose of PLC work in the past was to 
identify and monitor the progress of at-risk students and to place those students in interventions. This 
year, we plan to revamp PLCs to focus on SMART goals focused on the components listed in this plan 
that can be tracked consistently throughout the school year. 

PLCs will develop SMART goals to track students’ successful attainment of the academic standards. 
Teachers access real-time data to see how many assessment items the student has completed for each 
objective and whether the student has demonstrated mastery. This allows the teachers to measure the 
success of their teaching and their SMART goals throughout the school year rather than waiting until the 
state assessment.  

3.2 Additional Steps – Corrective Actions 
NCA is confident that the coursework, interventions and initiatives outlined in this improvement plan 
will meet the needs of students at the elementary level and will lead to growth and achievement on the 
NSPF, as proposed by the outlined goals, targets and timeline. In the event that any of the improvement 
plan components result in underperformance for individuals or sub-sets of students, the school will 
utilize the following process: 

x Identify the individual students or sub-groups within the most immediate and appropriate 
formative assessment timeframe. 

x 
x 

x 

Identify the area(s) of underperformance for the identified individuals or sub-groups. 
Work closely with the “Turnaround Specialist” mandated by the Authority to create appropriate, 
targeted interventions. 
Create more frequent, customized formative assessments to ensure that the individuals or sub
groups are improving in the identified areas. 

The appropriate grade-level teachers, working alongside the intervention specialists and the elementary 
and school administrators, are responsible for the identification, intervention and ultimate success of all 
students. 
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APPENDIX A – STUDENT MOBILITY, SEGREGATION, 
AND ACHIEVEMENT GAPS: EVIDENCE FROM CLARK 
COUNTY, NEVADA 
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Abstract 
Student mobility and school segregation are two important issues with 
significant equity implications for urban school districts that are often addressed 
separately. This article examines the relationship between student mobility 
and school segregation. The findings indicate that more segregated schools 
typically have smaller within-school achievement gaps, a lower proportion of 
proficient students, a higher proportion of low-income and minority students, 
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of school changes, high levels of achievement segregation are a significant 
predictor of student mobility. Policy implications are discussed. 
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Even though the 1954 landmark Brown v. Board decision resulted in the 
desegregation of schools in the 1970s, there has been persistent resegrega
tion (Frankenberg, Lee, & Orfield, 2003; Orfield, 1983; Orfield & Yun, 
1999). Moreover, court decisions in recent decades have made it .more 
challenging for districts to maintain integrated schools (Condron, Tope, 
Steidl, Freeman, & Colleges, 2013; Orfield & Lee, 2007). Student mobil
ity, or the sorting of students across schools, is also an important issue 
facing urban school districts. Although student mobility is pervasive across 
the United States, it is especially prevalent in urban school districts 
(Institute of Medicine & National Research Council, 2010; U.S. 
Government Accountability Office, 2010). Frequent student mobility is 
most common and has adverse educational outcomes for low-income and 
minority students (Hanushek, Kain, & Rivkin, 2004; Reynolds, Chen, & 
Herbers, 2009; Schwartz, Stiefel, & Chalico, 2009; Xu, Hannaway, & 
D'Souza, 2009). Student mobility has acquired greater importance in 
recent decades as districts have expanded open enrollment options. School 
choice policies provide an alternative way ofassigning students to schools 
by giving parents the freedom to choose which schools their child attend 
and is viewed as a potential mechanism for promoting integration in school 
districts (Finn, 1990). 

Both student mobility and school segregation concern the equality ofedu
cational opportunity. Segregation in urban districts is a prominent educa
tional equity issue (Orfield, 1983). School segregation and student mobility 
may be a cause and consequence of each other. Students may switch schools 
because of school segregation, and student mobility may maintain or expand 
segregation. This has significant policy implications as prior research has 
highlighted the benefits ofdesegregation for all students. Moreover, the orga
nizational perspectives of student mobility, or how changing schools shape 
how learning occurs in schools and districts may help policymakers utilize 
student mobility to promote desegregation. Student mobility and segregation 
are particularly concerning in light ofongoing demographic shifts. The influx 
of minority students in urban school districts has had adverse effects on 
desegregation (Bifulco & Ladd, 2007; Frankenberg et al., 2003; Orfield & 
Lee, 2007). Although there is much to learn about how student mobility and 
segregation phenomena interact and how both affect education equity in 
urban school districts, the relationship between school segregation and stu
dent mobility in urban school districts has been largely overlooked by 
researchers and policymakers. The resegregation of American schools cou
pled with the growth of school choice policies nationwide make it important 
to learn more about the relationship between educational inequality, student 
mobility, and school segregation. 
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Clark County School District (CCSD) in Nevada provides an exemplary 
case study. Clark County is one of 16 counties in Nevada and consists offive 
major cities (Las Vegas, North Las Vegas, Boulder City, Henderson, and 
Mesquite) and a number of surrounding smaller jurisdictions. Currently, 
Clark County has the largest population in Nevada with more than 2 million 
people, and CCSD has 70% of Nevada's public school students. CCSD is 
similar to most urban districts with a traditional governance structure (a 
locally elected school board operating most public schools), low-performing 
schools, and a high concentration of low-income and minority students. In 
recent decades, there has also been a marked demographic shift characterized 
by the growth of English language learner (ELL) and Hispanic students. 
Whether defined by size or the presence ofeconomic and educational inequal
ity, CCSD meets the criteria ofan "urban" school district. The geographically 
diverse nature of the district- the interesting mixture of central-city, subur
ban, and rural schools, coupled with the presence of attendance zones
makes CCSD a rich setting to explore the relationship between student 
mobility and school segregation. 

This article examines the relationship between student mobility and school 
segregation across racial, achievement, and income groups within CCSD. 
This study employs the dissimilarity index and school-level indicators to pro
vide a descriptive analysis ofracial, income, and achievement school segrega
tion. The analysis moves beyond the Black- White comparisons and includes 
several racial and income groups to reflect the multiethnic nature of an urban 
school district. The association between school-level mobility rates across the 
timing of school changes and school segregation is also analyzed. Following 
this, I use linear probability models to predict the likelihood of making a 
school change_ based on prior schools' segregation. This is one ofthe first stud
ies to examine the relationship between intradistrict student mobility and 
school segregation. Specifically, I ask the following research questions: 

Research Question 1: How does school segregation and schools• charac

teristics differ by schools' student mobility rates? 

Research Question 2: To what extent does school segregation affect the 

likelihood of making a school change? 


The focus of this study fits nicely with the sociological perspectives and 
the policy and reform areas of urban education (Milner & Lomotey, 2014). 
This article contributes to an expanding literature examining the relation
ship between student assignment and segregation. The findings provide a 
critical and empirical assessment of the challenges faced by urban school 
districts by examining the intersection of two prevalent and important 
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phenomena. A better understanding of the relationship between student 
mobility and school segregation offers valuable insights about the educa
tional equity. The results may also help shape effective strategies to improve 
urban schools. The rest of the article proceeds as follows. I first provide a 
brief overview of the literature on student mobility and school segregation. 
Following this, I describe the data and methodological approach employed 
in this study. Next, I present results and conclude with a discussion of pol
icy implications and directions for future research. 

The Causes and Consequences of Student Mobility 
and School Segregation 

Student Mobility 

Intradistrict student mobility is important for three main reasons. 2 First, the 
majority ofstudent mobility occurs within the same school district as opposed 
to switching to schools in a different school district (Hanushek et al., 2004; 
Kerbow, 1996; Pribesh & Downey, 1999; Xu et al., 2009). Second, intradis
trict mobility is generally limited to poor and minority students who tend to 
switch schools frequently within an urban school district (Alexander, 
Entwisle, & Dauber, 1996; Hanushek et al., 2004; Mao, Whitsett, & Mellor, 
1997; Xu et al., 2009). Alexander et al. (1996) found that lower income stu
dents transferred within the school district more often while rich, White stu
dents were more likely to move across districts (Alexander et al., 1996). 
Hanushek et al. (2004) highlighted that African American and Hispanic stu
dents were at least twice as likely to switch schools within a district than 
White students and attributed some of the difference to the concentration of 
minority students in large urban districts (Hanushek et al., 2004). Third, 
intradistrict student mobility, especially for frequent movers, is typically not 
linked to improvements in school quality (Hanushek et al., 2004; Xu et al., 
2009). 

Although student mobility can be initiated by families or schools, the 
majority of school changes is initiated by families (Rumberger, 2015). 
Student mobility is driven by a confluence of social and economic factors, 
including residential mobility, family circumstances and income, economic 
opportunity, or the preferences for higher quality or better matched schools 
(Kerbow, 1996; Kerbow, Azcoitia, & Buell, 2003; Pribesh & Downey, 1999; 
Rumberger, 2003; Rumberger & Larson, 1998; Rumberger, Larson, Ream, & 
Palardy, 1999; Swanson & Schneider, 1999). Although students may change 
schools for many different reasons, the majority of student mobility overlaps 
with residential mobility (Institute ofMedicine & National Research Council, 
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2010; Reynolds et al., 2009; Rumberger, 2003). Historically, this is largely 
due to the presence ofattendance zones that link school assignment to a stu
dent's residence. In urban areas and densely populated cities, residential 
mobility is even more likely to result in student mobility (Temple & Reynolds, 
1999). However, not all school changes are caused by residential mobility, 
and about 40% of student mobility is due to school-related factors (Kerbow, 
1996; Rumberger et al., 1999). Typically, administrative data provide little 
information about the exact reasons why students change schools (Grigg, 
2012; Hanushek et al., 2004; Institute of Medicine & National Research 
Council, 2010; Xu et al., 2009). A substantial proportion of intradistrict stu
dent mobility is generally associated with negative reasons such as job loss or 
family disruption ("reactive") rather than transferring to a higher quality or a 
better fit school ("strategic"; Alexander et al., 1996; Hanushek et al., 2004; 
Rumberger et al., 1999; Xu et al., 2009). 

Nonstructural mobility may occur at different points throughout the course 
of a given school year. For instance, students may switch schools between 
school years (in the summer) or during the academic year. Student mobility 
during the school year may be more disruptive than moves between academic 
years (Alexander et al., 1996; Burkam, Lee, & Dwyer, 2009; Grigg, 2012; 
Hanushek et al., 2004; Schwartz et al., 2009). The timing of school changes 
may reflect the reasons for student mobility. It is presumed that strategic 
school changes are more likely to occur in the summer whereas reactive 
school changes are more likely to occur during the school year. In addition, 
some school policies such as student discipline policies may also induce 
school changes. 

Student mobility has consequences at the student (for mobile and nonmo
bile students), school, and district level. Although changing schools is 
typically associated with lower test scores, increased grade retention, and 
higher rates of school dropout (Institute of Medicine & National Research 
Council, 201 O; Mehana & Reynolds, 2004; Reynolds et al., 2009; U.S. 
Government Accountability Office, 2010), changes to higher quality schools 
may result in positive effects (de la Torre & Gwynne, 2009; Engberg, Gill, 
Zamarro, & Zimmer, 2012; Hanushek et al., 2004; Rumberger et al., 1999; 
Temple & Reynolds, 1999). Student mobility affects schools by influencing 
the school climate and creating burdens in the classrooms of both sending 
and receiving schools. For instance, teachers may be overwhelmed by the 
demands of providing attention to both movers and nonmovers, resulting in 
"reteaching," "backtracking," and reduction in the pace of instruction to 
accommodate mobile students (Kerbow, 1996; Lash & Kirkpatrick, 1990; 
Rumberger et al., 1999). Student mobility may maintain or expand stratifica
tion within a school district as students of different achievement levels and 
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racial and income groups are increasingly unevenly distributed within a dis
trict and have less interactions with each other. Although the lack ofa fonnal 
definition of segmentation makes it difficult for one to detennine how dif
ferentiated an educational system has to be to label it as "segmented," evi
dence of differential mobility patterns imply changing schools may lead to 
unintended consequences over time, such as maintaining or expanding seg
mentation of student populations by students' backgrounds, achievement, or 
school quality (Kerbow, 1996; Welsh, Duque, & McEachin, 2016). 

School Segregation 

Although there are various conceptualizations and operationalizations, segre
gation refers to the physical separation ofdifferent racial, ethnic, income, and 
achievement groups (Massey & Denton, 1988; Reardon, Yun, & Kurlaender, 
2006). Racial segregation across schools within an urban school district is 
significantly higher than racial segregation within schools (Conger, 2005). 
School segregation separates children and stratifies the type of school they 
attend, leaving minority children in inferior schools (Orfield & Yun, 1999). 
Orfield and Lee (2005) also found that Black or Hispanic students are more 
likely to attend urban and high-poverty schools compared with White and 
Asian students (Orfield & Lee, 2005). Although White students are the most 
racially isolated racial/ethnic group, segregation is rising for African 
American and Latino students (Frankenberg et al., 2003). Prior studies have 
highlighted the isolation of Black students in segregated schools (Berends & 
Penaloza, 2008; Vigdor & Ludwig, 2008). 

The causes of school segregation can be broadly classified into two cate
gories: structural and systemic inequities, and preferences. Structural reasons 
include economic conditions, residential segregation, and student assignment 
policies. Segregation is caused by institutional mechanisms such as lending 
discrimination, restrictive zoning, and mortgage redlining (Meyer, 2001). 
Differences in location preferences based on race or class lead to segregation 
in housing, schools, and churches (Saporito, 2003). Prior research has shown 
that school choice increases in racial school segregation in urban districts 
(Bifulco & Ladd, 2007; Sohoni & Saporito, 2009). Sohoni and Saporito 
(2009) found that public schools are more segregated than the neighborhoods 
in their attendance zones as White students attend private schools outside the 
area and exit integrated neighborhood public schools at a greater rate than 
non-White children (Sohoni & Saporito, 2009). 

There is a growing body of research evaluating the effect of racial segre
gation on student and school performance (Bifulco & Ladd, 2007; Logan, 
Minca, & Adar, 2012). The Coleman report, published in 1966, highlighted 
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the prevalence of school segregation in the United States and its adverse 
effects on the equality of educational opportunity and students' educational 
outcomes (Coleman, Campbell, & Hobson, 1966). Coleman and colleagues 
(1966) found a negative association between the concentration of poverty 
within a school and student performance, which has been confirmed by sev
eral studies in recent decades (Coleman et al., 1966). Numerous studies indi
cate that racial integration has direct and independent effects on student 
performance (Kahlenberg, 2001; Logan et al., 2012). Racial isolation of 
minorities in majority-minority school concentrations are associated with 
lower academic achievement and inferior educational opportunities (Coleman 
et al., 1966; Logan et al., 2012). There is evidence ofthe positive influence of 
desegregation on educational and labor market outcomes of minority as well 
as nonminority students (Johnson, 2011; Kurlaender & Yun, 2001; Wells & 
Crain, 1994). Johnson (2011) found desegregation's impact on racial equality 
to be deep, wide, and long-lasting (Johnson, 2011). Black Americans who 
attended schools integrated by court order were more likely to graduate, go 
on to college, and earn a degree than Black Americans who attended segre
gated schools (Johnson, 2011 ). Desegregation also had a positive impact on 
labor market and other lifestyle outcomes (Johnson, 2011). Overall, the 
majority of studies have found that desegregation is helpful for students ofall 
races, especially disadvantaged subgroups. 

Educational Inequality, Sorting, and the Distribution of Students 
Within a School District 

Figure 1 provides a conceptual framework of the relationship between educa
tional inequality, student mobility, and school segregation. Both student 
mobility and segregation are largely influenced by out-of-school factors and 
represent the intersection of society and schooling. Economic opportunity 
and the intersection ofrace and poverty may play a pivotal role in explaining 
student mobility and segregation. Similarly, residential segregation plays an 
important role in both phenomena. The majority of school changes are 
accompanied by changes in residences (Reynolds et al., 2009). Income resi
dential segregation has increased in the past decades (Reardon & Bischoff, 
2011); thus, it is plausible that schools have become more segregated by 
income over time. Segregation and student mobility are widely regarded as 
critical issues in education policy as both phenomena partly explain the racial 
achievement gap (Bifulco & Ladd, 2007; Card & Rothstein, 2007; Condron 
et al., 2013; Hanushek et al., 2004; Hanushek & Rivkin, 2009; Rumberger & 
Palardy, 2005). The achievement gap between Black and White students is an 
important component of Black/White economic inequality (Condron et al., 
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2013; Jencks & Phillips, 2011). There are several possible ways that desegre
gation and student mobility impact students, schools, and districts. 
Presumably, the central impact of desegregation comes from the peers of 
students' or the peer effect. Simply put, it is advantageous to attend a school 
where students are more successful (Hanushek, Kain, Markman, & Rivkin, 
2003). However, Owens (2010) found that the educational attainment ofstu
dents from poorer neighborhoods is adversely affected when they attend 
schools with more White and high socioeconomic status (SES) counterparts 
(Owens, 2010). Peer effects are not the only consideration as school context 
and characteristics may also be crucial factors. Segregated schools typically 
are unequally resourced; thus, attending such schools may adversely affect 
achievement, especially for low-income and minority students (Condron 
et al., 2013). Johnson (2011) posited improvement in access to school 
resources as one of the mechanisms through which desegregation benefits 
students (Johnson, 2011). Similarly, the impact of changing schools on stu
dent achievement is dependent on school quality. 

Differential mobility patterns imply that the sorting of students between 
schools may maintain or expand the uneven distribution of students in an 
urban school district. Notwithstanding, school segregation may be a motivat
ing factor for student mobility. For instance, as Figure 1 demonstrates, chang
ing from School C to D may maintain, decrease, or increase segregation in a 
school district; however, a student may change from School A to School B 
because of school segregation. Prior research suggests that the demographic 
composition of schools and intragroup solidarity play an important role in 
families' decision to switch (Hastings, Kane, & Staiger, 2006). Low
achieving, low-income, and minority students may be more likely to exit 
segregated schools, experience disruptive effects on achievement, and attend 
similarly segregated and/or lower quality schools. Segregated schools with 
high turnover may also face a range of school organization issues such as 
teacher expectations, safety, and offering rigorous courses that adversely 
affect student achievement (Rumberger & Palardy, 2005). 

Little attention has been paid to the relationship between student mobility 
and school segregation. The majority of the extant literature on student 
mobility has examined changing schools from the students' perspective and 
focused primarily on how student mobility affects student achievement 
(Institute of Medicine & National Research Council, 201O; Reynolds et al., 
2009; Welsh, 2017). Few studies consider student mobility from the perspec
tive of schools and districts (Nelson, Simoni, & Adelman, 1996; Rumberger 
et al., 1999) even though schools and districts grapple with student turnover. 
The vast majority of studies on segregation has focused on the Black White 
dichotomy even though Asian and Hispanic students account for an 
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increasing part in the racial composition of the U.S. student population 
(Frankenberg et al., 2003; Logan et al., 2012; Orfield & Lee, 2007). The 
majority of the extant literature also tends to focus on segregation in school 
choice contexts or states with districts with court-ordered desegregation 
plans (Bifulco & Ladd, 2007; Condron et al., 2013; Johnson, 2011). Although 
researchers also conceptualize and measure segregation in a myriad of ways, 
the most oft-used indicator is a measure of the proportion of minority stu
dents in a school, which may not accurately capture segregation between 
groups within a district (Condron et al., 2013). The relationship between seg
regation and achievement gaps is also understudied (Condron et al., 2013). 

This study provides a descriptive analysis of the complex relationship 
between segregation and student mobility and its relation to educational dis
parities. This article builds on the extant literature in a few ways. First, the 
context of this study is a "traditional" school district with attendance zones 
and limited open enrollment options rather than a choice-based district or a 
district undergoing mandated desegregation efforts; thus, the findings offer 
insights on how student mobility as opposed to purposeful desegregation 
efforts interact with school segregation within urban school districts. Second, 
this article analyzes separate but interrelated dimensions of school segrega
tion. The conceptualization and operationalization of school segregation 
have been broadened from Black/White racial comparison to include other 
racial/ethnic combinations, income, and achievement student subgroups as 
well as the intersection of race, income, and achievement that characterizes 
the contemporary urban school district. Third, no prior study has examined 
whether racial, income, and achievement school segregation predicts student 
mobility across the timing of school changes. Local, state, and federal poli
cies aiming to reduce achievement gaps can benefit from a better understand
ing of the nuanced relationship between school segregation, student mobility, 
and educational inequality in urban school districts. In the next section, I 
describe the data and methodological approach employed in this study. 

Data and Method 

Data 
I use a 6-year panel of student-level data for all students in the CCSD from 
2007 to 2008 through to 2012 to 2013. The data contain students' demo
graphic characteristics and annual test scores from the Nevada Proficiency 
Examination Program. Demographic data include indicators for students' 
gender, race/ethnicity (Black, Hispanic, Asian, White), free and reduced 
priced lunch (FRPL), ELL, and special education statuses. Students are tested 
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in reading and math in Grades 3 to 8 and take the High School Proficiency 
Exam (HSPE) in Grade 10. I standardize test scores for students in Grades 3 
through 10 by grade and year, relative to the school mean, as well as relative 
to the district mean. Detailed longitudinal data that track the dates and 
sequence of school changes allow for in-depth classification of the timing of 
student mobility across a range of grades (K-12). Unique student and school 
identifiers in the data link students to schools in each year and across multiple 
school years. I assume that all school changes between school years in Grades 
6 and 9 are transitions from elementary to middle and middle to high schools, 
respectively, with the exception of students enrolled in combination schools, 
of which there are relatively few. I complement the student-level data with 
publicly available school-level accountability data. I use a sample of students 
that have been continuously enrolled in a CCSD school for at least 2 consecu
tive academic years (in other words, students need at least two observations 
to be included and students with only one observation were dropped from the 
sample). This sample includes 1,826,170 student-years with 428,247 unique 
students.3 

Method 

Categorizing student mobility. I categorize nonstructural movers by the timing 
of school changes: between-year switcher or a student who made a nonstruc
tural move between school years, within-year switcher or a student who 
switched schools at least once during the school year, and "ultra-mover" or a 
student who changed schools both between and during the school year in the 
same academic year. To examine student mobility at the school level and bet
ter understand the variation in nonstructural mobility across the timing of 
school changes in CCSD, I focus on the percent of students leaving each 
school or the average school turnover across the timing of nonstructural 
school changes. Entry mobility rates (students entering schools) are almost 
identical to exit rates across the timing ofschool changes; thus, exit rates can 
be interpreted as the overall chum in schools. Discipline-related mobility is 
classified as all school changes to and from behavior or continuation schools 
or juvenile detention centers based on data reported by the schools. I also 
categorize schools' characteristics into quintiles. 

Measuring segregation. I use the dissimilarity index to evaluate segregation 
between schools in CCSD over time. The dissimilarity index captures 
unevenness or the distribution of racial groups (Massey & Denton, 1988). 
The dissimilarity index measures what percentage of the racial group's popu
lation would need to change schools for the racial groups to be evenly 
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distributed within the school district. Generally, a dissimilarity index below 
.3 is low segregation, between .3 and .6 is moderate segregation, and above 
.6 is high segregation (Massey & Denton, 1988). I calculate the dissimilarity 
index for multiple combinations of four racial categories (Black, White, 
Asian, and Hispanic), one income category (FRPL students), and two 
achievement categories (whether the student was below math in the district or 
proficient in math) using the following formula: 

(1) 

where Did, is the dissimilarity index ofdistrict d at time t, a51 is the number of 
"a" students in schools at time t, and A dr is the number of"a" students in all 
schools in district d at time t. Then b8, is the number of"b" students in school 
sat time t, and Bd, is the number of"b" students in all schools in district d at 
time t. First, I calculate indices for the entire district that include mixing 
schools of different levels into one analysis. Next, similar to prior research 
(Sohoni & Saporito, 2009), I disaggregate schools by level and calculate the 
index separately for elementary, middle, and high schools, which allows for 
comparison of racial, income, and achievement segregation across multiple 
school levels. 

I also create several school-level racial, income, and achievement segre
gation indicators. I focus on intensely segregated, extreme-poverty and 
intensely low-achieving schools to illustrate how the relationship between 
student mobility and school segregation offers useful insights about educa
tional inequality in urban districts. The indicators include the following: (a) 
predominantly minority (Black and Hispanic students)-greater than 50% of 
students in a school are non-White, (b) intensely segregated minority 
schools- more than 80% of student body are minority, (c) multiracial 
schools- schools with at least 10% of students from four racial groups 
(Black, White, Hispanic, and Asian), ( d) high-poverty schools- greater than 
50% of students in a school are FRPL recipients, ( e) extreme-poverty 
schools- more than 80% of student body are FRPL recipients, (f) predomi
nantly low achieving- greater than 50% of students in school are achieving 
below district average, (g) intensely low achieving- more than 80% of stu
dent body are achieving below the district average, and (h) intensely segre
gated, high poverty-greater than 80% minority and FRPL recipients. 

Achievement gaps. Consistent with prior research (Condron et al., 2013), at 
the school-year level, I compute achievement gaps in both math and reading 
across various racial and income combinations. For example, to compute the 
White- Black achievement gap, I subtract the standardized mean math 
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achievement of Black students from that of White students (mean of White 
students - mean of Black students I standard deviation of subject test scores 
in a school). School-level achievement gaps are then aggregated to the dis
trict level. The achievement gaps measure the extent to which Black students' 
test scores lag behind White students relative to the standard deviation of the 
distribution. 

Predicting student mobility using school segregation. To examine the relationship 
between exiting patterns and school segregation, I use the following linear 
probability model: 

(2) 

where ~st is a dichotomous outcome variable that is equal to 1 if student i in 
schools at time t made a nonstructural school change. I estimate the probabil
ity of changing schools separately for the aforementioned three categories of 
mobile students. Tisr is a vector of student-level characteristics including 
lagged student achievement (relative to the district), gender, racial/ethnic cat
egories (White is the reference group), FRPL, ELL, and special education 
statuses. Zs1 is a vector of school-level characteristics including school qual
ity (measured by the percentage of students in a school scoring proficient or 
above on state accountability tests) and the percentage of Black, Hispanic, 
Asian, FRPL, ELL, Special Education, and male students in the school. Ns, is 
a vector of the aforementioned school-level segregation indicators. p3 is the 
coefficient of interest that illustrates whether students in more segregated 
schools are more likely to switch schools relative to students in less segre
gated schools across the timing of school changes. In all models, I utilize 
grade (yg) and year (xJ fixed effects to control for unobservable differences 
across time and between grades and use robust standard errors clustered at 
the school level. 

Results 

CCSD is a large, diverse school district with average annual enrollment of 
more than 300,000 students. On average, roughly 42% of students are 
Hispanic, 32% are White, 13% are African American, 8% are Asian, 11 % are 
special education students, 17% are ELL, and 50% are FRPL students. Over 
the period of study, CCSD experienced an increase in low-income (47% to 
56%), Hispanic (41 % to 44%), and special education status (10% to 12%) 
students. Conversely, the proportion of African American (14% to 12%), 
White (35% to 29%), Asian (9% to 7%), and ELL (20% to 16%) declined. 
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Figure l. School characteristics by mobility rates across the timing of school 
changes. 
Note. FRPL = free and reduced priced lunch. 

About 16% of students changed schools annually: 7% switched schools 
between school years, 6% changed schools during the school year, and 3% 
changed schools both in the summer and midyear in the same academic year. 
Black, Hispanic, low-income, special education status, and ELL students had 
higher mobility rates, especially for midyear school changes, whereas White 
and Asian students had lower mobility rates. For instance, 26% of Black stu
dents changed schools, with 11 % being midyear movers and 5% being ultra
movers, compared with 12% for White students, with only 4% being midyear 
movers and 2% being ultra-movers. Mobile students also had math achieve
ment about a quarter of a standard deviation below their schools' average and 
a third of a standard deviation below the district average. 

Student Mobility and Segregation From the Schools' Perspective 

Figure 2 illustrates that there is a strong relationship between schools' demo
graphic and achievement characteristics and student mobility rates across the 
timing ofschool changes. This association is particularly apparent when one 
considers within-year student mobility (midyear and ultra-movers). As the 
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Figure 3. School segregation and student mobility rates. 

Note. CCSD =Clark County School District; FRPL =free and reduced priced lunch. 


proportion of low-income and minority students in schools increases, within
year mobility rates also increase. For instance, schools in the bottom quintile 
of proportion of low-income students (0%-27% of FRPL students) had an 
average midyear exit rate of 4% compared with 10% for schools in the top 
quintile (greater than 79% of FRPL students). Schools in the bottom quintile 
of proportion of minority students (between 4% and 31 % of Black and 
Hispanic students) had an average midyear exit rate of3% relative to 10% for 
schools in the top quintile (greater than 82% ofBlack and Hispanic students). 
Conversely, there is a negative relationship between nonstructural exit rates 
and school quality: Schools with higher mobility rates typically have a lower 
proportion ofmath proficient students. Schools in the bottom quintile ofpro
portion ofmath proficient students (less than 46% ofproficient students) had 
a midyear exit rate of 11 % and an ultra-mover exit rate of 10% compared 
with 4% and 1 %, respectively, for schools in the top quintile (greater than 
7 5% ofproficient students). 

Figure 3 shows that there is also an apparent relationship between non
structural mobility rates and school segregation. The results suggest that more 
segregated schools typically have a higher nonstructural mobility rate (mid
year and ultra-moves are especially prevalent in highly segregated schools). 
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For instance, intensely segregated minority schools had a midyear exit rate of 
I 0% and an ultra-mover rate of5% compared with 6% and 3% for schools that 
were not intensely segregated minority. Extreme-poverty schools had a mid
year exit rate of I 0% relative to 6% for schools that were not classified as 
extreme poverty. Intensely segregated, low-achievement schools had a mid
year rate of 13% and a ultra-mover rate of 15% compared with 7% and 3%, 
respectively, for schools that were not categorized as intensely segregated, 
low-achieving schools. In addition, more segregated schools typically have a 
lower proportion ofproficient students than less segregated schools. 

School discipline partly explains the relatively high within-year mobility 
rates of low-achieving, high-minority, and poverty schools. School discipline 
is an important yet overlooked example of school policies and practices that 
may induce student mobility. Although the average discipline-related exit 
rate in CCSD was roughly 2%, the lowest achieving schools and schools with 
a high proportion of Black and male students bad high discipline-related exit 
rates. For instance, the discipline-related exit rate for schools in the top quin
tile for proportion ofBlack students (19%-92% ofBlack students) was 6% or 
3 times the district average. Lower quality schools typically have higher dis
cipline-related mobility rates. Schools in the bottom quintile ofproportion of 
proficient students had a discipline exit rate of8% or 4 times the district aver
age. In addition, alternative schools including behavior and continuation 
schools as well as schools in the Clark County Juvenile Justice System had 
some of the highest nonstructural mobility rates that were largely driven by 
within-year mobility (midyear and ultra-movers). There is also a strong cor
relation between ultra-mover exit rate and discipline-related exit rate (0.9) 
that suggests that the majority of ultra-moves are school-initiated midyear 
mobility. The striking relationship between the lowest achieving schools in 
the district and school discipline may be attributed to various reasons. It is 
plausible that the lowest achieving schools also serve the student population 
that provides the greatest behavioral management challenges in urban school 
districts. Another reason may be that these schools are responding to account
ability pressure by placing certain students in alternative schools. Schools 
classified as "in need of improvement" had the highest within-year exit rate 
(midyear and ultra-movers), and schools classified as "high-achieving and 
above" had the lowest within-year exit rate. 

The relationship between student mobility, schools' characteristics, and 
school segregation may also be explained by the level of schooling. In ele
mentary and high schools, the between-year rate was higher than the within
year exit rate (especially for high schools where the between-year rate was 
more than twice that of the within-year rate). The within-year exit rate in 
middle schools was slightly higher than midyear exit rates in high schools. 
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Figure 4. School segregation in CCSD, K-12, dissimilarity index. 

Note. CCSD =Clark County School District; FRPL =free and reduced priced lunch. 


Interestingly, in middle schools, the within-year (midyear and ultra-movers 
combined) exit rates were higher than the between-year exit rates. This sug
gests that midyear moves are especially relevant in middle schools. 
Furthermore, the discipline-related mobility rate in middle schools is slightly 
higher than that of high schools. The results also draw attention to school 
discipline in middle schools.4 

Segregation, Student Mobility, and Achievement Gaps 

Figure 4 shows segregation among schools in CCSD from 2007 to 2008 
through to 2012 to 2013 using the dissimilarity index. The results indicate that 
although overall racial segregation in CCSD was moderate, unevenness in the 
distribution ofstudents by race/ethnicity in the district increased over the period 
of study.5 The results indicate that Hispanic students were the most highly 
unevenly distributed racial group. Unlike racial segregation, income segrega
tion decreased over the period of study. The distribution ofproficient students 
between schools grew slightly more uneven over time, whereas the distribution 
ofbelow average students did not increase over the period ofstudy. The results 
suggest that the segregation of high-achieving students is increasing in CCSD. 
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Racial and Income Achievement Gaps In CCSD 
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Figure 5. Racial and income achievement gaps in CCSD. 
Note. CCSD =Clark County School District; FRPL =free and reduced priced lunch. 

Overall, the results imply that there is increasing stratification within the dis
trict as racial and achievement segregation rose over time.6 

Figure 5 presents district-level achievement gaps over the period of study. 
The results indicate sizable achievement gaps between racial groups that 
increased over time. For instance, the achievement gap between White and 
Black students increased from 0.53 SD in 2007 and 2008 to 0.57 SD in 2012 and 
2013. The achievement gap between White and Hispanic students decreased 
over the period of study and was smaller than the White-Black achievement 
gap. The Asian- Black achievement gap increased over time and was the largest 
in CCSD, with Asian students performing about four fifths of a standard devia
tion above Black students. The Asian-White (on average 0.19 SD) and the 
Hispanic- Black (on average 0.27 SD) were the smallest gaps in test scores in 
CCSD. Non-FRPL recipients outperformed FRPL students by about a third of a 
standard deviation. However, the income achievement gap remained fairly con
stant over time. In addition, the results also indicate that racial and income 
achievement gaps are lower in more segregated schools. Overall, the White-
Black, White-Hispanic, Asian- Hispanic, and the non-FRPL- FRPL within
school achievement gaps were lower, whereas the Asian- White, Asian- Black, 
Hispanic- Black gap was higher in intensely segregated minority and high-pov
erty schools. The results imply that the achievement gap is smaller in more 
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segregated schools because of the presence of similar low-achieving students 
regardless of race/ethnicity, whereas larger achievement gaps in less segregated 
schools suggest minority students in these schools tend to be low-achieving, and 
nonminority students are higher achieving, resulting in considerable achieve
ment gaps. From the district's perspective, this is not a beneficial trend given 
that prior research demonstrates that high-achieving peers improve the student 
achievement ofall students in a school. 7 

I also examine the segregation levels of origin and destination schools 
across the timing of school changes. The results indicate that regardless of the 
timing ofschool changes, high levels ofracial, income, and achievement school 
segregation may spur students to change schools. For example, 45% of 
between-year movers and 43% of midyear movers in intensely segregated 
minority schools switch to schools that were not classified as intensely segre
gated schools. The trends are similar for mobile students in extreme-poverty 
and intensely segregated achievement schools. There are interesting differ
ences in exit and destination patterns by the degree of segregation in schools. 
Regardless of the timing of school changes, the majority of students in pre
dominantly minority or low-achieving and high-poverty schools tended to 
transfer to similar segregated schools. For instance, 75% ofbetween-year mov
ers and 80% of midyear movers in predominantly minority schools transferred 
to another predominantly minority schools. However, a nontrivial proportion 
ofstudents in schools that are not categorized as predominantly minority or low 
achieving or high poverty switched to more segregated schools at a greater 
extent than students in predominantly minority, high poverty, or low achieving 
switched to lesser segregated schools. For example, 25% ofbetween-year mov
ers and 37% of midyear movers in schools that were not predominantly minor
ity school switched to predominantly minority schools, whereas 21 % of 
between-year movers and 19% ofmidyear movers left predominantly minority 
schools for schools that were not classified as predominantly minority. 
Similarly, roughly half to two thirds of movers in multiracial schools trans
ferred to schools that were not classified as multiracial across the timing of 
school changes. The findings imply that student mobility patterns in relatively 
less segregated schools may increase overall segregation in the district, whereas 
exiting from the most segregated schools may decrease overall segregation. In 
the next section, I present the empirical results on whether school segregation 
predicts the probability of student mobility. 

Does School Segregation Predia the Ukelihood ofStudent Mobility? 

Table 1 presents the likelihood of switching schools across the timing of 
school changes based on student, schools' demographic, and achievement 
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Table I. Estimating the Likelihood of Student Mobility (N = 774,21 I). 

Between Midyear Ultra-movers 

Prior Achievement 

Black 

Hispanic 

Asian 
Male 
Special Education 

ELL 

FRPL 

School Quality 

Black_ sch 

Hispanic_ sch 
White_sch 
Asian_sch 

Male_sch 

SpecEd_sch 

ELL_ sch 
FRPL_sch 

Predominantly 
Minority 

Intensely Segregated 
Minority 

High Poverty 
Extreme Poverty 

Predominantly Low 
Achieving 

Intensely Segregated 
Low Achieving 

Multiracial 

Intensely Segregated, 
Extreme Poverty 

Constant 

-0.009*** (0.000) 
0.021 *** (0.00 I) 

-0.004*** (0.00 I) 
-0.00 I (0.002) 
-0.00 I (0.00 I) 

-0.007*** (0.00 I) 
-0.0 IO*** (0.00 I) 

0.013*** (0.00 I) 
-0.028 (0.024) 
0.084* (0.041) 
0.038 (0.037) 

-0.010 (0.036) 
0.086 (0.055) 
0.145 (0.080) 

-0.1 IO* (0.047) 
-0.045** (0.016) 

-0.000 (0.018) 
-0.006 (0.005) 

0.005 (0.005) 

- 0.002 (0.005) 
0.004 (0.004) 

0.008* (0.004) 

0.096* (0.037) 

-0.00 I (0.003) 
- 0.007 (0.006) 

0.922*** (0.063) 

-0.014*** (0.000) 
0.025*** (0.00 I) 

-0.00 I (0.00 I) 
-0.003** (0.00 I) 
0.008*** (0.00 I) 

-0.006*** (0.00 I) 
-0.00 I (0.00 I) 

0.016*** (0.00 I) 
-0.025** (0.008) 

-0.007 (0.021) 
-0.030 (0.019) 
-0.026 (0.018) 

0.012 (0.021) 
0.104*** (0.022) 

0.008 (0.014) 
0.016 (0.009) 
0.012 (0.008) 

-0.00 I (0.002) 

0.000 (0.002) 

0.002 (0.002) 
0.003 (0.002) 

-0.002 (0.002) 

0.026 (0.014) 

0.00 I (0.00 I) 
0.000 (0.002) 

-0.040 (0.023) 

-0.0 14*** (0.000) 
0.027*** (0.00 I) 

-0.006*** (0.00 I) 
-0.005*** (0.00 I) 

0.007*** (0.000) 
-0.003** (0.00 I ) 

-0.007*** (0.00 I ) 
0.0 17*** (0.00 I ) 

-0.008 (0.0 I I) 
-0.022 (0.021) 

-0.065** (0.020) 
-0.050* (0.019) 
-0.042 (0.025) 

0.203** (0.069) 
-0.067 (0.043) 

0.019 (0.011) 
0.024* (0.009) 
0.003 (0.003) 

0.004 (0.002) 

-0.002 (0.002) 
0.004 (0.003) 

-0.00 I (0.002) 

0.135*** (0.033) 

-0.000 (0.00 I) 
-0.003 (0.003) 

-0.058 (0.044) 

Note. ELL =English language learner; FRPL =free and reduced priced lunch. 
*p < .05. '**p < .0 I. ***p < .00 I. 

characteristics and school segregation. The results indicate that high levels of 
achievement segregation are a strong predictor of student mobility across the 
timing ofschool changes. Students in intensely segregated achieving schools 
were roughly 10 percentage points more likely to switch schools between 
school years than students in schools that were not intensely segregated 
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achieving schools. Students in predominantly low-achieving schools were 
less than I percentage point more likely to change schools in the summers 
than students in schools that were not predominantly low achieving. The 
results for racial and income segregation, irrespective of the degree of segre
gation, were insignificant for between-year school changes. 

Achievement segregation is not as strong a predictor of midyear school 
changes. Students in intensely segregated, low-achieving schools were 3 per
centage points more likely to switch schools during the year than students in 
schools that were not intensely segregated achieving schools (p value of .06). 
However, the results for ultra-movers were similar to those of between-year 
movers. Students in intensely segregated achieving schools were about 14 per
centage points more likely to make ultra-moves. The results ofracial and income 
segregation were also insignificant for both midyear and ultra-movers. 

I conduct a few specification checks to examine the sensitivity of the 
results. First, I estimate Equation 2 separately for all segregation indicators. 
The results are qualitatively similar except in two instances. There is weak 
suggestive evidence that income segregation predicts midyear mobility and 
racial segregation predicts ultra-moves. Students in extreme-poverty schools 
were less than 1 % more likely to switch schools during the year (p value of 
.08), and students in intensely segregated minority schools were less than 1 % 
more likely to make ultra-moves (p value of .08). Next, I rerun the models 
excluding open enrollment options (charter and magnet schools). The results 
remain qualitatively similar when charter schools are excluded. Following 
this, I rerun the models excluding discipline-related mobility. For between
year school changes, high levels of achievement segregation were no longer 
a significant predictor; however, students in predominantly low achieving 
were more likely to exit. For midyear school changes, achievement segrega
tion was a significant predictor but the directions of the coefficient reversed. 
Students in predominantly low-achieving and intensely segregated schools 
were less likely to exit schools during the school year when discipline-related 
mobility was excluded. This suggests that the role of achievement segrega
tion as a predictor of midyear school changes is largely driven by discipline
related mobility. For ultra-movers, the results remain qualitatively similar 
when discipline-related mobility was excluded. These findings imply that 
students who switch schools based on achievement segregation, who are not 
subjected to school-initiated discipline mobility, are between-year or ultra
movers. In separate models, interactions of student characteristics and segre
gation indicators suggest that higher achieving students are more likely to 
exit achievement segregated schools and White students are more likely to 
exit racially and income segregated schools across the timing of school 
changes. 
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Finally, I also estimated Equation 2 separately by the levels of schooling. 
The results vary the levels of schooling and the timing of school changes. In 
elementary schools, for between-year movers, achievement segregation is no 
longer a significant predictor, and there is suggestive evidence that students in 
extreme-poverty schools are more likely to switch schools in the summer. For 
midyear movers, achievement segregation is not a significant predictor, and 
there is evidence to suggest that students in intensely segregated minority 
schools are more likely to switch schools. For ultra-movers, the results indicate 
that students in intensely segregated, minority and extreme-poverty schools 
were more likely to be ultra-movers, but students in intensely segregated, 
extreme-poverty schools were less likely to be ultra-movers. The findings 
imply that for elementary school students, racial and income segregation pre
dict changing schools at different times. These students appear to change 
schools between school years due to income segregation and switch schools 
midyear due to racial segregation. Ultra-movers change schools for both racial 
and income segregation but not due to "double segregation" as they are less 
likely to exit schools with both high levels of racial and income segregation. 
For middle school students, high levels of achievement segregation remained a 
significant predictor but only for between-year and ultra-movers. Between
year movers in middle schools were also less likely to exit multiracial schools. 
For midyear movers in middle schools, there is evidence that students in high
and extreme-poverty schools are more likely to exit, whereas students in pre
dominantly low-achieving schools were less likely to exit. The findings also 
suggest that ultra-movers in middle schools are less likely to exit high-poverty 
schools. These results suggest that between-year and ultra-movers in middle 
schools are exiting schools with high levels of achievement segregation, 
whereas midyear movers appear to be driven by income segregation. The find
ings also imply that for ultra-movers in middle schools, the role ofachievement 
segregation in exit patterns is partly related to school discipline. For high 
schools, the results are qualitatively similar across the timing ofschool changes. 

Concluding Discussion 

This study offers new insights into the relationship between school segrega
tion and student mobility in urban school districts. The results indicate that 
racial, ethnic, and achievement segregation persists in CCSD, whereas 
income segregation is declining. This article adds to a growing number of 
studies that have found that segregation is a pervasive and concerning phe
nomenon (Rumberger & Palardy, 2005). The results highlight an important 
mechanism linking student mobility to school segregation and achievement 
gaps, namely, the demographic and achievement characteristics of schools. 
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More segregated schools typically have smaller within-school achievement 
gaps, a lower proportion ofproficient students, a higher proportion ofminor
ity students, and higher nonstructural mobility rates (especially within-year 
mobility) than less segregated schools. The findings are similar to prior 
research that found that as Black White dissimilarity increased, racial 
achievement gaps also increased (Condron et al., 2013). 

Rising racial and achievement school segregation raises serious concerns 
about educational equity and the equality of educational opportunity in urban 
school districts. Historically, the segregation of African American children 
has been the main focus for educators and policymakers. The results of this 
article highlight that in 21st-century urban school districts, uneven distribu
tion is multiracial, and desegregation is no longer only a Black- White issue. 
The findings imply that the segregation of Hispanic students, the fastest 
growing demographic group, is a pertinent concern. The importance of 
achievement segregation is particularly noteworthy, and this form ofsegrega
tion is just as or even more important than racial and income segregation. The 
patterns in student mobility and segregation suggest the evolution ofa tiered 
system ofschooling, as low-achieving students are concentrated in the same 
schools and vice versa for high-achieving students. 

The results indicate that high levels of achievement segregation are a sig
nificant predictor of student mobility. The findings imply that some parents 
are actively seeking less achievement segregated schools, especially those 
switching schools in the summer. School discipline is a significant reason why 
high levels ofachievement segregation predict within-year mobility (midyear 
and ultra-movers). Overall, the results raise equity concerns as there seem to 
be centers of educational inequality in urban districts, or highly segregated, 
low-quality schools with a high proportion of minority and low-income stu
dents and considerable rates of discipline-related student mobility. 

This study has a few limitations. First, the data do not capture student 
mobility from public to private schools and vice versa. This may affect the 
relationship between student mobility and school segregation. Nevertheless, 
a relatively small proportion of students in CCSD attend private schools
about 11 % (Sohoni & Saporito, 2009). Second, although CCSD is a large, 
countywide, and highly diverse district, it is important to note that CCSD 
does not resemble a stereotypical "inner-city" school district; thus, there are 
some limitations of generalizing the findings. 

Policy Implications 

A few policy implications emerge from this study. First, the findings support 
the call for renewed investment in desegregation. However, in the wake of 
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the 2007 Supreme Court decisions on desegregation that deemed the majority 
of voluntary desegregation programs by school districts unconstitutional, 
there is a need to consider feasible options within the law to attain integrated 
schools (Orfield & Lee, 2007). Given the unconstitutionality of assignment 
policies based on race, student mobility is a possible policy lever to affect 
desegregation that warrants further consideration. Districts may explore the 
use of students' income and prior achievement as opposed to race to attain 
balanced schools in addition to providing information and incentives for low
income, low-achieving, and minority students to switch to more integrated 
schools. Considering SES and academic background as the key factors in 
student assignment policies may promote school integration and reduce 
school segregation (Potter, Quick, & Davies, 2016). Districts may also 
explore incorporating stratification limits into transfer policies that prohibit 
school changes that will add to achievement segregation. 

Second, policymakers should pay greater attention to reforming schools 
with an eye to segregated schools with high-mobility rates and provide addi
tional support to these schools. As states revise funding formulas, increased 
funding to highly segregated schools with substantial student chum should be 
a priority and key component of focusing education policy to address educa
tional inequality in urban districts. It would be prudent to focus on factors 
such as class size and teacher quality in these high-mobility schools that may 
contribute to achievement gaps in urban school districts. Greater curricular 
and pedagogical focus for schools with high rates ofduring-the-year student 
mobility may help improve student achievement in urban school districts. 
Policymakers should find ways to ensure greater instructional continuity and 
mitigate the adverse effects of turnover on students and schools. This may 
entail resources for personalized instruction for mobile students especially 
those in middle schools where midyear school changes are relatively preva
lent. Districts may also create a student mobility office that bridges the com
munication gap between sending and receiving schools to better coordinate 
curriculum and pedagogy. Receiving schools would then have detailed infor
mation on mobile students to tailor curriculum and teaching techniques. 

Third, policymakers may also consider targeting different types of segre
gation at different levels of schooling using varying initiatives. Student 
mobility and racial and income segregation is typically higher in elementary 
schools, whereas achievement segregation is higher in high schools. Programs 
fostering and incentivizing racial and income desegregation may pay the big
gest dividends at the elementary level where younger students are affected. 
Desegregation initiatives at the high school level such as adjusting atten
dance zones may target the clustering of low-achieving students of all races. 
Combination schools present a special challenge as they are afflicted with 
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racial, income, and achievement segregation and tend to serve an at-risk stu
dent subgroup. The findings suggest policymakers should closely rethink the 
operation of alternative schools and how learning and student remediation 
takes place in these highly segregated and mobile environments. 

Directions for Future Research 

The findings also provide some directions for future research. First, a better 
understanding of families' preferences that may influence the relationship 
between student mobility and school segregation and how this may vary with 
the timing of school changes is needed. A complementary qualitative study 
may provide better insights on how segregation levels oforigin schools affect 
mobility decisions and a sense of how the segregation level of destination 
schools may affect the impact of student mobility on student achievement. 
Similar to switching to schools of higher quality, transfers to less segregated 
schools may result in net positive effects of changing schools, and thus seg
regation may be a key determinant of the overall impact of student mobility. 

Second, studies with classroom-level data that allow for estimation ofwithin
school segregation may provide a stronger link between segregation, student 
mobility, and achievement gaps at the school level. These investigations will fur
ther illuminate how segregation and student mobility affect educational inequal
ity at a granular level. Finally, differences in neighborhoods in urban school 
districts may play an important role in explaining the relationship between stu
dent mobility and school segregation. Future studies should incorporate the loca
tion ofschools and neighborhood characteristics to gain a better understanding of 
patterns in student mobility and school segregation. A better understanding ofthe 
interaction of school and neighborhood contexts has important policy implica
tions such as whether student mobility is more appropriately addressed by the 
coordination ofeducation, housing, and economic policy. 
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Notes 

I. 	 There is an "identity crisis in urban education" evidenced by the challenges in 
conceptualizing and defining "urban" education (Milner & Lomotey, 2014). 
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Although the conceptualization of urban education is multifaceted, urban dis
tricts can be generally defined by size or the prevailing social and economic 
conditions. For instance, urban school districts may be defined as being located 
in cities with a population greater than 250,000 and student enrollments ofmore 
than 35,000 (Council of the Great City Schools, 2013). The implicit implica
tions of this definition is that urban school districts are the melting pot of cul
tures and communities-densely populated epicenters ofcommerce that attract a 
diverse set ofpeople ofvarying ethnic, racial, linguistic, and geographic origins. 
Darling-Hammond (2014) posited that urban school districts can also be defined 
by the concentration of inequality and evolving economic conditions character
ized by poverty, segregation, and underresourced schools (Milner & Lomotey, 
2014). 

2. 	 In this article, I am primarily interested in nonstructural mobility that occurs 
when students change schools of their own volition (e.g., switching elementary 
schools) rather than structural moves that occur after the completion ofa termi
nal grade (e.g., elementary to middle school transitions). Nonstructural movers 
are the student subgroup that mobility policies in school districts may target and 
influence. 

3. 	 As of2012 to 2013, there are 352 schools in this sample (219 elementary schools, 
59 middle schools, 53 high schools, and 21 combination schools, that is, middle/ 
high or elementaryfmiddle). The number of schools increased from 321 in 2007 
to 2008. In all, 13 charter schools were opened in 2012 to 2013, and 18 new 
schools opened over the period ofstudy (2008-2009: 7; 2009-2010: 6; and 2010
2011: 5). Schools with less than 25 students ( 12) and schools that closed over the 
period of study (2) were excluded from the school-level analysis. Roughly 72% 
ofschools were located in Las Vegas, 11 % were in Henderson, and l 0% in North 
Las Vegas. The rest were scattered in outlying areas such as Boulder City and 
Mesquite. Similar to previous mobility studies, I present results for mathematics 
achievement as math is predominantly learned in school rather than the home 
(especially starting in the elementary years) and mobility effects may be more 
detectable using math as opposed to reading (Hanushek, Kain, & Rivkin, 2004; 
Rumberger, Larson, Ream, & Palardy, 1999; Xu, Hannaway, & D'Souza, 2009). 

4. 	 About half of all schools in Clark County School District (CCSD) are predomi
nantly minority, and about a quarter of schools are intensely segregated. In total, 
14% of schools were multiracial; however, the number of multiracial schools 
decreased significantly from 63 in 2007 and 2008 to 25 in 2012 and 2013. 
Roughly half of all schools are high poverty, and about a fifth of schools are 
extreme-poverty schools. About halfofschools are predominantly low achieving 
and 7% were intensely low achieving. About 16% ofschools are intensely segre
gated and high poverty, and these schools increased from 15% to 20% from 2007 
and 2008 to 2012 and 2013. Overall, the number of income and racial segregated 
increased over the period of the study. The results also indicate that racial segre
gation was higher in lower levels of schooling and decreased as one progressed 
from elementary to high schools. For instance, about 57% ofelementary schools 
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were predominantly minority compared with 48% of high schools. Racial segre
gation was highest in combination schools, which are mainly alternative schools 
such as behavior and continuation schools (e.g., more than two thirds of these 
schools were predominantly minority). The trends across the level of schooling 
were starker for income segregation. For example, 58% and 27% of elementary 
schools were classified as high poverty and extreme poverty, respectively, rela
tive to 27% and less than 1%, respectively, of high schools. Income segregation 
was generally below the district average for combination schools. Conversely, 
achievement segregation was prevalent across all levels of schooling but 
increased with the level of schooling and was especially high in combination 
schools. For instance, about half of elementary and high schools were predomi
nantly low achieving compared with 90% ofcombination schools. About 2% of 
elementary and middle schools were intensely low achieving relative to 15% of 
high schools and 57% ofcombination schools. Elementary schools had the high
est average of intensely segregated, extreme-poverty schools. In sum, the results 
imply the racial and income segregation is particularly pervasive in elementary 
schools whereas achievement segregation is specifically concerning in high and 
combination schools. 

5. 	 Given that segregation across all racial categories is increasing and the majority 
of the changes in the dissimilarity index over time are modest, for brevity's sake, 
I do not report results for every combination of racial and ethnic groups. The 
results for all groups are available upon request. 

6. 	 Prior research has found that school choice increases racial segregation; thus, I 
estimate the dissimilarity index while excluding open enrollment options- mag
net and charter schools- in the CCSD to examine the sensitivity of the results. 
First, I excluded the 13 charter schools in 2012 to 2013, and the results changed. 
In particular, racial and income segregation was lower across all groups when 
charter schools were excluded. Achievement segregation also decreased. The 
results were similar when magnet schools were separately excluded. Similar to 
prior research, the results imply that charter schools partly explain the rise in 
racial and income segregation in urban school districts. Notwithstanding, the 
segregation levels in CCSD remained moderate and increased over time with or 
without open enrollment options. 

7. 	 The White- Black achievement gap is similar across the levels of schooling, 
whereas the White- Hispanic and Asian- Hispanic gaps increase with the level of 
schooling. The Hispanic Black, Asian Black, and income achievement gaps are 
smallest in high schools. 
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LEXIA RESEARCH 

Lexia Reading Core5 Research Report 
2016/17 School Year Results for over 22,600 Students in Charter Schools USA 

Prepared by the Research Team (research@lexialearning.com) 
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Introduction 
An analysis of more than 22,600 K–5 students within the Charter Schools USA 
(CSUSA) network found that incorporating recommended use levels of the Lexia 
Reading Core5® program into instruction resulted in substantial growth in 
reading skills during the 2016/17 school year, over and above that achieved with 
non-Core5 instruction. Among students who regularly reached their usage targets 
with Core5, the percentage working on skills in or above their grade level 
increased from 44 percent to 91 percent – an improvement of 47 percentage 
points. In fact, students’ reading growth was so impressive that CSUSA increased 
the number of schools using Core5 from 5 to 48 within the school year. 

Implementation Description 
In most CSUSA schools, Core5 is used grade-wide for K–2 students, but the 
program is used only for intervention purposes for grades three through five. 
CSUSA assessed students’ reading abilities in the fall, winter and spring using the 
computer-administered, adaptive screening tool, NWEA™ MAP®. Performance 
was captured with RIT (Rasch unIT) scores, which measure student achievement 
on an equal-interval scale across all grades, and researchers compared students’ 
fall and spring levels in Core5 to their fall 2016 and spring 2017 MAP RIT scores. 
The remainder of this report focuses on the 8,700 students who used Core5 as 
recommended for the entire school year. 

“We found a statistically significant correlation between MAP and Core5,” said 
Lexia President Nick Gaehde. “In other words, students’ levels in Core5 at the 
beginning and end of the year closely matched their MAP RIT scores in the 
corresponding time periods. Best of all, Core5 students who met their Core5 
usage targets had higher gains in MAP across all grades.” 
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PROGRAM FIDELITY 
Students received weekly 
usage targets that 
updated monthly, based 
on their likelihood of 
reaching benchmark in 
Core5.  

Students used the 
program as 
recommended if they 
met their weekly usage 
targets for at least 50% 
of the weeks they used 
the program (e.g., 10 
weeks out of 20). 

PROGRESS EXAMPLE 
A 3rd grader who started 
the year working in a 2nd 

grade level (1 Grade 
Below) and then 
completed all of the 2nd 

and 3rd grade material 
ended the year in 4th 

grade material (Reached 
EOY Benchmark).  

Overall Comparisons for All Students 
In addition to the increase in students working at or above grade level, the 
percentage of students working on skills two or more grade levels below their 
grade decreased from 19 percent to only 2 percent. Students who met their 
usage targets in Core5 increased their RIT scores by an average of 15.6 points. In 
comparison, students in the non-Core5 schools increased their RIT score by 12.3 
points on average. 

Results and Comparisons for Students in Grades K–2 
Among K–2 students, the percentage working on skills at or above grade level in 
Core5 increased from 46 percent to 95 percent, leaving less than one percent 
working on skills two or more grade levels below (Figure 1). Early elementary 
students also significantly increased their RIT scores by 16.8 points, on average, 
compared to the students in the non-Core5 schools who increased their RIT 
score by an average of 15.5 points (Figure 2). 

Figure 1. Progress in Core5 (Grades K-2; N=2,784) 

Figure 2. Gains on MAP (Grades K-2; N=8,500) 
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Results and Comparisons for Students in Grades 3–5 
Among students in grades 3–5, the percentage working on skills in or above grade level increased 
from 38 percent to 75 percent (Figure 3). Half of students began the school year reading 2+ grades 
below grade level (dark grey), and most gained more two or more years of material in Core5 by the 
end of the year. More than half ended the year past their end-of-year, grade level benchmark. This 
acceleration of growth substantially contributed to Core5’s overall impact. Core5 students in grades 
3–5 significantly increased their RIT scores by 10.3 points, on average, compared to the students in 
the non-Core5 schools who increased their RIT score by an average of 8.8 points. 

Figure 3. Progress in Core5 (Grades 3-5; N=1,365) 

Figure 4. Gains on MAP (Grades 3-5; N=3,910) 

“We are very pleased with the gains we are seeing in our schools using Lexia Reading Core5,” said 
Michael Braggiotti, data analyst, innovations, CSUSA. “The engagement features in the program 
keep students motivated to learn, and the robust reporting features allow teachers and 
administrators to monitor student progress closely. Engagement with the program, by both 
students and staff, has helped close the gap for many students. We look forward to using the 
findings from this research to motivate 100 percent of our students to meet their usage targets!” 

“We believe that a strong implementation leads to strong results. This successful partnership 
between Lexia and CSUSA is based on the schools’ commitment to working with our 
implementation team to ensure that their use of the program provided teachers with the greatest 
opportunity to accelerate student outcomes,” said Gaehde. 

3 
B-194



 

 

 

  
  

  
  

 
 

 

 
 
 

  
 

 

 

 

  
  

  
 

 
  

   

  

  
 

 

  
 

About Lexia Reading Core5 
Lexia Reading Core5 is a research-proven, technology-based program that accelerates the 
development of fundamental literacy skills for students of all abilities in grades pre-K–5. Following 
a rigorous scope and sequence built for college and career ready standards, Core5 provides 
explicit, systematic instruction through personalized learning paths in six areas of reading. Core5 
seamlessly adapts with student performance, targeting skill gaps as they emerge and equipping 
teachers with the data and instructional resources they need to personalize instruction for every 
student. Embedded assessment technology predicts students’ year-end performance and 
provides ongoing norm-referenced and actionable data to help teachers prioritize and plan 
instruction with the offline instructional materials. 

About Charter Schools USA 
Charter Schools USA, founded by Jonathan Hage in 1997, is the first education management 
company to earn corporation system-wide accreditation through AdvancED and is one of the 
nation’s leading charter school management companies. CSUSA currently manages 84 schools in 
seven states serving more than 70,000 students in pre-kindergarten through 12th grade. CSUSA’s 
innovative educational advantages include advanced technology, meaningful parental 
involvement, student uniforms, consistent and fairly-enforced discipline policies, highly qualified 
and motivated staff, community focus, integrated character education and high academic growth 
and performance. 

About Lexia Learning 
Lexia Learning, a division of Rosetta Stone, empowers educators through adaptive assessment 
and personalized instruction. For more than 30 years, the company has been on the leading edge 
of research and product development as it relates to student reading skills. With a robust offering 
that includes solutions for differentiated instruction, personalized learning, and assessment, Lexia 
Learning provides educators with the tools to intensify and accelerate literacy skills development 
for students of all abilities. For more information, visit www.lexialearning.com. 

About Rosetta Stone 
Rosetta Stone Inc. (NYSE: RST) is dedicated to changing people’s lives through the power of 
language and literacy education. The company’s innovative digital solutions drive positive learning 
outcomes for the inspired learner at home or in schools and workplaces around the world. 

Founded in 1992, Rosetta Stone’s language division uses cloud-based solutions to help all types of 
learners read, write, and speak more than 30 languages. Lexia Learning, Rosetta Stone's literacy 
education division, was founded more than 30 years ago and is a leader in the literacy education 
space. Today, Lexia helps students build fundamental reading skills through its rigorously 
researched, independently evaluated, and widely respected instruction and assessment 
programs. 

For more information, visit www.rosettastone.com. “Rosetta Stone” is a registered trademark of 
Rosetta Stone Ltd. in the United States and other countries. 
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Introduction 

If reading opens the door of opportunity, will all children be able to cross the threshold to reading success? At 
McGraw-Hill Education we have always answered Yes to this question. It is our tradition to help every child 
learn to read, and to help every instructor teach reading in the most effective manner possible – a practice that 
continues today with the Reading Wonders Reading/Language Arts program.  

The Reading Wonders program will guide children across the literacy threshold to mastery of the Common 
Core State Standards to become successful in college and in the workforce  – because Reading Wonders is 
anchored in salient and consequential research about what works. We know that learning to read and teaching 
reading is work that requires the most effective materials because reading is foundational for all other 
learnings. In fact, The National Institute for Literacy’s Partnership for Reading (2000) states that “Success in 
school starts with reading.” Increasingly, federal, state, and local requirements in every area focus on the need 
for research-verified instructional strategies, methods, and approaches, and research is now available that 
suggests how to give each child a good start toward achieving success in reading. McGraw-Hill has stepped 
up to the challenge by incorporating highly-regarded research related to effective reading instruction during 
the development of the Reading Wonders program. 

The teaching of reading has steadily evolved over the years, and the most recent initiative designed to ‘raise 
the bar’ for literacy is found within the Common Core State Standards in English Language Arts. Developed 
by experts in collaboration with researchers, leaders from states’ education departments, teachers and school 
administrators, the Common Core State Standards incorporate evidence-based practices and content extracted 
from the most academically rigorous models across the state to ensure that students possess the literacy skills 
necessary for success in college and in workforce training programs. 

It is important to note that the Common Core State Standards (referred to as the Standards throughout 
the document) are meant to provide only a description of target outcomes. They represent what can and 
should be accomplished, but leave implementation to states and school districts. Elementary teachers have 
always worked hard to motivate their students to read and understand text, build knowledge, effectively 
communicate both verbally and in written form, and acquire advanced vocabulary; however, many teachers 
have limited resources to devote to helping students acquire these skills, or they struggle to find appropriate 
resources to meet the needs of students.  With the advent of the Standards and the enhanced vision toward 
refining and strengthening literacy instruction, teachers and administrators are no doubt further challenged to 
meet these goals of excellence. McGraw-Hill’s Reading Wonders comprehensive reading program was 
designed to not only satisfy the Standards but also to incorporate high-quality research about what works. 

McGraw-Hill Education Reading Wonders Research Base Alignment
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Common Core State Standards in English 

Language Arts: A Summary of Key Points 


Reading: Students should demonstrate the ability to extract deep meaning and critically analyze information 
from texts of increasing complexity. Text should include a diverse genre of classic and contemporary 
literature, and incorporate content deemed critical for achieving high standards of literacy. 

Writing: Students should demonstrate the ability to produce written arguments based on substantive claims, 
sound reasoning, and relevant evidence. The ability to conduct research, synthesize information, and report 
findings through a written analysis is critical. 

Speaking and Listening: Students should demonstrate the ability to evaluate and present ideas and evidence 
through listening and speaking as well as through media. Additionally, students should develop skill in 
engaging in formal and informal academic discussion. 

Language: Students should increase academic vocabulary.  Students should use formal English while 
writing, but must also be able to make informed choices among the various ways to express themselves 
through language. 

Media and Technology: Skills related to media use and production of media are interwoven throughout 
the Standards (http://www.corestandards.org/about-the-standards/key-points-in-english-language-arts) 

It is vital that existing curricula incorporate the rigorous content and knowledge encapsulated within the 
Standards. This paper provides a user-friendly summary of   key research findings across components of 
reading, and adds a sample demonstration of alignment to the Standards by providing research and specific 
examples from Reading Wonders. The majority of presented research was obtained from the following 
sources: 

x	 Developing Early Literacy: Report of the National Early Literacy Panel (NELP). This study synthesizes 
research on the development of early literacy skills for children from birth to age five. It was conducted 
by the National Center for Family Literacy under the auspices of the Partnership for Reading (a 
collaborative effort of the National Institute for Literacy, the National Institute for Child Health and 
Human Development, the U.S. Department of Education, and the U.S. Department of Health and Human 
Services). The purpose of NELP was to provide information to help teachers and parents support young 
children’s early literacy development and to contribute to educational policy decisions (National Early 
Literacy Panel, 2008). The report examines the early correlates of later reading achievement, and meta-
analyzes the data on instructional studies focused on young children. 

x	 Report of the National Reading Panel: Teaching Children to Read: An Evidence-Based Assessment of the 
Scientific Research Literature on Reading and its Implications for Reading Instruction -- Reports of the 
Subgroups (National Institute of Child Health and Human Development [NICHHD], 2000). The National 
Reading Panel was appointed by the Secretary of Education and the Director of the National Institute of 
Child Health and Human Development at the request of the U.S. Congress to determine what research 
had to say about the teaching of reading. The NRP report presents an extensive, detailed research review 
related to phonemic awareness, phonics, vocabulary, reading comprehension, and oral reading fluency. 

x	 Preventing Reading Difficulties in Young Children, a review of research on early childhood reading 
commissioned by the National Research Council (Snow, Burns, & Griffin, 1998). This source represents 
a broad-ranging research summary and review, but without inclusion of specific details of the research. It 
is aimed at identifying those school factors that would allow for the successful prevention and 
remediation of reading problems. 

McGraw-Hill Education Reading Wonders Research Base Alignment
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x	 Reading for Understanding: Toward an R& D Program in Reading Comprehension (2002). This review 
of the research on reading comprehension instruction was conducted by the Reading Study Group for the 
U.S. Department of Education’s Office of Education Research and Improvement. 

x	 Writing to Read: Evidence for How Writing Can Improve Reading. A Report from the Carnegie 
Corporation of New York (Graham & Herbert, 2010). This document provides a meta-analysis 
of research on the effects of specific types of writing interventions found to enhance students’ 
reading skills. 

x	 Writing Next:  Effective Strategies to Improve Writing of Adolescents in Middle and High Schools.  A 
Report from the Carnegie Corporation of New York (Graham & Perin, 2007).  This report provides a 
review of research-based techniques designed to enhance the writing skills of 4th to 
12th grade students. 

x	 Improving Reading Comprehension in Kindergarten Through 3rd Grade:  A Practice Guide. (Shanahan, 
Callison, Carriere, Duke, Pearson, Schatschneider, & Torgesen, 2010). This publication contains 
recommended instructional practices in reading, based upon a review of research evidence by the What 
Works Clearinghouse of the U.S. Department of Education’s Institute of Education Sciences. 

Elements of Literacy Instruction 
Literacy programs must be based on scientific evidence related to elements that have been identified 
as essential in literacy instruction: 

1. Phonological awareness 
2. Phonics  
3. Fluency 
4. Vocabulary and Language 
5. Text Comprehension 
6. Writing  

McGraw-Hill Education Reading Wonders Research Base Alignment
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Comprehension of Literature and Informational Text 
“Good instruction is the most powerful means of developing proficient 

comprehenders and preventing reading comprehension problems” 
-Rand Reading Study Group, 2002, p 29. 

The  National Assessment of Educational Progress (2010)  defines reading as, “an active and complex 
process that involves:  understanding written text; developing and interpreting meaning; and using meaning 
as appropriate to type of text, purpose, and situation” (p iv).  The Common Core State Standards (National 
Governors Association Center for Best Practice, Council of Chief State School Officers, 2010, p. 7), which 
has been adopted by more than 40 states, and is used as a resource in several others, goes even further, 
indicating that readers need to “work diligently to understand precisely what an author…is saying, but they 
also question the author’s…assumptions and premises and assess the veracity of claims and the soundness of 
reasoning…. Students cite specific evidence when offering an oral or written interpretation of a text. 

Comprehension is often identified as the fundamental goal of reading: children and adults read to understand. 

If children can “read” words but cannot understand them, they are merely decoding. Real
 
reading requires understanding. Over the past 30 years, reading researchers have recognized that 

comprehension is the result of active involvement on the part of the reader.  Reading comprehension requires
 
mental processes or actions including the ability to locate and recall information, integrate and interpret text, 

and critique and evaluate (National Center for Education Statistics, 2011, p 5). 


“Strong reading comprehension skills are central not only to academic and professional success, but also to a 

productive social and civic life.” (Shanahan, Callison, Carriere, Duke, Pearson, Schatschneider & Torgesen, 

2010, p. 5) The ability to comprehend text is central to learning concepts within content areas, such as 

science, social studies, and mathematics, and also later in life as students enter the workforce. 


A notable shift in the Standards is the expectation that students become independent and proficient readers 
of increasingly complex text. Traditionally, educators have attempted to limit text complexity to ensure 
that students could understand what they were reading. However, having students read relatively easy texts is 
not sufficient for enabling them to independently and successfully negotiate the demanding texts they will 
encounter in college, training programs, and in the workforce. To illustrate the importance of text 
complexity, the Standards summarize the 2006 ACT Inc. research report, Reading Between the Lines, which 
revealed that: 

What chiefly distinguished the performance of those students who had earned the 
benchmark score of better from those who had not was not their relative ability in making 
inferences while reading or answering questions related to particular cognitive processes, 
such as determining main ideas or determining the meaning of words and phrases in 
context.  Instead, the clearest differentiator was the students’ ability to answer questions 
associated with complex texts (NGAC, the Standards, Appendix A, p. 3). 

The findings from this study demonstrate that comprehension skills and strategies, in isolation, are not 
sufficient for fostering students’ comprehension skills. Students must be learn to apply these skills and 
strategies to complex text, and the Common Core Standards specify particular levels of difficulty that 
students must be able to negotiate successfully at each grade level; text levels that are somewhat higher than 
those usually associated with these grades in the past. The Common Core establish text complexity bands 
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within which students of each grade level (2-12) must be able to read if they are eventually to reach the 
college and career readiness goals. 

The Common Core determines the degree of complexity of texts by considering text readability as estimated 
by various research-based formulas (e.g., ATOS, Degrees of Reading Power, Flesch-Kincaid, Lexiles, 
Reading Maturity, SourceRater). These formulas estimate or predict the likelihood that a text will be 
comprehended, and place texts on a continuum of difficulty. However, the Common Core standards also 
recognizes the limitations of these quantitative measures and suggests that readability estimates should also 
consider qualitative aspects of text challenge (e.g., levels of meaning, structure, language, and knowledge 
demands), as well as reader variables (e.g., motivation, knowledge and experiences, purpose), all factors that 
play a role in text comprehension (Rand Reading Study Group, 2002). Thus, it is crucial to teach students to 
make sense of texts at the levels of difficulty specified in the standards.  

There is no question that text difficulty, as measured by these various readability measures, either limits 
reading comprehension or requires readers to work harder to comprehend what they read. The more 
challenging a text, the less likely readers will understand it. So, if the point is to ensure that as many people as 
possible understand a particular message, then making sure that the text is easy makes a lot of sense. But what 
if the idea is to maximize student learning—either of the specific text or of reading in general? Then, the 
answer is a bit more complicated. 

Various studies have reported that challenging text actually can, under certain circumstances, lead to both 
better comprehension and longer lasting memory for the text information (Einstein, McDaniel, Owen, & 
Coté, 1990; Kintsch, 1987; Mannes & Kintsch, 1987; McDaniel, Einstein, Dunay, & Cobb, 1986; McNamara, 
Kintsch, Songer, & Kintsch, 1996; O’Brien & Myers, 1985). The explanation for this learning phenomenon is 
that with more challenging texts the reader has to engage in deeper processing of the information, including 
more inferencing, in order to understand it, and that this leads to deeper learning. When text is easy to 
understand, the reader may comprehend it, but not at as deep a level as they would if they had to think more 
about it. However, amount of reader knowledge about the topic or the availability of external support and 
guidance appear to be integral to whether this deeper processing takes place; in other words, just assigning the 
reading of challenging text will not necessarily improve comprehension or learning. 

Contrary to this, reading educators since the 1940s have championed the idea that students needed to be 
taught from text that was matched to their instructional level. The claim has been that students would make 
the greatest learning gains – in learning to read, not necessarily with regard to learning the information from 
the text – if taught from books that they could read with 75-89% comprehension (Betts, 1946), claims that 
were attributed to research, but that, in fact, have been shown to have no basis in research (Shanahan, 1983). 
About two-thirds of fourth and fifth grade teachers in the U.S. indicate that they teach students at their 
reading levels, rather than at their grade levels, and this is true of more than one-third of middle school 
teachers (Shanahan, 2013). This lowering of reading demands suggests to some that some students will make 
less learning progress (Adams, 2010-2011; Chall, Conrad, & Harris, 1991; Hayes, Wolfer, & Wolfe, 1996). 

Research evidence has been accumulating that suggests the idea of placing students in instructional level texts 
is too simplistic to enhance reading achievement, and that, at least under some circumstances, more 
challenging texts coupled with supportive teaching, can improve reading achievement. Some early studies 
didn’t challenge the “instructional level” idea as much as they argued for setting instructional levels higher 
than in the past; these studies were finding greater amounts of reading progress when students were placed in 
relatively harder texts  (e.g., Powell, 1968). In the only well-designed experimental studies of the impact of 
student-text match on learning to read, it was found that there was no benefit to placing students in easier 
texts (O’Connor, Swanson, & Geraghty, 2010) or that students who were placed in markedly harder texts 
were the ones who made the greatest reading gains (Kuhn, Schwanenflugel, Morris, Morrow, et al., 2006; 
Morgan, Wilcox, & Eldredge, 2000) 
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Even if matching students to texts at their instructional level had some benefit, it is not the only way that 
instructional level performance can be accomplished. A considerable body of research shows that with 
appropriate scaffolding and support, students can read more challenging texts as if they were at the 
instructional level (Bonfiglio, Daly, Persampieri, & Andersen, 2006; Burns, 2007; Burns, Dean, & Foley, 
2004; Carney, Anderson, Blackburn, & Blessings, 1984; Daly & Martens, 1994; Eckert, Ardoin, Daisey, & 
Scarola, 2000; Faulkner & Levy, 1999; Gickling & Armstrong, 1978; Hall, Sabey, & McClellan, 2005; Levy, 
Nicholls, & Kohen, 1993; McComas, Wacker, & Cooper, 1996; Neill, 1979; O’Shea, Sindelar, & O’Shea, 
1985; Pany & McCoy, 1988; Rasinski, 1990; Reitsma, 1988; Rose & Beattie, 1986; Sanford  & Horner, 2013; 
Sindelar, Monda, & O’Shea,  1990; Smith, 1979; Stoddard, Valcante, Sindelar, O’Shea, et al., 1993; Taylor, 
Wade, & Yekovich, 1985; Turpie & Paratore, 1995; VanWagenen, Williams, & McLaughlin, 1994; 
Weinstein & Cooke, 1992; Wixson, 1986). 

Another aspect of the role of text complexity has to do with the role of text in influencing student language 
development. The language that one is exposed to is an important factor in children’s comprehension 
development. Children who listen to and read books with quality language are better able to interpret such 
language when they read on their own (Bus et al. 1995; Hoffman et al. 2004; Koskinen et al. 2000; Leinhardt 
et al. 1981; NELP 2008). More complex text is usually more sophisticated text and improved language 
usually means improved reading comprehension (Dickinson, Griffith, Golinkoff, & Hirsh-Pasek, 2012; 
NELP, 2008). 

The Common Core State Standards emphasize more than a list of skills or abilities that students must master 
at each grade level. It also promotes the idea of close reading. Close reading is an old idea drawn from literary 

criticism, but which has wide utility (Adler & Van Doren, 1940; Brooks & Warren, 1938; Richards, 1925; 
1942). According to close reading proponents, meaning resides in a text, and to gain access to this meaning, 
readers must read the text closely and repeatedly, weighing the author’s words and ideas, and relying heavily 

on evidence drawn from the text (rather than from the reader’s background knowledge or from external 
sources, such as the teacher). It is not a teaching technique per se, though its proponents believe that students 

should be engaged in this practice by their teachers regularly in order to establish it as a habit of mind. 
Close reading refers specifically to an active process that involves the careful and thorough analysis and 
evaluation of the key ideas and details of a text, along with a consideration of the text’s craft and structure 
(Piercy, 2011), and, perhaps, its connection with other texts (Adler & Van Doren, 1940). Close reading 
requires a deep, thorough, and critical analysis of the ideas in a text and the ways that the text conveys those 
ideas. As such, readers –to engage in close reading successfully--must be able to paraphrase and summarize 
text information, to identify main points and key supporting details, and to evaluate both the meaning and 
tone of an author’s choices with regard to vocabulary, text structure, use of literary devices, and graphic 
elements, considering a text’s clarity, precision, accuracy, relevance, significance, and logic (Elder & Paul, 
2004, p 37). Analytical reading, deep reading, and critical reading are all at least partial synonyms for the 
ideas inherent in close reading.    

What impact does close reading have on the development of reading comprehension? Given that it isn’t really 
a teaching procedure as much as an approach to reading, that is it is more goal than method, its impact on 
learning has not been studied directly. However, many instructional practices consistent with close reading 
have been studied and with positive results.  For example, instructional procedures that encourage students to 
pay especially close attention to what a text says have positive impacts on reading comprehension—both of 
the specific text of in terms of promoting higher reading comprehension achievement: careful summarization 
of text improves reading comprehension especially during the elementary grades (Graham & Hebert, 2010; 
NICHD, 2000), and this is true as well for graphic and structural summaries with both stories and 
informational texts (NICHD, 2000; Williams et al., 2005; Williams, et al., 2007), and even for reenactments 
of the text by younger students (Marley et al., 2007).  Similarly, focusing reader attention on specific kinds of 

McGraw-Hill Education Reading Wonders Research Base Alignment

 7 

B-205



 

 

 
    

   
     

    
    

 
       

    
      

       
     

     
   

   
 
 

     
  

 
   

   

    
  

      

 

    
  

     
   

 
 

   
  

     
       

  
 

   
   

 
     

 
    

   
     

  

text information, such as causal relationships or character motivation, improves comprehension, too (Casteel, 
1993; Goldman & Varnhagen, 1986; Shannon et al, 1988; Trabasso & Nickels, 1992; van den Broek, 1990). 
Research has shown that rereading text has a powerful impact on comprehension and learning for both higher 
and lower skilled readers, though its long term learning benefits in reading are still unexplored (Amlund et al., 
1986; Barnett & Seefeldt, 1989; Bromage & Mayer, 1986; Glover & Corkill, 1987; Krug, Davis, & Glover, 
1990; Mayer, 1983; Meyer & McConkie, 1973; Rawson, Dunlosky, & Thiede, 2000; Rothkopf, 1968). 

Even just focusing all student attention on a text’s meaning – as opposed to dividing this emphasis between 
the text  and the skills or strategies – has been found to lead to stronger reading comprehension for 
elementary students (McKeown et al. 2009). Furthermore, opportunities to engage in intellectually rigorous 
analysis, synthesis, and evaluation of texts also appear to be related to reading progress (Rowan & Correnti, 
2009). Students demonstrate stronger reading comprehension in classrooms in which teachers more 
frequently use higher-order questions (Andre 1979; Taboada & Guthrie 2006; Taylor et al. 2000), which is 
certainly consonant with close reading approaches, though studies have not made explicit whether these more 
rigorous questions were text-based or not. 

The Standards emphasize not only the use of complex text, but also the quality of text. That is, texts must 
have recognized value, be worth reading, and include the variations of form documented to enhance 
comprehension (e.g. lexical quality). Texts that have recognized value include “classic or historically 
significant texts as well as contemporary works of comparable literary merit, cultural significance, and rich 
content” (NGAC, The Standards, Appendix B, 2010, p. 2). Lexical quality refers to the “extent to which 
the reader’s knowledge of a given word represents the word’s form and meaning constituents and knowledge 
of word use that combines meaning with pragmatic features” (Perfetti, 2007, p. 359).  High quality lexical 
representations are precise, redundant, and flexible (Perfetti, 2007, p. 360). Research has shown that high 
lexical quality positively affects reading skill, including comprehension (Andrews & Bond, 2009; Dickinson, 
et al., 2012; Hoffman, et al., 2004; Perfetti, 2007).   

One of the implications of the Common Core Standards is that students are required to read and comprehend 
a variety of text types. According to the common core, elementary curricula should reflect an equal emphasis 
on literary and informational text, and incorporate reading in English Language Arts, science, social studies, 
and the arts. “Literary texts include narratives which portray a story, or sequence of related fictional or 
nonfictional events involving individuals or fictional characters, and poetry. Informational texts analyze or 
describe factual information about the natural or social world” (Shanahan, et al., 2010, p. 31). 

While similar processes are employed while reading texts of any type, literary and informational texts include 
different features, and structures that students must become knowledgeable about. For instance, the 
abstraction found in poetry requires the reader to comprehend metaphors, personification, and imagery, 
critical thinking skills that are often not required for comprehending other types of text (NAEP Reading 
Framework, 2011, p. 9). A novel includes structural elements such as characters, setting, plot, theme, conflict, 
and resolution. The text structure of informational or expository text can vary, according to the text’s purpose. 
For example, expository text may present cause and effect relationships, while a descriptive text may provide 
attributes or information that describes the topic (NAEP Reading Framework, 2011, p. 9). Even text 
formatting features (e.g., bullets, italics, bold print, footnoting) can differentiate literary and informational 
texts, and there are marked differences in the nature of vocabulary, too (Hiebert & Cervetti, 2011). 

Much concern has been raised about past imbalances in the amount of informational text reading in which 
elementary students are engaged in the U.S. (Duke, 2000; Venezky, 1982).  A multivariate analysis of data 
from the Progress in International Reading Literacy Study (PIRLS), examined the factors associated with the 
relative performance on U.S. children on informational and literary texts. U.S. students read literary texts 
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better than they read informational texts, and this disparity was related to the amount of reading of 
informational texts evident in the classrooms (Park, 2008). 

A related concern has to do with what children know about their world. Reading comprehension requires the 
integration and use of the reader’s prior knowledge (that is, what the reader knows before he or she reads 
something) to interpret text. Readers with extensive knowledge about the world and knowledge of the words 
representing that world understand more of what they read than readers with limited knowledge and 
vocabularies (Nagy & Hiebert, 2011). Teaching can facilitate comprehension by ensuring that students 
develop background knowledge for reading a wide variety of content and texts and learning important content 
and concepts (Beck & McKeown, 1991; 2007). The explicit teaching of vocabulary has been found to 
improve reading comprehension (Blachowicz and Fisher 2007; Carlisle and Rice 2002; NICHD 2000), as has 
instruction that increases the amount of exposure children have to the meanings of words (Pressley 2000). 
Students need have sufficient and substantial reading experiences both with literary and informational texts, if 
they are to develop the range of necessary literacy skills and abilities, and the academic knowledge that will 
allow them to successfully implement these literacy skills in the content subjects. 

The common core standards do not specify that students must develop particular reading comprehension 
strategies. The reason for this omission is that such strategies are not outcomes of the same caliber as being 
able to read text with critical understanding, which is the focus of the common core. Someone might use 
strategies to accomplish such reading, but the use of such strategies is not the point. 

Why include strategies in comprehension instruction? In examining research on reading comprehension 
instruction, the National Reading Panel (NRP) identified seven strategies as having “a firm scientific basis for 
concluding that they improve comprehension in normal readers” (NICHHD, 2000, p. 4-42)– demonstrating 
that comprehension can be improved through explicit, formal instruction in such strategies. More recently, the 
U.S. Department of Education’s What Works Clearinghouse verified that several of these strategies were 
effective, even in the primary grades (Shanahan, et al., 2010), confirming the results of an earlier review 
commissioned by the National Research Council (NRC) concluded that “Explicit instruction in 
comprehension strategies has been shown to lead to improvement” (Snow, Burns, & Griffin, 1998, p. 322). 

Teaching students to summarize or retell, ask questions, visualize, monitor their comprehension, and draw 
inferences have all been found to give students a leg up on reading comprehension. Strategy teaching aims at 
teaching students to take intentional mental actions during reading to improve comprehension and recall. 
According to the NRP, research “favors the conclusion that teaching of a variety of reading comprehension 
strategies leads to increased learning of the strategies, to specific transfer 
of learning, to increased memory and understanding of new passages, and, in some cases, to general 
improvements in comprehension” (NICHHD, 2000, p. 4-52). Such teaching needs emphasize student thinking 
processes without distracting too much from an emphasis on the texts being read (Pressley, El-Dinary, 
Gaskins, Schuder, Bergman, Almasi, & Brown, 1992). Thus, sometimes students should be engaged in close 
reads, without overt instruction in strategies, and other times the focus might be more on strategies, but even 
then it is essential that students engage the meaning of the texts being read. 

Grade Levels. The NRP’s review of research verified the effectiveness of some methods of text 
comprehension instruction as early as the second- or third-grade level and ranging up to ninth grade (Snow, 
Burns, & Griffin, 1998, p. 323).  More recently the What Works Clearinghouse released a review (Shanahan, 
et.al., 2010) indicating that reading comprehension could be improved through explicit teaching in grades K-
3, consistent with earlier research reviews. A study conducted by Lever and Senechal (2011) found that 
dialogic reading, or a discussion of text through elaborative questioning, was found to have positive impacts 
on the structure and content of Kindergarten children’s narratives, and the National Literacy Panel found that 
dialogic reading improved the oral language skills and cognitive functioning of preschoolers and 
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Kindergarten children (NELP, 2008). The Standards emphasize text comprehension at all grade levels, both 
through listening and reading. 

ESLStudents. August and Shanahan (2006) state that  “instruction in the key components of reading is 
necessary—but not sufficient—for teaching language-minority students to read and write proficiently in 
English” (p. 4) and that, “literacy programs that provide support in oral language development in English, 
aligned with high-quality literacy instruction are the most successful” ( p. 4). 

Low-Achieving Students.  A review of research on the effects of reading interventions for struggling readers 
(Gersten, Compton, Connor, Dimino, Santoro, Linan-Thompson, & Tilly, 2008) reveals that when provided 
with explicit instruction, students demonstrated positive effects in five of seven studies that measured reading 
comprehension. Repeated readings have demonstrated positive effects for students with learning disabilities 
(Nelson, Alber, & Gordy, 2004). 

Common Core State Standards in English Language Arts: Standard for Reading Literature and Informational 
Text: Students advancing through the grades are expected to meet each year’s grade-specific standards and 
retain or further develop skills and understandings mastered in preceding grades. 

Kindergarten: Informational Text 
x With prompting and support, ask and answer questions about key details in a text. 
x Identify the front cover, back cover, and title page of a book. 
x With prompting and support, identify the reasons an author gives to support points in a text. 

Grade 3: Literature 
x	 Describe characters in a story (e.g., their traits, motivations, or feelings) and explain how their actions 

contribute to the sequence of events. 
x	 Determine the meaning of words and phrases as they are used in a text, distinguishing literal from 

nonliteral language. 
x	 Explain how specific aspects of a text’s illustrations contribute to what is conveyed by the words in a 

story (e.g., create mood, emphasize aspects of a character or setting). 

Range and scope of instruction 
Early Grades. According to the NRC report recommendations for reading instruction in kindergarten 
through third grade, “Throughout the early grades, reading curricula should include explicit instruction on 
strategies such as summarizing the main idea, predicting events and outcomes of upcoming text, drawing 
inferences, and monitoring for coherence and misunderstandings. This instruction can take place while adults 
read to students or when students read [to] themselves” (Snow, Burns, & Griffin, 1998, p. 323). More 
recently, What Works Clearinghouse released a review (Shanahan et.al, 2010) citing “strong research 
evidence” demonstrating that reading comprehension is improved through explicit teaching in grades K-3. 

Instructional methods and features 
Methods that were identified by the NRP as having “a firm scientific basis for concluding that they improve 
comprehension in normal readers” (NICHHD, 2000, p. 4-42) and that were used by third grade in the research 
studies included the following: 

x Question answering (17 studies, mostly grades 3–5), in which teachers ask questions about the text 
x Question generation (27 studies, grades 3–9), in which students “generate questions during reading” 

(NICHHD, 2000, p. 4-45) 
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x	 Story structure (17 studies, grades 3–6), in which students are instructed in the “content and organization 
of stories,” including use of graphic organizers in conjunction with story content and structure 
(NICHHD, 2000, p. 4-45) 

x Comprehension monitoring (22 studies, grades 2–6), in which students learn how to monitor their own 
understanding of texts using procedures such as think-aloud 

x Cooperative learning (10 studies, grades 3–6), in which “peers instruct or interact over the use of reading 
strategies” (NICHHD, 2000, p. 4-45) 

As stated, a notable shift in the Standards is the focus on reading informational text and building content 
knowledge.  Informational text is “expository writing, pieces that argue in favor of one position or another, 
and procedural texts and documents” (Shanahan, et.al, 2010 p 17).  Text-focus teaching has found to be 
successful in enhancing student learning (McKeown, Beck, & Blake, 2009).  Methods identified by 
Shanahan, et.al, (2010) as having ‘strong evidence’ include: 

x Activating prior knowledge, or predicting (5 studies)
 
x  Questioning  (4 studies) when taught in conjunction with other strategies
 

x  Visualization (2 studies)
 
x  Monitoring and clarifying (3 studies)
 
x Inference training (1 study)
 
x  Retelling (4 studies).
 

Methods identified by Shanahan, et.al, (2010) as having ‘moderate evidence’ include: 

x	 Identifying text structure (5 studies, 3 using narrative text, 2 using informational text), in which students 
were taught to understand text structure through story-mapping, paying attention to story structure during 
retelling, using cause-effect statements and related clue words, for example. 

x	 Cooperative learning (10 studies) 

Many studies have found that repeated readings indirectly impact reading comprehension by facilitating 
fluency (National Reading Panel, 2000). For example, students’ oral reading fluency rates at the beginning 
of second- and third-grade has been found as the predominant predictor to later reading comprehension 
achievement (Kim, Petscher, Schatschneider, & Foorman, 2010). 

Multiple strategies 
In looking at 36 studies featuring instruction that combined a variety of different comprehension methods, 
the NRP concluded that “Considerable success has been found in improving comprehension by instructing 
students on the use of more than one strategy during the course of reading” (NICHHD, 2000, p. 4-47). One 
particular advantage of this approach is its ability to guide students through the kind of “coordinated and 
flexible use of several different kinds of strategies” that is required for skilled reading (NICHHD, 2000, 
p. 4-47). 

Regular assessment 
According to the NRC report, “Conceptual knowledge and comprehension strategies should be regularly 
assessed in the classroom, permitting timely and effective instructional response where difficulty or delay 
is apparent” (Snow, Burns, & Griffin, 1998, p. 323). 

The Reading Framework for the 2011 National Assessment of Educational Progress specifies that 
assessment questions measure three cognitive targets for both literary and informational texts: 

x	 Locate and Recall.  Students may identify explicitly stated main ideas or may focus on specific elements 
of a story 
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x	 Integrate and Interpret. Students may make comparisons, explain character motivation, or 
examine relations of ideas across the text. 

x	 Critique and Evaluate.  Students view the text critically by examining it from numerous perspectives or 
may evaluate overall text quality or the effectiveness of particular aspects of 
the text (National Assessment Governing Board, U.S. Department of Education, 2011, p 40) 

The Standards emphasize that a significant portion of tasks and questions are text-dependent; that is, the 
majority of tasks and questions are based solely on the text. “Rigorous text-dependent questions require 
students to demonstrate that they not only can follow the details of what is explicitly stated but also are 
able to make valid claims that square with all evidence in the text” (Coleman & Pimentel, 2012, p. 6). 

Text Comprehension 
Research Recommendations  

Demonstration of Alignment 
in Reading Wonders 

Students engage in repeated readings to build 
fluency and comprehension. 

Throughout the grades, students engage in 
repeated readings of different types of texts. 
In kindergarten and grade 1, teachers read aloud 
and reread literature and informational Big Books 
and Interactive Read Aloud selections. Teachers 
model how to go back into the text to find text 
evidence to answer text-dependent questions. 
Students also read and reread the Shared Read 
selections in the Reading/Writing Workshop. They 
apply foundational skills and begin to build the 
foundation for close reading of text. Students 
reread the Shared Read texts to build their fluency 
skills as well.  
Grade 1 Teacher’s Edition, Unit 2 pages T10-T11, 
T31; T16-T17, T26-T27 

At grades 2 through 6, students reread the Shared 
Read selections in the Reading/Writing Workshop 
as part of the close reading routine. The weekly 
minilessons in the Reading/Writing Workshop 
provide focused rereadings of the text to help 
students dig deep for meaning. The Shared Read 
selections are reread for modeling and practice of 
fluency. 
Grade 4 Teacher’s Edition, Unit 1 pages T16-T17, 
T18-T19, T20-T21, T22-T23, T24-T25, T27 

Students reread their Literature Anthology 
selections and the Leveled Readers to answer text-
dependent questions. 
Grade 4 Teacher’s Edition, Unit 1 pages T25A-
T25R; T40-T41,T48-T49, T52-T53, T56-T57 
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Students and teachers discuss the meaning of text 
by utilizing discussion. 

Reading Wonders provides many opportunities for 
rich, grade-appropriate, and meaningful discussion 
of complex texts every week. Teachers lead 
students in a close reading routine of the Shared 
Read in the Reading/Writing Workshop, and the 
selections in the Literature Anthology. They read 
short, complex texts and stories multiples times 
and are prompted to ask and answer questions; 
visualize; reread; make, confirm, and revise 
predictions; summarize; or make inferences. The 
teacher models (Talk About It and Teacher Think 
Aloud), and then guides students as they reread 
and answer text-dependent questions. 

Grade 1 Teacher’s Edition, Unit 3 pages T16-T17 

The meaning of text is further discussed using 
graphic organizers. Kindergarten through grade 6 
graphic organizers are used for note taking and 
provide another opportunity for students to reread, 
search for, and organize text evidence in both 
literature and informational texts. 

Kindergarten Teacher’s Edition, Unit 7 page T196 
Grade 3 Teacher’s Edition, Unit 1 pages  T89, 
T93C, T93E, T93G, T93I, T93K, T93M, T93P, 
T93R, T93T, T240 

Students in all grades also discuss, summarize and 
synthesize ideas during whole and small group 
lessons. Teachers can focus students’ attention on 
text evidence and/or provide scaffolding 
instruction using Access Complex Text activities, 
Collaborative Conversations, Make Connections 
boxes, and Respond to Reading questions during 
Whole Group lessons. They can also use Leveled 
Readers, Focus on Genre boxes, Gifted and 
Talented activities, and Literature Circles in Small 
Group lessons. 

Grade 3 Teachers Edition, Unit 1 pages T16, T85 
T16, T19, T25S, T109, T121-T123, T338-T339 

After reading, Wrap Up the Week activities offer 
ways for students to collaborate and discuss text. 
These include Research and Inquiry, Text 
Connections, and Write About Reading activities. 

Grade 3 Teacher’s Edition, Unit 1 pages T162-
T163 

Students in all grades have the opportunity every 
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Students identify and use texts’ organizational 
structure to facilitate close reading. 

week to discuss genre, use comprehension 
strategies, and summarize by listening to the 
teacher read stories aloud using Interactive Read 
Aloud cards. 

Grade 3 Teacher’s Edition, Unit 1 pages T210-
T211 

All students read multiple stories each week in 
both the Reading Writing Workshop and 
Literature Anthology. Kindergarten students 
participate in Literature Big Book lessons, as well. 
Through meaningful instruction using complex 
texts, students identify and use a variety of genres 
and text structures to find meaning in the 
informational texts and stories they read. In 
kindergarten, this instruction is introduced on 
Days 1 and 2 during the Listening Comprehension 
lesson using the Big Book, and is taught on Day 3 
using the Interactive Read Aloud; and on Day 4 
using a second Big Book. Grade 1 students also 
use the Literature Big Book. 

Kindergarten Teacher’s Edition, Unit 7 pages T22-
T26, T30-T31, T44-T45 

Students in grades two through six identify and 
use their texts’ organizational structure throughout 
each week during Interactive Read Aloud lessons, 
Comprehension Skill and Strategy, and Genre 
lessons. On Days 2, 3, and 4, students focus on 
organization in many of the Access Complex Text 
activities during the close reading of the main 
selection in the Literature Anthology.  

Grade 3 Teacher’s Edition, Unit 4 pages T18-T21, 
T22-T23, T25A-T25R 

All grades also use Leveled Readers, Your Turn 
Practice Book comprehension and genre pages, 
Workstation Cards, student resources on 
www.connected.mcgraw-hill.com, and the Tier 2 
Comprehension Intervention book to help them 
identify and use organizational structure of the 
texts they are reading. 

Grade 3 Teacher’s Edition, Unit 4 pages T10, T12, 
T14, T18, T20, T22, T,24, T26, T30, T34, T38, 
T52, T203, T250-T251 
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Students identify and utilize text-based evidence to Identifying and evaluating text based-evidence is 
support interpretations and analysis of text. emphasized as students respond to and generate 

text-dependent questions. Each of the minilessons 
in the Reading/Writing Workshop models for 
students how to find and use text evidence to 
answer questions and support statements or 
conclusions made about the text. After modeling, 
students have the opportunity to engage in guided 
practice with the teacher to find and interpret text-
based evidence. The Your Turn Practice book 
provides additional texts for students to practice 
identifying and using text-based evidence to 
support their responses.   

Grade 3 Teacher’s Edition, Unit 2 pages 
T16-T17, T18-T19, T20-T21, T22-T23, T24-T25 

The Respond to Reading Text Evidence questions 
in the Literature Anthology and the Leveled 
readers provide additional opportunities for 
students to apply finding text-based evidence to 
support their interpretations and analysis of text. 

Grade 3 Teacher’s Edition, Unit 2 pages 
T27T , T42-T43, T50-T51, T54-T55, T60-T61 

At the end of each week, students are asked to use 
the evidence they have cited to write an analysis or 
opinion of the various texts they have read. 

Grade 4 Teacher’s Edition Unit 1 pages T93, T157 

Students generate questions during reading to During the Shared Read in the Reading/Writing 
gather evidence and build knowledge. Workshop on Day 1, students in grades 2 through 

6 discuss the story as they read and reread, and are 
reminded by the teacher to use comprehension 
strategies to gather evidence and build knowledge. 
The Make Connections box at the end of the 
Shared Read and the Comprehension passage in 
the Your Turn Practice Book are other places 
where students can generate questions and practice 
using the strategies they are learning. 

Grade 3 Teacher’s Edition, Unit 1 page T217 
Grade 3 Your Turn Practice Book pages 33-34 

On Days 2, 3, and 4, students in grades 2 through 
6 generate questions during their close reading of 
the selections in the Literature Anthology. They 
also gather evidence and build knowledge during 
the Stop and Checks, Access Complex Text 
activities, and Make Connection discussions. 
Using the Extended Complex Text routines found 
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in the Teacher’s Edition, students are asked to 
generate questions and take notes on parts of the 
text they find difficult to understand. 

Grade 3 Teacher’s Edition, Unit 4 pages  T25A-
T25V, T273, T356-T361 

Kindergarten students and first graders read, 
reread, and discuss Literature Big Books, as well 
as Shared Reads. 

Kindergarten Teacher’s Edition, Unit 7, pages 
T12-T13, T22-T26 
Grade 1 Teacher’s Edition, Unit 3 pages T10-T11 
Kindergarten Teacher’s Edition Unit 7 pages T30-
T31, T48-T49 
Grade 1 Teacher’s Edition, Unit 3, pages T16-T17 

Students in all grades use Leveled Readers, digital 
activities such as Interactive Texts, Activities, and 
eBooks, Workstation Cards, and interactive group 
projects to gather evidence and build their 
knowledge. 

Grade 3 Teacher’s Edition, Unit 1 pages T137, 
T162-T163, T148, T240-T263 

Students engage in a variety of writing tasks Students in all grades write every day. 
(narrative, informational, or arguments) and 
discourse to demonstrate comprehension of On Days 1 and 2, students in grades 2 through 6 
complex text. read, reread, and then work collaboratively with a 

partner to write about the Shared Read as part of 
the Comprehension Skill lesson in the Reading 
Writing Workshop. On Days 2, 3, and 4, they 
respond to the close reading of the main selection 
in the Literature Anthology by writing a summary 
of the text. 

Grade 3 Teacher’s Edition, Unit 4, pages  T16-
T17, T20-T21, T25T 

Every week, during the Wrap Up the Week 
activities, students work together to research and 
write a report. They also analyze to share an 
opinion, inform, or explain what they have read 
during the week. With this activity, students use a 
model in their Your Turn Practice Books. 

Grade 3 Teacher’s Edition, Unit 4, pages T162-
T163 
Grade 3 Your Turn Practice Book, page 29 
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On Day 4, students in Kindergarten and first grade 
work together on a Research and Inquiry project 
that relates to the week’s readings. There are also 
writing opportunities – Extend and Independent 
Study - during Beyond small group lessons. 

Kindergarten Teacher’s Edition, Unit 1 pages T52-
T53 
Grade 1 Teacher’s Edition, Unit 3 pages T44-T45 
Grade 3 Teacher’s Edition, Unit 1 pages T253-
T255 

Students use procedures such as think aloud to Beginning in kindergarten, students are taught to 
monitor their own understanding of text. monitor their own understanding of text. The 

teacher uses think alouds to model how to use 
comprehension strategies throughout the Shared 
Read in the Reading Writing Workshop on Day 1. 
Here students in grades 2 through 6 are taught to 
monitor comprehension of complex text. The Your 
Turn Practice Book is another place where 
students can practice using the strategies they are 
learning to monitor their understanding of text. 

Grade 4, Teacher’s Edition, Unit 3 pages T16-T17 
Grade 4 Your Turn Practice Book pages 3-4 
Grade 3 Teacher’s Edition, Unit 1, pages T225L, 
T225N 

On Days 2, 3, and 4, students in grades 2 through 
6 use think alouds during their close reading of the 
selections in the Literature Anthology 

Grade 4, Teacher’s Edition, Unit 3, pages T25A-
T25P 

Kindergarten students and first graders use think 
alouds during reads of the Literature Big Books, as 
well as Shared Reads. 

Kindergarten Teacher’s Edition, Unit 1, pages 
T22-T26 
Grade 1 Teacher’s Edition, Unit 3, pages T10-T11 

Teachers expose younger students to complex Every week, students in Kindergarten are exposed 
information text by using read-aloud.  to complex information text in a few ways. 

Literature Big Books are used on Days 1 and 2, 
and then again on Day 4, to teach concepts of 
print, genre, the comprehension skill and strategy, 
and text features. 

Kindergarten Teacher’s Edition, Unit 1 pages T22-
T26 
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On Day 3, students hear and discuss an Interactive 
Read Aloud. 
Kindergarten Teacher’s Edition, Unit 1, page T35 

First graders listen to a Literature Big Book on 
Days 1 and 3. The teacher uses this read aloud to 
teach concepts of print, genre, and the 
comprehension skill and strategy. Then they have 
a listening comprehension lesson on Day 2, when 
they discuss the Interactive Read Aloud with the 
teacher. 

Grade 1 Teacher’s Edition, Unit 3 pages. T10-
T11, T31 

Students engage in collaborative reading activities 
to build knowledge and motivation. 

At the beginning of every week, students in all 
grades build background by talking about the 
Essential Question and Weekly Opener. There are 
Build Background videos and/or additional 
photographs each week to 

Essential Question and Weekly Opener: Grade 3 
Unit 1 Week 3: p. T142-143 

Every day, students in Kindergarten to grade 6 
engage in Collaborative Conversations where they 
engage in partner, small-group, and whole-class 
discussions to encourage them to build knowledge 
and motivation. Other collaborative reading 
activities include responding to the Interactive 
Read Alouds, making connections during the 
Close Read of the Shared Read, during guided 
practice activities during the close read of the SR 
where students are encouraged to discuss how they 
used the comprehension strategy during the read. 
They also do this for the skill, genre lesson. 

Grade 3 Teacher’s Edition, Unit 1 pages T109, 
T117; T121; T127T142, T144-145, T148-151, 
T156-157, T159N, T159P 

Teachers use a multiple-step instructional model In all grades, the multiple-step instructional model 
is used during both Whole Group and Small 
Group instruction. In whole group lessons, the 
teacher uses an Explain, Model, and Guided 
Practice or Model, Guided Practice/Practice model 
to teach skills and strategies. 

Grade 3 Teacher’s Edition, Unit 1 pages T104, 
T154 
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A similar routine is used during Small Groups. For 
Approaching, On Level, and English Language 
Learners, the teacher uses an “I Do,” “We Do,” 
“You Do” model. For Beyond Level students, the 
teacher uses a “Model” and “Apply” model. 

Grade 3 Teacher’s Edition, Unit 1 pages T242, 
T251, T254 

When students in grades 1 to 6 are doing a close 
reading, the teacher uses a multiple-step 
instructional model for teaching Think Alouds. 
First, the teacher models the Think Aloud. The 
second time it appears in the lesson, the teacher 
models and the student does a Think Aloud. The 
third time it appears, the student does the Think 
Aloud on his or her own. 

Grade 3 Teacher’s Edition, Unit 1 pages T159D, 
T159G, T159I 

Readings contain a variety of text-structures and 
represent various genres according to guidelines 
provided in the Standards. 

A wide range of genres and text structures are 
included at all grade levels. See Contents pages of 
the Reading/Writing Workshop books grades K-6 
and the Literature Anthology books, grades K-6. 
Also see all Kindergarten and Grade 1 Big Book 
titles, Interactive Read Aloud selections, grades K-
6, Time for Kids Online articles, grades k-6, as 
well as the classroom library titles, 1-6. 

Readings adhere to the progression of text In Wonders, students become independent and 
complexity as defined in the Standards. proficient readers of increasingly complex text by 

reading literature and informational texts that are 
at appropriate Lexile score and become 
increasingly more difficult as the school year 
progresses. Close reads are short, complex, and 
worth reading. Lexile scores for Reading/Writing 
Workshop selections and literature Selections are 
noted in the Teacher’s Edition. Lexiles for 
Leveled Readers are noted on the back of the 
Leveled Readers covers. 

Grade 4 Teacher’s Edition, Unit 1 T130-T131 

Conceptual knowledge and comprehension Each week students investigate a different topic or 
strategies are regularly assessed in the classroom. concept, through discussions, reading, and writing 

activities. Through the lesson plan, teachers model 
applying important comprehension strategies as 
appropriate to the text to find text evidence to 
answer text dependent question or statements 
about the text.  The weekly, unit and benchmark 
assessments, ask students to apply those strategies 
to reread text passages to answer multiple choice 
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and short answer questions. Frequent informal 
observations during guided and independent 
practice of students applying the conceptual 
knowledge and the comprehension strategies 
throughout the week help teachers monitor 
students’ need for additional support. 

Grade 4 Teacher’s Edition, Unit 1 T202-T203, 
T204-T205, T210-T211, T216-T217, T217A-
T217R, T256-T257, T340-T341 

The majority of tasks and questions are text-
dependent. 

The majority of questions and tasks that students 
are asked to respond to about texts are text 
dependent. At Kindergarten and Grade 1 teachers 
model asking text dependent questions as they 
read aloud the Big Books and Interactive Read 
Aloud Cards. At grades 1-6, the minilessons in the 
Reading/Writing Workshop provide explicit 
instruction (modeling and guided practice) in 
responding to text-dependent questions and tasks. 
Prompts provided for the Literature Anthology 
selections, as well as the Leveled Readers, are 
text-dependent. The Text Evidence questions and 
Make Connections prompt at the end of both the 
Literature Anthology selections and the Leveled 
Readers provide additional text dependent 
questions and tasks. 

Kindergarten Teacher’s Edition, Unit 7, pages 
T22-T27 

Assessments measure cognitive targets (e.g., Weekly and Unit Assessments include literature 
locate and recall, integrate and interpret, critique and informational texts. Questions provided 
and evaluate) for literary and informational texts. include a mix of cognitive level tasks in both 

multiple choice and short and extended response 
formats. The answer keys for each assessment 
item identify the alignment to a specific common 
core state standard for the grade and also rates the 
difficulty level of the item. 

See the Unit and Weekly Assessments and Answer 
Keys, Grades K-6 
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Foundational Skill:  Phonological Awareness 
“Phonological awareness is important because it strongly supports learning 

how the words in our language are represented in print.” 
– What Every Teacher Should Know About Phonological Awareness 

(Torgesen & Mathes, 1998, p. 3) 

Phonological awareness includes the ability to work with larger units in spoken language such as syllables 
and rhymes, which often include more than one phoneme. Children typically find it easier to work with these 
larger units (e.g., rhyming words) before proceeding to develop skills with individual phonemes (NICHHD, 
2000, p. 2-10). Phonemic awareness is often described as part of the broader category, phonological 
awareness. 

“Phonemic awareness is the ability to hear, identify, and manipulate the individual sounds – phonemes – in 
spoken words” (Armbruster, Lehr, & Osborn, 2003, p. 10). It is the foundation for reading. It is the ability to 
detect individual speech sounds within words. This ability is a requirement for developing accurate decoding 
skills and strategies (McShane, 2006, p. 13). 

Strong phonological awareness is considered an early indicator of eventual success in beginning reading. 
Phonological awareness instruction helps children learn to read words, spell words, and comprehend text.  
Phonological awareness—in conjunction with phonics and fluency—is noted in the Standards as a “necessary 
and important component of an effective comprehension reading program”. Solid phonological awareness is 
a foundational skill that facilitates independent mastery of complex text, one of the primary shifts presented 
in the Standards for grades K-2 (Coleman & Pimentel1, 2011, p.1).  

The National Reading Panel reached three conclusions about phonological awareness instruction in its 
Teaching Children to read document: 

– Phonological awareness instruction has a positive overall effect on reading and spelling. 
– Phonological awareness instruction leads to lasting reading improvement. 
– Phonological awareness instruction can be effectively carried out by teachers. 

Source: Report of the National Reading Panel. Teaching children to read: An evidence-based 

assessment of the scientific research literature on reading and its implications for reading instruction:
 
Reports of the subgroups (National Institute of Child Health and Human Development [NICHHD], 2000). 


Additionally, the National Early Literacy Panel (2008) reports that phonological awareness was one of six
 
precursor literacy skills (e.g., alphabet knowledge, rapid automatic naming, phonological memory, writing
 
name, rapid automatic naming of objects or colors) that had medium to large predictive relationships with
 
later measures of literacy development (National Institute for Literacy, 2008, p vii.).. 


Readers do. Phonological awareness instruction has been shown to have a positive impact on reading 
skills across many student categories and grade levels. The National Reading Panel cited that 
phonological awareness instruction benefits: normally developing readers, children at risk for future 
reading problems and (later research) specifically for kindergartners at risk for developing dyslexia 
(Elbro & Petersen, 2004), disabled readers, preschoolers, kindergartners through sixth graders, children 
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across various SES levels, and children learning to read in English as well as in other languages. In a 
review of 97 studies on the achievement outcomes of various approaches for teaching struggling readers, 
“almost all successful programs have a strong emphasis on phonics” (Slavin, Lake, Davis, & Madden, 
2011, p 19). 

x	 Spellers do. Phonological Awareness instruction has been shown to have a positive impact on spelling 
skills across many student categories and grade levels. The Reading panel cited kindergartners, first 
graders, children at risk for future reading problems, normally developing readers, children across 
various SES levels, and children learning to spell in English as well as in other languages. 

Components of phonological awareness 
x	 Phoneme isolation– Recognizing individual sounds in words. E.g.: What sound do you 


hear at the beginning of pin? (/p/) 


x	 Phoneme identification– Recognizing the common sound in different words. E.g.: What sound do 
you hear that is the same in sat, sun, and soup? (/s/) 

x	 Phoneme categorization– Recognizing the odd sound in a set of words. E.g.: Listen to these 
words–hand, heart, sun. Which word begins with a different sound? (sun) 

x	 Phoneme blending– Listening to a sequence of separately spoken sounds and then blending them 
naturally into a recognizable word. E.g.: What word is /b/ - /a/ - /t/? (bat)  

x	 Phoneme segmentation– Breaking a word into its sounds by tapping out or counting the sounds. 
E.g.: How many sounds do you hear in cat? (three) 

x	 Phoneme deletion– Recognizing the word that remains when a specific phoneme is removed. 
E.g.: What word do we have when we say smile without the /s/? (mile ) 

Common Core State Standards in English Language Arts:  Standard for Phonological Awareness: 
Demonstrate understanding of spoken words, syllables, and sounds (phonemes). 

Kindergarten: 
x Recognize and produce rhyming words 

x Count, pronounce, blend, and segment syllables in spoken words 

Grade 1: 
x Distinguish long from short vowel sounds in spoken single-syllable words 

x Isolate and pronounce initial, medial vowel, and final sounds in spoken single-syllable words 

Range and scope of instruction 
Grade Levels 
Research summarized by the NRP suggests that Phonological Awareness (PA) instruction 
should be provided:  

– At the kindergarten level 
– At the first-grade level 
– At elementary levels above first grade and as supplemental instruction for students with special needs. 
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The Standards explicitly include phonological awareness for Kindergarten and first-grade.  


Instructional methods and features: 

Spoken and written versus spoken only. Instruction that used letters to teach phoneme manipulation had a 

considerably greater impact on both reading and spelling than instruction that did not use letters but was 

limited to spoken sounds only.
 

Assessment for kindergarteners based on phoneme recognition. Findings suggest 

that a group-administered assessment based on phoneme recognition can serve as a useful
 
screening tool for identifying the general level of students’ PA skills in kindergarten, which 
in turn is a useful indicator of students who might need targeted PA skills intervention. 

Guidance by initial and ongoing assessment in the first and second grades. Based on the research 
findings, the NRP recommended a design in which assessment results drive PA instruction at the first- and 
second-grade levels, both initially and through ongoing formative assessments. 

– Assessments conducted before PA instruction begins should “indicate which children need the 
instruction and which do not, which children need to be taught rudimentary levels of PA (e.g., 
segmenting initial sounds in words), and which children need more advanced levels involving 
segmenting or blending with letters” (NICHHD, 2000, p. 2-6). 

– In order to determine the length of PA instruction, “What is probably most important is to tailor 
training time to student learning by assessing who has and who has not acquired the skills being taught 
as training proceeds” (NICHHD, 2000, p. 2-42). The NRC research review argued that “intensity of 
instruction should be matched to children’s needs” (Snow, Burns, & Griffin, 1998, p. 321). 

Kindergarten 
Kindergarten instruction is designed to provide practice with the sound structure of words and the 
recognition and production of letters. Phonological awareness tasks begin with skills such as “concept of a 
word,” “rhyme,” and “count syllables.” The tasks then progress to “oral blending” (with continuous first 
sounds) and “oral segmentation” (with continuous first sounds–2 letter words, then 3-letter words). Finally, 
tasks progress to “oral manipulation” and more complex blending and segmentation with words beginning 
with stop sounds and longer words (4 or more phonemes). 

Phonological Awareness 
Research Recommendations  

Demonstration of Alignment 
in Reading Wonders 

Sample of a Typical Kindergarten Lesson An example of a typical week of phonological 
awareness lessons and the phonics lessons that 
directly follow them is Unit 3, Week 2, of 
Kindergarten.  On Day 1, page T96, the teacher 
models the new sound /n/ using the Photo Card of 
a nest.  Students then practice listening to the 
sound in the words of a song and in the names of 
objects pictured on Photo Cards. Then, on page 
T97, the teacher models the /n/n sound-letter 
relationship by displaying the Nest Sound-Spelling 
Card which shows the letter Nn. The children 
practice recognizing the letter Nn by identifying 
the letter in the words of the song. Students 
immediately produce the letter in the explicit 
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handwriting lesson that follows on page T98. On 
Day 2, on page T110, children orally produce the 
sounds and blend them to say words with initial 
/n/n, and later on blend the letter-sounds to read 
words with /n/n. Explicit instruction and practice 
is provided throughout the week in blending the 
sound orally and then reading and writing words 
with the sound-letter. 

Assessment for kindergarteners is based on 
phoneme recognition. 

Phonological awareness and phonics skills are 
assessed together in Kindergarten. A new 
phoneme is introduced at the beginning of each 
week and instruction in sound-letter relationship 
immediately follows. At the end of the week, 
teachers assess these skills by using their Quick 
Check observations all week and the weekly 
Pencil and Paper Assessments for both 
phonological awareness and phonics in the Your 
Turn Practice Book. As an example, see page 
T165A of the Kindergarten Unit 3 Teacher’s 
Edition. In this typical unit, Practice Book pages 
85-86 and 88 are suggested as Pencil and Paper 
Assessment for /n/n. 

First Grade 
First-grade instruction is designed to provide 
explicit instruction and practice with sound 
structures that lead to phonological awareness. 
Phonological awareness instruction and practice 
are incorporated into daily lessons. 

Unit 2, Week 2—Identify and Generate Rhyme 
On Day 1 on page T90, the teacher models how to 
identify and generate rhyming words containing 
/u/. After modeling, the teacher guides students in 
whole group and small group practice (on pages 
T90 and T132) in identifying and producing 
rhyming words. Explicit instruction, practice, and 
review are provided in daily lessons throughout 
the week (on pages T100, T110, T118, and T126) 
in isolating and identifying the sound /u/, and 
orally blending sounds to form words with /u/. 
Manipulatives such as Response Boards and Photo 
Cards support the instruction each week. 

Elementary Levels Beyond First Grade 
At elementary levels above first grade, 
phonological awareness is provided as 
supplemental instruction for students with special 
needs, who may lack these skills. 

Grade 2, Unit 3, Week 2: 
Phonological awareness instruction for the long i 
sound is provided each day in whole group 
lessons, as well as in small group lessons that are 
appropriate for English Language Learners or 
students with special needs. On Day 1, on page 
T104, the teacher models listening for the long i 
sound in words and students then practice isolating 
the sound. On Day 2, on page T120, the teacher 
models substituting the long a sound for the long i 
sound in a word and students then practice the 
skill. On Days 3-5, on pages T132, T143, and 
T152, the teacher models, and students practice, 
blending and categorizing words with the long i 
sound. These four phonological awareness skills 
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taught this week are then addressed in their own 
small group lesson for ELL students and students 
with special needs.  The Tier 2 Intervention 
Guides provide additional support for students 
with special needs who may lack phonological 
awareness. As an example, the Tier 2 TE 
Phonemic Awareness  Lessons 45-48  and the 
accompanying Practice Reproducibles pages 79, 
81, 83, and 85 target medial long vowel sounds. 

Phonological awareness instruction is a part of 
both reading and spelling. 

Each week, the spelling words in Grades 1 and 2 
Reading Wonders reflect the skills emphasized in 
the phonological awareness lessons. For example, 
in Grade 2, Unit 2, Week 1 the short o and long o 
sounds are the focus of the phonological 
awareness and phonics lessons each day, as on 
pages T12 and T13, Phonics Practice Activity on 
page T13, and the activities in the daily explicit 
lessons on Days 2, 4 and 5 using Word-Building 
Cards, on pages T29, T51, and T60, allow students 
to apply their knowledge of the short and long o 
letter-sound connection. Students read the 
Decodable Reader selection, At Home in Nome, in 
Small Group on page T69, and practice fluency 
when they reread the selection. On Day 1 of the 
daily spelling lessons, on page T14, fifteen 
spelling words are introduced and pre-tested. Ten 
of the words have the short o or long o sound. The 
other five words contain the previous week’s 
phonetic element or they are previously taught 
high-frequency words. On Days 2-5, on pages 
T30, T41, T52, and T61, students sort the spelling 
words using the Spelling Words Cards and also 
build fluency in reading the words. Daily, 
independent practice with the spelling words are 
also provided in the Phonics/Spelling 
Reproducibles every week. 

Assessment results drive phonemic awareness 
instruction at the first- and second-grade levels, 
both initially and throughout ongoing formative 
assessments. 
The assessments in Reading Wonders are designed 
to inform phonemic awareness instruction in 
Kindergarten, first- and second-grade levels. 
Therefore, assessment is ongoing, varied, and 
rigorous. Teachers use results to modify 
instruction. 

Informal Assessment 
Throughout the TE lessons in Grades K-2, 
students are observed informally. Because lessons 
are highly interactive, and the student response 
rates are high, teachers have ample opportunity to 
check each student’s daily phonemic awareness 
progress. Daily “Quick Check” Observations in 
the Teacher’s Guide remind teachers what to 
observe. If students encounter difficulties, 
immediate lesson modifications are provided via 
the “Corrective Feedback” suggestions. 

Formal Assessment 
In Grades K and 1, Weekly Assessments and Unit 
Tests are used as ongoing formative assessments 
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to monitor students’ phonemic awareness 
acquisition. Additionally, the Daily Quick Check 
Observations are compiled and compared with the 
Quick Check Rubric to assess student skills, 
diagnose, and prescribe additional lessons or 
intervention instruction if necessary. If additional 
phonemic awareness instruction and/or guided 
practice are required, explicit lessons are provided 
in Small Group Instruction. In Grades K and 1, 
there are Weekly Pencil and Paper Assessments 
for phonological awareness in the Your Turn 
Practice Book. 

A typical example in Grades K-2 is Grade 1, Unit Throughout the lessons, students are observed 
3, Week 1. The daily phonological awareness informally. Because lessons are highly interactive, 
lessons focus on the long a sound and the phonics and the student response rates are high, teachers 
lessons specifically target the a-e spelling for the 
sound. On Day 1, on page T12, the teacher models 

have ample opportunity to check each student’s 
daily phonemic progress. 

how to identify the same long vowel sound in 
three words. In Guided Practice/Practice the 
teacher does the first example with students, 
identifying the middle sound in a set of words. 
Students then practice with eight other set of 
words which allow the teacher to observe 
progress. The lessons on Days 2-5, on pages T22, 
T32, T40, and T48, follow a similar pattern, as the 
teacher models how to identify, blend, add, and 
substitute phonemes, and students then practice 
with several examples. Plentiful opportunities for 
assessing daily progress inform appropriate small 
group instruction. 

Sample of a Typical Kindergarten Lesson An example of a typical week of phonological 
awareness lessons and the phonics lessons that 
directly follow them is Unit 3, Week 2, of 
Kindergarten.  On Day 1, page T96, the teacher 
models the new sound /n/ using the Photo Card of 
a nest.  Students then practice listening to the 
sound in the words of a song and in the names of 
objects pictured on Photo Cards. Then, on page 
T97, the teacher models the /n/n sound-letter 
relationship by displaying the Nest Sound-Spelling 
Card which shows the letter Nn. The children 
practice recognizing the letter Nn by identifying 
the letter in the words of the song. Students 
immediately produce the letter in the explicit 
handwriting lesson that follows on page T98. On 
Day 2, on page T110, children orally produce the 
sounds and blend them to say words with initial 
/n/n, and later on blend the letter-sounds to read 
words with /n/n. Explicit instruction and practice 
is provided throughout the week in blending the 
sound orally and then reading and writing words 
with the sound-letter. 
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Foundational Skill:  Phonics and Word Recognition 
“Systematic and explicit phonics instruction significantly 

improves children’s reading comprehension.” 
– Put Reading First (Armbruster, Lehr, & Osborn, 2003, p. 14) 

Phonics instruction teaches children the relationship between letters (graphemes) and the sounds in
 
spoken language (phonemes) and how to apply that knowledge in reading and spelling words. 

Phonics instruction builds on phonemic awareness. Although it includes some types of phonemic 

awareness activities, in which students “use grapheme-phoneme correspondences to decode or spell words,” 

it extends beyond such tasks to “include other activities such as reading decodable text or writing stories” 

(NICHHD, 2000, p. 2-11).
 

Research recommendations favor phonics instruction that is “systematic and explicit.” An explicit approach 
includes specific directions to teachers for teaching letter-sound correspondences. A systematic approach is 
one that incorporates a planned, sequential set of phonetic elements to master. These elements are explicitly 
and systematically introduced in meaningful reading and writing tasks. 

Systematic and explicit phonics instruction includes teaching a full spectrum of key letter-sound 
correspondences: not just major correspondences between consonant letters and sounds, but also short 
and long vowel letters and sounds, and vowel and consonant digraphs such as oi, ea, ou, sh, and th. 

Several different methods have been developed to teach phonics systematically and explicitly, including 
synthetic phonics, analytic phonics, embedded phonics, analogy phonics, onset-rime phonics, and phonics 
through spelling. Broadly speaking, these approaches are all effective (NICHHD, 2000, p. 2-89). 

Phonics instruction leads to an understanding of the alphabetic principle–the set of systematic and 
predictable relationships between written letters and spoken sounds. For children to learn how to sound out 
word segments and blend these parts to form recognizable words, they must know how letters correspond 
to sounds. Three top-level examples: 

– Phonics instruction has a positive overall effect on reading. A meta-analysis by the National 
Reading Panel (NRP) found that systematic and explicit phonics instruction had a significantly 
stronger effect on children’s reading than every category of nonsystematic or non-phonics 
instruction that was studied. 

– Phonics instruction has positive overall effects on specific skill areas. The NRP meta-analysis 
found that across grades K-6, phonics instruction was “most effective in improving children’s ability to 
decode regularly spelled words . . . and pseudowords,” but also helped students to read miscellaneous 
words (some of which were irregularly spelled) and read text orally (NICHHD, 2000, pp. 2-94, 2-159). 

– Phonics instruction has a lasting impact on reading. Follow-up tests in the NRP meta-analysis 
found that the effects of phonics instruction were reduced, but still significant, several months after 
the instruction ended, “indicating that the impact of phonics instruction lasted well beyond the end 
of training” (NICHHD, 2000, pp. 2-113, 2-159, 2-161). 
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All Students. Phonics instruction has been shown to have a statistically significant positive impact across 
many student categories (NICHHD, 2000, p. 2-160). For example, Kindergarteners at risk of developing 
future reading problems; first-graders at risk; first-grade normally achieving readers and disabled readers; 
and children across various SES (socioeconomic status) levels. 

Grade Levels. The NRP meta-analysis Students found that Kindergarten and first-grade students experienced 
significantly better improvement from phonics instruction than from other types of instruction in all six areas 
measured (decoding regular words, decoding pseudowords, reading miscellaneous words, spelling, reading 
text orally, and comprehending text) with a moderate to large effect size for all areas except reading text 
orally (NICHHD, 2000, p 2-159). Students in grades 2-6 also experienced significantly better improvement 
from phonics instruction in four out of six areas (decoding regular words, decoding pseudowords, reading 
miscellaneous words, and reading text orally), with effect sizes for the various areas ranging from small to 
moderate (NICHHD, 2000, p. 2- 159). 

Low-Achieving Students. A best-evidence synthesis of 97 studies investigating the effects of reading 
interventions for struggling readers revealed that “almost all successful programs have a strong emphasis on 
phonics” (Slavin, Lake, Davis, and Madden, 2011, p 19).  For example, one-to-one tutoring models that focus 
on phonics obtain much better outcomes than programs that do not emphasize phonics (Slavin et.al., 2011). 

ESL Students. One of the major findings of the National Literacy Panel’s report, Developing Literacy in 
Second-Language Learners: Report of the National Literacy Panel on Language-Minority Children and 
Youth, indicates, “Instruction that provides substantial coverage in the key components of reading—identified 
by the National Reading Panel (NICHD, 2000) as phonemic awareness, phonics, fluency, vocabulary, and 
text comprehension—has clear benefits for language-minority students (National Literacy Panel, 2006, p 3).  
For instance, research has demonstrated that phonics instruction enhances the reading and writing skills of 
children for whom English is a second language, and the positive effects remain a year later (Stuart, 1999; 
Stuart, 2004). 

Common Core State Standards in English Language Arts
 Standard for Phonics and Word Recognition: Know and apply grade-level phonics and word analysis 
skills in decoding words 

Kindergarten: 
x	 Demonstrate basic knowledge of letter-sound correspondences by producing the primary 

or most frequent sound for each consonant 
x	 Associate the long and short sounds with the common spellings (graphemes) for the five 

major vowels 

Grade 3: 
x Identify and know the meaning of the most common prefixes and derivational suffixes 

x Read grade-appropriate irregularly-spelled words 

Range and scope of instruction 
Grade Level. The NRP finding that phonics instruction benefited students in Kindergarten, first-grade, 
and grades 2-6 (the majority of which were disabled readers) suggests a value to including phonics 
instruction at the Kindergarten and first-grade levels and beyond, but in particularly for disabled readers. 
The Standards includes phonic standards for Grades K-5.    
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Level at which phonics instruction begins. The NRP meta-analysis found that phonics instruction in
 
kindergarten and first grade was “much more effective” than phonics instruction that began in second
 
grade or later, after students have learned to read independently.
 

Letter knowledge as precursor. Two developmental studies, drawing on and extending a body of existing
 
research, suggest that knowledge of letter names and/or letter sounds is an important precursor to the earliest 

stages of reading knowledge. Muter et al. (2004) found that students’ 

ability to identify letter sounds and/or names on entering schooling (average age 4 years, 

9 months) was one of two significant predictors, together with phoneme sensitivity, of word recognition
 
ability a year later (pp. 671–672). 


Instruction over multiple years. Results of a few multi-year studies examined by the NRP “suggest that
 
when phonics instruction is taught to children at the outset of learning to read and continued for 2 to 3 years, 

the children experience significantly greater growth in reading at the end of training than children who 

receive phonics instruction for only one year after first grade” (NICHHD, 2000, p. 2-118).
 

Instructional Methods and Features 
Spelling Instruction. An analysis of research commissioned by the NRC claimed that spelling instruction, 
|in particular at the second-grade level, is important in building “phonemic awareness and knowledge of basic 
letter-sound correspondences” (Snow, Burns, & Griffin, 1998, p.212). 

Phonics instruction as means to an end.  Based on their interpretation of the research 
results, the NRP argued that phonics instruction (i.e., “the teaching of letter-sound relations”) should not be 
pursued as an end in itself, but should be directed toward the goal of helping students in their “daily reading 
and writing activities” (NICHHD, 2000, p. 2-96). Students should understand that this is the goal of learning 
letter-sounds, and should have practice in putting their skills to use. 

Variable, guided by assessment. Based on their interpretation of the research results, the NRP argued that, 
ideally, phonics instruction should be variable based on the needs of individual students as determined 
through assessment (NICHHD, 2000, pp. 2-96, 2-97). Similarly, the NRC research review argued that 
“intensity of instruction should be matched to children’s needs” 
in applying explicit instruction on the connection between phonemes and spellings 
(Snow, Burns, & Griffin, 1998, p. 321). 

Phonics Research 
Recommendations  

Demonstration of Alignment 
in Reading Wonders 

Phonics instruction begins before reading is 
introduced. 

In Kindergarten, explicit phonics instruction 
begins in the three-week Start Smart readiness 
lessons on page S8, when the teacher models 
recognizing the letter Aa on the Teaching Poster 
and Word-Building Cards, and the students 
practice letter recognition with the Big Book. Then 
beginning in Unit 1, Week 1, letter-sound 
relationships are taught, starting with /m/m on page 
T15. In Week 2, on page T110, the first vowel is 
introduced, /a/a, and the magic of reading begins 
when students decode the word am on page T111. 
Students learn additional letter sounds as phonics 
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instruction continues each day throughout the year. 
The Reading/Writing Workshop phonics pages and 
pre-decodable stories, as well as the Practice Book 
pages, provide reinforcement and practice in letter-
sounds and by Unit 4, on pages T30-T31, students 
read a decodable story chorally with the teacher, 
and then in small groups.  

Letter names and sounds are taught to students 
early in Kindergarten. 

Letter names are taught, beginning with the letter 
Aa, on the first day of Kindergarten in the Start 
Smart phonics lesson on page S8. In the Smart 
Start  lessons which extend for the first three 
weeks of school, all of the letter names are taught 
and reinforced as students match letter cards to 
letters on the Teaching Poster and in the Big 
Book, for example on page S13. Students are 
exposed to a mnemonic that represent the initial 
sound for each letter, as well as words in a Big 
Book that begin with the letter-sound. Formal 
instruction in letter-sound relationships begins in 
Unit 1, with the sound-letter /m/m on page T15 
and is reinforced and practiced in whole group, as 
well as retaught, practiced, and extended in small 
group on pages T64-T65, T71-T72, and T76. The 
Animals in the Park Big Book, Sound-Spelling 
Cards, Alphabet Teaching Poster, Response 
Boards, Letter Cards, and Letter Songs are 
resources used  to reinforce letter-sound 
knowledge throughout Kindergarten. 

Phonics instruction begins in Kindergarten and 
continues regularly for 3 years. 

Explicit instruction in phonics begins with the 
letter identification lessons in Start Smart. In Unit 
1 Week 1 instruction in letter-sound relationships 
begins with the continuous consonant m, in the 
daily whole-group and small group lessons. On 
Day 1 of a later and more typical week in 
Kindergarten, Unit 1, Week 3, (when enough 
letter-sounds have been taught to blend words) the 
teacher models, and students practice, connecting 
the new continuous sound /s/ with the letter s on 
page T179, using the Sound-Spelling Card. 
Students also write the letter s. On Day 2, on page 
T193, after teacher modeling, students blend with 
/s/s in the initial position in words, and on Day 3, 
on pages T201-T202, they review the letter-sound 
and sort pictures according to the beginning sound 
and letter. On Day 4, on pages T211 and T212, 
they practice blending, write s for words that begin 
with /s/s and write words the teacher dictates. On 
Day 5, on pages T220-T221, they review. All 
consonants and short and long vowel sounds are 
taught and practiced in Kindergarten, in both 
whole group and small group lessons.  
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Explicit phonics instruction follows a similar 
pattern in Grades 1 and 2. 

As an example in Grade 1, the Unit 2 Week 4 
phonics lessons target consonant digraphs -th, -sh, 
and -ng. On Day 1, on page T246, the teacher 
models, and students practice, connecting the 
sounds with the letters, and students blend the 
sounds to read words in the Phonics Practice 
Activity. On Day 2, on pages T256 and T257, the 
teacher first reviews the sound-letter relationships 
and models blending and then students practice 
blending and building words. On Day 3, on pages 
266 and 267, the teacher models blending and the 
students practice blending  in the Phonics Practice 
Activity. On Days 4 and 5, on pages T274 and 
T282, the teacher builds words for students to 
blend, and students also practice fluency. 

An example in grade 2 is Unit 3 Week 4 The long 
e lessons beginning on Day 1 on page T288 follow 
the same pattern as Grade 1, with teacher 
modeling and student practice in blending words 
with long e. 

A weekly lesson in phonics/fluency is provided in 
Grades 3-6 which ends with an activity to help 
students transition from reading one-syllable to 
multisyllabic words. An example of the weekly 
phonics/fluency lesson is Grade 4 Unit 2 Week 3, 
pages T154-T155. 

Phonics instruction teaches students to convert The Phonics instruction follows a logical scope 
letters into sounds and then to blend the sounds to and sequence, beginning with the explicit teaching 
form recognizable words. of letter names in the daily Start Smart readiness 

lessons in Kindergarten. Letter-sound relationships 
are introduced in Unit 1, Week 1, and are applied 
to simple VC and CVC words. As the sequence 
progresses though Kindergarten and into Grades 1 
and 2, students encounter more sophisticated 
sound-spelling patterns and more complex words, 
including multi-syllabic words.. The weekly 
lessons in grades 3-6 help students read multi-
syllabic words. 

Example Lessons 

Kindergarten, Unit 2, Week 2: In the Day 1 
Phonics lesson on page T97 of this typical week, 
the teacher introduces the /t/t sound-letter 
relationship, using the Turtle Sound-Spelling 
Card. Students repeat the letter name and the 
sound it stands for, practice identifying the letter-
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sound at the beginning of words in the weekly 
phonics song, and write the letter. On Day 2, on 
pages T110-T111, the teacher reviews the sound-
letter correspondence and students write the letter t 
on their Response Boards if a word the teacher 
says begins with /t/. The teacher models placing 
the letters t, a, p in the pocket chart and blending 
the sounds to read the word, and students then 
practice blending the word. Students apply their 
knowledge of /t/t when they read the story, on 
pages T112-T113, We Like Tam! in the 
Reading/Writing Workshop. On Day 3, on pages 
T119-T120, the teacher reviews /t/t and explains 
that the sound can also be at the end of a word. 
Students write the letter t if a word the teacher 
says ends with /t/ and practice blending more 
words with /t/t with the teacher. On Day 4, on 
pages T128 and T129, students practice blending 
more words, with the teacher and independently, 
and also write some words the teacher dictates. 
Then they apply their phonics knowledge as they 
read the story, on pages T130-T131, I Like Sam. 
On Day 5, on pages T138-T139, students read 
more words with /t/t, review the weekly phonics 
song, and also write words with /t/t. 

Grade 1, Unit 1, Week 3: In the Day 1 lesson of 
this typical week, on pages T168-T169,  the 
teacher displays the Photo Card for cloud and 
models blending the consonants cl to form the 
beginning sounds. After teacher modeling in 
blending words with other l-blends, students 
practice blending in the Phonics Practice Activity. 
On Day 2, on pages T178-T179, l-blends are 
reviewed and children practice blending and 
building words with the teacher. On Day 3, on 
pages T188-T189, there is more modeling and 
practice in blending using the Phonics Practice 
Activity. On Days 4 and Day 5, on pages T196 
and T204, the teacher builds more words for 
students to practice blending. Students also 
practice fluency in reading the words on Day 5. 

Grade 2, Unit 1, Week 5: Grade 2 follows the 
same pattern as Grade 1. On Day 1, pages T380-
381, long i is introduced and after teacher 
modeling, students blend words with long and 
short i, such as pig and ride, in the Phonics 
Practice Activity.  On Day 2, on pages T394-
T395, words with long and short i are reviewed, 
blended, and built using letter cards, with more 
words blended or built on Days 3, 4, and 5, on 
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pages T406, T417, and T426.
 
Grade 4, Unit 3, Week 2: In the explicit lesson on
 
pages T90-T91, the teacher explains that the 

spellings gn and kn contain silent letters and 

converts both of these spellings into the sound /n/. 

Additional silent letter spellings are introduced. 

The teacher models sounding out the word knit,
 
and then guides students in identifying the silent
 
letters in other words and pronouncing the words.
 

Spelling instruction is used to build phonemic In Reading Wonders, spelling instruction is 
awareness. designed to raise students’ awareness of the 

sounds in words by isolating and enunciating the 
sounds as a natural tool in helping them spell the 
words. 

Grade 1, Unit 2, Week 5 On Day 1, on page 
T326, the teacher uses the Spelling Dictation 
Routine for the Pretest. The teacher pronounces 
each spelling word and then reads a sentence 
containing the word. Students say each word 
softly and stretch the sounds, which reinforces the 
phonemic awareness skill of segmenting. Then the 
child writes the word. On Day 2, on page T336, 
the child reads the words, listening for the 
consonant digraph at the beginning of each word, 
which builds the phonemic awareness skill of 
isolation. On Day 3, on page T346, students blend 
the sounds in the word, emphasizing the initial 
consonant digraph, which builds phoneme 
isolation, and then sort the words according to 
initial sounds, which builds phoneme 
categorization. On Day 4, on page T353, one 
partner reads the words while the other partner 
segments the word, a key phonemic awareness 
skill. On Day 4, as well as on Day 5 on page T361, 
students sort the words by initial sound. 

Grade 2, Unit 1, Week 3 Day 1, on page T198,  
student stretch the sounds in the words (as in 
Grade 1) which builds the skill of segmenting. On 
Day 2, on page T214, and on Day 3 on page T225, 
students sort words by initial and final sounds, 
which builds the skill of phoneme isolation. On 
Day 4, on page T236, one partner reads the words 
while the other partner segments the word, a key 
phonemic awareness skill.  On Day 4, as well as 
on Day 5 on page T361, students sort the words by 
initial or final sounds. 

In Grade 3, Unit 4, Week 1, the Day 1 spelling 
lesson on page T36, on the /ü/ variant vowel, 
builds phoneme isolation and segmentation. The 
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teacher extends and enunciates the /ü/ sound in 
each word and then models how to segment the 
word sound by sound, while attaching a spelling to 
each sound.  Later in the week the teacher reminds 
students to segment a word sound by sound as 
they spell it. 

Phonics instruction is directed toward the goal of 
helping students in their daily reading and writing 
activities. 

In Grade 4, Unit 2, Week 4 the Phonics/Fluency 
lesson on pages T218 and T219 targets r-
Controlled Vowels /är/ and /ôr/. The daily lessons 
will help students read the Shared Read selection 
in the Reading/Writing Workshop, which is read 
on page T208, as several words in the selection 
contain these vowel sounds, such as horrible, 
marshes, warning, forest, and Florida. These 
vowel sounds are also targeted in the daily 
Spelling lessons on pages T228 and T229. In the 
daily writing lessons on pages T224-T225, 
students will write about what an animal they 
choose needs to survive, and the phonics and 
spelling lessons this week and throughout the year 
will help them as they write. As an example, this 
week’s writing could possibly contain words with 
the targeted phonics element, such as harm, warm, 
warn, guard, target, smart, charge, dart, fortress, 
explore, or alarm. 

In Grade 5, Unit 2, Week 1 the Phonics/Fluency 
lesson on pages T26 and T27 targets variant vowel 
/ô/ and diphthongs /oi/, /ou/. The daily lessons will 
help students read the Shared Read selection in the 
Reading/Writing Workshop, which is read on 
pages T16 and T17, as several words in the 
selection contain these vowel sounds, such as 
crowd, Loyalists, points, and trouble. These vowel 
sounds are also targeted in the daily Spelling 
lessons on pages T36 and T37. In the daily writing 
lessons on pages T32-T33, students will write 
about an historical event and why it was 
important, and the phonics and spelling lessons 
this week and throughout the year will help them 
as they write. As an example, this week’s writing 
could possibly contain words with the targeted 
phonics element, such as turmoil, foundation, 
renown, cautious, thoughtful, and so on. 

Phonics instruction is integrated with other 
reading instruction. 

In the primary grades the Word Work lessons 
combine phonemic awareness, phonics and 
spelling (or dictation in Kindergarten). Selected 
spelling words in Grades 1-6 reinforce the phonics 
skill highlighted each week. Phonics instruction is 
also integrated in the other reading instruction in 
the weekly lesson. 

McGraw-Hill Education Reading Wonders Research Base Alignment

 34 

B-232



 

 

 

     
    

    
   

    
   

   
     

 
  

   
     

 
   

  
   
      

  
 

   
  

    
    

   
   

  
     

   
  

      
    

   
 

     
   

 

 
 

    
  

  
   

  
 

  
  

 
     

    
 

  
 

 
   

Grade 2, Unit 3, Week 5: The daily phonics 
lessons target long u spelled u_e, ew, ue, and u, 
which is also the focus of the daily spelling 
lessons. The vocabulary lesson on Day 1, on page 
T385, includes the word music, which contains the 
long u sound. The Shared Read selection in 
Reading/Writing Workshop, which is read on 
pages T386-T387, contains some long u words. In 
addition, the Literature Anthology selection, 
“Many Ways to Enjoy Music,” containing long u 
words, is read on Day 3 on pages T413A-T143B, 
and “A Musical Museum” is read on Day 4 on 
page T419B.  The decodable reader story, “Luke’s 
Tune,” is read in Small Group on page T435 and 
reread for fluency. In addition, the targeted sound-
spelling also appears in the Comprehension and 
Fluency passage on Practice Book page 143 which 
students reread for fluency. 

Grade 5, Unit 5, Week 1:  The daily Word Study 
lessons target suffixes, which are also the focus of 
the daily spelling lessons. One of the suffixes 
taught is –tion and the vocabulary lesson on page 
T14 includes the word transition. The Shared Read 
selection in Reading/Writing Workshop, which is 
read on pages T16-T17, contains words with 
suffixes, such as painful, hopeless, and truthful. 
This selection is used to practice the fluency skill 
of expression. In addition, the Literature 
Anthology selection, “Ida B,” is read on Day 3 on 
pages T25A-T25L and contains words with 
suffixes such as wonderful, conversation, and 
instruction. Suffixes are also reinforced in the 
Comprehension and Fluency passage on Your 
Turn Practice Book pages 203-205 which students 
reread for fluency. 

Phonics instruction is variable and is based on Weekly assessments, as well as Daily Quick 
students’ needs as determined through Check Observations in Grades K-2, are used in 
assessments. determining the need for differentiated phonics 

instruction. In grades K-2, based on results of the 
Weekly Assessments and observed student 
performance, teachers are provided Small Group 
options (Approaching, On-Level) to appeal to 
students’ specific instructional needs. 

In Grade 1 Unit 4 Week 2, Quick Checks for the 
phonics skill, long e spelled e, ee, ea appear on 
Day 1, Page T93, Day Day 2, page T103, Day 3, 
page T1134, Day 4, page T119, and Day 5, page 
T127. There are Small Group lessons for 
Approaching and On-Level and the skill is 
assessed in the Weekly Assessment. 
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In Grade 5 Unit 2 Week 5 The phonics skill, 
closed syllables, is taught on pages T282-T283.  
The teacher uses observations and informal 
assessments, such as the Your Turn Practice Book 
page 98, to determine students’ needs for 
additional instruction and Small Group lessons for 
the Approaching Level are provided on pages 
T298-T299. 
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Foundational Skill:  Fluency 
“Reading fluency is indeed an important component of the reading process 

and it is essential that it be taught to developing readers” 
–Fluency Instruction: Research Based Practices 

(Rasinski, Blachowicz, & Lems, 2012, p. xi) 

Fluency is the ability to read text quickly, accurately, and with expression. It provides a bridge between 
word recognition and comprehension. “Fluency is vital to comprehension” (McShane, p. 14).  Fluency 
includes word recognition, but extends beyond knowledge of individual words to reflect the meaningful 
connections among words in a phrase or sentence. Fluent readers are able to recognize words and 
comprehend them simultaneously. 

Fluency is widely acknowledged to be a critical component of skilled reading. A study conducted by the 
National Assessment of Educational Progress (NAEP) found a “close relationship between fluency and 
reading comprehension” (NICHHD, 2000, p. 3-1, citing Pinnell et al., 1995). More generally, a National 
Research Council report stated that “Adequate progress in learning to read English beyond the initial level 
depends on . . . sufficient practice in reading to achieve fluency with different kinds of texts written for 
different purposes” (Snow, Burns, & Griffin, 1998, p. 223). Additional evidence of this link between fluency 
and the development of general reading ability, particularly reading comprehension, is provided by several 
studies that found student performance on fluency assessments was an effective predictor of their 
performance on other types of reading measures. In reviewing the research on fluency instruction, the 
National Reading Panel (NRP) found value in approaches that incorporated repeated oral reading, guided 
or unguided, as opposed to less focused attempts to encourage reading in general. Three findings: 

Repeated oral reading instruction has a positive overall effect on reading. A meta-analysis by the NRP 
found that fluency instruction in the form of repeated oral reading (guided or unguided) “had a consistent, and 
positive impact on word recognition, fluency, and comprehension as measured by a variety of test instruments 
and at a range of grade levels” (NICHHD, 2000, p. 3-3). The weighted average of these effect sizes resulted 
in a moderate effect on student reading (NICHHD, 2000, p. 3-16). 

Repeated oral reading instruction has a positive impact on specific skill areas. The NRP meta-analysis 
found that repeated oral reading had a moderate effect on reading accuracy, a somewhat less strong effect on 
reading fluency, and a smaller effect on reading comprehension (NICHHD, 2000, pp. 3-3, 3-18). 

Grade Level. Analysis of grade levels covered by the studies in the NRP meta-analysis led to the 
conclusion that “repeated reading procedures have a clear impact” on reading ability among: 

“Non-impaired readers at least through fourth grade” ” (NICHHD, 2000, p. 3-17). 

Low-Achieving Students. Studies in the NRP meta-analysis indicated that “Students with various kinds of 
reading problems throughout high school” (NICHHD, 2000, p. 3-17) benefit from fluency instruction 

Common Core State Standards in English Language Arts: 
Standard for Fluency 
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Kindergarten: 
x Read emergent-reader texts with purpose and understanding 

Grade 1 – 5: 
x Reading with sufficient accuracy and fluency to support comprehension 

Range and scope of Instruction: 
Grade Levels. The Standards incorporates fluency as a foundational skill for grades K-5, with a particular 
emphasis on repeated oral readings for grades K-2.  Instruction should capitalize on the connection between 
the processes of speaking and listening and the reading standards on fluency.  Research has shown that 
individual differences in oral reading fluency growth rates during first- grade predict oral reading fluency 
in subsequent years. Further, students’ oral reading fluency rates at the beginning of second- and third 
grade has been found as the predominant predictor to later reading comprehension achievement (Kim, 
Petscher, Schatschneider, & Foorman, (2010). 

The NRP research findings suggest a value to including fluency instruction in the form of repeated oral 
reading procedures at least through the fourth-grade level, and possibly beyond in a supporting capacity for 
students with reading problems. A review of research on early childhood reading commissioned by the 
National Research Council (NRC) identified fluency instruction as a key component of first-grade instruction 
and argued that “Throughout the early grades, time, materials, and resources should be provided” for both 
daily independent reading and daily supported reading and rereading (Snow, Burns, & Griffin, 1998, p. 195). 

Instructional methods and features 
Some of the methods that produced “clear improvement”–albeit with small sample sizes within 
each category–(NICHHD, 2000, p. 3-15) included the following: .  

Repeated readings (set number of repetitions, set amount of time, or until fluency criteria were reached) 
(NICHHD, 2000, p. 3) 

Repeated readings “combined with other [guided] procedures such as a particular type of oral reading 
feedback . . . or phrasing support for the reader” (NICHHD, 2000, p. 3) 

Practice of oral reading “while listening to the text being read simultaneously” (NICHHD, 2000, p. 3) 

Oral reading practice. In the NRP’s description of effective repeated oral reading programs, the NRP 
stated that many of these programs provided increased oral reading practice “through the use of one-to-one 
instruction, tutors, audiotapes, peer guidance, or other means,” compared to earlier approaches (NICHHD, 
2000, p. 3-11). 

Regular assessment. The NRP recommended that “teachers should assess fluency regularly,” using both 
formal and informal methods (NICHHD, 2000, p. 3-4). Such informal methods can include “reading 
inventories . . . miscue analysis . . . pausing indices . . . running records . . . and reading speed calculations” 
(NICHHD, 2000, p. 3-9, citing 5 studies). Similarly, the NRC report recommended that “Because the ability 
to obtain meaning from print depends so strongly on the development of reading fluency,” fluency “should be 
regularly assessed in the classroom, permitting timely and effective instructional response” (Snow, Burns, & 
Griffin, 1998, p. 323).  

Validity of oral reading fluency measures. According to Hasbrouck and Tindal (2006), measuring student 
oral reading fluency in terms of words correct per minute “has been shown, in both theoretical and empirical 
research, to serve as an accurate and powerful indicator of overall reading competence, especially in its 
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correlation with comprehension. The validity and reliability of these measures has been well established in 
a body of research extending over the past 25 years” (citing Fuchs, Fuchs, Hosp, & Jenkins, 2001; Shinn, 
1998). For example, several studies have shown that third-grade tests of oral reading fluency from the 
DIBELS correlated well to high-stakes reading assessments from Arizona, Colorado, Florida, North Carolina, 
and Oregon. 

Oral reading fluency norms. Based on analysis of assessment data from a pool ranging from approximately 
3,500 to over 20,000 students collected between 2000 and 2005, Hasbrouck and Tindal (2006) have 
developed a new set of oral reading fluency norms to replace the widely used norms that were published in 
1992 (Hasbrouck & Tindal, 1992). The new norms “align closely with both those published in 1992, and also 
closely match the widely used DIBELS norms . . . with few exceptions.” These new norms cover grades 1–8 
and provide information for 90th, 75th, 50th, 25th, and 10th percentile rankings. 

The researchers also provided specific norm-related recommendations for using oral reading results for 
screening, diagnosis, and monitoring student progress: 

Screening. “Fluency-based assessments have been proven to be efficient, reliable, and valid indicators 
of reading proficiency when used as screening measures” (citing Fuchs et al., 2001; Good, Simmons, & 
Kame’enui, 2001). 

Diagnosis. According to the authors, oral reading fluency norms “can play a useful 
role in diagnosing possible problems that are primarily fluency based.” 

Monitoring progress. Oral reading fluency measures “have been found by many educators to be better tools 
for making decisions about students’ progress than traditional standardized measures which can be time-
consuming, expensive, are only administered infrequently, and have limited instructional utility” (citing 
Good et al., 2001; Tindal & Marston, 1990). 

Fluency Research 
Recommendations  

Demonstration of Alignment 
in Reading Wonders 

Fluency instruction is included in the form of 
repeated oral reading procedures through the 
fourth-grade level. 

In the lower grades, students read each story 
repeatedly with varying degrees of ‘scaffold’ 
supports such as Choral Reading with the teacher 
providing modeling and corrective feedback; 
Partner Reading and Independent Reading with 
the teacher circulating and listening in to provide 
support and feedback; or Echo-Reading with the 
teacher modeling pronunciation and students 
reading back to the teacher one sentence at a time. 
Students also echo-read with a partner giving the 
partner feedback, such as, “sound out this word.” 
Also struggling students have an opportunity to 
work in small groups on reading prose and poetry 
orally. 
Grade 1 Teacher’s Edition, Unit 1 pages T17, T31, 
T35, T48, T60 

In the upper grades, students echo-read the Shared 
Read in the Reading/Writing Workshop. They 
vary the intonation of their voices to make what is 
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happening in the text clearer. For the same reason, 
they also pause at appropriate places. The teacher 
models reading an excerpt of the Shared Read, 
then reads one sentence at a time while students 
echo-read each sentence. Typically, students are 
divided into two groups to practice intonation and 
pausing with the teacher providing feedback. Also 
struggling students have an opportunity to work in 
small groups on reading prose and poetry orally. 

Grade 3 Teacher’s Edition, Unit 1 pages T28-T29, 
T48 

In Grades K-3, materials and resources are 
provided for daily independent reading as well as 
daily supported reading and rereading. 

Students read multiple short passages and stories 
each week in the Reading/Writing Workshop and 
Your Turn Practice Books. Starting in the second 
half of grade 1 and continues through grade 6, 
Your Turn Practice Books include comprehension 
worksheets with Partner Read activities. In 
addition, the Literature Anthology and Leveled 
Readers provide rich independent reading sources. 
The Reading Workstation Activity cards include a 
Fluency card and a Reader’s Theater card, both of 
which provide more opportunities for daily 
support reading and rereading. 

Grade 1 Reading/Writing Workshop pages 14-23 
Grade 1 Your Turn Practice Book pages 155-157 
Grade 1 Literature Anthology pages 6-19 
Grade 1, Unit 1, Week 1 Leveled Readers 
(Approaching, On, Beyond, ELL) 
Grade 2 Teacher’s Edition, Unit 6, pages T25, 
T30, T40 
Grade 1 Workstation Activity Cards: Reading, 
cards 24, 25 
Grade 3 Reading/Writing Workshop pages 102-
107 
Grade 3 Your Turn Practice Book pages 4-5 
Grade 3 Literature Anthology pages 100-119 
Grade 3, Unit 2, Week 1 Leveled Readers 
(Approaching, On, Beyond, ELL) 
Grade 3 Teacher’s Edition, Unit 2 pages T28-T29, 
T48 
Grade 3 Workstation Activity Cards: Reading, 
cards 24, 25 

Repeated readings are a part of instruction. In the lower grades, in a whole group setting 
students read each story multiple times with 
varying degrees of scaffolded support and with the 
teacher providing modeling and corrective 
feedback. For instance, in Grade 1 Day 3, the 
Literature Big Book is reread with fluency being 
modeled. 

McGraw-Hill Education Reading Wonders Research Base Alignment

 40 

B-238



 

 

 

 
 

   
  

 
 

  
  

 
 

   
 

   
  

   
 

 
 

 
 
 

   
  

   
  

   
   

   
    

   
 

 
 

 
   

   
     
   

 
 

  
 

 
  

 

  
  

Fluency instruction includes oral reading 
feedback and phrasing support. 

Grade 1 Teacher’s Edition, Unit 1, pages T31, 
T265 

In the upper grades, the teacher models the weekly 
Reading/Writing Workshop selection in a whole 
group setting; students reread the selection in 
groups or with partners and then practices fluency 
with their Your Turn Practice Book. In addition, 
struggling students practice fluency in small 
groups. 

Grade 4 Teacher’s Edition, Unit 4, pages T27, T46 
Grade 4 Your Turn Practice Book pages 53-56 

For teachers with Tier 2 students a lesson on 
Repeated Reading Routine is provided in the Tier 
2 Fluency component: Grades K/3 pages 10-11; 
Grades 4/6 pages 10-11. 

In the lower grades, word automaticity exercises 
allow teachers to give feedback on students’ oral 
reading. Teachers can also give feedback as 
students Partner Read in the Shared Read on Day 
1 as well as when teachers do a weekly oral 
fluency assessment. In addition, they can monitor 
and provide feedback to struggling students in the 
I Do/We Do/You Do routine of the weekly 
Fluency activity in Approaching Level/Small 
Group section. Phrasing support can be found as 
part of the modeling fluency activities in the 
Listening Comprehension lessons. 
Examples: 
Grade 1 Teacher’s Edition, Unit 1, pages T17, 
T35, T60, T155A; G2U6 pp. T28, T70, T118, 
T265, T343 

In the upper grades, oral reading feedback is part 
of the Practice/Apply section in the formal 
Fluency lessons. Phrasing support is found in 
Fluency lessons on phrasing. 

Grade 3 Teacher’s Edition, Unit 2, pages T29, 
T95, T227, T291 

In the Instructional Routine Handbook, detailed 
fluency strategies on pp. R36-R39 provide 
additional instructional support for the teacher. 
(www.connected.mcgraw-hill.com; Teacher 
Resources) 
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Students practice oral reading while listening to Oral reading can be practiced by students while 
the text being read simultaneously.  Increased oral they listen to the text being read via the audio 
reading practice is provided through use of one- support provided on the Student Workspace for all 
to-one instruction, audiotapes, tutors, and peer selections found in the Reading/Writing 
guidance. Workshops, Literature Anthologies, Leveled 

Readers, and, at grades K-1, the Big Books; audio 
support is also provided for passages found in the 
Your Turn Practice Book. 

www.connected.mcgraw-hill.com; Teacher 
Resources 

In addition, comprehension activities found in 
Your Turn Practice Book provide partner read 
activities in which students take turns reading a 
passage aloud and determining their Oral Reading 
Fluency Rates. 

Grade 1 Your Turn Practice Book pages 155-157 
Grade 3 Your Turn Practice Book pages 4-5 

Workstation Activity Cards for Reading also 
provide a fluency activity card which allows 
students the opportunity for daily practice. 
Included with these cards is a Reader’s Theater 
card for week 6 of each unit which students use to 
practice for their reader’s theater performance. 

Grade 1 Workstation Activity Cards/Reading,
 
cards 24, 25 

Grade 3 Workstation Activity Cards/Reading,
 
cards 24, 25 


For more practice, fluency passages and games are 

available on the Student Workspace at 

www.connected.mcgraw-hill.com. 


The Tier 2 Approaching Level activities in the 
Teacher Editions provide tutorial support for 
struggling students. 

Grade 1 Teacher’s Edition, Unit 1 page T60 
Grade 3 Teacher’s Edition Unit 2 page T48 

Students read text at the appropriate instructional Leveled Readers–Approaching Level, On Level, 
level to supplement repeated oral reading. Beyond Level, and ELL Reader–highlight the 

weekly literature theme and genre and share the 
same theme, vocabulary, and comprehension 
skills. A database of these readers is available at 
www.connected.mcgraw-hill.com. 

In addition to the Leveled Readers, starting at the 
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second half of grade 1 through grade 6 leveled 
Partner Read activities are provided in the leveled 
Practice Books (i.e.,Your Turn Practice Books, 
Approaching Reproducibles, Beyond 
Reproducibles, and ELL Reproducibles) to help 
students orally read at their appropriate 
instructional level.  

Grade 1 Your Turn Practice Book pages 155-157; 
Grade 3 Your Turn Practice Book pages  4-5 
Note: the leveled reproducibles can be found on 
the Student Workspace at 
www.connected.mcgraw-hill.com. 

Repeated oral reading occurs in the context of the 
overall program and not as a stand-alone 
intervention. 

Throughout the grades, oral reading and repeated 
reading is an integral part of the instructional plan. 
In grade 1, students reread the Literature Big Book 
on Day 3’s Listening Comprehension to model 
fluency; they also reread the weekly 
Reading/Writing Workshop selection for 
comprehension in Day 2. In grade 2, a fluency 
lesson on Day 3 has students rereading the Shared 
Read. Other opportunities to reread passages occur 
on Day 2 (Interactive Read Alouds, 
Reading/Writing Workshop selection). In the 
upper grades, students reread the weekly 
Reading/Writing Workshop selection to practice a 
specific fluency skill for that week. 

Examples: 
Grade 1 Teacher’s Edition, Unit 1 pages T26-T27, 
T31 
Grade 2 Teacher’s Edition, Unit 6 pages T25, T30, 
T40 
Grade 3 Teacher’s Edition, Unit 1, page T28 

Fluency is assessed regularly using formal and 
informal methods. 

Formal Methods: One group of students per week 
is assessed using the timed oral reading fluency 
passages from the Fluency Assessment 
component. Approaching Level, On Level, and 
Beyond Level passages are featured for each Unit 
in Grades 2–6 (and Units 3–6 in Grade 1) to aid in 
monitoring student progress and verifying 
grouping decisions and assignments. Each student 
passage is accompanied by a teacher recording 
sheet that allows for tracking errors, registering 
number of words read, formulating the Words 
Correct per Minute (WCPM), and noting a 
student’s Accuracy Rate percentage. 

Informal Methods: Students are regularly assessed 
in the classroom through informal reading 
inventories, miscue analyses, pausing indices, 
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Students’ oral reading fluency is assessed in terms 
of words correct per minute. 

running records, and reading speed calculations. 
Leveled Practice Reproducibles are also used for 
fluency assessment. For example, in first grade, a 
fluency assessment strategy in an Approaching 
Level activity is for the teacher to read a passage 
from the Approaching Reproducibles with the 
students repeating each sentence after the teacher 
using the same intonation and phrasing (see Grade 
1 Teacher’s Edition, Unit 1 page.T48). Students 
also practice fluency assessment with partners 
using the Fluency Workstation Cards. 

The Fluency Assessment component for Grades 
1–6 features oral reading fluency passages 
(informational and literature)–not words from a 
list– to assess students’ ability to read unfamiliar 
text with speed and accuracy as well as with 
prosody. Students read a passage aloud for one 
minute while their errors and total number of 
words are tracked. The recording sheet that comes 
with each passage features scoring tables that 
allow for ready tabulations of WCPM and the 
Accuracy Rate percentage. The 50th percentile 
WCPM for Fall, Winter, and Spring are featured 
on the recording sheet too. This allows for a quick 
comparison of student results with the benchmarks 
identified by Hasbrouck & Tindal in their work on 
oral reading fluency norms. 
One group of students is assessed each week. 
Approaching Level students are tested weeks 1, 3, 
and 5; On Level students are tested weeks 2 and 4; 
and Beyond Level students are tested in week 6. 
A fluency goal is noted for each week. For 
students who fall short of this goal––slightly or 
significantly––remediation is identified, such as 
lessons from the Tier 2 Intervention Fluency 
Teacher’s Edition. 
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Writing 
“Writing is essential to communication, learning, and citizenship.  It is the currency of the 
new workplace and global economy. Writing helps us convey ideas, solve problems, and 

understand our changing world. Writing is a bridge to the future”. 
(National Writing Project, http://www.nwp.org/cs/public/print/doc/about.csp) 

At the most basic level, writing by definition is the translation of thought into visual form; however, 
the process of writing is remarkably complex. The act of writing is rarely linear and requires the iteration 
of planning, drafting, and revising while simultaneously employing critical thinking skills to analyze, 
summarize, and evaluate. Writing is a language-based activity that naturally overlaps with other processes 
included elsewhere in the Standards, such as reading, expressive language, receptive language, vocabulary 
use, and writing mechanics.  

Graham & Perin (2007) in their meta-analysis of research on writing instruction identified 11 key 
elements for writing instruction: 

1.	 Writing strategies, including planning revising, and editing; 
2.	 Summarization, which includes explicit and systematic teaching 
3.	 Collaborative writing, where students work together to plan, draft, revise, and edit 
4.	 Specific product goals 
5.	 Word processing, using computers and word processors as supports 
6.	 Sentence combining, where students are taught to construct complex sentences 
7.	 Prewriting, which assists students in generating and organizing ideas 
8.	 Inquiry activities, where students analyze concrete data to help develop ideas and content 
9.	 Process writing approach, which utilizes a workshop environment stressing extended writing 

opportunities, authentic writing, personalized instruction, and cycles 
10. Study of models, which allows student to read, analyze, and emulate good writing 
11. Writing for content learning, which uses writing as a tool for learning content mateiral. (p. 4 – 5). 

With the increased emphasis on technology, students are now called upon to move beyond traditional print 
media to include digital representations.  As within the Language strand in the Standards, writing instruction 
includes activities that require students to employ a variety of technological tools to represent their work.  

Writing is a central form of communication.  It requires a deep knowledge of subject matter and employs 
critical thinking skills. As students transition to high school and college, writing becomes one of the primary 
methods by which their work is judged. 

When students increase their knowledge about writing processes, they become better writers. It has 
been demonstrated that students’ knowledge of discourse writing—that is, knowledge about various genres 
of and schemas for writing, coupled with linguistic knowledge (e.g., grammar, procedures for constructing 
sentences, spelling)—are factors that uniquely contribute to student variation in writing performance.  
Olinghouse and Graham (2009) found the following five types of discourse knowledge significantly 
contribute to story writing quality, length, and vocabulary diversity: 

Substantive processes (role of process in good writing and carrying out the writing process; 
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x Production procedures (role of linguistic and mechanical factors in good writing, story writing, 
and carrying out the writing process); 

x Motivation (role of effort in good writing and carrying out the writing process); 
x Story elements (basic structural elements in a story); 
x Irrelevant information (p 47). 

Writing practices enhance students’ reading achievement. In their meta-analysis examining the effects 
of various writing practices on reading performance, Graham and Herbert (2010) found that when students 
write about text, are explicitly taught writing skills and processes, and increase the amount of time spent 
writing, students demonstrate greater text comprehension.  

Common Core State Standards in English Language Arts
 
Standard for Writing: Students write logical arguments based on substantive claims, sound reasoning, 

and relevant evidence. Students engage in short and long-term research  projects and produce a written 

analysis and presentation of findings.
 

Grade 1: 
x	 Write opinion pieces in which they introduce the topic or name the book they are writing 

about, state an opinion, supply a reason for the opinion, and provide some sense of closure. 
x	 With guidance and support from adults, focus on a topic, respond to questions and 

suggestions from peers, and add details to strengthen writing as needed. 
x	 Participate in shared research and writing projects 

Grade 5: 
x	 Write opinion pieces on topics or texts, supporting a point of view with reasons and information. 
x	 With some guidance and support from adults, use technology, including the internet, to produce and 

publish writing as well as to interact and collaborate with others; demonstrate sufficient command of 
keyboarding skills to type a minimum of two pages in a single sitting. 

x	 Conduct short research projects that use several sources to build knowledge through 
investigation of different aspects of a topic. 

All Students.  In Writing Next, the majority of research articles reviewed in Graham & Perin’s (2007) 
meta-analysis included students across the full range of normal classroom variation. The 11 key elements of 
writing instruction were found to benefit a wide variety of learners.  

Less skilled writers. Students who struggle with foundational writing skills, for example ESL students or 
students with a disability, may benefit from direct, targeted instruction.  For example, a study conducted by 
Saddler & Graham (2005) indicated that when provided with direct instruction designed to foster sentence-
combining skills, fourth-grade students who were considered less skilled in writing improved their story 
writing and revising skills. Graham & Perin’s (2007) meta-analysis indicated that writing strategy 
instruction was found particularly effective for low-achieving students.  

Range and scope of instruction 
Grade Level. Young children are naturally inclined to express ideas in print, primarily through illustration.  
Writing instruction typically begins informally in preschool, as children begin to master basic concepts of 
print and letter formation, and becomes more sophisticated as children move into Kindergarten and beyond. 
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Pearson (1994) indicates that the “synergistic” relationship between reading and writing renders it critical 
to begin writing instruction in the early grades. 

The Standards address writing for all grade levels, beginning in Kindergarten. Children in the lower 
elementary grades create opinion pieces, narratives, and informative/explanatory texts. They develop 
rudimentary skills in collaboration and publishing, and begin to utilize revising and editing processes to 
strengthen their writing.   As children advance through the higher elementary grades, students are required 
to compose increasingly sophisticated texts that incorporate evidence and research to explain and support 
particular points. Students further refine and develop previously learned skills. 

Instructional Methods and Features:  
Graham & Harris (1994) advocate for an integrated approach by incorporating elements from direct skill 
instruction and the process-oriented methodology, including: 

x Skill-oriented instruction designed to foster text production skills (e.g., spelling, phonemic awareness) 
x Opportunities for children to engage in writing activities 

x Frequent opportunities to apply specific skills in a variety of writing activities 

x Peer review and collaboration 

Graham & Perin (2007) in their meta-analysis of research on writing, identified 11 key elements for 
writing instruction: 

1.	 Writing strategies, including planning revising, and editing; 
2.	 Summarization, which includes explicit and systematic teaching 
3.	 Collaborative writing, where students work together to plan, draft, revise, and edit 
4.	 Specific product goals 
5.	 Word processing, using computers and word processors as supports 
6.	 Sentence combining, where students are taught to construct complex sentences 
7.	 Prewriting, which assists students in generating and organizing ideas 
8.	 Inquiry activities, where students analyze concrete data to help develop ideas and content 
9.	 Process writing approach, which utilizes a workshop environment stressing extended
 

writing opportunities, authentic writing, personalized instruction, and cycles
 
10. Study of models, which allows student to read, analyze, and emulate good writing 
11. Writing for content learning, which uses writing as a tool for learning content material. (p. 4 – 5). 

Writing practices demonstrated to increase students’ reading comprehension skills, include the following: 

x Have students write about texts they read. Write personal reactions, analyze and interpret text, write 
summaries keep notes, and answer and create questions about text; 

x Teach students the writing skills and processes that create text. Teach the process of writing, text 
structures for writing, paragraph,  sentence construction, and spelling; 

x Increase the frequency allocated for writing (Graham & Herbert, 2010, p 11).   

Writing Research 
Recommendations  

Demonstration of Alignment 
in Reading Wonders 

Students engage in writing activities to From Kindergarten through Grade 6, students 
demonstrate understanding of text. engage in meaningful writing activities to 

demonstrate understanding of texts. 
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In Kindergarten, weekly shared and interactive 
writing opportunities on Day 1 and Day 2 of the 
instructional plan allow teachers to model writing. 
Working together, the class writes about the 
weekly topic and essential question, using what 
they have learned from the texts read aloud. On 
Days 3-5, students are asked to write 
independently after discussing student models.  

In Grade 1, in addition to shared and interactive 
writing lessons each week, students write in 
response to the Interactive Read Aloud selection, 
using evidence from the text to demonstrate 
understanding. Through the comprehension 
minilesson on Day 2 of the instructional plan, 
teachers model how to reread the Shared Read in 
the Reading/Writing Workshop for a specific 
purpose, aligned with grade 1 CCSS reading 
standards. Students write to fill in a graphic 
organizer, using evidence from the text.  As they 
read the weekly selection from the Literature 
anthology on Days 3 and 4, students are asked to 
take notes in a graphic organizer. This writing 
opportunity has students apply what was modeled 
in the minilesson from Day 2. The Respond to 
Reading at the end of each Literature Anthology 
selection provides text –dependent questions for 
students to answer.  Students can respond in class 
or partner discussions or students can respond in 
writing to one or more of the questions. Instruction 
is provided to teach students how to go back into 
the text to find evidence to support their responses. 
On Day 5, the Research and Inquiry projects asks 
students to use information they have learned from 
the texts as sources for research writing.  The 
Write About Reading activity begins to prepare 
students to write analytically about texts they have 
read. Students write to defend an opinion or 
statement about the texts, focused on specific 
grade 1 CCSS reading standards.  Students are 
taught how to cite evidence from texts to support 
their responses. The Write About Reading Your 
Turn Practice Book pages offer additional 
scaffolded support for writing about texts. 

In grades 2 through 6, students are taught to take 
notes while the read, including using graphic 
organizers that demonstrate understanding of 
specific CCSS reading standard, as it applies to the 
Shared Read in the Reading/Writing Workshop, 
the selection from the Literature Anthology, and 
the leveled readers.  Explicit instruction on writing 
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about reading is provided each week in the 
comprehension minilessons. These lessons provide 
direct instruction, modeling, and guided practice 
for writing about reading.  The writing activity is 
based on rereading the Shared Read in the 
Reading/Writing Workshop focused on a specific 
grade level CCSS reading standard. After 
modeling finding text evidence to support answers 
to questions or statements about a text, teachers 
model how to use the text evidence to write about 
the reading. The writing activities include writing 
a summary, paraphrase and character description. 
After the modeling, students then work through a 
guided practice activity, again, citing text evidence 
to support their writing.  Each week, after reading 
the Literature Anthology, students apply what they 
have learned about Writing about Reading. 
Students are asked to cite evidence from the text. 
Write about Reading activities are also provided 
for all the Leveled Readers so students can apply 
what they have learned to the differentiated texts. 
At the end of each week, another Write About 
Reading activity asks students to write analytically 
about all the various texts that they have read 
throughout the week. Students write about 
opinions or informative/explanatory writing in 
response to the texts. Students learn to support 
their ideas and reasons by citing explicit evidence 
from the texts. The Write About Reading activity 
in the Your Turn Practice Book pages offers 
scaffold support and modeling. 

Additionally, throughout each week of instruction, 
students are asked to discuss and answer the 
essential questions with evidence from each text 
read. These activities can be completed as a class, 
small group, or partner discussion or they can be 
assigned as a partner or individual writing activity. 

Kindergarten Teacher’s Edition, Unit 3 pages T18-
T19, T32-T33, T40-T41, T50-T51 
Grade 1 Teacher’s Edition, Unit 2 pages T21, T27, 
T35B, T35E, T35K-T35L, T45, 44, T47, T62 
Grade 4 Teacher’s Edition, Unit 6, pages T148, 
T153T, T153V, T153W, T157, T158-T159, T160-
T161 
Grade 5 Teacher’s Edition, Unit 2, pages T148-
149, T153N, T156-T157, T158-161 

Ample time is allocated for writing activities. As noted in the explanation and examples cited 
above, each instructional week is filled with 
writing activities related to texts read at each grade. 
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Additional writing activities are provided within 
the language arts block of instruction. Students are 
engaged in writing activities each day. Instruction, 
modeling, and guided practice provides the support 
students need to develop into proficient writers. At 
Grades 2-6, students analyze an expert model and 
student model of writing. They write and revise 
shorter pieces of writing throughout the week, 
reflecting on the how their revisions improved their 
writing. One to two longer pieces of writing is 
developed in each unit, allowing for 2-3 weeks for 
students to develop their writing through each 
stage of the writing process. Minilessons and 
writing models, as well as rubrics and anchor 
papers provide the support necessary to develop 
students writing proficiency.  
See citations above. In addition: 

For all Grades K-6, the Leveled Workstation 
Activity cards include writing activities that 
support the instruction of each week. Through 
these activities, students are spending small group 
independent time developing writing proficiency. 

Grade 2 Teacher’s Edition, Unit 1, pages T22-T23, 
T36-T37, T48-T49, T62-T63, T480-T491 
Grade 3, Teacher’s Edition, Unit 2, pages T32-
T33, T98-T99, T164-T165 
Grades K-6: Workstation Leveled Activity Cards, 
Writing 

Writing curricula includes skill-oriented The Reading/Writing Workshop includes targeted 
instruction to enhance text production skills.  writing skills –oriented instruction. Beginning at 

Kindergarten and Grade 1, student writing samples 
serve as models to teach specific writing traits and 
skills, including Organization: sequence, Word 
Choice: descriptive words, and Ideas: adding facts 
or details. Additional student models focus on the 
use of proper Standard English grammar usage. 

In Grades 2-6, more in depth instruction is 
provided in the Reading/Writing Workshop. 
Students analyze an expert model, focusing on a 
specific trait/skill. Students work with partners to 
discuss how the trait/skill is presented in the 
writing. Next students analyze a student model 
revision. Partners evaluate how the trait/skill was 
revised, how it improves the effectiveness of the 
writing model, and also propose additional 
revisions focused on the specific trait/ skill. 
Grammar and Usage revisions are also included in 
the model to emphasize for students how 
knowledge of the conventions of Standard English 
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improves the effectiveness of writing. The 
Grammar Handbook at the back of the 
Reading/Writing Workshop is referenced through 
the writing instruction and is used by students 
during independent writing. 

Kindergarten Reading/Writing Workshop, Unit 7 
pages 44, 45; Unit 10 pages 44, 45 
Kindergarten Teacher Edition, Unit 4 pages T18, 
T58, T122 
Grade 5 Reading/Writing Workshop pages 246-
247, 318-319, 448-480 

Students use specific criteria to evaluate the 
quality of writing. 

At Kindergarten and Grade 1, Writing checklists 
are shared with students as they revise and 
evaluate their writing. At grades 2-6 writing 
rubrics are provided for Write about Reading 
activities. In addition, writing rubrics and anchor 
papers for narratives, informational, explanatory 
and opinion writing are used in the writing process 
lessons. Students review the rubrics and anchor 
papers as they revise their writing and to evaluate 
their writing. Generic rubrics are also provided. 
Teachers can work with students to create their 
own rubrics. 

Grade 2 Teacher’s Edition, Unit 1, T480-T491 
Grade 5 Teacher’s Edition, Unit 5, T343-T361 

Kindergarten-Grade 1 www.connected.mcgraw-
hill.com; see Teacher Resources 
Grades 2-6 www.connected.mcgraw-hill.com; see 
Teacher Resources and Writer’s Workspace 

Students engage in collaborative learning The power of collaborative learning is a 
experiences, such as peer review. cornerstone of the instructional plan of Reading 

Wonders in all grades throughout all parts of the 
instruction, including writing. The Collaborate 
logo throughout the student and teacher materials 
signals opportunities for collaborative discussions 
and learning. At Kindergarten and Grade 1 the 
shared and interactive writing lessons ask students 
to work together as a class to write, revise and 
evaluate their class writing. As they move to work 
on their independent writing, they work with peers 
to brainstorm ideas, give feedback on drafts and 
revisions and help evaluate writing after 
presentations. 

At Grades 2-6, opportunities for student 
collaboration in writing continues. Students begin 
analyzing expert and student writing models. Each 
week they write and revise shorter pieces of 
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writing, meeting with peers to discuss revisions 
and how the revisions improved the writing. 
During the process lessons, students work in pairs 
after each step in the writing process. Peer 
conferencing checklists and speaking and listening 
checklists support the collaborative learning. 

Grade K Teacher’s Edition, Unit 3, pages T18-
T19, T32-T33, T40-T41, T50-T51 
Grade 1 Teacher’s Edition, Unit 4, pages T18-
T19, T28-T29, T36-T37, T42-T43 
Grade 2 Teacher’s Edition, Unit 1, pages T22-
T23, T36-T37, t48-T49, T54-T55 
Grade 6 Teacher’s Edition, Unit 2, pages T 30-
T31, T32-T33, T34-T35, T344-T356 

Lessons require students to compose a variety of 
text, including narratives, opinion pieces, and 
informative/exploratory texts, as indicated in the 
Standards 

Reading Wonders provides in depth instruction, 
practice and application opportunities to compose 
a variety of text including narratives--real and 
imagined, opinion writing, and 
informative/explanatory writing.  In Kindergarten 
and Grade 1, the shared, interactive and 
independent writing activities throughout the 
weeks focus on one of the required genres. 

At Grades 2-6, the various Write About Reading 
activities within each week ask students to write 
opinion, informative or explanatory writing.  Each 
week, the writing trait and skill is taught and 
practiced in the context of one of these genres of 
writing, providing students the opportunity to 
write frequently within the week focused on a 
particular type of text. Additionally, the writing 
process genre lessons in each unit ask students to 
write longer pieces of writing in all the genres. 

Grade 1 Teacher’s Edition Unit 1, pages T47, 
T125, T203, T281 
Grade 2 Teacher’s Edition Unit 6, pages T32, T34, 
T36, T452, T480-T491 
Grade 4 Teacher’s Edition Unit 1, pages T20, 
T25R, T30-T31, T344-T355 

Students explore the variety of digital tools to 
produce and publish writing. 

The Writer’s Workspace in Reading Wonders 
Connect Ed provides a digital pathway for 
students to produce and publish their writing. 
Writer’s Workspace takes students through each 
step of the writing process in a digital 
environment.  Instruction, models, rubrics, 
checklists, grammar and usage references and 
other important writing support are included to 
assist students at each stage of the writing process. 
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Students participate in shared research and 
writing projects. 

The writing process genre lessons and research 

activities encourage students to use various media 

to publish and present their work.  Students learn
 
how audio and visual displays enhance the 

publication and presentation of their writing.  

Digital assets accessible within the Student Center 

of Reading Wonders Connect Ed, including image
 
and audio files can be used to publish and present 

various types of writing.
 

Using the Reading/Writing Workshop, Literature 

Anthology, and Leveled Reader e Book writing
 
tool, students can write their responses to text-

dependent questions and other response to reading
 
online and submit responses for teacher review. 


The My Binder tool in the student workspace 

allows students to create, revise, and submit their 

writing and research assignments as a digital 

submission to the teacher. 


Grades 1-6 www.connected.mcgraw-hill.com; 

Student Workspace-Read 

Grades K-6 www.connected.mcgraw-hill.com; 

Student Workspace-Write
 

In Reading Wonders, students in Kindergarten 
through Grade 6 participate in shared research and 
writing projects throughout the year. 
Each week students work with partners or small 
groups to complete short research projects to 
explore and learn more about the topic or concept 
they are studying. Research Roadmaps provide 
guided support as they work their way through the 
steps of the research process. In Grades 1-6, 
students choose one of the short projects and 
conduct extended research on the topic. Working 
collaboratively, students learn how to assign roles, 
evaluate reliable print and media resources, cite 
evidence from sources, and organize and 
synthesize information in writing.  

Grade 1 Teacher’s Edition Unit 2, pages T124-
T125, T280-T281 
Grade 4 Teacher’s Edition Unit 1, pages T28-T29, 
T220-T221 
Grades K-6: www.connected.mgraw-hill.com ,see 
the Collaborate section on the Teacher Workspace 
for research assignments online. 
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 Speaking and Listening 
“…children’s understanding of the meaning of words and concepts
 

and of other aspects of language such as sentence structure and listening 

comprehension, which they learn through their language interactions, are 


key foundational skills for later reading achievement”
 

(National Institute for Literacy, p. 1, para.1) 

Oral language includes critical skills that allow children to: 

x Communicate-listen and respond when people are talking 

x Understand the meaning of a large number of words and concepts that they hear or read 

x Obtain new information about things they want to learn about, and 

x Express their own ideas and thoughts using specific language (National Institute for Literacy) 

Oral language is divided into two subtypes:  receptive language and expressive language. Receptive language 
is language that is heard and understood.  Children exhibit receptive language skills when they listen and 
comprehend stories, understand vocabulary, engage in social exchanges with peers, and follow directions.  
Expressive language is the generation of thoughts, ideas, and needs through verbal and visual form.  Children 
exhibit expressive language skills when they retell a story, incorporate vocabulary, and engage in discussion. 
Woven into these processes are other linguistic features and cognitive abilities, such as vocabulary, grammar, 
auditory memory, sequencing, and phonological processing, among others. Receptive language skills develop 
earlier than expressive language skills. 

Instruction in speaking and listening focus on the following skills and processes: 

x	 Understanding of information by answering questions about key details or facts 

x	 Engaging in collaborative discussions 
x	 Representing  ideas and thoughts in oral and written form, as well as through media 

x	 Reporting on topics and relating stories that contain key details and are presented in 
a logical fashion 

x	 Speaking in complete sentences and utilizing developmentally appropriate vocabulary 

x	 Differentiating contexts that require formal English from contexts where informal 
exchange is acceptable 

x	 Interpreting and use images, graphics and symbols, as found in media 

x	 Demonstrating understanding by rephrasing, summarizing 

There exists a complex interplay between speaking and listening skills and academic achievement. 
Speaking and listening are language-based processes that are prerequisites for reading and writing. 
Studies have shown that: 
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x	 Oral language skills, in conjunction with spelling and letter-writing fluency, are positively related 
to writing skills (Young-Suk, Otaiba, Puranik, & Folson, 2011) and reading skills (Cooper, Roth, Speece, 
& Schatschneider 2002).   

x Expressive vocabulary knowledge and listening comprehension skills are related to word identification 
ability (Wise, Sevcik, Morris, Lovett, & Wolf, 2007, p. 1095). 

x Receptive and expressive vocabulary knowledge are related to pre-reading skills (Wise, et.al, 2007) 
x Expressive vocabulary and listening comprehension are related to word identification skills 

(Wise, et.al., 2007) 

Common Core State Standards in English Language Arts Standard for Speaking and Listening: 
Students gain, evaluate, and present increasingly complex information, ideas, and evidence through 
listening and speaking as well as through media. 

Kindergarten 
x	 Participate in collaborative conversations with diverse partners about Kindergarten topics 

and texts with peers and adults in small and large groups 

x	 Describe familiar people, places, things, and events, and with prompting and support, 
provide additional detail. 

x	 Add drawings or other visual display to descriptions as desired to provide additional detail. 

Grade 5 
x	 Engage effectively in a range of collaborative discussions (one-on-one, in groups, and teacher-led) with 

diverse partners on grade 5 topics and texts, building on others’ ideas and expression their 
own clearly. 

x	 Summarize a written text read aloud or information presented in diverse media and formats, including 
visually, quantitatively, and orally. 

x	 Report on a topic or text or present an opinion, sequencing ideas logically and using 
appropriate facts and relevant, descriptive details to support main ideas of themes; speak clearly 
at an understandable pace. 

Kindergarten Students. Teachers are well aware that students embark upon their educational careers 
with varying degrees of development in their receptive and expressive language skills. Instruction at the 
Kindergarten and early elementary level includes engaging in shared discussions, learning to collaborate 
with peers, demonstrate understanding by answering and asking questions, turn-taking, and using rich, 
detailed description and new vocabulary. 

Struggling Readers. A study of second- and third-grade students identified with a reading disability 
concluded that receptive and expressive vocabulary knowledge were related to pre-reading skills, and 
listening comprehension skills were found to facilitate word identification (Wise et.al., 2007). Engaging 
in activities designed to foster vocabulary and listening comprehension may benefit students who struggle 
in reading. 

ELL Students. August and Shanahan (2006) state that  “instruction in the key components of reading is 
necessary—but not sufficient—for teaching language-minority students to read and write proficiently in 
English” (p. 4) and that, “literacy programs that provide support in oral language development in English, 
aligned with high-quality literacy instruction are the most successful” ( p. 4). Research conducted by Miller, 
Heilmann,, Nockerts, Iglesias, Fabiano, and Francis (2006) indicate that better oral language skills facilitate 
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passage comprehension and word reading, in both Spanish and English. Further, higher English oral language 
skills are associated with higher Spanish reading scores, and higher Spanish oral language skills are 
associated with higher English reading scores, indicating a ‘cross-language’ effect.  August and Shanahan 
(2006)  note that: 

…well-developed oral proficiency in English is associated with English reading 
comprehension and writing skills for these students. Specifically, English vocabulary 
knowledge, listening comprehension, syntactic skills, and the ability to handle 
metalinguistic aspects, such as providing definitions or words, are linked to 
English reading and writing proficiency (p 4). 

Range and scope of instruction 
Grade Level. The Standards address speaking and listening skills from Kindergarten and above. Two areas 
of focus, Comprehension and Collaboration, and Presentation of Knowledge and Ideas are listed. Students 
engage in grade-appropriate collaborative conversations with peers and follow rules of discussions. Students 
express their thoughts and ideas in verbal and visual form, and add rich detail and relevant facts. 

Speaking and Listening 
Research Recommendations  

Demonstration of Alignment 
in Reading Wonders 

Students develop and refine speaking and listening 
skills by participating in collaborative learning 
activities. 

Reading Wonders provides opportunities for 
students in all grades to engage in partner, small 
group, and whole class discussions. Each week of 
the program is organized around a weekly 
concept. In the Reading/Writing Workshop, 
students discuss the concept as a class, sharing 
information and answering an Essential Question 
related to the concept. In grade 2, unit 5, week 3, 
page 358, students discuss the concept of heroes 
and answer the Essential Question: What do 
heroes do? In grade 6 unit 1, week 3, page 46, 
students discuss the concept of environments and 
answer the Essential Question: How do life forms 
vary in different environments? 

The Talk About It feature supports the essential 
question and extends the discussion, providing 
students with an opportunity for collaborative 
conversations in pairs or groups. Instruction to 
help students successfully manage collaborative 
conversations, as both speakers and listeners, is 
provided in the Teacher’s Edition lessons 
Introduce the Concept and Start Smart.    

The Instructional Routines Handbook provides 
teaching strategies for conducting Collaborative 
Conversations in the classroom. The Professional 
Development Videos also model Collaborative 
Conversations taking place in the classroom. 
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In grades 2-6, the Reading/Writing Workshop 
instructional lessons: Vocabulary, Comprehension 
Strategy, Comprehension Skill, Genre, Vocabulary 
Strategy and Readers to Writers each include a 
Your Turn activity in which students, working in 
pairs, engage in additional close reading and 
discussion of the text.  In grade 1, the Words to 
Know, Phonics/Fluency, Comprehension Skill, 
and Writing and Grammar lessons also include a 
Your Turn partner activity. 

In the Literature Anthology, the Make 
Connections questions that appear at the end of 
each selection provide opportunities for students 
to discuss the text with partners, using text 
evidence to support their responses. 

Grade 2 Teacher’s Edition, Unit 1, pages S5, S29 
Grade 1 Teacher’s Edition, Unit 5, page T191L 
Grade 6 Teacher’s Edition: Unit 4, page T89N 
www.connected.mcgraw-hill.com; see the 
Teacher’s Resources for Instructional Routines 
Handbook PDFs and Professional Development 

Students demonstrate the ability to orally present In the Teacher’s Edition, the Research and Inquiry 
ideas in a logical, thoughtful manner.  activities that wrap up each week provide students 

with opportunities to practice and demonstrate 
presentation skills. During Research and Inquiry, 
students work with a partner or in small groups to 
complete a project and orally present their findings 
to the class. 

In the Research and Inquiry project for grade 1, 
unit 3, week 5, pages T356-T357, students work 
with a partner to create a flowchart that shows 
where food comes from.  Partners choose a food to 
research, find out how that food is produced, and 
create a flowchart—including illustrations and 
text— to explain the steps in the process. Students 
then share their flowcharts with the class. 

In grade 4, unit 2, week 5, students research an 
animal that can be found living in their state, 
gather visuals to support their research, and 
present the information to the class.  

As part of the presentation process, students use 
the online Presentation Checklist to evaluate their 
roles in the presentation.  

Oral presentation skills are also reinforced in the 
Unit Research project. For this   activity, students 
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are divided into five groups; each group selects a 
project relating to one of the Essential Questions 
from the unit. Groups complete their research, 
organize the information, and take turns presenting 
their projects to the class. 

Evaluation checklists are available both for 
students, to help them assess their research and 
presentation skills, and for teachers, providing 
guidelines and rubrics. 

In grades 1-6, writing instruction in the Teacher’s 
Edition provides students with multiple 
opportunities to orally present their ideas. As part 
of the Weekly Writing lessons, students select a 
piece of their own writing to share with peers. In 
grades 2-6 Unit Writing, students present drafts of 
their writing pieces for peer review and response. 

In each unit of the Teacher’s Edition, the  
CelebrateShare Your Writing lesson invites 
students to select, prepare,  and orally present a 
piece of writing they have worked on throughout 
the unit. 

Grade 4 Teacher’s Edition, Unit 2 page T334-335. 
Grade 5 Teacher’s Edition, Unit 3 pages T31-T32. 
T346-T347, T352-T353, T334-T335. 

Students contribute their own ideas and The Small Group Differentiated Instruction in the 
incorporate the ideas of others when engaging in Teacher’s Edition includes   Literature Circles; 
collaborative discussions. activities for students at all reading levels— 

Approaching, On-level, Beyond, and English 
Language Learners—to engage in collaborative 
conversations, sharing and exchanging ideas. In 
grades 2-6, students have the opportunity to guide 
the discussions, using the Thinkmark questions in 
the Leveled Reader appropriate to their group. In 
grade 1, the discussions are teacher-led.    

The Workstation Activity Cards also provide 
opportunities for collaborative discussions. Each 
of the four types of cards: Reading, Writing, 
Phonics/Word Study, and Science/Social Studies, 
includes activities that students can complete by 
working with a partner. 

Additional collaborative opportunities in the 
Teacher’s Edition include the Text Connections 
activities. Students work in groups to compare and 
analyze the Reading/Writing Workshop and 
Leveled Reader texts they read throughout the 
week and orally present their ideas and findings to 
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the class, encouraging further discussion. 

Grade 6 Teacher’s Edition, Unit 2 pages T29, T41, 
T49, T53,T59 

Students acquire an understanding of diversity 
through interpersonal communications and 
interactions. 

The Make Connections questions in the 
Reading/Writing Workshop and Literature 
Anthology provide students with opportunities to 
discuss how the weekly texts they have read relate 
to their own lives, as well as to the world around 
them. 
By sharing information and ideas, students gain a 
greater understanding and appreciation of 
diversity. 

Grade 3 Reading/Writing Workshop pages 48, 
123. 
Grade 5 Literature Anthology page 315. 

Students incorporate a variety of media elements 
when presenting information. 

Across grades 1-6, the Research and Inquiry 
projects in the Teacher’s Edition provide 
opportunities for students to incorporate a variety 
of media elements as part of their presentations. In 
grade 3, unit 4, week 5, page T284, pairs of 
students work together to create a poem and 
accompanying audio recording about people who 
have inspired them. In grade 5, unit 5, week 3, 
page T156, students have the option of creating a 
website entry or podcast that describes a nature 
reserve or a wildlife sanctuary they have 
researched.  

As part of the Unit Writing instruction in the 
Teacher’s Edition, students select either a print or 
digital format to use when publishing their final 
writing products. For example, grade 3 students 
can choose to present their unit 5, week 6 opinion 
essay as an art mobile, on a debate wall, as a social 
networking page, or as a slide show.     

Teachers use a variety of instruction methods, 
such as read-aloud, to assist students in acquiring 
a rich and varied vocabulary. 

In grades K-2, the Interactive Read Aloud cards 
help students acquire a rich and varied vocabulary 
through oral exposure to a variety of literature and 
nonfiction selections. The five oral vocabulary 
words introduced each week are highlighted and 
used in the context of the selection. Instructional 
routines for oral vocabulary and retelling are 
included for support. 

In grades 2-6, the Vocabulary Strategy lessons in 
the Reading/Writing Workshop provide 
instruction to help students acquire a rich and 
varied vocabulary. Among the lessons featured are 
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those that deal with synonyms, antonyms, 
homographs, homophones, figurative language, 
prefixes, suffixes, and morphology.  

In grades 3-6, the Build Vocabulary lessons in the 
Teacher’s Edition include a variety of 
collaborative activities that extend the instruction. 
The activities in  grade 6, unit 2, week 3, page 
T166-T167, for example, can be used to reinforce 
academic vocabulary, root words, connotation and 
denotation, shades of meaning, and morphology.      

Additional opportunities for vocabulary 
enrichment are provided in the Access Complex 
Text Vocabulary feature in the Teacher’s Edition. 
This feature provides students with instruction on 
domain- specific vocabulary words from the 
week’s readings that may be unfamiliar. 

Grade 1 Teacher’s Edition, Unit 3 page T21 
Grade 4 Reading/Writing Workshop page 201 
Grade 3 Teacher’s Edition, Unit pages T38-T39. 
Grade 5 Teacher’s Edition, Unit 5 pages T217E, 
T217K. 
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 Vocabulary Acquisition and Use 
“Of the many compelling reasons for providing students with instruction 

to build vocabulary, none is more important than the contribution of 
vocabulary knowledge to reading comprehension” 

– Baumann, Kame‘enui, & Ash, 2003. 

Vocabulary is knowledge of the meaning, use, and pronunciation of individual words. It includes both oral 
vocabulary–words we use in speaking or recognize in listening–and reading vocabulary–words we use or 
recognize in print. Vocabulary is a key component of comprehension. Before readers can understand the 
meaning of spoken or written text, they must know what most of the words mean. 

The Standards conceptualize vocabulary in two ways.  First, the Standards emphasize the need for students 
to expand the breadth of their vocabulary knowledge; that is, to acquire a healthy stock of words.  Second, 
the Standards indicate that students be able to not only interpret the meaning and tone of words in context, 
but also to use words appropriately. Vocabulary is an important component of many aspects of literacy, 
including listening comprehension, oral expression, reading comprehension, and written expression. 

Much of our vocabulary knowledge comes from simple exposure to new words in context. However, 
research has verified that direct instruction in vocabulary–specifically teaching the meaning of new words, 
and teaching strategies for vocabulary building–has a positive impact on students’ language development. 

Two links (to comprehension and to specific skills) to vocabulary development are discussed below: 

Link between vocabulary development and reading comprehension. According to the National Reading 
Panel (NRP), although a direct causal link between vocabulary development and reading comprehension has 
not been established by research, still a variety of studies “underscore the notion that comprehension gains 
and improvement on semantic tasks are results of vocabulary learning” (NICHHD, 2000, pp. 4-15, 4-20, 
citing 7 studies). Similarly, a longitudinal study on early reading development among British school children 
found evidence that vocabulary knowledge, as tested at the start of the students’ first year of school, was one 
of three predictors of reading comprehension during the first year, as tested at the start of the students’ third 
year of school–a span of two school years (Muter et al., 2004). 

Effects on specific skill areas. According to a review of research on early childhood reading commissioned 
by the National Research Council (NRC), “Vocabulary instruction generally does result in measurable 
increase in students’ specific word knowledge. Sometimes and to some degree it also results in better 
performance on global vocabulary measures, such as standardized tests, indicating that the instruction 
has evidently enhanced the learning of words beyond those directly taught. Second, pooling across studies, 
vocabulary instruction also appears to produce increases in children’s reading comprehension” (Snow, 
Burns, & Griffin, 1998, p. 217).  A review of research conducted by the National Early Literacy Panel 
indicated that “more complex aspects of oral language, such as grammar, definitional vocabulary, and 
listening comprehension, had more substantial predictive relations with later conventional literacy 
skills” (National Institute for Literacy, 2008, p. 78).  

All Students. Research suggests that, when provided with direct instruction, children in Kindergarten 
and first-grade can acquire sophisticated vocabulary (Beck & McKeown, 1991; 2007).  The NRP analysis 
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underscored the fact that development of reading ability is dependent on oral vocabulary: in order for students 
to understand a word once it has been decoded, it must already be part of their vocabulary (NICHHD, 2000, 
p. 4-15). Similarly, the NRC report argues that “Learning new concepts and the words that encode them is 
essential for comprehension development” (Snow, Burns, & Griffin, 1998, p. 217). Based on these factors, it 
seems reasonable to conclude that even before students can read independently, direct methods for building 
oral vocabulary may help contribute to students’ ultimate success in reading. 

Common Core State Standards in English Language Arts: 
Standard for Vocabulary Acquisition and Use 

Vocabulary acquisition and use is incorporated throughout reading, writing, listening, 
and speaking instruction. 

Kindergarten: 
x Determine or clarify the meaning of unknown and multiple-meaning words and phrases based 

on Kindergarten reading and content 
x With guidance and support from adults, explore word relationships and nuances in word meanings 

x Use words and phrases acquired through conversations, reading, and being read to, and 
responding to texts 

Third-Grade: 
x Determine or clarify the meaning of unknown and multiple-meaning words and phrases based 

on grade 3 reading and content, choosing flexibly from a range of strategies 

x Demonstrate understanding of figurative language, word relationships, and nuances in 
word meanings 

x	 Acquire and use accurately grade-appropriate conversational, general academic, and domain specific 
words and phrases, including those that signal spatial and temporal relationships 
(www.corestandards.org) 

Range and Scope of Instruction 
Grade Levels. The Standards incorporate vocabulary acquisition and use across all grade levels. Grade K-2 
materials must provide ample instruction and exercise for those students possessing weak vocabulary 
knowledge, which may include non-native English speakers. The acquisition of academic vocabulary, or 
Tier 2 words, is of particular emphasis. 

Instructional Methods and Features. Multiple strategies, incorporating direct and indirect vocabulary 
instruction. Based on research surveyed by the NRP, “It is clear that vocabulary should be taught both 
directly and indirectly”–that is, using both explicit instruction in vocabulary and methods of decoding word 
meanings, on the one hand, and more contextual approaches to exposing students to vocabulary on the other 
(NICHHD, 2000, p. 4-24). Based on both the research results it reviewed and theoretical considerations, the 
NRP further recommended that reading instruction include a combination of different strategies, both direct 
and indirect, for building vocabulary, rather than relying on only one method (NICHHD, 2000, p. 4-27). 

The Standards emphasize that instruction should guide students to extract word meaning from the context in 
which it is used, and yet provide support for those students unlikely to determine word meaning from text 
alone.  For example, English language learners may require support in mastering high-frequency words that 
are essential to reading grade-level text. 
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Instructional Methods and Features 
Deriving meaning from context (NICHHD, 2000, 4-23, citing 2 studies) and a combination of context 
based and definitional approaches (NICHHD, 2000, p. 4-23, citing 2 studies) 

“Restructuring the task” of learning new words in a variety of different ways, such as providing redundant 
information and providing sample sentences along with definitions (NICHHD, 2000, pp. 4-22–4-23, 
citing 7 studies) 

Direct instruction in “vocabulary items that are required for a specific text to be read as part of the lesson” 
(NICHHD, 2000, pp. 4-24–4-25, citing 4 studies). This includes pre-instruction of vocabulary before the 
reading or lesson (p. 4-25, citing 3 studies). 

Storybook reading. A body of research evidence shows that “reading storybooks aloud to young children . . . 

results in reliable gains in incidental word acquisition” (Ewers & Brownson, 1999, p. 12, citing 5 

additional studies). 


“Active student participation,” including activities such as student-initiated talk in the context of listening 
to storybooks (NICHHD, 2000, pp. 4-21, 4-26, 4-27). This calls for active student participation, as in the 
findings of Ewers and Brownson (1999), who reported on a study in which a storybook with 10 targeted 
vocabulary words was read aloud individually to 66 kindergarteners. Pretest-posttest comparison found that 
students in both treatments learned a significant number of the targeted vocabulary words; however, 
students in the active (question-answering) treatment learned significantly more words than those in the 
passive treatment. This result was true both of students with a high phonological working memory and of 
those with a low phonological working memory. 

“Richness of context in which words are to be learned,” including “extended and rich instruction of 
vocabulary (applying words to multiple contexts, etc.)” (NICHHD, 2000, pp. 4-22, 4-27). Along similar lines, 
the NRC report cites a review of studies in which “methods in which children were given both information 
about the words’ definitions and examples of the words’ usages in a variety of contexts resulted in the largest 
gains in both vocabulary and reading comprehension,” compared to drill and practice (Snow, Burns, & 
Griffin, 1998, pp. 217–218, citing Stahl & Fairbanks, 1986). The NRP further recommended that vocabulary 
items should be “derived from content learning materials” and likely to appear in a variety of other contexts 
as well (NICHHD, 2000, p. 4-25). 

“High frequency and multiple, repeated exposures to vocabulary material” (NICHHD, 2000) 

Vocabulary Acquisition 
Research Recommendations  

Demonstration of Alignment 
in Reading Wonders 

Vocabulary development begins in Kindergarten In kindergarten and first grade, exposure to new 
and increasingly focuses on the acquisition of Tier words begins with oral vocabulary development. 
2 (academic) vocabulary. The “Talk About It” weekly openers help develop 

oral vocabulary and build background knowledge 
about the weekly theme. New oral vocabulary 
words are introduced with the Visual Vocabulary 
Cards. The words are incorporated and repeated 
throughout the week to provide multiple exposure 
and understanding in context. New vocabulary is 
also introduced through the Literature Big Books 
and the Interactive Read-Aloud Cards. 
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For example, in Grade 1, Unit 1, Week 1, on 
Day 1 students are introduced to new oral 
vocabulary with the Visual Vocabulary Words. 
The words are linked to the theme “At School” 
and students talk about what they do at school. On 
Day 2, students review and are introduced to new 
oral vocabulary words related to the theme using 
the Visual Vocabulary Cards. Students continue to 
build on this vocabulary throughout the week by 
reading and talking about school, using the 
Interactive Read-Aloud Cards “Schools Around 
the World” on Day 2, the Literature Big Book on 
Day 3, and the selections in the Literature 
Anthology on Day 4 and 5. 

Beginning in Grade 1, Unit 4, Tier 2 vocabulary 
words that have been selected from main selection 
in the Literature Anthology, are introduced each 
week.  In addition, domain-specific words are 
introduced in context through selections in the 
Literature Anthology.  The Access Complex Text 
feature provides scaffolding to help students with 
specific vocabulary in selections. 

For example, in the Grade 4, Unit 6, Week 4, 
students are introduced to Tier 2 (academic) 
vocabulary related to money and economics. 
Students begin the week by discussing the concept 
“Money Matters.” They use a Concept Web to 
generate words and phrases related to money. The 
vocabulary, selected from the Main Selection in 
the Literature Anthology, for the week includes 
economics, entrepreneur, and currency. The 
Shared Read in the Reading/Writing Workshop 
“The History of Money” and the selection in the 
Literature Anthology “The Big Picture of 
Economics” use these Tier 2 words. Students 
discuss and write with this academic vocabulary 
throughout the week.  The Access Complex Text 
feature in the main selection provides additional 
scaffolding for the vocabulary words scarcity and 
opportunity. They have the chance to apply the 
words when they complete the Research and 
Inquiry project for the week, Researching World 
Currencies. In addition, the Readers to Writers 
feature focuses on how to use content words in 
writing. 

Kindergarten Teacher’s Edition, Unit 4 pages T11,
 
T25, T41, T49, T87
 
Grade 1 Teacher’s Edition, Unit 1 pages T8-9, 

T20, T113B, T347B
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Grade 4 Teacher’s Edition, Unit 6 pages T202-
T203, T206-T207, T217E, T220,  T222-223, 
T230-T231 

Reading instruction includes a combination of Reading Wonders includes both direct and indirect 
strategies, both direct and indirect, for building strategies to build vocabulary. Students build 
vocabulary. vocabulary indirectly by listening to, reading, and 

discussing fiction and nonfiction texts. In 
Kindergarten and Grade 1, each week of 
instruction includes reading selections in the 
Reading/Writing Workshop Big Book, a Literature 
Big Book, Interactive Read-Aloud Cards, and 
Leveled Readers.  In grades 2 to 6, each week 
includes reading selections in the Reading/Writing 
Workshop, the Literature Anthology, an 
Interactive Read-Aloud, Leveled Readers, and the 
Classroom Library.  

Direct vocabulary instruction is also present 
throughout Reading Wonders. Key vocabulary 
words are taught to students before reading. 
Students also learn vocabulary strategies to help 
them decode word meanings, including identifying 
inflectional endings, root words, prefixes and 
suffixes, and Greek and Latin roots. They learn to 
recognize homophones, homographs, idioms, and 
figurative language. They learn to use print and 
online reference materials, including dictionaries 
and glossaries. 

For example, in Grade 2, Unit 3, Week 5, the 
Vocabulary Strategy lesson in the 
Reading/Writing Workshops teaches the prefixes 
re, and ex- and students learn how words parts can 
help them figure out the meaning of a word. 
Students practice the strategy in the Leveled 
Practice Book.  Prefixes are also shown and taught 
in context in the main selection in the Literature 
Anthology. 

In Grade 4, Unit 6, Week 3, the Vocabulary 
Strategy lesson in the Reading/Writing Workshop 
teaches Latin and Greek Prefixes non-, pre-, bio-, 
and hyper. Students practice the strategy in the 
Leveled Practice book. The Latin and Greek 
Prefixes are also show and taught in context in the 
main selection in the Literature Anthology. 

Grade 2 Reading/Writing Workshop, Unit 3 page 
253 
Grade 4 Reading/Writing Workshop, Unit 6 page 
417 
Grade 4 Teacher’s Edition, pp. T166-T167, T178 
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Vocabulary is taught using a variety of specific Pre-instruction, context-based instruction and 
instructional methods, such as context-based restructuring are all used to teach vocabulary in 
approaches, restructuring, and pre-instruction in Reading Wonders.  New vocabulary words are 
vocabulary before the reading lesson begins.  introduced to student each week before they begin 

reading the selection. The Visual Vocabulary 
Cards and the Words to Know section in the 
Reading/Writing Workshop are used to introduce 
new vocabulary to students before reading. 
Beginning in Grade 1, students are also taught to 
use context clues to figure out the meaning of 
unknown words. Students are taught to use 
sentence and paragraph clues, definitions and 
restatements, synonyms, and antonyms 
throughout. 

Students are also given opportunities to learn new 
words in a variety of ways. Sample sentences and 
multiple definitions are given for the vocabulary 
words each week. 

Grade 5 Reading Writing Workshop, Unit 3 pages 
164-165 
Grade 5 Teacher’s Edition, Unit 3 pages T24-25, 
T102 

Storybooks are read aloud to children. Students have many opportunities to hear 
storybooks read aloud. In Kindergarten and Grade 
1, teachers read and discuss Literature Big Books 
and Interactive Read Alouds with the class. In 
addition, the Reading/Writing Workshop are used 
for Shared Reading.  In grades 2-6, each week’s 
lesson begins with an Interactive Read-Aloud. The 
Reading/Writing Workshop includes the “Shared 
Read” Main selections in the Literature Anthology 
can be read aloud. Interactive Read Alouds and 
Classroom Library Tradebooks are also read aloud 
to students. 

Grade 5 Teacher’s Edition, Unit 4 page T77 
Grade 5 Reading/Writing Workshop, Unit 4 pages 
252-255 
Grade 5 Literature Anthology, Unit 4 pages 282-
291 

Students are given both information about the 
words’ definitions and examples of the words’ 
usages in a variety of contexts. 

In Reading Wonders, students encounter the 
vocabulary words in each week’s lesson in a 
variety of contexts.  Teachers use the Visual 
Vocabulary Cards and a Define/Example/Ask 
routine to introduce vocabulary words. The 
vocabulary words also appear in “Words to 
Know” in the Reading/ Writing Workshop. Each 
word is used in a sentence and is supported by a 
picture. The words are also used in the Shared 
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Read in the Reading/Writing Workshop, in the 
main selection in the Literature Anthology, and in 
the Leveled Readers.  Students also generate 
different forms of the word. 

For example, in Grade 3, Unit 2, Week 2, the word 
immigration is introduced with the Visual 
Vocabulary Card. The word is defined and used in 
a sentence. It appears again in “Words to Know” 
in the Reading/Writing Workshop.  The word is 
used in a sentence and students are prompted to 
answer a question using the word. The word is 
encountered and discussed in “Sailing to America” 
in the Reading/Writing Workshop and “The Castle 
on Hester Street” in the Literature Anthology.  The 
Approaching, On, and Beyond Leveled Readers 
for the week include the word immigration in the 
text.  Students also generate different forms of the 
words by removing, changing of adding 
inflectional endings. 

Grade 3 Teacher’s Edition, Unit 2 page T80 
Grade 3 Reading Writing Workshop, Unit2 page 
117 
Grade 3 Literature Anthology, Unit 2 pages 130-
132 

Vocabulary items are derived from content 
learning materials. 

In grades 1-6, vocabulary words are taken from 
the weekly main selection in the Literature 
Anthology. The words are introduced in the 
Shared Read and used again the Leveled Readers 
The students’ leveled Practice Books provide 
further word exploration. Leveled readers and the 
Classroom Library also reinforce vocabulary 
development. In addition, domain-specific 
vocabulary words used in the Literature 
Anthology selections are identified and taught. 

Grade 5 Reading Writing Workshop, Unit 3 pages 
166-169 
Grade 5 Literature Anthology, Unit 3 pages 182-
193 
Grade 5 Leveled Reader Unit 3, Week 1 

Vocabulary is taught through active (question-
answering) student participation. 

In Reading Wonders, the vocabulary lessons 
incorporate active student participation 
throughout. Each week, new vocabulary is 
introduced using the Visual Vocabulary Cards. 
The Vocabulary Routine on the cards ends by 
asking students a question related to the word. 
After the new vocabulary has been introduced, 
students discuss the new words with a partner and 
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write questions using the words. This type of 
active student participation continues throughout 
the week. Students discuss the words with other 
students, practice using the words, and write with 
the words. 

For example, in Grade 5, Unit 1, Week 2, on Day 
1 students practice using the new vocabulary by 
answering questions that use the new words. On 
Day 2, they are asked to generate new forms of the 
words by adding, changing, or removing 
inflectional endings.  On Day 3, students complete 
sentence stems using the words. On Day 4, student 
write sentences in their word study notebooks 
using the words. On Day 5, they complete Word 
Squares for each vocabulary word. In the first 
square, they write the word. In the second square, 
they write a definition, in the third square, they 
draw an illustration that will help them remember 
the word. In the fourth square, students write 
antonyms for the word. Student share and discuss 
their word squares with a partner. 

Grade 2 Your Turn Practice Book, Unit 1 pages 1-
2, 30 
Teacher’s Edition Grade 5, Unit 2 pages T78-T79 
Grade 5 Your Turn Practice Book, Unit 2 pages 68 

Word recognition is regularly assessed in multiple 
ways. 

Assessment matches instructional context. In 
Leveled Practice Books, students choose 
vocabulary words from a list to complete each 
sentence. They write original sentences using the 
vocabulary words. Words are highlighted in the 
reading selections, and students stop at each word 
and identify clues to the meanings. They suggest 
or review the meanings as well. They complete 
graphic organizers such as semantic webs, and 
they add words to the Word Wall. Students also 
use a Practice Book page each week to 
demonstrate pronunciation and comprehension of 
vocabulary words. 
Weekly Assessments and Unit Test provide formal 
assessments of students’ progress. 

Grade 3 Your Turn Practice Book, Unit 2 page 68 
Grade 3 Teacher’s Edition, Unit 2 page T143 
Grade 5 Your Turn Practice Book, Unit 2 page 71 

Additional instruction is provided for those 
students who need support mastering high-
frequency words. 

In K-1, the Visual Vocabulary Cards include high-
frequency words. High-frequency words are also 
covered in the daily Word Work section.  

In grades 2-6, the small group lessons for 
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Approaching level students include high-
frequency word review each week. The high-
frequency words cards can be used for repeated 
practice. 

Tier 2 Intervention Fluency Teacher’s Edition 
Guides also include additional instruction of high-
frequency words. 

Kindergarten Teacher’s Edition, Unit 4 page T17 
Grade 3 Teacher’s Edition, Unit 2 page T112 
K- 2 Tier 2 Intervention Fluency Teacher’s 
Edition page 38 
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 Conventions of Standard English and Knowledge of Language
 
Language choice is a matter of craft for both writers and speakers
 

(Common Core State Standards for English Language Arts, Appendix A, p 28) 


Conventions of standard English include grammatical structures, usage and mechanics, or the ‘nuts and bolts’ 
of writing and speaking.  For example, students are expected to develop well-constructed sentences that 
contain correct spelling, punctuation, and grammar.  Knowledge of language includes, for example, the 
ability to select words for effect, compare and contrast varieties of English (e.g., dialects and registers), and 
differentiate contexts that require formal English from those contexts where informal usage is acceptable and 
appropriate. In conjunction, students must develop knowledge regarding the ‘digital mechanics’ of audio-
visual formats (Rice, 2008). These are elements that students must master as they increase the range and 
complexity of encountered text, engage in academic and social discourse, and as they prepare written 
communications. 

The conventions of Standard English and language use and structure extend into all literacy domains, 
including reading, writing, and speaking and listening. Students benefit from instruction for the following 
reasons: 

x	 Students who gain control over Standard English grammar, usage, and mechanics are better able 
to effectively communicate their ideas, knowledge, and opinions through oral discussions and written 
work. 

x Students who gain control over conventions of Standard English grammar, usage, and 
mechanics can more easily master the use of digital texts than students who lack this control. 

x The ability to manipulate the language orally as well as the ability to decode words supports vocabulary 
development (www.readtennessee.org) 

All Students. It is recommended that, “an essential element in developing a comprehensive writing policy is 
the identification of effective instructional procedures, not just at the secondary level…but with younger 
students as well” (Saddler & Graham, 2005, p 43). The goal of explicit, strategic writing instruction is two-
fold: first, to enhance the writing skills all children, from early elementary school on; and second, to minimize 
the number of children who experience difficulties learning to write (Graham & Harris, 2002).  Writing 
instruction benefits all students, as“the teaching of writing skills such as grammar and spelling reinforces 
reading skills” (Graham & Herbert, 2010, p. 7). 

Common Core State Standards in English Language Arts: Standard for Conventions of Standard English and 
Knowledge of Language: 

Demonstrate command of the conventions of Standard English grammar and usage when writing and 
speaking. Use knowledge of language and its conventions when writing, speaking, reading, or listening. 

Conventions of Standard English are addressed for grades Kindergarten and above.  Knowledge of 
Language begins in grade 2. 
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Kindergarten 
x Print upper- and lowercase letters 

x Use frequently occurring nouns and verbs 

x Produce and expand complete sentences in shared language activities 

x Understand and use question words (e.g., who, what, where, when, why, how) 

Third-Grade 
x Form and use regular and irregular verbs 

x Produce simple, compound, and complex sentences 

x Use spelling patterns and generalizations in writing words 

x Ensure subject-verb and pronoun-antecedent agreement 

Range and Scope of Instruction 
Grade Level. Explicit instruction on conventions of Standard English begin in Kindergarten and extend 
throughout the later grades. Knowledge of language begins in grade 2.  Graham and Harris (1994) 
recommend direct, skill-oriented instruction designed to foster text-production skills (e.g., spelling, 
grammar). For example, fourth-grade students identified as either more or less skilled in their writing 
benefitted from strategic instruction designed to improve their ability to construct sentences (Saddler & 
Graham, 2005). Teaching basic skills, such as grammar within the context of writing— instead of teaching 
them in isolation—has been shown to enhance writing performance (Fearn & Farnan, 2007).  

Conventions of Language 
Research Recommendations  

Demonstration of Alignment 
in Reading Wonders 

Students participate in shared-language activities Shared-language activities are integrated into 
to refine and develop their language skills. daily instruction throughout the grades. Teachers 

encourage students to express their ideas in a 
thoughtful and organized manner, while 
incorporating the specific lessons being taught 
hat week. 

All Grades: Students regularly participate in 
Collaborative Conversations as they discuss the 
weekly topics and concepts, talk about 
selections read, and practice skills in partner 
activities. Students share ideas speaking in 
complete sentences, using conventions of 
Standard English and incorporating the 
academic vocabulary they have been learning. 
Teachers model how to speak clearly using 
more formal standard English in discussions 
and responses to questions. Students are guided 
to speak clearly and coherently, using the more 
formal Standard English conventions while 
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speaking and listening carefully and
 
respectfully to others.
 

At Kindergarten and Grade 1, students engage in
 
shared and interactive writing activities. During
 
these activities, specific grammar and usage skills
 
are introduced, practiced and applied. 


In Grades 1-6, as students revise and edit their 

own writing each week, students discuss revisions 

and edits in peer conferences. 


In Grades K-6, the daily grammar lessons ask 

students to work together to practice and apply
 
conventions of grammar and usage in writing and 

speaking and listening activities. These oral 

activities are identified by the “Talk about It” label 

in the lessons. 


Grade 1 Teacher’s Edition: T9, T18, T19, T114–
 
T115
 
Grade 2 Teacher’s Edition, Unit 1: T8, T36, T54–
 
T55
 
Grade 3 Teacher’s Edition, Unit 1 pages T10, 

T34–T35, T36–T37
 
Grade 4 Teacher’s Edition, Unit 1 pages T10, 

T32–T33, T34–T35
 

Students receive strategic, direct instruction Explicit instruction on conventions of Standard 
regarding the “rules” of formal written and English is provided throughout all grade levels. 
spoken English. Through daily lessons and activities, students 

develop understanding of the conventions of 
Standard English grammar, usage, and mechanics. 
This knowledge of language allows students to 
effectively communicate their ideas, knowledge, 
and opinions in writing and in speaking 

All Grades: Daily direct and explicit instruction 
in standard English grammar, mechanics and 
usages is provided throughout grades K-6.  
Grammar is taught in the context of writing. After 
instruction and guided practice in a particular skill, 
students apply that skill in speaking activities as 
well as in their writing 

At Grades K-6, the Readers to Writers pages in the 
Reading/Writing Workshop teach grammar rules 
as it applies to student writing. 

At Grades 2-6, the Grammar Handbook provides 
specific rules and instruction, as well as activities 
for practice. Students use the Grammar Handbook 
as a resource to develop their own writing. 
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Grammar Practice pages provided for grades 1-6 
are also another opportunity for students to review 
and practice the rules of formal English. 

A variety of interactive grammar games and 
activities that offer practice in grammar, 
mechanics and usage can be found on the Student 
Workspace at www.connected.mcgraw-hill.com. 

Kindergarten Teacher’s Edition, Unit 1 page T19 
Kindergarten Reading/Writing Workshop page 56 
Grade 1 Teacher’s Edition, Unit 1 page T115 
Grade 1 Reading/Writing Workshop pages 46–47; 
Grade 1 Grammar Practice Book pages  1–5 
Grade 5 Teacher’s Edition, Unit 1 pages T34–T35 
Grade 5 Reading/Writing Workshop pages 30–31; 
Grade 5 Grammar Practice Book pages 1–5 

Students approach language as a matter of craft, Students are taught to analyze expert models, 
and make informed choices among alternatives. student models, and their own writing in regards to 

the use of language. The instruction in Reading 
Wonders emphasizes the power of revision, 
focusing on the use of language as a craft to 
improve the effectiveness of writing and speaking.  

All Grades: Across all grades, the Readers to 
Writers weekly lessons in the Reading/Writing 
Workshop teaches students how to revise for 
grammar and usage, such as sentence fluency, or 
use of punctuation to make their writing more 
effective. 

To help develop their proficiency in revising their 
writing, students are taught to look at how the 
conventions of language affect their writing. In 
teacher conferences and peer conferences each 
week. Choices on how to revise the use of 
language are discussed.  

Speaking Checklists and Presentation Rubrics also 
emphasize the effectiveness of the proper use of 
language in speaking to an audience. 

The Workstation Writing Activity Cards provide 
additional practice in revising writing. 

Grade 1 Teacher’s Edition, Unit 1 pages T50, 
T114–T115, T402 
Grade 1 Reading/Writing Workshop pages 46–47 
Grade 3 Teacher’s Edition, unit 1 pages  T34–T35 
T342 
Grade 3 Reading/Writing Workshop pages 32–33 
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Grade 4 Teacher’s Edition, Unit 1 pages T32–T33, 
T334 
Grade 4 Reading/Writing Workshop pages 30–31 
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IESD Research: 

McGraw-Hill Education
	

x	 Recent research related to reading instruction was identified through a combination of referral 
by reading experts and review of important research journals. 

McGraw-Hill Education has a longstanding tradition and commitment to helping every child learn to read–a 
tradition that continues today with McGraw-Hill Education’s Reading Wonders. Our commitment to helping 
all American children master the skills and strategies they need to become successful readers and lifelong 
learners is as strong as ever. 

Increasingly, federal, state, and local requirements in every area focus on the need for research-verified 
instructional strategies, methods, and approaches. McGraw-Hill Education Reading Wonders has stepped 
up to this challenge by identifying reputable research related to effective reading instruction, summarizing 
relevant instructional recommendations based on that research, and then showing how those 
recommendations are incorporated into McGraw-Hill Education Reading Wonders. This paper presents 
the results of that research-based process.  

Development of this research-based white paper included the following steps. 

x Recent research related to reading instruction was identified through a combination of referral 
by reading experts and review of important research journals. 

x Research sources were reviewed and summarized, with special reference to 
- Details of the supporting research evidence 
- Strength of the link between the research and specific instructional recommendations. 

Sources and findings were excluded which failed in one of these respects, or in overall quality 
of the research as reported. 

x	 Cross-comparison of the research-based recommendations and McGraw-Hill Education Reading verified 
that each research-based recommendation listed in this white paper is supported by McGraw-Hill 
Education Reading Research Sources. 

This paper summarizes key research findings and research-based recommendations related to effective 
reading instruction from several key sources: 

x	 Report of the National Reading Panel. Teaching children to read: An evidence-based assessment 
of the scientific research literature on reading and its implications for reading instruction: Reports of the 
subgroups (National Institute of Child Health and Human Development [NICHHD], 2000). This source 
presents an extensive, detailed research review related to five broad categories (see above under Reading 
First Content Focus). In cases where the data were of sufficient quality 
and uniformity, research results were summarized in a meta-analysis, a method for statistically 
combining research results across an entire body of research studies. 

x	 Preventing reading difficulties in young children, a review of research on early childhood reading 
commissioned by the National Research Council (Snow, Burns, & Griffin, 1998). This source represents 
a broad-ranging research summary and review, but without inclusion of specific details of the research. 

x	 Writing to Read: Evidence for How Writing Can Improve Reading. A Report from the Carnegie 
Corporation of New York (Graham & Herbert, 2010). This document provides a meta-analysis 
of research on the effects of specific types of writing interventions found to enhance students’ reading 
skills. 
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x	 Writing Next:  Effective Strategies to Improve Writing of Adolescents in Middle and High Schools.  A 
Report from the Carnegie Corporation of New York (Graham & Perin, 2007).  This report provides a 
review of research-based techniques designed to enhance the writing skills of 4th to 12th grade students. 

x	 Improving Reading Comprehension in Kindergarten Through 3rd Grade:  A Practice Guide. (Shanahan, 
Callison, Carriere, Duke, Pearson, Schatschneider, & Torgesen, 2010). This article contains 
recommended research-based practices in reading, according to level of evidence assigned by a panel of 
experts.  

Additionally, specific findings have been incorporated from other recent, reputable research related to reading 
development, instruction, and assessment: 

Correlation 
Barger, J. (2003). Comparing the DIBELS oral reading fluency indicator and the North Carolina end of grade 

reading assessment. (Technical Report). Asheville: North Carolina Teacher Academy. 

Quasi-experimental 
Beck, I.L., & McKeown, G. (2007).  Increasing young children’s oral vocabulary repertoires through rich 

and focused instruction.  The Elementary School Journal, 107(3), 251-271. 

Correlation 
Buck, J., & Torgesen, J. (2003). The relationship between performance on a measure of oral reading fluency 

and performance on the Florida Comprehensive Assessment Test. (FCRR Technical Report No. 1). 
Tallahassee: Florida Center for Reading Research. Retrieved September 2005 from the DIBELS 
Technical Reports webpage: http://dibels.uoregon.edu/techreports/index.php 

Cooper, D.H., Roth, F.P., Speece, D. L. & Schatschneider, C. (2002).  The contribution of oral language skills 
to the development of phonological awareness.  Applied Psycholinguistics, 23, 399 – 416 

Correlation  
Elbro, C., & Petersen, D. K. (2004). Long-term effects of phoneme awareness and letter sound training: An 

intervention study with children at risk for dyslexia. Journal of Educational Psychology, 96(4), 660-670. 

Experimental/ Quasi-experimental 
Ewers, C. A., & Brownson, S. M. (1999). Kindergartners’ vocabulary acquisition as a function of active vs. 

passive storybook reading, prior vocabulary, and working memory. Journal of Reading Psychology, 20, 
11-20. 

Experimental 
Fearn, L., & Farnan, N. (2007).  When is a verb?  Using functional grammar to teach writing. Journal of 

Basic Writing, 26(1),  63 – 87. 

Fuchs, L. S., Fuchs, D., Hosp, M.D., & Jenkins, J.R. (2001). Oral reading fluency as an indicator of reading 
competence: A theoretical, empirical, and historical analysis. Scientific Studies of Reading, 5(3), 239-
256. 

Research review/ research-based theoretical analysis 
Good, III, R.H., Simmons, D.C., & Kame’enui, E.J. (2001). The importance and decision-making utility of a 

continuum of fluency-based indicators of foundational reading skills for third-grade high-stakes 
outcomes. Scientific Studies of Reading, 5(3), 257-288. 
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Meta-Analysis 
Graham, S. & Herbert, M.A. (2010).  Writing to read: Evidence for how writing can improve reading. 

A Carnegie Corporation Time to Act Report. Washington, DC:  Alliance for Excellent Education 

Correlation  
Hasbrouck, J., & Tindal, G. A. (2006).  Oral reading fluency norms: A valuable tool for reading teachers. 

The Reading Teacher, 59(7), 636-644. 

Norming research 
Jenkins, J.R., Fuchs, L.S., van den Broek, P., Espin, C., & Deno, S.L. (2003). Sources of individual 

differences in reading comprehension and reading fluency. Journal of Educational Psychology, 95(4), 
719-729. 

Experimental 
Lever, R., & Senechal, M. (2011).  Discussing stories:  On how a dialogic reading intervention improves 

Kindergarteners’ oral narrative construction. Journal of Experimental Child Psychology, 108(1), 1-24. 

Miller, J.F., Heilmann, J., & Nockerts, A. (2006).  Oral language and reading in bilingual children.  Learning 
Disabilities Research & Practice, 21(1), 30-43. 

Correlation and statistical modeling 
Morris, D., Bloodgood, J. W., Lomax, R. G., & Perney, J. (2003). Developmental steps in learning to read: 

A longitudinal study in kindergarten and first grade. Reading Research Quarterly, 38(3), 302-328. 
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Statistical modeling  
Wilson, J. (2005). The relationship of Dynamic Indicators of Basic Early Literacy Skills (DIBELS) oral 

reading fluency to performance on Arizona Instrument to Measure Standards (AIMS). (Research Brief). 
Assessment and Evaluation Department, Tempe School District No. 3. Retrieved September 2005 from 
the DIBELS Technical Reports webpage: http://dibels.uoregon.edu/techreports/index.php 

Statistical Modeling 
Wise, J.C., Sevcik, R.A., Morris, R.D., Lovett, M.W., & Wolf, M. (2007).  The relationship among receptive 

and expressive vocabulary, listening comprehension, pre-reading skills, word identification skills, and 
reading comprehension by children with reading disabilities.  Journal of Speech, Language, and 
Hearing Research, 50, 1093-1109 

Statistical Modeling 
Young-Suk, K., Otaiba, S. A., Puranik, C., & Folson, J. S. (2011).  Componential skills of beginning writing: 

An exploratory study.  Learning and Individual Differences, 21, 517-525. 
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Key Research in topics aligned with the

Common Core State Standards: 


x Reading Comprehension and Text 

x Reading Foundations, which include: 
- Phonological Awareness 

- Phonics and Word Recognition 

- Fluency 

x Writing 

x Speaking and Listening 

x Language, which includes:  
- Vocabulary Acquisition and Use 

- Conventions of Standard English and Knowledge
 
of Language 


Reading Instruction 
Each section presents a summary of relevant research findings and recommendations. 
Top-level descriptions of each research finding and research-based recommendation are
presented in the main text, with details of the supporting research provided in footnotes. 
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Reading: Comprehension and Text 

Comprehension is often identified as the primary goal of reading: children and adults read in order to 
understand. If children can “read” words but cannot understand them, they are merely decoding. Real reading 
requires understanding. Over the past 30 years, reading researchers have come to understand that such 
comprehension is not merely passive, but is the result of active involvement on the part of the reader. 

Researchers have identified a variety of strategies effective readers use in order to actively comprehend texts. 
Additional research has verified the positive impact of teaching such strategies to students as a means of 
improving comprehension. 

x	 Effectiveness of comprehension instruction. In examining research on reading comprehension 
instruction, the National Reading Panel (NRP) identified 16 broad categories, or methods, of 
comprehension instruction. Of these, seven methods were identified as having “a firm scientific basis for 
concluding that they improve comprehension in normal readers” (NICHHD, 2000, p. 4-42)– 
demonstrating that comprehension can be improved through explicit, formal instruction. Five of these 
methods were in use by the third- grade level, and are thus research-verified as appropriate and effective 
for instruction in the early elementary grades. Similarly, a review of research on early childhood reading 
commissioned by the National Research Council (NRC) concluded that “Explicit instruction in 
comprehension strategies has been shown to lead to improvement” (Snow, Burns, & Griffin, 1998, p. 
322). 

x	 Effects on specific skill areas. According to the NRP, research “favors the conclusion that teaching of a 
variety of reading comprehension strategies leads to increased learning of the strategies, to specific 
transfer of learning, to increased memory and understanding of new passages, and, in some cases, to 
general improvements in comprehension” (NICHHD, 2000, p. 4-52). 

x	 Grade levels. The NRP’s review of research verified the effectiveness of some methods of text 
comprehension instruction as early as grades 2-3, ranging up to grade 9. The NRC, based on its 
interpretation of the research evidence, recommended such instruction as early as the kindergarten and 
first- grade levels, advocating explicit instruction on text comprehension “throughout the early grades” 
(Snow, Burns, & Griffin, 1998, p. 323). A study conducted by Lever and Senechal (2011)1 found that 
dialogic reading, or a discussion of text through elaborative questioning, was found to have positive 
impacts on the structure and content of children’s narratives. 

Range and Scope of Instruction 
x	 Early grades. According to the NRC report recommendations for reading instruction in grades K-3, 

“Throughout the early grades, reading curricula should include explicit instruction on strategies such as 
summarizing the main idea, predicting events and outcomes of upcoming text, drawing inferences, and 
monitoring for coherence and misunderstandings. This instruction can take place while adults read to 
students or when students read [to] themselves” (Snow, Burns, & Griffin, 1998, p. 323). More recently, 
What Works Clearinghouse released a review (Shanahan et.al, 2010)2 citing “strong research evidence” 
demonstrating that reading comprehension is improved through explicit teaching in grades K-3.  

x	 Grade levels for comprehension strategies. Of the seven instructional methods verified by the NRP as 
having a research base, one (comprehension monitoring) was in use by grade 2 in the studies examined, 
and an additional four were in use by grade 3. The NRP concluded that “the instruction of 
comprehension appears to be effective on grades 3 through 6” (NICHHD, 2000, p. 4-51). This suggests a 
solid research base for including comprehension instruction as part of the reading curriculum by the 
third- grade level. 

In addition to this NRP-verified research base in the upper elementary grades, many research-based 
instructional recommendations, such as those from the NRC, and many state standards call for explicit 

McGraw-Hill Education Reading Wonders Research Base Alignment

 103 

B-301



 

 

 

      
     

    
   

   
 

   
    

   
         

   
  

    
     

  

      
     

  
   

 
 

 
   
     
   
  
    
  

 
 

      
     

  
   
     

  
      

  
   

 
    

  
     

   

comprehension instruction at earlier grades as well. Such instruction may help to build a foundation 
for development of such skills in later grades. It is worth noting that the lack of NRP verification for 
comprehension instruction at the K–2 levels appears to reflect a scarcity of reputable research on 
comprehension instruction at these grade levels–a lack of evidence, as opposed to negative or 
ambivalent evidence. 

Instructional Methods and Features  
x	 Specific effective methods. Methods that were identified by the NRP as having “a firm scientific basis 

for concluding that they improve comprehension in normal readers” (NICHHD, 2000, 
p. 4-42) and that were used by grade 3 in the research studies included the following: 

Question answering (17 studies, mostly grades 3–5), in which teachers ask questions about the Text3 

Question generation (27 studies, grades 3–9), in which students “generate questions during reading” 
(NICHHD, 2000, p. 4-45)4 

Story structure (17 studies, grades 3–6), in which students are instructed in the “content and organization 
of stories,” including use of graphic organizers in conjunction with story content and structure (NICHHD, 
2000, p. 4-45)5 

Comprehension monitoring (22 studies, grades 2–6), in which students learn how to monitor their 
own understanding of texts using procedures such as think-aloud6 

Cooperative learning (10 studies, grades 3–6), in which “peers instruct or interact over the use of 
reading strategies” (NICHHD, 2000, p. 4-45)7 

Methods identified by Shanahan, et.al, (2010) as having ‘strong evidence’ include: 
Teaching students to use comprehension strategies, such as: 
x Activating prior knowledge, or predicting (5 studies)8 

x Questioning  (4 studies)9 when taught in conjunction with other strategies 

x Visualization (2 studies)10 

x Monitoring and clarifying (3 studies)11 

x Inference training (1 study)12 

x Retelling (4 studies)13 

Methods identified by Shanahan, et.al, (2010) as having ‘moderate evidence’ include: 
x	 Identifying text structure (5 studies, 3 using narrative text, 2 using informational text)14, in which 

students were taught to understand text structure through story-mapping, paying attention to story 
structure during retelling, using cause-effect statements and related clue words, for example. 

x Cooperative learning (10 studies)15 

x Multiple strategies. In looking at 36 studies featuring instruction that combined a variety of different 
comprehension methods, the NRP concluded that “considerable success has been found in improving 
comprehension by instructing students on the use of more than one strategy during the course of reading” 
(NICHHD, 2000, p. 4-47).16 One particular advantage of this approach is its ability to guide students 
through the kind of “coordinated and flexible use of several different kinds of strategies” that is required 
for skilled reading (NICHHD, 2000, p. 4-47). 

x Instructional model. In its discussion of the research, the NRP identified a four-part model for building 
student comprehension strategies in which “teachers demonstrate, explain, model, and implement 
interaction with students in teaching them how to comprehend a text” (NICHHD, 
2000, p. 4-47, citing 6 studies).17 
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x Regular assessment. According to the NRC report, “Conceptual knowledge and comprehension strategies 
should be regularly assessed in the classroom, permitting timely and effective instructional response 
where difficulty or delay is apparent” (Snow, Burns, & Griffin, 1998, p. 323). 

1 Participants included 40 Kindergarten students randomly assigned to either the diaglogic reading group 

(n=21) or the alternative group (n=19). Those in the diaglogic reading group evidenced higher story grammar
 
scores on the production task (p = .001, d = .38) and the retelling task (p = .032, d=.28).
 

2 Shanahan, et.al, (2010) reviewed 812 studies, 27 of which met What Works Clearinghouse standards with
 
or without reservations. These studies represent the strongest evidence of the effectiveness of various 

practices on reading comprehension for students in grades K – 3. 


3 Anderson & Biddle, 1975; Ezell et al., 1992; Fischer, 1973; Garner, Hare, Alexander, Haynes, & Winograd, 

1984; Garner, Macready, & Wagoner, 1984; Griffey et al., 1988; Levin & Pressley, 1981; Pressley & Forrest-

Pressley, 1985; Raphael & McKinney, 1983; Raphael & Pearson, 1985; Raphael & Wonnacott, 1985; 

Richmond, 1976; Rowls, 1976; Serenty & Dean, 1986; Sheldon, 1984; Watts, 1973; Wixson, 1983. 


4 Blaha, 1979; Brady, 1990; Cohen, 1983; Davey & McBride, 1986; Dermody, 1988; Dreher & Gambrell, 

1985; Hansen & Pearson, 1983; Helfeldt & Lalik, 1976; King, 1989; King, 1990; King, 1992; Labercane &
 
Battle, 1987; Lonberger, 1988; Lysynchuk, Pressley, & Vye, 1990; MacGregor, 1988; Manzo, 1969; Nolte &
 
Singer, 1985; Palinscar, 1987; Palinscar & Brown, 1984; Ritchie, 1985; Short & Ryan, 1984; Simpson, 1989; 

Singer & Donlan, 1982; Smith, 1977; Taylor & Frye, 1992; Williamson, 1989; Wong & Jones, 1982. 


5 Baumann & Bergeron, 1993; Buss, Ratliff, & Irion, 1985; Fitzgerald & Spiegel, 1983; Gordon & Rennie, 

1987; Greenewald & Rossing, 1986; Griffey et al., 1988; Idol, 1987; Idol & Croll, 1987; Nolte & Singer, 

1985; Omanson, Beck, Voss, McKeown, et al., 1984; Reutzel, 1984; Reutzel, 1985; Reutzel, 1986;
 
Short & Ryan, 1984; Singer & Donlan, 1982; Spiegel & Fitzgerald, 1986; Varnhagen & Goldman, 1986. 


6 Babbs, 1984; Baker & Zimlin, 1989; Baumann, Seifert-Kessell, & Jones, 1992; Block, 1993; Carr, Dewitz, 

& Patberg, 1983; Cross & Paris, 1988; Elliot-Faust & Pressley, 1986;  

Hasselhorn & Koerkel, 1986; Markman, 1977; Miller, 1985; Miller, 1987; Miller, Giovenco, & Rentiers, 

1987; Nelson et al., 1996; Paris, Cross, & Lipson, 1984; Paris & Jacobs, 1984; Paris, Saarnio, & Cross, 1986; 

Payne & Manning, 1992; Schmitt, 1988; Schunk & Rice, 1984; Schunk & Rice, 1985; Silven, 1992; 

Tregaskes & Daines, 1989.  


7 Bramlett, 1994; Guthrie et al., 1996; Judy, Alexander, Kulikowich, & Wilson, 1988; Klingner, Vaughn, 

& Schumm, 1998; Mathes et al., 1994; Pickens & McNaughton, 1988; Soriano, Vidal-Abarca, & Miranda, 

1996; Stevens, Madden, Slavin, & Farnish, 1987; Stevens, Slavin, & Farnish, 1991; Uttero, 1988. 


8 Brown et.al, 1995;  Hansen, 1981; Paris, Cross, & Lipson 1984; Williamson, 1989; Morrow, 1984. 

9 Brown et.al, 1995;   Williamson 1989; McGee & Johnson, 2003; Morrow 1984. 

10 Center, et.al, 1999; Brown et.al., 1995 

11 Brown et.al,  1995; Paris, Cross, and Lipson, 1984; Williamson, 1989. 

12 Hansen, 1981. 

13 Brown et.al., 1995; Morrow, 1985; Morrow, Pressley, & Smith, 1995; Williamson, 1989. 

14 Baumann & Bergeron, 1993; Morrow, 1996; Reutzel, Smith, & Fawson, 2005; Williams et.al., 
2007; Morrow, 1984. 
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15 Gutherie  et.al. 2004; Morrow, 1996; Morrow, Pressley, & Smith, 1995; Morrow, Rand, & Young, 
1997; Stevens & Slavin, 1995a, 1995b; Fizzano, 2000; Gutherie et.al, 2006; Baumann 1986; Baumann 
& Gergeron, 1993.  

16 Adams, Carnine, & Gersten, 1982; Anderson & Roit, 1993; Blanchard, 1980; Brady, 1990; Brown, 
Pressley, Van Meter, & Schuder, 1996; Carnine & Kinder, 1985; Carr, Bigler, & Morningstar, 1991; Chan 
& Cole, 1986; Dermody, 1988; Fischer Galbert, 1989; Gilroy & Moore, 1988; Grant, Elias, & Broerse, 1989; 
Jacobs & Paris, 1987; Jones, 1987; Kelly, Moore, & Tuck, 1994; Klingner, Vaughn, & Schumm, 1998; 
Labercane & Battle, 1987; Loranger, 1997; Lysynchuk, Pressley, & Vye, 1990; Padron, 1985; Palinscar, 
1987; Palinscar & Brown, 1984; Palinscar, David, Winn, & Stevens, 1991; Pelow & Colvin, 1983; Reutzel 
& Hollingsworth, 1991a; Reutzel & Hollingsworth, 1991b; Rich, 1989; Ritchie, 1985; Rush & Milburn, 
1988; Shortland-Jones, 1986; Sindelar, 1982; Smith, Johnson, & Johnson, 1981; Soriano, Vidal-Abarca, 
& Miranda, 1996; Stevens, 1988; Taylor & Frye, 1992; Williamson, 1989. 

17 Palinscar & Brown, 1984; Rosenshine, Meister, & Chapman, 1996; Rosenshine & Meister, 1994; Bereiter 
& Bird, 1985; Block, 1993; Brown, Pressley, Van Meter, & Schuder, 1996. 
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Phonological Awareness 

Phonological awareness includes the ability to work with larger units in spoken language such as syllables 
and rhymes, which often include more than one phoneme. Children typically find it easier to work with these 
larger units (e.g., rhyming words) before proceeding on to develop skills with individual phonemes 
(NICHHD, 2000, p. 2-10). 

Strong phonemic awareness is considered an early indicator of eventual success in beginning reading. 
Phonemic awareness instruction helps children learn to read words, spell words, and comprehend text. 

x	 Phonemic awareness instruction has a positive overall effect on reading and spelling. A meta-analysis by 
the National Reading Panel (NRP) found that instruction in phonemic awareness (PA) had a “moderate” 
effect on both reading skills (based on 90 comparisons)18 and spelling (39 comparisons) (NICHHD, 
2000, pp. 2-3, 2-63, 2-69).19 Results across several categories of assessments “show that teaching 
children to manipulate phonemes in words was highly effective across all the literacy domains and 
outcomes” (p. 2-3). 

x	 Phonemic awareness instruction leads to lasting reading improvement. The NRP meta-analysis found that 
the effect of PA instruction on reading outcomes was moderate on both immediate and first follow-up 
post-tests, and small on second follow-up posttests (NICHHD, 2000, p. 2-63).20 Based on these results, 
the NRP concluded that “effects of PA training on reading lasted well beyond the end of training” 
(NICHHD, 2000, p. 2-5). 

x Phonemic awareness instruction can be effectively carried out by teachers. PA instruction had 
a positive impact on students’ reading and spelling, whether the instruction was carried out by classroom 
teachers or by individuals with specialized training, such as researchers (NICHHD, 2000, pp. 2-65, 2-
74).21 

Additionally, the National Early Literacy Panel (2008) reports that phonological awareness was one of 
six precursor literacy skills (e.g., alphabet knowledge, rapid automatic naming, phonological memory, 
writing name, rapid automatic naming of objects or colors) that had medium to large predictive relationships 
with later measures of literacy development (National Institute for Literacy, 2008, p vii.).22 

Reading 
PA instruction has been shown to have a positive impact on reading skills across many student 
categories and grade levels (NICHHD, 2000, pp. 2-5, 2-66–2-67):  

x Normally developing readers23 

x Children at risk for future reading problems.24 

Later research suggests the benefits of PA instruction specifically for kindergartners at risk for 
developing dyslexia (Elbro & Petersen, 2004).25 

x Disabled readers26 

x Preschoolers27 

x Kindergartners28 

x First-graders29 

x Second- through 6th-graders (most of whom were disabled readers)30 

x Children across various SES (socioeconomic status) levels31 

x Children learning to read in English as well as in other languages32 
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In a review of 97 studies on the achievement outcomes of various approaches for teaching struggling 
readers, “almost all successful programs have a strong emphasis on phonics” (Slavin, Lake, Davis, 
& Madden, 2011, p 19).33 

Spelling  
PA instruction has been shown to have a positive impact on spelling skills across many student 
categories and grade levels (NICHHD, 2000, pp. 2-6, 2-70–2-74):  

• Kindergartners34 

• First-graders35 

• Children at risk for future reading problems36 

• Normally developing readers37 

• Children across various SES levels38 

• Children learning to spell in English as well as children learning in other languages39 

The following tasks are commonly used to assess PA skills and/or teach them to students 
(NICHHD, 2000, p. 2-2): 

x Phoneme isolation–Recognizing individual sounds in words. For example: What sound do you hear at the 
beginning of pin? (/p/)  

x Phoneme identification–Recognizing the common sound in different words. For example: 
What sound do you hear that is the same in sat, sun, and soup? (/s/) 

x Phoneme categorization–Recognizing the odd sound in a set of words. For example: Listen to 
these words–hand, heart, sun. Which word begins with a different sound? (sun) 

x Phoneme blending–Listening to a sequence of separately spoken sounds and then blending them 
naturally into a recognizable word. For example: What word is /b/ - /a/ - /t/? (bat) 

x Phoneme segmentation–Breaking a word into its sounds by tapping out or counting the sounds. For 
example: How many sounds do you hear in cat? (three) 

x  Phoneme deletion–Recognizing the word that remains when a specific phoneme is removed. 
For example: What word do we have when we say smile without the /s/? (mile) 

Range and scope of instruction 
x	 Grade level. Research summarized by the NRP suggests that PA instruction should be provided 

– At the kindergarten level 
– At the first-grade level 
– At elementary levels above first grade as supplemental instruction for
 

students with special needs. 


Similarly, a review of research on early childhood reading commissioned by the National Research Council 
(NRC) concluded that “kindergarten instruction should be designed to provide practice with the sound 
structure of words [and] the recognition and production of letters,” and “first-grade instruction should be 
designed to provide explicit instruction and practice with sound structures that lead to phonemic awareness” 
(Snow, Burns, & Griffin, 1998, p. 322). 

Instructional methods and features 
x	 Spoken and written versus spoken only. Instruction that used letters to teach phoneme manipulation had a 

considerably greater impact on both reading and spelling than instruction that did not use letters but was 
limited to spoken sounds only (NICHHD, 2000, pp. 2-64, 2-73).40 

x	 Assessment for kindergarteners based on phoneme recognition. A study of Dutch children analyzing the 
relationship among several different assessments of PA found that a group-administered phoneme 
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x 

recognition assessment was the “best paper and pencil representative” of PA skill in kindergarten,41 and 
that it “equals phoneme segmentation” (an individually administered assessment) in “sensitivity and 
specificity when predicting later literacy failure” (van Bon & van Leeuwe, 2003, p. 195).42 These 
findings suggest that a group-administered assessment based on phoneme recognition can serve as a 
useful screening tool for identifying the general level of students’ PA skills in kindergarten, which in turn 
is a useful indicator of students who might 
need targeted PA skills intervention. 
Guidance by initial and ongoing assessment at first and second grades. Based on the research findings, 
the NRP recommended a design in which assessment results drive PA instruction at the first- and second-
grade levels, both initially and through ongoing formative assessments. 

Assessments conducted before PA instruction begins should “indicate which children need the instruction 
and which do not, which children need to be taught rudimentary levels of PA (e.g., segmenting initial 
sounds in words), and which children need more advanced levels involving segmenting or blending 
with letters” (NICHHD, 2000, p. 2-6). 

In order to determine the length of PA instruction, “What is probably most important is to tailor training 
time to student learning by assessing who has and who has not acquired the skills being taught as training 
proceeds” (NICHHD, 2000, p. 2-42). Similarly, the NRC research review argued that “intensity of 
nstruction should be matched to children’s needs” in acquiring phonological skills (Snow, Burns, 
& Griffin, 1998, p. 321). 

18 Each comparison is a single instance of one treatment group being compared to one control group. Some 
studies included multiple comparisons (e.g., a single treatment group being compared to multiple comparison 
groups, or a single comparison group being compared to multiple treatment groups). 

19 Effect size (ES) = 0.53 for reading, 0.59 for spelling. Both results were statistically significant at p < 0.05. 
According to the NRP, an effect size of 0.20 is considered “small,” 0.50 is considered “moderate,” and 0.80 is 
considered “large” (2000, p. 2-Characterizations of meta-analysis results as small, moderate, or large in this 
paper are based on rounding to the nearest of these values. 

20 ES = 0.53 on immediate posttests (90 comparisons), 0.45 on first follow-up posttests (35 comparisons), and 
0.23 on second follow-up posttests (8 comparisons). All of these results were statistically significant at 
p < 0.05. 

21 On immediate-reading posttests, ES = 0.41 for classroom teachers (22 comparisons) and 0.64 for 
researchers and others (68 comparisons). On follow-up reading posttests, ES = 0.32 for classroom teachers 
(12 comparisons) and 0.63 for researchers and others (23 comparisons). On immediate-spelling posttests 
when reading-disabled comparisons were removed from the analysis, ES = 0.74 for classroom teachers (8 
comparisons) and 0.96 for researchers and others (20 comparisons). All of these results were statistically 
significant at p < 0.05. (The NRP found that of the groups they analyzed, PA instruction did not have a 
statistically significant impact on spelling outcomes for reading-disabled students. Results were therefore 
reported separately by the NRP after excluding reading disabled comparisons. Unless otherwise stated, PA 
research results in this paper related to spelling do not include reading-disabled comparisons. Additionally, 
results in some categories for both reading and spelling were reported by the NRP separately for immediate 
posttests and follow-up posttests, while other results were reported for immediate posttests only. In cases 
where both immediate posttests and follow-up posttests were reported, both sets of results are included 
in this paper.) 

22 Average correlations for predicting decoding by precursor literacy skill: Alphabet knowledge, 0.50 (52 
studies); phonological awareness, 0.40 (69 studies); phonological short-term memory, 0.26 (33 studies); rapid 
automatic naming letters and digits, 0.40 (12 studies); rapid automatic naming objects and colors, 0.32 (16 
studies); writing or writing name, 0.49 (10 studies). Average correlations for predicting reading 
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comprehension by precursor literacy skill: Alphabet knowledge, 0.48 (17 studies); phonological awareness, 
0.44 (20 studies); phonological short-term memory, 0.39 (13 studies); rapid automatic naming letters and 
digits, 0.43 (3 studies); rapid automatic naming objects and colors, 0.42 (6 studies); writing or writing name, 
0.33 (4 studies). 

23 ES = 0.47 on immediate posttests (46 comparisons), 0.30 on follow-up posttests (12 comparisons). 
Both results were statistically significant at p < 0.05. 

24 ES = 0.86 on immediate posttests (27 comparisons), 1.33 on follow-up posttests (15 comparisons). 
Both results were statistically significant at p < 0.05. 

25 At-risk students who received 17 weeks of PA and letter knowledge instruction during their kindergarten 
year significantly outperformed untrained at-risk students in letter knowledge (d = .67, F(1, 78) = 15.4, p < 
.01), phoneme deletion (d = .47, F(1, 78) = 4.7, p < .05), and phoneme identification (d = .54, F(1, 78) = 6.6, 
p < .05) at the beginning of grade 1 (p. 664), and “significantly outperformed the at-risk controls on all 
measures of reading, with effect sizes in the range from .40 to .69” in tests at the beginning of grades 2 and 3 
(p. 665; all effects were significant at p < .01 or p < .05). Even at the beginning of grade 7, “there were still 
significant effects” for oral-word reading efficiency (d = .48), oral-nonword-reading efficiency (d = .53) and 
phonological coding (d = .49) (p. 665; all effects were significant at p < .05). There was also a nonsignificant 
but positive trend at grade 7 in reading comprehension (d = .49), a trend that “was present in both accuracy 
and efficiency of reading comprehension” (p. 665). At-risk status was determined by having at least one 
parent with dyslexia. 

26 ES = 0.45 on immediate posttests (17 comparisons), 0.28 on follow-up posttests (8 comparisons). 
Both results were statistically significant at p < 0.05. 

27 ES = 1.25 on immediate posttests (7 comparisons), p < 0.05. 

28 ES = 0.48 on immediate posttests (40 comparisons), p < 0.05. 

29 ES = 0.49 on immediate posttests (25 comparisons), p < 0.05. 

30 ES = 0.49 on immediate posttests (18 comparisons), p < 0.05. 

31 ES = 0.45 on immediate posttests for low SES (11 comparisons), 0.84 for mid & high SES
 
(29 comparisons). Both results were statistically significant at p < 0.05.  


32 For children learning to read in English, ES = 0.63 on immediate posttests (72 comparisons), 0.42
 
on follow-up posttests (17 comparisons). For children learning to read in a language other than English,
 
ES = 0.36 on immediate posttests (18 comparisons), 0.47 on follow-up posttests (18 comparisons).
 
All of these results were statistically significant at p < 0.05. 


33 Mean ES = .62 across studies for students participating in one-to-one tutoring programs with a
 
heavy emphasis on phonics.  This compares to a mean ES = .23 for students participating in program.ms
 
with less emphasis on phonics.
 

34 ES = 0.97 on immediate posttests (15 comparisons), p < 0.05. 

35 ES = 0.66 on immediate posttests (13 comparisons), p < 0.05. 

36 ES = 0.76 on immediate posttests (13 comparisons), p < 0.05. 

37 ES = 0.88 on immediate posttests (15 comparisons), p < 0.05. 
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38 ES = 0.76 on immediate posttests for low SES (6 comparisons), 1.17 for mid and high SES (9 

comparisons). Both results were statistically significant at p < 0.05. (These statistics include reading disabled
 
comparisons. SES results were not reported separately with reading disabled comparisons removed.) 


39 For children learning to spell in English, ES = 0.95 on immediate posttests (22 comparisons). For
 
children learning to spell in a language other than English, ES = 0.51 on immediate posttests (6 comparisons). 

Both results were statistically significant at p < 0.05.
 

40 For reading on immediate posttests, ES = 0.67 for programs that used letters (48comparisons), v. 0.38
 
for programs that did not use letters (42 comparisons). On follow-up posttests, ES = 0.59 for programs that 

used letters (16 comparisons), v. 0.36 for programs that did not use letters (19 comparisons). For spelling
 
on immediate posttests, ES = 1.00 for programs that used letters (17 comparisons), v. 0.57 for programs that 

did not use letters (11 comparisons). All of these ES comparisons were significantly different in favor of
 
programs that use letters at p < 0.05.
 

41 A confirmatory structural analysis using linear structured relations (LISREL) was conducted on
 
assessments administered in May/June of kindergarten (Time 1) and March of grade 1 (Time 2), producing
 
a factor loading score for each of eight PA assessments carried out during the Time 1 administration (four
 
of which were also repeated at Time 2). The analysis also included an Early Reading Test at Time 1 and a 

spelling test and two portions of the Three-Minute Test (a standardized word reading test) at Time 2. The
 
highest loading factor among Time 1 PA tests was for phoneme segmentation (.91), followed by phoneme
 
recognition (.78), one of two phoneme counting measures (.72), phoneme blending (.70), the second of two
 
phoneme counting measures (.57), phoneme deletion (.50), rhyme judgment (.49), and pseudoword repetition
 
(.40) (p. 206). Analysis also showed a single common factor underlying PA scores, which “is closely related 
to literacy performance” (p. 209). 

42 “Averaged over reading and spelling, maximum specificity of maximum sensitivity was 46% for 
Phoneme Segmentation and 47% for Phoneme Recognition. Conversely, choosing 80% as the desired level 
of specificity, the average sensitivity was found to be 45% for Phoneme Recognition whereas Phoneme 
Segmentation did not even attain an 80% level of specificity. Maximum Phoneme Segmentation specificity 
averaged over the three literacy measures was 65%, associated with 77% sensitivity (cf. 75% sensitivity at 
the same specificity level for Phoneme Recognition). This shows that both the Phoneme Segmentation and 
Phoneme Recognition Tests tend to identify too many children at kindergarten as running the risk of meeting 
with literacy problems in Grade 1 and that Phoneme Recognition is not inferior to Phoneme Segmentation 
in that respect” (p. 213). 
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Phonics and Word Recognition 

Phonics instruction teaches children the relationship between letters (graphemes) and the sounds in 
spoken language (phonemes), and how to apply that knowledge in reading and spelling words. 

Phonics instruction builds on phonemic awareness. Although it includes some types of phonemic
 
awareness activities, in which students “use grapheme-phoneme correspondences to decode or spell words,” 

it extends beyond such tasks to “include other activities such as reading decodable text or writing stories” 

(NICHHD, 2000, p. 2-11). 

Research recommendations favor phonics instruction that is “systematic and explicit.” An explicit 
approach includes specific directions to teachers for teaching letter-sound correspondences. A systematic 
approach is one that incorporates a planned, sequential set of phonetic elements to master. These elements 
are explicitly and systematically introduced in meaningful reading and writing tasks. 

Systematic and explicit phonics instruction includes teaching a full spectrum of key letter-sound 
correspondences: not just major correspondences between consonant letters and sounds, but also short 
and long vowel letters and sounds, and vowel and consonant digraphs such as oi, ea, ou, sh, and th. 

Several different methods have been developed to teach phonics systematically and explicitly, including 
synthetic phonics, analytic phonics, embedded phonics, analogy phonics, onset-rime phonics, and phonics 
through spelling. Broadly speaking, these approaches are all effective (NICHHD, 2000, p. 2-89). 

Phonics instruction leads to an understanding of the alphabetic principle–the set of systematic and 
predictable relationships between written letters and spoken sounds. For children to learn how to sound 
out word segments and blend these parts to form recognizable words, they must know how letters 
correspond to sounds. 

x	 Phonics instruction has a positive overall effect on reading. A meta-analysis by the National Reading 
Panel (NRP) found that systematic and explicit phonics instruction had a significantly stronger effect on 
children’s reading than every category of nonsystematic or non-phonics instruction that was studied. This 
was true whether nonsystematic or non-phonics instruction occurred in the context of “basal programs, 
regular curriculum, whole language approaches, whole word programs, [or] miscellaneous programs” 
(NICHHD, 2000, pp. 2-95, 2-160).43 Similarly, a review of research on early childhood reading 
commissioned by the National Research Council (NRC) cited a research finding that “children taught via 
the direct code approach” (i.e., systematic and explicit phonics instruction) showed better reading gains 
than students receiving whole-language or embedded phonics instruction (Snow, Burns, & Griffin, 1998, 
p. 205, citing Foorman et al., 1998). 

x Phonics instruction has positive overall effects on specific skill areas. The NRP metaanalysis 
found that across grades K-6, phonics instruction was “most effective in improving children’s ability to 
decode regularly spelled words . . . and pseudowords,” but also helped students to read miscellaneous 
words (some of which were irregularly spelled) and read text orally (NICHHD, 2000, pp. 2-94, 2-159). 
Phonics instruction positively impacted spelling and text comprehension for kindergarten and first-grade 
students, but not for those in grades 2-6 (NICHHD, 2000, p. 2-159).44 

x Phonics instruction has a lasting impact on reading. Follow-up tests in the NRP meta-analysis found that 
the effects of phonics instruction were reduced, but still significant, several months after the instruction 
ended, “indicating that the impact of phonics instruction lasted well beyond the end of training” 
(NICHHD, 2000, pp. 2-113, 2-159, 2-161).45 
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Grade levels 
The NRP meta-analysis found that: 

x	 Kindergarten and first-grade students experienced significantly better improvement from phonics 
instruction than from other types of instruction in all six areas measured (decoding regular words, 
decoding pseudowords, reading miscellaneous words, spelling, reading text orally, and comprehending 
text), with a moderate to large effect size for all areas except reading text orally (NICHHD, 2000, p. 2-
159). Overall levels of achievement were very similar for kindergartners 
and first-graders.46 

x	 Grades 2–6 students (the majority of which were disabled readers) also experienced significantly better 
improvement from phonics instruction in four out of six areas (decoding regular words, decoding 
pseudowords, reading miscellaneous words, and reading text orally), with effect sizes for the various 
areas ranging from small to moderate (NICHHD, 2000, p. 2-159).47 

A meta-analysis of 97 studies investigating the effects of reading interventions for struggling readers 
revealed that “almost all successful programs have a strong emphasis on phonics” (Slavin, Lake, Davis, 
and Madden, 2011, p 19).  For example, one-to-one tutoring models that focus on phonics obtain much 
better outcomes than programs that do not emphasize phonics (Slavin et.al., 2011).48 

One of the major findings of the National Literacy Panel’s report, Developing Literacy in Second 
Language Learners: Report of the National Literacy Panel on Language-Minority Children and Youth, 
indicates, “Instruction that provides substantial coverage in the key components of reading—identified by 
the National Reading Panel (NICHD, 2000) as phonemic awareness, phonics, fluency, vocabulary, and text 
comprehension—has clear benefits for language-minority students (National Literacy Panel, 2006, p 3). 
For instance, research has demonstrated that phonics instruction enhances the reading and writing skills of 
children for whom English is a second language, and the positive effects remain a year later (Stuart, 1999; 
Stuart, 2004).49 

Student categories 
Phonics instruction has been shown to have a statistically significant positive impact across many 
student categories (NICHHD, 2000, p. 2-160): 

x Kindergartners at risk of developing future reading problems50 

x First-graders at risk51 

x First-grade normally achieving readers52 

x Second through sixth grade normally achieving readers53 

x Second through sixth graders identified as disabled readers54 

x Children across various SES (socioeconomic status) levels55 

Range and scope of instruction 
x	 Grade level. The NRP finding that phonics instruction benefited students in kindergarten, grade 1, and 

grades 2–6 (the majority of which were disabled readers) suggests a value to including phonics 
instruction at the kindergarten and first-grade levels and beyond, particularly for disabled readers. 

x	 Level at which phonics instruction begins. The NRP meta-analysis found that phonics instruction in 
kindergarten and first grade was “much more effective” than phonics instruction that began 
in second grade or later, after students have learned to read independently (NICHHD, 2000, 
p. 2-93, emphasis added).  

x Letter knowledge as precursor. Two developmental studies, drawing on and extending a body 
of existing research, suggest that knowledge of letter names and/or letter sounds is an important 
precursor to the earliest stages of reading knowledge. Muter et al. (2004) found that students’ ability to 
identify letter sounds and/or names on entering schooling (average age 4 years, 9 months) was one of two 
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significant predictors, together with phoneme sensitivity, of word recognition ability a year later (pp. 
671–672).56 Similarly, word recognition ability the following year (two 
years after the first set of tests) was significantly predicted by the three factors of earlier word 
recognition, letter knowledge, and phoneme sensitivity.57 

x	 In another study involving five assessment rounds spread across kindergarten and first grade, Morris et 
al. (2003) determined that alphabet knowledge, defined as the ability to name 15 uppercase and 
lowercase letters, was the first of seven sets of tested reading-related skills to 
develop chronologically58. 

x	 These findings suggest a possible value for the common practice of explicitly teaching letter names and 
sounds to students early in kindergarten. One note of caution: these findings are not based on research 
comparisons of a group of students exposed to such instruction and a similar group of students not so 
exposed. Thus, a causal link between teaching letter names and sounds to students early in kindergarten 
and later development of reading skills has not been firmly established from this research. 

x	 Instruction over multiple years. Results of a few multi-year studies examined by the NRP “suggest that 
when phonics instruction is taught to children at the outset of learning to read and continued for 2 to 3 
years, the children experience significantly greater growth in reading at the end of training than children 
who receive phonics instruction for only 1 year after 1st grade” (NICHHD, 2000, 
p. 2-118).59 

Instructional methods and features 
x	 Varieties of effective programs. The NRP meta-analysis found small to moderate statistically 

significant effects that “did not differ statistically from each other” (NICHHD, 2000, p. 2-93) for several 
types of systematic and explicit phonics instructional programs. Included among these were “Synthetic 
phonics programs which emphasized teaching students to convert letters into sounds and then to blend 
the sounds to form recognizable words” (NICHHD 2000, pp. 2-93, 2-160).60 

x	 Spelling instruction. An analysis of research commissioned by the NRC claimed that spelling instruction, 
in particular at the 2nd grade level, is important in building “phonemic awareness 
and knowledge of basic letter-sound correspondences” (Snow, Burns, & Griffin, 1998, p. 212). 

x	 Phonics instruction as means to an end. Based on their interpretation of the research results, the NRP 
argued that phonics instruction (i.e., “the teaching of letter-sound relations”) should not be pursued as an 
end in itself, but should be directed toward the goal of helping students in their “daily reading and writing 
activities” (NICHHD, 2000, p. 2-96). Students should understand that this is the goal of learning letter-
sounds, and should have practice in putting their skills to use. 

x	 Part of an integrated reading program. Based on their interpretation of the research results, the NRP 
argued that phonics instruction “should be integrated with other reading instruction to 
create a balanced reading program” including vocabulary and literature (NICHHD, 2000, p. 2-97). 
Phonics “should not become the dominant component in a reading program, neither in the amount of 
time devoted to it nor in the significance attached” (NICHHD, 2000, p. 2-97). 

x	 Variable, guided by assessment. Based on their interpretation of the research results, the NRP argued 
that, ideally, phonics instruction should be variable based on the needs of individual students as 
determined through assessment (NICHHD, 2000, pp. 2-96, 2-97). Similarly, the NRC research review 
argued that “intensity of instruction should be matched to children’s needs” in applying explicit 
instruction on the connection between phonemes and spellings (Snow, Burns,
 
& Griffin, 1998, p. 321). 


43 ES = 0.46 v. basal programs (10 comparisons), 0.41 v. regular curriculum (16 comparisons), 0.31 v. whole 
language (12 comparisons), 0.51 v. whole word programs (10 comparisons), and 0.46 v. miscellaneous 
programs (14 comparisons); all differences were significant at p < 0.05. Note that these categories included 
only instructional programs that did not feature explicit, systematic phonics instruction. For example, a basal 
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program that included systematic and explicit phonics instruction would not be included in the category of 
“basal programs” as defined here. 
44 Across grades K–6, ES = 0.67 for decoding regular words (30 comparisons), 0.60 for decoding 
pseudowords (40 comparisons), 0.40 for reading miscellaneous words (59 comparisons), 0.25 for reading 
text orally (16 comparisons), 0.35 for spelling words (37 comparisons), and 0.27 for comprehending text (35 
comparisons). All of these results were statistically significant at p < 0.05. However, in separate analyses for 
grades K–1 and 2–6, results for spelling and comprehending text were found to be statistically significant at 
p < 0.05 for grades K–1 but not for grades 2–6. (For ES data from these separate grade range analyses, 
see footnote 24 for grades K–1 and footnote 25 for grades 2–6.) 

45 In six studies, the experimental and control groups were tested at the end of training and again “after 
a delay following training to assess long-term effects” (2000, p. 2-110). ES = 0.51 for testing at the end 
of training and ES = 0.27 for follow-up testing. In both cases, the results were statistically significant at 
p < 0.05. However, the two effect sizes did not significantly differ from one another at p < 0.05. 

46 For K–1 combined, ES = 0.98 for decoding regular words (8 comparisons), 0.67 for decoding 
pseudowords (14 comparisons), 0.45 for reading miscellaneous words (23 comparisons), 0.23 for reading 
text orally (6 comparisons), 0.67 for spelling words (13 comparisons), and 0.51 for comprehending text (11 
comparisons). ES for all measures together = 0.56 for kindergartners (7 comparisons), 0.54 for first graders 
(23 comparisons). All of these results were statistically significant at p < 0.05. Results were not reported 
separately for kindergartners and first graders for the six areas measured. The relatively small number of 
studies at the kindergarten level is partly the result of studies that were incorporated by the NRP into the 
meta-analysis on phonemic awareness (PA), which were therefore excluded from the phonics meta-analysis. 
The NRP notes that taking the PA studies measuring reading outcomes into account, “Combined, these 
findings clearly support the importance of teaching phonemic awareness and grade-appropriate phonics 
in kindergarten” (NICHHD, 2000, p. 2-115) 

47 ES = 0.49 for decoding regular words (17 comparisons), 0.52 for decoding pseudowords (13comparisons), 
0.33 for reading miscellaneous words (23 comparisons), and 0.24 for reading text orally (6 comparisons). 
All of these results were statistically significant at p < 0.05. 

48 Mean ES = .62 across studies for students participating in one-to-one tutoring programs with a heavy 
emphasis on phonics.  This compares to a mean ES = .23 for students participating in programs with less 
emphasis on phonics.  

49 This study represents a follow-up from the previous study (1999) investigating the effectiveness of 
phoneme awareness and phonics teaching as an introduction to reading for ESL students. When compared to 
students utilizing a more holistic approach, students receiving 12 weeks of phoneme awareness and phonics 
teaching exhibited significantly higher scores on tests of initial phoneme identification, phoneme 
segmentation, letter-sound recognition, and recall, word and non-word reading, and dictation.  Post-tests were 
administered 18 months after the end of intervention.  The 2004 study sought to determine whether these 
gains had been retained in the long term, 30 months post intervention. Findings were significant for phoneme 
segmentation, F(2, 98) = 27.48, p < .0001; letter-sound recall, F(2, 98) = 30.9, p < .0001,  non-word reading, 
F(2, 98) = 8.66, p < .0001, and in spelling F(2. 98) = 6.65, P < .002. 

50 ES = 0.58 (6 comparisons), p < 0.05. Results were not reported separately for kindergarten students 
not at risk. 

51 ES = 0.74 (9 comparisons), p < 0.05. 

52 ES = 0.48 (14 comparisons), p < 0.05. 

53 ES = 0.27 (7 comparisons), p < 0.05. 
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54 ES = 0.32 (17 comparisons), p < 0.05. 

55 ES = 0.66 for low SES (6 comparisons), 0.44 for middle SES (10 comparisons), 0.37 where the SES was 
varied (14 comparisons), and 0.43 where the SES was not given (32 comparisons); p < 0.05 for all results. 

56 Standardized path coefficient for the effect of letter knowledge on word recognition = .63, based on a path 
analysis of factors from all three sets of tests. Chi square (24, N=90) = 28.80, not significant, comparative fit 
index = 0.988, goodness of fit index = 0.941, root mean square error of approximation = 0.049 (90% 
confidence interval = 0.000 to 0.102) (p. 674). 

57 Standardized path coefficient for the effect of letter knowledge on word recognition = .22, based on a path 
analysis of factors predicting word recognition in the third set of assessments from factors in the second set of 
assessments. Chi square (2, N=90) = 0.64, not significant, comparative fit index = 1.00, goodness of fit index 
= 0.998, root mean square error of approximation = 0.000 (90% confidence interval = 0.000 to 0.149) (p. 
674). 

58 Structural equation modeling found that alphabet knowledge preceded beginning consonant awareness 
(standardized path coefficient of .42, p < .05), which in turn preceded concept of word in text and spelling 
with beginning and ending consonants. These two factors in turn preceded phoneme segmentation, which 
preceded word recognition, which preceded contextual reading. Chi square (12df) = 44.23, goodness of fit 
index = .90, normed chi square = 3.69, comparative fit index = .90 (pp. 315316). All of the standardized 
path coefficients were significant at p < .05. 

59 ES = 0.43 at the end of second grade for students who had received 2–3 years of phonics instruction (4 
comparisons), v. 0.27 for “older children receiving only 1 year of phonics instruction in grades beyond 1st” 
(p. 2-118; number of comparisons not given). Because of the small number of comparisons, the results are 
described as “mainly suggestive” (p. 2-118). 

60 ES = 0.45 overall for synthetic programs (39 comparisons). Among specific groups taught using synthetic 
programs, ES = 0.64 for kindergartners and first-graders at risk of developing future reading problems 
(9 comparisons), 0.54 for first-grade normally achieving readers (8 comparisons), 0.27 for second through 
sixth grade normally achieving readers (6 comparisons), and 0.36 for disabled readers (9 comparisons). 
All of these results are significant at p < 0.05. 
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Fluency 

Fluency is the ability to read text quickly, accurately, and with expression. It provides a bridge between 
word recognition and comprehension. Fluency includes word recognition, but extends beyond knowledge 
of individual words to reflect the meaningful connections among words in a phrase or sentence. Fluent 
readers are able to recognize words and comprehend them simultaneously. 

Fluency is widely acknowledged to be a critical component of skilled reading. A study conducted by the 
National Assessment of Educational Progress (NAEP) found a “close relationship between fluency and 
reading comprehension” (NICHHD, 2000, p. 3-1, citing Pinnell et al., 1995). More generally, a National 
Research Council report stated that “adequate progress in learning to read English beyond the initial level 
depends on . . . sufficient practice in reading to achieve fluency with different kinds of texts written for 
different purposes” (Snow, Burns, & Griffin, 1998, p. 223). Additional evidence of this link between fluency 
and the development of general reading ability, particularly reading comprehension, is provided by several 
studies that found student performance on fluency assessments was an effective predictor of their 
performance on other types of reading measures.61 

It is generally agreed that fluency results from reading practice. However, approaches to developing fluency 
have ranged from simply encouraging independent reading to more structured approaches to oral reading 
practice, designed to guide students toward developing specific fluency skills (e.g., reading with expression). 
In reviewing the research on fluency instruction, the National Reading Panel (NRP) found value in 
approaches that incorporated repeated oral reading, guided or unguided, as opposed to less focused attempts 
to encourage reading in general. 

x	 Repeated oral reading instruction has a positive overall effect on reading. A meta-analysis by the NRP 
found that fluency instruction in the form of repeated oral reading (guided or unguided) 
“had a consistent, and positive impact on word recognition, fluency, and comprehension as measured by 
a variety of test instruments and at a range of grade levels” (NICHHD, 2000, p. 3-3). The weighted 
average of these effect sizes resulted in a moderate effect on student reading (NICHHD, 2000, p. 3-16).62 

x	 Repeated oral reading instruction has a positive impact on specific skill areas. The NRP meta-analysis 
found that repeated oral reading had a moderate effect on reading accuracy, a somewhat less strong effect 
on reading fluency, and a smaller effect on reading comprehension (NICHHD, 2000, pp. 3-3, 3-18).63 

x	 In contrast, encouraging children to read on their own has no research-verified impact on reading 
achievement. The NRP reviewed research studies on attempts to build fluency through encouraging 
independent student reading; most of these were studies of sustained silent reading. It found that the body 
of research failed to confirm any positive effects (NICHHD, 2000, pp. 3-3, 3-24–3-26, citing 14 
studies).64 

Analysis of grade levels covered by the studies in the NRP meta-analysis led to the conclusion that 
“repeated reading procedures have a clear impact” on reading ability among
 

x “Nonimpaired readers at least through grade 4” 

x “Students with various kinds of reading problems throughout high school”
 

(NICHHD, 2000, p. 3-17) 

Range and scope of instruction 
x	 Grade level. The NRP research findings suggest a value to including fluency instruction in the form of 

repeated oral reading procedures at least through the fourth grade level, and possibly beyond in a 
supporting capacity for students with reading problems. A review of research on early childhood reading 
commissioned by the National Research Council (NRC) identified fluency instruction as 
a key component of first-1st grade instruction and argued that “throughout the early grades, time, 
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materials, and resources should be provided” for both daily independent reading and daily supported 
reading and rereading (Snow, Burns, & Griffin, 1998, p. 195). However, the NRC 
did not cite specific studies as the basis for recommending that such activities occur daily. 

Instructional methods and features 
x	 Effective methods. Small sample sizes in studies reviewed by the NRP made it impossible to compare the 

effectiveness of different methods that fell within the category of repeated (guided 
or unguided) oral reading. However, some of the methods that produced “clear improvement” (NICHHD, 
2000, p. 3-15) included the following: 

Repeated readings (set number of repetitions, set amount of time, or until fluency criteria were reached) 
(NICHHD, 2000, p. 3-15, citing 9 studies)65 Repeated readings “combined with other [guiding] procedures 
such as a particular type of oral reading feedback . . . or phrasing support for the reader” (NICHHD, 2000, 
p. 3-15, citing 2 studies)66 

Practice of oral reading “while listening to the text being read simultaneously” (NICHHD, 
2000, p. 3-15, citing 3 studies)67 

x	 Oral reading practice. In the NRP’s description of effective repeated oral reading programs, the NRP 
stated that many of these programs provided increased oral reading practice “through the 
use of one-to-one instruction, tutors, audiotapes, peer guidance, or other means,” compared to earlier 
approaches (NICHHD, 2000, p. 3-11). 

x	 Incorporation of independent reading. The report commissioned by the NRC identified independent 
reading, whether silent or spoken, as a key strategy for helping students develop fluency. Such reading 
requires that students read texts at the appropriate instructional level, neither too easy nor too difficult 
(i.e. at the instructional level) (Snow, Burns, & Griffin, 1998, p. 213). In light of the NRP research 
results, this recommendation should be considered not as an alternative to repeated oral reading, but as a 
supplement to it. 

x	 Part of a larger reading program context. According to the NRP, in all of the programs reviewed, “the 
fluency work was only part of the instruction that students received” (NICHHD, 2000, 
p. 3-20). They cited a study cautioning against too much focus on fluency issues as a potential distraction 
from reading comprehension, then concluded that repeated oral reading should occur “in the context of
 
an overall reading program, not as stand-alone interventions” (NICHHD,
 
2000, p. 320, citing Anderson, Wilkinson, & Mason, 1991). 


x	 Regular assessment. Based on the research, the NRP recommended that “teachers should assess fluency 
regularly,” using both formal and informal methods (NICHHD, 2000, p. 3-4). Such informal methods can 
include “reading inventories . . . miscue analysis . . . pausing indices . . . running records . . . and reading 
speed calculations” (NICHHD, 2000, p. 3-9, citing 5 studies).68 Similarly, the NRC report recommended 
that “because the ability to obtain meaning from print depends so strongly on the development of . . . 
reading fluency,” fluency “should be regularly assessed in the classroom, permitting timely and effective 
instructional response” (Snow, Burns, 
& Griffin, 1998, p. 323). 

x	 Validity of oral reading fluency measures. According to Hasbrouck and Tindal (2006), measuring student 
oral reading fluency in terms of words correct per minute “has been shown, in both theoretical and 
empirical research, to serve as an accurate and powerful indicator of overall reading competence, 
especially in its correlation with comprehension. The validity and reliability of these measures has been 
well established in a body of research extending over the past 25 years” (citing Fuchs, Fuchs, Hosp, & 
Jenkins, 2001; Shinn, 1998). For example, Fuchs et al. (2001) summarized research showing that 
measures of oral reading fluency involving text passages that were several paragraphs in length 
corresponded well with “traditional, commercial, widely used tests of reading comprehension” (p. 243), 
and were superior in this regard to reading words from a list,69 measures of silent fluency,70 and more 
direct measures of reading comprehension.71 

More specifically, several studies have shown that third-grade tests of oral reading fluency from 
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the Dynamic Indicators of Basic Early Literacy Skills (DIBELS) correlated well to high-stakes reading 
assessments from Arizona,72 Colorado,73 Florida,74 North Carolina,75 and Oregon.76 

x	 Oral reading fluency norms. Based on analysis of assessment data from a pool ranging from 
approximately 3,500 to over 20,000 students collected between 2000 and 2005, Hasbrouck and Tindal 
(2006) have developed a new set of oral reading fluency norms to replace the widely used norms that 
were published in 1992 (Hasbrouck & Tindal, 1992). The new norms “align closely with both those 
published in 1992, and also closely match the widely used DIBELS norms . . . and those developed by 
Edformation with their AIMSweb system . . . with few exceptions.” These new norms cover grades 1–8 
and provide information for 90th, 75th, 50th, 25th, and 10th percentile rankings. The researchers also 
provided specific norm-related recommendations for using oral reading results for screening, diagnosis, 
and monitoring student progress: 

x	 Screening. According to the authors, “fluency-based assessments have been proven to be efficient, 
reliable, and valid indicators of reading proficiency when used as screening measures” (citing Fuchs et 
al., 2001; Good, Simmons, & Kame’enui, 2001). 

For screening in grades 2–8, the authors recommended that “a score falling within 10 words above or below 
the 50th percentile should be interpreted as within the normal, expected, and appropriate range for a student 
at that grade level at that time of year.” 

For screening in grade 1, the authors recommended following guidelines established by Good et al. (2002) 
that identified students reading at or above 40 words correct per minute (wcpm) by the end of the school 
year as being “at low risk of reading difficulty,” students reading at 20–40 wcpm as being “at some risk,” 
and students reading below 20 wcpm as being “at high risk of failure.” 

61 Barger, 2003; Buck & Torgesen, 2003; Fuchs, Fuchs, Eaton, & Hamlett, 2000; Fuchs, Fuchs, Hosp, & 
Jenkins, 2001; Fuchs, Fuchs, & Maxwell, 1988; Good, Simmons, & Kame’enui, 2001; Jenkins, Fuchs, van 
den Broek, Espin, & Deno, 2003; Shaw & Shaw, 2002; Wilson, 2005. For additional information on results 
of these studies, see below under Validity of oral reading fluency measures. 

62 Weighted ES = 0.41, based on 14 studies incorporating 99 comparisons. Weighting reflected the number 
of subjects per study (i.e., studies with larger numbers of subjects weighted more than studies with smaller 
numbers of subjects). The NRP meta-analysis for fluency did not report statistical significance or p-values. 

63 Weighted ES = 0.55 for word recognition (11 comparisons from 8 studies), 0.44 for fluency 
(35 comparisons from 10 studies), and 0.35 for comprehension (49 comparisons from 12 studies). 

64 Evans & Towner, 1975; Reutzel & Hollingsworth, 1991a; Collins, 1980; Langford & Allen, 1983; Cline 
& Kretke, 1980; Davis, 1988; Holt & O’Tuel, 1989; Burley, 1980; Summers & McClelland, 1982; Manning 
& Manning, 1984; Morrow & Weinstein, 1986; Peak & Dewalt, 1994; Vollands, Topping, & Evans, 1999; 
Carver & Leibert, 1995. These studies were not considered to be of sufficiently high quality and quantity 
to conduct a meta-analysis. 

65 Faulkner & Levy, 1999; Levy, Nicholls, & Kohen, 1993; Neill, 1979; O’Shea, Sindelar, & O’Shea, 1985; 
Rasinski, 1990; Sindelar, Monda, & O’Shea, 1990; Stoddard, Valcante, Sindelar, O’Shea, & Algozzine, 
1993; Turpie & Paratore, 1995; VanWagenen, Williams, & McLaughlin, 1994.. 

66 Reitsma, 1998; Taylor, Wade, & Yekovich, 1985. 

67 van Bon, Boksebeld, Font Freide, & van den Hurk, 1991; Rasinski, 1990; Smith, 1979. 

68 Johnson, Kress, & Pikulski, 1987; Goodman & Burke, 1972; Pinnell et al., 1995; Clay, 1972; 
Hasbrouck & Tindal, 1992. 
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69 Jenkins, Fuchs, van den Broek, Espin, & Deno (2003) compared measures of oral reading fluency of (a) 
connected text (a folktale) and (b) a context-free word list (list of words from the folktale) to performance on 
the Iowa Test of Basic Skills (ITBS) subtest for reading comprehension for 113 fourth- graders. They found 
that speed of oral reading from the folktale correlated more strongly to the ITBS score than did speed of oral 
reading from the word list (criterion validity coefficients of .83 and .54, respectively; the difference was 
statistically significant, t(110) = 7.86, p < .001) (p. 723).  

70 Fuchs, Fuchs, Eaton, & Hamlett (2000) compared measures of oral and silent reading speed with “the 
number of questions answered correctly on the passages that had been read” and with the raw score on the 
Iowa Test of Basic Skills (ITBS) subtest for reading comprehension (Fuchs et al., 2001, p. 247, summarizing 
Fuchs et al., 2000). They found that “for For silent reading, the correlation with the questions answered on the 
passage was .38, and with the Iowa test, it was .47. For oral reading, the correlation with the passage 
questions was .84, and with the Iowa test, it was .80. So, correlations for the oral reading fluency score were 
substantially and statistically significantly higher than for the silent reading fluency scores” (Fuchs et al., 
2001, p. 247; p- values not reported). 

71 Fuchs, Fuchs, & Maxwell (1988) compared measures of oral reading fluency, short-answer question 
answering, passage recall, and cloze (all based on the same 400-word passages) with the Reading 
Comprehension subtest of the Stanford Achievement Test for 70 middle school and junior high school 
students with reading disabilities. They found that criterion validity coefficients (average correlations across 
the different scoring methods) for the question answering, the recall, and the cloze measures were .82, .70, 
and .72, respectively. The coefficient for oral reading fluency was .91. Tests for differences between these 
correlations demonstrated that the correlation for oral reading fluency was significantly higher than the 
correlation for each of the three direct measures of reading comprehension” (Fuchs et al., 2001, p. 244, 
summarizing Fuchs et al., 1988; p-values not reported). Additionally, according to Fuchs et al. (2001), “high 
correlations have also been documented for nondisabled elementary school age children within a variety of 
studies that (a) incorporated different criterion measures of reading accomplishment, (b) examined within-
grade as well as across-grade coefficients, and (c) used instructional level as well as a fixed level of text 
across students” (p. 245, citing as research reviews Hosp & Fuchs, 2000; Marston, 1989). 

72 “The correlation between [Arizona Instrument to Measure Standards] and [DIBELS oral reading fluency 
assessment] for the overall group was . . . r = .741,” based on scores of 241 third- graders (Wilson, 2005; 
p-value not reported).  

73 The DIBELS oral reading fluency assessment was administered three times: in fall, winter, and spring. 
The fall and winter administrations each had a correlation coefficient of .73 with the spring assessment of 
the Colorado State Assessment Program (CSAP). The spring administration of DIBELS oral reading fluency 
assessment had a correlation of .80 with CSAP (Shaw & Shaw, 2002; p-values not reported). Each correlation 
was based on the scores of more than 50 third-graders. 

74 “There was a significant correlation between [DIBELS oral reading fluency] scores and reading [Florida 
Comprehensive Assessment Test–Sunshine State Standards] scores (r = .70, p < .001) . . . and reading scores 
on the [Florida Comprehensive Assessment Tests norm-referenced test] (r = .74, p < .001),” based on scores 
of 1,102 third- grade students (Buck & Torgesen, 2003). 

75 “The correlation between [DIBELS oral reading fluency] Spring scores and [North Carolina] End of Grade 
reading scores was . . . r = .73,” based on scores of 38 third-grade students (Barger, 2003; no p-value 
reported). 

76 The correlation coefficient between DIBELS oral reading fluency assessment and the Oregon Statewide 
Assessment was .67 (45% of variance explained, p < .001), based on the scores of 364 third- graders (Good, 
Simmons, & Kame’enui, 2001, p. 275. 
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Standard: Writing 


At the most basic level, writing by definition is the translation of thought into visual form; however, 
the process of writing is remarkably complex. The act of writing is rarely linear and requires the iteration 
of planning, drafting, and revising while simultaneously employing critical thinking skills to analyze, 
summarize, and evaluate. Writing is a language-based activity that naturally overlaps with other processes 
included elsewhere in the Standards, such as reading, expressive language, receptive language, vocabulary 
use, and writing mechanics.  

Graham & Perin (2007) in their meta-analysis of research on writing instruction, identified 11 key 
elements for writing instruction: 

1.	 Writing strategies, including planning revising, and editing;77 

2.	 Summarization, which includes explicit and systematic teaching78 

3.	 Collaborative writing, where students work together to plan, draft, revise, and edit79 

4.	 Specific product goals80 

5.	 Word processing, using computers and word processors as supports81 

6.	 Sentence combining, where students are taught to construct complex sentences82 

7.	 Prewriting, which assists students in generating and organizing ideas83 

8.	 Inquiry activities, where students analyze concrete data to help develop ideas and content84 

9.	 Process writing approach, which utilizes a workshop environment stressing extended writing 
opportunities, authentic writing, personalized instruction, and cycles85 

10. Study of models, which allows student to read, analyze, and emulate good writing86 

11. Writing for content learning, which uses writing as a tool for learning content mateiral. (p. 4 – 5).87 

Writing is a central form of communication.  It requires a deep knowledge of subject matter and employs 
critical thinking skills. As students transition to high school and college, writing becomes one of the 
primary methods by which their work is judged. 

When students increase their knowledge about writing processes, they become better writers. It has 
been demonstrated that students’ knowledge of discourse writing—that is, knowledge about various genres 
of and schemas for writing, coupled with linguistic knowledge (e.g., grammar, procedures for constructing 
sentences, spelling)—are factors that uniquely contribute to student variation in writing performance.  
Olinghouse and Graham (2009) found the following five types of discourse knowledge significantly 
contribute to story writing quality, length, and vocabulary diversity: 

x	 Substantive processes (role of process in good writing and carrying out the writing process; 
x	 Production procedures (role of linguistic and mechanical factors in good writing, story writing, 

and carrying out the writing process); 
x	 Motivation (role of effort in good writing and carrying out the writing process); 
x	 Story elements (basic structural elements in a story); 
x	 Irrelevant information (p 47). 88 

In their meta-analysis examining the effects of various writing practices on reading performance, Graham and 
Herbert (2010) found that when students write about text, are explicitly taught writing skills and processes, 
and increase the amount of time spent writing, students demonstrate greater text comprehension.  

In Writing Next, the majority of research articles reviewed in Graham & Perin’s (2007) meta-analysis 
included students across the full range of normal classroom variation. The 11 key elements of writing 
instruction were found to benefit a wide variety of learners. Students who struggle with foundational writing 
skills, for example, ESL students or students with a disability, may benefit from direct, targeted instruction.  
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For example, a study conducted by Saddler & Graham (2005) indicated that when provided with direct 
instruction designed to foster sentence-combining skills, fourth-grade students who were considered less 
skilled in writing improved their story writing and revising skills.89 Graham & Perin’s (2007) meta-analysis 
indicated that writing strategy instruction was found particularly effective for low-achieving students90 

(11 studies). 

Range and scope of Instruction: 
Young children are naturally inclined to express ideas in print, primarily through illustration.  Writing 
instruction typically begins informally in preschool, as children begin to master basic concepts of print and 
letter formation, and becomes more sophisticated as children move into Kindergarten and beyond.  Pearson 
(1994) indicates that the “synergistic” relationship between reading and writing renders it critical to begin 
writing instruction in the early grades. 

Instructional Methods and Features:  
Graham & Harris (1994) advocate for an integrated approach by incorporating elements from direct skill 
instruction and the process-oriented methodology, including: 

x Skill-oriented instruction designed to foster text production skills (e.g., spelling, 
phonemic awareness) 

x Opportunities for children to engage in writing activities 

x Frequent opportunities to apply specific skills in a variety of writing activities 

x Peer review and collaboration 

Writing practices demonstrated to increase students’ reading comprehension skills, include the following: 

x	 Have students write about texts they read. Write personal reactions, analyze and interpret text 
(9 studies)91, write summaries (19 studies)92, keep notes (23 studies)93, and answer and create questions 
about text (8 studies94); 

x	 Teach students the writing skills and processes that create text. Teach the process of writing, 
text structures for writing, paragraph (12 studies)95 and sentence construction and spelling 
(4 studies)96; spelling (5 studies)97 

x	 Increase the frequency allocated for writing (6 studies)98 (Graham & Herbert, 2010, p 11).  

77 ES = .82 (20 studies; 11 with low-achieving students, 9 with normal variation) 

78 ES = .82 (4 studies) 

79 ES = .75 (7 studies) 

80 ES = .70 (5 studies) 

81 ES = .55 (18 studies) 

82 ES = .50 (5 studies) 

83 ES = .32 (5 studies) 

84 ES = .32 (5 studies) 

85 ES = .32 (21 studies 

86 ES = .25 (6 studies) 
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87 ES = .23 (26 studies)
 

88 These five factors accounted for 14% ( p < .001 ) of the variability in quality of writing, when selected
 
variables (gender, grade, basic reading skills, handwriting fluency, spelling, written story plan, and attitude 

toward writing) were controlled. 


89 Students receiving instruction in sentence-combining were twice as likely as comparison students to 

product a correctly written sentence (F(1, 39) = 31.3, MSE = 37.7, p = .00. Findings were similar when 
sentence combining was assessed via researcher-designed progress monitoring assessments and using a 
norm-referenced measure of sentence combining. 

90 ES = 1.02 (11 studies).  


91 Peronal reactions. ES = .77 (9 studies)
 

92 ES = .52 (19 studies)
 

93 ES = .47 (23 studies)
 

94 ES = .27 (8 studies
 

95 ES = .18 (12 studies, published tests); ES = .27 (5 studies, researcher-created tests)
 

96 ES = .79 (4 studies)
 

97 ES = .68 (5 studies)
 

98 ES = .30 (11 studies) 
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Standard: Speaking and Listening 


Oral language includes critical skills that allow children to: 

x Communicate-listen and respond when people are talking 

x Understand the meaning of a large number of words and concepts that they hear or read 

x Obtain new information about things they want to learn about, and 

x Express their own ideas and thoughts using specific language (National Institute for Literacy) 

Oral language is divided into two subtypes:  receptive language and expressive language. Receptive language 
is language that is heard and understood.  Children exhibit receptive language skills when they listen and 
comprehend stories, understand vocabulary, engage in social exchanges with peers, and follow directions.  
Expressive language is the generation of thoughts, ideas, and needs through verbal and visual form.  Children 
exhibit expressive language skills when they retell a story, incorporate vocabulary, and engage in discussion. 
Woven into these processes are other linguistic features and cognitive abilities, such as vocabulary, grammar, 
auditory memory, sequencing, and phonological processing, among others. Receptive language skills develop 
earlier than expressive language skills. 

Instruction in speaking and listening focus on the following skills and processes: 

x Understanding of information by answering questions about key details or facts 

x Engaging in collaborative discussions 
x Representing  ideas and thoughts in oral and written form, as well as through media 

x Reporting on topics and relating stories that contain key details and are presented 
in a logical fashion 

x Speaking in complete sentences and utilizing developmentally appropriate vocabulary 

x Differentiating contexts that require formal English from contexts where informal 
exchange is acceptable 

x Interpreting and use images, graphics and symbols, as found in media 

x Demonstrating understanding by rephrasing, summarizing 

There exists a complex interplay between speaking and listening skills and academic achievement. Speaking 
and listening are language-based processes that are prerequisites for reading and writing. Studies have 
shown that: 

x  Oral language skills, in conjunction with spelling and letter-writing fluency, are positively 
related to writing skills (Young-Suk, Otaiba, Puranik, & Folson, 2011)99 and reading skills (Cooper, 
Roth, Speece, & Schatschneider 2002).100 

x Expressive vocabulary knowledge and listening comprehension skills are related to word identification 
ability (Wise, Sevcik, Morris, Lovett, & Wolf, 2007, p. 1095). 

x Receptive and expressive vocabulary knowledge are related to pre-reading skills (Wise, et.al, 2007) 
x Expressive vocabulary and listening comprehension are related to word identification skills 

(Wise, et.al., 2007)101 

Teachers are well aware that students embark upon their educational careers with varying degrees of 
development in their receptive and expressive language skills. Instruction at the Kindergarten and early 
elementary level includes engaging in shared discussions, learning to collaborate with peers, demonstrate 
understanding by answering and asking questions, turn-taking, and using rich, detailed description and 
new vocabulary. 
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A study of second- and third-grade students identified with a reading disability concluded that receptive 
and expressive vocabulary knowledge were related to pre-reading skills, and listening comprehension skills 
were found to facilitate word identification (Wise et.al., 2007).  Engaging in activities designed to foster 
vocabulary and listening comprehension may benefit students who struggle in reading. 

Research conducted by Miller, Heilmann,, Nockerts, Iglesias, Fabiano, & Francis (2006) indicate that better 
oral language skills facilitate passage comprehension and word reading, in both Spanish and English. Further, 
higher English oral language skills are associated with higher Spanish reading scores, and higher Spanish oral 
language skills are associated with higher English reading scores, indicating a ‘cross-language’ effect. 102 

99 Young-Suk, et.al., employed structural equation modeling to investigate the relationships between 
oral language skills, spelling, letter-writing fluency and writing skills. Oral language ( γ=.16, p = .03), 
spelling, γ=.30, p = < .001), and letter writing fluency (γ=.26, p = < .001) were positively and uniquely 
related to writing (γ=.26, p = .003). The predictors explained 33% of total variance.  The hypothesized 
model demonstrates a good fit for the data, Χ2 (76) = 190.67, p < .001, CFI = .98, TLI = .98 RMSEA = 
.079, CI= .06 to .09. 

100 General oral language was found to be the sole predictor of 28% of the variance in phonological awareness 
for nonreaders in Kindergarten; in first grade 42% of the variance in phonological awareness; and in second 
grade, 41% of the variance in phonological awareness. 

101 Wise, et.al. employed structural equation modeling to investigate the relationship among receptive and 
expressive vocabulary, listening comprehension, pre-reading skills, word identification skills, and reading 
comprehension by children identified as disabled in reading. 279 students in 2nd to 3rd grade were 
administered selected subtests from standardized, norm-referenced assessments (e.g., PPVT, WISC, WIAT) 
to assess receptive vocabulary, expressive vocabulary, and listening comprehension skills. Pre-reading skills 
and word identification skills were assessed via selected subtests from standardized, norm-referenced 
assessments (CTRRPP; SSI; WRMT, WRAT). Findings indicate that receptive vocabulary and expressive 
vocabulary knowledge evidenced independent and significant paths to pre-reading skills (.29 and .12, 
respectively).  Expressive vocabulary knowledge and listening comprehension skills evidenced independent 
and significant paths to word identification skills (.19 and .23, respectively).  The path from word 
identification skills to pre-reading skills was significant (.72).  The model selected fit the data well, Χ2 (21, n 
= 279) = 56.84, p < .05, Χ2 / df = 2.71, NFI = .96, NNFI = .95 CFI = .97, SRMR = .046. 

102 Measures of oral Spanish were found to predict Spanish passage comprehension, accounting for 10% of 
the variance after accounting for grade.  Measures of oral English were found to predict English passage 
comprehension for Spanish speaking students, accounting for 22% of the variance in reading scores after 
accounting for grade.  Measures of oral English were found to predict Spanish passage comprehension, 
accounting for 6% of the variance in Spanish reading outcomes.  Measures of oral Spanish were found to 
predict English passage comprehension, accounting for 2% of the variation in English reading 
comprehension.  
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Vocabulary Acquisition and Use 

Vocabulary is knowledge of the meaning, use, and pronunciation of individual words. It includes both 
oral vocabulary–words we use in speaking or recognize in listening–and reading vocabulary– words we 
use or recognize in print. Vocabulary is a key component of comprehension. Before readers can understand 
the meaning of spoken or written text, they must know what most of the words mean. 

Much of our vocabulary knowledge comes from simple exposure to new words in context. However, 
research has verified that direct instruction in vocabulary–specifically teaching the meaning of new words, 
and teaching strategies for vocabulary building–has a positive impact on students’ language development. 

x	 Link between vocabulary development and reading comprehension. According to the National Reading 
Panel (NRP), although a direct causal link between vocabulary development and reading comprehension 
has not been established by research, still a variety of studies “underscore the notion that comprehension 
gains and improvement on semantic tasks are results of vocabulary learning” (NICHHD, 2000, pp. 4-15, 
4-20, citing 7 studies).103 Similarly, a longitudinal study on early reading development among British 
schoolchildren found evidence that vocabulary knowledge, as tested at the start of the students’ first year 
of school, was one of three predictors of reading comprehension during the first year, as tested at the start 
of the students’ third year of school–a span of two school years (Muter et al., 2004).104 

x Effects on specific skill areas. According to a review of research on early childhood reading 
commissioned by the National Research Council (NRC), “Vocabulary instruction generally does result in 
measurable increase in students’ specific word knowledge. Sometimes and to some degree it also results 
in better performance on global vocabulary measures, such as standardized tests, indicating that the 
instruction has evidently enhanced the learning of words beyond those directly taught. Second, pooling 
across studies, vocabulary instruction also appears to produce increases 
in children’s reading comprehension” (Snow, Burns, & Griffin, 1998, p. 217). Most of the studies 
reviewed by the NRP occurred within the grades 3–8 range, with only a few studies addressing 
vocabulary instruction before grade 3. At least five studies reviewed by the NRP supported vocabulary 
instruction by the third- grade level.105 The NRC report expanded the grade range of students who can 
benefit from vocabulary instruction, advocating direct instruction in vocabulary development for 
“children who have started to read independently, typically second graders and above” so that they will 
“sound out and confirm the identities of visually unfamiliar words” 
(Snow, Burns, & Griffin, 1998, p. 322). A review of research conducted by the National Early Literacy 
Panel indicated that “more complex oral language skills are dependent on vocabulary”, and “vocabulary 
provides the foundation for grammatical knowledge, definitional vocabulary, 
and listening comprehension (National Institute for Literacy, 2008, p. 75). 106 

It is worth noting that these research findings and recommendations relate specifically to reading vocabulary, 
and are thus dependent on the development of independent reading skills. In contrast, development of 
children’s oral vocabulary starts much earlier–as soon as children can begin to understand spoken language. 
Research suggests that, when provided with direct instruction, children in Kindergarten and first-grade can 
acquire sophisticated vocabulary (Beck & McKeown, 2007).
 Although the NRP research did not cover development of oral vocabulary per se, the NRP analysis 
underscored the fact that development of reading ability is dependent on oral vocabulary: in order for students 
to understand a word once it has been decoded, it must already be part of their vocabulary (NICHHD, 2000, 
p. 4-15). Similarly, the NRC report argues that “Learning new concepts and the words that encode them is 
essential for comprehension development” (Snow, Burns, & Griffin, 1998, p. 217). Based on these factors, it 
seems reasonable to conclude that even before students can read independently, direct methods for building 
oral vocabulary may help contribute to students’ ultimate success in reading. 
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Range and Scope of Instruction 
x	 Grade levels. Grade K-2 materials must provide ample instruction and exercise for those 

students possessing weak vocabulary knowledge, which may include non-native English 
speakers. The acquisition of academic vocabulary, or Tier 2 words, is of particular emphasis. 

Instructional Methods and Features  
x	 Multiple strategies, incorporating direct and indirect vocabulary instruction. Based on research surveyed 

by the NRP, “It is clear that vocabulary should be taught both directly and indirectly”–that is, using both 
explicit instruction in vocabulary and methods of decoding word meanings, 
on the one hand, and more contextual approaches to exposing students to vocabulary on the 
other (NICHHD, 2000, p. 4-24). Based on both the research results it reviewed and theoretical 
considerations, the NRP further recommended that reading instruction include a combination of different 
strategies, both direct and indirect, for building vocabulary, rather than relying on only one method 
(NICHHD, 2000, p. 4-27). 

x	 Specific instructional methods. The NRP found that a variety of instructional methods led to 
improvements in student vocabulary, including deriving meaning from context (NICHHD, 2000, 
p. 4-23, citing 2 studies)108 and a combination of context-based and definitional approaches (NICHHD, 
2000, p. 4-23, citing 2 studies)109 

“Restructuring the task” of learning new words in a variety of different ways, such as providing redundant 
information and providing sample sentences along with definitions (NICHHD, 2000, 
pp. 4-22–4-23, citing 7 studies)110 

Direct instruction in “vocabulary items that are required for a specific text to be read as part of the lesson” 
(NICHHD, 2000, pp. 4-24–4-25, citing 4 studies).111 This includes pre-instruction of vocabulary before the 
reading or lesson (p. 4-25, citing 3 studies).112 

x	 Storybook reading. A body of research evidence shows that “reading storybooks aloud to young children 
. . . results in reliable gains in incidental word acquisition” (Ewers & Brown-son, 1999, p. 12, citing 5 
additional studies).113 

x	 Characteristics of effective instructional methods. Summarizing the characteristics of instructional 
methods that were found to be effective according to the research surveyed, the NRP identified several 
factors, including the following: 

“Richness of context in which words are to be learned,” including “extended and rich instruction 
of vocabulary (applying words to multiple contexts, etc.)” (NICHHD, 2000, pp. 4-22, 4-27). Along similar 
lines, the NRC report cites a review of studies in which “methods in which children were given both 
information about the words’ definitions and examples of the words’ usages in a variety of contexts resulted 
in the largest gains in both vocabulary and reading comprehension,” compared to drill and practice (Snow, 
Burns, & Griffin, 1998, pp. 217–218, citing Stahl & Fairbanks, 1986). The NRP further recommended that 
vocabulary items should be “derived from content learning materials” and likely to appear in a variety of 
other contexts as well (NICHHD, 2000, p. 4-25). 

“Active student participation,” including activities such as student-initiated talk in the context of listening to 
storybooks (NICHHD, 2000, pp. 4-21, 426, 4-27). This calls for active student participation supported by the 
findings of Ewers and Brownson (1999), who reported on a study in which a storybook with 10 targeted 
vocabulary words was read aloud individually to 66 kindergarteners. After each sentence that included a 
targeted vocabulary word, readers either would “recast” the target word using a familiar synonym (e.g., after 
reading “He is wearing his favorite fedora,” the reader would say, “He is wearing his favorite hat”), or would 
ask a what or where question (e.g., “What was he wearing?” with a follow-up question asking “What was the 
word I used?” if the student answered with a synonym). Pretest-posttest comparison found that students in 
both treatments learned a significant number of the targeted vocabulary words; however, students in the 
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x 

active (question-answering) treatment learned significantly more words than those in the passive treatment.114 

This result was true both of students with a high phonological working memory and of those with a low 
phonological working memory.115 

“High frequency and multiple, repeated exposures to vocabulary material” (NICHHD, 2000, p. 4-22) 

Assessment. Both the NRP and the NRC report included specific research-based recommendations 
related to assessment. The NRC report recommended that “Because the ability to obtain meaning from 
print depends so strongly on the development of word recognition accuracy,” this skill “should be 
regularly assessed in the classroom, permitting timely and effective instructional response” (Snow, 
Burns, & Griffin, 1998, p. 323). 

Based on the variety of measures used to assess student vocabulary and the different results those measures 
can achieve, the NRP recommended that vocabulary be assessed in multiple ways in the classroom. In 
particular, they argued that “the more closely the assessment matches the instructional context, the more 
appropriate the conclusions about the instruction will be” (NICHHD, 2000, p. 4-26). 

103 Beck, Perfetti, & McKeown, 1982; McKeown, Beck, Omanson, & Perfetti, 1983; Wixson, 1986; Carney, 
Anderson, Blackburn, & Blessing, 1984; Kameenui, Carnine, & Freschi, 1982; Stahl & Fairbanks, 1986; 
Medo & Ryder, 1993.  

104 Standardized path coefficient for the effect of vocabulary knowledge on reading comprehension = .16, 
based on a path analysis of factors from all three sets of tests. Chi square (2, N=90) = 3.92, not significant, 
comparative fit index = 0.992, goodness of fit index = 0.986, root mean square error of approximation = 
0.104 (90% confidence interval = 0.000 to 0.257) (p. 675). Vocabulary knowledge was measured by the 
British Picture Vocabulary Scale II (Dunn, Dunn, Whetton, & Burley, 1997); reading comprehension was 
measured by the Neale Analysis of Reading Ability II (Neale, 1997). Note that vocabulary knowledge was 
measured in the first of three annual sets of assessments when students first entered school (average age four 
years nine months), but was not measured during the second set of assessments. Reading comprehension was 
measured during the third set of assessments. Thus, vocabulary knowledge from when students first entered 
school was still a significant predictor of reading comprehension two years later. This held true “even when 
the effects of early word recognition, phoneme sensitivity, and letter knowledge were controlled” (p. 678). 
Other significant predictors of reading comprehension were word recognition and grammatical awareness, 
from the second set of assessments. 

105 Heise, Papalewis, & Tanner, 1991; Levin, Levin, Glasman, & Nordwall, 1992; Eldredge, 1990; 
Gipe & Arnold, 1979; Rinaldi, Sells, & McLaughlin, 1997. 

106 Results of the meta-analysis discriminate between expressive vocabulary and definitional vocabulary.  
Analysis indicates relatively weaker correlations for expressive vocabulary and decoding (r = 0.24) and 
expressive vocabulary and reading comprehension (r = 0.34) pooled  across studies.  While the authors 
suggest that “building vocabulary alone is unlikely to be sufficient for improving outcomes not only in 
literacy but also in oral language itself” they also state that “these results should not be taken to imply 
that well-developed vocabularies are unimportant for literacy.  The results suggest that well-developed 
vocabularies are insufficient for literacy.  More complex oral language skills are dependent upon vocabulary” 
(p 75).  However, stronger correlations are noted for definitional vocabulary and decoding (r = 0.38) and 
definitional vocabulary and reading comprehension (r = 0.45). 

107 The article reports on 2 studies with Kindergarten and first-grade children.  Study 1 compared the number 
of sophisticated words learned for children who were directly taught words and children who received no 
such instruction. The instructed Kindergarten group demonstrated significant gains in vocabulary, F(1,45) = 
15.93, p = .000 as did the first-grade group, F(1, 51) = 7.25, p = .010.  The effect size (d) for the Kindergarten 
and first-grade group equaled 1.17 and .744, respectively.  Study 2 assessed whether increasing the length of 
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instructional time had an effect on the number of sophisticated words learned by Kindergarten and first-grade 
children. Findings revealed that the number of words increased with length of additional instructional time.  
For Kindergarten students, F(1, 35) = 69.47, p < .001.  For first-grade students, F(1, 39) = 64.10, p < .001.  
The effect size (d) for the Kindergarten and first-grade group equaled 2.09 and 2.09, respectively. 

108 Gipe & Arnold, 1979; Tomesen & Aarnoutse, 1998. 

109 Kolich, 1991; Stahl, 1983.  

110 Kameenui, Carnine, & Freschi, 1982; Gordon, Schumm, Coffland, & Doucette, 1992; Schwartz &
 
Raphael, 1985; Scott & Nagy, 1997; Wu & Solman, 1993; Eldredge, 1990; 

Malone & McLaughlin, 1997.  


111 Tomesen & Aarnoutse, 1998; White, Graves, & Slater, 1990; Dole, Sloan, & Trathen, 1995; Rinaldi, Sells, 

& McLaughlin, 1997.  


112 Brett, Rothlein, & Hurley, 1996; Wixson, 1986; Carney, Anderson, Blackburn, & Blessing, 1984. 

113 Eller, Pappas, & Brown, 1988; Elley, 1989; Leung & Pikulski, 1990; Senechal, 1997; Senechal & Cornell, 
1993. 

114 F(1, 62) = 19.59, p < .01 (p. 15). 

115 F(1, 62) = 18.60, p < .001 (p. 16). Level of phonological working memory was determined by 
administration of the Children’s Test of Nonword Repetition (CNRep) (p. 14, citing Gathercole, Willis, 
Baddeley, & Emslie, 1994).  
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Conventions of Standard English and 

Knowledge of Language  


Conventions of Standard English include grammatical structures, usage and mechanics, or the ‘nuts and 
bolts’ of writing and speaking.  For example, students are expected to develop well-constructed sentences 
that contain correct spelling, punctuation, and grammar.  Knowledge of language includes, for example, the 
ability to select words for effect, compare and contrast varieties of English (e.g., dialects and registers), and 
differentiate contexts that require formal English from those contexts where informal usage is acceptable and 
appropriate. In conjunction, students must develop knowledge regarding the ‘digital mechanics’ of audio-
visual formats (Rice, 2008). These are elements that students must master as they increase the range and 
complexity of encountered text, engage in academic and social discourse, and as they prepare written 
communications. 

The conventions of Standard English and language use and structure extend into all literacy domains, 
including reading, writing, and speaking and listening. Students benefit from instruction for the following 
reasons: 

x	 Students who gain control over Standard English grammar, usage, and mechanics are better 
able to effectively communicate their ideas, knowledge, and opinions through oral discussions 
and written work. 

x	 Students who gain control over conventions of Standard English grammar, usage, and 
mechanics can more easily master the use of digital texts than students who lack this control. 

x	 The ability to manipulate the language orally as well as the ability to decode words supports vocabulary 
development (www.readtennessee.org) 

It is recommended that, “an essential element in developing a comprehensive writing policy is the 
identification of effective instructional procedures, not just at the secondary level…but with younger students 
as well” (Saddler & Graham, 2005, p 43). The goal of explicit, strategic writing instruction is two-fold: first, 
to enhance the writing skills all children, from early elementary school on; and second, to minimize the 
number of children who experience difficulties learning to write (Graham & Harris, 2002). 

Range and Scope of Instruction 
Graham and Harris (1994) recommend direct, skill-oriented instruction designed to foster text-production 
skills (e.g., spelling, grammar). For example, fourth-grade students identified as either more or less skilled in 
their writing benefitted from strategic instruction designed to improve their ability to construct sentences 
(Saddler & Graham, 2005).116 Teaching basic skills, such as grammar within the context of writing— instead 
of teaching them in isolation—has been shown to enhance writing performance (Fearn & Farnan, 2007).117 

116 Students receiving instruction in sentence-combining were twice as likely as comparison students to 
product a correctly written sentence (F(1, 39) = 31.3, MSE = 37.7, p = .00. Findings were similar when 
sentence combining was assessed via researcher-designed progress monitoring assessments and using a norm-
referenced measure of sentence combining. 

117 Four classes were randomly assigned to either the treatment or the control condition.  Treatment students 
participated in a classroom where attention was focused on grammar as an aid in thinking about writing. 
The authors consider this “directed writing” (p 73).  Results were significant for both treatment classrooms, 
p < .002 and p < .003. 
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General Conclusions 


General conclusions that can be reached about assessment based on the recommendations of the 
National Reading Panel (NRP)and the National Research Council (NRC) reports include the following: 

x Assessment should guide instruction. 
x Assessment should be frequent and/or regular. This was explicitly mentioned for 

most of  the areas. 
x Assessment should use appropriate measures. 
x This was particularly a concern with fluency and vocabulary. 

Area-Specific Conclusions 
x	 Phonemic awareness (PA)–kindergarten assessment based on phoneme recognition; 

guidance by initial and ongoing assessment at 1st and 2nd grades. A study of kindergartners 
suggested that PA assessment at this level should focus on phoneme recognition. Additionally, 
the NRP recommended, based on its research findings, an instructional design in which assessment 
results drive PA instruction at the 1st and 2nd grade levels, both initially and through ongoing 
formative assessments. All these research-based recommendations are described in more detail below. 

Assessment for kindergarteners based on phoneme recognition. A study of Dutch children analyzing 
the relationship among several different assessments of PA found that a group-administered phoneme 
recognition assessment was the “best paper and pencil representative” of PA skill in kindergarten,118 and 
that it “equals phoneme segmentation” (an individually administered assessment) in “sensitivity and 
specificity when predicting later literacy failure” (van Bon & van Leeuwe, 2003, p. 195).119 These 
findings suggest that a group-administered assessment based on phoneme recognition can serve as a useful 
screening tool for identifying the general level of students’ PA skills in kindergarten, which in turn is a 
useful indicator of students who might need targeted PA skills intervention. 

Pre-assessment. 
Assessments conducted before PA instruction begins should “indicate which children need the instruction 
and which do not, which children need to be taught rudimentary levels of PA (e.g., segmenting initial sounds 
in words), and which children need more advanced levels involving segmenting or blending with letters” 
(NICHHD, 2000, p. 2-6).  

Ongoing assessments and instructional time. 
In order to determine the length of PA instruction, “What is probably most important is to tailor training
 
time to student learning by assessing who has and who has not acquired the skills being taught as training
 
proceeds” (NICHHD, 2000, p. 2-42). Similarly, a report commissioned by the NRC argued that “intensity
 
of instruction should be matched to children’s needs” in acquiring phonological skills (Snow, Burns,
 
& Griffin, 1998, p. 321). 


x Phonics–variable, guided by assessment. 

Based on their interpretation of the research results, the NRP argued that ideally, phonics instruction
 
should be variable based on the needs of individual students as determined through assessment (NICHHD, 

2000, pp. 2-96, 2-97). Similarly, the NRC report argued that “intensity of instruction should be matched to 

children’s needs” in applying explicit instruction on the connection between phonemes and spellings
 
(Snow, Burns, & Griffin, 1998, p. 321). 


x	 Fluency–regular assessment, using research-validated methods. A broad range of research, including 
both research reviewed by the NRP and research from other sources, describes research-validated 
measures and provides research-based recommendations for how to use those measures. 

McGraw-Hill Education Reading Wonders Research Base Alignment

 131 

B-329



 

 

 
 

 
  

  
     
 

 
 

    
  

   
      

  
  

  
  

    
       

     

 
      

  
       

    
     

  
 

      

  
   

 
 

   
  

  
 

  
   

   
  

 
       

  
 

     
 

 

Regular assessment. 
Based on the research, the NRP recommended that “teachers should assess fluency regularly,” using both 
formal and informal methods (NICHHD, 2000, p. 3-4). Such informal methods can include “reading 
inventories . . . miscue analysis . . . pausing indices . . . running records . . . and reading speed calculations” 
(NICHHD, 2000, p. 3-9, citing 5 studies).120 Similarly, the NRC report recommended that “Because the 
ability to obtain meaning from print depends so strongly on the development of . . . reading fluency,” 
fluency “should be regularly assessed in the classroom, permitting timely and effective instructional 
response” (Snow, Burns, & Griffin, 1998, p. 323). 

Validity of oral reading fluency measures. According to Hasbrouck and Tindal (2006), measuring student oral 
reading fluency in terms of words correct per minute “has been shown, in both theoretical and empirical 
research, to serve as an accurate and powerful indicator of overall reading competence, especially in its 
correlation with comprehension. The validity and reliability of these measures has been well established in 
a body of research extending over the past 25 years” (citing Fuchs, Fuchs, Hosp, & Jenkins, 2001; Shinn, 
1998). For example, Fuchs et al. (2001) summarized research showing that measures of oral reading 
fluency involving text passages that were several paragraphs in length corresponded well with “traditional, 
commercial, widely used tests of reading comprehension” (p. 243), and were superior in this regard to reading 
words from a list,121 measures of silent fluency,122 and more direct measures of reading comprehension.123 

More specifically, several studies have shown that third-grade tests of oral reading fluency from the Dynamic 
Indicators of Basic Early Literacy Skills (DIBELS) correlated well to high-stakes reading assessments from 
Arizona,124 Colorado,125 Florida,126 North Carolina,127 and Oregon.  

Oral reading fluency norms. Based on analysis of assessment data from a pool ranging from approximately 
3,500 to more than 20,000 students collected between 2000 and 2005, Hasbrouck and Tindal (2006) have 
developed a new set of oral reading fluency norms to replace the widely used norms that were published in 
1992 (Hasbrouck & Tindal, 1992). The new norms “align closely with both those published in 1992, and also 
closely match the widely used DIBELS norms . . . and those developed by Edformation with their AIMSweb 
system . . . with few exceptions.” These new norms cover grades 1-8, and provide information for 90th, 75th, 
50th, 25th, and 10th  percentile rankings. The researchers also provided specific norm-related 
recommendations for using oral reading results for screening, diagnosis, and monitoring student progress: 

– Screening. According to the authors, “fluency based assessments have been proven to be efficient, reliable, 
and valid indicators of reading proficiency when used as screening measures” (citing Fuchs et al., 2001; 
Good, Simmons, & Kame’enui, 2001). 

For screening in grades 2-8, the authors recommended that “a score falling within 10 words above or below 
the 50th percentile should be interpreted as within the normal, expected, and appropriate range for a student at 
that grade level at that time of year.” 

For screening in grade 1, the authors recommended following guidelines established by Good et al. (2002) 
that identified students reading at or above 40 words correct per minute (wcpm) by the end of the school year 
as being “at low risk of reading difficulty,” students reading at 20–40 wcpm as being “at some risk,” and 
students reading below 20 wcpm as being “at high risk of failure.” 

– Diagnosis According to the authors, oral reading fluency norms “can play a useful role in 
diagnosing possible problems that are primarily fluency based.” 

– Monitoring progress. According to the authors, oral reading fluency measures “have been found by many 
educators to be better tools for making decisions about students’ progress than traditional standardized 
measures which can be time-consuming, expensive, are only administered infrequently, and have limited 
instructional utility” (citing Good et al., 2001; Tindal & Marston, 1990). Fuchs et al. (2001) provided a 
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similar, research-based description of how oral reading fluency can be used to monitor student progress, 
both across and within individual student performance. 

For monitoring student progress, Hasbrouck and Tindal (2006) recommended that students scoring within 10 
wcpm of the 50th percentile at or above grade level should be “considered as making adequate progress 
in reading, unless there are other indicators that would raise concern.” Such students “may only need to 
have their reading progress monitored a few times per year to determine if they are meeting the benchmark 
standards that serve as predictors of reading success.” 

For students reading below grade level, the authors suggested more frequent oral reading fluency 
assessments: once or twice monthly to once a week, depending on the severity of the problem, with 
scores graphed against goals and with adjustments to the instructional program if a student falls short 
of needed progress for three or more consecutive assessments (citing Hasbrouck et al., 1999). 

x	 Vocabulary–regular assessment in multiple ways. Both the NRP and the NRC report included specific 
research-based recommendations related to assessment. 

The NRC report identified word recognition accuracy as a skill that “should be regularly assessed in the 
classroom,” with assessment results used to guide instruction (Snow, Burns, & Griffin, 1998, p. 323). 

Based on the variety of measures used to assess student vocabulary and the different results those 
measures can achieve, the NRP recommended that vocabulary be assessed in multiple ways in the 
classroom. In particular, they argued that “the more closely the assessment matches the instructional 
context, the more appropriate the conclusions about the instruction will be” (NICHHD, 2000, p. 4-26). 

x	 Text comprehension–regular assessment. According to the NRC report, “Conceptual knowledge and 
comprehension strategies should be regularly assessed in the classroom,” with teachers tailoring 
instruction accordingly  “where difficulty or delay is apparent” (Snow, Burns, & 
Griffin, 1998, p. 323). The NRP did not directly address assessment of text comprehension. 

118 A confirmatory structural analysis using linear structured relations (LISREL) was conducted on 
assessments administered in May/June of kindergarten (Time 1) and March of grade 1 (Time 2), producing 
a factor loading score for each of eight PA assessments carried out during the Time 1 administration (four 
of which were also repeated at Time 2). The analysis also included an Early Reading Test at Time 1 and a 
spelling test and two portions of the Three-Minute Test (a standardized word reading test) at Time 2. The 
highest loading factor among Time 1 PA tests was for phoneme segmentation (.91), followed by phoneme 
recognition (.78), one of two phoneme counting measures (.72), phoneme blending (.70), the second of two 
phoneme counting measures (.57), phoneme deletion (.50), rhyme judgment (.49), and pseudoword repetition 
(.40) (p. 206). Analysis also showed a single common factor underlying PA scores, which “is closely related 
to literacy performance” (p. 209). 

119 “Averaged over reading and spelling, maximum specificity of maximum sensitivity was 46% for 
Phoneme Segmentation and 47% for Phoneme Recognition. Conversely, choosing 80% as the desired level 
of specificity, the average sensitivity was found to be 45% for Phoneme Recognition whereas Phoneme 
Segmentation did not even attain an 80% level of specificity. Maximum Phoneme Segmentation specificity 
averaged over the three literacy measures was 65%, associated with 77% sensitivity (cf. 75% sensitivity at 
the same specificity level for Phoneme Recognition). This shows that both the Phoneme Segmentation and 
Phoneme Recognition Tests tend to identify too many children at kindergarten as running the risk of meeting 
with literacy problems in Grade 1 and that Phoneme Recognition is not inferior to Phoneme Segmentation in 
that respect” (p. 213). 

120 Johnson, Kress, & Pikulski, 1987; Goodman & Burke, 1972; Pinnell et al., 1995; Clay, 1972; 
Hasbrouck & Tindal, 1992.  
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121 Jenkins, Fuchs, van den Broek, Espin, & Deno (2003) compared measures of oral reading fluency of (a) 
connected text (a folktale), and (b) a context-free word list (list of words from the folktale) to performance on 
the Iowa Test of Basic Skills (ITBS) subtest for reading comprehension for 113 fourth graders. Fuchs et al. 
found that speed of oral reading from the folktale correlated more strongly to the ITBS score than did speed 
of oral reading from the word list (criterion validity coefficients of .83 and .54, respectively; the difference 
was statistically significant, t(110) = 7.86, p < .001) (p. 723). 

122 Fuchs, Fuchs, Eaton, & Hamlett (2000) compared measures of oral and silent reading speed with “the 
number of questions answered correctly on the passages that had been read” and with the raw score on the 
Iowa Test of Basic Skills (ITBS) subtest for reading comprehension (Fuchs et al., 2001, p. 247, summarizing 
Fuchs et al., 2000). They found that “For silent reading, the correlation with the questions answered on 
the passage was .38, and with the Iowa test, it was .47. For oral reading, the correlation with the passage 
questions was .84, and with the Iowa test, it was .80. So, correlations for the oral reading fluency score were 
substantially and statistically significantly higher than for the silent reading fluency scores” (Fuchs et al., 
2001, p. 247; p values not reported). 

123 Fuchs, Fuchs, & Maxwell (1988) compared measures of oral reading fluency, short-answer question 
answering, passage recall, and cloze (all based on the same 400-word passages) with the Reading 
Comprehension subtest of the Stanford Achievement Test for 70 middle school and junior high school 
students with reading disabilities. They found that “Criterion validity coefficients (average correlations across 
the different scoring methods) for the question answering, the recall, and the cloze measures were .82, .70, 
and .72, respectively. The coefficient for oral reading fluency was .91. Tests for differences between these 
correlations demonstrated that the correlation for oral reading fluency was significantly higher than the 
correlation for each of the three direct measures of reading comprehension” (Fuchs et al., 2001, p. 244, 
summarizing Fuchs et al., 1988; p-values not reported). Additionally, according to Fuchs et al. (2001), “high 
correlations have also been documented for nondisabled elementary school age children within a variety of 
studies that (a) incorporated different criterion measures of reading accomplishment, (b) examined within-
grade as well as across-grade coefficients, and (c) used instructional level as well as a fixed level of text 
across students” (p. 245, citing as research reviews Hosp & Fuchs, 2000; Marston, 1989). 

124 “The correlation between [Arizona Instrument to Measure Standards] and [DIBELS oral reading 
fluency assessment] for the overall group was . . . r = .741,” based on scores of 241 third graders (Wilson, 
2005; p-value not reported).  

125 The DIBELS oral reading fluency assessment was administered three times: in fall, winter, and spring. 
The fall and winter administrations each had a correlation coefficient of .73 with the spring assessment of 
the Colorado State Assessment Program (CSAP). The spring administration of DIBELS oral reading fluency 
assessment had a correlation of .80 with CSAP (Shaw & Shaw, 2002; p-values not reported). Each correlation 
was based on the scores of more than 50 third graders. 

126 “There was a significant correlation between [DIBELS oral reading fluency] scores and reading [Florida 
Comprehensive Assessment Test–Sunshine State Standards] scores (r = .70, p < .001) . . . and reading scores 
on the [Florida Comprehensive Assessment Tests norm-referenced test] (r = .74, p < .001),” based on scores 
of 1,102 third grade students (Buck & Torgesen, 2003). 

127 “The correlation between [DIBELS oral reading fluency] Spring scores and [North Carolina] End 
of Grade reading scores was . . . r = .73,” based on scores of 38 third-grade students (Barger, 2003; no 
p-value reported) 
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te
 =

 P
ro

po
rt

io
n 

of
 “

Li
ke

ly
 to

 b
e 

Su
cc

es
sf

ul
” 

w
ho

 a
re

 u
lti

m
at

el
y 

“P
ro

fic
ie

nt
” 

•		
O

ve
ra

ll,
 th

e 
po

sit
iv

e 
ac

cu
ra

cy
 ra

te
s o

f t
he

 L
EA

P 
as

se
ss

m
en

ts
 ra

ng
e 

fr
om

 5
5 

pe
rc

en
t (

M
id

 M
at

h 
As

se
ss

m
en

t)
 to

 7
6 

pe
rc

en
t (

Po
st

 R
ea

d 
As

se
ss

m
en

t)
 w

hi
le

 th
e 

ne
ga

tiv
e 

ac
cu

ra
cy

 ra
te

s o
f t

he
 L

EA
P 

as
se

ss
m

en
ts

 ra
ng

e 
fr

om
 7

2 
pe

rc
en

t (
Pr

e 
M

at
h 

As
se

ss
m

en
t)

 to
 8

2 
pe

rc
en

t (
Po

st
 M

at
h 

As
se

ss
m

en
t)

 
•		

Th
e 

ov
er

al
l p

os
iti

ve
 a

nd
 n

eg
at

iv
e 

ac
cu

ra
cy

 ra
te

s a
re

 sh
ow

n 
in

 th
e 

ta
bl

e 
be

lo
w

. I
nt

er
pr

et
at

io
n 

of
 th

e 
ta

bl
e 

is 
as

 fo
llo

w
s:

 O
ve

ra
ll,

 8
2%

 o
f s

tu
de

nt
s w

ho
 w

er
e 

“U
nl

ik
el

y 
to

 b
e 

Su
cc

es
sf

ul
” 

in
 th

e 
M

at
h 

Po
st

 
LE

AP
 a

ss
es

sm
en

t w
er

e 
ul

tim
at

el
y 

“B
el

ow
 P

ro
fic

ie
nt

” 
in

 th
e 

st
at

e 
as

se
ss

m
en

t. 

Ty
pe

 o
f A

cc
ur

ac
y 

Gr
ad

e 
Te

st
 

Su
bj

ec
t 

Ac
cu

ra
cy

 
N

eg
at

iv
e 

Ac
cu

ra
cy

 R
at

e 
O

ve
ra

ll 
Po

st
 

M
at

h 
82

%
 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

O
ve

ra
ll 

Pr
e 

Re
ad

 
78

%
 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

O
ve

ra
ll 

M
id

 
M

at
h 

78
%

 
N

eg
at

iv
e 

Ac
cu

ra
cy

 R
at

e 
O

ve
ra

ll 
M

id
 

Re
ad

 
76

%
 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

O
ve

ra
ll 

Po
st

 
Re

ad
 

75
%

 
N

eg
at

iv
e 

Ac
cu

ra
cy

 R
at

e 
O

ve
ra

ll 
Pr

e 
M

at
h 

72
%

 
Po

sit
iv

e 
Ac

cu
ra

cy
 R

at
e 

O
ve

ra
ll 

Po
st

 
Re

ad
 

76
%

 
Po

sit
iv

e 
Ac

cu
ra

cy
 R

at
e 

O
ve

ra
ll 

Pr
e 

Re
ad

 
74

%
 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
O

ve
ra

ll 
M

id
 

Re
ad

 
71

%
 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
O

ve
ra

ll 
Po

st
 

M
at

h 
61

%
 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
O

ve
ra

ll 
Pr

e 
M

at
h 

60
%

 
Po

sit
iv

e 
Ac

cu
ra

cy
 R

at
e 

O
ve

ra
ll 

M
id

 
M

at
h 

55
%
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B-356



 
 

 
 

 
 

 
 

 
 

 
 

 
 

O
ve

ra
ll 

Ac
cu

ra
cy

 

•		
Th

e 
ta

bl
e 

be
lo

w
 sh

ow
s t

he
 o

ve
ra

ll 
ac

cu
ra

cy
, c

al
cu

la
te

d 
us

in
g 

th
e 

fo
llo

w
in

g 
fo

rm
ul

a 

Numbe
r of Stu

dents "
Likely 

to be S
uccessf

ul" and
 "Profic

ient" +
 Numb

er of St
udents

 "Unlik
ely to b

e Succe
ssful" a

nd "Be
low Pro

ficient"
 

Numbe
r of Stu

dents 
"Likely

 to be S
uccessf

ul" + N
umber

 of Stud
ents "M

ay be S
uccessf

ul" + N
umber

 of Stud
ents "U

nlikely
 to be S

uccessf
ul" 

•		
Pl

ea
se

 n
ot

e,
 th

es
e 

ac
cu

ra
cy

 ra
te

s a
re

 lo
w

er
 s

in
ce

 th
e 

nu
m

be
r o

f s
tu

de
nt

s c
la

ss
ifi

ed
 a

s “
M

ay
 b

e 
Su

cc
es

sf
ul

” 
 a

re
 in

cl
ud

ed
 in

 th
e 

de
no

m
in

at
or

, b
ut

 a
re

 n
ot

 c
on

sid
er

ed
 to

 b
e 

co
rr

ec
tly

 p
re

di
ct

ed
 a

s 
ei

th
er

 “
Pr

of
ic

ie
nt

” 
or

 “
N

ot
 P

ro
fic

ie
nt

”. 
In

te
rp

re
ta

tio
n 

of
 th

e 
ta

bl
e 

is 
as

 fo
llo

w
s:

 O
ve

ra
ll,

 6
4%

 o
f 

st
ud

en
ts

 w
ho

 to
ok

 th
e 

Pr
e 

Re
ad

 L
EA

P 
as

se
ss

m
en

t 
w

er
e 

ei
th

er
 “

U
nl

ik
el

y 
to

 b
e 

Su
cc

es
sf

ul
” 

an
d 

ul
tim

at
el

y 
“B

el
ow

 P
ro

fic
ie

nt
” 

in
 th

e 
st

at
e 

as
se

ss
m

en
t o

r “
Li

ke
ly

 to
 b

e 
Su

cc
es

sf
ul

” 
an

d 
ul

tim
at

el
y 

“P
ro

fic
ie

nt
” 

in
 th

e 
st

at
e 

as
se

ss
m

en
t. 

Ty
pe

 o
f A

cc
ur

ac
y 

Gr
ad

e 
Te

st
 

Su
bj

ec
t 

Ac
cu

ra
cy

 
O

ve
ra

ll 
Ac

cu
ra

cy
 

O
ve

ra
ll 

Pr
e 

Re
ad

 
64

%
 

O
ve

ra
ll 

Ac
cu

ra
cy

 
O

ve
ra

ll 
M

id
 

Re
ad

 
63

%
 

O
ve

ra
ll 

Ac
cu

ra
cy

 
O

ve
ra

ll 
Po

st
 

Re
ad

 
61

%
 

O
ve

ra
ll 

Ac
cu

ra
cy

 
O

ve
ra

ll 
M

id
 

M
at

h 
57

%
 

O
ve

ra
ll 

Ac
cu

ra
cy

 
O

ve
ra

ll 
Pr

e 
M

at
h 

55
%

 
O

ve
ra

ll 
Ac

cu
ra

cy
 

O
ve

ra
ll 

Po
st

 
M

at
h 

55
%
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B-357



 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

By
 G

ra
de

 (P
os

iti
ve

 A
cc

ur
ac

y)
 

Pl
ea

se
 n

ot
e:

 N
eg

at
iv

e 
ac

cu
ra

cy
 ra

te
 =

 P
ro

po
rt

io
n 

of
 “U

nl
ik

el
y 

to
 b

e 
Su

cc
es

sf
ul

” w
ho

 a
re

 u
lti

m
at

el
y 

“B
el

ow
 P

ro
fic

ie
nt

” 
Po

sit
iv

e 
ac

cu
ra

cy
 ra

te
 =

 P
ro

po
rt

io
n 

of
 “L

ik
el

y 
to

 b
e 

Su
cc

es
sf

ul
” w

ho
 a

re
 u

lti
m

at
el

y 
“P

ro
fic

ie
nt

” 

–	
	

By
 g

ra
de

, p
os

iti
ve

 a
cc

ur
ac

y 
ra

te
s r

an
ge

 fr
om

 4
5 

pe
rc

en
t (

M
id

 M
at

h 
Gr

ad
e 

3)
 to

 8
7 

pe
rc

en
t 

(P
os

t R
ea

d 
Gr

ad
e 

8)
. I

n 
ge

ne
ra

l, 
po

sit
iv

e 
ac

cu
ra

cy
 ra

te
s a

re
 h

ig
he

r f
or

 g
ra

de
s 6

,7
, a

nd
 8

 a
nd

 
lo

w
er

 fo
r g

ra
de

s 3
,4

, a
nd

 5
. 

–	
	

In
 g

en
er

al
, p

os
iti

ve
 a

cc
ur

ac
y 

ra
te

s a
re

 h
ig

he
r f

or
 R

ea
d 

as
se

ss
m

en
ts

 th
an

 M
at

h 
as

se
ss

m
en

ts
. 

•		
Th

e 
to

p 
an

d 
bo

tt
om

 th
re

e 
po

sit
iv

e 
ac

cu
ra

ci
es

 a
re

 s
ho

w
n 

in
 th

e 
ta

bl
e 

be
lo

w
. I

nt
er

pr
et

at
io

n 
of

 th
e 

ta
bl

e 
is 

as
 fo

llo
w

s:
 O

ve
ra

ll,
 8

7%
 o

f s
tu

de
nt

s i
n 

Gr
ad

e 
8 

w
ho

 w
er

e 
“L

ik
el

y 
to

 b
e 

Su
cc

es
sf

ul
” 

in
 th

e 
Re

ad
 P

os
t L

EA
P 

as
se

ss
m

en
t w

er
e 

ul
tim

at
el

y 
“P

ro
fic

ie
nt

” 
in

 th
e 

st
at

e 
as

se
ss

m
en

t. 

Ty
pe

 o
f A

cc
ur

ac
y 

G
ra

de
 

Te
st

 
Su

bj
ec

t 
Ac

cu
ra

cy
 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
8 

Po
st

 
Re

ad
 

87
%

 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
8 

M
id

 
Re

ad
 

84
%

 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
7 

Po
st

 
Re

ad
 

83
%

 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
5 

M
id

 
M

at
h 

49
%

 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
3 

Pr
e 

M
at

h 
46

%
 

Po
sit

iv
e 

Ac
cu

ra
cy

 R
at

e 
3 

M
id

 
M

at
h 

45
%
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By
 G

ra
de

 (N
eg

at
iv

e 
Ac

cu
ra

cy
) 

Pl
ea

se
 n

ot
e:

 N
eg

at
iv

e 
ac

cu
ra

cy
 ra

te
 =

 P
ro

po
rt

io
n 

of
 “U

nl
ik

el
y 

to
 b

e 
Su

cc
es

sf
ul

” w
ho

 a
re

 u
lti

m
at

el
y 

“B
el

ow
 P

ro
fic

ie
nt

” 
Po

sit
iv

e 
ac

cu
ra

cy
 ra

te
 =

 P
ro

po
rt

io
n 

of
 “L

ik
el

y 
to

 b
e 

Su
cc

es
sf

ul
” w

ho
 a

re
 u

lti
m

at
el

y 
“P

ro
fic

ie
nt

” 

–	
	

By
 g

ra
de

, n
eg

at
iv

e 
ac

cu
ra

cy
 ra

te
s r

an
ge

 fr
om

 6
4 

pe
rc

en
t (

Pr
e 

M
at

h 
Gr

ad
e 

6)
 to

 9
1 

pe
rc

en
t 

(M
id

 M
at

h 
Gr

ad
e 

5)
. I

n 
ge

ne
ra

l, 
ne

ga
tiv

e 
ac

cu
ra

cy
 ra

te
s a

re
 h

ig
he

r f
or

 g
ra

de
s 3

,4
, a

nd
 5

 a
nd

 
lo

w
er

 fo
r g

ra
de

s 6
,7

, a
nd

 8
). 

•		
Th

e 
to

p 
an

d 
bo

tt
om

 th
re

e 
ne

ga
tiv

e 
ac

cu
ra

ci
es

 a
re

 s
ho

w
n 

in
 th

e 
ta

bl
e 

be
lo

w
. I

nt
er

pr
et

at
io

n 
of

 th
e 

ta
bl

e 
is 

as
 fo

llo
w

s:
 O

ve
ra

ll,
 9

1%
 o

f s
tu

de
nt

s i
n 

Gr
ad

e 
5 

w
ho

 w
er

e 
“U

nl
ik

el
y 

to
 b

e 
Su

cc
es

sf
ul

” 
in

 th
e 

M
at

h 
M

id
 LE

AP
 a

ss
es

sm
en

t w
er

e 
ul

tim
at

el
y 

“ 
Be

lo
w

 P
ro

fic
ie

nt
” 

in
 th

e 
st

at
e 

as
se

ss
m

en
t. 

Ty
pe

 o
f A

cc
ur

ac
y 

G
ra

de
 

Te
st

 
Su

bj
ec

t 
Ac

cu
ra

cy
 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

5 
M

id
 

M
at

h 
91

%
 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

3 
Po

st
 

M
at

h 
90

%
 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

5 
Po

st
 

M
at

h 
89

%
 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

3 
Pr

e 
M

at
h 

68
%

 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

8 
Po

st
 

Re
ad

 
67

%
 

N
eg

at
iv

e 
Ac

cu
ra

cy
 R

at
e 

6 
Pr

e 
M

at
h 

64
%

 

22

 

B-359



Re
su

lts
: L

EA
P 

Sc
or

e 
M

od
el

s
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B-360



 
 

 
 

 
 

 
 

 

 
 

 

O
ve

ra
ll


 

•		
O

ve
ra

ll,
 w

he
n 

co
nt

ro
lli

ng
 fo

r d
em

og
ra

ph
ic

 v
ar

ia
bl

es
, t

he
re

 is
 a

 si
gn

ifi
ca

nt
 

po
sit

iv
e 

re
la

tio
ns

hi
p 

be
tw

ee
n 

th
e 

sc
or

e 
th

at
 a

 st
ud

en
t r

ec
ei

ve
s o

n 
th

e 
LE

AP
 a

ss
es

sm
en

t a
nd

 th
e 

lik
el

ih
oo

d 
th

at
 th

e 
st

ud
en

t a
ch

ie
ve

s “
Pr

of
ic

ie
nt

” 
st

at
us

 o
n 

th
e 

St
at

e 
te

st
. 

–	
	T

hi
s i

s t
ru

e 
ac

ro
ss

 a
ll 

gr
ad

e 
le

ve
ls 

(g
ra

de
 3

-g
ra

de
 8

), 
fo

r b
ot

h 
M

at
h 

an
d 

Re
ad

in
g 

as
se

ss
m

en
ts

, a
nd

 fo
r P

re
, M

id
, a

nd
 P

os
t t

es
ts

. 
•		

Th
e 

siz
e 

of
 th

is 
ef

fe
ct

 is
 re

la
tiv

el
y 

co
ns

ist
en

t. 
W

he
n 

co
nt

ro
lli

ng
 fo

r 
de

m
og

ra
ph

ic
 v

ar
ia

bl
es

, t
he

 in
cr

ea
se

 in
 th

e 
lik

el
ih

oo
d 

th
at

 a
 st

ud
en

t i
s 

cl
as

sif
ie

d 
as

 p
ro

fic
ie

nt
 ra

ng
es

 fr
om

 a
pp

ro
xi

m
at

el
y 

7.
0 

pe
rc

en
ta

ge
 p

oi
nt

s t
o 

pe
rc

en
ta

ge
 p

oi
nt

s g
iv

en
 a

 1
0 

po
in

t i
nc

re
as

e 
in

 L
EA

P 
sc

or
e.

 
10

.7
 

•		
In

 g
en

er
al

, t
he

 e
ffe

ct
 is

 sl
ig

ht
ly

 h
ig

he
r f

or
 R

ea
d 

as
se

ss
m

en
ts

 th
an

 M
at

h 
as

se
ss

m
en

ts
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Gr
ad

e 
Re

su
lts


 

•		
Th

e 
to

p 
an

d 
bo

tt
om

 e
ffe

ct
 si

ze
s a

re
 sh

ow
n 

in
 th

e 
ta

bl
e 

be
lo

w
. I

nt
er

pr
et

at
io

n 
is 

as
 fo

llo
w

s:
 a

n 
in

cr
ea

se
 fo

r a
 

Gr
ad

e 
4 

st
ud

en
t o

f 1
0 

po
in

ts
 o

n 
th

e 
Re

ad
 M

id
 L

EA
P 

as
se

ss
m

en
t c

or
re

sp
on

ds
 to

 a
 1

0.
7 

pe
rc

en
ta

ge
 p

oi
nt

 
in

cr
ea

se
 in

 th
e 

lik
el

ih
oo

d 
th

at
 a

 st
ud

en
t i

s p
ro

fic
ie

nt
 o

n 
th

e 
st

at
e 

ex
am

, w
he

n 
al

l o
th

er
 v

ar
ia

bl
es

 a
re

 h
el

d 
co

ns
ta

nt
. 

Su
bj

ec
t 

G
ra

de
 

Te
st

 

Pe
rc

en
ta

ge
 P

oi
nt

 In
cr

ea
se

 in
 

Li
ke

lih
oo

d 
of

 S
ta

te
 P

ro
fic

ie
nc

y 
fo

r 
10

 p
oi

nt
 in

cr
ea

se
 in

 L
EA

P 
(w

ith
 co

nt
ro

ls
) 

Pe
rc

en
ta

ge
 P

oi
nt

 In
cr

ea
se

 in
 

Li
ke

lih
oo

d 
of

 S
ta

te
 P

ro
fic

ie
nc

y 
fo

r 
10

 p
oi

nt
 in

cr
ea

se
 in

 L
EA

P 
(w

ith
ou

t c
on

tr
ol

s)
 

Re
ad

 
4 

M
id

 
10

.7
 

10
.6

 
Re

ad
 

3 
Pr

e 
10

.1
 

8.
2 

Re
ad

 
7 

M
id

 
10

.1
 

12
.6

 

Su
bj

ec
t 

G
ra

de
 

Te
st

 

Pe
rc

en
ta

ge
 P

oi
nt

 In
cr

ea
se

 in
 

Li
ke

lih
oo

d 
of

 S
ta

te
 P

ro
fic

ie
nc

y 
fo

r 
10

 p
oi

nt
 in

cr
ea

se
 in

 L
EA

P 
(w

ith
 co

nt
ro

ls
) 

Pe
rc

en
ta

ge
 P

oi
nt

 In
cr

ea
se

 in
 

Li
ke

lih
oo

d 
of

 S
ta

te
 P

ro
fic

ie
nc

y 
fo

r 
10

 p
oi

nt
 in

cr
ea

se
 in

 L
EA

P 
(w

ith
ou

t c
on

tr
ol

s)
 

M
at

h 
8 

Po
st

 
7.

3 
9.

5 
M

at
h 

4 
M

id
 

7.
0 

8.
6 

M
at

h 
8 

Pr
e 

7.
0 

8.
5 
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Ef
fe

ct
 o

f C
on

tr
ol

 V
ar

ia
bl

es

 

•		
O

ve
ra

ll,
 th

er
e 

is 
al

so
 a

 si
gn

ifi
ca

nt
 p

os
iti

ve
 re

la
tio

ns
hi

p 
be

tw
ee

n 
th

e 
sc

or
e 

th
at

 a
 st

ud
en

t r
ec

ei
ve

s o
n 

th
e 

LE
AP

 a
ss

es
sm

en
t a

nd
 th

e 
lik

el
ih

oo
d 

th
at

 th
e 

st
ud

en
t a

ch
ie

ve
 “

Pr
of

ic
ie

nt
” 

st
at

us
 o

n 
th

e 
St

at
e 

te
st

 w
ith

ou
t c

on
tr

ol
lin

g 
fo

r d
em

og
ra

ph
ic

 v
ar

ia
bl

es
. 

–	
	T

hi
s i

s t
ru

e 
ac

ro
ss

 a
ll 

gr
ad

e 
le

ve
ls 

(g
ra

de
 3

-g
ra

de
 8

), 
fo

r b
ot

h 
M

at
h 

an
d 

Re
ad

in
g 

as
se

ss
m

en
ts

, a
nd

 fo
r P

re
, M

id
, a

nd
 P

os
t t

es
ts

. 
•		

Co
nt

ro
lli

ng
 fo

r d
em

og
ra

ph
ic

 v
ar

ia
bl

es
 c

ha
ng

es
 th

es
e 

ef
fe

ct
 si

ze
s s

lig
ht

ly,
 

bu
t t

he
 c

ha
ng

e 
is 

ty
pi

ca
lly

 n
ot

 d
ra

st
ic

. H
ow

ev
er

, t
he

 m
od

el
s t

ha
t d

o 
no

t 
co

nt
ro

l f
or

 d
em

og
ra

ph
ic

 v
ar

ia
bl

es
 a

re
 b

ia
se

d 
m

od
el

s.
 

26
 

B-363



Re
su

lts
: L

EA
P 

Ba
nd

 M
od

el
s


 

27
 

B-364



 
 

 
 

 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

O
ve

ra
ll


 

•		
O

ve
ra

ll,
 st

ud
en

ts
 w

ho
 sc

or
e 

“L
ik

el
y 

to
 b

e 
Su

cc
es

sf
ul

” 
or

 “
M

ay
 b

e 
Su

cc
es

sf
ul

” 
on

 
th

e 
LE

AP
 a

ss
es

sm
en

t a
re

 si
gn

ifi
ca

nt
ly

 m
or

e 
lik

el
y 

to
 b

e 
pr

of
ic

ie
nt

 in
 th

e 
St

at
e 

as
se

ss
m

en
t t

ha
n 

th
os

e 
w

ho
 sc

or
e 

“U
nl

ik
el

y 
to

 b
e 

Su
cc

es
sf

ul
” 

on
 th

e 
LE

AP
 

as
se

ss
m

en
t, 

w
he

n 
co

nt
ro

lli
ng

 fo
r d

em
og

ra
ph

ic
 v

ar
ia

bl
es

. 
–	

	T
he

 e
ffe

ct
s a

re
 p

os
iti

ve
 a

nd
 st

at
ist

ic
al

ly
 si

gn
ifi

ca
nt

 fo
r a

ll 
gr

ad
es

, t
es

ts
, a

nd
 

su
bj

ec
ts

. 
–	

	U
nd

er
st

an
da

bl
y, 

st
ud

en
ts

 w
ho

 a
re

 c
at

eg
or

ize
d 

as
 “

Li
ke

ly
 to

 b
e 

Su
cc

es
sf

ul
” 

ar
e 

ge
ne

ra
lly

 m
or

e 
lik

el
y 

to
 b

e 
pr

of
ic

ie
nt

 o
n 

th
e 

st
at

e 
ex

am
 th

an
 th

os
e 

w
ho

 a
re

 
ca

te
go

riz
ed

 a
s “

M
ay

 b
e 

Su
cc

es
sf

ul
”, 

ho
w

ev
er

 th
er

e 
ar

e 
so

m
e 

ex
ce

pt
io

ns
. 

•		
Th

e 
siz

e 
of

 th
e 

ef
fe

ct
s f

or
 th

os
e 

w
ho

 a
re

 li
ke

ly
 to

 b
e 

su
cc

es
sf

ul
 ra

ng
e 

fr
om

 
ap

pr
ox

im
at

el
y 

13
 p

er
ce

nt
 to

 5
2 

pe
rc

en
t (

i.e
. t

he
y 

ar
e 

52
 p

er
ce

nt
 m

or
e 

lik
el

y 
to

 b
e 

pr
of

ic
ie

nt
 th

an
 th

os
e 

w
ho

 a
re

 u
nl

ik
el

y 
to

 su
cc

ee
d,

 w
he

n 
al

l o
th

er
 v

ar
ia

bl
es

 a
re

 h
el

d 
co

ns
ta

nt
). 

•		
Th

e 
siz

e 
of

 th
e 

ef
fe

ct
s f

or
 th

os
e 

w
ho

 m
ay

 su
cc

ee
d 

ra
ng

e 
fr

om
 a

pp
ro

xi
m

at
el

y 
11

 
pe

rc
en

t t
o 

32
 p

er
ce

nt
 (i

.e
. t

he
y 

ar
e 

32
 p

er
ce

nt
 m

or
e 

lik
el

y 
to

 b
e 

pr
of

ic
ie

nt
 th

an
 

th
os

e 
w

ho
 a

re
 u

nl
ik

el
y 

to
 su

cc
ee

d,
 w

he
n 

al
l o

th
er

 v
ar

ia
bl

es
 a

re
 h

el
d 

co
ns

ta
nt

). 

28
 

B-365



 
 

 
 

 
 

 
 

    
   

   
 

    
   

   

    
   

   
    
   

   

Gr
ad

e 
Re

su
lts


 

•		
By

 g
ra

de
, t

he
 to

p 
an

d 
bo

tt
om

 e
ffe

ct
 si

ze
s a

re
 sh

ow
n 

in
 th

e 
ta

bl
e 

be
lo

w
. I

nt
er

pr
et

at
io

n 
is 

as
 

fo
llo

w
s:

 A
 G

ra
de

 6
 st

ud
en

t 
w

ho
 sc

or
es

 “
Li

ke
ly

 to
 b

e 
Su

cc
es

sf
ul

” 
in

 th
e 

Pr
e 

Re
ad

 L
EA

P 
as

se
ss

m
en

t i
s 5

2.
2 

pe
rc

en
t m

or
e 

lik
el

y 
to

 b
e 

Pr
of

ic
ie

nt
 th

an
 a

 G
ra

de
 6

 st
ud

en
t t

ha
t s

co
re

s 
“U

nl
ik

el
y 

to
 b

e 
Su

cc
es

sf
ul

” 
in

 th
e 

Pr
e 

Re
ad

 A
ss

es
sm

en
t, 

ho
ld

in
g 

al
l o

th
er

 v
ar

ia
bl

es
 co

ns
ta

nt
. 

Su
bj

ec
t 

G
ra

de
 

Te
st

 
Li

ke
ly

 to
 b

e 
su

cc
es

sf
ul

 
(C

on
tr

ol
s)

 

M
ay

 b
e 

Su
cc

es
sf

ul
 

(C
on

tr
ol

s)
 

Li
ke

ly
 to

 b
e 

su
cc

es
sf

ul
 

(N
o 

co
nt

ro
ls

) 

M
ay

 b
e 

Su
cc

es
sf

ul
 

(N
o 

co
nt

ro
ls

) 

Re
ad

 
6 

Pr
e 

52
.2

%
 

17
.6

%
 

57
.0

%
 

18
.5

%
 

Re
ad

 
5 

Po
st

 
51

.7
%

 
18

.3
%

 
55

.4
%

 
19

.9
%

 

Re
ad

 
6 

Po
st

 
51

.5
%

 
19

.0
%

 
56

.4
%

 
21

.0
%

 

Su
bj

ec
t 

G
ra

de
 

Te
st

 
Li

ke
ly

 to
 b

e 
su

cc
es

sf
ul

 
(C

on
tr

ol
s)

 

M
ay

 b
e 

Su
cc

es
sf

ul
 

(C
on

tr
ol

s)
 

Li
ke

ly
 to

 b
e 

su
cc

es
sf

ul
 

(N
o 

co
nt

ro
ls

) 

M
ay

 b
e 

Su
cc

es
sf

ul
 

(N
o 

co
nt

ro
ls

 

M
at

h 
Gr

ad
e 

4 
Pr

e 
22

.3
%

 
17

.8
%

 
24

.8
%

 
20

.7
%

 

M
at

h 
Gr

ad
e 

5 
Pr

e 
19

.4
%

 
22

.6
%

 
21

.5
%

 
25

.5
%

 

M
at

h 
Gr

ad
e 

3 
Pr

e 
13

.3
%

 
11

.0
%

 
14

.3
%

 
14

.9
%

 

29
 

B-366



 
 

  
 

 
 

 
 

Ef
fe

ct
 o

f C
on

tr
ol

 V
ar

ia
bl

es

 

•		
O

ve
ra

ll,
 st

ud
en

ts
 w

ho
 a

ch
ie

ve
 “

Li
ke

ly
 to

 b
e 

Su
cc

es
sf

ul
” 

or
 “

M
ay

 b
e 

Su
cc

es
sf

ul
” 

on
 th

e 
LE

AP
 a

ss
es

sm
en

t w
er

e 
al

so
 si

gn
ifi

ca
nt

ly
 m

or
e 

lik
el

y 
to

 
be

 p
ro

fic
ie

nt
 in

 th
e 

St
at

e 
ex

am
 w

ith
ou

t c
on

tr
ol

lin
g 

fo
r d

em
og

ra
ph

ic
 

va
ria

bl
es

. 
–	

	T
hi

s i
s t

ru
e 

ac
ro

ss
 a

ll 
gr

ad
e 

le
ve

ls 
(g

ra
de

 3
-g

ra
de

 8
), 

fo
r b

ot
h 

M
at

h 
an

d 
Re

ad
in

g 
as

se
ss

m
en

ts
, a

nd
 fo

r P
re

, M
id

, a
nd

 P
os

t t
es

ts
. 

•		
Co

nt
ro

lli
ng

 fo
r d

em
og

ra
ph

ic
 v

ar
ia

bl
es

 c
ha

ng
es

 th
e 

siz
e 

of
 th

e 
ef

fe
ct

 
sli

gh
tly

, b
ut

 th
e 

ch
an

ge
s a

re
 n

ot
 d

ra
st

ic
. H

ow
ev

er
, t

he
 m

od
el

s t
ha

t d
o 

no
t 

co
nt

ro
l f

or
 d

em
og

ra
ph

ic
 v

ar
ia

bl
es

 a
re

 c
on

sid
er

ed
 b

ia
se

d 
m

od
el

s.
 

30
 

B-367



31

	

Ro
na

n 
Ke

en
an

 
Co

nt
en

t D
ire

ct
or

 
20

2.
79

3.
88

03
 

rk
ee

na
n@

ha
no

ve
rr

es
ea

rc
h.

co
m

 
w

w
w

.h
an

ov
er

re
se

ar
ch

.c
om

 

B-368



 

 

      

  
 

 

  

    
  

   
 

  
  
    

 

  
   

 

  

 
 

   
    

   
     

  
 

  
 

     
 

 

   
   

Clarifying Questions to NCAs Response to the Notice of Breach 	 June 4, 2018 

Authority staff is requesting that NCA clarify the following per the Notice of Breach letter dated March 
12, 2018: 

1)		 Nevada Connections (NCA) was asked to articulate the most essential features of the proposed 
academic change(s) to the education program to be implemented to correct the level of 
underperformance. NCA was asked to include information on how these approaches are different 
from those previously implemented. 

Authority staff would like more information on how the following proposed changes are different 
from those previously implemented: 

a) MATH, We Got This! (pgs. 9 – 11);
	
b) Math Time to Talk (pgs. 11 – 12), including the frequency of these sessions; and
	
c) Response to Intervention Model Training (pgs. 17 – 19).
	

2)		 NCA was asked to articulate how the organization will measure and evaluate academic progress 
throughout the school year, at the end of the academic year, and the entire school year.  This 
includes the performance of individual students, student cohorts, subgroups and the entire school. 

Authority staff is requesting the following information: 

a)		 The MAP formative assessment section (pg. 22) describes the mean normative RIT scores as a 
critical element in determining satisfactory progress for students.  A cut-score chart by grade 
level is referenced, but was not included in the submission. 

b)		 The LEAP formative assessment section (pgs. 22 – 23) seems to indicate that NCA currently 
utilizes this assessment.  If this assessment has already been implemented by NCA, Authority 
staff would like to review a copy of an anonymized student report, as described on page 22, that 
provides academic information to teachers and parents so as to identify skills, strengths and 
weaknesses of a student. 

c)		 On page 23, NVA references that Connections Education has specific definitions for each 
assessment that NCA uses in the formative assessment cycle.  It appears that the submission 
only provides a definition for Satisfactory progress for the LEAP assessment.  If there are, in fact, 
other definitions of satisfactory progress as implied, Authority would like for these to be 
provided. 

3)		 NCA was asked how teachers and school leadership will be supported in developing capacity around 
the academic benchmarks and interim and annual assessments.  Additionally, NCA was asked what 
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steps the school will take should the school fall short of benchmarks at a school-wide and/or 
classroom level. 

Authority staff is requesting the following information: 

a)		 More details about how teachers will be supported in the implementation of the Math, We Got 
This! initiative as described on page 10, Math Time to Talk as described on page 11, and the 
Response to Intervention model training as described on page 18.  Specifically, Authority staff 
requests to know the scope of the professional learning opportunities, the frequency of each, 
and how participation is to be monitored. 

b)		 More details about how learning coaches will be supported in the implementation of the Math, 
We Got This! initiative as described on page 10, and on the learning coach training as described 
on page 17. Specifically, Authority staff requests to know the scope of the professional learning 
opportunities, the frequency of each, and how participation is to be monitored so as to increase 
the participation rate from 34% during the 2017-2018 school year. 

c)		 More details about how frequently Professional Learning Communities (PLCs) will be 
implemented in the 2018-19 school year, and what student test data will be utilized during 
these meetings as described on page 19. 

Additionally, Authority staff has a few follow-up requests that are specific to the response received on 
May 4, 2018: 

1)		 On page 1, the submission notes that the school is working in consultation with a turnaround 
specialist on targeted interventions, and expects to receive the preliminary findings at the end 
of May, 2018.  Authority staff is requesting a copy of these findings. 

2)		 In the rationale for the Math Time to Talk initiative described on page 12, the submission states 
that two Connections Academy schools participated in a pilot of the Math Time to Talk program. 
The rationale goes on to state that the outcomes of this pilot were closely studied and verified in 
order to decide whether the program was successful and should be used in other schools.  
Because the program was deemed successful, Authority staff is requesting a copy of these 
results for review. 

3)		 In the description of the Lexia Reading Core5, the submission states on page 16 that NCA data 
shows a need to increase student proficiency in the six areas (phonological awareness, 
phonics/phonemic awareness, structural analysis, fluency, vocabulary, and comprehension) of 
reading instruction, including activities focused on academic vocabulary through structural 
analysis. Authority staff is requesting a copy of this data for review. 

4)		 In the description of the Response to Intervention Model Training, the submission explains how 
the School Support Team (SST) and performance data will be used to support struggling 
students on page 19. Authority staff would like more information on the RtI tiering process, as 
well as how frequently students will be re-evaluated for movement within the RtI tiers. 
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5)		 Authority staff agrees with NCAs assessment that the student mobility rate at the school has 
been a problem the last few years.  Page 21 of the submission notes that the school had the 
highest mobility rate in Nevada in 2015-16 at 73%.  Authority staff requests that the school 
provide the mobility numbers for the 2016-17 and 2017-18 school years. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

CLARIFYING QUESTIONS 
The clarifying questions are a supplement to and should be considered in context with the NCA 
Elementary Improvement Plan that was submitted to the Authority on May 4, 2018. 

Authority staff is requesting that NCA clarify the following per the Notice of Breach letter dated March 
12, 2018: 

Question 1 

1) Nevada Connections (NCA) was asked to articulate the most essential features of the proposed 
academic change(s) to the education program to be implemented to correct the level of 
underperformance. NCA was asked to include information on how these approaches are different 
from those previously implemented. 
Authority staff would like more information on how the following proposed changes are different 
from those previously implemented: 

a) MATH, We Got This! (pgs. 9 –  11); 
For the 2018-19 school year, NCA will be participating in the “Math, We’ve Got This!” initiative, a 
schoolwide focus on improving math achievement in students. Math We've Got This! (MWGT!) is a 
research-based professional learning series that has received positive feedback from teachers and 
delivery specialists at other Connections Academy schools. MWGT! is designed to improve 
understanding of math content among elementary school teachers, while focusing on pedagogical skills 
for teachers who are already content experts in math. As part of the initiative, each grade level and 
school curricular department is asked to own a piece of math and to propose and assess ways that their 
group could contribute to improving student outcomes. Aside from participating in the initiative, 
teachers receive specific MWGT! professional development. Learning Coaches (LC) also receive support 
on instructional practices to assist students achieve a growth mindset. This is a new professional 
learning initiative and it was not previously implemented at NCA. Previously offered professional 
learning opportunities are still available to NCA teachers. The professional development previously 
offered did not include a dedicated focus on math. MWGT! professional learning is now required for all 
elementary school teachers, as well. 

b) Math Time to Talk (pgs. 11 –  12), including the frequency of these 
sessions; and 
Math Time to Talk (Math TtT) is a synchronous math session that encourages students to engage in 
math discourse, discussion, and problem solving. Participation in math discourse has been shown to be 
associated with higher performance in final course score and math state assessment at Connections 
Academy schools (Choi & Walters, 2018).1 

1 Choi, J., & Walters, A. (2018, April). Exploring the impact of small-group synchronous discourse sessions in online math 
learning. Paper presented at the meeting of the American Educational Research Association, New York, NY. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

Math TtT consists of small group LiveLesson® sessions that appear in student courses approximately 
every seven lessons. NCA data demonstrates a need to focus on increasing students’ ability to engage in 
math discourse in such a way that promotes an increase in conceptual understanding. Math TtT is 
available every week (about every seven lessons) to all students in grades 3-5. This program was not 
previously implemented at NCA. It differs from previous approaches by adding increased emphasis on 
math discourse to the curriculum. Previous mathematics coursework in grades 3-5 at NCA did not offer a 
dedicated, synchronous session each week for students to practice math discourse with a certified 
professional that wasn't directly attached to specific coursework. 

c) Response to Intervention Model Training (pgs. 17 – 19). 
While NCA is already using multiple strategies to provide struggling students with effective and timely 
interventions, NCA is retraining all teachers on the multi-tiered instructional approach for the 2018-19 
school year. This is to ensure all teachers are up-to-date on our strategies and how to utilize the 
available resources for students. NCA is retraining all teachers in the Response to Intervention (RtI) 
program/protocols and on the teachers’ role in helping students. NCA is also retraining teachers to 
interpret data to make instructional decisions, to document their work with students as part of the 
Personal Learning Plan (PLP), to implement strategies for differentiating instruction, to identify the most 
appropriate SISPs for students, and to support students who are not progressing or are not engaged in 
the instructional program. While this Rtl program was in place previously, it was not being utilized 
effectively by all teachers due to annual turnover and changes to the program. The goal for the 2018-19 
school year is to train and “retrain” all teachers to effectively use this resource. 

Question 2 
 	

2) NCA was asked to articulate how the organization will measure and evaluate academic progress
	
throughout the school year, at the end of the academic year, and the entire school year. This includes 

the performance of individual students, student cohorts, subgroups and the entire school. 

Authority staff is requesting the following information:
	

a) MAP Formative Assessment Section 
a) The MAP formative assessment section (pg. 22) describes the mean normative RIT scores as a 
critical element in determining satisfactory progress for students. A cut-score chart by grade level is 
referenced, but was not included in the submission. 

The cut-score chart for 2016-17 by grade level is provided in Figure 1. 

Figure 1. 2016-17 Cut-Score Chart. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

b) LEAP Formative Assessment 
b) The LEAP formative assessment section (pgs. 22 – 23) seems to indicate that NCA currently utilizes 
this assessment. If this assessment has already been implemented by NCA, Authority staff would like 
to review a copy of an anonymized student report, as described on page 22, that provides academic 
information to teachers and parents so as to identify skills, strengths and weaknesses of a student. 

Please see the “Sample LEAP Data View Report” attached as Appendix A.  

c) Assessment Definitions 
c) On page 23, N[C]A references that Connections Education has specific definitions for each 
assessment that NCA uses in the formative assessment cycle. It appears that the submission only 
provides a definition for Satisfactory progress for the LEAP assessment. If there are, in fact, other 
definitions of satisfactory progress as implied, Authority would like for these to be provided. 

In order to gauge student growth on the Formative Assessments, Connections has defined a measure of 
Satisfactory Progress for Math and English Language Arts Reading. The calculation of this measure varies 
based on the test that the student is assigned, which can differ by school and by grade. 

On each of these assessments, Connections defines three types of success (predictor bands): Likely to be 
Successful, May be Successful, and Unlikely to be Successful. Please see Appendix B for the breakdown 
per assessment.  

Additionally, we have included the following definitions that Connections uses in the Formative 
Assessment Cycle. 

Longitudinal Evaluation of Academic Progress® (LEAP) 
Students receive a score of percent correct on the pretest and posttest LEAP assessments. Students 
have made satisfactory gains if they score a minimum of 75% on the posttest assessment and/or if they 
increase their score from the pretest to the posttest by 10 percentage points. 

DIBELS® Next 
Students who score “At or Above Benchmark” on the Spring Composite Benchmark score are considered 
to be making Satisfactory Progress.  

MAP® 
To measure Satisfactory Progress on this assessment we use the mean normative RIT scores and the 
expected growth measures provided by the testing company, NWEA. This is defined as students who 
make the expected RIT gain score from pretest to posttest or who score one standard deviation above 
the mean RIT score on the posttest.  
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

Question 3 
 	

3) NCA was asked how teachers and school leadership will be supported in developing capacity 
around the academic benchmarks and interim and annual assessments. Additionally, NCA was asked 
what steps the school will take should the school fall short of benchmarks at a school-wide and/or 
classroom level. 
Authority staff is requesting the following information: 

a) Teacher Support 
a) More details about how teachers will be supported in the implementation of the Math, We Got 
This! initiative as described on page 10, Math Time to Talk as described on page 11, and the Response 
to Intervention model training as described on page 18. Specifically, Authority staff requests to know 
the scope of the professional learning opportunities, the frequency of each, and how participation is 
to be monitored. 

i)  Math, We’ve Got This! initiative  as described on page 10 
Aside from participating in the MWGT! initiative, teachers will receive specific MWGT! professional 
development. Returning K-5 teachers who participated in the MWGT! Series during the 2017-2018 
school year will take part in a specially-tailored professional learning series directed to the MWGT! 
campaign, titled Building Conceptual Understanding in Math. During this seven-session series, 
participants will dive deeply into topics such as teaching place value, decimals, fractions, and geometry. 

The Building Conceptual Understanding in Math Professional Learning Series is: 

x	 Intensive – Participants will identify the purpose of educational practices, examine how they can 
be implemented in the virtual or blended environment, and collaboratively discuss strategies 
that can be implemented with students. 

x	 Ongoing – New instructional strategies and the latest learning research will be connected to 
topics presented and discussed in prior sessions to demonstrate how specific educational 
practices form the “big picture” of effective instruction. Further discussion and exploration at 
the school level strengthens these connections. 

x	 Connected to practice – Following each session, participants will apply what they’ve learned to 
their professional practice. They will integrate precise, targeted strategies into their planning 
and instruction, and reflect on the outcomes through the MWGT! ePortfolio Data View. 

Participants in the Building Conceptual Understanding in Math are content-area teachers, instructional 
support staff, advisory teachers, and substitute teachers that directly support student learning through 
courses at select Connections Academy schools. All have completed the MWGT! professional learning 
previously. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

PL Series during the 2018–2019 school year: 

September: MWGT! Building Conceptual Understanding in Math Series Overview (recorded session) 

How can teachers move beyond an instructional practice focused on computation and a focus on the 
“right” answer? Through deep content exploration, teachers can build mathematical conceptual 
understanding in their students. In this recording, teachers will preview the MWGT! Series which 
focuses on developing strategies for teaching foundational skills including place value, decimals, 
fractions, geometry, and algebra readiness. 

October: Know They Place (Value) 

What is the role of place value in connecting foundational concepts? As students build from counting to 
two-digit whole numbers, comparing and ordering numbers to addition and subtraction, place value is 
the central component that links these skills. In this session participants will investigate strategies for 
engaging students in activities that develop understanding of place value and serve as a bridge into 
activities and problem-based tasks that extend their learning. 

November: Get to the Point 

Why is the concept of the decimal so challenging for elementary math learners? 

Transitioning students from whole-number ideas to the role of the decimal as an indication of the parts 
of the whole is critical for deepening understanding of the complexity of numbers. In this session, 
participants will discuss strategies for addressing decimal misconceptions and for laying a solid 
foundation for future problem-solving applications. 

January: “How Many Slices of Pizza Do I Get?” 

Why do students typically enjoy the exploratory and discovery phase of learning fractions, but exhibit 
confusion or frustration when completing fraction computations? Shifting students from that 
exploratory phase to computation phase a critical point for ensuring that students have the ability to 
reason and make sense of math. In this session, participants will explore a variety of instructional 
strategies and tools that can be used to support an immersive and diverse experience with fractions. 

February: “Why Can’t I Add Apples and Oranges?” 

Why are diverse exposures to fractions a critical component for preventing the development of 
mathematical misconceptions? Oftentimes, fractions are deeply connected to a set of computation rules 
rather than a conceptual understanding of the meaning of a fraction. In this session, participants will 
delve deeper into common misunderstandings many students have about fractions and will explore 
instructional strategies for ensuring a thorough understanding of what a fraction represents. 

March: “My Dad is Eight Feet Tall.” 

How does early skill development of measurement lay the foundation for later success in geometry? 
Students who develop a sense of relative measurements and feel comfortable using units to describe 
measurements have a solid conceptual understanding of geometry. In this session, we will explore this 
relationship and strategies to grow student understanding of these critical foundational skills. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

April: X Marks the Spot 

Does algebra readiness start as early as first grade? Elementary students are successfully using big 
algebraic ideas including working with patterns, using symbols, and representing numbers in a variety of 
ways. In this session, participants will examine instructional strategies for building upon early 
elementary math skills with an algebraic mindset. 

Participation is monitored by the K-8 administrators, the managing teachers and the school leader. All 
staff members are required to participate, per their evaluation competencies.  

i i) Math Time to Talk as described on page 11 
Math TtT sessions are moderated by Pearson Online and Blended Learning (Pearson OBL) math subject 
experts who have a degree in mathematics and have received formal training on: 

x presenting the problem, 

x guiding the students in the discussion to focus on the process and different ways of approaching 
the particular problem rather than arriving at the solution, 

x Encouraging students to talk to one another about their thought processes, and 

x Giving feedback that promotes growth mindset. 

i i i ) Response to Intervention model training as described on page 18. 
All NCA teachers are enrolled in a Professional Development series that corresponds to their years of 
expertise in various areas of instruction, including Response to Intervention (RtI). Teachers new to NCA 
are enrolled in the 100 series (introduction and instructional-based), second year teachers in the 200 
series (expanding beyond first-year resources), and veteran teachers in the 300 series (refreshed 
information and retraining). For each series, there are seven sessions, usually starting in September and 
ending in April. Attendance in these professional development sessions is monitored by the K-8 
administrators, the managing teachers and the school leader and is connected to EOY evaluations and 
expected teacher competencies. Sessions are held at various times each week to accommodate teacher 
schedules. 

b) Learning Coach Support 
b) More details about how learning coaches will be supported in the implementation of the Math, We 
Got This! initiative as described on page 10, and on the learning coach training as described on page 
17. Specifically, Authority staff requests to know the scope of the professional learning opportunities, 
the frequency of each, and how participation is to be monitored so as to increase the participation 
rate from 34% during the 2017-2018 school year. 

i) Math, We Got This! initiative as described on page 10 
In 2018, NCA launched “Learning Coach Central” to provide parents and LCs with various resources from 
one central location. Included in these resources are various recordings and documents to assist LCs 
succeed in assisting students. As part of these resources, LCs have access to multiple articles and 
recordings to develop positive student mindsets and provide academic support, specifically in math. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

 Below is a sampling of those math resources/activities for LCs: 


x Math Mind Reader - Amaze family and friends by being able to reveal numbers they have in 
mind. 

x Fun With Infinity - Explore shapes through topology. One little twist in a piece of paper leads to 
some surprising discoveries. 

x Let the Math Games Begin! - November 1 marked the start of the 100-day countdown to the 
2018 Winter Olympics. There’s no need to wait! There are plenty of math games to play now! 

x Adventures with Numbers and Words - This month’s Family Math Activity explores the 
linguistics of math and the English words behind the numbers. You will discover some puzzling 
facts and some surprising patterns! 

x It's Just a Matter of Time - This month’s Family Math Activity explores the math behind the way 
time is divided into years, months, and days. 

x The Domino Effect - This month’s Family Math Activity explores one of the greatest strategy 
games of all time-dominoes! 

x Math Unplugged - This month’s Family Math Activity explores various methods for computation 
without using a digital device. 

x Famous Number Phrases - In this month’s Family Math Activity challenge yourself to identify 
famous number phrases. 

x Find the Math Superhero In You! - Rate your accomplishments and share strategies for 
continuing to exercise your mathematical muscles. 

In addition to these resources, live sessions are held throughout the year (quarterly) to provide LCs 
and/or parents support in helping their students remain positive about math. Participation is voluntary 
in these sessions, but LCs of “at-risk” students will be recommended to attend appropriate sessions by 
grade appropriate teachers. 

i i) Learning Coach Training as described on page 17. 
Learning Coach Orientation is available to all Learning Coaches (LC) of students who attend NCA. For the 
2018-19 school year, this orientation session is mandatory for all LCs. The Learning Coach Orientation 
provides LCs with information about their roles and responsibilities, a snapshot of what they and the 
students they support will encounter during a regular school day, as well as an opportunity for hands-on 
practice with common student processes and routine tasks. LCs will be given the first two weeks of the 
school year (or two weeks from their student’s enrollment date) to complete the orientation and 
completion of this orientation session will be monitored by homeroom teachers at all grade levels. 
Please see Figure 2. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

Figure 2. Learning Coach Orientation 

c) Professional Learning Communities 
c) More details about how frequently Professional Learning Communities (PLCs) will be implemented 
in the 2018-19 school year, and what student test data will be utilized during these meetings as 
described on page 19. 

i) Professional Learning Communities 
At NCA, the entire staff meets in their Professional Learning Community (PLC) teams on a bi-weekly 
basis. PLC participation and progress is monitored by K-8 administrators, the managing teachers and the 
school leader managers and the school leadership team. Successful participation and use of SMART 
(Specific, Measurable, Attainable, Results-Oriented, Time-Bound) goals is part of the EOY evaluation 
process for all NCA employees. 

i i) Student Test Data as described on page 19. 
Formative and Summative test data is utilized in academic-based PLC meetings, including (but not 
limited to) MAP, LEAP, course-based assessments, portfolios and student work samples. Nevada 
Department of Education School Performance Framework (NSPF) data is also utilized in PLC meetings, 
when available and appropriate. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

FOLLOW-UP REQUESTS 
Additionally, Authority staff has a few follow-up requests that are specific to the response received on 
May 4, 2018: 
1) On page 1, the submission notes that the school is working in consultation with a turnaround 
specialist on targeted interventions, and expects to receive the preliminary findings at the end of May 
2018. Authority staff is requesting a copy of these findings. 

Perceptual Data Set for NCA is provided as Appendix C. Additionally, NCA is expecting to receive an 
evaluation report from the Community Training and Assistance Center by the end of July that combines 
the perceptual data with student achievement data. 

NCA will update its Plan based on this report to achieve optimum results. 

2) In the rationale for the Math Time to Talk initiative described on page 12, the submission states 
that two Connections Academy schools participated in a pilot of the Math Time to Talk program. The 
rationale goes on to state that the outcomes of this pilot were closely studied and verified in order to 
decide whether the program was successful and should be used in other schools. Because the 
program was deemed successful, Authority staff is requesting a copy of these results for review. 

Please see Appendix D for the Math Time to Talk Pilot Results. 

3) In the description of the Lexia Reading Core5, the submission states on page 16 that NCA data 
shows a need to increase student proficiency in the six areas (phonological awareness, 
phonics/phonemic awareness, structural analysis, fluency, vocabulary, and comprehension) of reading 
instruction, including activities focused on academic vocabulary through structural analysis. Authority 
staff is requesting a copy of this data for review. 

The most recent NSPF data (2016-2017) for the elementary school at NCA indicates that on the ELA CRT, 
46.3% of students achieved above the cut score. Additionally ELA CRT MGP was 38.5 and AGP was 40.7. 
This data suggests that NCA needs to continue to work on improving student literacy at the elementary 
school. To best support student literacy growth and achievement, NCA believes it is important to focus 
on phonological awareness, phonics/phonemic awareness, structural analysis, fluency, vocabulary, and 
comprehension. We do not currently have data on each of those areas of literacy instruction, but for 
students who use Lexia Reading Core5 in the 2018-2019 school year, this data will be generated for 
those students moving forward. 

4) In the description of the Response to Intervention Model Training, the submission explains how the 
School Support Team (SST) and performance data will be used to support struggling students on page 
19. Authority staff would like more information on the RtI tiering process, as well as how frequently 
students will be re-evaluated for movement within the RtI tiers. 

The RtI “At-A-Glance Flowchart” (Appendix E) demonstrates the difference between the Rtl tiers and 
provides an overview of how students are identified for each tier. Students are re-evaluated for Rtl tiers 
quarterly, based on performance and/or teacher recommendation. 
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Nevada Connections Academy Elementary Improvement Plan – Clarifying Questions 

5) Authority staff agrees with NCAs assessment that the student mobility rate at the school has been a 
problem the last few years. Page 21 of the submission notes that the school had the highest mobility 
rate in Nevada in 2015-16 at 73%. Authority staff requests that the school provide the mobility 
numbers for the 2016-17 and 2017-18 school years. 

The data presented on page 21 is the data provided by the Nevada Department of Education on the 
transiency rate. NDE published this data for the 2016-17 school year and the rate for NCA is 62.5% for 
2016-17 (compared to 73.6% for 2015-16). As NDE has not yet published the data for the 2017-18 school 
year, student mobility data for 2017-18 is not yet available.  

As a public school, NCA is open-enrollment and cannot turn away students; thus, we gladly serve each 
and every student enrolled despite where they are at academically when they come to us. The impact of 
this mobility on academic performance can be unpredictable from year to year. Similar to students who 
arrive behind in coursework, studies also indicate that changing schools can have an adverse impact on 
test scores (Rumberger, 2015).2 

As stated in our Elementary Improvement Plan, NCA is going to track students as “New to the School” to 
understand this subgroup better going forward. It is NCA’s desire to work collaboratively with the 
Authority to identify meaningful ways to measure student growth and school performance, particularly 
with highly mobile students, since NCA and the Authority both recognize understanding mobility rate’s 
impact is a piece of the puzzle for school improvement.  

2  Rumberger, Russell W. (2015). Student Mobility: Causes, Consequences, and Solutions. Boulder, CO: National Education Policy 
Center. Retrieved 4/27/2018 from http://nepc.colorado.edu/publication/student-mobility. 
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APPENDIX A – SAMPLE LEAP DATA VIEW REPORT
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APPENDIX B – FORMATIVE ASSESSMENT 
PREDICTOR BANDS 
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Formative Assessment Pretest Proficiency Bands for English Language Arts: 2016 – 17 

Grades K – 1 

Proficiency Predictor 
Category DIBELS Next PALS Iowa FAST 

K 
Likely to be Successful At or Above Benchmark Benchmark = Yes Composite >= 46 
May be Successful Below Benchmark --- Composite 30 – 45 
Unlikely to be Successful Well Below Benchmark Benchmark = No Composite <= 29 
Likely to be Successful At or Above Benchmark Benchmark = Yes Composite >= 46 

1 May be Successful Below Benchmark --- Composite 30 – 45 
Unlikely to be Successful Well Below Benchmark Benchmark = No Composite <= 29 

Grades 2 – 12 

Proficiency Predictor 
Category LEAP Scantron MAP Iowa FAST 

2 
Likely to be Successful >= 70% Above or High Average >= 191 >= 55 
May be Successful 51% – 69% Low Average 159 – 190 40 – 54 
Unlikely to be Successful <= 50% Below Average <= 158 <= 39 

3 
Likely to be Proficient >= 67% Above or High Average >= 205 >= 87 
May be Proficient 52% – 66% Low Average 172 – 204 65 – 86 
Unlikely to be Proficient <= 51% Below Average <= 171 <= 64 

4 
Likely to be Proficient >= 62% Above or High Average >= 215 >= 127 
May be Proficient 56% – 61% Low Average 183 – 214 100 – 126 
Unlikely to be Proficient <= 55% Below Average <= 182 <= 99 

5 
Likely to be Proficient >= 73% Above or High Average >= 222 >= 127 
May be Proficient 60% – 72% Low Average 191 – 221 100 – 126 
Unlikely to be Proficient <= 59% Below Average <= 190 <= 99 

6 
Likely to be Proficient >= 64% Above or High Average >= 227 
May be Proficient 58% – 63% Low Average 196 – 226 
Unlikely to be Proficient <= 57% Below Average <= 195 

7 
Likely to be Proficient >= 62% Above or High Average >= 231 
May be Proficient 44% – 61% Low Average 199 – 230 
Unlikely to be Proficient <= 43% Below Average <= 198 

8 
Likely to be Proficient >= 62% Above or High Average >= 234 
May be Proficient 49% – 61% Low Average 201 – 233 
Unlikely to be Proficient <= 48% Below Average <= 200 

9 
Likely to be Proficient Above or High Average >= 237 
May be Proficient Low Average 205 – 236 
Unlikely to be Proficient Below Average <= 204 

10 
Likely to be Proficient Above or High Average >= 238 
May be Proficient Low Average 204 – 237 
Unlikely to be Proficient Below Average <= 203 

11 
Likely to be Proficient Above or High Average >= 240 
May be Proficient Low Average 206 – 239 
Unlikely to be Proficient Below Average <= 205 

12 
Likely to be Proficient Above or High Average >= 240 
May be Proficient Low Average 206 – 239 
Unlikely to be Proficient Below Average <= 205 
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Formative Assessment Pretest Proficiency Bands for Math: 2016 – 17 

Grades K – 12 

Proficiency Predictor 
Category LEAP Scantron MAP 

Likely to be Successful >= 70% 
K May be Successful 51% – 69% 

Unlikely to be Successful <= 50% 
Likely to be Successful >= 70% 

1 May be Successful 51% – 69% 
Unlikely to be Successful <= 50% 
Likely to be Successful >= 70% Above or High Average >= 191 

2 May be Successful 51% – 69% Low Average 164 – 190 
Unlikely to be Successful <= 50% Below Average <= 163 
Likely to be Proficient >= 84% Above or High Average >= 205 

3 May be Proficient 46% – 83% Low Average 177 – 204 
Unlikely to be Proficient <= 45% Below Average <= 176 
Likely to be Proficient >= 81% Above or High Average >= 217 

4 May be Proficient 44% –80% Low Average 188 – 216 
Unlikely to be Proficient <= 43% Below Average <= 187 
Likely to be Proficient >= 72% Above or High Average >= 227 

5 May be Proficient 50% – 71% Low Average 197 – 226 
Unlikely to be Proficient <= 49% Below Average <= 196 
Likely to be Proficient >= 66% Above or High Average >= 234 

6 May be Proficient 45% – 65% Low Average 202 – 233 
Unlikely to be Proficient <= 44% Below Average <= 201 
Likely to be Proficient >= 66% Above or High Average >= 240 

7 May be Proficient 45% – 65% Low Average 206 – 239 
Unlikely to be Proficient <= 44% Below Average <= 205 
Likely to be Proficient >= 65% Above or High Average >= 245 

8 May be Proficient 46% – 64% Low Average 208 – 244 
Unlikely to be Proficient <= 45% Below Average <= 207 
Likely to be Proficient Above or High Average >= 249 

9 May be Proficient Low Average 212 – 248 
Unlikely to be Proficient Below Average <= 211 
Likely to be Proficient Above or High Average >= 251 

10 May be Proficient Low Average 211 – 250 
Unlikely to be Proficient Below Average <= 210 
Likely to be Proficient Above or High Average >= 254 

11 May be Proficient Low Average 213 – 253 
Unlikely to be Proficient Below Average <= 212 
Likely to be Proficient Above or High Average >= 254 

12 May be Proficient Low Average 213 – 253 
Unlikely to be Proficient Below Average <= 212 
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Formative Assessment Midtest Proficiency Bands for English Language Arts: 2016 – 17 

Grades K – 1 

Proficiency Predictor 
Category DIBELS Next PALS Iowa FAST 

K 
Likely to be Successful At or Above Benchmark Benchmark = Yes 
May be Successful Below Benchmark ---
Unlikely to be Successful Well Below Benchmark Benchmark = No Coming Soon 
Likely to be Successful At or Above Benchmark Benchmark = Yes 

1 May be Successful Below Benchmark ---
Unlikely to be Successful Well Below Benchmark Benchmark = No 

Grades 2 – 12 

Proficiency Predictor 
Category LEAP Scantron MAP Iowa FAST 

2 
Likely to be Successful >= 76% Above or High Average >= 199 
May be Successful 60% – 75% Low Average 170 – 198 
Unlikely to be Successful <= 59% Below Average <= 169 

3 
Likely to be Proficient >= 85% Above or High Average >= 211 
May be Proficient 70% – 84% Low Average 181 – 210 
Unlikely to be Proficient <= 69% Below Average <= 180 Coming Soon 

4 
Likely to be Proficient >= 80% Above or High Average >= 219 
May be Proficient --- Low Average 190 – 218 
Unlikely to be Proficient <= 79% Below Average <= 189 

5 
Likely to be Proficient >= 80% Above or High Average >= 224 
May be Proficient 75% – 79% Low Average 196 – 223 
Unlikely to be Proficient <= 74% Below Average <= 195 

6 
Likely to be Proficient >= 75% Above or High Average >= 229 
May be Proficient 65% – 74% Low Average 201 – 228 
Unlikely to be Proficient <= 64% Below Average <= 200 

7 
Likely to be Proficient >= 65% Above or High Average >= 232 
May be Proficient 55% – 64% Low Average 203 – 231 
Unlikely to be Proficient <= 54% Below Average <= 202 

8 
Likely to be Proficient >= 65% Above or High Average >= 234 
May be Proficient 60% – 64% Low Average 203 – 233 
Unlikely to be Proficient <= 59% Below Average <= 204 

9 
Likely to be Proficient Above or High Average >= 237 
May be Proficient Low Average 207 – 236 
Unlikely to be Proficient Below Average <= 206 

10 
Likely to be Proficient Above or High Average >= 238 
May be Proficient Low Average 205 – 237 
Unlikely to be Proficient Below Average <= 204 

11 
Likely to be Proficient Above or High Average >= 240 
May be Proficient Low Average 207 – 239 
Unlikely to be Proficient Below Average <= 206 

12 
Likely to be Proficient Above or High Average >= 240 
May be Proficient Low Average 207 – 239 
Unlikely to be Proficient Below Average <= 206 

B-392



  

   

  

 
 

 
   

    
   

   
    

  
    

     
   

     
    

   
     

    
   

     
   

  
    

   
  

     
   

  
    

    
   

     
   

 
  

    
   

 
   

    
   

 
   

     
    

 

Formative Assessment Midtest Proficiency Bands for Math: 2016 – 17 

Grades K – 12 

Proficiency Predictor 
Category LEAP Scantron MAP 

K 
Likely to be Successful >= 93% 
May be Successful 60% – 92% 
Unlikely to be Successful <= 59% 

1 
Likely to be Successful >= 88% 
May be Successful 60% – 87% 
Unlikely to be Successful <= 59% 

2 
Likely to be Successful >= 80% Above or High Average >= 200 
May be Successful 60% – 79% Low Average 174 – 199 
Unlikely to be Successful <= 59% Below Average <= 173 

3 
Likely to be Proficient >= 95% Above or High Average >= 211 
May be Proficient 60% – 94% Low Average 186 – 210 
Unlikely to be Proficient <= 59% Below Average <= 185 

4 
Likely to be Proficient >= 85% Above or High Average >= 223 
May be Proficient 65% – 84% Low Average 195 – 222 
Unlikely to be Proficient <= 64% Below Average <= 194 

5 
Likely to be Proficient >= 95% Above or High Average >= 233 
May be Proficient 70% – 74% Low Average 203 – 232 
Unlikely to be Proficient <= 69% Below Average <= 202 

6 
Likely to be Proficient >= 60% Above or High Average >= 238 
May be Proficient 55% – 59% Low Average 207 – 237 
Unlikely to be Proficient <= 54% Below Average <= 206 

7 
Likely to be Proficient >= 60% Above or High Average >= 243 
May be Proficient 55% – 59% Low Average 210 – 242 
Unlikely to be Proficient <= 54% Below Average <= 209 

8 
Likely to be Proficient >= 55% Above or High Average >= 247 
May be Proficient --- Low Average 212 – 246 
Unlikely to be Proficient <= 54% Below Average <= 211 

9 
Likely to be Proficient Above or High Average >= 251 
May be Proficient Low Average 215 – 250 
Unlikely to be Proficient Below Average <= 214 

10 
Likely to be Proficient Above or High Average >= 252 
May be Proficient Low Average 212 – 251 
Unlikely to be Proficient Below Average <= 211 

11 
Likely to be Proficient Above or High Average >= 255 
May be Proficient Low Average 215 – 254 
Unlikely to be Proficient Below Average <= 214 

12 
Likely to be Proficient Above or High Average >= 255 
May be Proficient Low Average 215 – 254 
Unlikely to be Proficient Below Average <= 214 
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Formative Assessment Posttest Proficiency Bands for English Language Arts: 2016 – 17 

Grades K – 1 

Proficiency Predictor 
Category DIBELS Next PALS Iowa FAST 

K 
Likely to be Successful At or Above Benchmark Benchmark = Yes Composite >= 46 
May be Successful Below Benchmark --- Composite 30 – 45  
Unlikely to be Successful Well Below Benchmark Benchmark = No Composite <= 29 
Likely to be Successful At or Above Benchmark Benchmark = Yes Composite >= 46 

1 May be Successful Below Benchmark --- Composite 30 – 45  
Unlikely to be Successful Well Below Benchmark Benchmark = No Composite <= 29 

Grades 2 – 12 

Proficiency Predictor 
Category LEAP Scantron MAP Iowa FAST 

2 
Likely to be Successful >= 70% Above or High Average >= 205 >= 96 
May be Successful 55% – 69% Low Average 173 – 204 81 – 95 
Unlikely to be Successful <= 54% Below Average <= 172 <= 80 

3 
Likely to be Proficient >= 70% Above or High Average >= 215 >= 129 
May be Proficient 55% – 69% Low Average 184 – 214 114  – 128 
Unlikely to be Proficient <= 54% Below Average <= 183 <= 113 

4 
Likely to be Proficient >= 70% Above or High Average >= 222 >= 157 
May be Proficient 55% – 69% Low Average 191 – 221 142  – 156 
Unlikely to be Proficient <= 54% Below Average <= 190 <= 123 

5 
Likely to be Proficient >= 70% Above or High Average >= 228 >= 154 
May be Proficient 55% – 69% Low Average 197 – 227 139  – 153 
Unlikely to be Proficient <= 54% Below Average <= 196 <= 138 

6 
Likely to be Proficient >= 70% Above or High Average >= 231 
May be Proficient 55% – 69% Low Average 201 – 230 
Unlikely to be Proficient <= 54% Below Average <= 200 

7 
Likely to be Proficient >= 70% Above or High Average >= 234 
May be Proficient 55% – 69% Low Average 203 – 233 
Unlikely to be Proficient <= 54% Below Average <= 202 

8 
Likely to be Proficient >= 70% Above or High Average >= 237 
May be Proficient 55% – 69% Low Average 204 – 236 
Unlikely to be Proficient <= 54% Below Average <= 203 

9 
Likely to be Proficient Above or High Average >= 239 
May be Proficient Low Average 206 – 238 
Unlikely to be Proficient Below Average <= 205 

10 
Likely to be Proficient Above or High Average >= 240 
May be Proficient Low Average 204 – 239 
Unlikely to be Proficient Below Average <= 203 

11 
Likely to be Proficient Above or High Average >= 241 
May be Proficient Low Average 205 – 240 
Unlikely to be Proficient Below Average <= 204 

12 
Likely to be Proficient Above or High Average >= 241 
May be Proficient Low Average 205 – 240 
Unlikely to be Proficient Below Average <= 204 
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Formative Assessment Posttest Proficiency Bands for Math: 2016 – 17 

Grades K – 12 

Proficiency Predictor 
Category LEAP Scantron MAP 

K 
Likely to be Successful >= 70% 
May be Successful 61% – 70% 
Unlikely to be Successful <= 60% 

1 
Likely to be Successful >= 70% 
May be Successful 61% – 70% 
Unlikely to be Successful <= 60% 

2 
Likely to be Successful >= 70% Above or High Average >= 207 
May be Successful 61% – 70% Low Average 179 – 206 
Unlikely to be Successful <= 60% Below Average <= 178 

3 
Likely to be Proficient >= 65% Above or High Average >= 218 
May be Proficient 51% – 65% Low Average 190 – 217 
Unlikely to be Proficient <= 50% Below Average <= 189 

4 
Likely to be Proficient >= 65% Above or High Average >= 229 
May be Proficient 51% – 65% Low Average 199 – 228 
Unlikely to be Proficient <= 50% Below Average <= 198 

5 
Likely to be Proficient >= 65% Above or High Average >= 239 
May be Proficient 51% – 65% Low Average 205 – 238 
Unlikely to be Proficient <= 50% Below Average <= 204 

6 
Likely to be Proficient >= 65% Above or High Average >= 243 
May be Proficient 51% – 65% Low Average 209 – 242 
Unlikely to be Proficient <= 50% Below Average <= 208 

7 
Likely to be Proficient >= 65% Above or High Average >= 247 
May be Proficient 51% – 65% Low Average 211 – 246 
Unlikely to be Proficient <= 50% Below Average <= 210 

8 
Likely to be Proficient >= 65% Above or High Average >= 251 
May be Proficient 51% – 65% Low Average 212 – 250 
Unlikely to be Proficient <= 50% Below Average <= 211 

9 
Likely to be Proficient Above or High Average >= 254 
May be Proficient Low Average 214 – 253 
Unlikely to be Proficient Below Average <= 213 

10 
Likely to be Proficient Above or High Average >= 254 
May be Proficient Low Average 211 – 254 
Unlikely to be Proficient Below Average <= 210 

11 
Likely to be Proficient Above or High Average >= 257 
May be Proficient Low Average 214 – 256 
Unlikely to be Proficient Below Average <= 213 

12 
Likely to be Proficient Above or High Average >= 257 
May be Proficient Low Average 214 – 256 
Unlikely to be Proficient Below Average <= 213 
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I 

The following data come from these sources: 

•!• School Engagement Survey (2017-2018) 

•!• Student Satisfaction Survey (2017-2018) 

•!• Parent Satisfaction Survey (2017-2018) 

•!• Focus Groups with Educators, Students , 
and Parents (Spring 2018) 

The data displays are organized by 

seven dimensions of effective schools: 

A. School Context and Culture 

B. Leadership and School Improvement 

C. Curricu lum and Instruction 

D. Teacher Effectiveness and Support 

E. Student Responsibility and Support 

F. Family and School Relationships 

G. Network Systems of Support 

Not for Distribution: Prepared for Nevada Connections Academy Spring Perceptions I Page 2 
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Dimension A. School Context and Culture 

Aligned School Engagement Survey Items for Educators 
Percent of 

Favorab le ResP-onses 

1. My school is moving in the right direction 77 

2. I fee l connected to my colleagues 74 

3. My manager keeps me informed about updates that impact my job 94 

4. I see myself still working at my school next school year 91 

5. My school motivates me to go beyond what I would in a similar role 77
elsewhere 

Aligned Student Satisfaction Survey Items 

1. How much do you like Connections K-2 3-5 
Academy? Response Res onses 

Sample Size 39 99 
I like Connections Academy a lot. 90% 69% 

I like Connections Acade my a little. 5% 19% 
I dislike Connections Academy a little. 3% 5% 
I dis like Connections Academy a lot. 3% 7% 

2. What letter grade would you give to your 
K-2 3-5

Connections A cademy school for the 
Responses Responses

20 17-2018 school year? 
Sample Size 99 

A 52% 
B 32% 
c 8% 
D 6% 
F 2% 

6-8 9-12 
Responses Responses 

6-8 9-12 
Responses Responses 

174 139 
49% 53% 
30% 27% 
17% 14% 
3% 5% 
1% 0% 

... 

3. Overall, how satisfied are you with the 
Connections A cademy program? 

K-2 
Responses 

3-5 
Res onses 

6-8 
ResJ>onses 

9-12 
Responses 

Sample Size 174 139 
Very Satisfi ed 

Somewhat Satisfied 
61 % 
29% 

70% 
23% 

Somewhat Dissatisfied 
Very Dissatisfied 

8% 
2% 

6% 
1% 

Not for Distribution: Prepared for Nevada Connections Academy Spring Perceptions I Page 3 
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Dimension A: School Context and Culture 

Aligned Student Satisfaction Survey Items 

4. Compared to your previous school, how 
satisfied are you with Connections 
Academy? 

r K-2
Responses 

3-S 
Responses 

6-8 
Responses 

9-12 
Responses 

Sample Size 171 139 
Much more satisfied Sl o/o 60% 

Somewhat more satisfied 29% 24% 
Somewhat less satisfied 15% 12% 

Much less satisfied 5% 4% 

s. Please tell us how much you agree or K-2 6-8 9-12 
disagree with the lo/lowing statement .•• Responses Res Responses Res onses 

I am enjoying the rogram 
Sample Size 174 139 

Strongly Agree 49% 53% 
Agree 37% 36% 

Disagree 10% 9% 
Strongly Disagree 5% 1% 

6. Will you continue all the way through 1 21h 3-S 6-8 9-12K-2 
grade with Connections Academ ? Responses Responses Responses Res onses 

Sample Size 113174 
Yes, Definitely 14% 43% 

Probably 19% 23% 
Ma be 13% 15% 

Probably Not 21 % 8% 
Definite! Not 16% 7% 
I don't know 17% 4% 

Spring Perceptions I Page 4 
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Dimension A: School Context and Culture 

Aligned Parent Satisfacfion Survey Items 

What overall grade would you give to 
the Connections Academy program? 

• Grade = A Grade = B • 

Do you recommend Connections 

25.3% 

Academy to parents whose children 
are not enrolled in the program? ..*" 

• Yes No 

Will your child continue in 
Connections Academy 

next school year (2018-2019)? 15.7% '/ ' · I ;. ' t I 

• Yes. oennltely Probably 

Compared to your child's previous .- . - -- - ~-,,..-----..-.-.. ~ ~---

school, how satisfied are you with the 13.1% Connections Academy program? - . ~ ~ ;:· ~·- ; ~ -3.:·:: )-
• Much more satisfied Somewtiat more satisfied 

Overall, how satisfied is your child with - - --. ---r-·• - .. 
the Connections Academy program? • : • I .'} ~' ~ . 22.0% ' -- - - ··-_:j ·_-""-::. ~- ,__· - ~--

• Very satisfied Somevlhat satisfied 

Focus Group Themes 

Most teachers feel they are well supported and that there is good collaboration among the teachers. Some 
teachers feel overly directed and would like to have more trust and support from the leadership. Teachers, 
parents, and students all report there is a good relationship between teachers and students. It can 
sometimes be challenging, however, to get some students involved. Parents like Nevada Connections 
Academy (NCA) for such reasons as the freedom to manage one's own time, the flexibility afforded, 
personalized instruction, and higher levels of parental engagement. Parents also appreciate the school's 
support of their students. 

All teachers I've met are nice and I learn a lot. Back at my old school, they didn't care about me. 
They just wanted me out of class. These teachers saw it and included me. 

-Student 

[Students are] succeeding with NCA where they would be failing at the district schools. I like the 
more direct involvement and knowing what's going on day-to-day. You get more of the one-on-one 
help if you need it... lt's not a guessing game. 

-Parent 

NCA is a big family and we all benefit from the collaborative nature of this school. Teachers work 
together to collaborate on curriculum, planning, and to discuss students when necessary. I also feel 
that there is no hesitation to ask questions and everyone is very open to help out. 

-Teacher 

Net Promoter Score = 68.9% (+3.0%) 

Not for Distribution: Prepared for Nevada Connections Academy Spring Perceptions I Page 5 
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Dimension 8. Leadership and School Improvement 

Percent of 
Aligned Scho o l Engagement Survey Items for Educators 

Favorable ResP.on ses 

l1. The leadership 
motivates me 

team at my school has communicated a vision that 

2. I have confiden ce in the leadership team at my school 

3. My school's leadership team uses data to make informed decisions 

4. My School Lead er sets a clear direction for my school 

team at my school demonstrates that people are5. The leadership 
important to the school's success 

6. My School Lead er is accessible to and known by our employees 

ership team clearly communicates information that7. My school's lead 
affects our school -----

8. I have the ability to impact change at my school 

I 
I 
I 

t 
I 
I 
I 

f -

,__ 

9. Our school's lea 

l 0. My manager, o 
based on recen 

dership team is transparent about school changes 

r someone else, has communicated some clear actions 
t survey results 

11. My manager does a good job involving staff in decisions that affect 
them 

l 2. I feel comfortable speaking with my manager about my needs 

l 3. My manager does a good job explaining the rationale for decisions 

ovides regular performance feedback14. My manager pr 

15. My manager is a great role model for my school 

l 6 . My manager is Invested in my development and continued growth 

Aligned Student Satisfaction Survey Items 

I 

No aligned Student Satisfaction Survey items found at this time 

No aligned Parent Satisfaction Survey items found at this time 

85 

84 

88 

55 

93 

65 

86 

78 

82 

41 

88 

91 

89 

91 
-

90 

86 
-
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Dimension B. Leadership and School Improvement 

Focus G roup Themes 

Teachers and parents feel the leadership team is approachable and supportive. Parents and teachers also 
note the rapid response time and availability of school leaders. Teacher leadership is very evident at 
NCA. Teachers serve a variety of roles (e.g., manager, team lead, coach) to support their colleagues. The 
overall communication is good, with some teachers hoping to get more consistent messaging from school 
leaders. Teachers tend to report Instructional leadership as coming from the broader Connections Academy 
network or a colleague. 

This year has been challenging .. . we have leadership from corporate, then leadership from the state, 
and leadership here. Those visions don't always line up.•• [School leaders] have done a good job of 
maintaining the course. 

-Teacher 

We have the problem of getting conflicting messages from different leaders, particularly 
miscommunications related to deadlines and what is required to do. 

-Teacher 

We've never had a problem getting a hold of the administrators. They ore responsive a,nd provide 
timely responses. They send emails and check in on a regular basis. 

-Parent 

Not for Distribution: Prepared for Nevada Connections Academy Spring Perceptions I Page 7 
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Dimension C. Curriculum and Instruction 

Aligned School Engagement Survey Items for Educators 


No aligned School Engagement Survey items found at this time 


Aligned Student Satisfaction Survey Items 

1. Did you enroll in a Connections Academy 
national club or attend any national special K-2 3-5 6-8 9-12 
events (such as the Music Contest) this Responses Responses Responses Responses 
year? 

Sample Size 39 99 174 139 
Yes 51 % 20% 9% 6% 
No 49% 80% 91 % 94% 

2. Have you gone on a field trip or been to 
another school-sponsored event this school 
year? 

K-2 
Responses 

3-5 
Responses 

6-8 
Respon ses 

9-12 
Responses 

Sample Size 39 99 174 139 
Yes 51 % 54% 34% 23% 
No 49% 46% 66% 77% 

3. Overall, how satisfied are you with the K-2 3-5 6-8 9-12 
course options available to you? Responses Responses Responses Responses 

Sample Size 139 
Very Satisfied 58% 

Somewhat Satisfied 32% 
Somewhat Dissati sfied 9% 

Very Dissatisfied 1% 

Not for Distribution: Prepored for Nevoda Connections Academy Spring Perceptions I Page 8 
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Dimension C. Curriculum and Instruction 

Aligned Student Satisfaction Survey Items 

- 6-12 Prompt: Please let us know how satisfied you 4. K-5 P"mpt' Pl,.., lol "' koow how m"'h yoo L4. 

- like your Connections Academy courses. are with your Connections Academ'i courses. rK-2 Responses 3-5 Responses I 6-8 Responses 9-12 Responses 

a. Health and Physical Education 

-r I 
-

Sample Size 39 99 Sample Size 174 139- _,__ -
I really like it 77% S2% Very Satisfied 63% 63% -

It is OK 21% 44% Somewhat Satisfied 29% 32%- _,__ 
I don't like it 3% 4% Not Very Satisfied 5% 4%- -  -

Not at all Satisfied 3% 1% 

b. Art/Humanities - Sample Size 39 99 Sample Size 174 139- -  --  -
I really like it 82% 62% Very Satisfied S6% S8% -

ltis OK 15% 32% Somewhat Satisfied 30% 34%- -·I don't like it 3% 6% Not Very Satisfied 9% 4% 
Not at all Satisfied 5% 4%- 

c. Language Arts - -
'Sample Size 39 99 Sample Size 174 139 -

I really like it S9% 47% - Very Satisfied 49% 64% 
ltis OK 38% 43% Somewhat Satisfied 44% 29%- -

I don't like it 3% 9% Not Very Satisfied 3% 6%- -  -
Not at all Satisfied 4% 1% 

d. Math - -
Sample Size 39 99 Sample Size 174 139- - - - >

I really like it S9% 35% - ~y Satisfied 49% S8% -
It is OK 36% 42% Somewhat Satisfied 39% 33% 

I don't like it 5% 22% Not Very Satisfied 10% 6% -
Not at all Satisfied 2% 3%- -

e . Science - ·-Sample Size 39 99 Sample Size 174 139 
-

I really like it 8S% 70% Very Satisfied 62% 64%- -
It is OK 15% 28% Somewhat Satisfied 30% 28% 

I don't like it 0% 2% Not Very Satisfied 4% 6% 
~ -

Not at all Satisfied 3% 2% 
-~ -

f. Social Studies 
>

Sample Size 39 99 Sample Size 174 139 
I really like it 77% 46% Very Sotisfied S9% 68% 

It is OK 21% 44% Somewhat Satisfied 30% 27%- -- - -
I don't like it 3% 9% Not Very Satisfied 6% 3% 

Not at all Satisfied I 4% 2%,_ 
g. Technology 

Sample Size 39 99 Sample Size 174 139- -
I really like it - - 64% S8%~- Very Satisfied 49% S4% 

It is OK 31% 32% Somewhat Satisfied 37% 34% 
I don't like it 5% 10% Not Very Satisfied 6% 7%- -  -

Not at all Satisfied 7% 5% 
h. Electives (K-S)/Career Tech (6-12) -

Sample Size 39 99 Sample Size 174 139- ·- ---.- -
I really like it S4% 45% Very Satisfied 43% SS% -

It is OK 41% 49% Somewhat Satisfied 42% 35% -
Idon't like it 5% 5% Not Very Satisfied 9% 6%- - J INot at all Satisfied 6% 4% -  -

Not for Distribution: Prepared for Nevada Connections Academy Spring Perceptions I Page 9 
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Dimension C. Curriculum and Instruction 

Aligned Student Satisfaction Survey Items 

5. Have you participated in a real-time 
K-2 3-5 6-8 9-12discussion or instruction through 

Responses Responses Responses ResponsesConnections Academy's LiveLesson®? 
Sample Size -- -- 174 139 

Yes -- -- 82% 87% 
No -- -- 18% 13% 

6. Why do you attend LiveLession® sessions? K-2 3-5 6-8 9-12 
Responses Responses Res~onses Responses 

Sample Size -- -- 143 121 
To engage with my teacher -- -- 66% 60% 

To engage with other students -- -- 36% 30% 
To receive instructional help -- -- 80% 84% 

7. Have you ever had a hard time learning K-2 3-5 6-8 9-12 
something in school {or struggled in class)? Responses Responses Responses Responses 

Sample Size 39 99 174 739 
Yes 56% 90% 90% 84% 
No 44% 10% 10% 16% 

8. Please tell us how much you agree or K-2 3-5 6-8 9-12 
disagree with the following statement ... Responses Responses Responses Responses 
My courses/subjects are more challenging than my former schooling (public, home, or other) 

Sample Size -- -- 171 139 
Strongly Agree -- -- 38% 33% 

Agree -- -- 45% 32% 
Disagree -- -- 12% 29% 

Strongly Disagree -- -- 5% 6% 
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Dimension C. Curriculum and Instruction 

Aligned Parent Satisfaction Survey Items 

I am satisfied with the variety of learning 

activities provided by the program. 
 50.1% 

• Agree Slrongly Agree 

The curriculum Is high quality. 49.0% 
• Agree Strongly Agree 

I am able to personalize the 

curriculum to fit the learning 
 8%) 46.6%demands and interests of my child. 

• Agree Strongly Agree 

The use of the computers and Connexus® 
is Improving the leamlng experience. 

• Agree Strongly Agree 

The curriculum is more challenging 

than my child's former schooling. 
 1%) 39.3% 

• Agree Strongly Agree 

I am satisfied with the opportunities 

my child has for participation in 
 52.2% extracurricular activities. 

• Agree Strongly Agree 

49.2% 

Not for Distribution: Prepared for Nevada Connections Academy Spring Perceptions I Page 11 
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Dimension C. Curricu lum and Instruction 

Focus Group Themes 	
' 

i 

~ 

Teachers think the curriculum is very rigorous, and it can be challenging for some students to keep up. 

However, teachers report that when students do take ownership of their learning, they have higher 

,' 


achievements. Teachers use data to identify students' learning needs and progress in their Teacher 

Learning Communities (TLCs). However, finding time and getting motivated to dig deep into the data can ; 


be a challenge. Teachers appreciate the freedom to modify the curriculum to better meet students' 

•I 	 individual needs. Parents tend to like the curriculum, and comment on Its rigor, sometimes stating it is 

beyond their expectations. Students agree that the curriculum at the NCA is more conducive to learning, 
and report getting more content than at other schools. Some feel it is the way that lessons and tests are 
presented that makes it difficult. Students and parents report that portfolios are worthwhile though 
complex, and can be a challenge when multiple portfolios are due at the same time. Portfolio directions 
are sometimes not explicit enough for students and families. Students and families feel there is room for 
more innovation in the lessons. They cite an example instructional practice of reading a long text and 
answering questions, which they feel happens too frequently. Students hope to have more face-to-face 
collaborations with their peers. 

The curriculum is incredibly challenging. I would put our curriculum against any college prep school in 
the nation .... I am glad we have the latitude to modify the curriculum. 

-Teacher 

If they have more pop-ups within the lessons within the subject, if might make if more meaningful for 
them. That could help keep the spark for the kids. I was very excited about the video chaffing . .. The 
attention span is longer when there's interaction. 

-Parent 

You're teaching yourself as you read through a lesson. In my old school...no big projects. At this 
school, there are a lot of science experimenfs--owesome! 

-Student 

Not for Distribution: Prepared for Nevada Connections Academy 	 Spring Perceptions I Page 12 
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Dimension D. Teacher Effectiveness and Support 

Percent of 
A ligned Schoo l Engagement Survey Items for Educators 

Favorable Res on ses 

1. 	 I can see the opportunities for continued growth and development 77 

2. 	 I am happy with my current role related to what was described to 83 
me 

3. 	 I have enough autonomy to perform my job effectively 95 

4. 	 I receive appropriate recognition for good school work at my school 

5. 	 My team inspires me to do my best work 

6. 	 My work gives me a feeling of personal accomplishment 

7. 	 Staff at my school are held mutually accountable for student 
achievement 

8. 	 Feedback is openly shared at my school 

9. 	 Generally, I believe my workload is reasonable for my role 

1 0. I know what I need to do to be successful in my role 

11 • Our school's leadership team is t ransparent about school changes 

1 2. I am satisfied working with my immediate manager 

Aligned Student Satisfaction Survey Items 

85 


81 


89 


74 


79 


66 


95 


82 


90 


1. How many stars, out of live, would you K-2 3-S 6-8 9-12 
give our teacher? Responses Responses Responses 

Sample Size 39 99 174 139 
S Stars 87% 74% 56% 60% 
4 Stars 5% 16% 28% 28% 
3 Stars 3% 6% 12% 11% 
2 Stars 3% 3% 2% 1% 
1 Star 3% 1% 2% 1% 

0 Stars 0% 0% 1% 0% 

2. How satisfied are you w ith the amount ol 
contact you have with your teachers? 

Sample Size 
Very Satisfied 

Somewhat Satisfied 

K-2 
Responses 

3-S 
Responses 

6-8 
Responses 

174 
SS% 
39% 

9-12 
Responses 

139 
71 % 
24% 

Somewhat Dissatisfied 4% 4% 
Very Dissa tisfied 2% 1% 
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Dimension D. Teacher Effectiveness and Support 

Aligned Student Satisfaction Survey Items 

3. How frequently are you in touch with your K-2 3-5 Ti 6-8 9-12 
Connections Academy teachers? Responses Responses Responses Res onses 

Sample Size 174 139 
Daily 14% 9% 

Once a week or more frequently 39% 42% 
Three times a month 16% 19% 

Twice a month 9% 17% 
Once a month 14% 6% 

Less than once a month 9% 7% 

4. What is the most common method ol 
K-2 3-5 Ji 6-8 9-12

communication between you one/ your 
Responses Responses Responses Responses

Connections Academy teachers? 
Sample Size 174 139 

WebMail 57% 53%--
Telephone 18% 31% 

Mail 1% 0% 
Livelesson® session 23% 17% 

5. Please rate the response time ol your K-2 3-5 6-8 9-12 
teachers Responses Responses Responses Responses 

Sample Size 174 139 
Excellent 40% 53% 

Good 41 % 37% 
Fair 17% 9% 
Poor 2% 1% 

6. We woulcl like to know whether the 
teachers' responses to your questions ore 

K-2 3-5 6-8 9-12
informative one/ helpful. In general, how 

Responses Responses Responses Responses
satisliecl are you with the helpfulness ol 
your Connections Acaclem teachers? 

Sample Size 174 139 
Very Satisfied 56% 67% 

Somewhat Satisfied 38% 29% 
Somewhat Dissatisfied 5% 3% 

Very Dissatisfied 1% 1% 

-1,7. Do you reacl the Student Experience E-
K-2 3-5 :r: 6-8 9-12

News that is sent to your WebMail box Responses Responses Responses Responses 
every other week? 

Sample Size 174 139 
Yes 21 % 19% 
No 13% 22% 

Sometimes 53% 50% 
Not sure what the Student Experience E-News is 13% 9% 
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Dimension D. Teacher Effectiveness and Support 

Aligned Parent Satisfaction Survey Items 

How satisfied are you with the 
helpfulness of your child's 

Connections Academy teachers? 21.3% 

• Very Satisfied Somewhat Satisfied * 

How would you rate the 
response time of your child's 

Connections Academy teachers? 29.2% 

• Excellent Good 

The teachers improve the 
learning experience. 47.0% 

• Agree Strongly Agree 

Focus Group Themes 

Teachers feel supported overall and acknowledge there is a learning curve for educators who transfer 
from other school settings. Teachers collaborate and review data together to discuss students' progress. 
Teachers report class sizes are large, which brings challenges such as meeting students' individual needs. 
Parents and students are pleased on the whole with their teachers and state that interactive times during 
lessons are among the most effective. Teachers appreciate the professional development on strategies for 
delivering Live lessons® and having nationwide collaboration. Teachers feel some of the p rofessional 
development offerings are less relevant that others. Some teachers would like to have more professional 
development that is subject specific and other t raining opportunities outside the network. 

We do the portfolios, and teachers give us feedback. That is positive. If they do bad, the teacher 
is calling us, right away. [The teacher] will pinpoint it and call us, versus the district schools where 
teachers don't care. 

-Parent 

The only thing I'd like to see is that because we have so many teachers that come from the brick 
and mortar setting, just like a fireman going to be a policeman, a special training for them would 
be helpful. 

-Teacher 

The sheer amount of data we have on student performance is just mind-boggling. However, the 
time to drill down to that data is not always available. The one negative . . . is the number of 
students [teachers] have. 

-Teacher 
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Dimension E. Student Responsibi lity and Support 

Percent of 
Aligned School Engagement Survey Item for Educators 

Favorable Reseonses 

1. My school provides a safe environment for students to learn 99 

Aligned Student Satisfaction Survey Items 

1. Please rate how your teacher(s) helped K-2 3-5 G6-8 ~12when you were having a hard time 
Responses Responses Responses Responses

learning... 
a. My teacher{s) was easy~ get in touch with when I needed help 

Sample Size 22 89 157 J 117 
Strongly Agree 68% 60% 46% 57% 

Agree 27% 30% 45% 38% 
Disagree 0% 8% 6% 3% 

Strongly Disagree 5% 2% 2% 1% 
b. My teacher(s) responded quickly 

Sample Size 22 89 157 117 
Strong I Agree 68% 42% 33% 50% 

Agree 27% 43% 45% 36% 
Disagree 0% 12% 19% 12% 

Strongly Disagree 5% 3% 3% 2% 
c. My teacher(s) provided the help that I needed 

Sample Size 22 89 157 117 
Strongly Agree 77% 70% 51 % 54% 

Agree 18% 24% 37% 40% 
Disagree 0% 6% 9% 5% 

Strongly Disagree 5% 1% 3% 1% 
d. My teacher(s) made me lee/ more confident 

Sample Size 22 89 157 117 
Strongly Agree 73% 72% 45% 44% 

Agree 23% 18% 34% 43% 
Disagree 0% 6% 13% 11% 

Strongly Disagree 5% 4% 8% 2% 

2. When you started with Connections 
Academy, did you lee/ you had all ol K-2 3-5 6-8 9-12 
the resources and support that you Responses Responses Responses Responses 
needed to be successful? 

Sample Size 108 63 
Defin itely 61 % 63% 

For the most part 27% 29% 
Not really 8% 5% 
Not at all 4% 3% 

"1 
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Dimension E. Student Responsibility and Support 

Aligned Student Satisfaction Survey Items 

3. Have you made friends through 
Connections Academy? 

~~~~~~~~ 

Sample Size 
I have made many good friends through 

Connections Academy 
I have made at least one good friend through 

Connections Academy 
I have not made any friends through 

Connections Academy 

K-2 3-5 
Responses Responses 

39 99 

21% 17% 

15% 34% 

64% 48% 

6-8 
Responses 

4. Please tell us how much you agree or K-2 T 3-5 6-8 

9-12 
Responses 

9-12 
Res onsesdisagree with the lo/lowing statements... Responses J Responses Responses 

~-'-~-'-~~-'-~-'-~-

Sample Size 
Strongly Agree 

Agree 

a. I am able to interact with other students 

174 
18% 
37% 

139 
29% 
29% 

Disagree 28% 28% 
Strongly Disagree 17% 13% 

b. The use of computer and Connexus® is improving my learning experience 
Sam le Size 174 139 

Strongly Agree 39% 48% 
Agree 41 % 38% 

Disagree 14% 11 % 
Strongly Disagree 6% 3% 

c. I am able to learn at my own pace 
'----r--'-~~~-.-~~~~-.--~~~---j 

Sample Size 174 139 
Strongly Agree 57% 66% 

30% 26% 
Disagree 8% 6% 

Strongly Disagree 5% 2% 
d. My attitude towards learning has improved since starting with Connections Academy 

Sample Size 174 139 
Strongly Agree 37% 45% 

Agree 33% 28% 
Disagree 21 % 22% 

Strongly Disagree 9% 5% 
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Dimension E. Student Respo nsibility a nd Support 

~lign~d Parent Satisfaction Survey Items 

My child's attitude toward 
learning has improved with 

Connections Academy. 
• Agree Strongly Agree• 

My child is able to learn at 
his/her own pace. 

• Agree Strongly Agree 

My child is enjoying the program. 
• Agree Strongly Agree 

My child is making good progress. 
• Agree Strongly Agree 

Have you and your child attended 
an event sponsored by your 

school this school year 
(e.g., field trip or end-of-year party)? 

• Yes No• 

Please rate the overall quality 
of your school's events you 

have attended this school year. 
• Excellent Good 

How do you feel about the amount 
of contact your child has with their 

Connections Academy teachers? 

• It's About Right It's Not Enough 

%) .. 44.5% 

I • -. -:: • - I 

I t • , , I ' 39.3% 
---

.-- . - " 

' ' ' . 48.9% 
1_ _ _ - - -=-- __::__ -

46.9% 

~ . . 
• ' ' •. ' . J 54.1% 
'c - -

--~~ 

-- - ~ -

. I . , · ' I 40.0% 

- - - - . .  - · ":."" ~ -....~-~~ 
) '\ ... 

' ' ' 
- - . 

0.4% 
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Dime ns io n E. Student Res ponsibility a nd Support 

Focus Group Themes 

Teachers report that while some of the more self-disciplined students own their learning and are committed 
to school obligations, some others need help and parental involvement is the key. Teachers appreciate the 
significance of the partnership among teachers, parents, and students, though they note it is not happening 
across all NCA families, and state those students with parental involvement are on much more solid footing 
for success. Teachers find NCA a school where they get to know their students very well-more so than any 
other school they have worked at. Parents agree that it is a joint endeavor between parents and teachers 
to motivate students, and some parents tend to find teachers supportive and responsive. Students express a 
desire to spend more time with their peers and several report having limited audio participation with their 
teachers during lessons. Meanwhile, students feel very well supported at NCA and there are many 
resources available when they need them. Students hope NCA can provide more Livelessons®, better 
explanations of the lessons, and more help in understanding concepts and skills when they get stuck. 

For me the hardest part is working up the courage to actually socialize, like the webcam, mic, etc. 
-Student 

Teachers are very supportive. One activity was very confusing. I sent a webmaif... they decided to do 
away with that activity. In the beginning, we didn't give [my student] that responsibility. Now that's 
changed. [My student is] now much more on task. They have to be intrinsically motivated. I can click 
through the grade book and see ...it's a huge investment of their responsibility. ff they're not actually 
trying, they're not going to get anything out of it. The student has to be invested. 

-Parent 

Kids hiding out is another issue that we face. I think it's important the triangle approach of teacher, 
parent, and student-that's when it's really working. When they're all invested, the student will show 
up, and as a result their grades go up. 

-Teacher 
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Dimension F. Family and School Relationships 

Aligned School Engagement Survey Item for Educators 
Percent of 

Favorable Res~onses 

l. My school provides high quality services to students and families 87 

Aligned Student Satisfaction Survey Items 

No aligned Student Satisfaction Survey items found at this time 

Aligned Parent Satisfaction Survey Items 
- - I 

The program provides opportunities 
for interaction with other families. 

• Agree Strongly Agree 

How do you feel about the amount of 
contact you have with your child's 
Connections Academy teachers? 

• It's About Right It's Not Enough 

55.3% 

~ . - ' ' ~.. - ---. :-; 
' . . 

- - - - -

Focus Group Themes 

0 .7% 

Teachers report strong connections-often in the superlative-with parents and homeroom classes. 
Teachers and parents note the "You Can Book Me" function as helpful. Teachers have concerns on 
accepting students late in the semester and the large enrollment of students. Teachers emphasize the 
importance of engaging families using multiple approaches (e.g., video, newsletters, meetings, WebMails). 
They call students in rotation and parents can also request a call from teachers. Some teachers think that 
parents may receive too many school communications. Parents and students share favorable perceptions 
that communication efforts are strong at NCA. 

I am amazed at how smart my kids are. They have learned so much. I think the curriculum is great and 
they have everything on there. They hove support and it's not making if easy for them. I'm learning too 
all the time. 

-Parent 

It's not home school, but school at home-that's a huge mind shift. Persistence and talking one-on-one 
with the kids, we just want to let them know they can reach the goal, instead of feeling overwhelmed. 
We can do this. 

-Teacher 

Teachers are communicating well with the families. My teacher is really supportive. She contacts about 
every other week ...really nice. 

-Student 
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Dimension G. Network Systems of Support 

Aligned School Engagement Survey Item for Educators 

1 . I believe action will take place as a result of this survey 

2. I have the tools and resources to do my job well 

3. Most of the systems and processes here support me getting my work 
done effectively·-----

4. Workloads are divided fairly among the staff at my school 

5. I am proud to work at my school 

6. I rarely think about looking for a job at another school 

Aligned Student Satisfaction Survey Items 

1. How satisfied are you with the 
K-2 3-5functionality of Connexus® (e.g., 

Responses Responsesnavigating.. . ) 
Sample Size 

Very Satisfied 
Somewhat Satisfied 

Somew hat Dissatisfied 
Very Dissatisfied 

2. How satisfied are you with the 
K-2 3-5functionality of Connexus® (e.g., look and 

Responses Responsesfeel .• . ) 
Sample Size 

Ve ry Satisfied 
Somewhat Satisfied 

Somewhat Dissa tisfied 
Very Dissatisfied 

Not for Distribution: Prepared for Nevada Connections Academy 

Percent of 
Favorable Responses 

56 

89 

86 

60 

88 

75 

6-8 9-12 
Responses Responses 

174 139 
58% 68% 
36% 28% 

j3% 1% 
3% 2% 

6-8 9-12 
Responses Responses 

174 139 
56% 64% 
37% 31% 
3% 3% 
3% 2% 
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-- - - - ---- ---- -- - - -

Dimension G. Network Systems of Support 

_ Alig~e~ Paren! S.atisfaction Survey lt_erns 

How would you rate fulfillment support? 

• Excellent Good• 
22.6% 

How would you rate placement support? 
• Excellent Good 

How would you rate enrollment support? 
• Excellent Good 

How would you rate technical support? 
• Excellent Good 

I am satisfied with special 
education services. 

• Agree Strongly Agree• 

,.
i, I 

1· 28.2% l • - • • 

' . . 

f· -- - -- ~ -- - = -- . 

I
I 

: ' 
. 

• 26.6% 
I--=----_ ~-- ·- .··-- - ·:.___ -- 

i:;-o.-~--=----~.·-~---- -- .. ··- 
ii I ·. . j; ... , ~ " . ' . ''

, - . 23.3% .~ 

..... . • ,. 1• .. . ~ 

.9%) *" 47.5% 
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Dimension G. Network Systems of Support 

Focus Group Themes 

Teachers appreciate the autonomy and work environment that the Connections Academy approach 
provides. Teachers cite strong reasons for staying with the school, such as support, knowing students and 
families better, and having the freedom to teach. Teachers and parents tend to speak highly of the 
Connections Academy network, citing they are supplying resources and assistance in a timely manner. A 
few ongoing technology challenges ore noted as not yet being fully resolved. Teachers and parents alike 
point to the recent advocacy and support the network is providing during increased state scrutiny. Teachers 
hope to be able to collaborate with other Connection Academies, and noted compensation may not always 
match the workload. Parents state NCA better meets their students' needs. Students report they like the 
opportunities at NCA, such as meeting with Aces players, the Beehives, the Renaissance Fair, and the 
Magical Forest. Students and parents alike comment they enjoy the safety of going to school at home, the 
flexibility of scheduling, and the ability to learn at an individual pace. 

I appreciate that they give us a lot of autonomy to make chonge--Not a lot of bureaucracy and red 
tope . . . lt would be great if we could hove more collaborations with other state connections academy 
to hove more of a regional network in place between schools. We could shore ideas. 

-Teacher 

I don' t fee/ like there's any staff member that feels left alone. The tech system and support network is ! 


helpful. There ore many resources within Connexus®. Thank God for the search in the virtual library 

[on Connexus®J. I find the trainings ore pretty efficient actually. They are considerate of your time 

and get to the specifics of what you need to know. 


-Teacher 

Maybe the whole network doesn't understand they hove students enrolling with large credit 
deficiencies. I don't want a lot of other kids to miss out on this opportunity. The state wonts to close 
NCA down and the state ignores students that won't graduate. 

-Parent 
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RTI AT-A-GLANCE FLOWCHART
 

Tier I 

Academic or behavioral 
concerns noted by 

Homeroom, Content, 
Advisory Teacher, and/or or 

Learning Coach 

Teacher and Caretaker 
discuss concerns 

Tier I core curriculum with 
differentiated activities 

attempted and documented 
in student’s Log using 
differentiation log tag. 
Teacher identifies and 

documents multiple data 
sets in the student’s 

Greatest Area of Need (GAN) 
over a four-week time frame 

Successful 
Document 
baseline 
data in the 
student’s 
Log and 
continue as 
needed 

Unsuccessful 
Refer to SST 
for potential 
Tier II 
intervention 

Recommended Student Support Team 
(SST) Members 

x Parent/Caretaker 
x Student 
x HR/Advisory Teacher 
x Classroom/Content Area Teacher 
x Administrator 
x SST/RTI Lead 
x School Counselor 
x Intervention Specialists 
x Special Educator 
x Success Coaches, if applicable 

Ti
er

 II
 is

 c
on

cu
rr

e 

Tier II 

SST meets to assess 
problem and initiate first Tier 

II intervention 

Data collected every 2 weeks 
and documented in Log 

using Intervention Tier II/III 
tag 

At 6–8 weeks: SST meets to 
review performance 

ccessful 
Document 

Log and 
continue as 
needed or 
move back 
to Tier I 

Unsuccessful 
Document in 
Log and go to 
Tier III (non-
special 
education) 

Data collected every 2 weeks and 
documented in Log using 
Intervention Tier II/III tag 

6–8 weeks later: SST meets to 
review performance 
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Successful 
Document in 
Log and 
continue as 
needed or 
move back to 
Tier I 

Unsuccessful 
Document in 
Log and 
continue in Tier 
II 
Ask: Should 
intervention be 
changed? If 
yes, change 
intervention. 
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Tier III 

Student receiving Tier III 
interventions 

Data collected weekly and 
documented in Log using 
Intervention Tier II/III tag 

At 6–8 weeks: SST meets to 
review performance 

Successful 
Document in 
Log and 
continue as 
needed or move 
back to Tier II 

Unsuccessful 
Document in 
Log and 
continue in 
Tier III 

6–8 weeks later: SST meets to 
review performance 

Unsuccessful Student is not making 
progress even with Tier III 

interventions document in Log. 

Referral to special education 

Special Education (3*) 

Special education team meets 
to review RTI data and 
recommend evaluation 

Evaluation completed in state-
required time frame 

Multidisciplinary Evaluation Team meets 
to review results and determine 
eligibility for special education 

Student iis eligible 
for special education 

Special Education 
programming 

Tier III programming: 
consider dropping 

electives 

Student iis not 
eligible for special 
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BRIAN SANDOVAL ST ATE OF NEV ADA PATRICK GAVIN 
Governor 	 Executive Director 

STATE PUBLIC CHARTER SCHOOL AUTHORITY 

1749 North Stewart Street Suite 40 
Carson City, Nevada 89706-2543 

(775) 687 - 9174 · Fax: (775) 687 - 9113 

BRIEFING MEMORANDUM 


TO: 	 SPCSA Board 

FROM: 	 Patrick Gavin, Executive Director 

Mark Modrcin, Director ofAuthorizing 

SUBJECT: 	 Agenda Item #6: Recommendation Report regarding Nevada Connections Academy's 
Elementary School Improvement Plan 

DATE: 	 August 6, 2018 

Nevada Connections Academy (NCA) is an online school serving students in grades Kindergarten 
through 12. The school originally opened under a written charter from 2007 to 2013. In 2013 the 
charter school applied for renewal which was subsequently approved. Nevada Connections 
Academy and the Authority entered into a mutually agreed - upon settlement which expires at the 
end of the 2019 - 2020 school year. This was a result ofNotices ofIntent to Revoke the written 
chatter issued on September 30, 2016 and February 10, 2017 pursuant to NRS 388A.330 based on 
the high school's graduation rate. The school cunently serves over 3,000 students statewide. 

NCA's elementary program (grades K-5) was recently rated as a 1-star school under the Department 
ofEducation's Nevada School Pe1formance Framework (NSPF). Historically, the elementary 
school program has demonstrated average performance at best, earning a 3-star rating in both 2012 
and 2013. However, during the current chruter term, perf01mance according to the NSPF has been 
below average. In fact, performance has declined as the elementru-y school program has earned 1 or 
2-star rating in both 2014 and 2017. 

Consequently, NCA received a Notice of Breach on March 12, 2018 due to its elementary school 
receiving a 1-stru· rating under the Depa1iment of Education's Nevada School Performance 
Framework. The elementru·y program eamed an index score of24.44. Absent an approved 
conective action plan, including commitments to specific achievement tru·gets, a third consecutive 
rating at the 1 or 2-star level would result in the school receiving a Notice oflntent to te1minate 
based on persistent underperformance. 

Summarv oftlze Process: 

As mentioned previously, NCA received a Notice ofBreach due to the underperfo1mance of the 
elementru·y school program due to being rated as a 1-stru· school under the NSPF for both the 2016 
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2017 school year and the 2013-14 school year. To provide the school with an opp01tunity to 
address these academic deficiencies, SPCSA staff required the school submit the following 
information by May 4, 2018: 

• 	 A thorough description of the most essential features of the proposed academic change(s) to 
the education program NCA plans to implement to conect the level of underperfo1mance. 
This may include programs (e.g. cuniculum, PD, afterschool programming, parent 
program), principles (e.g. no excuses, individualized leaming, learn at your own pace) and 
structures (blended learning, small learning communities, small class sizes). The school was 
asked to also provide: 

o 	 A thorough description why these approaches were chosen, and how NCA data 
supp01ts these selections; 

o 	 How these approaches are different from those previously implemented; 

o 	 A thorough description of how these approaches will effectively serve all students 
across achievement levels, including those that are not proficient; and 

o 	 Strong evidence from independent research that meets the sn·ong evidence standard 
set fo1th in section 8101(21)(A) of the ESEA. 

• 	 Outline the clearly measurable interim and annual pe1f01mance and growth goals that the 
school proposes in order to meet or exceed SPCSA performance expectations under the 
Nevada School Perfo1mance Framework. Be sure to include the following information for 
context: 

o 	 Describe how the baseline performance was set; 

o 	 Articulate how the organization will measure and evaluate academic progress 
throughout the school year, at the end of the academic year, and the entire school 
year. This includes the perfo1mance of individual students, student cohorts, 
subgroups and the entire school; and 

o 	 In addition to mandatory state and Authority testing, identify the primary interim 
academic assessments the school will use for internal plU'poses to analyze student 
learning needs and ensure progress towards SPCSA and state proficiency targets. 
Please describe how these will be used and provide independent statistical evidence 
that the instrument is sn·ongly conelated with and predictive of results on either the 
Smarter Balanced Assessment or the ACT. 

• 	 To support the academic goals and benchmarks outlined above, NCA should describe the 
following: 

o 	 How teachers and school leadership will be suppo1ted in developing capacity around 
these benchmarks and assessments; and 

o 	 Should the school fall sho1t of the benchmarks highlighted above, explain what steps 
the school will take school-wide and/or at the classroom level. To address this level 
ofunderperfo1mance, NCA should detail what would trigger such conective actions 
and who would be responsible for implementation. 

• 	 Individual student attendance info1mation for the 2015 -2016 and 2016 - 2017 school 
years, pursuant to NAC 387.193. 

• 	 Minutes of each public NCA Board meeting since July 1, 2015 through March 12, 2018. 
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The school submitted an elementary school improvement plan to Authority staff in response to the 
requests above on May 4, 2018. The school also provided additional information in response to 
staffs clarifying questions on June 14, 2018. A copy of the Notice ofBreach, and both the initial 
and clarifying responses are attached to this recomrpendation. 

As discussed below, SPCSA staff recommends that the Authority Board accept this plan, with 
conditions, but leave the school under a continuing Notice ofBreach until the 2018-2019 NSPF 
ratings are released in the Fall of2019. At this time, sufficient information and data will be 
available to make an info1med decision about continuing along the intervention ladder, or returning 
the school to Good Standing. As NCA's current chatter contract expires on June 30, 2020, the 
question of whether the school has met the achievement targets set forth in the plan will also be a 
primary consideration for the Authority at the time of the renewal decision in the winter of2019
2020. 

Nevada Connections Academy R esponse to Notice ofBreach and StaffAnalysis: 

School Improvement - Programs and Structures 

According to the response submitted by Nevada Connections Academy, the submitted Elementary 
School Improvement plan is not only a response to the Notice of Breach issued by the Authority, 
but is also an outline ofefforts that have been ongoing for over a year as the school has been 
making efforts to improve the overall performance of students. The plan is divided into three main 
sections: proposed academic changes, interim and arumal performance growth goals, and supporting 
goals and benchmarks. 

Under the proposed academic changes for the 2018 - 2019 school year, the NCA plan contemplates 
seven programmatic changes and interventions that ru.·e, according to the proposal, supported by 
research and can lead to school improvement. 

The first change in programming is the implementation of a new curriculum, enVisionMath. The 
school underwent some changes during the 2017 - 2018 school year, but more drastic changes will 
be implemented this upcoming yeru.· as the cmTiculum incorporates a blended approach of traditional 
and investigative learning techniques that emphasize problem-based interactive leru.ning 
opp01tunities, visual learning strategies, embedded assessment, and data-driven remediation. This 
curriculum was chosen based upon considerable research containing base alignment specific to the 
Smru.ter Balance (SBAC) standru.·dized testing protocol. Additionally, NCA notes in its submission 
that students receiving instruction through enVisionMath cmTiculum at other schools have shown 
significant improvement in their mastery ofmath concepts and problem-solving, math computation, 
and math vocabulary. There was also evidence of accelerated growth rates for students during the 
second year of this cmTiculum. 

A second math program NCA will be implementing in 2018-2019 is Math, We Got This! 
(MWGT!). This initiative focuses on expanding student engagement, shifting how students, 
teachers and Leru.ning Coaches think about math, and tying math to real-world examples. More 
specifically, the program will enhance the curriculum by developing students' oral and written 
communication skills ru.·ound math, and providing additional math time to those students identified 
as Tier 2 or 3 students identified on formative assessment. 

Within this initiative, each grade level and school cunicular depru.tment will own a piece of math 
and propose to assess ways that their group could contribute to improving student outcomes. 
Elementary teachers will also receive specific MWGT! professional development, and this will be 
required of all retm·ning teachers as the previous regimen was not successful and did not exclusively 
focus on math. Professional development under this initiative is to occur monthly during the 2018 
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2019 school year, and the school already has specific subjects to be covered in each month of the 
year, beginning in September. Teacher participation will be monitored by K-8 administrators, the 
managing teachers and the school leader. All staffmembers, both new and returning, are required 
to pruticipate per their evaluation competencies. Leaming Coaches also have the option of 
accessing the Learning Coach Central resource hub to assist their students. Pruticipation is 
voluntru·y in these sessions, but Leru·ning Coaches of"at-risk" students will be encouraged to attend 
appropriate sessions. 

The third and final programmatic change for math to be implemented in 2018 - 2019 is Math Time 
to Talk (Math TtT), which ru·e small group LiveLesson sessions moderated by Pearson Online and 
Blended Leruning math subject experts that appear in student courses approximately every seven 
lessons. These 30-minutes sessions are focused on increasing the ability of students to engage in 
math discourse in such a way that promotes an increase in conceptual understanding. Sessions are 
designed to reinforce key math skills, improve problem solving, and strengthen math vocabulary 
and communication skills. NCA teachers will receive training from Pearson in effective strategies 
for promoting math discourse. 

According to the proposal, research indicates that talking about math is a key activity to suppo1t 
students' active engagement in math thinking, reasoning, and problem solving. Dtuing the 2016
2017 school yeru., students in grades 3-5 at two Connections Academy schools pruticipated in a pilot 
of the Math TtT program. The outcomes of this pilot were closely studied and verified in order to 
decide whether the program was successful, and it was determined that students paiticipating in at 
least six session of the Math TtT had significantly higher final math course scores than the group 
that did not. 

NCA also plans to implement two programmatic changes for the delivery of English Language Arts 
(ELA) content. The first is a shift to a new CU1Ticulum, Wonders, for students in Kindergruten 
through 5th grade. This cuniculum was chosen based on considerable reseru·ch containing base 
alignment specific to the SBAC standardized testing protocol and is aligned to four reseru·ch-based 
design principles, including an engaging learning environment, the opportunity for students to 
practice, review, and revisit concepts, assessments that ru·e vru·ied, relevant and frequent, and 
consistent course ru1d lesson structures. To find an optimal CU1Ticulum for NCA students, the school 
opted to utilize CU1Ticulum from a Pearson competitor, McGraw Hill, which is notew01thy. The 
change to the Wonders curriculum began in the 2017 - 2018 school year, but NCA is confident that 
the results and improvement under this curricular shift will be magnified after two years of 
implementation. 

A new ELA programmatic change that NCA plans to implement under this plru1 for 2018 - 2019 is 
to leverage the Lexia Reading Core5 system. This platfo1m is data-driven by student outcomes, 
providing tru·geted instruction by a teacher or paraprofessional, empowering students to build their 
fundan1ental literacy skills through technology and direct instruction. The Lexia Reading Core5 
platfo1m aims to increase student proficiency in six ru·eas: phonological awareness, 
phonics/phonemic awareness, structural analysis, fluency, vocabulary, and comprehension. 
According to the proposal, multiple studies published in peer-reviewed journals indicate that Lexia 
Reading Core5 has been found to accelerate the development of reading skills, improve 
standru·dized test scores for elementary school students as well as help close the reading gap for 
tru·geted populations such as students that have been identified as low performers as well as English 
leruners. 

NCA also contemplates two additional changes in student support structures to be implemented in 
the 2018 - 2019 school yeru-. The first is provide a number of nationally-facilitated LiveLesson 
sessions to Leru·ning Coaches throughout the school yeru· to assist in supporting their students with 
language ruts. According to the submission, data shows that only 34% of K-5 Leaming Coaches 
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took advantage of this training for the 2017 - 2018 school year. These trainings have been 
available to all coaches in the past, but have not been promoted specifically to parents of K-5 
students. According to the proposal, NCA plans to enhance not only the quality ofprovided 
trainings, but also disseminate more information on these opp01tunities through WebMail messages, 
home page announcements, the Learning Coach Link, and the monthly newsletter for Leaming 
Coaches. 

Finally, as part of its school improvement plan, the school is retraining all teachers on the multi
tiered instructional approach for the 2018 -2019 school year to ensure that teachers are aware of all 
strategies and available resources to help students, especially those that are at-risk. This includes 
retraining teachers in the Response to Intervention (Rtl) program/protocol as well as how to 
interpret data to make instructional decisions, document their work with students, implement 
differentiation strategies, and support students who are not progressing or engaging in the 
instructional program. In its response to the clarifying questions from staff, NCA noted that this 
program was in place previously, but it was not being utilized effectively by all teachers due to 
annual turnover and changes to the program, thus necessitating a school-wide mandate to retrain. 
Teachers new to NCA are emolled in the introduction and instructional-based series; second year 
teachers in the expanding beyond first-year resources series; third-year/veteran teachers in the 
refreshed info1mation and retraining series. 

Of the programmatic changes described above, staff is pleased that the school details a variety of 
research-based programs and strategies. NCA appears to have invested significant time and 
resomces to investigate these programs and to determine the best fit for Nevada students. For 
example, SPCSA staff would agree that ensuring that both the enVisionMath and Wonders 
cuniculums are aligned to the SBAC testing battery is a critical step, and a likely improvement from 
previous practices. SPCSA staffwas also encouraged that the school plans to undertake significant 
steps to train staff on these changes. The detail provided for the MWGT! teacher training was 
thorough, and clearly defined the scope and frequency of the professional development to be 
provided. The submission also provides patticulars on how all staff will be retrained on the Rtl 
protocols, and the scope of resources and trainings available to Leatning Coaches. 

SPCSA staff did observe a few gaps within this section that are notewo1thy. First, the school only 
provided training infonnation for returning teachers under the MWGT! initiative, and did not detail 
how new teachers will be trained. This is a missing element that could be problematic ifthe school 
has high teacher turnover at the elementary school for the upcoming school year. Another issue 
identified in staff's review is that the Math TtT program also does not appeat· to be taught by 
teachers that at·e licensed or necessarily employees ofNCA. The submission does note that the 
individuals leading this synchronous program will be trained math specialists who have a degree in 
mathematics. Additional details about their background and what type of training they receive is 
not provided, which is somewhat problematic given that the implementation and any success is in 
unknown hands. Lastly, SPCSA staff has concerns about the requirements outlined for Learning 
Coaches during their orientation. Leaming Coaches are frequently the parent or guardian of a 
virtual school student, and can be construed as a volunteer under Nevada statute and regulation. Per 
Rl 31-16, it is not pe1missible for any public chatter school to maintain a requirement to volunteer. 
Additionally, a chatter school may not require a pat·ent or guardian to attend informational meetings 
or discriminate against students whose parents at·e unable or unwilling to do so. These specific 
provisions were placed in regulations based on concerns raised by the U.S. Depattment of 
Education related to prohibited practices it identified in Nevada charter schools. Consequently, 
SPCSA staffcannot endorse NCA's plan to require Leaming Coaches to complete orientation 
training, as outlined on page 7 of the school's clarifying responses, as a condition of initial or 
ongoing enrollment. The school must ensure that it notifies parents that while serving as a Leatning 
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Coach and attending or participating in Learning Coach-specific or more general parent trainings is 
strongly encouraged and is demonstrated to improve student outcomes, the school cannot and will 
not consider such factors in any initial or ongoing emollment decision or in any disciplinary or 
academic decision related to a student. 

The elementary school improvement plan also includes some structural changes to how teachers 
will become stronger in data driven instruction. In the 2018 - 2019 school year, Professional 
Leaming Communities (PLCs) will be focused on two main areas: elementary math and elementary 
English language a.its. In their PLCs, teachers will develop common grading practices, assignment 
expectations, and re-teaching and relearning policies. For the 2018 -2019 school yeai·, the entire 
NCA staff will meet on a bi-weekly basis. Another notewo1thy change is a focus on SMART goals 
during PLCs so as to track the effectiveness of the multiple components of the school's 
improvement plan. Previously, PLCs were spent as a way to identify and monitor the progress of 
at-risk students ai1d place them into interventions. · In the 2018 - 2019 school year, PLC 
paiticipation and progress will be monitored by K-8 administrators, the managing teachers, the 
school leader mai1agers and the school leadership team. This will be a significant investment of 
teacher time to plan and implement effectively, and will be a non-negotiable expectation for all staff 
members, per their annual evaluation competencies. 

Performance Goals- Annual and Interim 

The improvement plan detailed above aims to address the severe underperformance of the 
elementai·y school as evidenced by the recent I -star rating under the NSPF and an index score of 
24.44 out of a possible 100 points. 

To move from a I to 3-stai· school, NCA has set forth an annual goal of increasing its overall NSPF 
index score by an average of 20% across the areas of Academic Achievement, Student Growth, 
Closing the Oppo1tunity Gaps and Student Engagement in each of the next four years. Stated 
another way, the school aims to increase its NSPF index score by 20% so as to be a 3-star school at 
the end of the 2020 - 2021 school year. This is an ambitious goal and will require immediate 
evidence of improvement in the ratings for the 2017 - 2018 school year, which are scheduled to be 
released in September. The school does believe that it has made sufficient improvements to meet its 
2017 - 2018 index score benchmai·k of29.32, an approximate 5-point increase in the index score 
from 2016- 2017. 

Year Star Calculation Point Increase from 
Prior Year 

% Increase from 
Prior Year 

Star Rating 

2016-17 24.44 Baseline Baseline One Star 

2017-18 29.32 4.88 20.0% Two Stai· 

2018-19 35 .18 5.86 20.0% Two Stai· 

2019-20 42.21 7.04 20.0% Two Star 

2020-21 50.7 8.77 20.0% Three Stai· 

The school will be leveraging two foimative assessments to help monitor student progress. The 
first is the Measmes of Progress (MAP) assessment, which was initially offered this past school 
year in grades 3-5. According to the submission, in 2018 - 2019, the school will be offering this 
exam at all elementary grades so as to inform all elementai·y grade level teachers of student 
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progress, with a particular focus on three student subgroups: lowest pe1forming students, 3rd grade 
reading, and new NCA students. Subject-specific PLCs will structure SMART goals to assist in the 
monitoring ofperformance for these subgroups, which have a great impact on the overall NSPF 
score. 

According to the proposal, the school also plans to continue to implement the Longitudinal 
Evaluation ofAcademic Progress (LEAP) f01mative assessment as the school's pre-, mid-, and 
post-assessment. All students in grades K-5 will take the LEAP Math and English/Language Arts 
assessments. According to the proposal, these assessments will help NCA teachers understand the 
current academic state of each student. Once pre-tests are completed in the fall, teachers and 
parents have access to an individualized report that provides academic information to assist in 
identifying skills, strengths, and weaknesses of each student. This same information will be used to 
info1m goal setting for students, PLC discussions and analysis. 

Overall, SPCSA staff finds that the interim assessment plan is strong, and is set up to inform teacher 
practices as well as to differentiate students among key subgroups. The MAP assessment is a well
respected exam, and was adopted by NDE as part of the Read by Grade 3 initiative. It has not been 
adopted by Nevada as an upper elementary and middle school assessment, however. At present, 
there is only limited, publisher-produced analysis to supp01t the predictability of the MAP 
assessment in relation to perfo1mance on the Smarter Balanced examinations. The school may have 
to supplement the MAP with other data sources, such as the SBAC interims, to make a 
determination as to what levels ofMAP growth and what MAP scoring levels correspond with 
SBAC growth and proficiency targets in the NSPF. In contrast, it is noteworthy that NCA provided 
an independent assessment analysis of the effectiveness of the LEAP assessment in and its 
predictive nature of student achievement on a state assessment. While not Nevada-specific, this 
study confirms that the LEAP assessment has the ability to distinguish which students are likely to 
be successful on the end-of-year SBAC examination, but also those that are not likely to be 
successful. Overall, the assessment plan is logical and can setup teachers and administrators to 
analyze timely student data. 

SPCSA staff does have reservations about the school's ability to achieve an average of 20% growth 
in its index score according to the NSPF over the next four ratings. The current score of 24.44 
indicates that the school is one of the lowest performers in the entire SPCSA portfolio, both in terms 
of student growth and proficiency. To increase proficiency, SPCSA staff would expect that the 
school would have very high growth goals under this plan so as to sustain a moderate increase in 
proficiency over the next four years. Stated another way, sustained proficiency improvement is 
impossible without an increase in student growth that is dramatic. SP CSA staff is not as confident 
that the school can make gains that average 20% annual growth over the next four years. 

Teacher andSchool Leadership Support 

In addition to the professional development described within the Programs and Structures section 
and the content to be prioritized during PLCs, NCA recognizes that teaching in a virtual school 
environment is a specific skill and requires both initial and ongoing professional development. 
According to the NCA submission, topics for professional learning sessions suppo1t core standards 
for facilitating student learning, align to the school year cycle, and are driven by the belief that all 
students can and must leam. Through trainings, teachers will be equipped with a working 
knowledge of the Pearson CUlTiculum, strategies and effective practices for virtual instruction, the 
ability to effectively use tools to monitor student progress, and a strong understanding of the 
multiple forms of assessment to interpret performance data. According to the proposal, NCA 
leadership expects teachers to annually pa1ticipate in ten professional development days and to 
complete assigned professional learning activities. 
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The professional development days requirement, in addition to other mechanisms such as PLCs, are 
positive improvements in the development structures for NCA staff. Ifexecuted successfully, 
SP CSA staff agrees that they could improve the effectiveness of the elementary school staff. 

Ovemll Recommendation: Approve with Conditions 

Staff, with some reservations, recommends that the Authority Board accept the Nevada Connections 
Academy Elementary School Improvement Plan, but with conditions so as to more fully understand 
the school's ability to execute on its assurances. These conditions are as follows: 

• 	 Elementary teachers will receive specific MWGT! professional development which is to 
occur monthly during the 2018 - 2019 school year. According to the NCA proposal, teacher 
pa1ticipation will be monitored by K-8 administrators, the managing teachers and the school 
leader. SPCSA staffrequests that NCA submit attendance fogs, with corresponding 
teacher signatures verifying attendance, for all monthly MWGT! trainings. These fogs 
and signatures should be submitted quarterly, beginning in October 2018. Alf such 
materials must be submitted into Epicenter. 

• 	 NCA data shows that a small group of K-5 Leaming Coaches have pa1ticipated in offered 
trainings in the past. Beginning in 2018 - 2019, these trainings will be promoted specifically 
to parents of K-5 students. SPCSA staffrequests a final schedule ofLiveLesson trainings 
to be available to elementary Learning Coaches in tlze 2018 - 2019 school year so that an 
appropriate SPCSA staffmember can also attend. A dditionally, staffwould like/or the 
school to track Learning Coach participation in these sessions for the 2018 - 2019 school 
year. These forms should be submitted quarterly, beginning in October 2018. All such 
materials must be submitted into Epicenter. 

• 	 NCA is retraining all teachers on the multi-tiered instructional approach and the Rtl process 
for the 2018 -2019 school year to ensure that teachers are aware of all strategies and 
available resources to help students, especially those that are at-risk. SPCSA staffrequests 
that NCA submit attendance I ogs, wit It corresponding teacher signatures verifying 
attendance and completion ofthis training, for all elementary school teachers by October 
1, 2018, or another mutually agreed-upon date. Alf such materials must be submitted into 
Epicenter. 

• 	 For the 2018 - 2019 school year, the entire NCA staff will meet in PLCs on a bi-weekly 
basis. PLC paiticipation and progress will be monitored by K-8 administrators, the 
managing teachers, the school leader managers and the school leadership team. SPCSA 
staffrequests that NCA submit all agendas and monitoring logs for PLCs, with 
correspondiltg teacher signatures verifying attendance, for all bi-weekly PLCs on a 
quarterly basis, beginning in October 2018. Alf such materials must be submitted into 
Epicenter. 

• 	 According to the proposal, NCA leadership expects teachers to annually paiticipate in ten 
professional development days and to complete assigned professional learning activities. 
SPCSA staffrequests that NCA submit attendance logs, with corresponding teacher 
signatures verifying attendance, for all ten professional days required by the school/or 
the 2018 -2019 school year. All such materials must be submitted into Epicenter. 

Ifthis recommendation is approved, SPCSA staff will provide NCA with guidance on how this 
information should be repmted so as to be easily understandable for all parties. 
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Finally, SPCSA staff remains concerned about the high student mobility rates that are present at 
Nevada Connections Academy. The school has provided a variety ofinformation related to the 
level of student turnover schoolwide, including at the elementary school level and cites a range of 
research related to pupil mobility in brick and mortar schools. It is unlikely, however, that student 
mobility in virtual schools stems from similar issues. In brick and mortar schools, student mobility 
is highly conelated with poverty and housing issues. As students move from one neighborhood to 
another, they change school zones and most likely change schools. 

As demonstrated by the scatter plot below, student transiency is strongly conelated with eligibility 
for free and reduced priced lunch, the primary proxy for poverty in school-based settings. The 
conelation between FRL and transiency rate can be seen below. As you can see, the red line, which 
represents the line of central tendency, shows a strong relationship between transiency and pupil 
income, with schools that have higher FRL populations experiencing substantially greater levels of 
transiency. 
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Figure I: Correlation beh1•ee11 FRL role and lrm1siency rate 

It is important to note that NCA's transiency rate is far higher than one would predict based on its 
FRL rate. It is likely that this distinction is related to the differences in the virtual school context 
instead of being a result ofan intrinsic student characteristic. In contrast to the circumstances of 
students in brick and mortar schools, a student in a virtual environment who moves from one 
community to another does not need to change schools due to geographic proximity. A virtual 
school like NCA serves students statewide and such schools commit to provide items such as 
computers and services such as internet access to students who would otherwise be unable to access 
the program. Consequently, it seems more likely that student mobility in virtual schools like NCA 
is based more on factors that are within the control of the school, such as customer service issues 
that disengage parents and students or the need for more intensive services and supports for students 
who are falling behind academically. 

Moreover, even if one were to assume that student transiency or student poverty was the efficient 
cause of the school' s low levels ofperformance, it is important to note that this is not borne out by 
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the evidence. In comparison to elementary and middle schools statewide, NCA's elementary school 
performs substantially lower than schools with similar FRL rates. 

In order to dete1mine the relationship between 2 predictor values (Transiency Rate & FRL) and the 
outcome of index score, Staff analyzed the relationship between NCA's elementary index score and 
its FRL rate, performing a linear regression analysis to assess the correlation between socio
economic status (as measured by FRL rate) and the school's elementary index score. First, a simple 
linear regression was calculated to predict the likely index score based upon a school's FRL rate. 
This predicted score for a given FRL rate is indicated with the red line in Figure 2. 1 

FRL and Index Score 
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Figure 2: Correlario11 be/Ween FRL rote and NSPF i11dex score 

The results of the regression suggested that pove1ty explained 24% of the variance, R2 = 0.2472 
which it is stronger degree of linear relationship than transiency rate when we compare with the out 
come of index score. 

Second, Authority staff reviewed the relationship between schools self-reported and un-validated 
student transiency rates and elementary and middle school index scores. As in the case of the FRL 
and index score analysis, staff calculated a linear regression to identify the predicted index score 
based upon a school ' s repo1ted rate of student mobility. In contrast to the asse1tions made by NCA, 
there appears to be only a weak conelation between transiency and index score. 2 

1 The results indicated a negative slope (slope -0.3965, intercept 78 .3 16) with an R2 of0.2472 The con·elation 
coefficient between poverty and index score is -0.49722. This means that as FRL rates increase, index scores are likely 
to decrease for a typical school. 

2 The cot1'elation coefficient between student mobility and index score is -0.38 which consider as weak negative linear 
relationship. The results indicated negative slope (slope -0.5409, intercept 65 .958) with an R2 of0.1496. 
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Figure 3: Correlation between transiency rate and index score 

The results of the regression analysis suggest that student mobility explained 14% of the variance in 
index scores ( R2 =0.1496). which indicates that student mobility is not highly correlated with index 
scores by itself. Additionally, the school has previously provided compelling testimony citing the 
challenge of what staff anecdotally term "boomerang students,' pupils who may fail to attend for 
two consecutive weeks or voluntarily withdraw and then choose to re-enroll. Under the current, 
over-the-counter model of enrollment that occurs in virtual schools that are able to accept an 
unlimited number of students, there is no disincentive for families to withdraw their students for 
periods ohime and then re-enroll them. No matter how many new student's have backfilled the 
vacancies created by such withdrawals, the family can re-enroll their previously withdrawn pupil at 
any time. This model stands in stark contrast to the over-the-counter but zone-limited enrollment 
practices of traditional public schools and the lottery, enrollment cap, waitlist, and backfill practices 
that Nevada has mandated for charter schools. 

To combat the high levels of student turnover at the elementary school, SPCSA staff recommends 
that the Board exercise its authority to mandate grade-by-grade student enrollment caps in the 2018 
- 2019 school year to stabilize the student population. SP CSA staff recommends that enrollment be 
capped at the numbers in the chart on page 12 ofthis memo, with no new students being permitted 
to enroll after October 1, 2018 for the 2018 - 2019 school year. Any students currently enrolled as 
of August 131h in a grade that has more students than the cap provides would be grandfathered into 
the school. New students wishing to enroll into grades that have enrollment above the established 
enrollment cap cannot do so until a time when the school has space available under the enrollment 
cap. Recognizing the importance of engaged and invested families, faculty, and governing body 
members, staff further recommends that this condition not apply to siblings of current NCA 
students, children ofNCA staff, or children of the NCA Board. 
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Proposed Enrollment Caps 

Grade Cap 

Kindergarten 250 students 
151 grade 250 students 

2nd grade 250 students 
3rd grade 250 students 
4th grade 250 students 
5th grade 250 students 
TOTAL 1,500 students 

Historical Performance, Enrollment and Demographic Information: 

Nevada School Performance Ratings - NCA Elementary School 

School Year Ratine: 
2013 3 - star 
2014 2 - star 
2015 2 - star (continued) 
2016 No star ratings released 
2017 1-star 
2018 To be released in Se1Jtember 

School Demographic Changes since 2015 

Year 
Total 
Enrollment3 A B c R I M p IBP ELL FRL 

15-16 2851 3.4% 10.1% 54.7% 21.2% 0.7% 8.3% 1.3% 8.3% 0.6% 43 .1% 
16-17 3091 3.2% 9.8% 53.8% 22.5% 0.4% 9.6% 0.0% 8.6% 1.0% 42.8% 
17-18 3199 2.9% 11.0% 50.2% 23.5% 0.8% 10.2% l.1% 8.4% 0.9% 8.4% 

A-Asian 
B- Black 
C - Caucasian 
H-Hispanic 
I - American Indian/ A laskao Native 
M - Mixed/Two or more races 
P - Pacific Islander 
IEP - Individualized Education Plan -A student with a disability/special education student 
ELL - English Language Learner 
FRL - A student who qualifies for Free or Reduced-Price Lunch 

Legal Framework: 

As the SPCSA Board is well-aware, SPCSA-sponsored charter schools are generally governed by 
local, state, and federal education statutes and regulations; in addition to Nevada-specific charter 
school laws, regulations, SPCSA requirements and guidelines; as well as the charter school's 
charter contract. Pmsuant to NRS 388A.276 and NRS 388A.279, the Authority may, at a duly 

3 Enrollment as ofValidation Day each year (October l). 
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noticed public meeting, approve, approve with conditions, or deny a request to amend a charter 
contract. 

In this case, Nevada Connections Academy is currently operating under a charter contract entered 
into between the SPCSA and the governing body ofNCA. Ifthe SPCSA Board approves staff's 
recommendation to accept NCA's elementary school improvement plan proposal and leave the 
school in breach until the NSPF ratings are released in the fall of 2019, this would be a material 
amendment to the cunent charter contract due to the changes in the academic program and the 
proposed enrollment caps. 

Page 13of13 

B-451



67$7(�2)�1(9$'$ 
%5,$1�6$1'29$/ 3$75,&.�*$9,1 

Governor Executive Director 

67$7(�38%/,&�&+$57(5�6&+22/�$87+25,7< 

�����1RUWK�6WHZDUW�6WUHHW�6XLWH��� 
&DUVRQ�&LW\��1HYDGD����������� 
����������� ���� ā��)D[������������± ���� 

9,$�(/(&7521,&�0$,/�$1' 81,7('�67$7(6�3267$/ 6(59,&(�± 5(7851� 
5(&(,37�5(48(67(' 

$XJXVW�������� 

&KULV�0F%ULGH��3K�'� 
6XSHULQWHQGHQW� 1HYDGD�&RQQHFWLRQV�$FDGHP\ 
����'RXEOH�(DJOH�&RXUW��6XLWH ���� 
5HQR��1HYDGD� ����� 
FPFEULGH#QFD�FRQQHFWLRQVDFDGHP\�RUJ 

5H� 1HYDGD�&RQQHFWLRQV�$FDGHP\�± (OHPHQWDU\�,PSURYHPHQW�3ODQ�&RQGLWLRQV 
'HDU�'U� 0F%ULGH� 

$V�\RX�DUH�DZDUH��DW�LWV�$XJXVW�������� %RDUG�PHHWLQJ��WKH�%RDUG�RI�WKH�6WDWH�3XEOLF�&KDUWHU 
6FKRRO�$XWKRULW\��63&6$��YRWHG�WR�FRQGLWLRQDOO\�DSSURYH WKH�SURSRVHG�LPSURYHPHQW�SODQ�IRU� 
1HYDGD�&RQQHFWLRQV�$FDGHP\¶V�HOHPHQWDU\�VFKRRO�SURJUDP� 63&6$�VWDII�LV�SOHDVHG�WR�VXSSRUW� 
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x	 $�ILQDO�VFKHGXOH�RI�/LYH/HVVRQ�WUDLQLQJV�WR�EH�DYDLODEOH�WR�HOHPHQWDU\�/HDUQLQJ�&RDFKHV� 
LQ�WKH�����������VFKRRO�\HDU�VR�WKDW�DQ�DSSURSULDWH�63&6$�VWDII�PHPEHU�FDQ�DOVR�DWWHQG�� 
$GGLWLRQDOO\��VWDII�ZRXOG�OLNH�IRU�WKH�VFKRRO�WR�WUDFN�/HDUQLQJ�&RDFK�SDUWLFLSDWLRQ�LQ� 
WKHVH�VHVVLRQV�IRU�WKH������± �����VFKRRO�\HDU�� 7KHVH�IRUPV�VKRXOG�EH�VXEPLWWHG� 
TXDUWHUO\��EHJLQQLQJ�LQ�2FWREHU������ 

x	 $WWHQGDQFH�ORJV��ZLWK�FRUUHVSRQGLQJ�WHDFKHU�VLJQDWXUHV�YHULI\LQJ�DWWHQGDQFH�DQG� 
FRPSOHWLRQ�RI�WKH�5W, SURFHVV�WUDLQLQJ��IRU�DOO�HOHPHQWDU\�VFKRRO�WHDFKHUV�E\�2FWREHU���� 
������RU�DQRWKHU�PXWXDOO\�DJUHHG�XSRQ�GDWH� 

x	 $OO�DJHQGDV�DQG�PRQLWRULQJ�ORJV�IRU�3/&V��ZLWK�FRUUHVSRQGLQJ�WHDFKHU�VLJQDWXUHV� 
YHULI\LQJ�DWWHQGDQFH��IRU�DOO�EL�ZHHNO\�3/&V�RQ�D�TXDUWHUO\�EDVLV��EHJLQQLQJ�LQ�2FWREHU� 
����� $OO�VXFK�PDWHULDOV�PXVW�EH�VXEPLWWHG�LQWR�(SLFHQWHU� 

x	 $WWHQGDQFH�ORJV��ZLWK�FRUUHVSRQGLQJ�WHDFKHU�VLJQDWXUHV�YHULI\LQJ�DWWHQGDQFH��IRU�DOO�WHQ� 
SURIHVVLRQDO�GD\V�UHTXLUHG�E\�WKH�VFKRRO�IRU�WKH������± �����VFKRRO�\HDU� 

x	 (QUROOPHQW�VKDOO�EH�FDSSHG�DW�WKH�QXPEHUV�LQ�WKH�FKDUW EHORZ�� $Q\�VWXGHQWV�HQUROOHG�DV� 
RI�$XJXVW����������LQ�D�JUDGH�WKDW�KDV�PRUH�VWXGHQWV�WKDQ�WKH�FDS�ZRXOG�EH�JUDQGIDWKHUHG� 
LQWR�WKH�VFKRRO�� 1HZ�VWXGHQWV�ZLVKLQJ�WR�HQUROO�LQWR�JUDGHV�WKDW�KDYH�HQUROOPHQW�DERYH� 
WKH�HVWDEOLVKHG�HQUROOPHQW�FDS�FDQQRW�GR�VR�XQWLO�D�WLPH�ZKHQ�WKH�VFKRRO�KDV�VSDFH� 
DYDLODEOH�XQGHU�WKH�HQUROOPHQW�FDS�� 5HFRJQL]LQJ�WKH�LPSRUWDQFH�RI�HQJDJHG�DQG�LQYHVWHG� 
IDPLOLHV��IDFXOW\��DQG�JRYHUQLQJ�ERG\�PHPEHUV��VWDII�IXUWKHU�UHFRPPHQGV�WKDW�WKLV� 
FRQGLWLRQ�QRW�DSSO\�WR�VLEOLQJV�RI�FXUUHQW�1&$�VWXGHQWV��FKLOGUHQ�RI�1&$�VWDII��RU� 
FKLOGUHQ�RI PHPEHUV�RI WKH�1&$�%RDUG� 
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727$/ ������VWXGHQWV 

$GGLWLRQDOO\��DV�GLVFXVVHG�E\�WKH�%RDUG��WKH�FRQGLWLRQDO�DSSURYDO�RI�WKLV�HOHPHQWDU\�VFKRRO 
LPSURYHPHQW�SODQ�LV�LQ�QR�ZD\ ELQGLQJ�IRU�UHQHZDO��QRU�GRHV�WKH�VXFFHVVIXO�FRPSOHWLRQ�RU� 
DGKHUHQFH�WR�WKH�DERYH�FRQGLWLRQV�E\�WKH�VFKRRO�PHDQ�WKDW�WKH�VFKRRO�ZLOO�EH�UHQHZHG� 7KLV�LV� 
HVSHFLDOO\�WKH�FDVH�LQ�UHJDUG�WR�WKH�DQQXDO�SHUIRUPDQFH�JRDOV�VHW�IRUWK�LQ�WKH�LPSURYHPHQW�SODQ��� 
,Q�RWKHU�ZRUGV��LI�1HYDGD�&RQQHFWLRQV�$FDGHP\�PHHWV�RU�H[FHHGV�WKH�DQQXDO�SHUIRUPDQFH�JRDOV� 
VHW�IRUWK�LQ�WKH�LPSURYHPHQW�SODQ�GRHV�QRW�PHDQ�LQ�DQ\�ZD\�WKDW�63&6$�VWDII�ZLOO�UHFRPPHQG�� 
RU�WKDW�WKH�63&6$�%RDUG��ZLOO�DSSURYDO�UHQHZDO RI�WKH�VFKRRO¶V�FKDUWHU�FRQWUDFW���,QVWHDG��DQ\� 
UHQHZDO�DSSOLFDWLRQ�VXEPLWWHG�E\�1HYDGD�&RQQHFWLRQV�$FDGHP\�LQ�WKH�)DOO�RI������ZLOO�EH� 
UHYLHZHG�XQGHU�WKH�SURFHGXUHV�DQG�VWDQGDUGV�VHW�IRUWK�LQ�156����$�����DQG�LWV�FRUUHVSRQGLQJ� 
UHJXODWLRQ��5������$���DQG�UHQHZDO�RI�WKH�VFKRRO�ZLOO�EH�FRQVLGHUHG�EDVHG�RQ�SHUIRUPDQFH� 
DJDLQVW�H[LVWLQJ�PHWULFV��VXFK�DV�WKH�1HYDGD�6FKRRO�3HUIRUPDQFH�)UDPHZRUN��163)�� 

$V�SUHYLRXVO\�PHQWLRQHG��0U��0RGUFLQ�ZLOO VHUYH�DV�\RXU�SULPDU\�FRQWDFW PRYLQJ�IRUZDUG� 
3OHDVH�FRQWDFW�0U��0RGUFLQ�YLD�HPDLO�DW�PPRGUFLQ#VSFVD�QY�JRY WR FRQILUP�UHFHLSW�RI�WKLV� 
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FRUUHVSRQGHQFH DQG�VFKHGXOH�D�WLPH�WR�GLVFXVV�WKHVH�FRQGLWLRQV�IXUWKHU�EHIRUH�6HSWHPEHU�����:H 
ORRN�IRUZDUG�WR�KHDULQJ�IURP�\RX� 

6LQFHUHO\� 
Patrick J. Gavin 

cn=Patrick J. Gavin, o=State of Nevada, 

ou=State Public Charter School Authority, 

email=pgavin@spcsa.nv.gov, c=US 

2018.08.09 12:54:19 -07'00'
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Pearson Online & 
Blended Learning 

August 3, 2018 

Chris McBride, Ph.D. 
Superintendent 
Nevada Connections Academy 
cmcbride@nca.connectionsacademy.org 

Matthew Wicks 
VP of Efficacy Research and Reporting 
Pearson Online & Blended Learning 
matt.wicks@pearson.com 

RE: SPCSA Recommendation Report regarding Nevada Connections Academy’s Elementary School 
Improvement Plan 

Dear Chris, 

I reviewed the Authority’s memorandum and I would like to make the a few points regarding the 
analysis contained therein. 

In regard to the Authority’s reference of the challenge of “boomerang students” on page 11—defined by 
the Authority as pupils who may fail to attend for two consecutive weeks or voluntarily withdraw and 
then choose to re-enroll— in my review of the data at the Elementary School, there is a very small 
number of students where this occurs, but because it is small, this is not a core issue that needs to be 
addressed or is affecting performance. 

On page 9 the Authority concludes that NCA’s transiency rate is more likely based on factors within the 
school’s control and arrives at this conclusion because the transiency rate at NCA is higher than they 
would predict it to be based on the school’s free and reduced lunch population. This is not a valid 
conclusion; rather, the data shows that mobility is a characteristic of a high percentage of students 
possess before enrolling at NCA. Only 9% of the students at the Elementary School have attended just 
NCA; 33% were on their second school already, and 58% had attended between 2 and 7 prior schools. 

Additionally, rather than free and reduced lunch status being a driver of mobility, a more in-depth 
analysis of elementary students at NCA has revealed the following student characteristics that relate to 
mobility: 6% suffering from mental or physical health problems, 10% experiencing bullying and are new, 
13% were struggling academically at their prior brick and mortar schools, 10% were advanced and 
seeking an option to address their students’ needs, and 61% switched to NCA because they were 
dissatisfied with their local brick and mortar school and/or looking for more flexibility. 

On pages 9-10 of the memo, the Authority’s statement that “even if one were to assume that student 
transiency or student poverty was the efficient cause of the school’s low levels of performance, it is 
important to note that this is not borne out by the evidence” is problematic. This conclusion is based on 
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a very simple correlation analysis when, in fact, a more rigorous analysis is required. The Authority 
presents a simple correlation between school-level free and reduced lunch population, self-reported 
mobility, and the NV index score (a combination of subjects, different cohorts, and performance 
metrics) in an attempt to rebut that student mobility is not a key driver of lower academic performance. 

In contrast, the findings from the rigorous analysis done by Pearson of Connections Academy schools 
were consistent with numerous, prior peer-reviewed studies in finding that mobility is a significant 
predictor of academic performance. In the Connections Academy analysis, a more rigorous, two-tier 
nearest-neighbor model was employed, matching to other schools within the state at the district-level 
and then school-level on prior year % proficient on state tests, instructional expenditure per pupil, free 
and reduced lunch, student ethnicity, % on IEP, school size, and student mobility.  Next, an ordinary 
least squares fixed-effects model was employed along with a naïve covariance structure within a robust 
empirical standard error formulation. This procedure results in estimates that are unbiased despite the 
complex nested nature of the data. 

I have attached an Education Week article published August 11, 2016 that provides an overview of how 
student mobility affects learning. Also attached is a recent Education Week article that further explains 
the peer-reviewed analysis done by Pearson on Connections Academy schools and the effect of mobility 
on student performance. 

Please feel free to reach out to me if you have questions or if you would like to further discuss. 

Sincerely, 

Matthew Wicks 

Online & Blended Learning 

Connections Academy is supported by 

Pearson Online & Blended Learning 

Enclosures
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Education Week's blogs > Digital Education 

Pearson Studies Seek to Shine Light on Cyber Charter Student Mobility 

By Benjamin Herold on July 20, 2018 2:06 PM 

Students in Connections Academy's full-time online charter schools are highly mobile and often enroll after the school year starts. 

But nearly half reported choosing a cyber charter because they were looking for greater flexibility or were generally dissatisfied with their local 

school—far more than those who said they were trying to solve a specific problem such as academic struggles, physical or mental health 

issues, or bullying.  

Those are just some of the findings in a series of studies recently released by Pearson, the global publishing and education giant that serves 

as a parent company to Connections Academy. 

"The research underscores the importance of mobility in understanding online school students" and "reveals insights about what drives student 

mobility," said Matthew Wicks, the vice president efficacy research and reporting for Pearson Online & Blended Learning, in an emailed 

response to questions.  

"With this knowledge, we can further improve the Connections Academy online school program to best serve student needs," Wicks said. 

All told, Connections Academy schools served more than 70,000 students across 27 states during the past school year, making it the second-

largest operator of full-time online schools in the country, behind K12 Inc. 

As part of its new research, Pearson also challenged a series of recent studies by third-party groups, which have consistently found that 

students in cyber charters tend to perform significantly worse academically than their counterparts in brick-and-mortar schools. 

Like other cyber operators, Connections maintains that such studies have not adequately accounted for what it says are high rates of student 

mobility in virtual schools. 

Using its own methodology, which sought to account for students who bounced from school to school before enrolling in a Connections 

Academy, Pearson found that Connections schools actually performed on par with comparable brick-and-mortar schools, and significantly 

better than other virtual schools in reading. 

Outside research experts questioned Pearson's approach, however, saying the company's inability to compare the performance of individual 

students undercut the strength of its argument that Connections Academy virtual schools perform better academically than they are given 

credit for. 

"You can't make these claims of effectiveness with school-level data. Period," said Ruth Curran Neild, the previous director of the federal 

Institute of Education Sciences and current director of the Philadelphia Education Research Consortium. 

Still, the field would benefit from a more robust way of comparing students from different types of schools while better accounting for student 

mobility, Neild said—an agenda that the current school-choice-friendly U.S. Department of Education may want to consider. 

Who chooses Connections Academy cyber charters? 

Pearson officials said they undertook the studies as part of the company's "larger and overarching commitment to efficacy research and 

reporting." 

The work was independently reviewed by the research group SRI International and audited by the consulting firm PwC. 
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One part of the work sought to better understand the students who enroll at Connections Academy virtual schools—a key question, given 

ongoing debates about whether full-time online schools serve a population that is similar enough to brick-and-mortar schools to allow for 

apples-to-apples comparisons of student performance. 

For the study, Pearson analyzed the achievement scores, attendance and enrollment patterns, demographic characteristics, and stated reasons 

for choosing to attend a Connections school for 77,541 students during the 2015-16 school year. Using a technique called a cluster analysis, the 

company created seven distinct profiles of Connections Academy students: 

Academically advanced students (8 percent of the overall Connections  Academy population) 

Academically struggling students (11 percent) 

Students experiencing physical or mental health problems (11 percent) 

Newly enrolled students who had previously experienced bullying (13 percent) 

Students who had originally enrolled at Connections Academy with challenges such as those listed above, and were now returning to 

that online school after for a second (or more) year (11 percent) 

Returning students who didn't report experiencing such problems at traditional schools, but instead enrolled at Connections Academy 

because they were seeking more flexibility and choice (16 percent) 

New students who were just seeking more flexibility and choice (31 percent) 

The last two profiles accounted for 47 percent of Connections students, the study found. More research needs to be done to better understand 

the experiences and motivations of these groups, the researchers said. 

Also noteworthy were the high numbers of new students who enrolled at a Connections Academy after the school year started. 

More than half of new students who chose a Connections online school because of physical or mental health problems started late, and nearly 

two-thirds of new students who experienced bullying or academic struggles at their previous schools started late. 

By comparison, Pearson found that more than 90 percent of returning students—including those who originally chose Connections Academy 

because of previous challenges—started the school year on time. 

Connections officials said the information was helpful to both teachers and administrators, and would be used to improve the way Connections 

schools approach "onboarding" new students. 

"Data analysis we have done previously shows that late-enrolling students tend to have lower academic performance than students enrolling 

on time," Wicks said. "This can indicate other problems in the life of the student/family that could impact student learning." 

Disagreements about online student performance 

While the full-time online student profiles and data released by Pearson shine new light on populations that have often been hard to track, the 

company's findings regarding academic achievement are more contentious. 

A number of previous studies by independent researchers have slammed cyber charters in general for poor performance. Most notably, a 2015 

report from the Center for Research on Education Outcomes at Stanford University found that cyber charters in general have an 

"overwhelming negative impact" on students' academic growth. 

In that study, researchers matched individual students attending 158 cyber charter schools in 17 states and the District of Columbia with 

"virtual twins," who were similar in terms of grade level, demographics, poverty, special-education status, and prior performance on state tests. 

The virtual twins attended the brick-and-mortar school where their peers most likely would have landed had they not chosen to attend a cyber 

charter. 

In its comparative analysis of that student-level data, CREDO found that in a given year, online charter students, on average, achieved the 

equivalent of 180 fewer days of learning in math and 72 fewer days of learning in reading than similar students in brick-and-mortar schools. 

More than two-thirds of cyber charters had weaker overall academic growth than similar brick-and-mortar schools, CREDO found. 

Cyber charter operators, including Connections and K-12 Inc., have consistently said CREDO's methodology was limited because it didn't 

adequately account for student mobility. 

"The negative impact of student mobility on academic performance has been well documented," Wicks said. "We believe taking mobility into 

account is required to make the most fair comparison." 

To that end, Pearson attempted to account for student mobility by using each state's mobility metric, which vary considerably from one place 

to the next and are only available at the district level. The company then used those mobility rates as a primary indicator for how it matched 
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Connections Academy schools with counterparts. 

Unlike CREDO, however, Pearson was unable to create matches at the student level. Instead, it matched Connections Academy schools with 

traditional brick-and-mortar schools in the same state by grade level (3-8) and subject area (math and reading.)  In effect, that meant 4thgrade 

math students at a given Connections Academy schools were compared to the most similar class of 4thgrade math students that researchers 

could find within a brick-and-mortar school in the same state. 

The two most significant factors in making those matches were mobility rate and prior academic performance. 

Using this methodology, Pearson found that Connections Academy full-time online schools performed statistically the same in reading and 

math as brick-and-mortar schools. Connections schools also outperformed other virtual schools in reading. 

"This study provides evidence that students from Connections Academy schools can perform at the same level as students from traditional 

schools that serve similar student populations," Wicks said. "The results support a more complex conversation about mobility and virtual 

schooling." 

More work to be done 

Outside researchers had much more measured reactions, however. 

In an interview, Neild of the Philadelphia Education Research Consortium, emphasized that Pearson's inability to compare the performance of 

individual students is a major limitation of the study. 

"We don't know if these are the same students from one year to another," Neild said. "The fact is, [Pearson doesn't] have the evidence to parse 

out whether the differences they're seeing are the result of an effective instructional program, or changes in the student population." 

In a statement provided to Education Week, director Macke Raymond said CREDO "appreciates the effort [by Pearson] to delve deeper into 

school effects among cyber schools" and noted that the new study "opens a new frontier of investigation" by including student-mobility 

measures. 

But those measures are "far more exploratory than confirmatory," said Raymond, who also pointed out the superiority of CREDO's student-

level analysis. 

"We are confident that the prior CREDO study meets standards of rigor and accuracy, and stand by our results," she said. 

In its study, Pearson acknowledged that its study "cannot support causal conclusions" and that a "more rigorous research design would have 

matched groups at the individual student level, rather than the school or district level." 

See also: 

Cyber Charters Have 'Overwhelming Negative Impact,' CREDO Study Finds 

Rewarding Failure: An Education Week Investigation of the Cyber Charter Industry 

Connections Education: A Defense of Cyber Charters 

Follow @BenjaminBHerold for the latest news on ed-tech policies, practices, and trends. 
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NCA’s High School Initiatives to Positively 

Impact Student Outcomes
	

College and Career Readiness Indicator: (25 / 90 NSPF points) 
(one-year lag in realization) 

Advanced Diploma Path 
x For 2019-20, all students who have a 3.25 GPA or higher will be identified and 
placed on the advanced diploma path. we believe this will influence us to 
achieve the 25.5% for GY2021 (2 more points, 3 total) 

x At the end of the 2019-20 school year, counselors will identify junior cohort 
students to enable the 2020-21 school year progression. 

Dual Enrollment 
x Grow existing dual enrollment program with partner Community College, TMCC. 

College and Career Ready Indicator, continued: 
(long-term effort) 

CTE Course Progression Plans (for the 2020-21 school year) 
x Create course progression plans (ex., Business, Criminal Justice). 
x Get approval from NDE for course progression plans. 
x Identify and place students into appropriate CTE progression plans. 
x All freshman will enter with a clear CTE pathway; those that are undeclared will 
be enrolled in the business pathway. 

Build Graduation Resume 
x Identify most beneficial and probable certifications for students. 
x Seek out partners to perform training, seek out partners to train staff in 
certifications. 

x Offer certifications students can use to build their graduation resume. 
o CPR, Technical Certifications 

x Face-to-face opportunities through CTE field trips for hands on experience. 

*All efforts towards Career and College Readiness can influence Graduation Rate. 

Academic Achievement Indicator (Proficiency) (25 / 90 NSPF points) 
ACT test prep - USA test prep 
x Training 
x Implementation 
x Evaluation 

1
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Graduation Rate (30 / 90 NSPF points) 
Every Student Succeeds Academy (4th yr of the program) 
x Identify off cohort-credit deficient students. 
x Each student is assigned a Success Coach (teacher with advisory title) who will 
engage with them a minimum of two times a month. 

Rainbow List 
x Identify students who are seniors based upon credits earned. 
x Green list students – those students on-track to graduate. Green students are 
monitored by General Education homeroom teachers. 

x	 Yellow list students – those students who are slightly off-track but enrolled in all 
credits needed to graduate. Yellow students are monitored by success coaches 
a minimum of twice per month. 

x	 Red list students – those students who are significantly off-track.  Red students 
are monitored by high school administrators using the Principal’s Academic 
Probation Contract. 

Student Engagement Indicator (10 / 90 NSPF points) 
Freshman Academy
	
x 9th grade credit sufficiency
	
x Identify and place students on academic probation.
	
x Focus on student engagement.
	

Truancy
	
x High school academic probation.
	
x Attendance truancy versus participation truancy.
	

Foundation for all Indicators: 
x Social Emotional Mentors
	
x Ruby Payne training
	
x Trauma Informed Schools Training
	
x Leadership Coaching training
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NCA’s Middle School Initiatives to Positively  

Impact Student Outcomes
	

Academic Achievement Indicator  (25 / 90 NSPF points)
	
භ	 Math 

ӑ	 Implementation of ST Math, Math Time to Talk, individual and targeted small 
group LiveLessons, frequent contact with failing students, plus additional help 
and support. 

භ	 English Language Arts 
ӑ	 Implementation of Lexia Rapid Assessment, Power Up, individual & small group 
targeted LiveLessons, frequent contact with failing students, plus additional help 
and support. 

භ	 Science 
ӑ	 As recommended by Aha Process, teachers will participate in course calibration 
with state standards.  Professional Learning Community members collaborate to 
ensure curriculum alignment to essential standards and concepts. 

භ Middle School Rainbow List 
ӑ Identifying students who are on-track and not on-track to earning credits for 
promotion to high school. 

Student Growth Indicator  (30 / 90 NSPF points) 
භ	 English Language Arts 

ӑ	 Reviewing SBAC test scores from previous year to identify students that need 
extra support. Monitor growth on Lexia Rapid Assessment, prescribe the 
intervention Lexia Power Up.  Provide individual, targeted LiveLessons. Provide 
in-person opportunities to complete writing assignments with teachers. 

භ	 Math 
ӑ	 Reviewing SBAC test scores from previous year to identify students that need 
extra support.  Monitor progress on ST Math.  Provide individual, targeted 
LiveLessons. Provide in-person opportunities to complete assignments with 
teachers. 

භ Response To Intervention (RTI) 
ӑ Tier I supports -- Teachers use research-based best practice teaching strategies 
to provide Tier I level supports for all students. 

ӑ	 Tier II supports -- Teachers use research-based instructional strategies to 
provide Tier II level interventions for students identified as needing Tier II level 
supports. 
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ӑ	 Tier II supports -- Teachers use research-based instructional strategies to 
provide Tier III level interventions for students identified as needing Tier III 
supports. 
Ŷ	 Students are referred to the Special Education team if they do not show 
progress with the RTI process. 

Closing Opportunity Gaps Indicator (20 / 90 NSPF points) 
භ English Language Arts 

ӑ Review SBAC test scores from previous year to identify students that need extra 
support. 

ӑ Monitor growth on Lexia Rapid Assessment; if needed, prescribe the 
intervention Lexia Power Up. 

ӑ Provide individual, targeted LiveLessons.  Provide in-person opportunities to 
complete writing assignments with teachers. 

භ Math 
ӑ Review SBAC test scores from previous year to identify students that need extra 
support.  

ӑ Monitor progress on ST Math. 
ӑ Provide individual, targeted LiveLessons.  Provide in-person opportunities to 
complete assignments with teachers. 

Student Engagement Indicator  (15 / 90 NSPF points) 
භ	 Truancy - Weekly reports, communications via WebMail. 

ӑ	 Academic probation for 8th grade students moving into 9th grade who have not 
shown successful course progression.  (Research does not indicate that retaining 
students shows positive growth outcomes.) 

ӑ	 Academic probation for 7th and 8th grade students, published progress reports, 
parent/teacher conferences to discuss progress and goals, and identification of 
students who are at risk of non-course completion or failing grades.  

භ Attendance - Weekly reports, communication via webmail and phone calls (“Fix it” 
Fridays).  
ӑ Teachers schedule open office hours to address attendance and contact alarms.  
ӑ This is also a time set aside to provide students additional help in the course 
with specific concepts or assignments. Teachers will help students to improve 
grades and provide additional instruction and support. 

භ Middle School Academic Plans starting in 6th grade. 
ӑ Review credits and student academic progress. Placement –transcripts are 
reviewed, and students are placed according to individual student needs. 
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Discuss student academic goals for Middle and High School, as well as college 
and career goals.  Discuss state testing requirements. 

භ Course Completion 
ӑ Frequent communication with parents and students failing courses, goal setting 
Individual LiveLessons. Follow up check-ins are scheduled to monitor progress 
and provide guidance and support 

භ Middle School Rainbow List 
ӑ Identifying students who are on-track and not on-track to earning credits for 
promotion to high school 

භ Onboarding of new families 
ӑ	 Welcome calls, “Getting Started” course, orientations, monthly learning coach 
WebMails, recorded “welcome LiveLesson” orienting new students and learning 
coaches to each course, in-person learning coach support, LiveLesson 
opportunities. 

භ Modified and individualized curriculums to best support student achievement and 
provide differentiated learning opportunities. 
ӑ Lesson customization promotes varied learning styles, abilities and interests. 

For middle school students transitioning, the Special Education teacher meets with the family/ 
student to review and answer their questions about middle school.  This is done in collaboration with 
the General Education teachers in 6th grade. During these meetings, teachers help the student 
understand requirements of middle school, discuss concerns/ fears, and requirements of the 
following year. 
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Schools with Mobile Populations: 
What does research say & its impact 
on Nevada Connections Academy? 

MMatthew Wicks 
DDirector of School Accountabi l i ty 
PPearson Online & Blended Learning 
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Connections Academy Online Schools
	

Connections Academy virtual schools provide a 
fu l l-t ime online educat ion t o st udent s in grades K-12 
across  the  United  Sta tes.  

The online school program for these schools is provided  by Pearson’s Online & Blended  
Learn ing  K–12  group  (a lso  known as  Connections  Educa tion  which  was  founded  in  2001).  
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CRITICAL MISSING INFORMATION:
	
STUDENT MOBILITY& IMPACT ON LEARNING
	
What we know: 

Ɣ	 Families with enrolled students express satisfaction with Connections Academy 
schools, however, general awareness and understanding about how virtual school 
works, who attends and why, remains riddled with misinformation and misperception. 

Ɣ	 Additionally, questions around student performance persist; existing research studies 
paint an incomplete picture of achievement. 

Ɣ	 Critical ingredient missing from existing research - mobility. 

As such, Pearson set out t o exam ine Connect ions Academy vir t ual schools; conduct ing
	
research t o explore t he t ypes of st udent s who at t end vir t ual school and t heir
	
per formance.
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Mobi l i ty and the Efficacy Studies
	

Know ing t hat vir t ual school st udent s are ext remely mobile, t he ef f icacy st udies were 
designed, in par t , t o underst and t he dr ivers of mobil i t y and it s impact on per formance. 

What is mobil i t y? 
“In K-12 education, student mobility... can include any time a student changes schools for reasons 
other than grade promotion, but in general it refers to students changing schools during a school 
year.” 
(Education Week, August 2016) 

How is i t def ined and measured? 
Ɣ Measures differ across states with some states having no agreed upon measure 
Ɣ At Pearson Online & Blended Learning, number of prior schools attended 
Ɣ There are other ways as well that can and are used in different contexts (e.g. late enrollers, 
number of new students, during school year withdrawals, etc.) 

Note. Mobility wasmeasured using themost appropriatemetric for each efficacy study (Number of 
prior schoolswas used in PhaseOne, and state definitionswereu sed for Phase Two). 
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Background: Industr y Research Findings -

Impact of Mobi l i ty on Student Per formance
	

Ɣ	 The more often students moved, the llower t hey scored on bot h t he st at e 
st andardized mat h t est and  on  teache r  obse rva tions  of  the  studen ts’  
critica l th inking. 

Ɣ	 Even one non-promotiona l school move both reduced element ary school 
achievement in reading and mat h and increased high school dropout 
rat es. 

Ɣ	 Most  p ronounced  e ffects  for  studen ts  who  m ade  th ree  or  more  moves.  
Ɣ	 Causes  and  consequences  a re  varied  and  complex  and  so 
 	

recommenda tions  for  addressing  the  issues  must  be  adap tab le  and 
 	
app licab le  to  studen ts’un ique  circum stances. 
 	

Rumberger, Russell W. (2015). Student Mobility: Causes, Consequences, and Solutions. Boulder, CO: National Education Policy 
Center. Retrieved 10/16/17 from http://nepc.colorado.edu/publication/student-mobility. 
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Consider ing Mobi l i ty
	

Of par t icular not e, virtual school 
students are extremely mobile (and come 
to Connections with this characteristic); 
more than double that of traditional 
schools. 

St udent Mobil i t y Tw ice St at e Average 

53.4 (NCA) v. 23
	

Unlike existing research on virtual school, 
this research incorporates student 
mobility and explores the performance of 
the unique student body at Connections 
Academy. 

6 
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CCur rent Efficacy Research 

Study 1: Student Profiles 

Study 2: School 
Compar ison 
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Efficacy Research
	

Research Quest ions 

1.		 What are key characteristics of students who enroll at Connections Academy 
schools, and in what patterns do we see characteristics or profiles “cluster” 
together? ((St udy 1) 

1.		How do students who attend Connections Academy schools perform in 
comparison to brick and mortar schools and non-charter virtual schools with 
similar characteristics within the same state? ((St udy 2) 
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Study 1: Cluster Analysis Var iables
	

St udent s were grouped int o “clust ers” or prof i les based on t he fol low ing 
st udent charact er ist ics and per formance out comes. 

Ɣ SPED 
Ɣ Gender 
Ɣ Ethnicity 
Ɣ ELL Status 
Ɣ FARMSEligibility 

Ɣ	 Type of Prior School 

Ɣ Withdrawal Status 15/16 
Ɣ Withdrawal Status 16/17 
Ɣ Enrollment Category 15/16 
Ɣ Consecutive Years Enrolled 
Ɣ Returned 16/17 Year 

Ɣ	 Mobility (# prior schools attended) 
Ɣ	 Reason for attending Connections 
Academy 

Ɣ State Reading Proficiency Level 
Ɣ State Math Reading Proficiency Level 

Ɣ ELA Course Average 
Ɣ Math Course Average 
Ɣ End of Course Survey Average 

99 
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        Study 1Results: Clusters identi fied in student profi le study
	

St udent Pr of i le # St udent s 
in t he 
prof i le 

Reason(s) for Enrolling 
in a Connections 
Academy 

% of Students 
new or returning 

% enrolling 
late or on time 

% of mobile 
students 
(# prior schools 
at initial 
enrollment) 

1. Advanced students 3,693 
8% 

Student is academically 
advanced 

Equally new late 
and returning 

Equally on time 
and late 

48% 

2. Healt h problems 5,224 
11% 

Student has physical or 
mental health problems 

67% new 
students 

54% late 52% 

3. New, bullied students 6,164 
13% 

Student is experiencing 
bullying 

100% new 
students 

65% late 60% 

4. New, enrolled because 
st ruggling academically 

5,348 
11% 

Struggling academically 100% new 
students 

64% late 58% 

5. New, enrolled for greater 
f lexibilit y/ vir t ual school 
cchoice 

14,812 
31% 

Vague reasons (Flexibility 
and dissatisfaction with 
local school) 

100% new 
students 

Equally late 
and on time 

48% 

6. Returning, enrolled for 
greater f lexibilit y/ vir t ual 
school choice 

7,491 
16% 

Vague reasons (Flexibility 
and dissatisfaction with 
local school) 

100% returning 
(2 to 3 years) 

93% on time 35% 

7. Returning, originally 
enrolled with various 
challenges 

4,981 
11% 

50% bullied, 66% 
struggling academically, 
16% health problems 

100% returning 
(2 to 3 years) 

90% on time 58% 

B-480



  

        
      
        

         
 

        
  

Study 1Results
	

Connect ions Academy schools serve highly mobile st udent s w it h 
complex needs known t o impact academ ic per formance. These 
students’ needs include, among others, health concerns, bullying and 
safety, looking to be challenged, trying to catch up, and flexible 
scheduling. 

These characteristics create a unique student population that differs 
from traditional brick- and-mortar schools. 

11 

B-481



    
         

         
    

        
          

     

        
        

Study 2: School Compar ison Study
	
How do students who attend Connections Academy schools perform in comparison 
to brick and mortar schools and non-charter virtual schools with similar 
characteristics within the same state? 

Met hod: An exploratory study that directly compared achievement at a 
Connections Academy school to a similar brick and mortar school and a non-
charter virtual school within the same state. 

Ɣ Sites were compared at grades 3-8 for Reading and Mathematics
	

Ɣ All analyses were based on publicly available data.
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Study 2: Results
	

No significant differences 

Only statistical difference: 
Connections Academy schools 
scored higher than matched virtual 

schools 

Conclusion: 

The result s provide evidence that Connect ions Academy students can receive the same 
qualit y of educat ion as that offered at their local public school, while simultaneously 
t aking advantage of the benef it s offered to them by virt ual schools; and that students 
may be bet ter posit ioned in Connect ions Academy schools than other virt ual schools 
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Phase Two: School Compar ison Study 
Results 
Based on the SRI and PWC review, Pearson is able to make the following comparative 
statements about the efficacy of Connections Academy schools: 

Ɣ	 No st at ist ical dif ference in percent age scor ing prof icient in mat h and reading 
between st udent cohor t s in Connect ions Academy schools and cohor t s in br ick -and-
mor t ar schools tha t were matched  on  p rior ach ievement, and  a fte r ad justing for d istrict-
m ean  studen t mobility and  school-mean  studen t Socioeconom ic Sta tus (SES) and  o the r  
demograph ic  factors.  

Ɣ	 St udent cohor t s in Connect ions Academy schools st at ist ical ly out per formed (by 7.9 
percent age point s) cohor t s in ot her vir t ual schools (m atched  on  prior  ach ievement) in  
te rm s  of  the  pe rcen tage  scoring  p roficien t  in  read ing  on  sta te  assessments.  

Ɣ	 No st at ist ical dif ference in percent age scor ing prof icient in mat h between st udent 
cohor t s in Connect ions Academy schools and cohor t s in ot her vir t ual schools tha t 
were  m atched  on  p rior  ach ievement.  
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WWhat does this mean for 
Nevada Connections 

students? 
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What About Other Accountabi l i ty Metr ics
	

The research established two key facts: 

1.		 Connections Academy schools have iincredibly mobile populat ions. 

1. 	 	 When you  take  mobility in to  account,  Connect ions Academy schools per form
	
equivalent t o ot her schools on st at e assessment s.
	

However, the  Nevada Sta te  Pe rform ance Framework con ta ins seve ra l accoun tab ility me trics 
beyond  proficiency  on  sta te  assessments.  What are t he implicat ions of t he research on 
t hese ot her met r ics? 
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Growth, Graduation Rate, Attendance,
	
& College and Career Readiness
	

Ɣ	 Growt h makes up t he largest par t of t he Nevada framework for elementary and 
middle school, especially when you consider Closing the Gap is another type of growth 
metric. However, the Student Growth Percentile system only takes previous performance 
into account, not mobil i t y. Since mobility predicts a short-term decrease in academic 
performance, then highly mobile schools will likely perform poorly on the growth indicator. 

Ɣ	 Graduat ion rat e is a met r ic t hat ref lect s 4-years wor t h of st udent per formance. In a 
highly mobile school, the graduation cohort ends up reflecting a significant number of 
students that have only spent a portion of their high school years at the school that is 
being held accountable. It isn’t an accurat e ref lect ion of t he per formance of highly 
mobile schools. 

Ɣ	 A highly mobile school w il l have many more st udent s com ing and going dur ing t he 
school year . It is much easier to be considered chronically absent when the days of 
enrollment are for a shorter time period. The change this past year to require students to 
be enrolled for at least 90 days to be included in the metric helped to address this issue. 

Ɣ	 Connections Academy schools attract a unique student population, one where a significant 
portion do not intend to go on to college. This has a significant impact on the College and 
Career Readiness indicator. 

17 
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Connections Academy Cur r iculum
	
Transformation
	

Transform the cur r iculum
	
exper ience
	

Create a repository of learning 
objects targeted at concepts & 
skills to meet national & state 
standards, leveraging a social 
cognitive & social emotional 
approach to deliver learner 
outcomes and school 
performance 

Online & Blended Learning 18 

B-488



     

          
           
    
            
   
            

   
           
 

          
        

     
   
   

     
          
             

      

Cur r iculum & Capabi l i t ies for Learning
	
Outcomes
	

Ɣ	 Connections Academy has taken theStudent Mobi l i ty research and incorporated 
str ategies for Cur r iculum & Capabi l i ties positioned to suppor t the growth & 
per formanceof students with mobi l i ty 
ż	 Through an objective taxonomy focused on discrete concepts & skills targeted at 
National and state standards
䕔 Each concept & skill will be tagged for pre- concepts & post- concepts to 

traverse based on learner competency 
ż Through cur r iculum as a curated collection of learning objects to achieve targeted 

learning objectives 
Ŷ Teachers have the ability to customize learning objectives for individual 

learner needs, necessary for learners who need to close the per formance gap 
ż Through strategies targeted for atypical learners:
	

Ŷ Peer Models and Social Learning
	

Ŷ 21st Century Learning Skills
	
Ŷ Self- Regulation and Goal Setting focused on Growth 
 	

Ɣ	 Connections Academy wil l establish a Learning Exper ience centered around three 
pedagogical themes, ensur ing that learners areReady to Learn, Learning to Learn, and 
are equipped with theSki l ls to Learn 

19 

B-489



       
         

   

       
         

  

       
     
   

   

      
     

     
  

       
    
     

    

        
      

     

       
  

       
     

  

        
      
           

              
            

 

   

Cur r iculum to suppor t Ready to Learn, encourages
	
Learning to Learn, and prepares for the Ski l ls to Learn

31 2
Ready to Learn Learning to Learn Skills to Learn
	

In order to be ready to learn, students need 
to feel safe and feel as if their basic needs 

are being met. 

Online learners often come to us with 
health & emotional situations. Will develop 
Social & Emot ional strategies to develop 

the 5 competencies of CASEL 

A consistent, strong finding from the 
research is that successful online students 
are good at applying self- management to 

their learning process. 

Online learners need skills to plan/set goals, 
monitor performance, and reflect on their 
learning. Will develop Social Learning 
Theory strategies to cultivate these skills 

In order to be ready for college and the world 
of work, learners need occupational-specific & 
discipline skills with personal and social 

capabilities. 

Online learners need skills and a GGrowt h 
Mindset that thrives on challenge, sees 

failure as an opportunity to learn & grow, and 
to generalize skills to lifelong learning 

These three pedagogical themes are prevalent across educational research & trends and will develop 
Social & emotional , Social Learning, and Growth Mindset strategies. 
Adaptive learning is a technology trend that holds promise for all three pedagogical themes. Families 
come to Connections Academies to meet the unique needs of their children, today and tomorrow as 
lifelong learners. Connections Academies are well positioned to meet both these needs with a 
transformed curr iculum. 

Online & Blended Learning 20 
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Dr. Chris McBride 
Superintendent 
Nevada Connections Academy 
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AGENDA 

Introduction to Nevada 

Connections Academy
 

MATT WICKS 
Director of Accountability
Expert State Frameworks Grades Schools 

How 53% student mobility impacts 

Nevada state ranking 


FAMILIES: 
How Nevada Connections 
Academy Meets Child’s Academic 
Needs 
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AUTHORIZED BY 
Nevada State Public Charter School Authority 

SCHOOL 
OVERVIEW 

A 
N 

FOUNDED 2007 

GRADES K–12 

OPEN TO STUDENTS
 
Throughout Nevada 

OFFICE IN Reno area
	

TUITION FREE Public School
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Increased high school graduation rate: 
2017: 45% grad 2018: 64% grad 

STUDENT STUDENT MOBILITY:
INFORMATION 53.4% v. 23% 

STUDENTS ON WAITLIST: 
Enrollment cap: 3,571 Hundreds on wait list
 

Data on students who stay with NCA
 
Students enrolled continuously from 
6th to 12th: 95% GRAD rate 

Nevada School Climate/Social Emotional Learning:
 
Ɣ Impact of positive social/emotional learning 
Ɣ NCA students 㸼㸼 State average
	
ż Cultural/Linguistic Competence
	
ż Relationships
	
ż Physical & emotional safety
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PERSONALIZED INSTRUCTION, 
QUALITY TEACHING 

•		 Instruct, assess work, and grade 
•		 Experts at engaging students in 
online learning 

•		 Nevada-certified in grade and subjects
	
•		 Bachelor’s degrees, master’s degrees, 
and beyond 

•		 Connected and available every school 
day via phone, WebMail, and live 
classroom interaction 
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~\\}( SUPpO ~~ED TE~c 
<c~ ~)' ~o lf.1~ 

Families ~ Data on student G' 
progress helps 

teachers adjust 
their instruction 

to maximize 
learning. 

become part 
of a welcoming 
and supportive 
learning 
community. 

Teachers work closely
with famlles to create 

apersonalized
leamlfW plan. 

oNLINE 
~t'\NG S~s~ 

"~~Our on line learning ~4, 
system keeps parents 
informed and students 

on track. 

c,\\\\.tllCUL (I4t 
Our high-quality 
curriculum suits ••-=••• 

your child's unique 
needs and prepares 

each student for 
a successful future. 
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NCA’s AWARD-WINNING 

CURRICULUM
 

•		 Enhances student achievement with 

flexible personalized pacing
	

“This school has been amazing! Allowing my child 
to strive for the best! They have a great curriculum 
and have shown that you are able to keep a good 
connection with the teachers, to see how much 
they care for all the children's education.” 

ࣣ�-XOLD�0���IURP�DQ�1&$�SDUHQW-driven petition 

93% of parents agree that NCA’s 

curriculum is high quality
 
Results from 2019 Connections Academy Parent Satisfaction Survey 
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“My 16-year-old will begin her third year at Nevada Connections Academy 

EQUIPPED FOR LEARNING
 

•		 Materials from leading academic 
curriculum provider 

•		 Interactive multimedia tools bring 
concepts to life 

next fall.  What a difference an all assistive technology school makes! I love 
that if we have a question, a teacher is just a phone call away.  We love 
that the teachers take a genuine interest in my daughter and her 
education.” 

ࣣ� Cindy Chamberlain, NCA Facebook page 

93% of parents say NCA’s technology 
improves their child’s learning experience 

Results from 2019 Connections Academy Parent Satisfaction Survey 
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EXTRA ATTENTION SUPPORTS STUDENT 
SUCCESS 

• Personalized learning plan 

based on student needs
	

•		 Support and encouragement 
in challenge areas 

• Ongoing assessments 

used to update plan
	

•		 Reading and math remediation 
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ENRICHING THE SCHOOL 
EXPERIENCE 

• Online clubs and activities 

•		 Volunteer, service, 
and leadership options 

• Family social events 
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THE PARENT’S ROLE
 

•		 Parent or other trusted adult has 
the opportunity to act as a
Learning Coach 

•		 Typically helps keep students 
motivated and on track 

•		 Encouraged to regularly 
communicate with teachers 

•		 Helps monitor attendance 

• Exhibits a strong commitment to 

student growth in all grades
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ELEMENTARY SCHOOL EXPERIENCE
 

LEARNING 
COACH 

Provides 
heavy daily
oversight 

Assists with 
lessons 

Frequently
consults with 
teacher and 
monitors 
grades 

STUDENT 

Flexible schedule 

Mostly offline work 

15%–30% of the 
day spent on 
interactive 
online courses 

TEACHER 

One assigned 
teacher 

Motivates students 
and personalizes 
lessons 

Consults with 
Learning Coach 
regarding the 
student’s progress 

* Example Learning Coach activities only.
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MIDDLE SCHOOL EXPERIENCE
 

LEARNING 
COACH 
Supports 
transition to 
independent 
learning 
Assists with 
some lessons 
Monitors student 
grades and 
comprehension 
Communicates 
with teachers 
and refers 
student to 
teachers when 
needed 

STUDENT 

Increased 
independence 

Online and 
offline work 

50%–75% of the 
day spent on 
interactive online 
courses 

TEACHER 

Subject-specialist 
teachers 

Homeroom or 
advisory teacher 
monitors and assists 
with lessons 

Consults with 
Learning Coach 
regarding the 
student’s progress 

* Example Learning Coach activities only.
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HIGH SCHOOL EXPERIENCE
 

LEARNING 
COACH 

Encourages 
and supports 
student’s growing 
independence 

Verifies lesson 
and assessment 
completion 

Communicates 
with teachers 
and refers student 
to teachers when 
needed 

STUDENT 

Mostly online work 

More frequent 
LiveLesson® sessions 

80%–90% of day spent 
on interactive online 
courses 

May work with teacher 
to create modified 
schedule 

Academic advising 
and guidance 

TEACHER 

Subject-specialist 
teachers 

Advisory teacher 
continues to monitor 
advancement and 
helps develop a 
Personalized Learning 
Plan to help student 
prepare for the future 

Consults with Learning 
Coach regarding the 
student’s progress 

* Example Learning Coach activities only.
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THANK 
YOU! 
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State Public C
harter School A

uthority M
eeting 

O
ctober 4, 2019 

W
hat does N

C
A

 m
ean to your fam

ily?
 

Ability to teach m
y daughter & give her a quality education at hom

e. 

-
C
hrissy Bruening 

N
C
A has been an am

azing experience for our fam
ily. W

e live in a very rural com
m
unity w

ith 1 
very sm

all public school. The local school is failing m
iserably and does not provide an adequate 

education. W
e are an hour aw

ay from
 any other charter alternatives. N

C
A has allow

ed m
y three 

young children an opportunity to grow
 and thrive. 

-
R
uthann D

evereaux-G
onzalez 

N
C
A has been an am

azing thing in our lives. M
y son has flourished and grow

n so m
uch 

intellectually w
hile enrolled at N

C
A. H
e has severe pediatric psoriasis, and as such, m

ust take 
m
edications that render him

 im
m
une deficient. N

C
A has been able to provide him

 w
ith the 

socialization he m
isses by not attending school in person, w

hile also keeping him
 safe from

 the 
countless germ

s of a physical school. W
e are terribly disheartened to hear he w

ill not be able to 
return to N

C
A next year. 

-
Austen M

orse 

Safety 

-
Veronica G

onzalez 

O
ur children are zoned to a public school that is so overcrow

ded w
ith children w

ho don't even 
speak English that it w

ould be im
possible for m

y kids to learn in that environm
ent. O

ur 
daughter's academ

ic progression is above that of even the top school kids for her age using 
N
evada C

onnections Academ
y's educational curriculum

. 

The rate of change in technology and the econom
y has m

ade it so that centralizing education in 
poorly funded facilities is no longer necessary. Attacking hom

e-school services and charter 
schools does a disservice to m

any kids in poor neighborhoods that never get the attention they 
deserve from

 State and local officials. 

W
e have no desire to place either of our children into the public school system

 w
here they w

ill 
not get the attention they need to succeed. They do get that attention here at hom

e and to great 
effect. The status quo in the state of N

evada's education system
 is not w

orking. N
C
A w
orks 

w
here county districts have failed. D

o not take aw
ay our kids' educational future over politics. 

-
Bryan and Ashley G

uzm
an 

This is the best thing that has happened to m
y son. I am

 so grateful to all of his teachers. 
C
hristian w

as having a very difficult tim
e in the Brick and M

ortar school environm
ent.  I m

ade 
the decision to have him

 go to C
onnections Academ

y and it w
as the best decision I have m

ade. 1 
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M
y son now

 gets an intim
ate education w

ith these w
onderful teachers. Som

e kids need that 
one on one tim

e or in sm
aller groups so they can be heard. M

y son is that kind of child. H
e has 

excelled so m
uch in all aspects and I am

 thrilled! 

-
H
elen C

handli 

I m
oved to N

evada a little over a year ago. I hom
eschooled m

y eldest son from
 Kindergarten 

through 7th grade, and I hom
eschooled m

y youngest son in Kindergarten. W
hen I m

oved to 
N
evada, I w

as inundated w
ith recom

m
endations for C

onnections Academ
y. I w

as still debating 
w
hether I w

anted to try C
onnections Academ

y. Then, I heard from
 m
y aunt w

ho lives in N
evada 

and her son w
ent to C

onnections Academ
y. She had nothing but w

onderful things to say about 
the school.  The deciding factor for m

e w
as the fact that m

y cousin is now
 in college w

ith a near 
4.0 G

.P.A. and m
y Aunt solely credits C

onnections Academ
y for his academ

ic success. 
She 

has told m
e num

erous tim
es that N

C
A is an am

azing college preparatory school, and I get to 
see if first hand w

ith the success of m
y cousin. 

C
onnections Academ

y w
as a life saver for m

e and m
y kids.  I have a disability that m

akes it 
difficult for m

e to drive m
y kids to and from

 school daily. I have been able to hom
eschool m

y 
children on their current levels but I love how

 I have teacher assistance w
hen needed. 

H
om
eschooling has been am

azing for us but N
C
A has been the great com

prom
ise betw

een 
hom
eschooling and the local Brick and M

ortar school. 
It is a great option for fam

ilies that do 
not w

ant to put their children in the local Brick and M
ortar school but don't have the capability to 

hom
eschool their children w

hether that is financially or just the inability to do it all them
selves. 

N
C
A gives the children m

any opportunities to socialize w
ith their classm

ates through field trips 
and other excursions. They m

ake sure the kids keep on track w
ith their school w

ork, and they 
assign im

portant assignm
ents, such as projects they call portfolios, that w

ill prepare them
 for the 

vigorous w
ork of college.  The teachers are am

azing and really care about our children.  They 
are available to assist them

 w
henever they need it, and you can tell they teach because they 

love children and w
ant to help them

 succeed in their futures. M
y youngest son is in first grade, 

and I love the elem
entary program

 as w
ell. They use the curriculum

 the schools use. I w
as 

actually looking into buying that curriculum
 for m

y son w
hen I thought I w

ould hom
eschool him

 
for first grade.  The issue is that the curriculum

 I am
 allow

ed to purchase as a hom
eschooling 

M
om
 is not as com

plete as the one provided by the school. H
e gets all the features included in 

the program
 because it is through a school. All the interesting things he w

ould be denied as a 
traditional hom

eschooler are included through N
C
A. They m

ake learning fun and exciting for 
m
y son. N

C
A is innovative, and they really put an effort into helping the children succeed. They 

also have this really fun program
 called Lexia that helps the kids w

here they are at in their 
reading level. It helps them

 get to w
here they should be in reading for their grade. It is 

am
azing. I am

 sad that he w
ill no longer have access to that. 

I am
 so disappointed that the choices I have for m

y son next year are really lim
ited. It's either 

Brick and M
ortar or hom

eschooling. 
I can also choose private school but that w

ould be 
thousands of dollars a year. 

O
ur children deserve better.  They deserve options for education. 2 
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There is not a one size fits all w
hen it com

es to education, and w
e are really doing a disservice 

to our kids w
hen w

e lim
it their options in regard to their education.  Thank you. 

-
Lisa Leask 

H
aving the ability to keep our daughter hom

e w
ith us, and still give her the best education that 

w
e can, has been invaluable! W

e have loved our experience over the last 2+ years w
ith N

C
A 

and w
ould be saddened to have it com

e to an end. 

-
R
aini Lockett 

Everything, m
y child loves this school. 

-
C
assandre C

havez 

W
e choose to use this form

at of learning as all 3 children have been bullied not only by students 
but by teachers alike. M

y rural tow
n has one option for schooling. O

ur youngest w
as spit on, 

yelling directly in her ear, pencils throw
n at her and other classm

ates, and the teacher’s 
response w

as he's special needs but not special enough to m
ove to a special needs class. The 

school couldn't m
ove her class because there aren't enough teachers. The other tw

o have 
sim
ilar problem

s and all 3 w
ould cry all m

orning before school, during school and a bit after 
school. O

nline school has been a blessing as now
 our kids are happy and look forw

ard to 
classes and learning. The teachers have been very accom

m
odating and it is truly a safe and 

tailored environm
ent. Please do not take happiness and safety aw

ay from
 our and countless 

other children. 

-
Bernardo and Kristin H

ernandez 

This program
 m
eans EVER

YTH
IN
G
, and I m

ean EVER
YTH

IN
G
 to our fam

ily! O
ur son has a 

rare disease and cannot attend a regular high school. I had to quit m
y job as a teacher in C

lark 
county school district to care for him

 after teaching 24 years. W
e’ve tried for the last few

 years 
(5th grade through 9th grade) to m

ake it w
ork for Evan in a physical school and in other sim

ilar 
at hom

e program
s (hom

ebound, on-line). W
hat m

akes this school special is the FLEXIBLE 
TIM
E FR

AM
E that allow

s us to fit Evan’s needs to the curriculum
. In other w

ords, if Evan is sick 
all m

orning, he is not punished for it and can sleep then catch up that night. As a teacher, I’ve 
seen other program

s and been extrem
ely disappointed w

ith their lack of organization, quality of 
teachers, the pace, curriculum

 (yes, I know
 they all are supposed to m

eet the sam
e curriculum

-
but they don’t), feedback, the program

 on-line (tech problem
s), m

aterials, etc. -YO
U
 G
U
YS 

AR
E STELLAR

!! 

O
ther schools, including the other online school w

e tried, have been nothing less than a 
nightm

are for our entire fam
ily and prom

oted his illness. O
n m
ultiple occasions they have 

continued to fail him
 regardless of all our efforts w

ith m
eetings, parent involvem

ent, his 504 and 3 

B-509



 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 

 
 
 

 
 

 
 

 
 

 
 

 
 

 
 
 

 
 

 
 

 

 
 

 
 

 
 

 
 

 
 
 

 
 

 
 

 
 

 
 
 

 
 
 

 
 

 
 

 
 

 
 
 

 
 

 
 

 
 

 
 

 

 
 

 
 

 
 

 
 

 
 

 
 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 

 
 

 
 

 
 

 
 

 
 
 

 
 
 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
  
 

 
 

 
 

 
 

 
 

 
 

 
 
 

 
 

 
 

 
 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 

 

 
 

 
 

 
 

 
 

 
 

 
 

 
 
 

 
 
 
 

 
 

 
 

 
 

 
 

 
 

State Public C
harter School A

uthority M
eeting 

O
ctober 4, 2019 

even bringing in an advocate from
 N
VPEP. H

e is a sm
art boy and w

as in the G
ATE program

 
before becom

ing so ill. H
e just needs a different schedule that fits our fam

ily w
ith 

accom
m
odating teachers that push for his highest levels academ

ically-w
hile understanding him

 
if there is a relapse or hospital stay. This W

O
N
D
ER
FU
L, G
O
D
 SEN

T program
 allow

s Evan to 
push him

self intellectually during those tim
es w

hen he is at his best at hom
e and can then 

accom
m
odate his physical needs w

hile being sick. 

This school is VITAL to not only our son’s success but also to his M
EN
TAL AN

D
 PH
YSIC

AL 
W
ELL BEIN

G
. It's slow

ly bringing back his self-esteem
 from

 the last few
 years of negative 

experiences and for the first tim
e I’ve seen him

 sm
ile in som

etim
e. W

e’ve all been through a lot. 
W
e’re still not sure about Evan’s lifespan but w

e are sure about one thing-W
E C
O
U
LD
N
’T BE 

W
ITH
O
U
T TH

IS PR
O
G
R
AM
! So please, I know

 there m
ust be others like us out there. KEEP 

TH
IS O

U
TSTAN

D
IN
G
 PR
O
G
R
AM
 W
ITH
 TH
ESE Q

U
ALITY TEAC

H
ER
S!! 

-
N
icolle H

allum
s 

M
y daughter has anxiety and depression and PTSD

 from
 sexual abuse. She cam

e forw
ard in 

6th grade and for 3 years w
e battled in court. She m

issed 7th and 8th grade. They could not 
keep her in school as the anxiety and feeling of w

anting to die overtook her. By her freshm
an 

year her father had been sentenced and she w
as doing w

ell. She joined cheer, band, R
O
TC
, 

etc. Being her m
om
, I allow

ed her to go out of tow
n to gam

es on the bus w
ithout m

e. The cheer 
coach w

ould becom
e m
ad and call the girls " little w

hores". M
y daughter by D

ecem
ber had a 

com
plete breakdow

n. M
y daughter w

ould m
iss school A LO

T due to anxiety and I attem
pted to 

have a m
eeting w

ith the school and teachers. They belittled m
y daughter. M

y m
om
 and I w

ith 
m
y daughter tried explaining how

 m
y daughter had PTSD

, etc. They had D
r and psychiatrist 

notes. M
y daughter w

as told "if your teacher w
ith cancer can be at school a kid YO

U
 w
ith so 

called PTSD
 can too". At that point, I called the m

eeting and storm
ed out. They did not 

understand. W
e started connections the follow

ing year. M
y daughter hom

eschooled at the end 
of her freshm

an year. N
o one understood her. She took 13 classes per sem

ester to get ahead 
last year. She is back on track, com

pletely caught up and w
ill be able to graduate w

hen she is to 
graduate. M

y daughters only option is connections. She has been able to heal because of the 
school. N

o one is m
ean to her and her teachers understand her. 

M
y son w

ent 1 w
eek to the m

iddle school he is zoned for and w
as com

pletely bullied and 
offered drugs. M

y son tried going back this year to public school and he w
as bullied badly again. 

Sadly, w
e are on a w

aitlist to get back in connections. U
ntil then w

e do Leadership Academ
y of 

N
evada but m

y son hates it. 

C
onnections academ

y saved m
y children's education. And they both have learned so m

uch. N
o 

m
atter the issues it usually can get solved. Please know

 connections m
eans so m

uch to m
any 

of us. M
y kids w

ill never go back to W
ashoe county schools. I'm

 prepared to hom
eschool if need 

be... -
C
rystal R

oberts 

4 
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The Six Indicators of Student Success at N
evada C

onnections Academ
y (by R

ebecca Fay) 

W
ith regards to the 2016-2017 D

istrict Accountability R
eport, our fam

ily has been able to 
achieve the follow

ing goals set by the school district for the school district. As representatives of 
that populace, w

e feel our experience deserves consideration concerning the rating of online 
schools, specifically N

evada C
onnections Academ

y. 

G
oal 1: Increase G

rade 3 Proficiency R
ates in R

eading. 
O
ur children’s proficiency rates in reading have increased due to the staggered tim

ing of 
reading assignm

ents granted by the ability to w
alk aw

ay from
 a subject, therefore reducing 

anxiety and stress upon our children. O
ur children are excited to exhibit their ability to identify 

new
 w
ords and openly practice the use of new

 w
ords in an environm

ent that encourages trial 
w
ithout fear from

 peers. W
e read large texts as a fam

ily, such as The Lord of the R
ings novels 

and the H
arry Potter collection. Proficiency clearly includes com

prehension of the m
aterial 

provided, w
hich our children easily dem

onstrate. 

G
oal 2: R

educe the overall achievem
ent gap percentage points in elem

entary and m
iddle 

school betw
een the highest-perform

ing subgroup and ethnic/racial subgroups. 
The achievem

ent gap has been reduced due to our ability to learn in our ow
n environm

ent, 
how
ever this goal m

ay not be available in the future if the online option is rem
oved. O

ur second 
child is diagnosed on the autism

 spectrum
 and is receiving a 504 plan w

ith the N
evada 

C
onnections Academ

y. H
e flourishes as the individual he is, w

ith the freedom
 from

 classroom
 

etiquette. The option to travel from
 his com

puter as he needs allow
s him

 the opportunity to 
recalibrate, thus dem

onstrating self-care and aw
areness. The online option at N

evada 
C
onnections Academ

y seam
lessly integrates the 504 m

odel by catering directly to the student’s 
need for m

ore tim
e on assignm

ents. In absence of classroom
 distraction and social adherence, 

our son is proving that he is an exem
plary student. 

G
oal 3: Increase the percentage of students graduating each year. 

G
raduating as a N

evada C
onnections Academ

y student is our goal, but as the threat of closure 
loom

s, this goal w
ill be a harder one to achieve. O

ur fam
ily has taken the option of applying into 

the C
harter program

 in the past. W
e have attended C

SN
 C
heyenne for preschool, N

orthw
est 

Academ
y for Kindergarten, Q

uest Academ
y for 1st and 2nd, C

oral Academ
y for 3rd, finally 

finding our school of choice at C
onnections Academ

y. W
e w
ish to stay w

ith this school as w
e 

are the m
odel fam

ily for success at the online level. W
e believe that allow

ing our fam
ily to prove 

that the school m
odel at N

evada C
onnections Academ

y w
orks, the school district, too, shall be 

im
pressed. It is our belief that N

evada C
onnections Academ

y is pioneering the path for future 
online options in N

evada w
ith their com

prehensive program
 and open acceptance m

odel, 
quintessentially designed for the future. 

G
oal 4: Increase the percentage of parents reporting that they have been inform

ed regarding 
their child's progress and feel w

elcom
e at school. 

M
y fam

ily feels w
holeheartedly w

elcom
e, supported, and w

ell inform
ed by C

onnections 
Academ

y. The school’s w
ebm
ail system

 is alw
ays available for teacher-student-adm

inistration 5 
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com
m
unication. W

e have not ever felt confused about our children’s progress as w
e know

 
precisely w

hat they are learning, and w
e can w

itness first-hand how
 exactly the curriculum

 is 
im
plem

ented. W
e receive daily updates of happenings at our school, our children’s progress, 

and on certain days, our children interact directly w
ith their teachers via a w

eb conference 
know

n w
ithin the school as a "Live Lesson.” H

ere, our children dem
onstrate directly to the 

teacher w
hat they have learned and receive feedback and guidance. The live lessons provide 

our children w
ith teacher assisted instruction for harder projects and anticipated assignm

ents. If 
the live lesson is m

issed, a recording is alw
ays provided to the student. 

G
oal 5: Increase the percentage of students w

ho feel safe and happy at school. 
The w

ellbeing of our children has increased substantially w
ith the ability to stick together and 

w
ork through the learning process as a fam

ily unit. O
ur children see and interact w

ith their 
father, w

ho w
orks nights. They receive im

m
ediate help, not alw

ays available in a classroom
 

setting. They receive the greatest level of student understanding from
 their parents, w

ho know
 

intim
ately their personal quarks. The environm

ent is devoid of bullying and social pressure. The 
nutrition of our children stays w

ithin our fam
ily ideals and does not generate w

aste for the 
school district. They are not bound to tim

e restraints or w
eather incom

patibilities w
hen physical 

education is considered. W
e are given the freedom

 to exercise as a fam
ily, to enjoy the 

outdoors later in the evening w
hen the w

eather is optim
al, and to engage in stim

ulating activities 
that don’t require the cooperation of 20 other students. W

hen a field trip is scheduled, our 
children are excited to m

eet their peers. N
evada C

onnections Academ
y staff have alw

ays been 
supportive of each fam

ily’s level of involvem
ent, and for the fam

ilies of this school, it is a m
ighty 

fine system
! The necessity to allow

 our children to be precisely w
ho they are, ram

bunctious and 
som
etim
es spacey, w

ithout the fear of reprim
and is crucial to their success. W

e w
ould say that 

our children are very happy. 

G
oal 6: Increase the num

ber of students com
pleting Advanced Placem

ent (AP) and C
areer and 

Technical Education (C
TE) courses each year. 

W
e w
ould love to apply in Advanced Placem

ent (AP) and C
areer and Technical Education 

(C
TE) courses w

hen the tim
e presents itself, yet again w

ith the threat of closure loom
ing, the 

ability to prove our excellence is rem
oved. 

C
oncerning attendance and truancy, these are non-issues. Exposure to pathogens in the 

school setting is nonexistent, therefore w
e do not have sick days. C

om
pulsory engagem

ent of 
each subject by our children does som

etim
es exceed the 8 hour school day, yet our children do 

not feel overburdened or that their personal tim
e has been taxed. There isn’t a reason not to 

attend class at hom
e since the effort of travel is negated. W

e are alw
ays present and our 

assignm
ents are alw

ays on schedule. 

W
e believe that N

evada C
onnections Academ

y exhibits the foundations of the Every 
Student Succeeds Act. N

evada C
onnections Academ

y is an innovative approach to the learning 
environm

ent. The school upholds standards and protections for disadvantaged and high-needs 
students. There is an absolute expectation of accountability that needs to be considered over a 
longer m

easure of tim
e as the school does rem

ain transient for students. W
ith this regard, as 

the population shifts and changes, the school district m
ust understand the need for flexibility. 

6 
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There are students w
ho excel and fam

ilies w
ho challenge the brick-and-m

ortar m
odel. W

e call 
for the N

evada Board of Education to stand together w
ith fam

ilies of N
evada C

onnections 
Academ

y to keep the K-5, and continuing, K-12 online option open for all N
evada fam

ilies as 
N
evada w

ill be the m
odel for the future of our national education system

. 

-
R
ebecca Fay 

This is the third attem
pt at school for Zachary. H

e had an eye problem
 in kindergarten that w

as 
not caught by his teacher until the end of that year. H

e struggled all year and got by, by listening 
to the other students and copying w

hat they said. H
e never learned to read or w

rite, even w
ith 

tutoring tw
ice a w

eek. H
is teacher let him

 scribble and said it w
ould com

e eventually. For the fall 
I enrolled him

 in N
evada Virtual Academ

y. H
e had learned bad habits and refused to w

ork. The 
challenge of having to do independent w

ork angered him
, he w

ould run aw
ay from

 the screen 
crying, he fell behind and w

as rem
oved from

 the program
 by N

ovem
ber. For the rem

ainder of 
that year, w

e w
orked on im

proving his eyesight, but very little, if any school w
ork w

as done, he 
refused. I signed up for C

onnections Academ
y w
ith little faith that this w

ould be successful, 
know

ing his history. I didn't have any other options as now
 he is seven and required to go to 

school. C
urrently w

e are four w
eeks into C

onnections and Zachary loves learning. H
e is 

engaged, he does not run aw
ay w

hen it gets hard. H
e is starting to read and w

rite. H
e is 

im
proving and understands the curriculum

. I am
 am
azed at his progress. H

e has done m
ore in 

four w
eeks than in the last tw

o years. 

-
Erin H

olm
es 

N
C
A gives m

e peace of m
ind that both m

y children are safe w
hile still studying and they learn at 

their ow
n pace. I’m

 able to travel to C
alifornia w

hen m
y fam

ily needs m
y help and have both m

y 
children go and still participate in their studies. 

-
Kerri C

hang-Torres 

M
y son has special needs. As his brother before him

 public school does not w
ork. They couldn't 

handle him
 w
alking out and being AD

H
D
 so they sent him

 to the principal and called m
e. This 

w
as 4 out of 5 days. I have been dealing w

ith public schools since 1980. This is the best school 
for m

y children. D
id you know

 that N
C
A kindergarten had him

 reading before his friends in 
public schools? D

id you also know
 that the Authority doesn't care about our children? There are 

several public schools that should be closed to not teaching our children or keeping them
 safe. 

A lot of parents a few
 years ago took their children out of these public schools. M

y children w
ill 

never go back to brick and m
ortar. C

losing Elem
entary is the w

orst thing to do. M
y kids love 

school and one graduated N
C
A 2018 and one graduating 2020. Thanks to the teachers she did 

it in 3 years. M
y son is already devastated about this situation as the rest of the fam

ily is. W
e 

fought for N
C
A about fighting for us. 

-
D
onna Jordan 
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State Public C
harter School A

uthority M
eeting 

O
ctober 4, 2019 

N
C
A has been such a positive experience and truly a blessing to our fam

ily. M
y daughter has 

been w
ith N

C
A since Kindergarten. She has alw

ays been a very shy girl w
ho hates the 

spotlight and it takes tim
e to bring her out of her shell. Being able to do school in the com

fort of 
our hom

e each day as w
ell as being able to provide a one on one learning experience. N

C
A 

has com
pletely elim

inated all the stress of having to put her into an overflow
ing classroom

 
environm

ent that she w
ould m

ost likely just get lost in the shuffle. W
ith the help of her teachers 

w
ho have been nothing short of am

azing (M
rs. M

usselm
an -Kindergarten -1st and M

rs. 
Savage 2nd -3rd) I can confidently say that m

y daughter continues to thrive in this type of 
learning environm

ent. She has had Principal's H
onor R

oll or H
onor R

oll every single sem
ester. 

Seeing her grow
th and how

 m
uch she has learned each year w

ith N
C
A it w

as an obvious choice 
to have our son start kindergarten at N

C
A next year. 

Finding out about the school’s decision to close grades K-5 has left us at a com
plete loss. W

e 
are devastated. C

lark C
ounty doesn't have another virtual school option for us, and w

e are 
feeling very overw

helm
ed and not sure w

hat w
ill be next for our children for the next school 

year. 
Along w

ith everything I've just w
ritten N

C
A literally m

eans everything to m
e as a parent 

w
ith young school aged children. I'm

 grateful for the years w
e have had and hope that w

e can 
return to N

C
A again in the near future. Please consider reopening our school again!! 

-
Elizabeth H

aro 

This w
as our source of education, obviously. W

e have no options at this point. It has been 
beneficial for us w

ho w
ant to participate in our children’s education. This w

as a very unfortunate 
decision. 

-
H
eather Fuller 

To our fam
ily, N

C
A m
eans flexibility, self-paced learning and allow

ing our daughters to be in a 
positive and focused learning environm

ent that m
eets their individual needs. It allow

s them
 to 

succeed w
ithout additional and unnecessary pressures of a brick and m

ortar school. W
e love 

N
C
A! 

-
Kim
berlee Linton 

It m
eans I can feel safe about m

y child's environm
ent and help him

 go at his ow
n pace w

ithout 
w
orry he w

ill m
iss som

ething because he's in a classroom
 w
ith a lot of children and not getting 

the attention he needs to succeed. 

-
M
assiel Andreu 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
Scott Winslow Harrington, Ph.D., Board Chair and President 

Relevant Professional Experience 

Churchill County School District��������������������ȋʹͲͳͺ�Ȃ��������Ȍ� ������������ȋʹͲͳ�Ȃ�ʹͲͳͺȌ� 
United National Educational, Scientific, and Cultural Organization�����������ȋʹͲͳͶ�Ȃ��������Ȍ� 
Sierra Behavioral Solutions����������������������������ȋʹͲͳ�Ȃ�ʹͲͳͺȌ� 
MOCAIC Center for Therapy Services�����������������������������ȋʹͲͳͷ�Ȃ�ʹͲͳȌ�� 
Nevada Center for Excellence in Disabilities�����������������������������ȋʹͲͲͷ�Ȃ�ʹͲͳͷȌ� 
Institute for Applied Behavior Analysis������������������������ȋʹͲͳͳ�Ȃ�ʹͲͳͶȌ� 
Consumer Direct Personal Care���������������������������������ȋʹͲͲͺ�Ȃ�ʹͲͳͲȌ� 
Quality Behavioral Outcomes��������������������������������������������������������ȋʹͲͲͷȌ� 
Sierra Nevada Academy Charter School��������ǡ���������������������ȋʹͲͲͶȌ��������������ǡ� 
������ͷǦͺ�ȋʹͲͲ͵�Ȃ�ʹͲͲͶȌ����������ǡ��������������������������ȋͳͻͻͻ�Ȃ�ʹͲͲ͵Ȍ� 
��������ͳͷǡ�ʹͲͳͻ�  Page  C-2  



  

 

 

 

 

 

 

 

 

 

 

 
 
 

���������������������������ʹͲͳͻ���������������������������������������������������������� 
The Wilson Group��������������������������ȋͳͻͻͻȌ� 
Sierra Developmental Center ����������������������ȋͳͻͻͺ�Ȃ�ͳͻͻͻȌ� 
Washoe County Unified School District ����������������������ȋͳͻͻ�Ȃ�ͳͻͻͻǢ�ͳͻͻͶ�Ȃ�ͳͻͻȌ� 
Independent Living Skills Training�������������������ȋͳͻͻ�Ȃ�ͳͻͻͺȌ� 
S.T.E.P Project��������������������������������ȋͳͲͲͶ�Ȃ�ͳͻͻȌ� 
Stockton Unified School District����������������������ȋͳͻͻͶ�Ȃ�ͳͻͻȌ� 
Community Re-Entry Program, Bright House Board & Care��������������������ȋͳͻͻ͵�Ȃ�ͳͻͻͶȌ�
��������������������ȋͳͻͻͳ�Ȃ�ͳͻͻ͵Ȍ� 
University of the Pacific’s Behavior Medicine Clinic����������������ȋͳͻͻͳ�Ȃ�ͳͻͻͶȌ� 
Crisis Intervention Center and Psychiatric Holding�������������������������ȋͳͻͻ͵�Ȃ�ͳͻͻͶȌ� 
Education 

� ��Ǥ�Ǥǡ�����������ǡ�������������������� 
� �Ǥ�Ǥǡ��������������������������ǡ����������������������� 
� �Ǥ�Ǥǡ�������������������ǡ������������������������������� � 
��������ͳͷǡ�ʹͲͳͻ�  Page  C-3 
 	



  

 
 

 

 

 

 

 

 

 
 

���������������������������ʹͲͳͻ���������������������������������������������������������� 
Morgan Jackson, Board Vice President 

Relevant Professional Experience 

Bishop Gorman High School��������ȋʹͲͳ͵�Ȃ��������Ȍ� 
� ����������������������ǡ���������������������������������������ǡ���������������������������������������������������������� 
Clark County School District��������ȋʹͲͲ�Ȃ�ʹͲͳ͵Ȍ� 
� ��������������������������������ͷͲͶ������ǡ����������������������������������������ǡ������������������������������������������������������������������������������������� 
Child and Family Research Center��������ȋʹͲͲͶ�Ȃ�ʹͲͲȌ� 
� ����������������������������������������������������ǡ�������������������������������������ǡ�����������Ǧ�������������������������������������������������������������������������������Ǣ�������������������������������������������������������� 
Education 

� �Ǥ�Ǥǡ���������ǡ����������������������� 
� �Ǥ�Ǥǡ��������ǡ������������������������ � 

��������ͳͷǡ�ʹͲͳͻ�  Page C-4
	



  

 
 

 

 

 

 

 
 

 

  

���������������������������ʹͲͳͻ���������������������������������������������������������� 
Naima Benjelloun, Board Secretary 

Relevant Professional Experience 

House of Sultan ��������������������ȋʹͲͲͻ�Ȃ�ʹͲͳʹȌ� 
� ������������������������������������������������������������������������������� ��������������������������������ǡ�����������������������ǡ����������� 
� �������������������������������������������������������� 
Multi-Target, Inc���������������ȋͳͻͻͻ�Ȃ�ʹͲͲ͵Ȍ� 
� ������������������������������������������������������������������������������������������������������������������������ 
� ��Ǧ��������������������������������Ǧ������ǡ��������������������������������������� 
Education 

� �Ǥ�Ǥǡ������������������������ǡ���������������������� 

��������ͳͷǡ�ʹͲͳͻ�  Page  C-5 
 	



  

 
 

 

 

 

 
 
 

 

 

 

 

 
 
 

 
  

���������������������������ʹͲͳͻ���������������������������������������������������������� 
Kelly McGlynn, CPA, Board Treasurer 

Relevant Professional Experience 

Exceptional Bookkeeping����������ȋʹͲͳʹ�Ȃ��������Ȍ� 
Clausen & Company��������ȋʹͲͲͶ�Ȃ�ʹͲͳʹȌ� 
� ����������������������������������������������������������ǡ������������ǡ������������ǡ��������������ǡ���������������������� 
� ������������������������������������������������������������������
���� 
� �������������������Ǧ��������������������������������������������������� 
� �������������������
Ȁ�ǡ��Ȁ�ǡ������Ȁ���������������������������������������������� �����������������ǡ�������������ǡ����������ǡ��������������ǡ��������������������ǡ������������������������������������� 
� ���������������������������������������������������������������������������������� 
Muckle Anderson, CPAS��������ȋʹͲͲʹ�Ȃ�ʹͲͲͶȌ�������������������������ȋʹͲͲͲ�Ȃ�ʹͲͲʹȌ������������������ȋͳͻͻͺ�Ȃ�ʹͲͲͲȌ� 
� �����������Ȁ�����������������������Ǥ���������������������������Ǣ����������������ǡ�������������������������������� 
� �����������������������������������������������ǡ������������ǡ������������ǡ��������������ǡ���������������������� 
� ������������������������������������������������� 
� ����������������������������������������������������������������� 
Education 

� �Ǥ�Ǥǡ������������������������ǡ���������������������� 

��������ͳͷǡ�ʹͲͳͻ�  Page  C-6 
 	



  

  
 

 

 

 
 

 
 

 

 
 
 

 
 
 
 

 

���������������������������ʹͲͳͻ���������������������������������������������������������� 
Kevin Arnold, Board Member 

Relevant Professional Experience 

Dilworth STEM Academy������������������������������������ȋʹͲͳ�Ȃ��������Ȍ���Ǧͺ���
����������������������������ȋʹͲͳͷ�Ȃ��������Ȍ� 
� ��������������������������������������������������������������������ȋ�������ǦͺȌ� 
� ��������������������������������������������������ǡ�����������������������ǡ�������������� 
� ������������������������������������������������������������������������
���������Ǥ� 
� ������������������������������������������������������������������������������������������������ 
� ���������������������������������������������������������������������������������� 
Academy for Career Education (ACE High School)�����������������������ȋʹͲͳͶ�Ȃ�ʹͲͳͷȌ� 
� ��������� ����������������������������������������������
����������ȋͳʹ �Ȍ� 
� ��������� ����������������������������������������������������������ȋͻ ���
������
����Ȍ� 
� ���������

������������������������������������������������������������������������	�������ȋͻ���
����Ȍ� 
KIPP Impact Middle Schoolͺ���
������������������������ȋʹͲͳ͵�Ȃ�ʹͲͳͶȌ������������������ȋʹͲͳ͵Ȍ� 
� ���������������������������������������������������������������������ͳͲͲǦ���������� 
� ������������ ������� �������������������������
� ���������������������������������������������������������������������������������� 
� ���������������������������������������������������ͷ��Ǧͺ���
������ 
Matthew W. Gilbert Middle School�������������ȋʹͲͳʹ�Ȃ�ʹͲͳ͵Ȍ� 
� �����������������ǡ������������������������������������������ͺ���
����������������������������Ȃ����������������������������������� 
��������ͳͷǡ�ʹͲͳͻ�  Page C-7 



  

 

 
 

 

 
 

���������������������������ʹͲͳͻ���������������������������������������������������������� 
� �������������������������������������������������������������������������������������� ������������������������ǣ�����������ǡ����������������������������������������������������� 
� ������������������������������������������ǡ������������ǡ�������������������������������Ǥ� 
� �������������������Ǧ���������������������������Ǧ���
Education 

� �Ǥ�Ǥǡ�����������������������ǡ���������������������� 
� �Ǥ�Ǥǡ��������ǡ���������������������� � 

��������ͳͷǡ�ʹͲͳͻ�  Page  C-8 
 	



  

 
 

 

 

 
 
 
 

 

 
 

 

 

 
 

 

 

���������������������������ʹͲͳͻ���������������������������������������������������������� 
Dr. Amelia Olivas Cook, Board Member 

Relevant Professional Experience 

Somerset Academy, Sky Pointe Campus��������������������ȋʹͲͳͷ�Ȃ��������Ȍ�
� ���������������ͳǡ�������������������ǡ�������������������� 
� ������������������������������������������������������������������� 
� �������������Ǧ����������������������������������������������������� 
� �����������������������������������������������������
�������������� 
Bishop Gorman High School��������������������ȋʹͲͳ͵�Ȃ�ʹͲͳͷȌ� 
� ����������������������������������������������������������������������������������������������������������������� 
� ������������������������������������������������� 
� ������������������������������������������������������������������������������������������������������������������� 
Waipahu High School������������������������������������Ȃ������������ȋʹͲͳʹ�Ȃ�ʹͲͳ͵Ȍ��	 � ��������������������������ȋʹͲͲͺ�Ȃ�ʹͲͳʹȌ����������������������������ȋʹͲͲͳ�Ȃ�ʹͲͳʹȌ� 
� ��������� ����������������������������������������������������������������������������������������������������� 
� �������������������������������������������������������������������������������������������������������������� 
� ��������� ��������������������������������������������������������������������� 
� ���������������������������������������������������������������ǡ������������ǡ���������������� 
� ��������� �������������������������������������������������������������������������������������� 
� �������������������������������������������������ǯ������������������������Ǥ����������������������������������������������������������Ǧ������������������������������������������� 
��������ͳͷǡ�ʹͲͳͻ�	  Page C-9 



  

 
 

 

 

 

 
 
 

���������������������������ʹͲͳͻ���������������������������������������������������������� 
� ����������������������������������������������������������������� 
� �����������������������������������������������Ǧ�������������������������������������������������������� 
� ��������������������������������������������������������������������������������� ����������������������������������������������ǡ��������������� 
University of Phoenix – Honolulu, Hawaii ��������	��������������ȋʹͲͳͲ�Ȃ�ʹͲͳ͵Ȍ� 
� ��������������ʹͲͺ�ȋ���������������������Ȍ��������ʹͲͻ�ȋ����������������������ȌǤ� �����������������������������������������������ǡ���������������������������������� ��������������������������������������� 
Education 

� ��������������������������������ǡ�����������������������ǡ����������������������� 
� �Ǥ�Ǥǡ�����������������������������������ǡ����������������������� 
� �Ǥ�Ǥǡ������������������������ǡ���������������������������� � 
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���������������������������ʹͲͳͻ���������������������������������������������������������� 
Thomas Prutzman, Board Member 
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	Evidence From Clark County, Nevada 
	Richard 0. Welsh 
	Abstract Student mobility and school segregation are two important issues with significant equity implications for urban school districts that are often addressed separately. This article examines the relationship between student mobility and school segregation. The findings indicate that more segregated schools typically have smaller within-school achievement gaps, a lower proportion of proficient students, a higher proportion of low-income and minority students, and higher nonstructural mobility rates (es
	Keywords student mobility, school segregation, achievement gaps, urban school districts, educational equity 
	In the past decade, increasing focus has been placed on education in urban contexts (Milner & Lomotey, 2014). Racial, ethnic, income, and achievement segregation is a critical concern in urban school districts nationwide. 
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	Corresponding Author: .Richard 0. Welsh, Department of Lifelong Education, Administration, and Policy, University .of Georgia, 850 College Station Road, 327 River's Crossing, Athens, GA 30602, USA. .Email: rowelsh@uga.edu .
	Even though the 1954 landmark Brown v. Board decision resulted in the desegregation of schools in the 1970s, there has been persistent resegregation (Frankenberg, Lee, & Orfield, 2003; Orfield, 1983; Orfield & Yun, 1999). Moreover, court decisions in recent decades have made it .more challenging for districts to maintain integrated schools (Condron, Tope, Steidl, Freeman, & Colleges, 2013; Orfield & Lee, 2007). Student mobility, or the sorting of students across schools, is also an important issue facing 
	Clark County School District (CCSD) in Nevada provides an exemplary case study. Clark County is one of 16 counties in Nevada and consists offive major cities (Las Vegas, North Las Vegas, Boulder City, Henderson, and Mesquite) and a number of surrounding smaller jurisdictions. Currently, Clark County has the largest population in Nevada with more than 2 million people, and CCSD has 70% of Nevada's public school students. CCSD is similar to most urban districts with a traditional governance structure (a local
	Research Question 1: How does school segregation and schools• charac.teristics differ by schools' student mobility rates? .Research Question 2: To what extent does school segregation affect the .likelihood ofmaking a school change? .
	The focus ofthis study fits nicely with the sociological perspectives and the policy and reform areas ofurban education (Milner & Lomotey, 2014). This article contributes to an expanding literature examining the relationship between student assignment and segregation. The findings provide a critical and empirical assessment of the challenges faced by urban school districts by examining the intersection of two prevalent and important 
	~~~~~~~~~~~~~~~~~~~~~~~ 
	phenomena. A better understanding of the relationship between student mobility and school segregation offers valuable insights about the educational equity. The results may also help shape effective strategies to improve urban schools. The rest of the article proceeds as follows. I first provide a brief overview of the literature on student mobility and school segregation. Following this, I describe the data and methodological approach employed in this study. Next, I present results and conclude with a dis
	The Causes and Consequences of Student Mobility and School Segregation 
	Student Mobility 
	Intradistrict student mobility is important for three main reasons.First, the majority ofstudent mobility occurs within the same school district as opposed to switching to schools in a different school district (Hanushek et al., 2004; Kerbow, 1996; Pribesh & Downey, 1999; Xu et al., 2009). Second, intradistrict mobility is generally limited to poor and minority students who tend to switch schools frequently within an urban school district (Alexander, Entwisle, & Dauber, 1996; Hanushek et al., 2004; Mao, Wh
	2010; Reynolds et al., 2009; Rumberger, 2003). Historically, this is largely due to the presence ofattendance zones that link school assignment to a student's residence. In urban areas and densely populated cities, residential mobility is even more likely to result in student mobility (Temple & Reynolds, 1999). However, not all school changes are caused by residential mobility, and about 40% of student mobility is due to school-related factors (Kerbow, 1996; Rumberger et al., 1999). Typically, administrati
	racial and income groups are increasingly unevenly distributed within a district and have less interactions with each other. Although the lack ofa fonnal definition of segmentation makes it difficult for one to detennine how differentiated an educational system has to be to label it as "segmented," evidence of differential mobility patterns imply changing schools may lead to unintended consequences over time, such as maintaining or expanding segmentation of student populations by students' backgrounds, 
	School Segregation 
	Although there are various conceptualizations and operationalizations, segregation refers to the physical separation ofdifferent racial, ethnic, income, and achievement groups (Massey & Denton, 1988; Reardon, Yun, & Kurlaender, 2006). Racial segregation across schools within an urban school district is significantly higher than racial segregation within schools (Conger, 2005). School segregation separates children and stratifies the type of school they attend, leaving minority children in inferior schools 
	the prevalence of school segregation in the United States and its adverse effects on the equality of educational opportunity and students' educational outcomes (Coleman, Campbell, & Hobson, 1966). Coleman and colleagues (1966) found a negative association between the concentration of poverty within a school and student performance, which has been confirmed by several studies in recent decades (Coleman et al., 1966). Numerous studies indicate that racial integration has direct and independent effects on st
	Educational Inequality, Sorting, and the Distribution of Students Within a School District 
	Figure 1 provides a conceptual framework ofthe relationship between educational inequality, student mobility, and school segregation. Both student mobility and segregation are largely influenced by out-of-school factors and represent the intersection of society and schooling. Economic opportunity and the intersection ofrace and poverty may play a pivotal role in explaining student mobility and segregation. Similarly, residential segregation plays an important role in both phenomena. The majority of school 
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	Figure I. Educational inequality, student mobility, and school segregation. 
	2013; Jencks & Phillips, 2011). There are several possible ways that desegregation and student mobility impact students, schools, and districts. Presumably, the central impact of desegregation comes from the peers of students' or the peer effect. Simply put, it is advantageous to attend a school where students are more successful (Hanushek, Kain, Markman, & Rivkin, 2003). However, Owens (2010) found that the educational attainment ofstudents from poorer neighborhoods is adversely affected when they attend
	increasing part in the racial composition of the U.S. student population (Frankenberg et al., 2003; Logan et al., 2012; Orfield & Lee, 2007). The majority of the extant literature also tends to focus on segregation in school choice contexts or states with districts with court-ordered desegregation plans (Bifulco & Ladd, 2007; Condron et al., 2013; Johnson, 2011). Although researchers also conceptualize and measure segregation in a myriad ofways, the most oft-used indicator is a measure of the proportion of 
	Data and Method 
	Data 
	I use a 6-year panel of student-level data for all students in the CCSD from 2007 to 2008 through to 2012 to 2013. The data contain students' demographic characteristics and annual test scores from the Nevada Proficiency Examination Program. Demographic data include indicators for students' gender, race/ethnicity (Black, Hispanic, Asian, White), free and reduced priced lunch (FRPL), ELL, and special education statuses. Students are tested 
	Method 
	Categorizing student mobility. I categorize nonstructural movers by the timing ofschool changes: between-year switcher or a student who made a nonstructural move between school years, within-year switcher or a student who switched schools at least once during the school year, and "ultra-mover" or a student who changed schools both between and during the school year in the same academic year. To examine student mobility at the school level and better understand the variation in nonstructural mobility acros
	Measuring segregation. I use the dissimilarity index to evaluate segregation between schools in CCSD over time. The dissimilarity index captures unevenness or the distribution of racial groups (Massey & Denton, 1988). The dissimilarity index measures what percentage ofthe racial group's population would need to change schools for the racial groups to be evenly 
	-~~~-------------~~~~~ 
	distributed within the school district. Generally, a dissimilarity index below .3 is low segregation, between .3 and .6 is moderate segregation, and above .6 is high segregation (Massey & Denton, 1988). I calculate the dissimilarity index for multiple combinations of four racial categories (Black, White, Asian, and Hispanic), one income category (FRPL students), and two achievement categories (whether the student was below math in the district or proficient in math) using the following formula: 
	(1) 
	where Did, is the dissimilarity index ofdistrict d at time t, ais the number of "a" students in schools at time t, and A dr is the number of"a" students in all schools in district d at time t. Then b, is the number of"b" students in school sat time t, and Bd, is the number of"b" students in all schools in district d at time t. First, I calculate indices for the entire district that include mixing schools of different levels into one analysis. Next, similar to prior research (Sohoni & Saporito, 2009), I disa
	Achievement gaps. Consistent with prior research (Condron et al., 2013), at the school-year level, I compute achievement gaps in both math and reading across various racial and income combinations. For example, to compute the White-Black achievement gap, I subtract the standardized mean math 
	Predicting student mobility using school segregation. To examine the relationship between exiting patterns and school segregation, I use the following linear probability model: 
	where ~st is a dichotomous outcome variable that is equal to 1 if student i in schools at time t made a nonstructural school change. I estimate the probability of changing schools separately for the aforementioned three categories of mobile students. Tisr is a vector of student-level characteristics including lagged student achievement (relative to the district), gender, racial/ethnic categories (White is the reference group), FRPL, ELL, and special education statuses. Zsis a vector of school-level charac
	Results 
	CCSD is a large, diverse school district with average annual enrollment of more than 300,000 students. On average, roughly 42% of students are Hispanic, 32% are White, 13% are African American, 8% are Asian, 11 % are special education students, 17% are ELL, and 50% are FRPL students. Over the period of study, CCSD experienced an increase in low-income (47% to 56%), Hispanic (41 % to 44%), and special education status (10% to 12%) students. Conversely, the proportion of African American (14% to 12%), White (
	~~~~~~~~~~~~~~~~~~~~~-
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	Figure l. School characteristics by mobility rates across the timing of school changes. 
	Note. FRPL = free and reduced priced lunch. 
	About 16% of students changed schools annually: 7% switched schools between school years, 6% changed schools during the school year, and 3% changed schools both in the summer and midyear in the same academic year. Black, Hispanic, low-income, special education status, and ELL students had higher mobility rates, especially for midyear school changes, whereas White and Asian students had lower mobility rates. For instance, 26% of Black students changed schools, with 11 % being midyear movers and 5% being ult
	Student Mobility and Segregation From the Schools' Perspective 
	Figure 2 illustrates that there is a strong relationship between schools' demographic and achievement characteristics and student mobility rates across the timing ofschool changes. This association is particularly apparent when one considers within-year student mobility (midyear and ultra-movers). As the 
	S<hool ~crqadon 
	Figure 3. School segregation and student mobility rates. .Note. CCSD =Clark County School District; FRPL =free and reduced priced lunch. .
	proportion oflow-income and minority students in schools increases, withinyear mobility rates also increase. For instance, schools in the bottom quintile of proportion of low-income students (0%-27% of FRPL students) had an average midyear exit rate of 4% compared with 10% for schools in the top quintile (greater than 79% of FRPL students). Schools in the bottom quintile of proportion of minority students (between 4% and 31 % of Black and Hispanic students) had an average midyear exit rate of3% relative to
	Figure 3 shows that there is also an apparent relationship between nonstructural mobility rates and school segregation. The results suggest that more segregated schools typically have a higher nonstructural mobility rate (midyear and ultra-moves are especially prevalent in highly segregated schools). 
	For instance, intensely segregated minority schools had a midyear exit rate of I 0% and an ultra-mover rate of5% compared with 6% and 3% for schools that were not intensely segregated minority. Extreme-poverty schools had a midyear exit rate of I 0% relative to 6% for schools that were not classified as extreme poverty. Intensely segregated, low-achievement schools had a midyear rate of 13% and a ultra-mover rate of 15% compared with 7% and 3%, respectively, for schools that were not categorized as intens
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	Figure 4. School segregation in CCSD, K-12, dissimilarity index. .Note. CCSD =Clark County School District; FRPL =free and reduced priced lunch. .
	Interestingly, in middle schools, the within-year (midyear and ultra-movers combined) exit rates were higher than the between-year exit rates. This suggests that midyear moves are especially relevant in middle schools. Furthermore, the discipline-related mobility rate in middle schools is slightly higher than that of high schools. The results also draw attention to school discipline in middle schools.
	Segregation, Student Mobility, and Achievement Gaps 
	Figure 4 shows segregation among schools in CCSD from 2007 to 2008 through to 2012 to 2013 using the dissimilarity index. The results indicate that although overall racial segregation in CCSD was moderate, unevenness in the distribution ofstudents by race/ethnicity in the district increased over the period of study.The results indicate that Hispanic students were the most highly unevenly distributed racial group. Unlike racial segregation, income segregation decreased over the period of study. The distribu
	Figure 5. Racial and income achievement gaps in CCSD. 
	Note. CCSD =Clark County School District; FRPL =free and reduced priced lunch. 
	Overall, the results imply that there is increasing stratification within the district as racial and achievement segregation rose over time.6 
	Figure 5 presents district-level achievement gaps over the period of study. The results indicate sizable achievement gaps between racial groups that increased over time. For instance, the achievement gap between White and Black students increased from 0.53 SD in 2007 and 2008 to 0.57 SD in 2012 and 2013. The achievement gap between White and Hispanic students decreased over the period of study and was smaller than the White-Black achievement gap. The Asian-Black achievement gap increased over time and was t
	segregated schools because of the presence of similar low-achieving students regardless ofrace/ethnicity, whereas larger achievement gaps in less segregated schools suggest minority students in these schools tend to be low-achieving, and nonminority students are higher achieving, resulting in considerable achievement gaps. From the district's perspective, this is not a beneficial trend given that prior research demonstrates that high-achieving peers improve the student achievement ofall students in a schoo
	Does School Segregation Predia the Ukelihood ofStudent Mobility? 
	Table 1 presents the likelihood of switching schools across the timing of school changes based on student, schools' demographic, and achievement 
	Table I. Estimating the Likelihood of Student Mobility (N = 774,21 I). 
	Between Midyear Ultra-movers 
	Prior Achievement Black Hispanic Asian Male Special Education ELL FRPL School Quality Black_ sch Hispanic_ sch White_sch Asian_sch Male_sch SpecEd_sch ELL_ sch FRPL_sch Predominantly Minority Intensely Segregated Minority High Poverty Extreme Poverty Predominantly Low Achieving Intensely Segregated Low Achieving Multiracial Intensely Segregated, Extreme Poverty Constant 
	-0.009*** (0.000) 
	0.021 *** (0.00 I) -0.004*** (0.00 I) -0.00 I (0.002) -0.00 I (0.00 I) -0.007*** (0.00 I) -0.0 IO*** (0.00 I) 0.013*** (0.00 I) -0.028 (0.024) 0.084* (0.041) 
	0.038 (0.037) -0.010 (0.036) 
	0.086 (0.055) 
	0.145 (0.080) -0.1 IO* (0.047) -0.045** (0.016) -0.000 (0.018) -0.006 (0.005) 
	0.005 (0.005) 
	-0.002 (0.005) 
	0.004 (0.004) 0.008* (0.004) 
	0.096* (0.037) 
	-0.00 I (0.003) -0.007 (0.006) 
	0.922*** (0.063) 
	-0.014*** (0.000) 0.025*** (0.00 I) -0.00 I (0.00 I) -0.003** (0.00 I) 0.008*** (0.00 I) -0.006*** (0.00 I) -0.00 I (0.00 I) 0.016*** (0.00 I) -0.025** (0.008) -0.007 (0.021) -0.030 (0.019) -0.026 (0.018) 
	0.012 (0.021) 0.104*** (0.022) 
	0.008 (0.014) 
	0.016 (0.009) 
	0.012 (0.008) -0.00 I (0.002) 
	0.000 (0.002) 
	0.002 (0.002) 
	0.003 (0.002) -0.002 (0.002) 
	0.026 (0.014) 
	0.00 I (0.00 I) 
	0.000 (0.002) 
	-0.040 (0.023) 
	-0.0 14*** (0.000) 0.027*** (0.00 I) -0.006*** (0.00 I) -0.005*** (0.00 I) 0.007*** (0.000) -0.003** (0.00 I ) -0.007*** (0.00 I ) 
	0.0 17*** (0.00 I ) -0.008 (0.0 I I) -0.022 (0.021) -0.065** (0.020) -0.050* (0.019) -0.042 (0.025) 0.203** (0.069) -0.067 (0.043) 
	0.019 (0.011) 0.024* (0.009) 
	0.003 (0.003) 
	0.004 (0.002) 
	-0.002 (0.002) 
	0.004 (0.003) -0.00 I (0.002) 
	0.135*** (0.033) 
	-0.000 (0.00 I) -0.003 (0.003) 
	-0.058 (0.044) 
	Note. ELL =English language learner; FRPL =free and reduced priced lunch. *p < .05. '**p < .0 I. ***p < .00 I. 
	characteristics and school segregation. The results indicate that high levels of achievement segregation are a strong predictor ofstudent mobility across the timing ofschool changes. Students in intensely segregated achieving schools were roughly 10 percentage points more likely to switch schools between school years than students in schools that were not intensely segregated 
	achieving schools. Students in predominantly low-achieving schools were less than I percentage point more likely to change schools in the summers than students in schools that were not predominantly low achieving. The results for racial and income segregation, irrespective of the degree ofsegregation, were insignificant for between-year school changes. Achievement segregation is not as strong a predictor of midyear school changes. Students in intensely segregated, low-achieving schools were 3 percentage p
	~~~~~~~~~~~~~~~~~~~~~ 
	Finally, I also estimated Equation 2 separately by the levels of schooling. The results vary the levels of schooling and the timing of school changes. In elementary schools, for between-year movers, achievement segregation is no longer a significant predictor, and there is suggestive evidence that students in extreme-poverty schools are more likely to switch schools in the summer. For midyear movers, achievement segregation is not a significant predictor, and there is evidence to suggest that students in in
	Concluding Discussion 
	This study offers new insights into the relationship between school segregation and student mobility in urban school districts. The results indicate that racial, ethnic, and achievement segregation persists in CCSD, whereas income segregation is declining. This article adds to a growing number of studies that have found that segregation is a pervasive and concerning phenomenon (Rumberger & Palardy, 2005). The results highlight an important mechanism linking student mobility to school segregation and achie
	More segregated schools typically have smaller within-school achievement gaps, a lower proportion ofproficient students, a higher proportion ofminority students, and higher nonstructural mobility rates (especially within-year mobility) than less segregated schools. The findings are similar to prior research that found that as Black White dissimilarity increased, racial achievement gaps also increased (Condron et al., 2013). Rising racial and achievement school segregation raises serious concerns about educ
	Policy Implications 
	A few policy implications emerge from this study. First, the findings support the call for renewed investment in desegregation. However, in the wake of 
	the 2007 Supreme Court decisions on desegregation that deemed the majority of voluntary desegregation programs by school districts unconstitutional, there is a need to consider feasible options within the law to attain integrated schools (Orfield & Lee, 2007). Given the unconstitutionality of assignment policies based on race, student mobility is a possible policy lever to affect desegregation that warrants further consideration. Districts may explore the use of students' income and prior achievement as opp
	racial, income, and achievement segregation and tend to serve an at-risk student subgroup. The findings suggest policymakers should closely rethink the operation of alternative schools and how learning and student remediation takes place in these highly segregated and mobile environments. 
	Directions for Future Research 
	The findings also provide some directions for future research. First, a better understanding of families' preferences that may influence the relationship between student mobility and school segregation and how this may vary with the timing of school changes is needed. A complementary qualitative study may provide better insights on how segregation levels oforigin schools affect mobility decisions and a sense of how the segregation level of destination schools may affect the impact of student mobility on stu
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	Notes 
	I. .There is an "identity crisis in urban education" evidenced by the challenges in conceptualizing and defining "urban" education (Milner & Lomotey, 2014). 
	Although the conceptualization of urban education is multifaceted, urban districts can be generally defined by size or the prevailing social and economic conditions. For instance, urban school districts may be defined as being located in cities with a population greater than 250,000 and student enrollments ofmore than 35,000 (Council of the Great City Schools, 2013). The implicit implications of this definition is that urban school districts are the melting pot of cultures and communities-densely populat
	2. .In this article, I am primarily interested in nonstructural mobility that occurs when students change schools of their own volition (e.g., switching elementary schools) rather than structural moves that occur after the completion ofa terminal grade (e.g., elementary to middle school transitions). Nonstructural movers are the student subgroup that mobility policies in school districts may target and influence. 
	3. .As of2012 to 2013, there are 352 schools in this sample (219 elementary schools, 59 middle schools, 53 high schools, and 21 combination schools, that is, middle/ high or elementaryfmiddle). The number of schools increased from 321 in 2007 to 2008. In all, 13 charter schools were opened in 2012 to 2013, and 18 new schools opened over the period ofstudy (2008-2009: 7; 2009-2010: 6; and 20102011: 5). Schools with less than 25 students ( 12) and schools that closed over the period of study (2) were exclude
	4. .About half of all schools in Clark County School District (CCSD) are predominantly minority, and about a quarter of schools are intensely segregated. In total, 14% of schools were multiracial; however, the number of multiracial schools decreased significantly from 63 in 2007 and 2008 to 25 in 2012 and 2013. Roughly half of all schools are high poverty, and about a fifth of schools are extreme-poverty schools. About halfofschools are predominantly low achieving and 7% were intensely low achieving. About
	5. .Given that segregation across all racial categories is increasing and the majority ofthe changes in the dissimilarity index over time are modest, for brevity's sake, I do not report results for every combination of racial and ethnic groups. The results for all groups are available upon request. 
	6. .Prior research has found that school choice increases racial segregation; thus, I estimate the dissimilarity index while excluding open enrollment options-magnet and charter schools-in the CCSD to examine the sensitivity of the results. First, I excluded the 13 charter schools in 2012 to 2013, and the results changed. In particular, racial and income segregation was lower across all groups when charter schools were excluded. Achievement segregation also decreased. The results were similar when magnet s
	7. .The White-Black achievement gap is similar across the levels of schooling, whereas the White-Hispanic and Asian-Hispanic gaps increase with the level of schooling. The Hispanic Black, Asian Black, and income achievement gaps are smallest in high schools. 
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