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Appendix 1: Introduction 

Current Resource Use and Practices LEA Survey  
This survey is intended to supplement and provide context for available data currently collected by the 
state in the following areas: 

1. School Enrollment Size, Class Size and Staffing Policies 
2. Capital Needs  
3. Use of Enhanced Student Achievement (ESA) Funds 
4. Student Mental Health  
5. Professional Development and Extra Duty Time 
6. Educational Opportunities: Extended Learning Time, Career and Technical Education, Additional 

Opportunities 
7. Services from Education Cooperatives 

 
Please select your district or charter system from the drop-down list below: 

[drop-down list with district names] 

 
School Enrollment Size, Class Size and Staffing Policies 
Has your district or charter system developed specific policies regarding the enrollment size of schools? 

o Yes 
o No 

 
Has your district or charter system developed specific policies or guidelines regarding class sizes 
(teacher-to-student ratios) that differ from state requirements? 

o Yes 
o No 

 
Does your district or charter system have staffing guidelines or caseloads for other staff positions (such 
as special education staff, instructional support or student support staff, administration or classified 
staff)? 

o Yes 
o No 

 
Note the next set questions on the following page regarding school enrollment size policies, class size 
policies and guidelines, and staffing guidelines/caseloads will only be displayed if a respondent 
answered “yes” to the prior related questions.  
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What is your school district’s or charter system’s policy on school enrollment size for the following types 
of schools? This list is not intended to be exhaustive of all possible grade configuration types in Arkansas. 
 

 Policy (Yes, No, N/A) Minimum Maximum Optimal/ Ideal 
Elementary School      
Middle/Junior High School     
High School     
7-12 School     
K-12 School     
K-8 School     

 
How does the public provide input on school enrollment size? 
▢ The public does not provide input on school enrollment size decisions or policies 
▢ Through testimony at public hearing, written or oral testimony 
▢ Through survey(s) 
▢ By participating on planning committee 
▢ Other ________________________________________________ 
 
When can the public provide input on school enrollment size? 
▢ The public does not provide input on school enrollment size decisions or policies 
▢ During the district’s Master Planning process 
▢ During school construction planning and decision making 
▢ During construction contract approval 
▢ Other ________________________________________________ 
 
What are your school district’s or charter system’s policies or guidelines on class sizes (students per 
teacher) in different grades? 
 

 Policy (Yes, No, N/A) Minimum Maximum Optimal/ Ideal 
Lower elementary grades (K-3)      
Upper elementary grades (4-5)     
Middle/junior high school grades     
High school grades     

 
How are these policies or guidelines set? 

o State regulation 
o School board policy 
o Annual budget guidelines 
o Facility Master Planning guidelines 
o Collective bargaining agreements 
o During secondary school scheduling process 
o When making annual staffing and class assignment decisions 
o Other ___________________ 

 
What are your school district’s or charter system’s staffing ratio (caseload) guidelines for the following 
positions? 
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Is there anything (else) you would like to share about school size, class size and staffing policies in your 
district and how they are set? 

[OPEN RESPONSE BOX] 
 
Use of Enhanced Student Achievement (ESA) Funds 
 
What do you think are the most effective uses of Enhanced Student Achievement (ESA) funding? 
 

 Most 
Effective 

Effective Somewhat 
Effective 

Not 
Effective 

No 
opinion 

Classroom teachers o  o  o  o  o  
Tutors o  o  o  o  o  
Teachers' aides o  o  o  o  o  
Counselors, social workers, or nurses o  o  o  o  o  
College and career coaches o  o  o  o  o  
Curriculum specialists, coaches and 
instructional facilitators 

o  o  o  o  o  

Before/after school academic programs o  o  o  o  o  
Pre-kindergarten programs o  o  o  o  o  
Summer programs o  o  o  o  o  
Early intervention programs o  o  o  o  o  
Parent education o  o  o  o  o  
Remediation programs o  o  o  o  o  
Professional development o  o  o  o  o  
Materials, supplies, and equipment o  o  o  o  o  
Teacher salary supplements o  o  o  o  o  
School improvement plan/ scholastic audit o  o  o  o  o  
Transfer to other categorical funds o  o  o  o  o  
Other allowable uses o  o  o  o  o  

 
Are there any specific resources, programs, or strategies that you think are the most effective use of 
these funds? 

[OPEN RESPONSE BOX] 
 

Set Guidelines? (Yes, No, N/A) Maximum
Reading/ Math Specialists
Special Education Teachers (Full day/ self-contained programs)
Special Education Teachers (Partial day/ resource programs)
Speech Therapists
Occupational Therapists/ Physical Therapists
Counselors 
Nurses 
Assistant Principals 
Classified/support staff 
Other instructional staff
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Capital Needs 
 
Does your district or charter system have the capacity to meet your current capital needs? 

 Yes, 
through 
existing 
funds 

Yes, through 
the state's 
Partnership 
Program 

Yes, through local 
bond measure 
(passed or 
planned) 

Yes, 
through 
other 
sources 

No N/A 

Annual required 
maintenance 

▢  ▢  ▢  ▢  ▢  ▢  

Deferred maintenance ▢  ▢  ▢  ▢  ▢  ▢  
System replacement ▢  ▢  ▢  ▢  ▢  ▢  
Major renovations ▢  ▢  ▢  ▢  ▢  ▢  
New construction ▢  ▢  ▢  ▢  ▢  ▢  
Other ▢  ▢  ▢  ▢  ▢  ▢  

 
Is there anything else you would like to share about the capital needs of your district? 

[OPEN RESPONSE BOX] 
Student Mental Health 
 
How does your district or charter system address student mental health needs? 

 Low Need/ 
Tier 1 (All 
Students) 

Moderate 
Need/ Tier 
2 

High Need/ 
Tier 3 

One-on-one meetings with counselors    
Small group meetings with counselors (pull out)    
Counselor-led classroom sessions    
Addressed during advisement/mentoring periods    
Specific framework/ model ________________    
Specific curriculum ________________    
School group/team that review student needs and 
develop plans to address 

   

District- or system- employed therapist provides services 
on site 

   

Outside agency provides therapy on site    
Addressed during instructional classes    
Specialists through Education Cooperatives    
Assessment of individual student mental health needs    
Other ____________________    
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On average, how often does a low need (Tier 1) student meet with a counselor: 
 More than 

once a 
week 

Once a 
week 

Twice a 
month 

Once a 
month 

Once a 
quarter 

Once a 
semester 

Once a 
year 

One-on-one        
In small groups (pull 
out) 

       

In the classroom        
Other _______        

 
On average, how often does a moderate need (Tier 2) student meet with a counselor: 

 More than 
once a 
week 

Once a 
week 

Twice a 
month 

Once a 
month 

Once a 
quarter 

Once a 
semester 

Once a 
year 

One-on-one        
In small groups (pull 
out) 

       

In the classroom        
Other _______        

 
On average, how often does a higher need (Tier 3) student meet with a counselor: 

 More than 
once a 
week 

Once a 
week 

Twice a 
month 

Once a 
month 

Once a 
quarter 

Once a 
semester 

Once a 
year 

One-on-one        
In small groups (pull 
out) 

       

In the classroom        
Other _______        

 
Anything else you would like to share about student mental health needs and supports in your district or 
charter system? 

[OPEN RESPONSE BOX] 
 
Professional Development and Extra Duty Time 
 
On average, how many days in total do teachers in your district or charter system participate in 
professional development each year? 

[drop-down list with options between 1 and 10+ days] 
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On average, what percentage of PD days are delivered in your district or charter system: 
 Percentage of PD days 
During the summer  
During planning/collaboration periods during the school day  
Though early release/late start days  
Through trainings or conferences during the school year  
Other  

 
On average, what percentage of PD days are used to address: 

 Percentage of PD days 
State/federal determined topics  
District or system determined topics  
School leader determined topics  
Teacher determined topics  
Other  

 
On average, what percentage of PD days are led by: 

 Percentage of PD days 
School administrators  
District or charter system staff  
Education Cooperative staff  
Department of Education staff  
Outside consultants  
Other teachers  
Other  

 
Does your district or charter system have a policy regarding the minimum time for planning and 
collaboration a teacher should have in a day? 
O  Yes 
O  No 
 
On average, how many minutes do teachers in your district or charter system have for planning each 
day? 
O  Less than 30 minutes 
O  30-44 minutes 
O  45-59 mins 
O  60-74 mins 
O  75-89 mins 
O  90 minutes or more 
 
On average, how often do teachers in your district or charter system have a designated period of time 
for collaboration in a typical week? 
O  Daily 
O  3-4 times a week 
O  1-2 times a week 
O  Less than weekly 
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Does your district or charter system have a policy (or set of policies) regarding extra duty time (lunch, 
pick up/drop off, recess supervision, etc.)? 
O  Yes 
O  No 
 
On average, in your district or charter system how often do teachers: 

 Daily 3-4 times a 
week 

1-2 times a 
week 

Less than 
weekly 

Never 

Supervise pick up/drop off or bus 
lines 

o  o  o  o  o  

Supervise recess o  o  o  o  o  
Supervise lunch o  o  o  o  o  
Have a duty-free lunch o  o  o  o  o  
Have before or after school time or 
office hours where they are 
available to students 

o  o  o  o  o  

Supervise student activities outside 
of the school day (extracurriculars, 
events, etc.) 

o  o  o  o  o  

Receive additional compensation for 
extra duty during the day 

o  o  o  o  o  

Receive additional compensation for 
extra duty outside of the school day 

o  o  o  o  o  

 
Are there specific professional development topics or methods that have been most helpful or impactful 
in your district or charter system? 

[OPEN RESPONSE BOX] 
 
Educational Opportunities: Extended Learning Time 
 
Prior to in-school learning ceasing due to the pandemic, how many schools in your district or charter 
system offered: 
 

 All schools Up to 75% of 
schools 

Up to 50% 
of schools 

Up to 25% of 
schools 

No 
Schools 

Before/after school- 
academic- focused 

     

Before/after school- 
enrichment- focused 

     

Summer school- 
academic- focused 

     

Summer school- 
enrichment 
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Prior to in-school learning ceasing due to the pandemic, how many schools in your district or charter 
system provided transportation for: 

 All schools Up to 75% of 
schools 

Up to 50% 
of schools 

Up to 25% 
of schools 

No Schools 

Before/after school 
programs 

     

Summer school programs      
 
Educational Opportunities: Career and Technical Education 
 
Are there any changes your district or charter system would like to make in the area of Career and 
Technical Education (CTE)? 
▢ CTE is not offered in my district or charter system 
▢ No changes needed in this area 
▢ Offering additional courses in current industry areas 
▢ Offering courses in other industry areas 
▢ Increasing participation 
▢ Increasing certifications 
▢ Offering additional CTE courses at your district’s school campuses 
▢ Having additional CTE courses at secondary career centers 
▢ Having additional CTE courses at postsecondary campuses 
▢ Accessing additional CTE courses through remote instruction 
▢ Providing CTE opportunities in earlier grades 
▢ Other ________________________________________________ 
 
What challenges, if any, does your district or charter system face in making these changes? 
▢ No challenges in this area 
▢ Finding staff certified to teach 
▢ Having building capacity/ needed facilities 
▢ Having specific equipment or materials 
▢ Needing secondary center or postsecondary campus to offer additional courses and/or courses 

in other industry areas 
▢ Needing additional funding 
▢ Being able to provide transportation 
▢ Having schedule limitations 
▢ Other ________________________________________________ 
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Educational Opportunities: Additional Opportunities 
 
Are there areas you would like to offer additional educational opportunities to your students (either 
expanding current opportunities or offering new opportunities)? 
▢ Before/after school 
▢ Summer school 
▢ Advanced courses (such as AP/IB) 
▢ Concurrent enrollment courses 
▢ Foreign language courses 
▢ Computer science courses 
▢ Arts courses 
▢ STEM courses 
▢ Other electives 
▢ Additional courses through remote instruction 
▢ Other ________________________________________________ 
 
What challenges, if any, does your district or charter system face to provide these additional 
opportunities? 
 

  Having 
staff 
certified 
to teach 

Having 
building 
capacity/ 
needed 
facilities 

Needing 
additional 
funding 

Needing 
specific 
technology, 
equipment 
or materials 

Being able to 
provide 
transportation 

Having 
schedule 
limitations 

No 
challenges 

Other 

Before/after 
school 

▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          

Summer 
school 

▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          

Advanced 
courses (such 
as AP/IB) 

▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          

Concurrent 
enrollment 
courses 

▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          

Foreign 
language 
courses 

▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          

Computer 
science 
courses 

▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          

Arts courses ▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          
STEM courses ▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          
Other 
electives 

▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          

Additional 
courses 
through 
remote 
instruction 

▢          ▢          ▢          ▢          ▢          ▢          ▢          ▢          
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If your district faces other challenges in offering additional education opportunities, please explain 
below: 

[OPEN RESPONSE BOX] 
 
Services from Education Cooperatives 
 
Please indicate whether your district or charter system uses any of the following services offered by 
Education Cooperatives: 
  

Services Used to 
Meet Entire Need 

Services Used to 
Partially Meet 

Need 

Services 
Not Used 

Academic Attainment 
   

Career and Technology Education 
   

Community Health Nurse 
   

Computer Science 
   

Digital Education 
   

Dyslexia Specialist 
   

Early Childhood 
   

Electronic Fingerprinting 
   

ESOL Specialist 
   

Gifted and Talented Specialist 
   

K-12 Behavior Support Service 
   

K-12 Special Education Services 
   

Literacy Specialist 
   

Math Specialist 
   

Mentoring Program 
   

Novice Teacher Program 
   

Preschool Special Services 
   

Print Shop 
   

Professional Development 
   

Science Specialist 
   

Science/STEM Specialist 
   

SLP Support Personnel Program 
   

Special Education 
   

Staff Development 
   

Technology 
   

The HUB/ALE 
   

Vision Specialist 
   

Other 
   

Other 
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Case Study Protocol 
Background and School Culture 

1. Introductions: How long have you worked at this school? In your current role? 
2. Can you tell me a little about the community in which your school is located?  Who are your 

students? Their parents? Major industries or employers?  
3. Since we cannot visit you yet in person, please tell us more about your school. Is it on a shared 

campus, in town, near other schools or post-secondary institutions, etc.? 

a. Has your school changed in recent years? Declining enrollment? Increased enrollment? 

Changes in demographic (SES, race/ethnicity, ELL)? 

b. What is student mobility and attendance like? 

c. What are average class sizes? Do these vary by grade? 
4. How would you describe the culture at your school? What’s it like to work here? What do you 

think it’s like to be a student here?   
5. How would you describe the leadership structure of the school? 
6. What do you believe has been most important to your school’s success with students? Any 

specific strategies, programs or resources?  

Instruction and Interventions 
1. How is the school day structured? How are students assigned to classes? 

Probe for flexible groups (groups that change based on student need) vs. static groups (groups 
that stay the same over long time periods).  

2. What specific instructional strategies are in place for struggling students? 

a. What kinds of extra help do you have in your school? When is extra help provided, for 

how long, and by whom? 

b. Probes: Does the school provide an after school/extended day? Summer School? 

c. How are students who are struggling identified and monitored?   
3. What specific instructional strategies are in place for ELL students?  

Probes: pull out/push in strategies, sheltered instruction, co-teaching 
4. Are there specific student or school improvement goals that contributed to these achievement 

gains in the school? OR: Which school or improvement goals were most helpful in advancing 

student learning?  

a. How are these goals set (e.g., district, school administrators, or school personnel)? 

Staffing and Professional Development 
1. What is teacher turnover like in this school? 
2. Do you share any staff positions with other schools? 
3. How are teachers organized for instruction? How are teachers assigned to classrooms? In high 

school, to courses? Probes:  Are teachers assigned to their own classrooms or in collaborative 
teams? What kinds of collaborative teams are there? How are new teachers assigned and 
mentored?  

 

4. How is professional development delivered in your school?  How are topics for PD determined? 
Probes: is delivery school based? ongoing versus one shot; what kinds of follow-up is provided? 
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Type Time Allocated Notes 
Individual planning   
Collaborative Work with other 
teachers 

  

Pupil-free days for PD   

a. What kinds of professional development topics have been particularly helpful for 
improving student learning? Probes:  professional development that focuses on 
instructional strategies; on extra help for ELL/struggling poverty kids; curriculum 
reforms; on using data; etc.  Anything linked to their overall curriculum and instructional 
strategies and focused on ELL and poverty kids 

5. How is extra duty time handled (lunch, pick up/drop off, bus)? What staff members are 
responsible? 

Student Support Services 
1. What additional student support services do you offer students? (Probes: counseling, social 

worker/therapist support, advising/mentoring, health services)  
a. Are these resources paid for by the school, district, or community partnership? 

b. Any specific student mental health strategies or initiatives that you believe have been 

beneficial to students? 

Assessments and Data Use 
Elementary schools: 

1. What assessment(s) do you use with students in grades K-2? (Possibilities: ISIP, NWEA/MAP, 
Star, i-Ready) How often do you assess these students? 

2. In addition to using the ACT Aspire for grades 3 and up as your summative assessment, do you 

also use it as an interim assessment? How often is it administered? 

a. Do you use any additional interim or formative assessments in grades 3 and up? 
3. How do staff use the data from these assessments? Do you have a data specialist or similar 

position? 

Secondary schools:  
1. In addition to using the ACT Aspire up to grade 10, do you also use it as an interim assessment? 

How often is it administered? 

a. Do you use any additional interim or formative assessments? 
2. How do staff use the data from these assessments? Do you have a data specialist or similar 

position? 

Additional Monetary and Non-Monetary Support 
1. Does your school have access to additional grants, corporate contributions, or PTA support? 

 

2. Do you have any community partnerships? 
3. Does the school receive non-monetary support from the community, such as volunteer hours? 

a. Are volunteers mostly parents or others from the community? 
4. Are their specific characteristics of the community that you believe impact the success of the 

school? 
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Wrap Up 
1. What do you see as current or potential challenges to continued improvements in student 

achievement? Beyond COVID, what challenges have you faced to continue performance 
2. Is there anything else you think is important for us to know in terms of understanding how your 

school achieves learning gains? 

Educator Panel Questions 
1. College and Career Readiness 

a. What does it mean to be college and career ready in Arkansas? 
b. What should be included in the state’s definition of college and career readiness? 

i. For example: academic core knowledge, coursework, performance outcomes, 
behavioral skills and/or capabilities?  

c. Do you believe the state’s curriculum and graduation requirements are well aligned with 

this definition? If not, what changes are needed to make them better aligned? 

2. Staff Attraction and Retention 

a. Does your district or school face any challenges recruiting and retaining staff? 

i. Are there any staffing positions/areas that are particularly difficult to attract and 

retain qualified staff? (Teachers, administrative staff, nurses, etc.) 

b. What factors (positive or negative) impact your school or district’s ability to attract and 

retain staff? 

c. What could the state do to support staff attraction and retention? 

3. Addressing the Needs of Economically Disadvantaged Students 

a. On average, does a student being economically disadvantaged have an impact on the 

student's ability to be academically prepared and/or succeed? If so, in what ways does 

this manifest? 

b. What supports and services are the most effective in serving economically 

disadvantaged students? Does this vary based upon the concentration of poverty in the 

school? 

4. Resources in the Funding Matrix 

a. Are there any resource areas that are not currently addressed in the resource matrix 

that should be? 

b. Are there any resource areas in the matrix that should be modified in some way (such as 

to decrease or increase the level of resource)? 
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Stakeholder Surveys 
Parents, Students, Community Members and Business Leaders 
I am a(n).... 

▢ Educator (including all school and district/charter system staff and school board members)  
▢ Parent  
▢ Student  
▢ Community Member  
▢ Business Leader  
▢ Other ________________________________________________ 

 
Following this question the survey branched into two versions, one for educators and one for parents, 
students, community members, and business leaders (general public). The questions that follow are 
for the general public. 
 
For parents: 
What school district or charter system does your child(ren) attend?  

▼ Academics Plus Public Charter Schools ... Other 

For students: 
What school district or charter system do you attend school in? 

▼ Academics Plus Public Charter Schools ... Other 

For community members and business leaders: 
What county do you live in? 

▼ Arkansas ... Yell 

After the initial identifying questions, there was a page with the following language:  
 
The study team understands the major impact that COVID is having on students, teachers, schools, and 
districts this year. However, this survey is part of a study to address ongoing education funding in 
Arkansas and will be used for legislative considerations in future years. As best you can, please share 
your responses to questions outside of any concerns that you have specifically related to COVID and the 
unique circumstances of education in the state this year. 
 
The survey specifically will:  
o Gather your opinion on the equity, responsiveness, transparency and flexibility of education funding 

system in the state.   
o Provide an opportunity for you to share feedback on available education resources and funding.   
o Ask for your input on what it means for Arkansas students to be college and career ready when they 

graduate and what elements should be included in a definition.   
 
Thank you in advance for sharing your feedback.  
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Education Resources and Funding in Arkansas   
Please indicate whether you believe the education funding system in Arkansas: 

 
Please indicate the degree to which you agree or disagree with the following statements: 

 Strongly 
disagree 

Somewhat 
disagree 

Somewhat 
agree 

Strongly 
agree Unsure 

Equitably distributes funding to school 
districts  o  o  o  o  o  

Ensures similar education opportunities for 
all students  o  o  o  o  o  

Responds to the different needs of students 
(such as low income, special education and 

English Learners)  
o  o  o  o  o  

Responds to the different needs of school 
districts (size, location, enrollment changes)  o  o  o  o  o  

Responds to the different needs of charter 
systems  o  o  o  o  o  

Allocates funding in a manner that is clear 
and understandable  o  o  o  o  o  

 Strongly 
disagree    Disagree Agree Strongly 

agree Unsure 

Similar districts are funded fairly in 
relationship to one another.  o  o  o  o  o  

Taxpayers are treated equally across the 
state.  o  o  o  o  o  

Where a student lives does NOT determine 
the quality of their education.  o  o  o  o  o  

It is easy to understand how funding is 
determined and allocated.  o  o  o  o  o  

The current funding system is flexible 
enough to allow schools and districts to 
decide how resources should be used to 

serve students.  

o  o  o  o  o  

Schools spend resources efficiently.  o  o  o  o  o  

Districts spend resources efficiently.  o  o  o  o  o  
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Outside of COVID-related issues for the current school year, what education resources and funding 
topics would you like to provide feedback on?  On the next page you will be able to share feedback on 
each topic area that you select below. 
 

▢ No feedback 
▢ Capital needs (construction, maintenance, etc.)  
▢ Class sizes  
▢ Educational opportunities (advanced courses, career and technical education, extracurriculars)  
▢ Educator salaries or experience  
▢ Efficiency of funding/resource use  
▢ Equity  
▢ Funding (overall or for certain student groups, schools, or districts/charter systems)  
▢ Instructional resources (teachers, instructional coaches, tutors/interventionists, etc.)  
▢ School safety  
▢ Student support resources (student mental health, counseling, nursing, etc.)  
▢ Supports and services for specific student groups (special education, low-income students,     

English learners, gifted students, career and technical education students)  
▢ Tax burden  
▢ Other areas 

 

Please share your feedback on each education resource and funding topic area you selected below: 
Note, only responses selected in prior question were displayed. 

 
 Please describe below: 
Capital needs (construction, maintenance, etc.)   
Class sizes   
Educational opportunities (advanced courses, career 
and technical education, extracurriculars)  

 

Educator salaries or experience   
Efficiency of funding/resource use   
Equity   
Funding (overall or for certain student groups, schools, 
or districts/charter systems)  

 

Instructional resources (teachers, instructional 
coaches, tutors/interventionists, etc.)  

 

School safety   
Student support resources (student mental health, 
counseling, nursing, etc.)  

 

Supports and services for specific student groups 
(special education, low-income students, English 
learners, gifted students, career and technical 
education students)  

 

Tax burden   
Other   
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College and Career Readiness 

In your opinion, what does it mean for a student in Arkansas to be college and career ready when they 

graduate? [open response text box] 

 
Please indicate whether you believe the following components should be included in how the state 
defines college and career readiness:  
 

 
Any other comments or suggestions regarding college and career readiness in Arkansas? [open response 
text box] 
 

Any other feedback you would like to share? [open response text box] 
 

You have reached the end of the survey, please proceed to submit your responses. Note after doing so, 

you will not be able to re-enter the survey. Thank you!  

 

 Strongly 
disagree 

Somewhat 
disagree 

Somewhat 
agree 

Strongly 
agree Unsure 

Learning academic content knowledge  o  o  o  o  o  

Participating in career exploration and 
planning  o  o  o  o  o  

Developing behavioral skills such as 
dependability, perseverance, working 
effectively with others, adapting, and 

managing stress  

o  o  o  o  o  

Receiving college and career 
advisement  o  o  o  o  o  

Meeting assessment benchmarks, such 
as those measured by the ACT  o  o  o  o  o  

Participating in career and technical 
education (CTE)/ career-focused 

courses  
o  o  o  o  o  

Being prepared to enter a 
postsecondary institution without 

needing remediation  
o  o  o  o  o  

Learning capabilities such as critical 
thinking, collaborative problem solving, 
as well as information and technology 

skills  

o  o  o  o  o  

Developing financial literacy  o  o  o  o  o  

Other [text box] o  o  o  o  o  
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Educators 
I am a(n).... 

▢ Educator (including all school and district/charter system staff and school board members)  
▢ Parent  
▢ Student  
▢ Community Member  
▢ Business Leader  
▢ Other ________________________________________________ 

 
Following this question the survey branched to two versions, one for educators and one for parents, 
students, community members, and business leaders (general public). The questions that follow are 
for educators. 
 
What school district or charter system does you work for or serve on the board of? 

▼ Academics Plus Public Charter Schools ... Other 

What is your role? 
o Teacher or Instructional Staff Member  
o Student Support (Counselor, Psychologist, Social Worker, Nurse, Therapist, etc.)  
o School-level Administrator  
o Other School-level Staff Member  
o District-level or Charter System Administrator  
o Other ________________________________________________ 

Following these introductory questions, there is a page with the following language: 

The study team understands the major impact that COVID is having on students, teachers, schools, and 
districts this year. However, this survey is part of a study to address ongoing education funding in 
Arkansas and will be used for legislative considerations in future years. As best you can, please share 
your responses to questions outside of any concerns that you have specifically related to COVID and the 
unique circumstances of education in the state this year. 
 
 The survey specifically will address:  

• College and career readiness   
• Educator attraction and retention   
• Your opinion on the equity, responsiveness, transparency and flexibility of the education 

funding system   
• Any feedback that you would like to share about available education resources and funding   
• Additional feedback on individual resource "matrix" areas (optional)    

 
Thank you in advance for sharing your feedback. 
 

College and Career Readiness  
In your opinion, what does it mean for a student in Arkansas to be college and career ready when they 

graduate? [open response text box] 
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Please indicate whether you believe the following components should be included in how the state 
defines college and career readiness:  
 

 
 
Any other comments or suggestions regarding college and career readiness in Arkansas? [open 
response text box] 
 

 

 
  

 
Strongly 
disagree 

Somewhat 
disagree 

Somewhat 
agree 

Strongly 
agree Unsure 

Learning academic content knowledge  o  o  o  o  o  

Participating in career exploration and 
planning  o  o  o  o  o  

Developing behavioral skills such as 
dependability, perseverance, working 
effectively with others, adapting, and 

managing stress  

o  o  o  o  o  

Receiving college and career advisement  o  o  o  o  o  

Meeting assessment benchmarks, such as 
those measured by the ACT  o  o  o  o  o  

Participating in career and technical 
education (CTE)/ career-focused courses  o  o  o  o  o  

Being prepared to enter a postsecondary 
institution without needing remediation  o  o  o  o  o  

Learning capabilities such as critical thinking, 
collaborative problem solving, as well as 

information and technology skills  
o  o  o  o  o  

Developing financial literacy  o  o  o  o  o  

Other [text box] o  o  o  o  o  
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Education Staff Attraction and Retention   
In your opinion, to what degree do the following factors positively or negatively impact your 
district or charter system's ability to attract staff? 

 
In your opinion, to what degree do the following factors positively or negatively impact your 
district or charter system's ability to retain staff? 

 

 Positively 
impact 

Somewhat 
positively 

impact 
Neither 

Somewhat 
negatively 

impact 

Negatively 
impact 

Unsure/ no 
opinion 

Starting salaries  o  o  o  o  o  o  

Salaries in 
relationship to 

neighboring states  
o  o  o  o  o  o  

Potential for salary 
growth  o  o  o  o  o  o  

Access to amenities  o  o  o  o  o  o  

Working conditions 
(workload/ 

caseload/ class 
sizes)  

o  o  o  o  o  o  

Relationship/ 
proximity to 

teacher preparation 
programs  

o  o  o  o  o  o  

Available 
coaching/mentoring  o  o  o  o  o  o  

 

 Positively 
impact 

Somewhat 
positively 

impact 
Neither 

Somewhat 
negatively 

impact 

Negatively 
impact 

Unsure/ 
no opinion 

Salaries in relationship to 
neighboring states  o  o  o  o  o  o  

Salaries in relationship to 
other professions/ 

industries  o  o  o  o  o  o  

Potential for salary 
growth  o  o  o  o  o  o  

Housing availability  o  o  o  o  o  o  

Access to amenities  o  o  o  o  o  o  

Working conditions 
(workload/ caseload/ 

class sizes)  o  o  o  o  o  o  

Available 
coaching/mentoring  o  o  o  o  o  o  

Available professional 
development  o  o  o  o  o  o  

Support from 
administration/leadership  o  o  o  o  o  o  
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What other factors (positive and negative) do you believe impact your district or charter system's 
ability to attract and retain staff? 

[open text response] 
Are there any specific position areas that are difficult for your district or charter system to attract and 
retain staff? 
o Science teachers  
o Math teachers  
o CTE teachers  
o Special education teachers/staff  
o Instructional support staff  
o Nurses  
o Counselors  
o Other pupil support staff  
o Administrators  
o Other ________________________________________________ 
 
 
Education Resources and Funding in Arkansas 
 
Please indicate whether you believe the education funding system in Arkansas: 

 
 

 Strongly 
disagree 

Somewhat 
disagree 

Somewhat 
agree 

Strongly 
agree 

Unsure 

Equitably distributes funding to 
school districts  o  o  o  o  o  

Ensures similar education 
opportunities for all students  o  o  o  o  o  

Responds to the different needs of 
students (such as low income, 
special education and English 

Learners)  

o  o  o  o  o  

Responds to the different needs of 
school districts (size, location, 

enrollment changes)  

o  o  o  o  o  

Responds to the different needs of 
charter systems  o  o  o  o  o  

Allocates funding in a manner that 
is clear and understandable  o  o  o  o  o  
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Please indicate the degree to which you agree or disagree with the following statements: 
 

 Strongly 
disagree Disagree Agree Strongly 

agree Unsure 

Similar districts are funded fairly in 
relationship to one another.  o  o  o  o  o  

Taxpayers are treated equally across 
the state.  o  o  o  o  o  

Where a student lives does NOT 
determine the quality of their 

education.  
o  o  o  o  o  

It is easy to understand how funding is 
determined and allocated.  o  o  o  o  o  

The current funding system is flexible 
enough to allow schools and districts to 
decide how resources should be used 

to serve students.  
o  o  o  o  o  

Schools spend resources efficiently.  o  o  o  o  o  

Districts spend resources efficiently.  o  o  o  o  o  

 
Outside of COVID-related issues for the current school year, what education resources and funding 
topics would you like to provide feedback on?  On the next page you will be able to share feedback on 
each topic area that you select below. 
 

▢ No feedback 
▢ Capital needs (construction, maintenance, etc.)  
▢ Class sizes  
▢ Educational opportunities (advanced courses, career and technical education, extracurriculars)  
▢ Educator salaries or experience  
▢ Efficiency of funding/resource use  
▢ Equity  
▢ Funding (overall or for certain student groups, schools, or districts/charter systems)  
▢ Instructional resources (teachers, instructional coaches, tutors/interventionists, etc.)  
▢ School safety  
▢ Student support resources (student mental health, counseling, nursing, etc.)  
▢ Supports and services for specific student groups (special education, low-income students,     

English learners, gifted students, career and technical education students)  
▢ Tax burden  
▢ Other area 
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Please share your feedback on each education resource and funding topic area you selected 
below: Note, only responses selected in prior question were displayed. 
 

 Please describe below: 
Capital needs (construction, maintenance, etc.)   
Class sizes   
Educational opportunities (advanced courses, 
career and technical education, extracurriculars)  

 

Educator salaries or experience   
Efficiency of funding/resource use   
Equity   
Funding (overall or for certain student groups, 
schools, or districts/charter systems)  

 

Instructional resources (teachers, instructional 
coaches, tutors/interventionists, etc.)  

 

School safety   
Student support resources (student mental 
health, counseling, nursing, etc.)  

 

Supports and services for specific student groups 
(special education, low-income students, English 
learners, gifted students, career and technical 
education students)  

 

Tax burden   
Other   

 
The following two questions allowed respondents to choose if they would like to also provide specific 
feedback on each element of the matrix. If none of the choices are selected, no additional questions were 
asked. 
 
Would you like to share any specific feedback on the following components of the state's funding 
matrix?  

▢ Staffing: Classroom teachers (including class sizes by grade)  
▢ Staffing: Pupil Support Staff (special education, instructional coaches, counselors, library media  

specialists, nurses, etc.)  
▢ Staffing: Principal and Secretary  
▢ School Level Salaries  
▢ School Level Resources (technology, extra duty funds, instructional materials, supervisory aides,  

substitutes)  
▢ District Level Resources (maintenance and operations, central office and transportation)  
 

Would you like to share any specific feedback on additional funding provided outside of the matrix for: 
▢ Low-income students  
▢ English Learners  
▢ Students in Alternative Learning Environments (ALE)  
▢ High-cost special education students  
▢ Professional development  
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If any options were selected, each relevant block of questions were displayed. Those optional question 
blocks are included on the following pages. All respondents saw the following three items at the end of 
the survey. 
 
Are there any resource areas that are not currently addressed in the matrix that you believe should be? 
[open response text box] 
 
Any other feedback to share? [open response text box] 
 
You have reached the end of the survey, please proceed to submit your responses. Note after doing so, 
you will not be able to re-enter the survey. Thank you!  
 
Optional Question Blocks 
 
Classroom Staff  
 
Please answer any questions that you would like to provide feedback on. Otherwise, leave blank. 
 
Classroom staff are resourced in the matrix at the following levels. Do you believe the 
resource level is sufficient? If not, how do you believe it should be charged? 
 

 Resource level in matrix is sufficient? If you disagree, how 
do you believe it 

should be changed? 

Specific 
change you 

would 
recommend? 

 Strongly 
disagree 

Disagree Agree Strongly 
Agree 

Increase 
resource 

level 

Decrease 
resource 

level 

 

Kindergarten 
teachers resourced 
at 20:1  

o  o  o  o  o  o   

Teachers in grades 
1-3 resourced at 
23:1  

o  o  o  o  o  o   

Teachers in grades 
4-12: resourced at 
25:1  

o  o  o  o  o  o   

Non-core teachers 
resourced at 20% of 
classroom teachers  

o  o  o  o  o  o   

 
Any other comments or suggestions regarding how classroom staff resources are provided in the 
matrix? [open response text box] 
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Pupil Support Staff 
    
Please answer any questions that you would like to provide feedback on. Otherwise, leave blank. 

 Resource level in matrix is sufficient? 

If you disagree, how 
do you believe it 

should be changed? 

Specific 
change you 

would 
recommend? 

 
Strongly 
disagree 

Disagree Agree 
Strongly 

Agree 

Increase 
resource 

level 

Decrease 
resource 

level 
 

Special education 
staff resourced at 
2.9 FTE (full-time 
equivalent 
positions) per 
prototype school of 
500 students  

o  o  o  o  o  o   

Library media 
specialist resourced 
at 0.85 FTE per 
prototype school of 
500 students  

o  o  o  o  o  o   

Instructional 
facilitators 
resourced at 1.0 FTE 
per 200 students  

o  o  o  o  o  o   

Counselors and 
nurses (combined 
category) resourced 
at 1.0 FTE per 200 
students  

o  o  o  o  o  o   

 
Any other comments or suggestions regarding how pupil support staff resources are provided in the 
matrix? [open response text box] 
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Administration Staff 
Please answer any questions that you would like to provide feedback on. Otherwise, leave blank. 

 Resource level in matrix is sufficient? 

If you disagree, how do 
you believe it should 

be changed? 

Specific change 
you would 

recommend? 
 

 Strongly 
disagree Disagree Agree Strongly 

Agree 

Increase 
resource 

level 

Decrease 
resource 

level 
 

Principal resourced at 
1.0 FTE per prototype 
school of 500 students  

o  o  o  o  o  o   

Secretary resourced at 
1.0 FTE per prototype 
school of 500 students  

o  o  o  o  o  o   

 
Any other comments or suggestions, regarding how administration staff resources are provided 
in the matrix? [open response text box] 
 
School-level Salaries and Benefits (FY21) 
Please answer any questions that you would like to provide feedback on. Otherwise, leave blank. 

 Resource level in matrix is sufficient? 
If you disagree, how do 

you believe it should 
be changed? 

Specific change 
you would 

recommend? 

 Strongly 
disagree Disagree Agree Strongly 

Agree 

Increase 
resource 

level 

Decrease 
resource 

level 
 

Classroom teacher 
salaries and benefits 
resourced at $68,470 
per FTE  

o  o  o  o  o  o   

Pupil support staff 
salaries and benefits 
resourced at $68,470 
per FTE  

o  o  o  o  o  o   

Principal salaries and 
benefits resourced at 
$99,012 per FTE  

o  o  o  o  o  o   

Secretary salaries and 
benefits resourced at 
$40,031 per FTE  

o  o  o  o  o  o   

 
Any other comments or suggestions regarding how school-level staff salaries and benefits are resourced 
in the matrix? [open response text box] 
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School-level Resources (FY21) 
Please answer any questions that you would like to provide feedback on. Otherwise, leave blank. 

 Resource level in matrix is sufficient? 

If you disagree, how do 
you believe it should 

be changed? 

Specific change 
you would 

recommend? 
 

 Strongly 
disagree Disagree Agree Strongly 

Agree 

Increase 
resource 

level 

Decrease 
resource 

level 
 

Technology resourced 
at $250 per student  o  o  o  o  o  o   
Instructional materials 
resourced at $187.90 
per student  

o  o  o  o  o  o   

Extra duty funds 
resourced at $66.20 
per student  

o  o  o  o  o  o   

Supervisory aides 
resourced at $50 per 
student  

o  o  o  o  o  o   

Substitutes resourced 
at $71.80 per student  o  o  o  o  o  o   

 
Any other comments or suggestions regarding how school-level resources are provided in the matrix? 
[open response text box] 
 
District-level Resources (FY21) 
 Please answer any questions that you would like to provide feedback on. Otherwise, leave blank. 

 Resource level in matrix is sufficient? 

If you disagree, how do 
you believe it should 

be changed? 

Specific change 
you would 

recommend? 
 

 Strongly 
disagree Disagree Agree Strongly 

Agree 

Increase 
resource 

level 

Decrease 
resource 

level 
 

Operations and 
maintenance 
resourced at $705.70 
per student  

o  o  o  o  o  o   

Central office 
resourced at $438.80 
per student  

o  o  o  o  o  o   

Transportation 
resourced at $321.20 
per student  

o  o  o  o  o  o   

 
Any other comments or suggestions regarding how district-level resources are provided in the matrix? 
[open response text box] 
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Additional Funding for Student Groups 
Please answer any questions that you would like to provide feedback on. Otherwise, leave blank. 

 Resource level in matrix is sufficient? 
If you disagree, how do 

you believe it should 
be changed? 

Specific change 
you would 

recommend? 

 Strongly 
disagree Disagree Agree Strongly 

Agree 

Increase 
resource 

level 

Decrease 
resource 

level 
 

For students in a 
school with less than 
70% of students 
qualifying as low 
income, funded at 
$526 per low-income 
student  

o  o  o  o  o  o   

For students in a 
school with 70%-90% 
of students qualifying 
as low income, funded 
at $1,051 per low-
income student  

o  o  o  o  o  o   

For students in a 
school with over 90% 
of students qualifying 
as low income, funded 
at $1,576 per low-
income student  

o  o  o  o  o  o   

English Learners (EL) 
funded at $352 per EL 
student  

o  o  o  o  o  o   

Alternative Learning 
Environments (ALE) 
funded at $4,700 per 
ALE student  

o  o  o  o  o  o   

Funding for high-cost 
special education 
students through a 
catastrophic grant 
program  

o  o  o  o  o  o   

Any other comments or suggestions regarding how additional categorical funding is provided 
for specific student groups outside of the matrix? [open response text box] 
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Additional Funding for Professional Development 
Please answer any questions that you would like to provide feedback on. Otherwise, leave blank. 

 Resource level in matrix is sufficient? 

If you disagree, how do 
you believe it should 

be changed? 

Specific change 
you would 

recommend? 
 

 Strongly 
disagree Disagree Agree Strongly 

Agree 

Increase 
resource 

level 

Decrease 
resource 

level 
 

Professional 
development funded 
at $40.80 student 

o  o  o  o  o  o   

 
Any other comments or suggestions regarding how additional categorical funding is provided 
for professional development outside of the matrix? [open response text box] 
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Appendix 2: Background  

Matrix Funding (FY04-FY21) 
 
(see next page)
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8SGDWHG  AXJXVW 30, 2019 F<05 F<06 F<07 F<08 F<09 F<10 F<11 F<12 F<13 F<14 F<15 F<16 F<17 F<18 F<19 F<20 F<21
MDWUL[ CDOFXODWLRQV 5HFDOLEUDWHG
6FKRRO 6L]H 500 500 500 500 500 500 500 500 500 500 500 500 500 500 500 500 500
K = 8% RI VWXGHQWV 40 40 40 40 40 40 40 40 40 40 40 40 40 40 40 40 40
GUDGHV 1-3 = 23% RI VWXGHQWV 115 115 115 115 115 115 115 115 115 115 115 115 115 115 115 115 115
GUDGHV 4-12 = 69% RI VWXGHQWV 345 345 345 345 345 345 345 345 345 345 345 345 345 345 345 345 345
SWDIILQJ RDWLRV
K 3:7 UDWLR = 20:1 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0 2.0
GUDGHV 1-3 3:7 UDWLR = 23:1 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0 5.0
GUDGHV 4-12 3:7 UDWLR = 25:1 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8 13.8
3A0 = 20% RI FODVVURRP 4.2 4.2 4.2 4.14 4.14 4.14 4.14 4.14 4.14 4.14 4.14 4.14 4.14 4.14 4.14 4.14 4.14
TRWDO CODVVURRP THDFKHUV 25.0 25.0 25.0 24.94 24.94 24.94 24.94 24.94 24.94 24.94 24.94 24.94 24.94 24.94 24.94 24.94 24.94
6SHFLDO EG 7HDFKHUV 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9 2.9
IQVWUXFWLRQDO FDFLOLWDWRUV 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5
/LEUDULDQ / 0HGLD 6SHFLDOLVW 0.7 0.7 0.7 0.825 0.825 0.825 0.825 0.825 0.825 0.825 0.825 0.85 0.85 0.85 0.85 0.85 0.85
GXLGDQFH CRXQVHORU & 1XUVH 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5 2.5
TRWDO PXSLO SXSSRUW PHUVRQQHO 8.6 8.6 8.6 8.725 8.725 8.725 8.725 8.725 8.725 8.725 8.725 8.75 8.75 8.75 8.75 8.75 8.75
SXEWRWDO 33.6 33.6 33.6 33.665 33.665 33.665 33.665 33.665 33.665 33.665 33.665 33.69 33.69 33.69 33.69 33.69 33.69
3ULQFLSDO 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0
6HFUHWDU\ 0 0 0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0 1.0
TOTAL SFKRRO-LHYHO PHUVRQQHO 34.6 34.6 34.6 35.665 35.665 35.665 35.665 35.665 35.665 35.665 35.665 35.69 35.69 35.69 35.69 35.69 35.69
SFKRRO-LHYHO SDODULHV
7HDFKHU 6DODU\ + BHQHILWV 48,750 50,581 52,321 54,888 55,954 57,073 58,214 59,378 60,566 61,839 63,130 63,663 64,196 64,998 65,811 67,127 68,470
    3HU 6WXGHQW 0DWUL[ E[SHQGLWXUH 3,271.0 3,399.0 3,516 3,695.6 3,767.4 3,842.7 3,919.6 3,998.0 4,077.9 4,163.6 4,250.7 4,289.6 4,325.6 4,379.6 4,434.4 4,523.0 4,613.5
3ULQFLSDO 6DODU\ + BHQHILWV 72,000 73,500 76,335 86,168 87,860 89,617 91,409 93,237 95,102 96,986 99,012 99,012 99,012 99,012 99,012 99,012 99,012
    3HU 6WXGHQW 0DWUL[ E[SHQGLWXUH 144.0 147.0 153.0 172.3 175.7 179.2 182.8 186.5 190.2 194.0 198.1 198.1 198.1 198.1 198.1 198.1 198.1
6FKRRO-OHYHO VHFUHWDU\ 0 0 0 34,751 35,415 36,123 36,845 37,582 38,334 39,213 40,031 40,031 40,031 40,451 40,855 40,855 40,855
    3HU 6WXGHQW 0DWUL[ E[SHQGLWXUH 0 0 0 69.5 70.8 72.3 73.7 75.2 76.7 78.5 80.1 80.1 80.1 80.9 81.7 81.7 81.7
SFKRRO-LHYHO SDODULHV PHU SWXGHQW      3,415      3,551      3,669      3,937      4,014 4,094.2 4,176.1 4,259.7 4,344.8 4,436.1 4,528.9 4,567.8 4,603.8 4,658.6 4,714.2 4,802.8 4,893.3
SFKRRO-LHYHO RHVRXUFHV
7HFKQRORJ\ 250 216 185 220 201 205 209.1 213.3 217.6 221.5 225.6 237.8 250.0 250.0 250.0 250.0 250.0
IQVWUXFWLRQDO 0DWHULDOV 250 259 268 160 163.2 166.5 169.8 173.2 176.7 179.9 183.1 183.1 183.1 183.1 183.1 184.2 187.9
E[WUD DXW\ FXQGV 90 94 97 50.0 51.0 52.0 53.0 54.1 55.2 56.2 57.2 61.05 64.9 65.5 66.2 66.2 66.2
6XSHUYLVRU\ ALGHV 35 36 37 49.35 50.35 51.4 52.5 53.6 54.7 55.7 56.7 50.0 50.0 50.0 50.0 50.0 50.0
6XEVWLWXWHV 63 57 59 59.0 59.0 60.2 61.4 62.7 64.0 65.2 66.3 67.7 69.0 70.4 71.8 71.8 71.8
7HDFKHU CRQWLQXLQJ EG 3D\ (5 GD\V) 101 93 96
SFKRRO-LHYHO RHVRXUFHV PHU SWXGHQW 789 755 742.0 538.4 524.6 535.1 545.8 556.9 568.2 578.5 588.9 599.65 617.0 619.0 621.1 622.2 625.9
DLVWULFW-LHYHO RHVRXUFHV
2SHUDWLRQV & 0DLQWHQDQFH Q/D 581 581 592.6 604.5 616.6 629.0 640.3 651.8 664.9 664.9 674.9 685.0 697.5 705.7
CHQWUDO 2IILFH Q/D 376 383.5 391.2 399.0 407.0 415.1 422.6 430.2 430.2 438.8 438.8 438.8 438.8 438.8
7UDQVSRUWDWLRQ Q/D 286 286 291.7 297.5 303.8 309.9 315.5 321.2 321.2 321.2 321.2 321.2 321.2 321.2
DLVWULFW-LHYHO RHVRXUFHV PHU SWXGHQW 1,152 1,180 1,206 1,243.0 1,250.5 1,275.5 1,301.0 1,327.4 1,354.0 1,378.4 1,403.2 1,416.3 1,424.9 1,434.9 1,445.0 1,457.5 1,465.7
FRXQGDWLRQ PHU PXSLO E[SHQGLWXUHV 5,356 5,486 5,620 5,719 5,789 5,905 6,023 6,144 6,267 6,393 6,521 6,584 6,646 6,713 6,781 6,883 6,985
AGMXVWPHQWV  (CXVKLRQ/5HWLUHPHQW) 44 42 42 0 0 0 0 0 0 0 0 0 0 0 0 16 33
MDWUL[ FRXQGDWLRQ PHU SWXGHQW 5,400 5,528 5,662 5,719 5,789 5,905 6,023 6,144 6,267 6,393 6,521 6,584 6,646 6,713 6,781 6,899 7,018

$ 128 134 57 70 116 118 121 123 126 128 63 62 67 68 118 119
% 2.37% 2.42% 1.0% 1.2% 2.0% 2.0% 2.01% 2.0% 2.0% 2.0% 0.97% 0.94% 1.01% 1.01% 1.74% 1.72%

EQKDQFHG FXQGLQJ PHU SWXGHQW 51.0 87.0 35.0 0 0 0 0 0 0 0 0 0 0 0
TRWDO FRXQGDWLRQ FXQGLQJ 5,400 5,528 5,662 5,770 5,876 5,940 6,023 6,144 6,267 6,393 6,521 6,584 6,646 6,713 6,781 6,899 7,018
CDWHJRULFDO RDWHV F<05 F<06 F<07 F<08 F<09 F<10 F<11 F<12 F<13 F<14 F<15 F<16 F<17 F<18 F<19 F<20 F<21

ELL $1ϵ5 $195 $195 $293 $293 $293 $293 $299 $305 $311 $317 $324 $331 $338 $338 $345 $352
ALE $3,250 $3,250 $3,250 $4,063 $4,063 $4,063 $4,063 $4,145 $4,228 $4,305 $4,383 $4,471 $4,560 $4,640 $4,640 $4,700 $4,700
NSL     <70% $4ϴ0 $480 $480 $496 $496 $496 $496 $506 $517 $517 $517 $522 $526 $526 $526 $526 $526
NSL      70-<90% $ϵϲ0 $960 $960 $992 $992 $992 $992 $1,012 $1,033 $1,033 $1,033 $1,042 $1,051 $1,051 $1,051 $1,051 $1,051
NSL      90+% $1,440 $1,440 $1,440 $1,488 $1,488 $1,488 $1,488 $1,518 $1,549 $1,549 $1,549 $1,562 $1,576 $1,576 $1,576 $1,576 $1,576
PD $50 $50 $50 $50 $50 $50 $50 $51 $52 $53 $32.4 $32.4 $32.4 $32.4 $32.4 $32.4 $40.8

TKH IXQGLQJ UDWHV DERYH GR QRW LQFOXGH DQ\ VXSSOHPHQWDO IXQGLQJ WKH GHQHUDO AVVHPEO\ SURYLGHG LQ WKH DUHDV RI NSL, PD, DQG WUDQVSRUWDWLRQ.

IQFUHDVH SHU ADM
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Appendix 3: Analyses of the Uniform Rate of Tax and School Finance 
Equity  
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Appendix 4: Indicators Impacting Student Performance  

Data Definitions and Key Terms 
 
Table 4.A.1.1. Data Inventory 

 
 

Disadvantaged Student Categories 
• EL Students: Students who are deemed to have Limited English Proficiency. 
• Low-Income Students: Students who receive free or reduced-price lunch; students that are directly 

certified. 
o FRL: A count or percentage of students who receive free or reduced-price lunch, either 

through an income application or through direct certification.  
o Direct certification: A count or percentage of students who are directly certified to receive 

free meals based on documentation of benefit receipt or categorical eligibility (e.g., 
Supplemental Nutrition Assistance Program (SNAP), Head Start, and Even Start). 

• SPED Students: Students who receive special education services. 
• Students of Color: American Indian, Black/African American, Hawaiian/Pacific Islander, Hispanic/Latinx, 

and multi-racial students 
Assessment Data 

• ACT Aspire 
o Scaled Scores: ACT Aspire reports test scores through a single scale that summarizes the 

achievement of students from multiple grades. These scores are vertically scaled to allow for 
apples-to-apples comparisons across districts, schools, and grade levels.  

o Proficiency Level: Corresponds to one of four levels of proficiency on an ACT Aspire exam. 
Proficiency levels of one and two are not considered proficient, while proficiency levels of 
three and four are considered proficient.  

o Growth: A Value-Added Measure (VAM) expressing whether a student exceeded, met, or did 
not meet expected expectations of academic growth, taking into account how the student had 
performed in prior years.  

Expenditures and Revenues 
• Per-Pupil Expenditures: School level instructional, support, operations, facilities, and “other” costs 

divided by school enrollment.  District costs are also apportioned to be included in the numerator. 
• Instructional Expenditures: Expenditures that are associated with assisting the instructional staff in 

planning, developing, and evaluating the process of providing learning experiences for children. 
• Total Mills: The number of dollars taxed per $1,000 of property value. For example, if a district’s total 

mills equal 50, a homeowner in that area is taxed 5000 dollars if their property is worth $100,000. 
Class Size Measures 

• Student to teacher ratio: The number of students per teacher at a school or district. 
• Class size: The average number of students per class at a school or district.  

District-level Factors 
• Total Full-Time Equivalent staff (FTE): Total number of staff working full-time at a given district. 
• Locale: Locale as determined by the Education Demographic and Geographic Estimates (EDGE) 

program at the National Center for Education Statistics (NCES). The program classifies a locale’s size 
and proximity to urbanized areas, ranging from distant rural areas (sparsely populated and 
geographically isolated), to large cities (densely populated and within an urban area). 

Year Span of the Data 
• Student-level demographic and assessment data: 2015–16 to 2018–19 
• School-level demographic and assessment data: 2015–16 to 2018–19 
• District-level financial data: 2015–16 to 2017–18 
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Concentrations of Poverty 
Figure 4.A.2.1: Correlations Between ACT Aspire Performance & Concentrations of Poverty 

 
 

Performance and Funding 
The box plots (below) represent the distribution of ACT Aspire test scores, by funding decile (or funding 

level).  The deciles span from 1- 10 and represent successively higher levels of per-pupil funding. The 

middle bars within the blue boxes represent the median test score for students funded at that level. The 

shaded blue boxes represent the range at which 50% of all test scores lie. The whiskers, or lines above 

and below the shaded boxes, represent the bottom and top quartiles of tests scores.  Lastly, the dots 

represent outliers, or student test scores outside of the range in which most test scores lie. 
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Figure 4.A.3.1: 2018 ACT Aspire, 3rd Grade Scaled Score Distribution by Spending Decile 

 
 
 

Figure 4.A.3.2: 2018 ACT Aspire, 3rd Grade ELA Scaled Scores 
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Figure 4.A.3.3: 2018 ACT Aspire, 8th Grade Math Performance by Spending Level

 
 

Figure 4.A.3.4: 2018 ACT Aspire, 8th Grade ELA Performance by Spending Level 
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Figure 4.A.3.5: 2018 ACT Aspire, 10th Grade Math Scaled Scores 

 
 

 
Figure 4.A.3.6: 2018 ACT Aspire, 10th Grade ELA Scaled Scores 

 
 

Class Size 
The two visualizations below display histograms (Distribution of Average Class Sizes) and scatterplots 

(4A 3.2). The histograms illustrate the mean and variance of class sizes by school type. The scatterplots 

are illustrations of the correlation between student demographics within schools, and average class 

sizes.  The lines in the scatter plot show whether or not the correlation was negative or positive. 
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Figure 4.A.4.1: Arkansas Average Class Sizes 

 

 
 

Figure 4.A.4.2: Arkansas Average Class Size by Student Population 
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Identification of Gaps and Programs to Address 
 

Figure 4.A.5.1: 2019 ACT Aspire, 3rd Grade ELA Scaled Scores 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 4.A.5.2: 2019 ACT Aspire, Math Proficiency Level by Race 
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Figure 4.A.5.3 2019 ACT Aspire, Math Proficiency Level by Income 

 
 
 

Figure 4.A.5.4: 2019 ACT Aspire, ELA Proficiency Level by Income 
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Figure 4.A.5.5: 2019 ACT Aspire, Math Proficiency Level by LEP1 

 
 
 

Figure 4.A.5.6: 2019 ACT Aspire, ELA Proficiency Level by LEP 

 
 
 

 
1 ADE provided data for limited English proficient (LEP) students. These students are English learners (EL) identified at the 
school or district level to receive additional language support services. See http://dese.ade.arkansas.gov/divisions/learning-
services/english-learners. 
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Figure 4.A.5.7: 2019 ACT Aspire, Math Growth by % Students of Color 

 
 
 

Figure 4.A.5.8: 2019 ACT Aspire, ELA Growth by % Students of Color 
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Figure 4.A.5.9: 2019 ACT Aspire, Math Growth by % Low-Income 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

The correlation between % FRL and % proficient in math was-.3868. The correlation between % FRL and 

math mean VAM growth was -.2802. This demonstrates that proficiency has a higher correlation with 

income level than it does with math growth. 

 
Figure 4.A.5.10: 2019 ACT Aspire, ELA Growth by % Low-Income 

 
The correlation between % FRL and % proficient in ELA was -.6492. The correlation between % FRL and 
ELA mean VAM growth was -.197. This demonstrates that proficiency has a higher correlation with 
income level than it does with ELA growth. 
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Figure 4.A.5.11: 2019 ACT Aspire, Math Growth by % LEP 

 
 

The correlation between % LEP and % proficient in math was -.0314. The correlation between % LEP and 
math mean VAM growth was .1994. This demonstrates that proficiency has a lower correlation with LEP 
than it does with math growth; and that math growth and % LEP have a positive correlation. 
 

Figure 4.A.5.12: 2019 ACT Aspire ELA Growth by % LEP 
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The correlation between % LEP and % proficient in ELA was -.0893. The correlation between % LEP and 
ELA mean VAM growth was -.2226. This demonstrates that proficiency has a lower correlation with LEP 

than it does with ELA growth. 
 

Figure 4.A.5.13: 2019 ACT Aspire, Math Growth by % Students with Disabilities 

 
 

Figure 4.A.5.14: 2019 ACT Aspire ELA Growth by % Students with Disabilities 
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The correlation between % SPED and % proficient in ELA was -.1847. The correlation between % SPED 

and ELA mean VAM growth was -.0833. This demonstrates that proficiency has a higher correlation with 

% SPED than it does with ELA growth. 

 
Figure 4.A.5.15: 2019 ACT Aspire, ELA Proficiency Level by Students with Disabilities 

 
 

Figure 4.A.5.16: 2019 ACT Aspire Math Proficiency Level by Students with Disabilities 
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Appendix 5. Addressing Poverty and Achievement Gaps: Funding 
Approaches 

Impact of CEP on FRL counts in Comparison States  
Under CEP, schools may qualify all students for free meals if 40% or more of the students are directly 

certified as FRL eligible in prior years. Once a school is designated CEP, the eligibility is for four years 

during which time all students receive free meals. Additionally, during this time schools districts may not 

use a federal application to determine FRL eligibility. A school can re-qualify for CEP at the end of the 

fourth year through direct certification.  

Arkansas Calculation 
Arkansas funds free and reduced-price lunch students in three tiers:  

1. School districts with 90% or more FRL students.  

2. School districts between 70% and 89% FRL students.  

3. School districts with less than 70% FRL students 

If the school district is a CEP district it takes the percentage of national school lunch students submitted 

the year prior to being CEP multiplied by the number of students enrolled in the immediately preceding 

school year. If a district grows by 1% in enrollment for the three previous years they receive growth 

funding.  

Other States Use of CEP 
The study team examined the percentage of schools in each SREB state plus Massachusetts that use CEP 

in Table 5.A.1.  

Table 5.A.1: CEP Use in Other States 

State (SREB & MA) Percentage of Schools Utilizing CEP FRL Percentage  
West Virginia 75% 49.00% 
Kentucky 64% 61.46% 
Louisiana 59% 68.91% 
Delaware 52% 16.72% 
South Carolina 39% 62.11% 
Tennessee 37% 36.10% 
Mississippi 37% 69.00% 
Georgia 35% 60.58% 
North Carolina 33% 52.00% 
Alabama 30% 53.23% 
Texas 30% 58.70% 
Massachusetts 26% 32.00% 
Oklahoma 24% 61.28% 
Florida 22% 61.40% 
Arkansas 19% 60.15% 
Maryland 17% 41.00% 
Virginia 16% 33.77% 
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Virginia has the lowest parentage of schools that use CEP (16%). Arkansas has 19% of schools that use 

CEP and West Virginia has the highest percentage of schools that use CEP (75%).  

The study team analyzed the impact of CEP on FRL counts and funding for five SREB states: 

1. Alabama 

2. Maryland 

3. Kentucky 

4. Louisiana 

5. South Carolina 

 

Additionally, the study team researched the policies around FRL counts for states with higher 

percentage of CEP schools than Arkansas.  

Alabama provides funding for at-risk students base on the number of free and reduced-price lunch 

students. Students generate additional allotments in the state’s formula. Forty-five of the 135 districts 

were identified as having CEP schools. During the years 2013-14 to 2017-18, CEP districts actually saw a 

larger average decline in FRL percentage. CEP districts saw a decline in FRL percentage of 7.8% while 

non-CEP districts saw a decline of 1.7%.  

Maryland uses free and reduced-price lunch to provide an additional 0.97 funding for each at-risk 

student. When CEP was implemented, Maryland began to use the last full years of data collection as the 

percentage to apply to a school’s population to calculate funding for at-risk. Half of Maryland’s 24 

districts were identified as having CEP schools. The change in FRL percentage from 2013-14 to 2017-18 

was similar between the CEP and non-CEP districts. CEP districts saw an increase in FRL percentage of 

1.2% while non-CEP districts saw a decline of 1.6%.  

Kentucky uses free and reduced-price lunch to provide an additional 0.15 funding for each at-risk 

student. Ninety percent of Kentucky’s 170 districts were identified as having CEP schools. The change in 

FRL percentage between 2013-14 to 2017-18 was higher in CEP districts compared to non-CEP districts. 

CEP districts saw an increase in FRL percentage of 25% while non-CEP districts saw a decline of 7%. 

Louisiana uses free and reduced-price lunch to provide an additional 0.22 funding for each at-risk 

students. Ninety-five percent of Louisiana’s 62 districts were identified as having CEP schools. The 

change in FRL percentage between 2013-14 to 2017-18 was slightly lower in CEP districts compared to 

non-CEP districts. CEP districts did not see an increase while non-CEP districts saw increase in FRL 

percentage of 4%.  

South Carolina uses free and reduced-price lunch to provide and additional 0.20 funding for each at-risk 

student. Sixty-five percent of South Carolina’s 82 districts were identified as having CEP schools. The 

change in FRL percentage between 2013-14 to 2017-18 was lower in CEP districts compared to non-CEP 

districts. CEP districts saw an increase of 6.9% while non-CEP districts saw an increase of 10%.  
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Other State Policies on FRL Counts in Districts with CEP Schools 
Some states do no provide extra funding based on FRL counts. West Virginia and Florida do not provide 

additional funding for at-risk or FRL students. Delaware uses a grant application that is applied to 

districts based on project plan, school supports, and evaluation methods. Additionally, Texas assigns one 

of five weights on economically disadvantaged metrics based on census block groups.  

Other states in the country have other policies on FRL counts in districts with CEP schools. California 

requires CEP schools to count all students every four years, this is then the baseline data for state 

funding formula. Tennessee increased the per pupil funding by about $300 per pupil to address the 

decrease of FRL count due to CEP and Massachusetts changed identification method to look at 133% 

poverty and a higher assigned rate for at risk students.  

Impact of CEP on FRL counts in Arkansas 
The study team was asked to evaluate the impact of the CEP program on FRL counts over time as well as 

the resulting impact on the Enhanced Student Achievement program (ESA, formerly known as the 

National School Lunch program). In this section we analyze how FRL counts have changed over time in 

schools participating in CEP and the estimated impact on ESA funding.  

To analyze changes in FRL counts over time the study team used school level data for the FRL counts 

used in ESA aid calculations. These counts use both direct certification and FRL applications for free 

lunch counts and FRL applications for reduced lunch. According to Arkansas State Code (6-20-2303), the 

FRL percentage for schools participating in CEP is the FRL percentage from the school year prior to 

enrollment in CEP. This base year percentage is used for the duration of the four-year CEP participation 

window. Changes in the FRL counts were calculated separately for CEP schools, schools not participating 

in CEP, and schools that were CEP eligible but not participating and schools nearing eligibility. First, the 

percentage point difference in the FRL concentration percentage was calculated between the 2018-19 

school year FRL percentage and the earliest year data were available for each school (for example, for a 

school operating during the entire period the difference would be between the school’s FRL 

concentration percentages in 2018-19 and 2013-14. For a school only operating for two years, the 

difference would be between 2018-19 and 2017-18). The difference in concentration percentages was 

used to control for changes in FRL counts due to enrollment changes in schools. We then compared the 

change in FRL percentages between CEP and non-CEP schools and districts.   

This analysis was subject to certain limitations. First, the study team analysis of trends in FRL counts for 

schools and districts was limited to the years 2013-14 through 2018-19. School year 2013-14 was the 

earliest data readily available on the My School data portal. This year also corresponds with the last pre-

CEP year of FRL count data. We also did not have data on when individual schools and districts enrolled 

in the CEP program, limiting our ability to compare pre- and post- CEP participation FRL counts and 

rates. As a result, our analysis examined the change in RFPM percentages in all schools over all years in 

the 2013-14 to 2018-19 range during which schools were operational. We also had no way of collecting 

actual FRL eligibility data in CEP schools because these counts do not exist. Finally, our analysis was 

limited to traditional schools operated by school districts due to limited and inconsistent data on charter 

schools over this time period. Only schools operating in 2018-19 with at least two years of FRL data were 
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included in the analysis. Because eligibility is determined at the school level, the FRL count change 

calculations were made at the school level and then aggregated to the district level. As a result, our 

analyses and finding are limited to the inferences we can make from the FRL estimates made by the 

state for establishing district FRL percentages for calculating ESA aid amounts. 

On average for all districts in the state, the FRL percentage decreased over this time period from an 

average FRL of 60.31 percent to 59.44 percent, a decrease of 0.87 percentage points. The average FRL 

percentage in districts with no CEP schools decreased significantly more – by a total of 1.64 percentage 

points, falling from 58.15 percent to 56.53 percent. Conversely, districts with schools participating in CEP 

saw their FRL percentage increase by an average of 1.58 percentage points, increasing from 75.16 

percent to 76.74 percent. The FRL percentage in districts with non-CEP schools with higher FRL 

concentrations - those designated as eligible for CEP but not participating or near eligible by the state, 

increased from 69.12 percent to 69.91 percent, an average increase of 0.79 percentage points, about 

half the increase of districts with schools participating in CEP. 

While it is difficult to interpret what these numbers mean with certainty given the available data, these 

data suggest that the level of poverty in higher poverty schools in the state continued to increase even 

while rates in much of the rest of the state declined or increased at a slower rate. To confirm this, we 

examined the change in direct certification percentages for individual schools between 2013-14 and 

2018-19. Table X below presents these data. Among all schools the average FRL percentage increased 

from 63.5 percent in 2013-14 to 68.0 percent in 2018-19. However, among schools not participating in 

CEP the percentage changed slightly from 60.5 percent in 2013-14 to 61.6 percent in 2018-19. Among 

schools eligible but not participating or nearing eligibility the percentage increased from 72.7 percent to 

80.5 percent and among participating schools it increased from 80.0 percent to 98.9 percent. These data 

show that overall, the percentage of students in poverty increased by about 4.5 percentage points, but 

the increase was greater in the poorest schools (those participating in or eligible but not participating or 

near eligibility for CEP). Table X also shows that the percentage of students qualifying for free lunch 

using direct certification fell by 1.48 percentage points over this time period across all schools, but 

increased by 1.32 percentage points in CEP schools.   

Table 5.A.2: FRL Percentage and Percentage Point Change by School CEP Participation: 

2013-14 to 2018-19 

Schools Total FRL % 

2013-14 

Total FRL % 

2018-19 

Change in 

Direct Cert. % 

All 63.5 68.0 -1.48 

Not Participating in CEP 60.5 61.6 -2.04 

Eligible or Near Eligible 72.7 80.5 -0.45 

Participating in CEP 80.0 98.9 1.32 

 

These data seem to confirm that the state’s students have become poorer over time, but that rate of 

increase of low-income students was greater in schools with higher concentrations of poverty. The 

districts with schools participating in CEP had the largest increase in the percentage of students eligible 
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for FRL, about double that of districts with schools eligible but not participating in CEP or nearing 

eligibility for CEP.   

Change in FRL Counts Over Time in CEP Districts and Impact on ESA Costs 

To estimate the potential impact of CEP participation on ESA student counts over time the study team 

assumed that the average FRL change of +0.79 percentage points for districts with schools eligible but 

not participating or near eligible was the most valid indicator of the expected average FRL change in 

districts with CEP participating schools had they not been in CEP. Both sets of schools had the highest 

average FRL concentrations, although in 2018-19 CEP schools had a higher average FRL percentage than 

the eligible but not participating and near eligible schools. However, there is also some overlap in the 

districts in which these schools and CEP participating schools are located. Using this assumption, we 

adjusted the FRL change in districts with CEP schools to reflect the lower average change found in 

districts with eligible but not participating or near eligible schools. This change resulted in a statewide 

decrease of 1,091 FRL students in 2018-19. If we apply the adjusted FRL counts to the ESA funding 

formula the amount of ESA state aid decreases by an estimated $2.85 million. 

 

We made the opposite adjustment to FRL counts to estimate the impact of future growth in CEP 

participation on ESA aid costs. To make this estimate the study team adjusted the change in FRL 

percentages for districts with eligible-not participating and near eligible schools (169 districts) to reflect 

the higher average change for districts with CEP participating schools (from an average increase of +0.79 

to + 1.58 percentage points). This adjustment resulted in a statewide increase of 7,495 FRL students if all 

of the eligible-not participating or near eligible schools in these 169 districts participated in CEP. The 

additional ESA aid cost would total $10.7 million. Table X shows the annual impact of increasing CEP 

participation assuming 10 percent of these schools enrolled in CEP each year for the next 10 years 

(holding FRL counts constant and assuming no changes to the ESA aid formula). 

 
Table 5.A.3: Estimated Impact of Increasing CEP Participation on ESA Aid Costs 

Increase in CEP 
Participation 

Additional ESA 
Aid Cost 

10% $1.1 million 
20% $2.1 million 
30% $3.2 million 
40% $4.3 million 
50% $5.4 million 
60% $6.4 million 
70% $7.5 million 
80% $8.6 million 
90% $9.6 million 

100% $10.7 million 
 
The study team cautions that due to the limitations of the data these are best available estimates with 

potentially large margins of error. Because data showing when schools enrolled in CEP were unavailable, 

we were unable to determine trends for how CEP enrollment has changed annually since 2014-15 and 
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no approach was available for making reliable estimates of actual FRL counts in CEP schools. However, 

there is a strong correlation between FRL and direct certification counts (0.954) which adds confidence 

to our estimates of the direction of changes in FRL counts and percentages over time and differences 

between groups of schools and districts (e.g. CEP participants, non-participants, and eligible but not 

participating/near eligible).   

Impact of Alternative Indicators in Arkansas 
The study team was also asked to analyze the impact of alternative proxies for identifying economically 

disadvantaged students. In response the study team examined five alternative proxies. All of these make 

use current data collection, alleviating the need for the state to implement a potentially costly new data 

collection process. The five alternatives are: 

1. Direct certification; 

2. Direct certification increased by the federal multiplier of 1.6; 

3. Direct certification increased by a 2.1 multiplier;  

4. U.S. Census count of children ages 5-17 living in poverty; and 

5. Title I counts. 

As noted above, the current direct certification count is of students eligible for the Supplemental 

Nutrition Assistance Program (SNAP), which identifies students from families at 130 percent of the 

poverty level or below. Direct certification used with a 1.6 multiplier is the count used by the federal 

government for determining FRL reimbursements in CEP schools. This count is currently used by the 

State of Texas for estimating the number of low-income students in schools and districts. The direct 

certification used with a 2.1 multiplier option was included because it results in statewide count that is 

most similar to the current FRL count. The Census count identifies children ages 5 to 17 from families at 

or below the federal poverty level, while Title I counts use the Census count plus counts of students who 

are neglected, delinquent, in foster homes, or eligible for the TANF program. 

While all of these options are part of current data collections, each presents certain disadvantages as a 

proxy for economically disadvantaged children. Direct certification, as currently configured, only counts 

the equivalent of free-lunch students, excluding those students eligible for reduced-price lunches 

between 130 percent and 180 percent of poverty. These counts may be increased by a multiplier but 

then the connection to individual students is lost. Use of a different count may be necessary for 

categorizing students by income status for state assessment and accountability purposes. Census 

numbers are only available at the district level, not by school and would also exclude any students 

currently counted as FRL eligible who are above the federal poverty level.   

The study team’s approach to examining the impact of alternative counts is to look at how each district’s 

share of the current FRL statewide count changes using an alternative count. The change in share data 

presented below indicate whether the district’s share of eligible students will increase or decrease, 

which ultimately impacts districts’ ESA funding levels. The following set of charts show the results of our 

analysis of how districts’ shares of the statewide count of economically disadvantaged students differ 

between the current FRL count and each of the alternative counts. Figure X shows the number of 

districts whose share of statewide economically disadvantaged students changes by differing percentage 
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ranges when comparing the direct certification options to current FRL. These options were analyzed 

together because they are all multiples of the direct certification count, thus their share changes across 

districts are the same. Eighty-nine districts would see their counts change within a range of plus/minus 

10 percent. Thirty-two districts would experience changes in their share of economically disadvantaged 

students of nearly a third or more. Fifteen districts would experience changes of 40 percent or more. 

Figure 5.A.4: Direct Certification, Direct Cert. 1.6, Direct Cert. 2.1 
Change in Share of Economically Disadvantaged Students 

 
 

Figure X shows the same information disaggregated by region. Same change in poverty share data only 

aggregated by region. The table shows that the largest average change in the statewide share of 

economically disadvantaged students would occur in the Southeast (Lower Delta) region, which would 

experience a nearly 20 percent increase in state share. Conversely, the Northwest region would 

experience the largest decrease in state share of nearly 14 percent. The remaining regions would all 

experience more modest decreases in their state shares, ranging from -1.5 percent in the Northeast to   

-6.5 percent in the Central region. 
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Figure 5.A.5: Direct Certification, Direct Cert. 1.6, Direct Cert. 2.1 
Change in Share of Economically Disadvantaged Students by Region 

 
 

Figures X and X present the same summary data for the comparison between Census counts of children 

between the ages and 5 and 17 in poverty and FRL. Because the poverty threshold is lower than that of 

direct certification, more districts will experience decreasing state shares of economically disadvantaged 

children. Fifty-four districts would experience a change in share of plus or minus 10 percent or less. 

Most districts, a total of 137, would see their shares decrease, with 40 having a reduction of 30 percent 

or more. Twenty-one districts would experience an increase in their share of 40 percent or more. 

Figure 5.A.6: U.S. Census Counts Children Ages 5-17 
Change in Share of Economically Disadvantaged Students 
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Examining the impact by regions, the Southeast region would again experience the largest average 

increase in share of economically disadvantaged students. The share in districts in this region would 

increase by an average of nearly 15 percent. Districts in the Central region would experience an average 

decrease in share of 14.5 percent. The Northeast and Southwest and North East regions would both see 

small positive share increases on average, while the Northwest region’s share would decrease by nearly 

10 percent. 

Figure 5.A.7: U.S. Census Counts Children Ages 5-17 
Change in Share of Economically Disadvantaged Students by Region 

  
 

Figures X and X present the final comparison for Title I counts. Title I counts use the Census data from 
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more. Twenty-one districts would experience an increase in their share of 40 percent or more. 
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Figure 5.A.8: Title I Counts, Change in Share of Economically Disadvantaged Students 

 

Comparing across regions shows that again the Southeast region would experience the largest average 

increase in share of economically disadvantaged students. Districts in this region would experience an 

average share increase 14.3 percent. Districts in the Central region would experience an average 

decrease in share of nearly 15 percent. The Northeast and Southwest and North East regions would both 

see small positive share increases on average, while the Northwest region’s share would decrease by 

nearly 10 percent. 

Figure 5.A.9: Title I Counts, 
Change in Share of Economically Disadvantaged Students by Region 
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Appendix 6. Addressing Poverty and Achievement Gaps: Strategies  

Case Study School Summary: Crossett Middle School 
Background 

Crossett Middle School is a school of 520 students 

(grades 5-8) in the Crossett School District. The school 

is located ten miles from the Mississippi boarder in the 

town of Crossett (Southeast region). The largest 

employer is a paper plant, and the town is looking to 

bring in another plant for storage containers.  

Sixty-eight percent of students are eligible for free and reduced priced lunch (FRL), two percent are 

English Learner (EL) students and 11 percent are special education students. Sixty-one percent of 

students are White, 34 percent are Black, and three percent are Latino.  

Average class sizes in the school are about 25 students, ranging from 16 to 28 students. The school has a 

95 percent attendance rate. 

School Culture and Leadership  

Crossett Middle School has a strong school student-focused culture; the staff puts the students’ needs 

first. The school is led by a confident school leader willing to listen to the advice and suggestions from 

staff. The principal says the school lives by the belief that students come first. The principal starts every 

morning with a positive message through announcements.  The faculty feels bought in and supportive 

through the principal’s willingness to listen to them when they identify an issue, and the principal looks 

to staff to be solution oriented and the experts. Staff feel that the yearly goals are well mapped out and 

created with the whole team’s input. The school has been able to replace retired teachers with staff that 

is bought in and focused on the needs of the students. 

The students feel supported as well by the school. Each student is assigned a teacher as a mentor who 

track both social emotional needs and academic needs. These teachers act as an advocate for the kids in 

the school and use advisory time to meet with students.   

Instruction, Interventions, and Assessment/Data Use 

The school uses Eureka math for 5th and 6th grade and Lexia for literacy. In 7th and 8th grade the school 

uses Summit for literacy and math.  Summit is an online curriculum-based structure supported with self-

directive learning. The school has training with Summit in the fall and spring and new teacher 

orientation in the summer. All students have their own devices to enable a blended learning classroom. 

Additionally, the principal said they had made some adjustments to the curriculum to fit the needs of 

the community. The school deems a lot of its success on its strong emphasis on English and math and 

faculty buy-in. For the school’s EL students, a facilitator to meet with families as well as to help integrate 

the students into the community.  For the school’s Special education students, the school has a resource 

room and a co-teaching model. 

Crossett Middle School Demographics (19/20) 
Enrollment 520 
FRL % 68% 
English Learner % 2% 
Special Education % 11% 
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Regular assessment and progress monitoring are an integral part of Crossett Middle School. The NWEA 

MAP test is administered three times a year: the beginning of the school year, right before winter break, 

and spring. The ACT Aspire test is administered as required. The staff uses MAP data for quadrant 

reports. The students are placed in quadrants based on performance. The advisory teacher will talk to 

each student one-on-one to inform them where they scored, how they did, where their growth areas 

are. The leadership team then comes together to develop a plan for the students. Additionally, the 

Summit learning system also produces detailed data about where each student is, and all teachers can 

see where each student falls in any core subject area.  

For the school’s struggling students in ELA, the school uses Barton and paraprofessionals for small group 

work for phonics. The school has a math facilitator to assist the students in need of math remediation. 

For 7th and 8th graders there is after-school tutoring. Students must finish their Summit curriculum 

during school hours or after-school; otherwise, they come to summer to school finish. Additionally, 

there is Saturday school for struggling students in Summit who do not have internet at home. There is 

no transportation provided for these programs.  After-school is held for an hour on Tuesdays and 

Thursdays. The first twenty minutes is spent working on skill development such as note taking or study 

skills, the remaining forty minutes is spent working on assignments.  

EL students meet with the district coordinator who will meet with the teachers to inform them of the 

deficits that the students face. Each student gets a shoulder partner in class to assist them with some 

language barrier issues.  

Staffing and Professional Development 

The school is led by a principal, a dean of students, and a counselor. A large number of the teachers 

grew-up in Crossett and have come back to teach and they know the area and the community well.  The 

principal believes a key to their success is the team meetings that occur amongst teachers. Teachers 

work in grade-level teams and each grade-level has a planning period. Each day the teams meet for 40 

minutes to discuss which students are struggling and what action steps need to be taken to support 

those students. Each teacher has an additional 45 minutes of planning time each day. Additionally, 

teachers have one day per week of extra duty time for about 15-20 minutes in the morning and 15-20 

minutes in the afternoon.  

This year there was higher than average turnover for the school. In order to integrate new staff, the 

school provides a buddy teacher for the first few days to integrate new staff to the school and the 

community. The Arkansas universities send a list of graduates and the school starts reaching out to 

them. It is hard to appeal to married staff since there are no jobs in town to offer the spouse. Crossett 

Middle School has the highest waivers for teacher licensure in the district, most years the school only 

receives three to four applicants.  

As with most of Arkansas professional development is provided by the state or their education services 

cooperative.  Two to three days at the beginning of the school year are Arkansas state specific PD. The 

other days are spent going over ethics and procedure as well as a school specific PD. This year the school 
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will focus on Capturing Kids Hearts to provide social emotional learning (described further below). Each 

year the school looks at its needs and finds appropriate PD to address this need.   

Student Support Services 

The school developed a new curriculum called Capturing Kid’s Hearts to support social emotional 

learning within the classrooms schoolwide. Capturing Kid’s Hearts works with staff to model desired 

behaviors and ensure accountability. Teachers then integrate the curriculum into their classroom norms 

and day-to-day lessons. Additionally, the school has a school counselor to meet with small groups to 

address social emotional issues as well. There is no school psychologist in the school, so if a student has 

a behavioral health crisis, the school will contact outside help. They have a district-level social worker 

that works withs students on an as needed basis. 

Case Study School Summary: Des Arc Elementary School  
Background 

Des Arc Elementary is a prek-6 school with 316 students in 

2019/20. There are 550 students in total in the district 

which is located on the northeast edge of the Central 

region in Arkansas. The school is in a small, rural 

community with the primary industry being farming. The 

community is very involved and tight knit. Staff reported 

having close connections with their students and families as a result of seeing them out and about or at 

church. The school has been increasing in enrollment due to drawing students from outlying 

communities due to its reputation. 

There is little student mobility and the demographics of the school have been fairly stable (87 percent of 

students are White, 11 percent are Black, and 2 percent are Latino). In 2019/20, 72 percent of students 

received free and reduced-price lunch and 17 percent received special education services; the school’s 

English Learner percentage was 0 percent. The school also has few attendance issues, with an 

attendance average around 98 percent. 

School Leadership and Culture   

Des Arc Elementary staff believe that the school’s culture is the key piece of their success. They 

described their staff as very close, connected, and “like a family.” Being a family means that teachers are 

more likely to stay at the school, teachers can work through any issues and find help when they need it, 

and students feel fully supported and loved. Further, there is supportive leadership at all levels, 

including the superintendent, the school board and the school principal. Teachers reported that they felt 

that the principal always backed them up and that they had the opportunity to be leaders in the school. 

The school principal stressed that they have a “building full of leaders.” The staff, as well as the 

community, are a part of decisions which leads to a high level of buy in and investment. Leadership 

reported that teachers are always willing to jump in, take on new initiatives and opportunities, and put 

in the time; teachers “have no quit in them” and this dedication has been essential to the school’s 

Des Arc Elementary School Demographics (19/20) 
Enrollment 316 
FRL % 72% 
English Learner % 0% 
Special Education % 17% 
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success. Students feel it and know how much staff care about them and their education. Teachers have 

high expectations for their students and challenge them to rise to meet their standards. 

There is also constant communication with families, who are made to feel involved and aware of issues 

even when they cannot be at the school. The community as a whole is very invested in supporting the 

school. One teacher shared that if the expression is it “takes village to raise a child,” their school is an 

example of what happens when the village comes together.  

Instruction, Intervention, and Assessment/Data Use  

The school day is structured with core blocks and time for enrichment/intervention daily. Further, it 

allows for common planning periods by grade level for 45 minutes a day using a rotation of daily specials 

(library, PE, art, music, computer). Teachers time is protected, with leadership using non-classroom staff 

for duty (for example, the principal, SRO, PE teacher and librarian do bus duty, while the SRO, dyslexia 

specialist and art teacher do pick up). K-2 classrooms are self-contained with paras, and 3rd and 4th grade 

are split between math/science and literacy/language arts. 5th and 6th grade are compartmentalized with 

rotation through four teachers. Administration lets teachers select their own curriculum and pull from 

several different resources, so they can find the best fit for their students.  

Overall, the school reports having very data-driven instruction. During the summer, teachers use PD to 

review/ disaggregate ACT Aspire data to plan curriculum and instruction for the year. The school also 

uses MAP and interim ACT Aspire assessments, plus DIBELs literacy screeners. During the year, teachers 

regularly review data during their professional learning community (PLC) time. Staff set strategic goals 

based upon data, and then mini lessons and bell ringers are incorporated into class time to target gaps. 

They also use awards and recognition to motivate students. 

Targeted interventions for students are also offered in several ways. Paras in grades K-2 allow for small 

group and individual pull out, and in grades 3-6 there is daily time for enrichment and intervention 

within the schedule. The school’s speech teacher goes into kindergarten classrooms to lead phonemics 

awareness for an hour per week, and the special education teacher provides push in support for special 

education students. After school tutoring is offered for one hour after school to students with highest 

need Identified based upon classroom performance and assessment data. 

Des Arc Elementary also has a RTI committee to review student data to determine who needs Tier 1, 2, 

or 3 support. Committee monitors progress to add/remove students as needed. Classroom teachers first 

do Tier 1 interventions, if not working fill out packet with family and student history, performance, 

assessment, behavior to give to the RTI committee. The committee then reviews the materials to 

determine what issues could be and strategies for Tier 2 intervention (via classroom teachers and 

interventionists) to address. These strategies will be applied for 6 weeks; if the student is improving, 

they will continue with the strategies, if not, the student with move to Tier 3 intervention. The school 

also has a dyslexia program if that is idented as an issue. 

Staff feel that their smaller class sizes allow them to provide personalized support to students. They also 

hold students accountable for their education, and overall, are implementing a student-centered 
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education model. They know their students and adjust strategies as needed to meet their needs. This 

includes both providing intervention and acceleration when needed. 

Staffing and Professional Development  

Des Arc Elementary is led by a principal and supported by one clerical staff member. There are 15 core 

teachers, 3 electives teachers, 2 tutors/interventionists, and 2 special education teachers. Additional 

support is provided by a librarian, a counselor, a nurse, a school resource officer (SRO) and a speech 

teacher. The counselor also is the gifted teacher, and the PE teacher and librarian also used for 

interventions. There is very little turnover at the school. 

There are also six paraprofessionals, who support both K-2 classrooms and special education. There are 

about two classes per grade in most grades. Kindergarten has three classes around 14 students, 1st 

grade has average class sizes around 22-23, and the school was looking for a third teacher to reduce 

those class sizes. Second grade has an average of 19-20 students and 3rd grade has higher average class 

sizes of 25-26 students, but the school is also looking for a third teacher for the grade to reduce the class 

sizes. Fourth through sixth grade have an average class size of 20-22 students.  

As noted previously, teachers have common planning time by grade and also meet in PLCs 1-2 times a 

month to review data and adjust curriculum. Teachers meet twice a week with grades during their 

planning periods and have cross grade meetings during shared lunch times. 

PD is otherwise primarily offered during the summer. Of the 60 hours of PD, 24 hours are set by the 

state. There are 2-3 days of district led PD and the remained provided by their education services 

cooperative. Teachers and principal discuss their individual PD needs. Teachers really appreciated this 

time for self-reflection and freedom to determine what they needed in particular to improve their 

practice. Teachers reported that the RISE, Wilson Fundations Phonics, Cognitively Guided instruction for 

Math, AR Math Quest, and dyslexia trainings have been very helpful. 

Student Support Services  

The school has a counselor works with all students, then an outside company comes in to provide 

mental health services when needed. They bill insurance so there is no cost to the school and no out-of- 

pocket costs for their families.  

Case Study School Summary: Helen Tyson Middle School 
Background 

Helen Tyson Middle School is a school of 735 

students (grades 6-7) in the Springdale School 

District. The school is located in Springdale in 

Northwest Arkansas. The largest employers are 

Tyson meats, Walmart, JB Hunt, and Cargill.  

The school is high need, with 79 percent of students being eligible for free and reduced priced lunch and 

29 percent EL. Northwest Arkansas tends to be wealthier and more predominately white than the rest of 

the state; however, Springdale has two schools that are 99 percent FRL. While the area is wealthy, there 

Helen Tyson Middle School Demographics (19/20) 
Enrollment 735 
FRL % 79% 
English Learner % 29% 
Special Education % 11% 
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are also many low-income families working as line workers at Tyson and other companies. The district is 

rapidly growing due to industry and jobs.  

The school’s enrollment has remained consistent over the past years. There are four elementary schools 

that feed into Helen Tyson Middle School, one of which is very high FRL. There is high mobility at that 

school. Low-income families must move often to find affordable housing; this is a common issue in the 

district, the instructional facilitators at each middle school meet to keep track of students.  

Helen Tyson Middle School is working on ways to incentivize attendance through various rewards. The 

school will contact families if a student is frequently absent. This can be difficult because families will 

change phone numbers often for cheaper plans.  

School Culture and Leadership  

Helen Tyson Middle School has a strong focus on relationships. The staff wants the students to know 

that they care about them. The school has Primetime period where staff can check in with students and 

help them personally and academically. These advisory periods are used to help build relationships with 

students and to direct students to appropriate supports. 

Helen Tyson Middle School is led by a confident school leader who was mentored by the prior principal. 

The principal has members of her leadership team and staff lead meetings, as well as invites students, 

parents, and community members to meetings. The faculty feels bought in and supportive through the 

principal’s willingness to listen to them when they identify an issue, and the principal looks to staff to be 

solution oriented and the experts.  The principal believes that flexibility is the key to the school’s 

success. The school is always changing programs and schedules to best meet the school’s changing 

demographics and needs. If something does not work, they will try something else. Additionally, the 

principal believes that everyone is responsible for all kids. They do not categorize kids as EL, SPED or at-

risk.  

Instruction, Interventions, and Assessment/Data Use 

Regular assessment and progress monitoring are an integral part of Helen Tyson Middle School. The 

schools look at ASPIRE and other assessment results to identify and target weak areas. The student will 

then receive differentiated and individualized instruction. 

Helen Tyson Middle School structures the week to provide supports for struggling students. On Monday 

and Tuesday mornings the students have advisory periods where their teacher meets with them on their 

status in each of their classes.  On Wednesday and Thursday mornings the students can attend 

primetime or enrichment. Primetime is a time for students to work on areas where they may have 

deficiencies. Friday mornings the students have “home base” where they meet with core teachers. 

Additionally, the school rotates priority classes, for example one week would be focused on math and 

the next would be focused on reading. The school also provides after school four days a week where 

transportation, dinner, snack, tutoring, and enrichment are offered.  

Special education students receive grade-level content as much as possible. The teachers provide 

supports to help students access and understand the content. In order to serve EL students, Springdale 
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School District partners with ESL Achieve. ESL Achieve pulls out levels 1 and 2 (based upon the WIDA 

ACCESS assessment) and focuses on language development rather than content. For students in the 

intermediate level, ESL Achieve works on content and then moves to more challenging critical thinking. 

During PLCs classroom and ESL teachers work together to make sure content and approaches are 

similar.  

Staffing and Professional Development 

The school is led by a principal and two assistant principals. There are two counselors, one for each 

grade, a nurse, a library/media specialist and additional instructional staff, including instructional 

facilitators and interventionists. There is little turnover amongst staff. In 2020 they had one teacher who 

was retiring, one who was moving and one who was going to another school in the district. The school 

shares a band teacher, some coaching staff, a social worker, and an SRO. 

Teachers have time each day for individual planning and PLC or team planning. The art, PE, and music 

teachers have PLC time on Fridays. The principal feels it is very important from a funding perspective to 

provide staffing resources to allow for collaboration time. The school district provides a lot of 

professional development. The district has a strong vision for professional development and will train 

teachers or send them to their education services cooperative. The teacher will then come back to the 

school and train all the other teachers. All of the professional development in the building is led by the 

instructional facilitators or individual teachers depending on the topic.  

Student Support Services 

Helen Tyson provides multiple support services for students. There is a social worker in the school two 

times a week. There is also therapy offered through Ozark Guidance which is paid for through parent’s 

insurance and can be facilitated at the school. There is a full-time school-based counselor who 

coordinates services for homeless families. Additionally, the admin team provides a lot of counseling 

and support for students. The school does have in-school suspension. The principal targets those 

students for extra support and to keep things from escalating.  

The school has a school base health center with a full-time nurse. The health center has been a great 

way to keep students in school and in class. There is also a sensory area where students can go that 

includes a stationary bike and manipulatives. It provides an opportunity for students to calm and 

recenter.  

Case Study School Summary: Jasper High School 
Background 

Jasper High School is a small 7-12 innovation school in 

Northwest Arkansas. The town of Jasper has less than 500 

residents, most are retirees on a fixed income. The major 

industry is tourism, and the largest employer is the school 

district. About 60 percent of the land is federally owned. 

Jasper High School Demographics (19/20) 
Enrollment 226 
FRL % 71% 
English Learner % 0% 
Special Education % 19% 
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As an innovation school, Jasper High has developed an innovative flex schedule model that allows 

students to (1) take ownership and have agency over their education, (2) receive personalized 

instruction, (3) develop the skills needed for life after high school, (4) pursue internship opportunities, 

(5) take CTE and concurrent enrollment courses, and have time for to participate in student activities 

during school day. This approach also allows teachers to engage with their students one-on-one more 

meaningfully and in small groups, as well participate in schoolwide professional learning communities 

(PLCs) to create a deeply collaborative school culture. 

Jasper High is predominately white (96 percent) with a higher-than-average percentage of students 

qualifying for free and reduced-price lunch (71 percent) as well as for special education services (19 

percent). With 226 students across six grades, classes are small with an average class size of 12-15 

students. Student mobility can be an issue with student moving in and out of the school throughout the 

year to attend neighboring districts where they have family. It is fairly common within their education 

services cooperative to have similar course offerings by grade to make these transitions easier. 

School Culture and Leadership  

Staff stressed that the culture of their school, with its collaborative community and close relationships 

with students, was the biggest factor of their success. Staff are welcoming to students, engaged in their 

lives and aware of what is going on with them. Each teacher is an advisor who meets with kids twice a 

week, so that those students always have someone to go to and know that they are cared about. The 

counselor is also there to reach out to the kids that need a little extra care or push. Teachers shared that 

students are willing to work harder when they know that they are cared for and a part of the school 

community. Teachers also work well together and are engaged in decision-making. Finally, as an 

innovation school, teachers are encouraged to think creatively and have a high degree of buy in and 

voice in the school. 

Students are also very welcoming to each other and there are many different activities for students to 

get involved in to find their place in the school community. 

Instruction, Interventions, and Assessment/Data Use 

Jasper High’s flex schedule is unique and is reported as a key factor to their success. The schedule is 

structured with three protected days of traditional instruction time, then up to two “flex days” (two 

days in high school grades, less in the middle school grades).  This allows every student’s schedule to be 

customized, allowing for both acceleration and support. On a flex day, a student will go to their advisor 

first to review attendance, grades, missing work, and time on task for the week. If the student does not 

have any issues in these areas, they select how they would like to use the time (for example: spend time 

in band, work on projects). If a student has an issue in these areas, they will have to attend specific class 

periods to address to meet with teachers individually or in small groups. Flex days are also used for 

concurrent enrollment courses, internships, labs, assemblies, student activities and events; further, all 

holidays and snow days are counted as flex days so that instructional days are protected. Advisory is 

held the first hour of every flex day and teachers will have the same group of students from grades 7-12; 

this period is both used for monitoring and scheduling, as well as developing student success plans. 

Teachers reported that in addition to the benefits reported above (under Introduction) the peer 
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influence that this approach allows is incredibly impactful: students share their schedules, see other 

students that have more flexibility and fun in their schedule, so it encourages them to work harder to 

get the same flexibility and fun opportunities.  

Jasper High has a strong RTI model in place to identify, monitor and support struggling students. The flex 

schedule allows small group intervention support to occur during flex days, so there is no need for after 

school programs that can be difficult to have due to transportation issues. Leadership reported how 

beneficial it is to have certified staff during flex days provide that intervention to students and the 

increased comfort that students have sharing that they are struggling or have questions when it is in a 

small group setting compared to the regular classroom. The flex schedule allows each student’s 

education to be customized to their needs- it is not “one size fits all.” 

The use of data and monitoring is a critical element of determining the student’s needs and how to use 

the flex schedule to meet those needs. Progress monitoring occurs weekly and the school has set criteria 

in the areas of attendance, grades, missing work, needing to retake a quiz or test, and time on task for 

deciding when a student needs to receive additional intervention and support on flex schedule days. 

Staffing and Professional Development 

As a small school, Jasper Hugh shares a number of positions with the nearby elementary school 

including shared music, art and gifted teachers and a shared nurse position. The school’s counselor and 

administration staff are not shared. The school does not have the staffing to offer language or AP 

courses, which they offer through Virtual Arkansas. Jasper High leadership is also exploring sharing 

teachers in the future with another small high school to do virtual courses. Leadership also shared that 

have some extra staff positions paid out of Title I and ESA than what would be found in a school without 

access to those funds. This extra staffing has allowed certified staff to do interventions on flex days, 

which leadership has been invaluable. Compared to the matrix, the leadership said they had more 

positions, but that is due to salaries being low. The minimum salary going up makes this tradeoff difficult 

to manage. 

The school has been implementing the Solution Tree PLC model. Further, Jasper High tries to embed as 

much PD as possible within the school schedule. Flex says allow for collaboration and any needed 

grouping of teachers (by grade, by subject). In this school year, there were two PD days during the 

school year that all teachers attended at their request, then 4 days for PD that teachers could use for 

self-directed PD. The principal surveys teachers regarding their needs, then sits down with them to 

discuss what their PD should be. Other PD days occur during the summer and leadership has tried to 

send each teacher to model school conference at least once (not all at once) as teachers get to learn, 

have some fun, and bring back information and ideas to share with others.  

Student Support Services 

The school currently has access to on licensed therapist and one assistant, which they have found to be 

a huge help to address student mental health. The therapist and assistant’s time is paid for by billing 

Medicaid, but the district provides them space. Staff indicated that if there is any area that needs 

additional financial support, its student mental health. They have found that if you do not address 
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student mental health needs, you cannot teach them. Also, if they had their own mental health staff, 

then the school would not need to rely on parental referral. 

Case Study School Summary: Lafayette County High School 
Background 

Lafayette County High School is a school of 

about 235 students, grades 7-12, in Lafayette 

County School District in southwest Arkansas, 

near the Texas and Louisiana borders. The 

district and school are experiencing declining 

enrollment, administrators estimate that since a district consolidation in 2004, student enrollment has 

declined 60-70 students per year. Lafayette County is one of the least populated counties in the state, 

with a total population between 7,000 and 8,000 residents, and is made up of mostly poor communities. 

The high school is located in Stamps, while the district’s elementary school serving preschool through 

sixth grade is located about eight miles away in Lewisville. 

There is a lack of industry in the area, and many residents travel out of the county for work. School 

administrators anticipate this declining enrollment trend will continue, as families continue to leave this 

area in search of jobs and opportunities elsewhere. The school is high need, with approximately 85 

percent of students being eligible for free and reduced priced lunch. The school does not typically have 

many English Learner students and eleven percent of students are in special education. Approximately 

60 percent of students are Black, 35 percent are White, and three percent of students are Latino.  

Average class sizes typically range from 18-20 students, with a maximum class size around 25 students. 

The school’s graduation rate is 90 percent. 

School Culture and Leadership  

Lafayette County High School has a strong school culture, led by a confident school leader with a clear 

vision. The principal has established a Guiding Coalition as the leadership team within the school. The 

Guiding Coalition typically attends a 3- to 4- day summit each summer, which helps to build 

relationships and camaraderie among the coalition. Staff described the school environment as a family-

oriented atmosphere. The staff as a whole works well together and support each other throughout the 

school year. Equally important, and in the forefront of the staff’s mind, is the importance of building 

relationships with students. The Guiding Coalition noted that students perform better in the classroom 

when students and teachers have a good relationship, and when students know the teachers and staff 

genuinely care for them and their well-being. Staff noted that being such a small district, where all of the 

staff lives within the district, helps relationship building immensely. So many staff members know 

students’ families personally, giving them insight into any potential issues outside of school that may be 

impacting students in school. 

Instruction, Intervention, and Assessment/Data Use  

The school day includes eight instructional periods; teachers teach seven of the eight periods. Each 

teacher has a daily planning period, and administration tries to schedule common planning periods for 

Lafayette County High School Demographics (19/20) 
Enrollment 235 
FRL % 87% 
English Learner % 0% 
Special Education % 11% 
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departments, but with such a small school (three math teachers and two English teachers), the schedule 

cannot always accommodate it. On early release Wednesdays, the teachers participate in PLCs.  

The school offers a diverse high school curriculum. While each teacher utilizes appropriate course-

specific curriculum, schoolwide a number of curricular resources are available, including Edcite, 

Edgenuity, and Tools for Learning. In the core content areas, the school is very focused on college and 

career readiness. It has partnerships with the local community college where students can participate in 

concurrent enrollment to begin earning college credits while still in high school, and through the 

district’s Career Center, students are able to take courses and earn certificates in certain industries. 

Thanks to a grant program through the University of Arkansas at Hope, students are able to take career 

and technical education courses at no cost to the students. Every eighth grader completes a Student 

Success Plan, which looks at each student’s strengths, weaknesses, college plans and career interests. 

The school counselor reviews the plan, and each year reviews transcripts, grades, student interests and 

their course request form to ensure each student is on track to complete their required 24 units for 

graduations, and to enroll them in the appropriate courses. The first priority in scheduling is to ensure 

graduation requirements are met, then courses are selected based on student interest/availability. 

The staff recognizes that low-income students in general have tremendous academic gaps. Given the 

high number of low-income students in Lafayette County, the school is committed to the fact that those 

gaps must be addressed during the school day. They have set the foundation to show students that the 

staff cares about them, and their success in the classroom. While the school believes absolute academic 

performance is important, that to be successful, it takes a focus on the whole child – mental, physical 

and academic. The school follows the RTI model, and through the master schedule there are 

opportunities, particularly in math and science, for teachers to pull some students out for additional 

help. The school utilizes the data from the War Room during PLC time and early release Wednesdays to 

identify students that could benefit from additional help and determine how to best serve them. The 

school did offer summer school last year, in the form of a 15-day program, providing students the 

opportunity to make up one credit. While the school has tried to offer afterschool tutoring in the past, it 

is difficult to coordinate, especially without being able to provide transportation for students.  

Regular assessment and progress monitoring are an important part of Lafayette County’s student 

success. Lafayette County uses the ACT Aspire for interim assessments, which gives a good assessment 

of where students are at a given time, and if there might be a need to back up and review some 

previously covered content to get students to mastery. The staff evaluates all the information from the 

assessments and identifies ways to help students improve. For example, in an effort to focus on 

increasing literacy skills, every student completed a reading scholastic inventory test to determine 

reading levels, and students each had to read at least one book within their lexile range. The school 

made a friendly grade level reading competition, and in the following round of assessments, found that 

reading comprehension had increased. The high school has what is affectionately known as the “war 

room,” which is the school’s data center. The data center contains every student’s assessment results. 

School staff regularly reviews the student-level data to monitor the number of students performing 

below the average marker, and to identify students that could use extra support. The school has seen a 

high level of growth among its special education students, and the special education teacher points to 
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use of data through regular assessment, identification of gaps or weaknesses, and targeted support in 

those specific areas, and establishing high expectations  

The school’s enrollment does not often include many EL students; During the 2019-20 school year, the 

school had one EL student. Whenever EL students are present in the school, the teacher who serves as 

EL Coordinator coordinates whatever support the students need.  

Staffing and Professional Development 

The teaching staff at Lafayette County High School is relatively stable, without high rates of teacher 

turnover. The school sees this minimal turnover as a big factor in its success. When the school does hire 

new staff, it has difficulty retaining staff from outside the region. Particularly for teachers newer to the 

profession, they may come seeking teaching experience, but the county make be lacking in amenities 

and other experiences, so they often move on to Texarkana or other districts after gaining initial 

teaching experience in Lafayette County. Through a Cadet program with the local university, the district 

is focusing on a “grow your own” approach to recruiting teacher candidates. They have seen success 

with the program so far and believe they will have better results in terms of retention through this 

program – as those individuals who currently live in the area, or are returning to the area, have ties to 

the community and are more likely to stay longer term. 

The staffing configuration of the school includes a principal, assistant principal, and counselor, ten core 

teachers, elective teachers for music, PE, technology, business, agriculture CTE and gifted, and aides. 

This year, the business and art teacher were shared with the other district school, each were included in 

the above table at a 0.5 rate. The principal expects that next year only the art position might still be 

shared. The school also has instructional facilitators and special education staff. As a small school 

spanning six grade levels, many staff members hold multiple roles. For example, the AP also serves as 

athletic director, the guidance counselor also serves as the ESL coordinator, the library media specialist 

also serves as test coordinator; the PE teacher also serves as Health Assistant and football coach. Nearly 

every teacher in the school also serves as sponsor of a club or afterschool activity, and/or coaches a high 

school sport in some capacity, including the principal, who is also the E-sports sponsor. The involvement 

of most adults in the building in extracurricular activities contributes to the family feeling described by 

the staff and contributes to relationship-building between students and staff in the building. 

The Lafayette County School District this year received a flexible schedule waiver, which is utilized for 

districtwide professional learning communities (PLC) on Wednesday afternoons. Lafayette County High 

School has been implementing Solution Tree’s PLC model and sent a team to the PLC Summit. The PLC 

model is set up to ensure success of the PLC is not dependent on any specific individuals being present. 

Every core subject, including CTE and special education, is represented through PLCs. The school’s 

Guiding Coalition content leads facilitate the content area PLCs. During the summer prior to this school 

year, the school conducted a training with a university partner focused on engagement, which staff 

described as a pivotal professional development opportunity. The training was for teachers only – the 

principal was not in attendance – and the school’s teachers defined what engagement should look like 

from the teacher and student perspective. This opportunity resulted in buy-in across the teaching staff 

around shared expectations for teacher and student engagement. The principal noted that they value 
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the partnerships with universities, as they provide a number of professional development sessions for 

the school and include opportunities for reflection and growth among the staff. 

Student Support Services 

In addition to instructional resources, the school also provides social-emotional to Lafayette County High 

School students. Lafayette County High School’s counselor provides the typical guidance and counseling 

services of any high school. In recent years, with the implementation of the Arkansas G.U.I.D.E. for Life 

program, a need for additional counseling opportunities for some students was identified. Utilizing 

supports provided by the program, the counselor is able to conduct small group sessions with students, 

with parental approval. The school also partners with Therapeutic Family Services, whose therapists 

come on campus to meet with students in need of therapy individually during the school day. Referrals 

to Therapeutic Family Services also require parental consent, and costs are not borne by the school – 

most are billed to Medicaid, otherwise costs are billed to private insurance. The school also partners 

with local rehabilitation facilities and provides referrals for a small number of students with higher need; 

again, any costs associated with those services would be billed to Medicaid or insurance as appropriate. 

Case Study School Summary: Lakeside High School 
Background 

Lakeside High School is a school 257 students, grades 

9-12, in Lakeside School District (Chicot) in Southeast 

Arkansas, near the Mississippi and Louisiana borders. 

A small community of less than 3,000 residents, it is 

largely a farming community. The hospital, school 

districts and one factory are the largest non-farming employers. Nearly fifteen years ago neighboring 

Eudora School District was annexed into the Lakeside School District. The school is experiencing 

declining enrollment, while the last several years enrollment has been around 260 students, as recently 

as 2013-14 the school’s enrollment was 319 students, with a decline in enrollment nearly every year 

since. School administrators expect this trend will continue, as families leave this more rural area to find 

job opportunities elsewhere. 

The school has 78 percent of students being FRL eligible, a higher-than-average rate that has remained 

steady even with the school’s declining enrollment. Approximately six percent of students are EL and 13 

percent are in special education. The school’ does not struggle with high mobility during the school year. 

Seventy-three percent of students are Black, 13 percent are Latino, and the 13 percent of students are 

White. 

Average class sizes vary across the grade levels, with 20-23 students per ninth grade class and 15-17 

students per class in twelfth grade. The school’s graduation rate is 94.2 percent. 

School Culture and Leadership  

Lakeside High School is led by a confident school leader with a clear vision. The principal strongly values 

teacher and student voice, and that inclusion is evident in formal school structures, namely the school’s 

leadership team comprised of staff members across the school, and the Principal’s Advisory Committee, 

Lakeside High School Demographics (19/20) 
Enrollment 257 
FRL % 78% 
English Learner % 6% 
Special Education % 13% 
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where the principal meets with students periodically at lunch to hear directly from students on issues 

that impact them. As a small school, it is clear that school staff deeply values the importance of 

relationships – both among adults in the building and between adults and students. Leadership and staff 

alike declared that the students in the school are “our” students, that they know and care about all 

students. Further, teachers in the school know and trust each other, and each has the best interest of 

the students at heart. Most of the school’s staff lives in the community, the school staff generally knows 

the students’ families and have a deeper understanding of issues outside the school that may impact 

performance in school. This insight into out of school factors helps the school’s staff provide additional 

support as needed to students during the school day. Teachers reported feeling highly valued and feel 

their input is valued. Ultimately, they understand the final decision is the principal’s decision, but believe 

their input is heard and considered.  

Instruction, Intervention, and Assessment/Data Use  

The day includes eight instructional periods and a lunch period. The school is physically located on a 

shared campus with the elementary and middle school; the middle and high school operate on a 

synched schedule. The schedule is developed so departmental teams have common planning time, 

whenever possible. Several positions are shared among the schools, since the school buildings are on a 

shared site, it’s relatively easy to facilitate transitions for those teachers.  

The school has a varied high school curriculum, offering programs of study for college- and career-bound 

students. The teaching staff at Lakeside High School have worked to create commonalities across 

courses, and jointly decide if there are specific areas of focus each teacher should bring to their 

classroom. For example, one year they saw that students were struggling with paraphrasing, so they 

focused on identifying main idea through the work of each class. The school believes strongly in bell-to-

bell teaching and utilizes “bell ringers” at the start of periods for strengthening skills. Doing these 

exercises every day adds up and helps better prepare students.  

All teachers follow the Arkansas standards in their content areas, but the school has a focus on cross-

curricular instruction and keeping content relevant. Teachers accomplish this relevancy by incorporating 

“real world” implications in the classroom. Additionally, the high school believes for students to be 

prepared for college and careers, it’s essential to teach soft skills – things like making eye contact, 

working collaboratively with others, etc. In addition to the courses offered through in person teachers, 

the school makes use of the Virtual Arkansas courses to enable their students to take courses the school 

is unable to offer.  

Regular assessment and progress monitoring are an integral part Lakeside’s educational approach. The 

school utilizes the ACT Aspire in 9 and 10th grades, three times a year for interim assessment and then 

fourth time for summative assessment. All 11th graders take the ACT. Additionally, the school utilizes 

STAR for reading program assessment and certification assessments are offered for students in CTE 

courses. Fetterman Associates, an outside agency the school contracts with, provides assistance to 

teachers in evaluating the data and determining appropriate follow-up areas of focus based on the data. 

This can range from providing embedded professional development to teachers to providing direct 

support to students through boot camps, or targeted workshops addressing areas of weakness 
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identified in the data. The school’s data room serves as the meeting for teams of teachers to review data 

with data specialists, identify and address any concerns. Lakeside also believes it is important to include 

students in the review and understanding of their own data. Periodically, students review their own 

data, and during weekly mentoring in small groups will review their performance, discuss goals, and 

determine areas of focus. Every Wednesday, the school has a 22-minute period, the Power Hour. In this, 

a few minutes are reduced from each other class during the day. During the Power Hour, mentors go 

over the data – including current grades and assignments – with each individual student, give help or 

refer to help in areas they are struggling. 

Struggling students are identified to participate in boot camps to focus intently on areas of weakness. 

For any ELs that are struggling, the school makes sure to have someone in class with them to provide 

additional assistance throughout the day. The school also focuses on student athletes and provides 

targeted help to athletes who are struggling academically. The school offers summer school for credit 

recovery purposes, to help students stay on track for graduation. Credit recovery is also offered 

afterschool, and occasionally during the school day. The pull-out boot camp instruction is provided with 

the assistance of the consulting group. Teachers identify the students who should receive support, and 

consultants work with students to address areas of weaknesses on the ACT Aspire. Outside of school 

hours, teachers will sometimes host study sessions in neighboring towns to provide assistance in a more 

relaxed atmosphere.  

Staffing and Professional Development 

When asked how the school produced its student performance results, the first thing the principal 

highlighted was the fantastic teachers employed in the school, and everyone’s willingness to embrace 

the students as their own and work to provide supports so each student has the opportunity to succeed.  

Lakeside High is led by a principal and dean of students. There are 12 core teachers and 8 elective 

teachers who teach business, art, band, music, agricultural, family and consumer science courses. The 

school’s three aides (paraprofessionals) have specific duties - one assigned to In School Suspension, 

while the other two are primarily Virtual Arkansas Facilitators. The school runs an Alternative Learning 

Environment (ALE) program, which includes four teachers, although not all are fully dedicated to ALE, 

i.e., some also teacher traditional courses. 

The school makes extensive use of the Virtual Arkansas platform, to provide students with educational 

opportunities and courses it otherwise would not be able to offer students, due to size. The school also 

participates in concurrent enrollment and career and technical education opportunities. Concurrent 

enrollment courses are provided through Arkansas Technical University and the school district pays all 

fees, so there is no out of pocket cost to students. The school’s counselor and teachers work to identify 

students who are good candidates for concurrent enrollment and set up meetings with students and 

parents to explain the benefit of concurrent enrollment and assist with the process. CTE are offered at a 

nearby college campus; currently these opportunities (12 slots for medical program and 12 slots of 

automotive program) are provided to seniors, as they have the flexibility in their schedules to take the 

courses. Students are bussed from the high school to the technical school and back. 
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All teachers must complete their required 60 hours of professional development. Lakeside has four 

student release days that are spread throughout the school year and used for professional 

development. The school generally also uses its faculty meetings – in whole or part – for professional 

development. Topics to be covered are chosen based on the needs of the school, with teacher input 

through both the school’s leadership team and through a survey of staff. Many opportunities are led by 

whomever in the school has the expertise in a given area, and the school looks to the state department 

of education for guidance on any required topics. The school does bring in outside people for 

professional development as need. This group has included the Fetterman and Associates consulting 

group, the AR State Education Association, or others. Topics of professional development this year have 

included 504 plans; Technology; Science of Reading (multiple sessions); active shooter; suicide 

awareness; Code of ethics (annually); Google Classroom (that really helped with the pandemic this year); 

classroom management; and confidentiality. Finally, the school’s departmental groups are very strong. 

The principal schedules common planning time in core content areas to allow the teams additional time 

to work collaboratively and consult with each other.  

Student Support Services 

In addition to instructional resources, the school also provides social-emotional support through its 

guidance counselor and through the culture of the school, where students know the teachers in the 

building all care about them and their success. Students feel comfortable with teachers and will reach 

out to them with issues, as they know teachers will look to support them. 

A health clinic is also housed on the school campus; it is funded outside of the school budget. School 

staff believe having the clinic onsite has helped with attendance. Students who are feeling ill can come 

in and be seen by the clinic staff. Likewise, if students have a health issue arise during the school day, 

rather than being immediately sent home, they are sent to the clinic to be evaluated. Often the clinic 

medical staff can address the issue and then students are able to return to class. In addition, a certified 

therapist is on campus and students are able to get the help they need from the therapist during the 

school day. 

Case Study School Summary: Lamar Elementary School 
Background 

At the time of the interview, Lamar Elementary School 

was a K-3 school of 395 students in Northwest 

Arkansas.2 The school is a part of Lamar School District 

which has roughly 1,300 students in three schools. The 

school community is close knit, with a collaborative 

staff and a data-driven approach to instruction and addressing student skill gaps. The community is also 

very involved in the school with parents always willing to come in and help.  

 
2 As of 2020/21, the district has reconfigured its school grade bands and buildings, so the elementary school shifted to serving 
K-5 and increased its enrollment to over 600 students (20/21). 

Lamar Elementary School Demographics (19/20) 
Enrollment 395 
FRL % 72% 
English Learner % 3% 
Special Education % 16% 
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Seventy-two percent of students are FRL eligible, with 3 percent of students being English Learners and 

16 percent qualifying for special education. Class sizes average between 20-22 students. 

School Leadership and Culture   

School leadership and teachers describe their school as a place where people want to be and that they 

are like a family. Everyone is working hard toward a common goal, and while they take their jobs 

seriously, they still like to have fun and “don’t sweat the small stuff.” The administration is very involved 

and visible, from the school administrators doing drop off time every morning and the superintendent 

being highly seen by students and staff. Teachers also reported having autonomy over their classrooms 

as leadership trusts that they know what is best for their students. Additionally, teachers are involved in 

decision making by voicing their opinion, then decisions are made by school leadership carefully 

considering everyone’s feedback. There is minimal teacher turnover and teachers are very supportive of 

new teachers, both having an assigned mentor teacher and other teachers regularly checking in with 

new teachers about how they can help. It is a very supportive and collaborative culture.  

Staff stressed that students love coming to school, love being together, and love learning together. 

Students feel like part of the family too. The school emphasizes character building, referred to as the 

“Warrior Way.” Each week staff focus on particular area (each letter represents a character trait) and 

align class guidance to it, with staff nominating star students and celebrating positive behavior and 

successes. Staff also said there is good communication with parents to incorporate them into the school 

community.  

Instruction, Intervention, and Assessment/Data Use  

Lamar Elementary School emphasizes data-driven instruction and relies on routinely reviewing data and 

intervening from there. This includes identifying not just student knowledge gaps but skills gaps, then 

concentrating their efforts and targeting professional development in these areas. Adding interim 

assessments really helped them identify deficits and teach to them. Leadership described this shift as 

when the schools’ scores really took off. For example, when they looked at their scores and found that 

only half their students were on track in kindergarten, they focused in this area and now have 100 

percent of kindergarteners on track and closing the achievement gaps that they came to school with. 

Instructional strategies include incorporating drills to address gaps, pairing students with similar gaps, 

and targeting specific skills for intervention. Paraprofessionals that work with students on interventions 

particularly noted how helpful it has been to have targeted data so they know exactly what they need to 

do to help students and can see the impact. Further, giving staff better tools to teach with helps them 

feel they are making a difference, and be more decisive and intentional in their practice. Their education 

cooperative has also been a valuable resource in understanding assessment data. 

Lamar Elementary has a strong RTI system to support students identified through data as in need of 

intervention. First, the school’s schedule is structured so content areas are staggered so instructional 

interventionists can work with all classes. All teachers also have blocks of time for Tier 2 interventions 

within classroom for 30 minutes a day. Tier 2 students are also pulled out for 30 minutes of intervention 

twice a week. For Tier 3, this increased to 5 times a week. Progress monitoring occurs every three 

weeks. The school also provides afterschool tutoring for Tier 2 and 3 students twice a week. Summer 
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school, including transportation, is provided and required for Tier 3 students. Overall, the school 

described an “all hands on deck” approach to leveraging all staff in their schools, including certified 

teachers and paraprofessionals, to help provide intervention to students.  

The school does not have a high percentage of EL students but does have a district EL teacher who 

comes to the school twice a week to work with EL students. Leadership reports that teachers are 

exceptionally good at supporting these students within the regular classroom. 

Staffing and Professional Development  

In addition to its teaching and paraprofessional staff, Lamar Elementary has a principal, a library/ media 

specialist, and a counselor. As the district is relatively small, they employee a number of shared 

positions with the other two schools in the district, including for art, music, PE and gifted. The school’s 

education services cooperative (ESC) also provides important support including a novice teacher 

program, professional development, and content specialists.  

As previously described, there is minimal teacher turnover in the school and the staff is both 

experienced and highly collaborative. This collaboration is not just between teachers, but between all 

school staff, leadership, and education cooperative staff. Once a month there are grade level meetings 

with an ESC specialist and teachers reported feeling very comfortable reaching out to ESC staff 

whenever they had a question or needed support. Professional development is mostly during the 

summer through the ESC. Each teacher receives at least 60 hours of PD (10 days) and PD is related to 

individual teacher growth plans. Teachers set three goals within plan from personal reflection and then 

meet with administration to review. Teachers reported that the RISE training has been particularly 

helpful. Facilitators also help support teachers and are in every classroom at least once every 9 weeks. 

Student Support Services  

Lamar Elementary has a counselor on staff who regularly visits classrooms, convenes 2-3 small groups of 

students a week, and provides individual meetings twice a week for students that need targeted 

support, such as to address interpersonal relations, anger management, controlling/labeling emotions, 

emotional regulation and dealing with trauma. There are also counseling groups that come into school 

and the school refers students to outside counseling groups near them who will then come to the school 

to provide services. This can be challenging as parents have to be on board, a doctor’s referral can be 

required, and it must either be billed to insurance, Medicaid or Arkansas Kids. The school does provide a 

list of mental health resources to parents as well. There is also a behavior specialist in their education 

services cooperative that provides support to the school. The school has set intentional targets related 

to student support, including decreasing behavior referrals and focusing on bullying awareness. 
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Case Study School Summary: LISA Academy North Middle-High School 
Background 

LISA Academy Middle-High School serves grades 6-12 

and is a part of the LISA Academy charter school 

network in Little Rock (Central region of the state). In 

2019-20 the school served 529 students. Assessment, 

demographic and other data is reported by the state for 

each school separately.  

The student population includes a little under 30 

percent White students, nearly 40 percent Black 

students, and a little over 20 percent Latino students. 

About 60 percent of students were eligible for FRL, 

about 8 percent of students were EL, and 12 percent were in special education. 

The school recently transitioned from a K-12 school to the 6-12 setting but still shares a campus with the 

lower grade school. The school expects to continue growing with the ability to hold around 700 

students. All students chose to come to the school and no busing is provided, so families transport 

students to the school.  

School Leadership and Culture 

LISA Academy North is very diverse with students coming from many backgrounds. The mission of LISA 

Academy is to provide “an academically rigorous college preparatory program, in partnership with 

students, families, and the community, and guide all students in gaining knowledge, skills, and the 

attitude necessary to direct their lives, improve a diverse society, and excel in a changing world.” The 

school ensures student and staff feel welcome regardless of background and the community is very 

supportive.  Staff enjoy the small school setting and the collaborative approach needed to run the 

school. Almost everyone in the school is expected to be responsible for something outside of their 

primary role. This allows the staff to feel more connected and develop new skill sets.   

The leadership team includes the principal, assistant principal for academics, dean of students, math 

and ELA leads, and the controller. The administration is very supportive and collaborative. Many of the 

administrators were teachers in the school before moving into their current roles, so they understand 

the job of the teachers. The school also has the support of the larger charter district with district level 

content experts and other support staff.  

Instruction, Interventions and Assessment/Data Use 

Academics are the school’s first priority. The longer students stay with the school the better the do 

academically. In grades 6-10, the school provides 10 hours of instructional time in for both ELA and math 

each week. Seven of these hours are core teaching and with three of the hours for lab. Lab time 

provides both enrichment and opportunities for pullout for students to address specific skills gaps.  

LISA Academy North Middle Demographics (19/20) 
Enrollment 294 
FRL % 62% 
English Learner % 9% 
Special Education % 12% 

LISA Academy North High Demographics (19/20) 
Enrollment 235 
FRL % 59% 
English Learner % 7% 
Special Education % 13% 
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Tier 2 and Tier 3 interventions are provided within the classroom with Tier 3 delivered through intensive 

pullout interventions. Tier 2 is provided through small group instruction. All students are on the ALEKS 

program for math, which is leveled for each student. The program helps identify groups of students that 

are struggling in the same area. ALEKS is aligned to the school’s curriculum. 

ELA is broken up into reading, writing, and English with the labs also broken up into the three areas. The 

school uses Newsela which allows for differentiation and the development of background knowledge. 

Teachers are expected to be working in small groups and interventionists support the teacher.  

LISA Academy North uses both the ACT Aspire and NWEA to track student progress. Teachers have 

individual conversation with students to about their progress. The data allows staff to identify specific 

interventions for students.  

LISA Academy provides extended day with the first semester focused on what kids want to dig into. The 

second semester is more tailored for students that are struggling with specific areas. The school also has 

robust extension opportunities including STEM courses, advanced robotics, the science Olympiad, the 

STEM festival, and the schoolwide science fairs. These extensions are an important piece of the 

academic culture at the school.  

Staffing and Professional Development 

LISA Academy North has low staff turnover with the expectation that about 90 percent of staff will 

return in the coming year. The network has focused on providing a more competitive compensation 

system and now pays more than many schools in the region. LISA Academy North also feels they have a 

strong evaluation system that supports staff.  

The school has collaboration time set every Friday for either departments or grade levels. These are 

supported by the subject coordinators in the building and additional support can come through district-

wide coordinators. The school is working towards implementing a professional learning community 

model.  

Broader professional development is in collaboration with the district. This begins with a back-to-school 

week that includes all faculty. There is team building and then focused meetings on content and teacher 

needs. The district surveys teachers twice a year to gauge needs. Each school also gets two school level 

professional development days. Beyond the back-to-school professional development, each teacher is 

provided 18 hours of personalized content with many gaining for more hours each year.  

Student Support Services 

LISA Academy North has a mental health counselor that can provide one-on-one counseling for 

students. In addition, the school has services available to students in conjunction with the University of 

Arkansas Medical school. These are generally billed through Medicaid.   
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Case Study School Summary: Mena Middle School 
Background 

Mena Middle School is a school of about 400 students 

serving grades six through eight in the Mena School 

District, in Southwest Arkansas. Approximately 20,000 

people reside in the county, and Mena’s population is 

around 5,000. Mena is a rural area, approximately 80 

miles to the interstate. Several machining companies operate in town, and the area’s largest employers 

are Walmart, the school system and the hospital. Mena is known as a retiree community, which can 

present challenges raising local funds for education, as a smaller proportion of residents has students in 

the school system. In the early 2000s, Mena consolidated with a smaller district to the south, and while 

consolidation brought an initial increase in student population, the district’s student enrollment has 

been in fairly steady decline for the last several years. Mena School District’s four campuses are adjacent 

to one another. 

Approximately 70 percent of students were eligible for FRL. A very small percentage (usually around 1%) 

are English Learners. The school is approximately 90 percent White, seven percent of students are 

Latino, and just over one percent of students Black and Native American each. Student mobility can be a 

struggle at times, as families often come to Mena because they know people who live here, then find 

there is little opportunity for employment once they arrive and often end up moving out. 

School Culture and Leadership  

The school operates with a distributive leadership style- the principal tries to solicit input, get opinions 

from others before making decisions, especially in an area that he perceive as a strength. The core 

leadership team is the principal, the assistant principal, who handles student discipline, and the 

counselor, who serves as a liaison for teachers and students, to help give them a voice. As the middle 

school, Mena’s leadership believes it’s important to have strong connections to both the elementary 

and high school, which requires being aware of the leadership of the school’s principals and ensuring 

there is vertical alignment so transitions for students are smooth as they move throughout the system.  

A key component of the school’s culture is the community. Teachers feel a great sense of pride and 

community within the school; the teachers love being together inside and out of school. As a small 

community, the students feel very connected to their teachers, as their teachers are also their 

neighbors. Teachers have the opportunity to build strong relationships with students outside of the 

school setting. Knowing families in town also provides insight into the lives of students – the teachers 

are aware of family struggles and are able to provide appropriate support to students within the school.  

Instruction, Intervention, and Assessment/Data Use  

The school day is comprised of seven instructional periods of 50 minutes each, a lunch period, and a 30-

minute Achieve period between first and second periods. The Achieve period is essentially a homeroom 

period, it gives students the opportunity to have more time to get their work done and to consult with 

teachers. The school has been trying to incorporate more social-emotional elements into the Achieve 

Mena Middle School Demographics (19/20) 
Enrollment 403 
FRL % 69% 
English Learner % 1% 
Special Education % 11% 
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block, but it’s a difficult balance, as the school tries to create as much time to get support from teachers 

during the school day as possible. The school follows a typical middle school curriculum, with core 

subjects in English, mathematics, science and social studies. The school utilizes Eureka Math as its 

primary math curriculum, and this year the literacy department used IXL more frequently this year. A 

number of electives are available for students to participate in, including band, art, business. Teachers at 

Mena collaborate and sometimes team teach across content areas, to provide more engaging content 

for students. 

A unique feature of Mena Middle School’s schedule is its use of Flex Fridays. Flex Fridays are flexible 

schedule days, where if students are missing assignments or otherwise behind in an area, they report to 

the teacher(s) to complete the missing work or to receive additional support (RTI or other direct 

instructional support) in specific areas. For students who have completed all assignments and are on 

track with coursework, they have choices of where to go and what to work on during Flex Fridays. Some 

might choose to go to their electives teacher’s room to work on a project, others may choose to work on 

virtual courses or get ahead on classwork. The students enjoy Fridays and work hard during the week to 

ensure they get to choose what to do on Flex Fridays, rather than being directed to go to a certain 

teacher’s class to catch up on work. Teachers are able to use Flex Friday to provide targeted support to 

students who need it. 

Another key highlight of Mena’s approach is the Zeros Aren’t Permitted (ZAP) program. Mena adapted 

programs from other schools to one that works for their school – the program is intended to increase 

expectations for academic completion and performance. The program provides students an opportunity 

for a second chance to turn in missing work, and receive up to 80% credit, rather than a zero. When 

students do not turn in assignments on time, teachers enter that information into a google form. 

Students are then referred to a supervised ZAP period, during which they complete the work missed. 

ZAP periods can be during study halls or electives and encourage students to complete their work.  

Regular assessment and progress monitoring are a key part of Mena Middle School’s strategy. The 

school utilizes the ACT Aspire exams. Additionally, teachers utilize STAR assessments in reading and 

math and the Renaissance program to identify areas of focus. The school is equipped with chromebooks, 

which is especially helpful for diagnostic testing. The school changed the timing of their parent teacher 

conferences, so that rather than occurring toward the end of the grading period, they occur at the mid-

point of the grading period. By doing so, teachers are able to share all relevant data with parents, 

evaluate student progress, and jointly establish goals for the remainder of the term. This shift enabled 

the school to better partner with parents on their children’s education and happens early enough in the 

grading cycle that there is sufficient time for students to improve their grades.  

Mena Middle School utilizes a strong RTI process. Teachers and the school counselor work together to 

identify students requiring extra support. The Achieve period is often utilized to group students for RTI 

intervention. In this, teachers will group students based on particular skills they were struggling to 

master. Mena teachers have seen real improvement in closing gaps and acquisition of skills by utilizing 

that 25-minute period to work in small groups. The school is focused on using every minute of the 

school day to address student needs, due to transportation limits, many students are unable to stay 



 283 

afterschool for tutoring or additional help. The school does offer before- and after-school tutoring two 

days per week, which is open to all students. Further, due to the rural nature of the area, many areas 

have limited or no internet connectivity, so teachers are aware that student may not have the access 

needed to complete online assignments outside of school hours. The school provides an Alternative 

Education Program for students that need additional support.  

The school has a very low English Learner population. One staff member in the building is responsible 

for supports for EL students. Most English Learner students in the district were identified in kindergarten 

or early elementary school, so have fairly high language skills by middle school and require only modest 

support.  

Staffing and Professional Development 

The principal noted that for most teachers, middle school is the “you love it or you hate it” grade span, 

and the principal is proud to have a staff that loves it. Much of the school’s teaching staff is from the 

area, and number of staff attended Mena schools themselves. The focus of the staff is to help students 

understand that middle school is a time of transition, they aim to help students explore the nature of 

becoming young adults –through opportunities, choices, and responsibilities – to help prepare them to 

be ready for high school. Mena Middle School shares some staff members with other schools: eight staff 

members also spend some of their day at the high school, and four staff members are shared with the 

grade 3-5 school. 

The staffing configuration of the school shows that that the school has about 14 core teachers and 

about 13 elective teachers to provide instruction in subjects including art, music, physical education, 

health, business and technology. The school also has two paraprofessionals throughout the school 

serving all students, and an additional three paraprofessionals dedicated to serving special education 

students. It’s important to note that eleven staff members – teacher and paraprofessionals – are shared 

among campuses in the district. These staff members split time with the middles school, high school 

and/or elementary school. The school’s administrative team is comprised of the principal, an assistant 

principal, and the school counselor.  

The school is currently in a transition phase with its professional development approach. Traditionally, 

PD occurs for several days prior to the start of the school year, along with some district professional 

development days, and building-level professional development, most often led by administrators or 

counseling staff. The school would sometimes utilize trainings offered through the local education 

services cooperative, and offer opportunities for department/content based professional development. 

This summer, the school is transitioning to having all professional development embedded in the 

calendar. Professional development will occur on 4-5 different days throughout the year, on nonstudent 

contact days. The school is beginning with workshops on the art and science of teaching.  

Teacher planning and collaboration time is valued at Mena Middle, with each teach having one 50-

minute planning period per day. Whenever possible, the tested content areas have a common planning 

period, allowing those departments to work collaboratively as needed.  
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Student Support Services 

Mena Middle School believes social-emotional (SEL) support is an important facet of the school day. SEL 

support services are primarily provided through the school counselor and a behavior specialist. The 

behavior specialist spends most time with higher need students. Currently, services to sixth graders are 

generally pull-out, meeting in a space outside the classroom. The seventh-grade family and consumer 

science course, which all students have for one semester, focuses heavily on SEL. In 8th grade, more time 

is spent on career development and exploration.  

As mentioned previously, some social-emotional support is provided during the Achieve period and the 

school is currently exploring whole child models to integrate into the school day, as Mena sees SEL as an 

area of potential growth to better address whole child needs. A SEL committee, made up of the 

counselor and a couple teachers, is working to make SEL more intentional this year and exploring 

potential models. As with the ZAP program, school leadership believes it’s vital to take the time to 

explore the options and make sure whatever program is implemented is not implemented in an off-the-

shelf fashion, rather that it is designed and customized to the unique needs of the school’s population. 

Case Study School Summary: Oscar Hamilton Elementary School  
Background 

Oscar Hamilton Elementary School is a 

school of 261 students, in kindergarten 

through sixth grade, in the Forman School 

District. Located in Southwest Arkansas, the 

town of Foreman is near the Oklahoma 

and Texas borders. Foreman is a small town of approximately 1,000 residents; the school serves 

Foreman and students from surrounding towns. The local cement plant is the only major industry in the 

community and many residents work in Texarkana or neighboring towns, primarily in paper mills, 

chicken farms or the logging industry.  

Seventy-four percent of students are FRL. Approximately four percent of students are ELs, which is a 

significant increase from ten years ago, when the school had no or very few ELs. Many of the school’s EL 

students come from families who come to work in the cement plant, which was built about 10 years 

ago. The school’s special education population have increased rather consistently year to year, and 

currently is around 13.5 percent. 

Approximately seventy percent of students are White, 15 percent are Black, and nine percent 

are Latino. The school’s enrollment is somewhat steady, while some families move and in out, overall, 

the school does not struggle with high mobility during the school year. The school boasts a 95 percent 

attendance rate. Average class sizes vary across the grade levels but tend to fall in the range of 15 to 20 

students per class. The school was designated a 2019 “Beating the Odds” school by the University of 

Arkansas, Office of Education Policy in Math, ELA and Overall.  

Oscar Hamilton Elementary School Demographics (19/20) 
Enrollment 261 
FRL % 74% 
English Learner % 4% 
Special Education % 16% 
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School Leadership and Culture   

Oscar Hamilton Elementary is a school where students feel safe and welcome. A benefit of being in a 

small community is that school staff know the parents and extended families of students at the school, 

and there is a belief that the community and school are working together toward a common goal. Oscar 

Hamilton staff believe the key to the school’s success is its belief in high-expectations and excellence for 

learning – for both students and teachers – but believe it is critical to build relationships and rapport 

with students first, before holding them accountable to the expectations.   

Oscar Hamilton’s administrative team strongly believes that their teachers are the number one resource 

that impacts student success. The principal is well respected and highly regarded by staff in the building. 

Teachers have autonomy within their classrooms – they have the freedom to teach as they believe best 

suits student needs, while knowing that the principal is supportive and a great sounding board to work 

collaboratively with to problem solve as needed. The school utilizes a growth mindset and is constantly 

seeking to improve instruction and practice for student success. This growth mindset extends 

beyond the staff and includes regular celebrations of student growth such as extra recess, popsicle 

parties, recognition on the wall, and receiving charms from the principal for meeting learning goals.   

Instruction, Intervention, and Assessment/Data Use  

A key feature of Oscar Hamilton’s schedule is a daily morning RTI period, where students receive 

instruction in small groups based upon analysis of student-level data. Students are organized for 

instruction differently, based upon grade level. Students in kindergarten through second grade are in 

self-contained classrooms with their designated teacher. The school is departmentalized in grades three 

through six, where students see different teachers in different content areas, with 90-minute blocks for 

literacy and math. In the upper elementary grades, student data is used to determine class placements 

to ensure an appropriate mix of students so teachers are able to focus on the needs of students and 

differentiate instruction appropriately.   

Oscar Hamilton teachers know and teach to the state standards – those serve as the foundation – and 

teachers build on them with curricular and other resources. School administration and teachers believe 

that more important than the specific curriculum offered, the key to Oscar Hamilton’s success is 

its belief in high-expectations and excellence for learning – for both students and teachers. Several 

computer-based programs are used at the school, including IXL, DIBELS, Moby Max and Study Island. 

Oscar Hamilton has adopted the Wonders reading curriculum, Eureka Math and Pearson Interactive 

Science program. Additionally, the school places a high value on phonics, and uses the Phonics First 

program to build phonemic awareness. It also utilizes the Haggerty and Science of Reading programs, 

and the Sunday program especially for its dyslexic and EL students.  

Regular assessment and progress monitoring are an integral part of Oscar Hamilton’s approach to 

student achievement. When asked how teachers use data to inform instruction, the response was, “How 

do we not use data?” Teachers follow an approach of progress monitor; reteach; progress monitor. They 

also create individual plans to better track student growth and need areas. Teachers noted that it is a 

difficult process, but worth it to achieve student growth and success. For assessments, Oscar 

Hamilton uses the NWEA Maps K-2 assessments three times per year and the ACT Aspire interim and 
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summative assessments. It also utilizes the DIBELS assessment, which was noted to be especially helpful 

for developing RTI student groups. A school-wide improvement plan goal to increase reading scores last 

year provided a clear focus on using available data to inform instruction and educational 

strategies. Teachers regularly review data and collaboratively decide which students need interventions, 

how to best group students, and when to move students in and out of various groups. A shared 

leadership system exists among all teachers for evaluating student data, and following each 

administration of the interim assessments, the school has a “data day” where all teachers discuss the 

data, which drives the school’s RTI process. Teachers also look at their students’ data during weekly 

collaboration time.  

Oscar Hamilton has a strong RTI process in place, with daily dedicated RTI sessions, during the first 

period of the school day. Students who have been identified for RTI meet in small groups with certified 

teachers to work on whatever skills they may need additional work on. Students not requiring RTI are 

able to receive assistance with their work from the activity/elective teachers and aides. The RTI grouping 

are very fluid, students are monitored and can move in and out of RTI groups throughout the school 

year. English Learners typically stay with their classes most of the day; the school prefers to push-in 

additional supports to EL, rather than pulling them out of class. For those EL students that require 

additional supports, they will take them out of class 3 times per week for 30 minutes, and typically use 

the Sunday program for additional language acquisition opportunities.  

Staffing and Professional Development  

As previously noted, Oscar Hamilton highly values its staff. Teacher turnover at the school is low; 

occasionally teachers will leave for a Texas district just over the border, but they often seek to 

return. The majority of the staff is full time at Oscar Hamilton; three positions are shared with the high 

school: art, physical education, and one special education teacher. Every grade level has a common 

planning period, and in the departmentalized upper elementary grades, content-area teachers have a 

common planning time at least once per month. Professional learning communities meet weekly.  

Professional development topics are based on the school’s needs assessment, teacher growth plans and 

the district growth plan. Oscar Hamilton sees its own teachers as experts and will often use its own 

teachers for professional development sessions, to share their areas of strength and expertise with 

others in the school. The school will often utilize their education services cooperative to provide 

professional development on specific topics of interest to the staff. Three professional development 

topics the staff pointed to as particularly helpful for improving student learning were on formative 

assessment and the importance of using it daily to improve instruction; the RISE training; and a study on 

the growth mindset, which had a big impact on how teachers approached students and their learning.   

Student Support Services  

In addition to instructional resources, the school also provides social-emotional support through 

counselors and character education. Beyond the school’s intentional efforts to create a positive culture 

and build relationships between school staff and students, additional student support services are 

available at Oscar Hamilton. The school’s full-time counselor is available to anyone in the school 

community (students, parents, teachers and school staff). A mental health counselor also comes to the 
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school three days per week. Students can be referred for counseling services, however they are 

provided outside of the school budget, so services must be billed to Medicaid or to 

private insurance. School staff believes these additional support services are helping students be 

successful in the classroom.  

Case Study School Summary: Paragould Junior High School 
Background 

Paragould Junior High School is a school of about 485 

students in 7th and 8th grade in Paragould School District in 

the older area of Paragould. The school is located eleven 

miles from the Missouri boarder and 70 miles from the 

Tennessee boarder (Northeast region of the state). Paragould 

is a large manufacturing town where majority of the student’s families work in the factories. Most of the 

families are not your traditional two-parent families. Students will live with grandparents, older siblings, 

or with one parent. Additionally, many families rent and move quite often leading to a higher rate of 

student mobility. 

Seventy-one percent of students are FRL, 6 percent are EL, and 68 percent are special education 

students. Eighty-one percent of students are White, 6 percent are Black, and 6 percent are Latino. The 

demographics of the school has changed over the years. The school used to mainly be Latino students 

making up the EL population, now the school is seeing an increase in Middle Eastern students. 

Additionally, the school is seeing an increase in Black students. The school has a 93 percent attendance 

rate. Average class sizes in the school are about 17 students.  

School Culture and Leadership  

The administrators and teachers work as a team. The administrators trust the staff and hold them 

accountable. The principal believes the key to success is to hire qualified and caring teachers. Every 

teacher in the school goes above and beyond. The school has four leadership committees that will have 

multiple meetings throughout the year to address school climate, curriculum, safety, and parent 

engagement. There are six to eight teachers on each committee as well as certified and classified staff. 

The school also believes in holding students accountable. Paragould Junior High has a schoolwide 

discipline plan that has led to more instructional time by decreasing the number of office referrals, 

suspensions, and providing a safe and orderly learning environment. There are four schoolwide rules: 

1. Be on time and be prepared for class. 

2. Keep hands, feet, and objects to yourself. 

3. Follow directions the first time they are given. 

4. Be respectful to yourself, your classmates, and your teacher at all times.  

Additionally, the school has a rewards system where if a student only receives one detention and no 

office referrals in nine weeks the student gets an event such as dodgeball, karaoke, or pizza party.   

Staff intentionally work to create a feeling of trust with their students and to develop meaningful 

relationships with them. This provides a safe place for students to share any issues they experience 

Paragould Junior High Demographics 
Enrollment 485 
FRL % 71% 
English Learner % 6% 
Special Education % 16% 
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outside of the school walls and to get needed support. The staff also works closely with parents to make 

sure students are receiving the resources they need. 

Instruction, Interventions and Assessment/Data Use 

Paragould has a number of different instructional approaches and interventions to meet the different 

needs of its students. Schoolwide, a Zeros Aren’t Permitted (ZAP) program is employed. If a child does 

not turn in their homework for the first time, they can turn it in the next day. If a child does not turn in 

their homework for the second time, they go to lunch detention where they work on their homework 

and cannot use their cellphone. Staff believe that this program has really enhanced the students grades 

and understanding of fundamental skills. 

The school started has also started a reading lab class for students that are at the 5th and 6th grade 

reading level. A classified staff member will read a novel with comprehensive questions and work 

through solving them with the students. 

Imagine Math and USA test prep are used to help students who need remediation in certain areas. 

There are after school and lunch tutoring offered to students. Students can attend an hour after school 

two days a week or attend lunch tutoring during the school day. Additionally, parent involvement is very 

important. The school will reach out to parents if the students is struggling to schedule an in-person 

meeting.  

For special education students, the school provides a resource room with three teachers and one self-

contained teachers. The resource teachers use Imagine Learning for levels K-6 and have found it helpful 

because it gives the students a feeling of success and a desire to keep learning.  

Regular assessment and progress monitoring are also an integral part of Paragould Junior High. The 

teachers and leadership team look at ACT Aspire scores for focused remediation. Remediation is usually 

provided during first period. Additionally, the school uses Edulastics for common assessments in English 

and math four times a year to identify areas of weakness and improvement. Aspire data is used for 

science data.  The data is also used to update the pacing guide and allows the school to see where 

students are struggling. 

Staffing and Professional Development  

Teachers work in subject-level teams and each subject-level has a planning period. Each day the teams 

have the option to meet for 50 minutes to discuss curriculum and student achievement. The content 

teams are not required to meet because the school relies heavily on PLC teams instead of content 

teams. The PLC teams meet a few times a week to look at data and see the percent of students that are 

meeting benchmarks. Districtwide the junior high school has the lowest turnover. The area with the 

highest turnover is special education and the school similar to its counterparts in Arkansas has a hard 

time recruiting special education teachers.  

Paragould Junior High School provides a variety of avenues for its staff to receive professional 

development. The staff receives 24 hours over the summer and 12 throughout the school year. A 

portion of those hours are from the state. The state requires so many hours in cores content areas, for 
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those hours the school will use their education services cooperative or the state. The additional hours 

the teachers can chose amongst a group of topics. The school first asks the district if it will cover the cost 

of the selected PD opportunity, otherwise the school uses will use discretionary funds from its budget. 

Case Study School Summary: Riverview High School  
Background 

Riverview High School is a 9-12 school of 375 students 

located in the town of Searcy, Arkansas in the 

Northeast region of the state. While the high school is 

in the town of Searcy, is not in Searcy School District. 

Instead, the high school is a part of Riverview School 

District, which is a consolidated district of about 1,200 students covering 1,900 square miles. About 10 

percent of students do not live in the district. Compared to the town, many of the communities that the 

school supports have few businesses or industries.  

Riverview High School is diverse school for the area with a growing Latino population. In 2019/20, 68 

percent of students were white, 16 percent were Latino, 10 percent were Black, and 6 percent were two 

or more races. Nearly 70 percent of students were FRL and 10 percent were EL students. Ten percent of 

students received special education services.  

Average class sizes are about 25 students. 

School Leadership and Culture   

School leadership described their work to shift the school culture to becoming a student-centric school 

and indicated that it is an ongoing process that they are still engaged in. Being student- centric means 

making every decision about what is best for students. Leadership said teachers are really good at 

reaching out to the kids, parents, and leaders of the district. Leadership strongly believes in equity for all 

students and that all students can learn and be successful. The school has experienced challenges with 

turnover at the district level, with four different superintendents in 8 years, and a fifth superintendent 

coming on during the summer of 2020. While there is low volunteer support, there is a lot of support for 

athletics and clubs in the community. The school also has community partnerships with the local food 

bank, churches and a university to provide meals and resources to students.  

Instruction, Intervention, and Assessment/Data Use  

The high school used to be structured to offer a full eight- period day every day but has moved to a 

modified flex schedule with eight periods three days a week, then two days of the week having only five 

periods. This allows time for built in remediation. Further, the school tries to ensure that a student can 

take everything they want to take, which is very difficult in a small school. AP and concurrent enrollment 

can be particularly challenging to offer. However, the school allows all students to AP/honors courses so 

that students can challenge themselves. 

The school has started using NWEA MAP three times a year in core subjects grades 9-11 and are working 

on how best to leverage this data. Staff utilize a data wall with MAP results for each student, then meet 

Riverview High School Demographics (19/20) 
Enrollment 375 
FRL % 69% 
English Learner % 10% 
Special Education % 10% 
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every nine weeks on student performance, attendance, and goals. The staff then use this data to 

identify instructional gaps to address. For example, after reviewing their data staff found that students 

tended to have lower reading achievement, so they embedded literacy across all classes and every 

department now has a common literacy assessment.  

Leadership emphasizes that poverty is not an excuse for poor student performance, but there are 

realities to poverty that must be addressed first for students to be successful. This includes addressing 

their physical and emotional needs, such as through their second chance breakfast program, providing 

mental health therapy on campus, and providing one-to-one technology that they can take home. The 

school also focuses on teaching life skills and self-sufficiency. Additional support is offered outside of the 

school day through a 21st century after school tutoring program which provides academic support, food, 

and transportation home. There is also credit recovery summer school for students that need it. 

To serve English Learners, the school has an ESL teacher to support higher need (Levels 1 and 2 on the 

ACCESS assessment) ELs through pullout intervention. There is also an ESL paraprofessional who helps 

during remediation time and 21st century after school tutoring. Staff believe that strength in home 

language makes for better ESL learning, so they have books in home languages. 

Staffing and Professional Development  

The junior high school is connected to the high school, so there are a number of shared staff positions. 

Coaches, in particular, are often shared. Staff at the school are fully certified with an average of seven 

years of teaching experience. There are over 30 certified staff members at the high school, with an 

average of about 5 teachers leaving a year, mostly due to retirement. 

The school started PLCs three years ago with PLC teams meeting once a week. Teachers are grouped by 

grade level cores with common planning time so they can talk about the same group of students. Fine 

arts staff are also grouped together, and CTE staff are grouped together for PLCs. Once a month, cross-

grade core content areas also meet together. Teachers receive other PD during the summer (a total of 

10 days), with about half of PD used to address state requirements. About 1-2 days are led by school 

staff and the rest are through the district and state. Often at least half a day of school-led PD is just 

building culture. 

Student Support Services  

Riverview School District has an RN for the district, who is housed at the high school. There are two 

counselors specifically for the high school, with the 11th-12th grade counselor focusing on college and 

career preparation, and the 9th-10th dealing more and more with student mental health. The school has 

identified and uses a specific social emotional curriculum developed by another state. Leadership said 

they might turn back to outside agencies to provide mental health support, but the issue has been that 

those outside agencies will not serve students who cannot pay so students who do not have Medicaid 

are left out of receiving services. In the 2019/20 school year, the school was able to provide service to 

12-15 students, compared to the 20-40 students that received support in the prior year. The school is 

exploring telehealth options.  
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Case Study School Summary: Theodore Jones Elementary School 
Background 

Theodore Jones Elementary School is a 

kindergarten through fourth grade school in the 

Conway School District in the Central region of the 

state. The school is predominately minority with 35 

percent Black, and 12 percent Latino, and 46 

percent White students.  Sixty-eight percent of students are eligible for FRL, while 8 percent are EL, and 

16 percent are special education students.  

The school serves students from the largest geographic area in the district. Theodore Jones students 

come from a large geographic footprint with families working in multiple industries including at the 

University of Central Arkansas (UCA). The school has a very transient population with shifts in 

enrollment by grade happening frequently. Recently, the school lost two full classrooms of students 

between kindergarten and first grade. The school is also seeing growth in its EL population over the last 

decade with most EL students coming from the Hispanic community.  

School Culture and Leadership 

The school leadership and staff ensure that all students are known. Families are often multi-generational 

with parents and even grandparents having gone to the school. Knowing students includes not only 

what they need to learn, but how they learn. Days start with community circles to allow for a check in 

with each student. Teachers are always collaborating on the best ways to help students. Teachers reach 

out to one another when faced with a challenge, including reaching across grade levels. 

The leadership team includes the principal, assistant principal, and two instructional coaches. This team 

sets the tone to make things fun in the school including dance party Fridays, popcorn, and cotton candy. 

They celebrate staff in a number of ways including the Marigold Teacher of the Month, which is 

presented publicly every month. Leadership understands that relationships are the number one priority 

in the school, and they facilitate this in any way possible.  

In addition to the leadership team, there is a building advisory committee which includes a 

representative from each grade level. This group helps with the yearly planning for the school.  

Instruction, Interventions and Assessment/Data Use 

The school prioritizes class creation as part of ensuring success with students. This process begins with 

class list day where teachers collaborate to set each classroom roster. Current teachers help to build 

these class lists which allows them to front load information on each student for the upcoming teacher. 

Classrooms are then created in a balanced manner considering gender, skill levels, and learning styles.  

Every classroom has Tier 2 interventions within its regular schedule. All teaching staff are part of 

working with these small groups including specials teachers. There is even a group of dads, the Watch 

Dog Dads, who come in and work with students in the lower grades some years. The goal is to pull a 

small group of students with a similar skill gap. Groups are very flexible with students moving between 

Theodore Jones Elementary Demographics (19/20) 
Enrollment 461 
FRL % 68% 
English Learner % 8% 
Special Education % 16% 
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groups as the data shows progress on a skill.  The school has embraced the state’s RISE work and is 

ahead of the curve with the program. The RISE work was implemented a year early and has changed 

how the school does small groups.  

The school uses NWEA, DIBELS, ACT Aspire, and Acadience for assessment data. Interim assessments are 

given twice a year for K-4. Progress monitoring is done every two weeks utilizing DIBELS and classroom 

assessments. Tier 2 intervention groups are guided by the data produced through the assessment 

system, allowing for the movement in and out of groups. 

Theodore Jones provides additional interventions for struggling and EL students. The school has both 

before and after school programming for students identified as needing additional help. Students are 

matched with teachers to work on skill development. Since many students arrive early for breakfast this 

time is used for intervention, with other students served before buses arrive in the afternoon. About 30-

35 percent of students participate in the additional programming.  

Theodore Jones pushes support into classroom for new EL students to ensure they are comfortable in 

the classroom. The school uses methods that will be advantageous to all students, with a focus on oral 

language. This is part of the morning circle for each classroom. The school also tries to ensure EL 

students are grouped with a bilingual student so they have someone to help them in their native 

language in the classroom. 

Staffing and Professional Development 

Theodore Jones has low teacher turnover and shares a few staff positions with other schools including 

the EL teacher, speech pathologist, resource teacher, and interventionist. Grades K-3 are set up in a 

traditional elementary model with teachers teaching all core subjects, while fourth grade is subject area 

based. Teachers have a planning time and meet in grade level teams at least weekly.  

One week a month includes more intensive work on students. Each grade meets three times, with a 

meeting to prepare for work with a member of the leadership team, a meeting with that leader, and 

then an additional planning meeting. The focus is on the students in the grade and how to best serve 

them.  

Student Support Services 

Theodore Jones has a fulltime counselor whose goal is to spend 90 percent of their time with students, 

and a fulltime nurse to serve students. The school is able to provide dental care through the local 

children’s hospital. In addition, the district health clinic is available to students. The school has access to 

two mental health providers, though they mentioned that staff could use more training in good mental 

health strategies.  
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Case Study School Summary: Weiner Elementary School 
Background 

Weiner Elementary School is a very small K-6 school in 

the Harrisburg School District in the Northeast region of 

Arkansas. In 2019/20 the school served 108 students. 

The school has 87 percent White students, 3.7 percent 

Black, and 6.5 percent Latino. Nearly 70 percent of 

students are FRL, 2 percent are EL and 23 percent are special education – a much higher than average 

percentage. Weiner is the only school in the community with the high school closing a few years ago. 

The school is part of a farming community that has seen shifting demographics as farming changes. 

School enrollment has declined over time as less families work the farms and the number of students 

from economically disadvantaged backgrounds has grown.  

The school is an Innovation School and was one of just 12 schools to receive this designation in the year 

they applied. The school was a 2016 Blue Ribbon School and has won several awards in 2019 from the 

University of Arkansas for growth and “beating the odds.” 

Weiner Elementary School’s average class size is around 16 students. 

School Culture and Leadership 

Staff repeatedly mentioned the family feel of the school. The small size of the school is important and 

allows for a focus on the whole child. Staff are able to build strong relationships with each other, 

students, and families. Members of the staff live in the community and are sure to be seen, helping 

grow the connection between the school and the community. Staff rely on one another for support and 

know they can go to anyone in the school for help. Teachers work with each other to ensure they can 

best support students.  

The principal is the leader of the school but believes in shared leadership. This includes working with the 

GT coordinator and digital learning facilitator.  Teachers are trusted and administration supports them. 

Staff are encouraged to highlight what isn’t working and administration will get them what they need.  

Instruction, Interventions and Assessment/Data Use 

The school has very high standards for all students. When the staff were applying for innovation status, 

the developed a model in the image of their dream school. The school utilizes a number of waivers to 

implement the program in such a small setting. This includes providing Spanish without a licensed 

teacher, the Spanish offerings include some for high school credit. The school does not technically have 

a library and provides art and music instruction in the classrooms.  

Teachers use co-teaching for math instruction, with up to three teachers in the classroom at one time. 

This allows students to work with teacher on specific skill needs. Weiner also utilizes peer tutoring, 

matching students with needs to students that have mastered the skill. The small setting allows for lots 

Weiner Elementary Demographics (19/20) 
Enrollment 108 
FRL % 69% 
English Learner % 2% 
Special Education % 23% 
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of small group instruction. The staff knows each child and holds them to the school’s very high 

standards.  

The school uses iReady and DIBELS to monitor students and identify skill gaps for kids. Weiner uses a 

data wall, and each teacher owns their students’ data. The success of students is owned by all staff 

members.  

Weiner provides after-school programming three days a week for 40 minutes. This time includes 

homework and tutoring help. In addition, teachers will find time, often during specials classes, to pull a 

student who needs extra help. Morning programming is more focused on extensions and peer 

mentoring.  

Staffing and Professional Development 

Weiner has very low teacher turnover, with the school having the same staff the past five years. They do 

not share any staff with other schools. The school uses platooning, with one teacher focused on math 

and one on literacy. There is just one teacher teaching each subject per grade level, teachers are 

expected to be masters of their craft.  

Teachers have common planning time at least twice a week. Grades 3 through 6 teachers meet to 

ensure vertical alignment across grades and then grade level teachers also meet together. In house 

professional development has focused on student data, with all staff helping identify what is needed for 

students. The school focuses outside professional development on the needs of teachers, with the 

school paying for opportunities teachers identify. Weiner also relies on the education service 

cooperative to deliver some professional development.  

Student Support Services 

Weiner is able to provide group counseling one a day week for kids. Counseling focuses on the growth 

mindset in grades 4-6, utilizing both online and in-person programming. Character development is the 

focus for the lower grades. The school also has access to school based mental health services that are 

available to all students regardless of the ability to pay. The small setting allows the school to address 

the needs of students. 
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Appendix 7: College and Career Readiness 

Examples of Actionable CCR Definitions from Other States 
Maryland 
In Maryland, college- and career-readiness includes mastery of rigorous content knowledge and the 

abilities to apply that knowledge through higher-order skills to demonstrate success in college and 

careers. This includes the ability to think critically and solve problems, communicate effectively, work 

collaboratively, and be self-directed in the learning process.  
 

More specifically, a student who is college- and career-ready should:  

• Be prepared to succeed in credit-bearing postsecondary introductory general education courses 

or in industry certification programs without needing remediation. 

• Be competent in the Skills for Success (SFS), including learning, thinking, communication, 

technology, and interpersonal skills. 

• Have identified potential career goal(s) and understand the steps to achieve them 

• Be skilled enough in communication to seek assistance as needed, including student financial 

assistance. 

 
Ohio 
Ohio’s college- and career-ready definition is to ensure all students ‘Start Ready and Graduate Ready’ 

from their PreK–12 learning environment, qualified for success in a degree or credential-granting 

postsecondary education program, without remediation, and advanced training for a career of choice. 

Student readiness for college and careers includes: 

• Content Knowledge: A deep core-content knowledge in academic and applicable technical 
content; 

• 21st Century Skills: The effective use of academic and technical skills (e.g., research, problem-
solving, systems thinking); 

• Readiness Behaviors: The acquisition of readiness behaviors such as goal-setting, persistence, 

and resourcefulness;  

• College and Career Survival Skills: The acquisition of knowledge and skills needed to navigate 

successfully within the world of higher education and world of work. 
 
Massachusetts 
Massachusetts students who are college and career ready will demonstrate the knowledge, skills and 

abilities that are necessary to successfully complete entry-level, credit-bearing college courses, 

participate in certificate or workplace training programs, and enter economically viable career 

pathways.  
 

In order to meet this goal, the Commonwealth has defined a set of learning competencies, intellectual 

capacities and experiences essential for all students to become lifelong learners; positive contributors to 

their families, workplaces and communities; and successfully engaged citizens of a global 21st century. 
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Beyond achieving college and career ready levels of competence in English Language Arts / Literacy and 

Mathematics, all high school students should: 

• Develop a foundation in the academic disciplines identified in the MassCore course of study, 

• Build competencies for workplace readiness as articulated in the Integrating College and Career 

Task Force Report, and  

• Focus on applying academic strategies to problem solving in diverse professional and life 
contexts, appropriate to individual student goals.  
 

Massachusetts has developed specific curriculum frameworks and essential learning items in each area. 

College and Career Readiness Indicators, Early Childhood Education through 12th 
Grade 
The following tables from the College & Career Readiness & Success Center at American Institutes for 

Research’s (AIR) November 2013 report Predictors of Postsecondary Success identify indicators, 

predictors, and other potential factors of future success at grade spans ranging from early childhood 

education through high school. 
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Appendix 8: District, School and Class Size 
This appendix for Chapter 8 provides additional details on four areas: 1) class size policies, impacts these 

policies have on school sizes, and facilities master planning in Arkansas and comparison states, 2) 

consolidation of districts and alternatives to consolidation, and 3) Educational Service Cooperatives 

(ESCs) in Arkansas and best practices for ESCs nationally. 

Class Size Policies, Impacts on School Sizes, and Facilities Master Planning 
Over many decades, public education decision-makers have decided to reduce the number of school 

districts and schools to meet the objective of improving the quality of educational programs. States vary 

in organizational structures for public education—some states have countywide systems, while others 

have over 1,000 school districts. Geography and land settlement practices have resulted in states facing 

different circumstances. 

Only a few states have addressed school size by adopting specific laws, regulations, or guidelines. Many 

more have master planning and school construction approval processes that advise and control school 

design decisions and influence school size in both new construction and renovations of existing 

buildings. These processes establish the types of spaces needed in a school, the student capacity of 

each, and the recommended size of each space in square feet. Although these are often 

recommendations rather than requirements, the funding share provided by states is generally set on the 

overall student capacity of the school, as calculated by these size and space requirements. State funding 

mechanisms differ.  

As in other states, practical and legal considerations drive decisions in Arkansas on school size. Additions 

and renovations to maintain and update existing school buildings are subject to district-wide enrollment 

projections, when sometimes enrollments are changing at the neighborhood level within a district. As 

enrollments change, it is difficult to assign students to rooms or courses and achieve the maximum class 

size, as set by state processes. Educational standards change with state and federal laws in areas such as 

special education, thus imposing restrictions on building capacity and utilization and frequently 

requiring extensive construction and renovation to meet the needs of a modern educational system. 

State-to-state comparisons and other data in this section can help Arkansas’s public policymakers 

determine if they need to make changes to the guidelines that help determine the learning environment 

experienced by students, their teachers, and the many other people working in public education. 

Relationship between Enrollment Projections, Class Size, and School Capacity 
(Enrollment Size) 

While few states have specific laws or regulations on school size, many states influence school size 

decisions through a combination of guidelines, programs, and processes. Most states have an 

educational facility master planning process and professional staff at the state level who guide school 

districts through the process. A separate school construction planning process is followed when the 

master plan and enrollment projections justify a school construction project. Most school construction 

design and approval processes start with educational specifications that set the design requirements to 
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meet the desired educational program. The school construction planning process implements the 

educational specifications by determining the number of spaces needed of various types ranging from 

regular classrooms to chemistry labs and gymnasiums. State school construction review and approval 

processes establish the student capacity of classrooms and other spaces as well as the recommended 

square footage of each type of space.  

The projected enrollment is the primary factor used to determine the number and types of spaces a 

school will need. For example, an elementary school for 400 students in Arkansas would need 16 regular 

education classrooms, each with a maximum capacity of 25 students and a minimum of 850 square feet 

per classroom. Many states reduce the classroom capacity if the room is less than the standard size. 

Other instructional spaces, such as those for special education or tutoring spaces, would have a capacity 

of 10 or 15 students and size requirements ranging from 400 to 1,000 square feet. These standards and 

approval processes apply to new school construction as well as additions to existing schools. When 

designing an addition and renovation of an existing school to meet enrollment projections, a capacity is 

assigned for each space, meeting square footage requirements in the existing school. Then the proposed 

capacity of the new spaces is combined with the existing space capacities to accommodate projected 

enrollments.  

A distinction is made in several states between requiring and recommending class sizes that determine 

the size and enrollment capacity of a school building. In some states, the state share of funding for a 

school construction project is set by the required class size. States offer other types of school design 

guidance, including educational design standards and specifications. In Arkansas, this guidance is in the 

form of a series of “space plates,” which are graphical representations of the size, layout, fixtures, and 

equipment recommended for selected spaces as well as their location in relationship to other spaces. 

Most states employ school architectural experts to review and advise on school construction plans. A 

few states provide prototype or model school designs. 

School size can also be restricted by laws and regulations of local government and other state agencies. 

Local zoning and land development regulations may limit the school capacity due to requirements for 

maximum lot coverage, parking, traffic circulation, playgrounds and athletic fields, and other site design 

features. State, county, and municipal water and sewer regulations may limit the size or prohibit 

expansion of a school if the utilities cannot expand service to accommodate increasing capacity in a 

school. Stormwater management requirements may also limit school size and capacity. Compliance with 

zoning and municipal, county, and state planning approvals that establish site size, school size, 

community use spaces, and other factors can preclude renovation and additions to older schools. 

Class Size Requirements Impact on School Size  

In Arkansas, as in many other states, class size is governed by school district policies, budget 

development guidelines, collective bargaining agreements, state and federal requirements for special 

needs programs, and other mandates. When these class size standards are applied to an existing school 

building with various types of classrooms and other spaces, the total capacity of the school can be 

determined. But enrollment at a grade level can change from one year to the next. For example if a class 

size is set at 25 and 50 students are enrolled, two classrooms are required. Three classrooms would be 



 304 

required if the following year’s enrollment at that same grade level changed to 55. That occurs only if 

the class size guidelines are seen as set maximums, however, and are not overriden by assignment of 

instructional aides or other measures. As educational program requirements change, particularly in 

special education, space previously designed and used for regular education classrooms at 25 or more 

students per classroom are often converted for use by programs that require fewer students in each 

room. For these reasons, school capacity can change over time and even annually based on fluctuating 

enrollments. In schools with declining enrollments, districts often use classrooms below their original 

design capacity.  

 
Class size guidelines in Arkansas have been established for different purposes, including both school 

construction planning and state funding. The variations are minimal between the class size guidelines 

that establish capacity and enrollment size in the Program of Requirements used in facilities planning 

and the matrix funding levels, as shown in Table 8.A.1 below.  

Table 8.A.1: Comparison of Class Size, Student-Teacher Ratio, and Maximum Class Size  
for Facilities Planning in Arkansas 

 

Class Size 

Student-
Teacher Ratio 

for Matrix 
Funded Ratios 

Facilities Planning 
Manual-Program of 

Requirements 
(maximum class size) 

Standard Size 
(Square Feet) 

Kindergarten 20 20:1 20 1,000 
Grades 1-3 Average of 22, 

Maximum of 25 23:1 25 850 

Grades 4-6 Average of 25, 
Maximum of 28 25:1 28 850 

Grades 7-8 Maximum of 30 25:1 30 850 
High School Classroom Maximum of 30 25:1 30 850 
Specialty Classrooms 

  
Minimum of 1, plus 1 for 

each 500 to 1,000 
students 

900 to 1,400 

Special Education, Self-
contained Classroom   Two rooms required for 

1,000 students and 
above 

850 

Special Education, 
Resource Room   450 

Speech Therapy   350 

Educational Facility Master Planning in Arkansas 

In Arkansas, school districts are required to maintain an Educational Facility Master Plan (EFMP), which 

is a six-year plan that must be updated every two years in accordance with the Arkansas Public School 

Academic Facility Manual. The EFMP includes several key components, including anticipated enrollment. 

Enrollment projections are updated annually by the Arkansas Department of Education through a 

contracted service. According to state officials, these projections have proven relatively accurate in the 

past. The projections are based on county-level birth rates. Construction can be approved to the 

maximum capacity needed for the 10-year enrollment projections. Exceptions can be granted if a school 

board believes that projections are too high and will result in overbuilding and unnecessary expense. 
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The state shares the cost with the school district for approved projects through partnership funding. The 

state calculates its share using a complex formula, increased periodically through a facility cost index.  

The components of the school construction planning process are contained in written and online 

materials, including an online template to calculate room and size requirements. The program is 

described in the Public Schools Facility Manual, which is updated regularly. The contents of the manual 

and the purpose of each section are summarized below (bold font provides emphasis on size issues):  

• Purpose: Provide clear guidance to school districts and design professionals; provide uniform 

parameters for school construction balancing quality, cost, and time (construction schedule) 

• Chapter 1: How to Use 

• Chapter 2: Educational Facility Planning Concepts 

o School facilities must be responsive to a school district’s educational program, meeting 

current and future needs 

• Chapter 3: Education Framework 

o Broad principles associated with organizational, facility, program, and service issues, 

including grade configuration, school size, and class size 

o Design principles for high performance learning environments, special education, career 

education 

• Chapter 4: Site Selection and Design 

o Site access and traffic flow, drainage, play fields, playgrounds, fencing, lighting, exterior 

security 

• Chapter 5: Program of Requirements 

o Assists districts in establishing the size and quantity of instructional and support spaces 

for new facilities and additions 

o Identifies an overall size in square feet for a facility and spaces that must be included 

• Chapter 6: Program Space Guidelines 

o Contain space plates – graphic representations of information related to layout, 

features, fixtures, and finishes for each type of space 

• Chapter 7: Building Systems 
o Design and performance standards for systems including HVAC, electrical, computer 

networking, plumbing, security  

• Chapter 8: Safety and Security 

o Provides safety and security standards and guidelines 
 

Components of School Size Decision-Making 

The components of school size decision-making vary by state, as shown in Tables 8.A.2, 8.A.3, 8.A.4, and 

8.A.5. The information contained in these tables was developed by a thorough review of documents 

available online, with interviews with state officials to clarify some items. But states vary in their 

definitions and interpretations of some of these categories and how each category affects their 

approach to providing design assistance on school size factors as well as calculating the state share of 

funding. States exercise different approaches in the ways they influence and control local school board 
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decisions on school size and school construction design and approval. The primary purpose of reviewing 

the state and local relationship on school size and design was to identify best practices, which are 

discussed at the end of this report.  

Table 8.A.2: School Construction Planning, Approval, and Finance 

State Planning Requirement Approval Authority 
Educational Facility 

Master Planning (EFMP) 
Requirement 

Approval 
Authority by 

State 

Financial Share-
State and Local 
School District 

Penalties for Non-
Compliance with 

Guidelines 
Arkansas Yes Yes Yes  
Alabama Yes Yes Yes  
Delaware No Yes Yes Yes 
Florida Yes Yes Yes Yes 
Georgia Yes Yes Yes Yes 
Kentucky Yes Yes Yes Yes 
Louisiana     
Maryland Yes Yes Yes Yes 
Massachusetts Yes Yes Yes Yes 
Mississippi     
North Carolina Yes Yes Yes  
Oklahoma Yes Yes  Yes 
South Carolina No Yes   
Tennessee     
Texas Yes   No 
Virginia No   No 

 

Table 8.A.3: Size Guidelines 

State 
School Size 
Guidelines 
(Enrollment) 

Class Size 
Regulations 
(Maximum, 
Minimum, Average) 

Classroom Space 
Guidelines 

Space Size 
Guidelines 
(Square Feet per 
Student) 

Arkansas No Yes Yes Yes 
Alabama No  

 
No No 

Delaware No  Yes Yes No 
Florida Yes Yes Yes Yes 
Georgia No  Yes Yes No 
Kentucky No Yes Yes Yes 
Louisiana No 

 
No No 

Maryland No Yes No No 
Massachusetts No Yes Yes Yes 
Mississippi No Yes Yes Yes 
North Carolina Yes No Yes Yes 
Oklahoma No Yes Yes Yes 
South Carolina No No Yes Yes 
Tennessee No 

 
No No 

Texas No Yes No No 
Virginia No Yes Yes No 
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Table 8.A.4: Number and Size of Spaces 

Number and Size of Spaces 

 Student Capacity 
Guidelines Site Size Guidelines 

Required Spaces 
(Classrooms, 
Special Education, 
Common Spaces) 

Ratio of Required 
Spaces 

Arkansas Yes No Yes Yes 
Alabama No Yes No No 
Delaware Yes Yes Yes No 
Florida Yes Yes Yes Yes 
Georgia 

 
Yes 

  

Kentucky Yes Yes Yes 
 

Louisiana 
 

No 
  

Maryland Yes No Yes Yes 
Massachusetts Yes No Yes Yes 
Mississippi No Yes no No 
North Carolina Yes Yes Yes Yes 
Oklahoma No Yes No No 
South Carolina No Yes No No 
Tennessee 

 
No 

  

Texas No No Yes Yes 
Virginia No Yes 

  

 

Table 8.A.5: Design Assistance from State 

State 

Design Assistance 

By Educational 
Architects 

Employed by State 

Educational 
Specifications 

Required 

Design Guidelines by 
Type of Space 
(Layout, Size, 
Furnishings) 

Prototype Designs of 
Model Schools 

Arkansas Yes Yes Yes No 
Alabama Yes Yes No No 
Delaware Yes Yes 

  

Florida Yes Yes Yes Yes, innovative 
funding grants 

Georgia Yes 
   

Kentucky Yes Yes Yes 
 

Louisiana 
    

Maryland Yes yes Yes 
 

Massachusetts Yes Yes Yes Yes 
Mississippi No No No No 
North Carolina Yes Yes Yes 

 

Oklahoma Yes 
 

No No 
South Carolina Yes No No No 
Tennessee 

    

Texas No 
 

Yes No 
Virginia No 

 
Yes No 
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Comparison of Space Sizes and Student Occupancy: Arkansas and North 
Carolina 
Many states have adopted capacity and size guidelines to enable school districts to make better 

decisions about their buildings and school construction projects and to provide uniform funding support 

at the state level. Arkansas developed its Program of Requirements, which recommends the maximum 

numbers of students allowed in various types of spaces. The enrollment capacity of a school is 

determined by the quantity of spaces required of each type and the student capacity of each type of 

space. 

In Arkansas, to build an elementary school for 350 students who are distributed equally across 

kindergarten and grades one to six at 50 students per grade level, three kindergarten classrooms of 18 

students each would be required, along with two classrooms for each of the other six grade levels. This 

would require a total of 15 rooms (3 x 18 kindergarten yields a capacity of 54, plus 12 x 25 yields a 

capacity of 300, requiring a total of 15 classrooms) and result in a school with a total capacity of 354. 

Using the North Carolina standards of fewer students per room and larger rooms, kindergarten remains 

the same at 18 per classroom, but grades one to three would require three classrooms at 17 per room, 

while grades four to six would require two classrooms each at 26 students per classroom. In North 

Carolina, a 350-student elementary would take 18 classrooms (three at K, nine at grades one to three, 

and six at grades four to six). In addition to the three extra rooms at 1,000 square feet of space per 

room, the North Carolina size of spaces standards add 350 square feet per kindergarten classroom and 

150 square feet for grades one to three classrooms. This would call for an additional 2,400 square feet 

of space to the building. In total, North Carolina’s combined standards for students per classroom and 

size of space differences require adding 5,400 square feet to a 350-student elementary school. This 

comparison shows the importance of establishing the recommended standards balancing educational 

and financial objectives. 

Table 8.A.6 shows the standards for all types of classrooms in both states. 

Table 8.A.6: Arkansas and North Carolina Space Standards 

Type of Space 

Students per 
Classroom or 
Teaching 
Station, NC 

Students per 
Classroom or 
Teaching 
Station, AR 

Size of Spaces 
(Square Feet), 
NC 

Size of Spaces 
(Square Feet), 
AR 

Regular classrooms 
Pre-kindergarten 18 20 1,200 1,000 
Kindergarten 18 18 1,200 850 
Grade 1 17 25 1,000 850 
Grades 2-3 17 25 1,000 850 
Grades 4-5 26 28 850 850 
Grade 6  28  850 
Grades 6-8 26 30 950 850 
Grades 9-12 18 to 21 30 850 850 
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Type of Space 

Students per 
Classroom 

or Teaching 
Station, NC 

Students per 
Classroom or 

Teaching 
Station, AR 

Size of Spaces 
(Square Feet), 

NC 

Size of Spaces 
(Square Feet), 

AR 
Other teaching stations 
Art, elementary   1,200 1,200 
Art, middle school   1,400 1,200 
Computer classroom, elementary   850 900 
Computer classroom, middle school   1,000 900 
Computer classroom, high school   850 900 
Music   1,000 1,200 
Science, elementary   1,100 850 
Science, middle school   1,100 850 
Science, high school   1,200 850 
Science, Labs    1,440 
Science, high school chemistry   1,500 1,440 
Special education, resource rooms   450 450 
Special education, classrooms   450 450 
Workforce development labs 
Agriculture, trade & industry   3,000 3,000 
Trade and industry   2,500 3,000 
Technology   2,000 1,500 
Communications, miscellaneous   1,500 1,500 
Vocation classrooms   750 750 

 
Chart 8.A.1: Applying NC Elementary School Enrollment Size Guidelines to AR Elementary Schools 

 

North Carolina 
guidelines based 
on school climate 

North Carolina 
guidelines based on 
economic efficiency 
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Chart 8.A.2: Applying NC Middle School Enrollment Size Guidelines to AR Middle Schools (6-8) 

 

Chart 8.A.3: Applying NC School Enrollment Size Guidelines to AR High Schools (9-12) 

 

North Carolina: Timeline to Establish Ideal School Size Standards 

Establishing school size standards has taken many years in the states that have addressed ideal size. 

Recent North Carolina history illustrates how that state moved toward adoption of school facility 

guidelines that set ranges of ideal school size at each grade level configuration. The effort serves the 

North Carolina 
guidelines based on 

school climate 

North Carolina 
guidelines based on 
economic efficiency 

North Carolina 
guidelines based 
on school climate 

North Carolina 
guidelines based on 
economic efficiency 
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state’s goals of educating its children in safe, appropriate schools while assuring taxpayers that public 

funds are spent efficiently. North Carolina’s facility policies evolved over decades of work in the last half 

of the 20th century, but particularly in the late 1980s and the 1990s. Briefly, here is the timeline: 

• 1949 – Statewide bond issue passed to pay state’s share of building costs. Other bond proposals 
passed in 1953, 1963, 1973, and 1996. 

• 1987 – Public School Building Capital Fund approved and financed by an earmarked portion of 
the state’s corporate income tax. 

• 1987 – School Facilities Finance Act requires local boards of education to develop long-range 

organization and facility plans.  

• 1996 – General Assembly declares facility standards will become facility guidelines. State creates 

a Public School Facilities Task Force to describe minimum facilities to ensure program 

performance and long-term cost-efficiency (exceptions noted for science rooms to meet lab 

safety regulations).  

• “Guidelines are meant to provide strong direction for school design, while maintaining 

local control of that process.” 

• “... flexibility is essential to good design but cannot be allowed to become a means of 

lowering guidelines.” 

• “The facility guidelines do not replace the need for educational specifications … that 

should be developed to describe the education program to be implemented.” 

• 1998 – Deadline for completion of facility plans. Districts plans must develop updates every five 

years thereafter.  

• 2005 – North Carolina Education Lottery passed with a portion of revenues dedicated to school 

construction and class size reductions.  

• 2011 – Department of Public Instruction and State Board of Education issue guidelines 

identifying optimal school population sizes that will “offer excellent education programs that 

include a comprehensive curriculum …’’ 

• Elementary schools – 450 to 700 students 

• Middle schools – 600 to 800 students 

• High schools – 800 to 1,200 students 

• Research on school climate and safety suggest significant reductions in optimal student numbers 

• Elementary schools – 300 to 400 students 

• Middle schools – 300 to 600 students 

• High schools – 400 to 800 students 
 

School Size Policy Best Practices from Other States: Kentucky Example 
In reviewing the master planning and school construction guidelines and processes, certain best 

practices become apparent. In some states, public input is required at duly advertised public hearings 

and certain topics must be discussed, such as design efficiency ratios, cost factors compared to 

established limits, financial penalties for exceeding limits, and affordability based on limits to property 

tax increases. Transcripts of the public hearings as well as any subsequent written comments are 

submitted to Department of Education officials for their use in reviewing and approving projects for 
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state funding eligibility. If design efficiency factors or costs limits are exceeded, school boards are 

required to take formal action recognizing these decisions and explaining their decision to the public. In 

Arkansas, according to interviews with school officials, public input is informal at times when Master 

Plans are adopted, school construction plans are finalized, and school construction bids are awarded. 

This contrasts with states like Kentucky that have very formalized approaches to public input on school 

design. In Kentucky, every four years a local planning committee must develop a District Facility Plan and 

the state Department of Education reviews and comments on the plan. Those comments must be 

considered by the local committee at open public meetings.  

Enrollment projections are generally provided by the state government using the cohort survival 

method, which incorporates birth rates in the projections and bases future projections on past patterns 

of enrollment change as an age cohort progresses through the grade levels. Arkansas uses county-level 

birth rates, but some other state projections are based on municipal-level birth rates. As proven by the 

Great Recession, birth rates can decline as much as 30 percent due to economic uncertainty and 

variations in birth rate in areas within a school district. These variations mean that some attendance 

areas within a district can be growing while others are declining. Variations between years can also 

result in different sizes of age cohorts (students in a grade level) between years. In other words, 

enrollments may be growing at some grade levels and declining in other grade levels. 

Because expensive and difficult decisions about facilities and staffing are based on enrollment 

projections, it is best to utilize the latest techniques, including the use of geographic information 

systems with extensive demographic data that provide additional insight into enrollment change and 

reliability of enrollment projections. At this time, news reports are indicating higher birth rates due to 

the pandemic lockdown, whereas birth rates declined as much as 30 percent due to economic 

uncertainty in the Great Recession. Students born during the birth rate decline a decade ago are now in 

schools, resulting in significant fluctuations of enrollment as bubbles move through the grade levels. 

Therefore, it is important to understand the potential for enrollment growth at a local level in order to 

avoid expensive mistakes, such as selling an unused facility now when there is a possibility of needing it 

again soon. These spikes in birth rates, even if known in advance, require planning to accommodate the 

need for more space as well as more staff. If not anticipated with enough time to take appropriate 

actions, detrimental mistakes can occur.  

For many decisions at all levels of educational decision-making, it is helpful to calculate a capacity for 

each school, then maintain those calculations for school district and statewide planning. Online facility 

planning calculators, similar to Arkansas’s Program of Requirements, can be used to establish a school 

capacity for each school and by grade level configuration for all schools in a district. This allows analysis 

of projected enrollment compared to capacity at a district and school level. When combined at a 

regional or state level, the differences between school capacity and projected enrollment can assist in 

state-level policy discussions. These capacity and projected enrollment calculations allow consideration 

of sharing agreements between bordering districts when one district has excess capacity, and the other 

district needs capacity.  
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The Arkansas system also uses student classroom capacity standards, such as 30 students per high 

school classroom, which are often above actual student-teacher ratios. Also, the Arkansas system does 

not assign a capacity to specialized classrooms, including computer labs, music rooms, art rooms, 

science labs, gymnasiums, and other spaces. In other states, a gymnasium, for example, is given a 

capacity of 50 since the space provides two teaching stations. States that assign a student capacity to 

most spaces, use a utilization factor, such as 90 percent at the high school level, to reduce a total 

capacity figure to reflect the inability to schedule every room for every period of the school day. Since 

these capacity numbers are interpreted and used by many decision-makers at all levels throughout the 

school planning and design processes, it is valuable to have accurate space and capacity figures.  

The enrollment capacity of a school should reflect the realistic capacity of each space. If the capacity of 

small spaces is overstated, it can result in an actual utilization below the capacity assumed during the 

design process. For example, in Kentucky, model elementary classrooms of 800 square feet or more are 

given a maximum class size of 24 for grades one to three, 28 for grade four, 29 for grades five and six. 

Between 721 and 800 square feet, the capacity is reduced to 25 at the upper grades. Between 651 and 

720 square feet, the maximum class size is 22 and between 600 and 650, the maximum is 20 students. 

For the secondary level, 750 square feet is the model size with a base capacity of 25; 651 to 700 square 

feet for a maximum of 22 students; and 563 to 650 square feet with a maximum of 21 students. 

Secondary classrooms below 563 square feet may not be used as standard classrooms.  

Kentucky also sets minimum and maximum school enrollments by type of school, shown in Table 8.A.7. 

Table 8.A.7: School Size Ranges in Kentucky 

Grade Levels Minimum Enrollment Maximum Enrollment 
Pre-school 100 300 
Elementary 300 600 
Middle School 400 900 
High School 500 1,500 
Alternative School 50 Not specified 

Modern educational programs require spaces for a growing percentage of students identified as special 

needs. The space and capacity requirements for special needs students are important considerations in 

any school construction project. If school renovation and new construction projects do not consider the 

spaces needed for special education students, schools are required to use other spaces designed for 

regular education uses, thereby reducing the capacity of the school. In Arkansas, two special education 

rooms of various types are required for 1,000 students and above. The various special education rooms 

are self-contained classrooms (850 square feet), workrooms/conference rooms (150 square feet), 

restrooms/showers (100 square feet), special education resource rooms (450 square feet), speech 

therapy rooms (475 square feet), and occupational/physical therapy rooms (350 square feet), and gifted 

and talented rooms (850 square feet).  

The school construction process is the best opportunity to make decisions on school size. Budget 

constraints at certain points during the planning and decision-making processes provide opportunities 

for decision-makers to consider school size for financial reasons. Kentucky requires special justification if 
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the cost of renovating a new facility exceeds 80 percent of the cost of new construction. Other states 

require project justification to consider long-term financial impacts using concepts such as total costs of 

ownership and 40-year life-cycle costing. In Kentucky, schools can be declared transition facilities to be 

phased out to minimize renovation costs. 

In most states, school design plans and specifications are reviewed in detail at various stages of the 

design process by specialists in school architecture. Some states use a highly sequential review and 

approval process at all stages of school design and construction. This allows project managers to make 

interim decisions for the overall benefit of the project. For example, it is important not to spend large 

sums to renovate buildings that will still be deficient based on original design or site limitations. The 

interim decision would consider whether the estimated costs of a proposed renovation project exceed 

an established percentage of new construction costs. As the design process proceeds, another interim 

decision regards design efficiency ratios, where the total space to be constructed is limited by a ratio to 

classroom space, e.g. total space, including hallways, administrative, health, and instructional support 

spaces, cannot exceed 1.58 times classroom space in the Pennsylvania process. In some states, based on 

the experience of some school districts and the school design specialists employed at the state level, it is 

common to perform independent value engineering and constructability reviews that provide an 

independent opinion on the cost-effectiveness of the design.  

School site location decisions can impose long-term costs and other impacts. Kentucky sets a 

requirement that 75 percent of its bus riders cannot ride for longer than 45 minutes at the elementary 

level and 60 minutes at the secondary level. The site selection process for new schools can address 

these considerations. For existing schools, site considerations may limit the size of an addition, forcing 

decision-makers to look at other options. These decisions must occur after master planning but early in 

the consideration of school construction options. 

States that share in school construction funding can achieve school size objectives over time. The state’s 

contribution provides an incentive for local school districts to meet the space, size, and capacity 

standards of a modern educational program. Implementation of state school size standards is achieved 

through a combination of providing technical advice and sharing in the financial support.  

Impacts of Consolidation 
Opponents of consolidation have found that additional administrative costs in large schools can 

undermine economies of scale.3 Meier (1996) found that educational and fiscal accountability were 

more likely in small schools because teachers and administrators are more visible and organizations are 

simpler. Monk (1987) found that after enrollment reached 400 students in a school, no additional 

benefit was achieved through economies of scale. Turner and Thrasher (1970) found that decreases in 

cost per student were minimal once enrollments reached 1,000 students. Fox (1981) found that cost 

curves are “U” shaped, meaning that increasing school size beyond an optimal level increases rather 

than decreases per-pupil cost. Monk (1992) found that projected savings for central administrative staff 

were not realized through consolidation because administrative expenses are a small proportion of a 

 
3 McKinzie, 1983; Haller, 1992 
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total district budget. Fox (1981) noted that as school size increases and maximum class size is reached, 

no additional savings in instructional costs are possible and that increases in school size continue to 

increase administrative and supervisory costs. Alspaugh (1994) found that both very small and very large 

schools tend to be expensive to operate. McGuire (1989) concluded that schools with over 2,000 

students are on the upward slope of the “U” shaped curve and that course offerings could be made 

available in more economical settings in smaller schools. Small schools, often found in rural areas with 

low population density, have high transportation costs due to longer distances.4 

School district consolidations resulting in larger school districts and school closures and mergers 

resulting in larger schools pose an array of community, economic, financial, and academic issues that 

require comprehensive analysis by decision-makers. Closure can heighten tensions between affected 

communities and the government. For example, the 2006 closure of Paron High School in Arkansas’s 

Saline County resulted in public protests, and supporters of the school filed a lawsuit against the 

Department of Education (Encyclopedia of Arkansas). 

Civic Life and Economic Considerations 

Schools are vital to rural communities because they provide many social, cultural and economic 

benefits. In smaller communities, they become the hub of social and cultural life where people gather 

for extracurricular activities and other events. Rural communities with schools rank higher than 

communities without schools on most indicators of social and economic well-being. Parents want their 

children to attend good schools. If a school is closed and not put to some other use, its abandoned 

buildings can become eyesores or worse.5 Research also indicates that property values tend to be higher 

in rural communities and in urban neighborhoods with high-performing schools, both reflecting market 

demand. A 2002 study of rural areas in New York found that home values were significantly higher and 

better infrastructure was in place in small communities with schools.6 In larger New York villages with 

schools, property values were found to be about six percent higher. A more recent study in New York 

did not find that villages with a school enjoyed higher home values, but it did find economic benefits for 

those living closer to schools.7 A 2012 Brookings study on the cost of housing in the national’s 100 

largest metropolitan areas found that home values are $205,000 higher on average in neighborhoods 

with high-scoring vs. low-scoring schools.8 Income inequality is greater in small rural communities 

without schools than in communities with schools. The study also found that more households receive 

public assistance in communities without schools, “although the differences are not large.”  

Academic Considerations 

In 2008, University of Arkansas researchers found that students and staff who moved to a new school 

following a merger often reported being extremely anxious about finding their place in a new setting.9 

Students and teachers in the receiving schools generally did not suffer from such anxiety. Students were 

 
4 Fox, 1981 
5 Lyson, 2002 
6 Lyson, 2002 
7 Sipple, Francis, Fiduccia 2019 
8 Rothwell, 2012 
9 Nitta, Halley, 2008 
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found to be more flexible than adults involved in the moves, saying that negative feelings about the 

change dissipated in a few months. Some teachers said they still did not feel comfortable in the new 

building even after two years. But most students, teachers, and administrators told the Arkansas 

researchers that the larger classes following a merger had few adverse effects on academic support. The 

study found benefits to students, including more variety in advanced courses and more extra-curricular 

activities. Heightened competition to take part in some activities was noted. A 2019 University of 

Pennsylvania study of school consolidation in Arkansas in 2004 found that graduation rates suffered.10 A 

2013 study of consolidations in Texas found that student passing rates did not improve after 

consolidation and small rural districts experienced a decline in student achievement.11 

Financial Considerations 

The same University of Pennsylvania study reported that improvements in efficiency should not be 

expected automatically. Consolidated schools reported administrative cost savings through reductions 

of central office personnel, but the study noted increased transportation costs offset half of those small 

savings.12 The fear that a merger will require students to spend more time on buses is common among 

parents, but the Arkansas study found no significant increases, saying “It was usually 10-15 minutes at 

the most.”13 The Texas study found no savings in per-pupil expenditures through consolidation when 

comparing consolidated districts and non-consolidated districts with similar organizational structures. 

Consolidation resulted in increases in per-pupil spending for districts that absorb another; joining 

districts saw only minimal declines in per-pupil expenditures. Though consolidation could prove cost-

effective in a few instances, the study authors said they found no compelling evidence that mergers are 

cost-effective alternatives to small rural schools.14 

Conclusions 

School closures and mergers resulting in larger schools and school districts must be carefully considered 

because schools are important economically and culturally to a community. These decisions have 

advantages and disadvantages, and the research findings are not consistent. In larger schools, use of 

teaching staff may more closely approach desired student-teacher ratios. Students may have more 

course offerings and extracurricular activities. Financial and academic tradeoffs result from sharing of 

administrative personnel, but depending on the geographic circumstances, the savings may be offset by 

increased transportation cost. 

Educational Service Cooperatives (ESCs) 
Laws in most states enable the creation of regional education services agencies. These are known as 

Educational Service Cooperatives (ESCs) in Arkansas. The purpose of these agencies is to provide access 

to high quality and diverse services needed by school districts, particularly small and rural districts. In 

Chapter 8, each ESC and the number districts, school, and students served were identified.  

 
10 Collins, 2019 
11 Cooley, Floyd, 2013 
12 Collins, 2019 
13 Nitta, Halley, 2008 
14 Cooley, Floyd, 2013 
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Map 8.A.1 shows the boundaries of the ESCs in dark blue boundary lines, with white school district 

boundaries showing all districts served by each ESC.  

Map 8.A.1: ESC Boundaries 

 

Table 8.A.8 notes the services provided by ESCs. Each was identified by reviewing ESC websites and were 

verified by telephone. This table provides an overview of the types of services provided by each ESC and 

may not include all services each provides.  
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Table 8.A.9 displays the results of the LEA survey to determine which services are used to serve a need 

entirely or partially. In addition, it shows the percentage of school districts that do not utilize ESC 

services for a specific need. 

Table 8.A.9: Use of ESC Services 

Question Services Used to 
Meet Entire Need 

Services Used to 
Partially Meet Need Services Not Used 

Academic Attainment 13.61% 40.83% 45.56% 
Career and Technology Education 20.71% 57.40% 21.89% 
Community Health Nurse 13.61% 44.38% 42.01% 
Computer Science 9.47% 36.09% 54.44% 
Digital Education 11.24% 45.56% 43.20% 
Dyslexia Specialist 13.02% 47.34% 39.64% 
Early Childhood 36.09% 39.64% 24.26% 
Electronic Fingerprinting 60.36% 15.38% 24.26% 
ESOL Specialist 20.71% 33.73% 45.56% 
Gifted and Talented Specialist 15.98% 55.62% 28.40% 
K-12 Behavior Support Service 15.98% 52.66% 31.36% 
K-12 Special Education Services 21.30% 44.97% 33.73% 
Literacy Specialist 23.08% 54.44% 22.49% 
Math Specialist 22.49% 55.62% 21.89% 
Mentoring 35.50% 40.24% 24.26% 
Novice Teacher Program 47.93% 41.42% 10.65% 
Preschool Special Services 44.38% 30.18% 25.44% 
Print Shop 9.47% 27.81% 62.72% 
Professional Development 18.34% 77.51% 4.14% 
Science Specialist 24.26% 51.48% 24.26% 
Science/STEM Specialist 18.34% 47.93% 33.73% 
SLP Support Personnel Program 8.28% 43.79% 47.93% 
Special Education 17.16% 50.89% 31.95% 
Staff Development 15.38% 75.15% 9.47% 
Technology 11.83% 55.62% 32.54% 
The HUB/ALE 17.16% 18.34% 64.50% 
Vision Specialist 10.06% 34.91% 55.03% 
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Whether larger ESCs provide more services is addressed by Chart 8.A.4. The chart indicates that larger 

ESCs serving more districts do not provide more services.  

Chart 8.A.4: Services Provided vs. Number of Districts Served 

 

Chart 8.A.5: ESC Services Provided vs Number of Students Served 

 

Conclusions on ESC Services 

This analysis found that ESCs provide a wide variety of services to small and rural school districts and 

schools. The analysis also found that ESCs serving the largest number of students provide fewer services, 

which may reflect that the larger districts can serve their students cost-effectively without requesting 
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additional support from ESCs. It also may reveal that ESCs dominated by a large district may not serve 

the small and rural school districts within its boundaries as well. In ESCs without a large urban district, 

the districts served may demand a wider range of services. While this issue requires additional research, 

the concern is addressed by several of the recommendations, one of which is to conduct a statewide 

study with the participation of school leaders from rural and small schools to determine the needs, 

whether services can be created to meet those needs, whether other ESCs provide those services that 

might be offered statewide, and other related issues. 

Another recommendation is to consider providing specialized services for rural and small schools by 

another entity, for example a statewide entity focusing primarily on the specific needs of rural and small 

schools. These needs range from specialized staffing directed at rural problems to specific supports such 

as financial recovery specialists who would be assigned to small or rural districts experiencing the 

greatest financial challenges. Arkansas has some examples of this type of arrangement, including facility 

planning experts working for several districts.  

Further Efficiency Opportunities 
Shared Services and Cooperation Agreements 

Further efficiency can be obtained through several other options. The state could encourage 

intergovernmental agreements between two or more districts. These agreements could help a district 

deal with short-term student population increases that bring a “bubble” of students by allowing one 

district to pay tuition to send some of its students to another district while the bubble persists. The 

district paying the tuition would avoid expensive construction to accommodate the short-term increase 

in students. Districts could share transportation needs when vehicles from one district take students 

through a neighboring district for special education, to address homeless needs, or other reasons. Small 

rural schools could pay tuition for students to participate in another district’s distance learning options 

for advanced and diverse coursework. The agreements could enable one district to rent specialty spaces, 

such as science labs, computer labs, and planetariums to other districts. Districts also could share 

specialists on alternating days. These cooperative arrangements also could include purchasing 

agreements and combining financial services. It is common for small school districts to share certain 

types of expertise, including food service managers, grant writers, HVAC mechanics, heavy equipment 

operators, professional development experts on specific topics, and many others listed in the 

Appendices. These arrangements are not limited to school district agreements only because many of 

these needs can be met by other local government agencies. State grants for pilot programs are used in 

many states to implement and evaluate options. 

Potential to Share One-of-a-Kind Positions 

Sharing one-of-a-kind positions offers potential to address specialized needs with flexible and cost-

effective arrangements. Districts could use cooperative agreements to share the costs of these 

specialized positions, including managers of curriculum, facilities, federal programs, food services, 

technology, human resources, and transportation and other functions. Specialized services not needed 

on a full-time basis by small school districts include strategic planning, recruiting and hiring, professional 

development, grant writing, fundraising, public relations, facility planning, construction management, 
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and similar functions. In technology, shared employees could address planning and specialized software 

instruction, infrastructure planning, and network support and equipment repair. On operational 

functions, districts could share expertise on equipment repair, bus driver training and retention, bus 

route planning, vehicle maintenance, energy management, preventative maintenance, and other 

specialized functions. Districts also could consider sharing vehicle maintenance staff and facilities. 

Potential to Share Equipment 

Instructional equipment could be shared among schools and school districts. Examples include science, 

computer, and robotics labs as well as mobile planetariums. Science kits can also travel among schools 

and districts. Expensive printing equipment ranges from high-speed copiers to 3D printing. The potential 

to share equipment is not limited to other school districts or educational cooperatives. Equipment 

sharing with local and state government agencies can involve expensive, seldom needed equipment, 

such as excavators, backhoes, dump trucks, boom lifts, and groundskeeping equipment.  

Examples of Sharing for Gifted and Talented Programs 

Programs serving a small number of students, such as gifted and talented programs, provide 

opportunities to share specialized staffing and instructional resources. Regional professional 

development for teachers of this population can result in sharing of lessons and activities. Shared 

assemblies, even a Ted Talk type format, are now possible with interactive video conferencing. Circuit 

rider specialists are used in some areas, and this could expand into traveling assemblies. Collaborative 

projects between students living in rural areas are now possible with technological improvements. 

Online programs may also increase cost-effectiveness in providing gifted and talented programs.  
 
Expansion of ESCs 

ESCs that can provide expanded services are often referred to as Regional Education Service centers in 

other states. Selected examples from other states include: 

• Texas: 20 Regional Education Service Centers offer approximately 400 different instructional, 

administrative, financial, training, and technology services estimated to save school systems 

over $60 million per year. 

• Connecticut: instructional, administrative, programs for gifted and talented students, early 

childhood education, community business and adult education, technology, strategic planning, 

special education and pupil services, cooperative purchasing, public relations, academic audits, 

behavioral intervention strategies. 

• Pennsylvania: distance learning network, healthcare consortiums, administrative software, 

specialized transportation, training, grant writing, financial benchmarking. 

• Montana: gifted and talented professional development, resource sharing-equipment and 

personnel, distance learning training. 

In Arkansas, while many services are offered, more services could be added. Regular performance 

evaluation of existing programs and services should also be implemented for all offerings to ensure that 

the needs of small and rural districts are being met.  
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Appendix 10. Other Requested Studies 

Professional Development 
No additional materials 

Student Mental Health 
No additional materials 

Waivers 
 

Table A.10.1: Number of Individual Waivers in Each Topic Area 

Topic Area Statute ADE Rule Accreditation 
Standard 

Total 
Individual 
Waivers 

Teacher Licensure 11 2 4 17 
Library Media 7 - 5 12 
Salaries/Compensation/Personnel Policies 7 1 3 11 
Curriculum 1 - 9 10 
Class Size and Teaching Load 1 1 6 8 
Flexible Schedule 4 - 3 7 
Alternative Learning Environment 3 1 2 6 
Personnel Policies 6 - - 6 
Board of Directors 4 - - 4 
Guidance and Counseling 1 - 3 4 
Principal  1 - 3 4 
Attendance 2 1 - 3 
Grading Scale 1 1 1 3 
Advanced Placement 1 1 - 2 
Credit Hours - - 2 2 
Student Services 1 1 - 2 
Superintendent 2 - - 2 
Achievement Gap Task Force 1 - - 1 
College Credit 1 - - 1 
Duty-Free Lunch - - 1 1 
Facilities - - 1 1 
Planning Periods 1 - - 1 

 
Table A.10.2: Number of 1240 Schools with Waivers in Each Topic Area 

  15-16 16-17 17-18 18-19 19-20 
Flexible Schedule 10 136 212 951 979 
Teacher Licensure 30 116 293 311 258 
Attendance 0 110 146 143 143 
Library Media 0 54 84 91 102 
Credit Hours 22 33 79 88 87 
Class Size and Teaching Load 2 21 68 73 79 
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  15-16 16-17 17-18 18-19 19-20 
Salaries/Compensation/Personnel Polices 4 57 59 55 79 
Grading Scale  13 23 29 27 28 
Facilities 19 19 19 19 19 
Principal 0 3 3 14 15 
Alternative Learning Environment 0 5 11 10 11 
Planning Periods 0 8 12 11 11 
Guidance and Counseling 0 5 9 8 10 
College Credit  9 9 9 9 9 
Curriculum 0 8 12 11 9 
Duty-Free Lunch 0 6 6 5 5 
Superintendent 0 3 3 2 5 
Achievement Gap Task Force 0 3 5 4 4 
Student Services IR 0 3 7 6 4 
Advanced Placement 0 3 3 2 2 
Board of Directors  0 3 3 2 2 
Total Schools 32 219 447 952 988 

 
Table A.10.3: Aggregated Waiver Achievement/Growth Regression Analysis Results 

Is having waiver(s) associated with: Instruction Waiver Resource Waiver 
All Students 

  

Change in Math Achievement NS + NS + 
Change in Math Growth NS + NS + 

Change in Literacy Achievement NS + NS + 
Change in ELA Growth NS - NS + 

FRL Students 
  

Change in Math Achievement NS + NS + 
Change in Math Growth NS + NS + 

Change in Literacy Achievement NS + S + (1.2 % pt. ↑) 
Change in ELA Growth NS + NS + 

 

Table A.10.4: Aggregated Waiver Expenditure Regression Analysis Results 

Is having waiver(s) associated with: Instruction Resource 
Change in Instructional Expenditures Per Pupil NS - NS + 
Change in Total Expenditures Per Pupil NS + S + ($613 ↑) 

 

Table A.10.5: Individual Waiver Topic Area Achievement/Growth Regression Analysis Results 

Is having a waiver associated with: Attendance Licensure Library Media 
Change in Math Achievement S + (2.0 % pt. ↑) S - (1.9 % pt. ↓) NS - 
Change in Math Growth S + (.64 pt. ↑) NS- S - (.74 pt. ↓) 
Change in Literacy Achievement NS + NS - NS - 
Change in ELA Growth S + (.54 pt.↑) NS - NS - 
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Vouchers 
Table A.10.6: School Voucher and Tax Credit Programs in Comparison States 

School Voucher and Tax Credit Programs, 
SREB States and Massachusetts 

  Voucher Program Tax Credit Program 
Alabama 

 
X 

Arkansas X   
Delaware 

 
  

Florida X X 
Georgia X X 
Kentucky     
Louisiana X X 
Maryland X   
Massachusetts     
Mississippi X   
North Carolina X   
Oklahoma X X 
South Carolina   X 
Tennessee X   
Texas     
Virginia   X 
West Virginia     

 
Table A.10.7: Brief Descriptions of Comparison State Voucher Programs 

State Brief Description of Voucher Program 
Florida Two voucher programs: John M. McKay Scholarships for Students with Disabilities Program (since 

1999), voucher amount is based upon what the district would have spent on the participating child per 
their individual plan; and Family Empowerment Scholarship (enacted in 2019); students from 
households up to 300% of federal poverty level (or direct certification list), and those in foster care or 
out of home placement are eligible; requirement for attendance in public school the prior school year. 
Voucher amount is the lesser of the school’s tuition and fees or the calculated scholarship amount - 
based upon the grade level and district of residence, be calculated at 95% of the funds per unweighted 
FTE full-time equivalent in the Florida Education Finance program for a student in the basic program, 
plus a per-full-time equivalent share of funds for all categorical programs, except special education. 

Georgia Special Needs Scholarship Program, a school choice program available for special needs students 
attending Georgia public schools who are served under an Individualized Education Plan (IEP). 
Scholarship award amounts can be used at in- or out-of-district public schools or private schools and 
are based upon the services the student received in the local school district. 

Louisiana Two voucher programs: School Choice Program for Students with Exceptionalities, provides special 
needs students in certain parishes tuition assistance to attend participating schools with special needs 
programming. Tuition assistance is approximately 50% of the state per pupil funding for the district. 
Louisiana Scholarship Program is available to families with income below 250% of the federal policy 
level and enrolled in a public school with a C, D or F letter grade. Voucher amount is the lesser of 90% 
percent of the per pupil amount the district receives from state and local sources or total school 
tuition and fees. 

Maryland Broadening Options and Opportunities for Students Today (BOOST) program, provides scholarships for 
students who are eligible for the Free or Reduced-Price Meals program.  Awards are granted based on 
household income, with the lowest income served first; availability of awards subject to program 
appropriation. 
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State Brief Description of Voucher Program 
Mississippi Two voucher programs: one for students with dyslexia, one for students with disabilities. Dyslexia 

Therapy Scholarship for Students with Dyslexia Program provides students with dyslexia the option to 
enroll at an approved public or nonpublic school with dyslexia therapy programs. Maximum 
scholarship is an amount equivalent to the Mississippi Adequate Education Program base student cost. 
Nate Rogers Scholarship for Students with Disabilities Program provides K-6 students with speech-
language impairment to attend an approved public or nonpublic school that emphasizes speech-
language therapy and intervention. Maximum scholarship is an amount equivalent to the Mississippi 
Adequate Education Program base student cost. 

North Carolina Two voucher programs, one for students with disabilities, one for low-income students to attend 
private school. The Disabilities Grant Program provides assistance of up to $8,000 per year for 
awarded students with disabilities who enroll in a participating nonpublic school, including home 
school. NC Opportunity Scholarship Program provides a maximum of $4,200 per year for students 
from low income families to attend a participating private school. 

Oklahoma The Lindsey Nicole Henry Scholarships for Students with Disabilities provides scholarships for students 
with disabilities and students in foster care/out-of-home placements with funding to attend a private 
school. Amount is equivalent to total state aid, including grade and disability weights 

Tennessee Newly enacted, planned to launch for the 20-21 school year, Education Savings Account Program, 
would allow low-income families in two counties (Memphis and Nashville) to use state and local Basic 
Education Program funds at participating private schools. Funds would be deposited into ESA 
accounts, and could also be used for transportation, tutoring, other school expenses, and higher 
education. Current legal challenge has delayed implementation. 

 
Table X. Brief Descriptions of Comparison State Tax Credit Scholarship Programs 

State Brief Description of Tax Credit Scholarship Program 
Alabama Opportunity Scholarship Fund: individuals may donate up to one half of their annual Alabama income 

tax liability and receive a dollar-for-dollar credit. Individual donations are capped at $50,000. Provides 
scholarships to low-income, K-12 children to attend public or private school of their choice; first 
priority is for students zoned to attend a “failing” public school. $30 Million annual cap on tax credits. 

Florida Two tax credit scholarship programs. Florida Tax Credit Scholarship Program provides for state tax 
credits for contributions to nonprofit scholarship funding organizations (SFOs). SFOs then award 
scholarships to eligible children of low-income families. Tax credit cap for the 2019-2020 fiscal year is 
$873,565,674. During the 2018-19 school year, scholarships in the amount of $644 million were 
awarded to 104,091 students enrolled in 1,825 participating Florida private schools; Hope Scholarship 
Program (enacted 2018) allows purchasers of motor vehicles to contribute their vehicle sales tax to 
fund private school scholarships. Hope Scholarships may be used by students who are victims of 
bullying or are physically attacked in school. These students may also transfer to other public school 
districts. 

Georgia The Qualified Education Expense Tax Credit allows taxpayers (individuals and corporations) to receive 
tax credits for donations to Student Scholarship Organizations (SSOs).  SSOs will provide student 
scholarships to parents of eligible children who plan to attend private schools; $100 million donation 
cap annually. 

Oklahoma The Oklahoma Equal Opportunity Education Scholarship allows individuals and businesses to receive 
state income tax credits for donating to a scholarship granting organization (SGO) recognized by the 
Oklahoma Tax Commission. The SGO then uses those contributions to provide scholarships for eligible 
students to attend an accredited private school; $5 million credit cap annually. 
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State Brief Description of Tax Credit Scholarship Program 
Louisiana Louisiana authorizes School Tuition Organizations (STOs) to collect and use taxpayer donations to 

provide scholarships to students that meet the program's income requirements to attend nonpublic 
schools through its Tuition Donation Credit Program. All School Tuition Organizations are tax-exempt, 
not-for-profit organizations with 501(c)(3) status. Taxpayers earn a credit toward their Louisiana state 
taxes for the year in which they make a donation. To be eligible for a scholarship from an STO, 
students must have a family income that does not exceed 250% of the federal poverty line and must 
be entering kindergarten, currently enrolled in a Louisiana public school, or enrolled in the Louisiana 
Scholarship Program. School Tuition Organizations determine the amount of the scholarship. 
Scholarship amounts cannot exceed the lesser of either the school’s tuition and mandatory fees or 
80% of the state average per pupil funding for elementary and middle school students (approximately 
$4,200) and 90% of the state average per pupil funding for high school students (approximately 
$4,700). 

South Carolina Exceptional South Carolina allows taxpayers (individuals and corporations) to receive tax credits for 
donations to the Exceptional SC Scholarship Fund, up to 60% of income tax liability, which provides 
scholarships to exceptional needs students. $12 million annual statewide cap. 

Virginia The Education Improvement Scholarships Tax Credits Program provides state tax credits for persons or 
businesses making monetary donations to foundations that provide scholarships to eligible students 
and children attending eligible private schools and eligible nonpublic pre-kindergarten programs. $25 
million annual statewide cap. 
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Appendix 11. Review of Resources in Matrix and Methods for 
Routinely Reviewing Adequacy 

No additional materials 
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