A Comprehensive Study on Florida
Middle School Performance
December 2017

Florida Department of Education

A Comprehensive Study on Florida Middle
School Performance

December 22, 2017

Authors
Jackson Miller, Catharine Warner-Griffin, Meg Trucano, Courtney Moore

Submitted by
Insight Policy Research, Inc.
1901 North Moore Street
Suite 1100
Arlington, VA 22209

Project Director
Catharine Warner-Griffin, Ph.D.

This study was conducted by Insight Policy Research, Inc., under Contract No. 18-815 with the Florida
Department of Education, Bureau of Standards and Instructional Support, Division of Public Schools.
Suggested Citation
Miller, J., Warner-Griffin, C., Trucano, M., and Moore, C. (2017). A Comprehensive Study on Florida
Middle School Performance. Insight Policy Research, Inc., for Florida Department of Education,
Bureau of Standards and Instructional Support, Division of Public Schools. Tallahassee, FL.

Contents
Executive Summary........................................................................................................................................ i
Chapter 1: Introduction ................................................................................................................................ 3
A. Policy Areas of Interest .................................................................................................................... 3
B. Study Overview ................................................................................................................................ 4
C. Organization of This Report ............................................................................................................. 4
Chapter 2: Findings ....................................................................................................................................... 5
A. Background ...................................................................................................................................... 5
B. Instructional Strategies and Academic Expectations....................................................................... 8
C. Student Attendance and Mobility.................................................................................................. 11
D. Teacher Quality and Effectiveness................................................................................................. 12
E. Middle School Leadership and Performance................................................................................. 14
F. Parental and Community Engagement.......................................................................................... 15
Chapter 3: Recommendations .................................................................................................................... 17
A. Target Areas and Key Student Populations ................................................................................... 17
B. Key Policy Areas for Intervention .................................................................................................. 19
Abbreviations and Acronyms...................................................................................................................... 22
References .................................................................................................................................................. 23
Appendix A. Methods and Approach........................................................................................................ A-1
Appendix B. Literature Review and Annotated Bibliography ....................................................................B-1
Appendix C. Data Tables ............................................................................................................................C-1
Appendix D. Interview Protocol ............................................................................................................... D-1

Insight ▪ A Comprehensive Study on Florida Middle School Performance

Tables and Figures
Tables
Table 1. State middle grades curriculum standards, guidelines, and instructional materials...................... 9
Table C1. Percentage distribution of enrollment, by state, race/ethnicity, LEP/ELL status, and FRL
eligibility in 2014–15 ..................................................................................................................................C-1
Table C2. Number of middle schools by school type and percentage of middle schools that are
grades 6–8 in 2014–15...............................................................................................................................C-2
Table C3. Median income in inflation-adjusted dollars, by state in 2015 .................................................C-2
Table C4. Percentage distribution of eighth-grade students, by parents' highest level of education
and state in 2015 .......................................................................................................................................C-3
Table C5. Percentage of students scoring proficient or higher in mathematics on the eighth-grade
NAEP, by state and select subgroups in 2015............................................................................................C-4
Table C6. Percentage of students scoring proficient or higher in reading on the eighth-grade NAEP,
by state and select subgroups in 2015 ......................................................................................................C-4
Table C7. Percentage of students in classrooms that employ various instructional strategies and
average number of students per support staff, by state...........................................................................C-5
Table C8. State curriculum standards for middle grades in 2017..............................................................C-6
Table C9. Percentage distribution of students in schools with varying rates of attendance and
mobility, by state in 2015 ..........................................................................................................................C-7
Table C10. Description of state laws and policies on student attendance and mobility in 2017..............C-8
Table C11. Percentage of students with teachers with select academic and professional
development experiences, by state in 2015..............................................................................................C-9
Table C12. Percentage distribution of students with teachers certified through alternative routes
in mathematics and reading, by state in 2015.........................................................................................C-10
Table C13. Percentage distribution of reported difficulty of hiring mathematics and English
teachers, by state in 2011–12..................................................................................................................C-11
Table C14. Description of state teacher evaluation policies in 2017.......................................................C-12
Table C15. Percentage distribution of students in schools with a mathematics resource teacher or
reading specialist, by state in 2015..........................................................................................................C-13
Table C16. Average principal educational attainment and experience, by state in 2011–12 .................C-13
Table C17. Principal reported autonomy on select indicators, by state in 2011–12...............................C-14
Table C18. Professional development for principals, by state in 2011–12..............................................C-14
Table C19. Principal responses to items on principal evaluation, by state in 2011–12...........................C-15
Table C20. Description of state principal evaluation policies in 2017 ....................................................C-16
Table C21. Percentage distribution of students in schools with high volunteerism, by state in
2015 .........................................................................................................................................................C-17

Insight ▪ A Comprehensive Study on Florida Middle School Performance

Table C22. Principal-reported level of parental engagement on select indicators, by state in
2011–12 ...................................................................................................................................................C-17
Table C23. Teacher-reported level of parental engagement on select indicators, by state in
2011–12 ...................................................................................................................................................C-18

Figures
Figure 1. Percentage distribution of student enrollment, by race/ethnicity and state................................ 6
Figure 2: Percentage of students scoring proficient or higher in mathematics and reading on the eighthgrade NAEP, by state and FRL status: 2015 .................................................................................................. 7
Figure 3. Percentage of students in high-mobility schools by state and indicator of mobility: 2015 ........ 11

Insight ▪ A Comprehensive Study on Florida Middle School Performance

Executive Summary

T

he middle school years represent an important time in children’s development. The knowledge,
skills, and social interactions students gain in middle school have a lasting influence on student
motivation and academic achievement in high school and beyond. Research indicates that student
performance in mathematics in grade 8 predicts future mathematical achievement, and students who
are poor readers are more likely to drop out before graduating high school. In 2015, Florida ranked 44th
among states and the District of Columbia scoring at or above basic in mathematics and 33rd in reading
on the eighth-grade National Assessment of Educational Progress (NAEP) assessment. In an effort to
improve middle grades achievement in the state, the Florida Legislature funded a comprehensive study
of six states nationally recognized as having high performance on the eighth-grade NAEP in reading and
mathematics. This report outlines findings from a comprehensive examination of middle grade
performance, policies, and practices in Florida and the six states: Connecticut, Massachusetts, New
Hampshire, New Jersey, Vermont, and Washington.

A. Key Findings
Using a mixed-methods approach, this report analyzes Florida’s performance on key metrics associated
with students’ educational experiences relative to the six comparison states. Multivariate regression
analysis identified factors with a statistically significant relationship to eighth-grade composite reading
or mathematics scores on the NAEP assessment in 2015, and comparisons of state laws and policies and
interviews with key State Education Agency (SEA) staff provided details on policies and initiatives
affecting students in the middle grades. Florida differs from the six comparison states across a variety of
student enrollment and school characteristics. Most importantly, a lower percentage of White students,
students eligible for free and reduced-price lunch (FRL), and students with disabilities performed at or
above proficiency in reading and mathematics on the NAEP in Florida relative to the same student
populations in the comparison states. The findings presented here reflect the five policy areas of
interest identified by the Florida Legislature in §2017–55 as follows:


Instructional strategies and academic expectations. All the study states initially adopted the
Common Core State Standards in mathematics and English Language Arts, though several states,
including Florida, now employ a subsequent iteration of the standards. Although two
comparison states also recommend instructional materials, the comparison states offer districts
greater flexibility in selecting curriculum and instructional materials relative to Florida.



Student attendance and mobility. Relative to the comparison states, Florida has a larger
percentage of students in schools with high levels of absenteeism and high rates of student
mobility. Florida provides a similar definition of truancy and similar attendance policies relative
to the six comparison states.



Teacher quality and effectiveness. Florida has lower percentages of eighth-grade students
assigned to teachers with a postsecondary degree in mathematics and English than eighth
graders in the six comparison states.



Middle school leadership and performance. Principals in Florida have similar years of
experience and educational attainment relative to principals in the comparison states. The
distribution of school resources is different in Florida relative to the six comparison states.
Eighth graders in Florida are less likely to be in schools with a mathematics resource teacher
relative to the comparison states, and similar percentages of eighth graders in Florida are in
schools with a reading specialist relative to the comparison states.
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Parental and community engagement. Florida has more resources in place to facilitate parental
engagement relative to the comparison states but also has lower levels of teacher-reported
parental involvement.

B. Recommendations
The study team developed recommendations based on the following criteria: (1) the potential to affect a
large population of students or a gap in Florida’s performance relative to other states, (2) empirical
support demonstrating a positive relationship with improvements in reading and mathematics, and (3)
pertinence to state-level policy and practice.
1. Address achievement gaps among low-income students. With fully 60 percent of Florida’s
students eligible for FRL and the distribution of eligibility spread across all race/ethnicity
subgroups, the state may target improvement among the FRL-eligible population as a way to
move the needle on proficiency levels. Additional research on best practices for improving lowincome students’ proficiency in mathematics and reading as well as specific skills in each area to
target would provide Florida with options for specific policy approaches and interventions.
2. Consider a focus on mathematics instructional practices. While Florida’s reading standards set
high expectations relative to the skills necessary for high NAEP achievement levels, the
standards in mathematics are below those identified in four comparison states based on NAEP
skill levels (Bandeira de Mello et al. 2015). Given the resources invested in reading in Florida,
further attention on mathematics curriculum and instructional practices may improve average
student achievement in mathematics, particularly in the near term.
3. Focus implementation efforts on reducing the effects of student mobility among Florida’s
most transient student populations. With 80 percent of students in schools that see 4 percent
or more of the student body leaving before the end of the year, Florida has a larger proportion
of students in schools with high rates of student mobility. Florida could encourage more
widespread use of its data system, tracking mobile students and implementing small-scale social
capital interventions to reduce mobility among the most transient student populations.
4. Address teaching and instructional practices through increased attention to teacher training
initiatives. Evidence notes the significant role teachers play in supporting and improving student
performance in reading and mathematics. Florida has lower rates of teachers with
postsecondary degrees in mathematics and reading relative to the six comparison states. Florida
may consider developing statewide, content-focused professional development opportunities
for middle grades teachers in particular, and expand or modify existing alternative certification
programs to recruit more mathematics teachers with content-specific training.
5. Foster integrated services that address health, nutritional, and social components of students’
educational experience, increasing engagement among community-based organizations and
local service providers. Community-based programs can decrease nonacademic barriers to
achievement and provide opportunities for mentoring, tutoring, and other academic supports
through community organizations. Florida could use funding from Every Student Succeeds Act
(ESSA) programs to expand on its Integrated Student Support Model to target support services
for low-income students.
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Chapter 1: Introduction

S

tudent achievement in Florida lags behind that of most other states in the United States on the
eighth-grade National Assessment of Education Progress (NAEP) in mathematics and reading. The
NAEP provides nationally representative data on what students know and can do in selected subjects
such as mathematics and reading. In 2015, some 26 percent and 30 percent of eighth graders scored at
or above proficiency in mathematics and reading, respectively. Florida ranked 44 th among states and the
District of Columbia in mathematics at or above basic and 33rd in reading on the eighth-grade NAEP
assessment. Low levels of student achievement and engagement in middle school portend a diminished
economic future for the state, where students are less likely to complete high school or college and
more likely to have low incomes as adults (Casillas et al. 2012; Pedro et al. 2013; Rosenbaum et al.
2016).
House Bill 293 required the Florida Department of Education (FDOE) to engage a contractor to conduct a
comprehensive study of six states (Connecticut, Massachusetts, New Hampshire, New Jersey, Vermont,
and Washington) with nationally recognized high-performing middle school students in reading and
mathematics on the NAEP. Florida’s overall performance on the NAEP is the key driver for this study.
The study used a mixed-methods approach to analyze Florida’s performance on key metrics associated
with students’ educational experiences relative to comparison states identified by the state legislature
as having high-performing fourth- and eighth-grade students. The focus of this report is on opportunities
that would address a large proportion of the student population and high-need student populations in
Florida. Appendix A provides additional detail on the methodological approaches used to provide
comparative results for Florida and the six study states.

A. Policy Areas of Interest
Results are structured around the five key policy areas identified by the Florida Legislature as important
to improving student performance. These five policy areas provide a structure for policymakers to
identify specific interventions or metrics for change that correlate with middle school students’
academic achievement as follows:
1. Instructional strategies and academic expectations. This area targets policy actions such as a
rigorous curriculum, minimized redundancies in student learning, and a clear sequencing of
coursework. Subtopics in this policy area include the following:


alignment of elementary and middle grades expectations with high school graduation
requirements;



strategies used to improve reading comprehension;



research-based instructional practices;



curriculum and instructional rigor;



availability of student support services;



course sequencing and prerequisites for advanced courses; and



availability of other academic and noncore classes.
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2. Attendance policies and student mobility issues. This area targets policy actions associated
with high levels of absenteeism and missed school days among students and high rates of
student movement across schools, districts, or states.
3. Teacher quality. This area addresses issues related to the ways teacher qualifications and
characteristics predict student achievement and how potential interventions to address
professional development or teacher education and certification may improve teacher quality.
Subtopics within this policy area include the following:


certification and recertification requirements;



preparedness to teach rigorous courses;



preparation for middle grades instruction;



recruitment and vacancy issues;



staff development requirements and availability of effective training;



teacher collaboration and training; and



student performance data collection and dissemination.

4. Middle school leadership and performance. This area addresses issues related to the influence
of principals’ qualifications and characteristics on student achievement, approaches to school
resources and organization, implementation of standards at the school, and the role of
professional development and education in generating improvement.
5. Parental and community engagement. This area addresses types of parental involvement and
community engagement associated with improved student achievement, in addition to the
nature of interventions in place to improve parental and community engagement.

B. Study Overview
To provide FDOE with a comprehensive review of performance across the five policy areas, the study
team conducted a four-step process to address the research questions: (1) a comprehensive literature
review; (2) compilation of extant data from the Common Core of Data, Schools and Staffing Survey
(SASS), and NAEP; (3) comparison of state laws and policies; and (4) interviews with FDOE staff and State
Education Agency (SEA) personnel from five comparison states.1

C. Organization of This Report
Chapter 2 highlights key findings, followed by recommendations in chapter 3. As noted, appendix A
provides the methods and approach. Appendix B provides a detailed literature review for each topic
area, along with an annotated bibliography. Detailed data tables appear in appendix C. Appendix D
contains the protocol used to guide the interviews with SEA personnel from Florida and five of the
comparison states.

1

Connecticut declined to participate in the interview.
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Chapter 2: Findings

T

his chapter describes findings from a comprehensive review of middle grades education in Florida
and six comparison states. The first section provides context for understanding Florida’s NAEP
performance relative to the six comparison states, with attention to state-level demographic
characteristics. Next, specific findings appear for each of the five policy areas recommended by the
Florida legislature: instructional strategies and academic expectations, student attendance and mobility,
teacher quality, school leadership and performance, and parental and community engagement. Within
each of the five sections, results focus on measures and policies associated with students’ mathematics
or reading achievement. Findings highlight patterns in the ways states perform on these measures and
policies. See appendix C for the tables housing the complete data results referenced in the findings.

A. Background
A detailed comparison of student enrollment characteristics at the state level provides a more holistic
understanding of the states examined in this study. Subgroups of students may present a diverse array
of educational challenges, so understanding the demographic makeup of the student populations in
Florida and the comparison states is important for interpreting the findings and recommendations. The
report highlights state-level variation for key demographic characteristics (student race/ethnicity,
eligibility for free and reduced-price lunch (FRL), and the percentage of English language learners) and
student performance on the NAEP reading and mathematics assessments to illustrate state-level
variation in proficiency across student demographic characteristics.
Key Finding
A lower percentage of White students, students eligible for FRL, and students with
disabilities performed at or above proficiency in reading and mathematics
relative to the same student populations in the comparison states.

There are systematic differences between Florida’s student population compared to the other states.
Black (22 percent) and Hispanic (31 percent) students represent the majority (53 percent) of Florida’s
student population (figure 1; table C.1, appendix C), while the majority of students are White in the
comparison states (ranging from 55 percent in New Jersey to 88 percent in New Hampshire). The
percentage of English language learners in Florida (10.4 percent) also exceeds the national average (8.4
percent) as well as the percentage of English language learners in each of the comparison states (table
C.1, appendix C).
Students in Florida are also more likely to face economic challenges than students in comparison states.
In 2015, the median household income in Florida ($49,426) was lower than the median income in all
comparison states. Florida has a higher percentage of FRL-eligible students (60 percent) relative to the
national average (50 percent) and the percentages in all six comparison states.2

2

Eligibility for FRL is based on the household income of the student, or in some cases, measures of community wealth such as the total
percentage of FRL-eligible students without the use of household applications, such as students certified through the Supplemental Nutrition
Assistance Program.
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Figure 1. Percentage distribution of student enrollment, by race/ethnicity and state

Source: Common Core of Data, 2014–15
Note: Percentages may not sum to 100 percent because of rounding.

Before addressing key findings within each policy area, an overview of state-level variation in student
performance on the NAEP by subgroup provides further context for understanding differences between
Florida and the comparison states. Also understanding the differences in performance within states for
specific populations of students may help policymakers focus on groups of students most in need of
assistance.
Findings on state-level variation in NAEP performance indicate that White students in Florida perform
worse on the NAEP in mathematics and reading, on average, than White students nationally and in the
comparison states (tables C.5 and C.6, appendix C). The percentage of White students in Florida scoring
Insight ▪ A Comprehensive Study on Florida Middle School Performance
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at or above proficiency in mathematics is significantly lower than White student proficiency rates
nationally and in all six comparison states. Similarly, the percentage of White students in Florida scoring
at or above proficiency in reading is significantly lower than the proficiency rates of White students in
Connecticut, Massachusetts, New Hampshire, and New Jersey, but not in Vermont and Washington.
Among other races/ethnicities, there are fewer significant differences in mathematics and reading
performance. A lower percentage of Black students in Florida score at or above proficiency in
mathematics and reading relative to Massachusetts, and Black students in New Jersey outperform their
peers in Florida in reading. Florida’s Hispanic students, however, have a higher proficiency rate in
reading relative to Massachusetts, Washington, and the national average.
Students eligible for FRL in Florida perform worse in mathematics relative to their peers in the
comparison states. Although comparable to the national average, the percentage of FRL-eligible
students scoring at or above proficiency in mathematics in Florida is lower than the proficiency rates for
FRL-eligible students in all comparison states except Connecticut, as shown in figure 2. The differences
are not as stark for reading. Students eligible for FRL in Florida have a lower proficiency rate than FRLeligible students in Massachusetts and Vermont, but they perform comparably to FRL-eligible students
in Connecticut, New Hampshire, New Jersey, and Washington.
Figure 2: Percentage of students scoring proficient or higher in mathematics and reading on the
eighth-grade NAEP, by state and FRL status: 2015

Source: NAEP Data Explorer, 2015 NAEP data
*Statistically different than Florida (p < .05)

Students with disabilities also perform worse, on average, in mathematics and reading than their peers
in many of the comparison states (tables C.5 and C.6, appendix C).
Student demographics and subgroup performance account for at least part of Florida’s lower overall
average proficiency rates on the eighth-grade NAEP mathematics and reading assessments. FRL-eligible
students’ performance in Florida likely influences average mathematics and reading scores because such
students make up 60 percent of the student population in the state (table C.1, appendix C). Florida
might examine to what extent increases in the proficiency rates of FRL students would improve the
state’s performance in mathematics and reading. Additional study could also examine the mechanisms
Insight ▪ A Comprehensive Study on Florida Middle School Performance
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for the relative success of Hispanic students on the NAEP reading assessment. Such an investigation
could highlight the effectiveness of efforts to improve student performance.

B. Instructional Strategies and Academic Expectations
Research has demonstrated that setting high expectations has a strong, positive effect on student
achievement (Balfanz, MacIver, and Byrnes 2006; Polikoff 2012; Kelley et al. 2010; Dobbie and Fryer
2013). States generally establish expectations by setting subject-specific content standards defining
what students should know and be able to do at each grade level (Bandeira de Mello et al. 2015;
Thomsen 2014). The National Governors Association and the Council of Chief State School Officers
facilitated a state-led effort in 2009 to address the variability in state standards by establishing a
common set of mathematics and English language arts standards for kindergarten through grade 12.
These Common Core State Standards (CCSS) were initially adopted and then either refined or fully
implemented by Florida and all six of the comparison states (Salazar and Christie 2014; Thomsen 2014).
Research using NAEP results as a benchmark has demonstrated significant variability in the rigor and
content of state standards. One potential avenue for improving student achievement in Florida is by
refining the content, rigor, and implementation of state standards (Bandeira de Mello et al. 2015). To
that end, this section examines differences in state policies and practices governing the implementation
of state content standards between Florida and the six high-achieving comparison states.
Key Findings
All the study states initially adopted the CCSS, and Florida and three comparison
states currently use a variant for mathematics and English Language Arts.
Although other states recommend instructional materials, the six comparison
states offer districts greater flexibility over curriculum and instructional materials
relative to Florida.

Florida and the six comparison states initially adopted the CCSS, but several of the study states,
including Florida, have since revised the standards based on additional public input from state
stakeholders (Salazar and Christie 2014; Thomsen 2014). Connecticut, Vermont, and Washington
currently implement the CCSS, while Florida, New Hampshire, Massachusetts, and New Jersey have
adopted state-specific variants of the CCSS (table 1). One mechanism for comparing the rigor of state
standards is to benchmark state content standards against the skills assessed within the NAEP. Analysis
performed by Bandeira de Mello and colleagues (2015) mapped state standards to NAEP achievement
levels, finding that Florida had higher standards for eighth-grade reading than all six comparison states
but less rigorous standards for mathematics compared to Massachusetts, New Hampshire, Vermont,
and Washington. Among 24 states that implemented the CCSS and later opted for individual state
standards, Florida was noted for failing to include standards for mathematical practices; Massachusetts
and New Jersey were noted for a strong emphasis on mathematical practices in their respective state
standards (Achieve 2017).3
The development and delivery of curricula aligned with the state standards also affect the extent to
which students achieve state standards. School districts are responsible for establishing curricula and
adopting instructional materials for implementing the state standards. However, state-level policies and
practices in the sample states have varying influence on district decisions in these areas. Several states
(Connecticut, Massachusetts, and New Jersey) provide curriculum guides to help districts align curricula
3

Mathematical practices refer to an emphasis on constructing arguments and reasoning mathematically, employing mathematical concepts,
and problem solving in a variety of settings, as opposed to completing mathematical calculations (Achieve 2017).
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with state standards. In some cases, state guidelines recommend textbooks and other instructional
materials (table 1). Florida is the only state in the sample with a formal process for reviewing and
approving textbooks and instructional materials for core subjects at the state level. As part of this
process, Florida negotiates with vendors to secure competitive pricing. Districts in Florida are not
required to adopt state-approved instructional materials, but selecting unapproved materials requires
reviewing materials using a process similar to the state’s, certifying that the materials align with state
standards, and negotiating prices with vendors. As a result, districts have an incentive to select from the
list of approved materials.
Table 1. State middle grades curriculum standards, guidelines, and instructional materials
CCSS

State
Yes

Connecticut
Florida
Massachusetts
New Hampshire
New Jersey

●

Vermont
Washington

●
●

No

Provide curriculum
guidelines

Adoption of state
instructional materials
Recommended

●
●
●
●
●

Not offered

●

●

●
●

●

●

●
●
●

Source: State websites

Because the implementation of state standards is a local responsibility, the fidelity of the
implementation may vary more across districts within states than between Florida and the comparison
states. To limit the variability across districts within a state, all states in the study sample have a process
for monitoring districts’ compliance with state standards and providing technical assistance to those
districts struggling to meet them. One such
notable technical assistance practice was
Box 1. State practice for technical assistance on
content standards
uncovered during an interview with a SEA
staff member in Washington (see box 1).
The Washington Department of Public Instruction
established a fellows program that convenes a group of

Ensuring that students are prepared to
mathematics, science, and English Language Arts
meet established expectations and receive
teacher leaders three times annually to collaborate and
instruction is an important component of
share best practices on instructional activities and the
the implementation of standards. The
implementation of content standards. The teacher
provision of a diverse array of necessary
leaders (or fellows) then help teachers in their respective
community services can improve students’
districts implement the practices shared during the
classroom engagement. Taking a holistic
meetings. In addition to contributing to the continuity of
approach to students’ educational
instruction across the state, the interviewee posited that
the fellows program provides districts an opportunity to
experiences through integrated support
develop their teacher leaders. Although there are some
services can decrease nonacademic
state funds devoted to the program, most funding comes
barriers to improvement and provide
from local sources.
opportunities for mentoring, tutoring, and
other academic supports through
community organizations (Cohen-Vogel, Goldring, and Smrekar 2010; Moore et al. 2014).
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Data from the SASS School Questionnaire indicate Florida had a higher ratio of students to professional
support staff relative to the comparison states.4 However, relatively little extant survey data indicate the
extent to which states provided integrated support services or wraparound services for students.
Current research suggests such services were present in almost 3,000 elementary and secondary schools
(Moore et al. 2014), including Florida. Several other comparison states also provide support services to
students, and these are managed at the district or county level. The extent to which services are
integrated may depend on how closely a district reflects county geographic boundaries. During
interviews, one state—New Jersey—noted school districts are required to provide student support
services, as highlighted in box 2.
Findings in this topic area do not address every
subtopic specified in legislation for two reasons. In
some cases, the study team did not find significant
differences in the extant data (see appendix C). The
study team identified several measures in the
NAEP data associated with achievement, as shown
in appendix C, and excluded variables that analyses
did not indicate were significant.
For mathematics and reading, the study team
considered the following variables:

Box 2. State requirements for integrated
student support services
New Jersey administrative code requires
school districts to provide integrated services
to students. Such regulation may increase the
types and number of services offered, which
in New Jersey include (1) health services; (2)
alcohol, tobacco, and other drug abuse
programs, including the prevention and
continuity of care of students who have
required drug use intervention; (3) counseling
and additional remedial interventions if a
student is the victim or offender of
harassment, intimidation, or bullying; (4)
intervention in each school building to
identify and support learning, behavior, and
health difficulties of students, which may
include professional development and
crafting action plans to support student
needs; and (5) home instruction to students
who are out of school for 5 or more
consecutive days and meet additional
required conditions.



whether students were assigned to
mathematics courses based on their ability
or previous achievement;



whether teachers differentiated
mathematics instruction based on the
ability of students in their classrooms;



the percentage of students in a school
taking pre-Algebra, Algebra I, Algebra II,
and geometry;



the number of hours of mathematics
homework assigned each day; teachers’
reported emphasis on algebra and functions in eighth grade;



teachers’ reported emphasis on geometry in eighth grade;



teachers’ reported use of individualized instruction for reading; and



teachers’ emphasis on select instructional practices, including critiquing and evaluating texts;
interpreting and recalling literary texts; and the use of argumentation and persuasion,
exposition, and specific texts (fiction, nonfiction, and procedural).

Results for all variables were not directly addressed in the findings because the differences between
Florida and the comparison states were not substantively or significantly different. The study team could
not locate comparable data across the study states to address course sequencing, prerequisites for
advanced classes, and the availability of noncore and elective courses. These are areas for future
research.
4

Professional support staff include librarians, nurses, social workers, psychologists, and speech therapists.
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C. Student Attendance and Mobility
Student mobility and absenteeism—particularly chronic absenteeism—are negatively correlated with
student performance (Grigg 2012; Voight, Shin, and Nation 2012; Gottfried 2010; Roby 2004; Lamdin
1996; Nichols 2003). Chronic absenteeism occurs when a child is absent from school for a large number
of days in a given school year, causing them to miss valuable instructional time. Typically, states define
chronic absenteeism as missing more than 10 percent of days in a school year. Student mobility is
defined as students changing schools for a variety of reasons, such as expulsion, promotion from middle
to high school, a change in residential address, and students changing residences but remaining in the
same school (Grigg 2012). Given the notable effect of student attendance and mobility on achievement,
comparing attendance and mobility data from Florida with the other states in the sample may help
explain differences in student achievement. Examining state laws and policies allows comparisons of
states’ efforts to mitigate the effects of student absenteeism and attendance on achievement.
Key Findings
Relative to the comparison states, Florida has a higher percentage of students in
schools with high levels of absenteeism and high student mobility.
The states in the study sample have similar truancy laws and attendance policies;
Florida’s truancy laws are not practically different from the laws in comparison
states.

The study team’s analysis of NAEP data (not shown) indicated students in schools with high student
absenteeism (i.e., more than 6 percent of students absent on an average day) perform worse in
mathematics relative to their peers in schools with fewer than 2 percent of students absent on an
average day. Florida had a higher percentage of students in schools with high student absenteeism. In
Florida, 31 percent of students were in schools where 6 percent or more of the student body were
absent on an average day, a statistically higher percentage than the percentages in Connecticut,
Massachusetts, New Jersey, and Vermont (figure 3; table C.9, appendix C).
Figure 3. Percentage of students in high-mobility schools by state and indicator of mobility: 2015

Source: NAEP Data Explorer
*Statistically different from Florida (p < .05)
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Two indicators of student mobility in the NAEP data were negatively associated with achievement. For
mathematics and reading, students in schools where 4 percent or more of the student population left
before the end of the year performed worse than students in schools that did not experience such exit
attrition. For reading, students in schools with full first-day enrollment performed better than students
in schools where 7 percent or more of the student body enrolled after the first day of the school year. In
Florida, 80 percent of students were in schools where 4 percent or more of the student body left before
the end of the school year, higher than the national average and the corresponding percentages in
Connecticut, Massachusetts, New Hampshire, New Jersey, and Vermont (figure 3; table C.9, appendix C).
Similarly, Florida had a larger percentage of students in schools with high rates of late enrollment
relative to the same five comparison states. Only Washington had a comparable percentage of students
in schools with a high rate of student mobility.
Florida and the comparison states have similar laws and policies addressing student absenteeism. Every
state in the sample has laws defining truancy and setting minimum attendance policies. Although the
compulsory ages of attendance vary, each state outlines actions districts and schools must take to
encourage habitually truant students to attend school, including issuing guidance to students and
parents on attendance requirements; holding meetings with parents of truant students; assessing fines
for failing to comply with compulsory attendance laws; and referring parents and students to support
services, and in some cases the court system. The actions stipulated in state laws are generally tiered
based on the number of unexcused absences, but districts and schools have significant flexibility in
complying with the required actions (e.g., see box 3). As a result, it is likely that policies and procedures
for addressing truancy vary significantly across districts within the states in the sample.
Box 3. State practice on absenteeism
Connecticut is the only state in the
sample that defines excused and
unexcused absences for its districts. A
search of state board of education
policies revealed that Connecticut has a
State Board of Education policy
specifying interventions within each tier of
support for habitually truant students. That
policy identifies specific resources
(interventions) for helping districts provide
the supports.

The findings consider the NAEP and SASS data the study
team found relevant to student absences and mobility.
However, the team could not locate comparable statelevel data to address differences in the causes of student
absenteeism and mobility. Florida may consider further
research examining the causes of student absenteeism
and mobility in the state. For example, it may be beneficial
to study the role of the agricultural growing season in
select areas in relation to exit attrition and late
enrollment. Both Washington and Florida rank among the
highest in the nation in the number of migrant
farmworkers.

D. Teacher Quality and Effectiveness
Teachers are a central component of student success, and researchers have engaged in substantial
efforts to measure teacher quality. Some researchers have focused on measurable credentials such as
teachers’ educational attainment, years of experience, and performance on standardized tests, while
others have focused on measures of educator performance such as assessments of classroom practice
and teachers’ effects on student achievement growth (Hanushek and Rivkin 2010, Goldhaber and
Anthony 2007; Rockoff 2004). However, there is a lack of consensus on the value of these measures as
indicators of teacher quality. States typically use credential-based measures such as teachers’
educational attainment and whether teachers are certified in a field to assess teacher quality. Florida
does not currently provide publicly available data that indicate the percentage of in-field teaching
among middle grades teachers by subject area; the national average for middle grades teachers with a
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major in their fields for mathematics and reading are 28 and 46 percent respectively (Baldi, WarnerGriffin, and Tadler 2015).
Key Finding
Florida has a lower percentage of students assigned to teachers with a
postsecondary degree in mathematics and English than students nationally and
students in all six comparison states.

The study team’s analysis of NAEP data indicated that students with teachers who have a postsecondary
degree in mathematics or English perform better in the respective subjects on the eighth-grade NAEP
assessment than students with teachers who do not have a degree in the content area. Relative to the
comparison states, Florida has a higher proportion of students with teachers without a postsecondary
degree in their main teaching field of reading or mathematics. According to NAEP, the percentage of
eighth-grade students in Florida who have mathematics teachers with in-field degrees is lower than the
national average and the percentages in five of the comparison states (Connecticut, Massachusetts,
New Hampshire, New Jersey, and Vermont) (table C.11, appendix C). Similarly, the percentage of eighthgrade students in Florida (39 percent) with teachers who have postsecondary degrees in English is
statistically lower than the national average (47 percent) and the percentages in the same five
comparison states. Results from the 2011–12 SASS principal questionnaire suggest the reported
difficulty in hiring mathematics and English teachers in Florida is similar to the reported difficulty in
other states (table C.13, appendix C).
Providing teachers with better training is one avenue toward improving teacher quality. Middle grades
teachers are the most likely to use an alternative licensing approach (Feistritzer 2011), and data from
SASS indicate that Florida had a higher proportion of middle school teachers certified through an
alternative route in 2011–12 relative to Connecticut, Massachusetts, and Washington. Given the interest
in attracting teachers and increasing access to the teaching profession, the number of alternative route
programs has increased (Ng 2003). A focus on requirements in traditional and alternative route
programs may influence teacher quality. Recent changes made in New Jersey are discussed in box 4.
The findings in this section do not address every
Box 4. State teacher preparation
subtopic area for teacher quality specified in
Recent regulatory changes in New Jersey
legislation. In some cases, the study team did not
have raised entry requirements for
find significant differences in the extant data (see
traditional and alternative route programs
appendix C), and in other cases there were
and made program completion
insufficient extant data to make cross-state
requirements more rigorous by raising the
comparisons. The study team examined the
number of required course hours needed
following measures in the NAEP data, as provided in
for completion and mandating year-long
appendix C: the percentage of teachers absent on
student teaching. The state also annually
an average day; the percentage of nontenured
shares data on teacher preparation
teachers retained from the previous year; the
programs through its Educator Preparation
percentage of novice teachers (began teaching the
Provider Performance Reports.
previous year) retained in the current year; whether
the school offers tenure; teachers’ tenure status;
teachers’ reported participation in select professional development opportunities, including enrollment
in college coursework or participation in professional development focused on curriculum, instruction,
or assessment in mathematics or reading; whether teachers became certified through an alternative
route; and teachers’ reported participation in classroom observations or coaching as part of a formal
arrangement. Results for these variables are not included in the findings because the differences
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between Florida and the comparison states were not substantively or significantly different. The study
team could not locate comparable data across the study states to define teacher collaboration and
planning at the district and school levels, the availability of effective training opportunities, and teacher
preparation specific to teaching middle school students or rigorous courses. These are areas for future
research.

E. Middle School Leadership and Performance
Research indicates that school leadership is another important factor affecting student achievement
(Angelle 2011; Finnigan 2012; Sanzo et al. 2010). Principals must determine the best allocation of school
resources, including those that go toward individualized student instruction through resource teachers
or specialists. The resources provided by schools are positively associated with student achievement and
growth (Betts, Reuben, and Danenberg 2000). Principals’ years of experience (as a principal and a
teacher) and educational attainment are also positively correlated with student achievement at the
school level (Grissom and Harrington 2010). This section examines school resources and principals’
experience in Florida and the comparison states.
Key Findings
On average, Florida students are less likely to be in schools with a mathematics
resource teacher relative to the comparison states and about as likely to be in
schools with a reading specialist.
Principals in Florida have similar years of experience and educational attainment
relative to principals in the comparison states.

Analysis of NAEP data found students in schools with full- or part-time mathematics resource teachers
and reading specialists perform better in the respective subjects than students in schools without these
resources. Florida students were less likely to be in a school with a mathematics resource teacher as
compared with the national average and the six comparison states. The percentage of students in
schools with a reading specialist, however, is more comparable to the comparison states. Connecticut,
New Hampshire, and Vermont had significantly higher proportions of students in schools with a reading
specialist relative to Florida. Florida was comparable to the national average and the percentages in
Massachusetts, New Jersey, and Washington (table C.15, appendix C). Such resource teachers often
provide students who are struggling with mathematics supplementary instruction. In some settings, the
students work in a regular classroom for most of the day and then move to the resource room to receive
extra attention or reteaching of a concept or topic so they can grasp what they are learning in their
regular class environment.
Although principals had similar levels of experience and educational attainment across the sample
states, a significantly larger percentage of Florida principals (91 percent) reported participating in a
program for aspiring principals relative to principals in the six comparison states on the 2011–12 SASS
Principal Questionnaire (table C.17, appendix C).
There are several potential factors influencing school leadership and quality not addressed in the
findings because the analyses of extant data do not reveal significant differences across states or there is
not enough information to make cross-state comparisons. From the NAEP, the team examined how
students in schools with literacy and mathematics coaches performed in the respective subjects relative
to students in schools without these positions. From the SASS, the team examined the average number
of principals and assistance principals in a school; principals’ goals for their schools; indicators of
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autonomy, including principals’ reported influence over decisions related to curriculum, content of inservice professional development, hiring and evaluation of teachers, and the school’s budget; and
principals’ participation in professional development, including enrolling in college courses, engaging in
collaborative research, and observing other school principals. There was not enough information to
make cross-state comparisons on the quality of school leadership and performance, in part because the
definition of school leadership quality is not well defined in the literature.

F. Parental and Community Engagement
Specific types of parental engagement, particularly parental educational expectations, supportive
parenting style, family communications about school, and participation at school activities, have positive
effects on student grades, teachers’ ratings of students, and test scores (Bodovski and Farkas 2008; Hill
and Tyson 2009; Jeynes 2007; Wilder 2014). Meta-analyses of the effects of parental involvement on
children’s educational success in the last 10 years highlighted parental educational expectations as
having the largest impact on academic achievement; other measures influenced teacher rating scales
and grades but not achievement on standardized tests (Jeynes 2005, 2007; Wilder 2014). Community
engagement, in the form of integrated support services for students providing a holistic approach to
students’ educational experiences, can decrease nonacademic barriers to improvement and provide
opportunities for mentoring, tutoring, and other academic supports through community organizations
(Cohen-Vogel et al. 2010; Moore et al. 2014).
Key Finding
Florida has more resources in place to facilitate parental engagement relative to
the comparison states but also has lower levels of teacher-reported parental
involvement.

Florida appears to provide more resources for encouraging parental involvement, but this may be in
reaction to a greater need for improved parental involvement compared to the other study states.
Relative to all comparison states, a significantly higher percentage of principals in Florida reported their
schools had dedicated staff for parental engagement and their school provided workshops or supportive
services for parents (table C.22, appendix C). However, while a majority of teachers in Florida agree they
receive a great deal of support from parents, a slightly larger percentage of teachers also agree a lack of
parental engagement at the school is a moderate to serious problem (table C.23, appendix C). More
teachers cited low parental engagement as a problem in Florida compared to teachers in five of the
comparison states (Connecticut, Massachusetts, New Hampshire, New Jersey, and Vermont). According
to data from NAEP, however, students in Florida are more likely to be in schools averaging six or more
volunteers (parents or other regularly scheduled volunteers) during a typical week (table C.21, appendix
C) relative to five of the comparison states. While all states in the sample seek to actively engage
families and community, two states have practices that increase district and community
communications, as detailed in box 5.
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There are many potential factors
Box 5. Practices in two states to engage families and
influencing parental and community
communities
engagement within and across states.
In Vermont, the School Board in each district must detail
The study team focused analysis on
the district’s annual budget to constituents, who then
extant data and policies that would
pass or do not pass the budget. During Town Meeting
facilitate cross-state comparisons.
Day, community businesses and constituents hear a
However, the factors discussed in the
report detailing whether the district met student needs in
findings should not be considered allthe previous year and what resources are proposed for
inclusive. From the NAEP, the study team
the operating budget in the upcoming year. Attendees
examined the percentage of students
then vote to approve the school district budgets. This
with a parent who volunteered in the
process means districts frequently engage with their
school and the percentage of parents
communities to ensure the school goals also reflect those
participating in parent-teacher
of the larger community.
conferences. From the SASS Principal
In Massachusetts, the Department of Elementary and
Questionnaire, the team examined the
Secondary Education produced and distributed to
following variables: the percentage of
school districts a series of stakeholder engagement
parents signing parent-student contracts,
materials on the state’s standards and assessments.
the percentage of schools offering
Districts had the option to use the materials in turn-key
support services to parents volunteering
fashion or work with the state to develop their own
or participating in parent-teacher
trainings and workshops. State assessment materials
conferences, the percentage of parents
addressed common questions addressing the purpose,
involved in instructional decisions, and
content, and consequences of the state accountability
system. To improve parents’ understanding of the state
the percentage of schools providing
standards, parent guides are being produced for each
courses for parents through the school.
grade level summarizing the English language arts,
Analyses of these variables are not
mathematics, and science standards in multiple
included in the findings because the
languages. Feedback on the state’s outreach efforts has
differences between Florida and the
helped the commissioner's office think more broadly
comparison states were not
about engaging parents and the community.
substantively or significantly different.
The study team could not locate
comparable data across the study states to address differences in the levels of community involvement
in public schools. This is an area for future research.
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Chapter 3: Recommendations

B

ased on a review of the key metrics with significant effects on student achievement, this report
provides a comprehensive summary of extant data and state policies and interventions as they
pertain to Florida’s 2015 NAEP mathematics and reading scores. Findings focused on six high-scoring
states (Connecticut, Massachusetts, New Hampshire, New Jersey, Vermont, and Washington) on the
NAEP in 2015 as case studies to identify potential opportunities for improvement in Florida. Using mixed
methods, the findings address demographic differences in enrollment patterns across the seven states
and five policy areas of interest: (1) instructional strategies and academic expectations , (2) student
attendance and mobility, (3) teacher quality and effectiveness, (4) middle school leadership and
performance, and (5) parental and community engagement.
The recommendations posed below (1) have the potential to affect a large population of students or a
gap in Florida’s performance relative to other states, (2) are based on empirical support demonstrating a
positive relationship with improvements in reading and mathematics, and (3) are pertinent to state-level
policy and practice. The recommendations take two forms. The first group of recommendations target
improvements in a particular area or student population. The second set of recommendations highlight
the policy areas identified as most pertinent to addressing performance in Florida based on gaps in
Florida’s performance relative to the six comparison states. See appendix A for additional detail on the
methodology for these recommendations; see appendix B for the background literature summarizing
findings and interventions in each of the five policy areas of interest.

A. Target Areas and Key Student Populations
Recommendation 1: Address achievement gaps among low-income students.
Florida’s population of low-income students eligible for FRL is considerably higher than that of the
comparison states. Additionally, Florida students eligible for FRL perform worse on the NAEP
mathematics examination compared to students eligible for FRL in five comparison states. The study
team therefore recommends a focus on the mathematics proficiency of students eligible for FRL. Policy
approaches could take the form of particular initiatives in mathematics geared towards these students.
Florida’s Low-300policy legislating an additional hour of literacy instruction among low-performing
elementary schools resulted in 69 percent of schools moving off the low-performance list after the first
year of implementation (Corbett 2015). A similar approach, potentially focusing on mathematics, might
be taken with schools with a high percentage of students eligible for FRL.
There are several other differences between Florida’s student population and those of the six
comparison states. Florida has a similar percentage of students (15 percent) eligible for individual
educational plans as the comparison states, and students with disabilities in Florida performed worse on
the NAEP relative to three comparison states. Initiatives could also address improving the educational
experience of students with disabilities.
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Recommendation 2: Prioritize student performance in mathematics through increased
attention to school and district curriculum and instructional practices.
Florida students are ranked relatively worse in mathematics compared to reading; a focus on
approaches to student learning in mathematics may yield potential gains. There are no statistical
differences in the size of the gaps between Florida’s performance and the comparison states in
mathematics and reading, with the exception of Florida and New Jersey. However, there are several
reasons why Florida might focus on mathematics rather than reading. First, Florida policy in the last 10
years has invested significant efforts in reading. Second, while Florida’s standards in relation to reading
indicate high expectations relative to the skills necessary for high NAEP achievement levels, the
standards in mathematics are below those identified in comparison states (Achieve 2017; Bandeira de
Mello et al. 2015). Finally, improvements in instructional practices in mathematics may result in greater
gains in mathematics in the short term. Mathematics teachers may have a greater effect on student test
score gains in mathematics in the same year relative to reading teachers’ effects on student reading test
score gains (Hanushek and Rivkin 2010; Rothstein 2010; Kane, Rockoff, and Staiger 2008). However,
good English Language Arts teachers may have a greater long-term influence on student achievement in
both reading and mathematics that extends beyond the immediate or subsequent school year (Master,
Loeb, and Wyckoff forthcoming).
Policy initiatives for mathematics might focus on
schools’ and districts’ implementation of middle
grades mathematics content standards by providing
professional development or increasing monitoring
of districts’ mathematics curricula and instructional
practices. There are two notable examples from
Washington and New Jersey that address
professional development and monitoring practices,
respectively. Washington implemented a fellows
program, funded from a combination of state and
local sources, which convenes teacher leaders to
share best practices on curriculum development
and instruction. New Jersey’s Quality Single
Accountability Continuum requires the annual
monitoring of the alignment of districts’ curriculum
with the New Jersey Student Learning Standards.
Policies aimed at improving middle grade teachers’
understanding of state content standards in
conjunction with frequent monitoring of district
curriculum and instruction could help improve
Florida students’ mathematics achievement.

Instructional Practice Interventions

Solve it! (Montague et al. 2014)
 Evaluation: Randomized control trial
experiment of 1,059 seventh-grade
students
 State: Florida
 Focus: Improving seventh-grade
mathematics performance using a
cognitive strategy instructional approach
The Schoolwide Enrichment Model–Reading
Framework (Little, McCoach, and Reis 2014)
 Evaluation: Randomized design of 2,150
sixth- through eighth-grade students
 State: Four middle schools across three
states (the states are not specified)
 Focus: Increasing middle school reading
performance through differentiated
instruction and supported, independent
reading
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B. Key Policy Areas for Intervention
Recommendation 3: Focus implementation efforts on reducing the effects of student
mobility among Florida’s most transient student populations.
There is clear and compelling evidence that student mobility is negatively correlated with student
achievement, and relative to the comparison states, Florida has a larger proportion of students in
schools with high rates of student mobility.
Mobility and Attendance Interventions
States address student mobility in two ways.
Some policies focus on mitigating the effect of
Mobility
mobility on achievement, while others attempt
Families and Schools Together (FAST) (Field, Haskins,
to limit mobility among certain populations.
and Turely 2013)
Florida has an existing data system in place for
 Evaluation: Randomized control trial
tracking important educational information of
experiment in 52 elementary schools
mobile students. Such systems can reduce the
 States: San Antonio, Texas, and Phoenix,
effect of student mobility on achievement.
Arizona
However, it appears districts’ use of the system is
 Focus: Increasing families’ social capital ties
voluntary and not universal. Florida could
with schools through meetings of parents,
potentially improve its current practice by either
students, and school faculty
mandating more frequent updates to the student
Truancy
tracking system or offering stronger incentives
Engagement through mentored relationships
for districts’ use of the state student data
(DeSocio et al. 2007)
system.

 Evaluation: Randomized control trial
experiment of 2,000 students in one large
urban high school
 State: A high school in the northeastern United
States
 Focus: Decreasing truancy through mentored
relationships with students

A review of the literature suggests social capital
interventions have potential to reduce student
mobility among transient populations. In one
notable example, a randomized-field experiment
found that the Families and Schools Together
(FAST) program significantly reduced Black
Project Stop Truancy and Recommend Treatment
student mobility in first through third grade in
(START) (Fantuzzo, Grim, and Hazan 2005)
Houston, Texas, and Phoenix, Arizona. The FAST
 Evaluation: Quasi-experimental design of 567
program is a parental engagement program that
students in a large urban school district
aims to increase families’ social ties at the
 State: A large school district in the
school, providing coaching to parents, bringing
northeastern United States
small groups together, and offering suggestions
 Focus: Comparing alternatives to court
for parental engagement at school. Although the
referrals for habitually truant students
FAST program focused on early elementary
grades, Florida may consider piloting a similar program focused on improving students’ and their
families’ sense of membership in the school community and fostering positive relationships between
families and school staff. Because Florida has a high percentage of migrant farmworkers whose families
may be affected by increased mobility, such pilot programs to increase social ties could focus on schools
and districts that serve a large proportion of students from such families. If the pilot is successful, Florida
could explore additional statewide initiatives or district resources for social interventions.
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Recommendation 4: Address teaching and instructional practices through increased
attention to teacher training initiatives.
Title II, Part A, of the Elementary and Secondary Education Act of 1965, as reauthorized by the Every
Student Succeeds Act (ESSA), provides funding for professional development and recruitment activities
aimed at improving teacher quality. Florida may consider using Title II, Part A funding to develop
statewide, content-focused professional development opportunities for middle grades mathematics
teachers, and expand or modify existing alternative certification programs to recruit more mathematics
teachers with content-specific training. Evidence from the literature specific to Florida suggests contentfocused professional development improves student achievement in middle grades mathematics (Harris
and Sass 2011). These findings highlight the importance of teachers’ content knowledge for improving
students’ academic performance, particularly in mathematics.
The NAEP data suggest Florida could help improve student performance and perhaps access to qualified
teachers by retaining more teachers with degrees in the content area they teach. The literature provides
mixed results on the importance of an in-field major for student achievement. Some research indicates
that teachers with a postsecondary degree in the content areas in which they teach are more effective
at increasing student achievement relative to their peers without a degree in their main teaching area
(Dee and Cohodes 2008). However, using a sample of Florida teachers, Harris and Sass (2011) found that
the effects of college major varied by subject area. High school teachers in Florida with a mathematics
degree had a negative effect on student achievement in mathematics relative to teachers without a
mathematics degree. Middle grades English Language Arts teachers with an in-field English Language
Arts Education degree had a positive effect on student achievement compared to teachers without an
English degree (Harris and Sass 2011). As an initial step, Florida could examine the percentage of in-field
teachers (by degree and certification area) specific to the middle grades population. National indicators
suggest fewer than 30 percent of middle grades mathematics teachers hold an in-field major. Additional
attention could be paid to whether positive student outcomes are associated with a certification specific
to a middle grades students, which is currently offered in Florida. Licensing and certification specific to
middle grades is associated with better rapport with students and higher student gains in learning
compared to teachers certified in elementary education (Mertens, Flowers, and Mulhall 2002; Nield,
Farley-Ripple, and Byrnes 2009; White et al. 2013).
As indicated by recommendation 1, policy initiatives related to in-field teaching and professional
development may be best focused on Title I schools. While the extant data examined do not show how
the distribution of teacher qualifications varies, research suggests some schools may have unequal
access to qualified teachers based on the racial/ethnic composition of student bodies, geographic
location of schools, and the socioeconomic status of neighborhoods around the schools (DarlingHammond 2010; Jackson 2009; Statklis and Matthews 2012).

Recommendation 5: Increase community-based engagement, fostering integrated services
that address health, nutritional, and social components of students’ educational
experience.
In 2015, ESSA provided further encouragement for schools and districts to continue to engage families
and communities in school activities and events. Section 1003 of ESSA provides 7 percent of Title I
funding for comprehensive support programs for targeted student improvement through schoolwide
funding. While data were indicative of the supports available for parental engagement with schools,
there was less evidence that Florida has a current policy focus on developing relationships with
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community-based organizations and creating wraparound services for students in high-need areas. Such
programs can decrease nonacademic barriers to improvement and provide opportunities for mentoring,
tutoring, and other academic supports through community organizations (Cohen-Vogel et al. 2010;
Moore et al. 2014).
Florida’s Integrated Student Support Model provides a mechanism already in place for engaging school
leadership, teachers, parents, and community organizations in an integrated approach. Early study
results using a quasi-experimental design indicate that integrated student support models have positive
effects on students’ mathematics achievement, attendance, and overall GPA (Moore et al. 2014).
Expansion on the foundation established through this model could target support services towards lowincome students and improve upon the low levels of community and family engagement cited by
teachers in Florida.
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Abbreviations and Acronyms
CCSS

Common Core State Standards

ESSA

Every Student Succeeds Act

FAST

Families and Schools Together

FDOE

Florida Department of Education

FRL

free or reduced-price lunch

NAEP

National Assessment of Educational Progress

NDE

NAEP Data Explore

SASS

Schools and Staffing Survey

SEA

State Education Agency

TD

Talent Development
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Appendix A. Methods and Approach

T

o provide the Florida Department of Education (FDOE) with a comprehensive review of performance
across the five key topic areas, the study team conducted a four-step process: (1) a comprehensive
literature review; (2) compilation and analysis of extant data from the Common Core of Data, Schools
and Staffing Survey (SASS), the National Assessment of Educational Progress (NAEP); (3) comparison of
state laws and policies; and (4) interviews with FDOE staff and State Education Agency (SEA) personnel
from the six comparison states. This appendix discusses the study methods, approach, and some
limitations of the study design.

A. Approach
The study team identified the following research questions to guide the review of the literature; extant
data; and state policies, practices, and standards for middle grades in Florida and the six comparison
states.
1. How do Florida’s student demographics and eighth-grade NAEP performance compare to the six
states?
2. What is known about current and effective practice in the five specified topic areas?
3. What variables in the NAEP and SASS data appear correlated with performance in eighth-grade
reading and mathematics, and how does Florida compare with the six states on the identified
variables?
4. How do the laws, policies, and practices in the six states compare with Florida?

B. Literature Review
The study team conducted a thorough review of the literature on the policies, practices, and challenges
of middle grades education prior to collecting extant data and interviewing key personnel from five
comparison states. Sources referenced in the review below include published, peer-reviewed journals;
relevant government- and foundation-supported research; and other nonacademic online periodicals.
The study team identified articles by searching JSTOR (an online digital library) and Google Scholar using
predefined search criteria. The search criteria resulted in literature
1. published between 2007 and 2017 (as possible)5; and either,
2. defining the importance of a topic area for improving student achievement in mathematics and
reading in the middle grades; or
3. examining the effect of policies, practices, or interventions within a topic area on student
achievement in middle grades mathematics or reading.
The study team reviewed articles that met the first and either the second or third criterion.

5

The study team used literature predating 2007 when lacking more recent research.
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C. Compilation and Analysis of Extant Data
The study team compiled data from the following three federally funded extant sources:


The Common Core of Data (CCD). These data provide descriptive enrollment, staffing, and fiscal
information on all public elementary and secondary schools in the United States. Of the three
extant datasets used in the analysis, the CCD is the only one updated annually.



The Schools and Staffing Survey (SASS). This nationally representative survey administered to
public and private schools, principals, and teachers is designed to collect descriptive data on
elementary and secondary education in the United States. The survey collected information on
topics including school climate and culture; teacher quality and retention; principal-reported
levels of parent and community involvement; and several other items related to the
characteristics of schools, students, and staff. Administered seven times since 1986, the last
iteration of SASS collected information on the 2011–12 school year. All data included in this
report are from the 2011–12 administration of SASS.



The National Assessment of Educational Progress (NAEP). The NAEP is a national standardized
academic assessment of student performance in multiple subject areas, including mathematics
and reading. Administered at least once every 2 years, it provides longitudinal data for tracking
academic progress at the district, state, and national levels. In addition to the assessment
scores, the NAEP dataset includes student-, classroom-, school-, and state-level information on
demographics, curriculum and instruction, teacher quality, school leadership, and a variety of
other variables related to the five topic areas. The data presented in this report represent
findings from the 2015 NAEP administration.

The study team’s analysis of extant data describes student demographic and socioeconomic indicators,
state-level performance on eighth-grade NAEP in mathematics and reading by student subgroup, and
state performance on indicators associated with increased student achievement in the middle grades.
Key themes gleaned from the literature review helped the study team identify variables related to each
of the five topic areas. The report includes student demographic data from the CCD and descriptive
statistics of relevant variables from the SASS, indicating where differences from Florida were significant
at the p < .05 level. Given the considerable number of contextual variables available in the NAEP data,
the study team limited descriptive statistics of NAEP variables to those with a statistically significant
relationship with eighth-grade composite reading or mathematics scores in 2015.
The study team tested the significance of the selected NAEP variables by running separate multivariate
regressions on composite mathematics and reading scores, including mathematics- and reading-specific
independent variables in the respective models, for each of the five policy areas: instructional strategies
and academic expectations, attendance and student mobility, teacher quality, school leadership and
performance, and parental and community engagement. Each regression model included the topic- and
subject-specific independent variables and controls for race/ethnicity and parental-level of education.
Both control variables included in the models were significantly correlated with national eighth-grade
mathematics and reading scores. Analyses did not allow for inclusion of an indicator of free or reducedpriced lunch eligibility. The report provides descriptive statistics for Florida and the comparison states
for the variables determined significant in multivariate regressions. Similarly to the SASS data, all
indicated differences from Florida are significant at the p < .05 level.
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D. Interviews
To supplement the literature review and quantitative data collection effort, the study team collected
qualitative data from SEA representatives by conducting semistructured interviews. The study team
constructed an interview protocol that addressed policies and practices in each state pertaining to the
study’s five topics of interest: academic expectations and instructional strategies; student attendance
and mobility; teacher quality and effectiveness; middle school leadership and performance; and
parental and community involvement. The interview protocol contained five sections that corresponded
to the five study topics, each section representing between three and seven primary questions.
Interview questions asked representatives about any relevant policies or practices within their state that
could be related to key issues within each of the study topics. Interview prompts accompanied several
questions, which were used to provide examples and further context for interviewees when needed.
Because the goal of the interviews was to supplement findings from the literature review and extant
data analysis, interview questions focused on addressing the gaps in understanding identified during
these portions of the study. These areas included topics for which extant data were incomplete or
unavailable, or when further context was necessary. Refer to appendix D for the full interview protocol.
The study team emailed a representative from each state, usually the Chief State School Officer, on
September 25, 2017, to solicit participation in an interview. The email invitation included a description
of the study and its goals and briefly outlined the topics included in the interview protocol. In some
cases, the original contact forwarded the initial inquiry to the individual at the SEA best suited to speak
to the interview topics. Representatives from Massachusetts, New Hampshire, Vermont, and
Washington confirmed their availability for an interview. Because of the compressed timeframe and
limited availability of the appropriate staff to participate in an interview, Connecticut declined
participation, and representatives from New Jersey opted to provide responses to the interview
questions via email. Table A1 details each state’s response to this interview request.
Table A1. Respondent response type and interview date, by state
State

Response Type

Interview Date

Connecticut
Massachusetts

Declined
Interview

N/A
October 17, 2017

New Hampshire
New Jersey
Vermont
Washington

Interview
Email
Interview
Interview

October 31, 2017
October 31, 2017
October 19, 2017
November 1, 2017

Each semistructured interview lasted between 45 and 75 minutes. The interviewer took detailed notes
during each interview and supplemented the notes with audio recordings of the interviews, with
interviewees’ permission. The study team reviewed the interview notes and audio recordings, compiling
each state’s responses to the interview questions within a single document for review. From this
document, the study team identified illustrative examples to supplement, emphasize, and contextualize
the study’s main findings in key areas. Because of the variation in the content and amount of
information provided by states in interviews, the illustrations from states presented in this document
are not exhaustive. Rather, the examples presented represent a selection of what the study team
believes to be the most relevant policy and practice information and likely of most interest to FDOE.
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E. Limitations
There are several limitations associated with the study design, many of which stem from the nationaland state-level data used to compare states’ performance in the five topic areas.
First, many of the policies, practices, and interventions identified in the literature review and through
the interviews with SEA staff may not be generalizable to Florida or other states. Much of the literature
focuses on district-level practices and interventions, meaning the effect sizes and findings are unique to
the implementing districts. Similarly, the policies and practices discussed during interviews with SEA
staff may work in different ways based on the context of a particular state. As policymakers approach
new interventions in Florida, steps should be taken to implement change on a smaller level prior to
scaling up results, and an additional review of how the intervention would operate within the
educational context of Florida if it were implemented.
The study team used the NAEP Data Explore (NDE) to conduct multivariate regression analyses on
national-level NAEP data. The NDE is a publicly available SQL database that allows researchers access to
restricted-use data through a platform with limited functionality. The NDE allowed the study team to
run multivariate regressions on NAEP data without access to the restricted-use NAEP data. However, it
imposed limitations on the manipulation of data that affected the rigor and comprehensiveness of the
regression model. For example, the NDE did not allow for adjustments to the modeling approach, the
testing of variable interactions or nonlinear relationships with mathematics and reading performance, or
testing results within a specific set of states. As a result, the study team focused results on descriptive
data with tests for statistical significance, supplemented by summary findings from the multivariate
models.
Finally, the SASS data used in this report provide only a snapshot of policy, practice, and principal and
teacher perspectives from the 2011–12 school year. Therefore, although the variables address at least
one of the topic areas, they may not represent current policy or practice in Florida and the six
comparison states. Similarly, although more current than SASS, the NAEP and CCD data described in this
report are from 2015. In some cases, state-level data would have provided more current information
than the national datasets. However, the study team found significant differences across states in the
reliability of data on the implementation of content standards, student mobility, educator effectiveness,
and parental and community engagement, which were the topic areas lacking data from national
sources.
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Appendix B. Literature Review and Annotated Bibliography

T

his appendix provides a brief background on each of the five areas the Florida legislature identified
for review: instructional strategies and academic expectations, attendance and student mobility,
teacher quality, school leadership and performance, and parental and community engagement. In each
section below, the relevance of the area for student outcomes is addressed as well as any relevant
interventions that can be identified through a review of the literature.

A. Instructional Strategies and Academic Expectations
Several facets of school curricula are associated with improved academic achievement among middle
school students. Rigorous curricula can teach coursework and problem-solving skills at or above grade
level in a way that minimizes redundancy and prepares students for postsecondary education or the
workforce (Ainsworth 2011; Balfanz, Mac Iver, and Byrnes 2006). Minimizing redundancy, a key
component of a rigorous curriculum, is important for increasing students’ exposure to in-depth
instruction and improving their ability to excel in mathematics and reading (Polikoff 2012). Survey data
from more than 7,000 elementary and middle school teachers in 27 states showed that between 23 and
67 percent of topics covered in middle school mathematics and English language arts curricula are
repeated from grade to grade. Redundancies in particular lessons were identified more often when
teachers focused on rote skills rather than problem solving (Polikoff 2012).
In addition to reducing redundancy through a clear sequencing of coursework at the school or district
level, teachers and principals can set high academic expectations for their students. Such expectations
have been shown to have a strong, positive effect on student academic outcomes, as measured by exam
performance (Balfanz et al. 2006; Dobbie and Fryer 2013; Kelley et al. 2010; Polikoff 2012). When
teachers challenge middle school students with rigorous demands, and principals align resources to
ensure rigorous academic standards, students improve in both reading and mathematics and enter high
school more prepared. (Balfanz et al. 2006; Dobbie and Fryer 2013; Polikoff 2012; Kelley et al. 2010).
The potential impact of changes in curriculum and expectations on academic performance is especially
important for low-income student populations (Hair et al. 2015). Studies have found that educators tend
to expect less academically from lower-income students and that students tend to perform at levels
reflecting their teachers’ expectations (Rubie-Davies et al. 2010; Woolley et al. 2010). Implementing
more rigorous curricula and raising expectations may help increase the academic gains of low-income
students and narrow the achievement gap between them and their more advantaged peers (Balfanz et
al. 2006).
State curriculum standards may serve as guidelines for limiting redundancy, but research has not found
a significant relationship between state content standard redundancy and instructional redundancy,
implying that districts and individual schools are ultimately responsible for implementing rigorous
curricula (Polikoff 2012).

1. Programs and interventions
Certain teaching strategies enhance the positive effects of rigorous curricula. According to a study of 39
New York City charter schools, frequent teacher feedback, increased instructional time, data-driven
instruction, high-dosage tutoring, and high academic demands explain almost half of variation in school

Insight ▪ A Comprehensive Study on Florida Middle School Performance

B-1

effectiveness (Dobbie and Fryer 2013). While the amount of teacher feedback and instructional time
depend largely on policy, other factors are largely a result of teaching style. In reference to data-driven
instruction, high-achieving schools more often gather, analyze, and apply school-level data, typically
collecting information from an above-average number of academic assessments, indicating that higher
achieving schools also administer more tests than lower achieving schools (Dobbie and Fryer 2013).
With respect to tutoring, this particular study defined “high-dosage” tutoring as a group of six or fewer
students meeting at least four times a week. Schools that employed high-dosage tutoring were higher
achieving than those that did not (Dobbie and Fryer 2013).
Three high-poverty, public middle schools in Philadelphia implemented a rigorous mathematics
curriculum that led to increased student achievement in mathematics over the course of a 4-year study
(Balfanz et al. 2006). The Talent Development (TD) Middle School Model’s mathematics reform program
focused on schoolwide use of research-based instructional materials, combining a rigorous curriculum
with professional development and support for teachers. Increasing the rigor of the curriculum
effectively increased performance expectations for students. During the 4-year study, the majority of
students in TD schools learned more than a year’s-worth of mathematics during each year of middle
school. They also outperformed students in control schools, with the greatest academic gains shown by
students with the lowest achievement levels prior to program implementation. The authors suggest that
results supported the importance of rigorous instruction, increased academic expectations, and
professional development in the TD mathematics program (Balfanz et al. 2006).

B. Student Attendance and Mobility
Students who attend school more than their classmates tend to outperform them on achievement tests.
Chronic absenteeism occurs when a child is absent from school for a large number of days in a given
school year, causing them to miss valuable instructional time. Typically, states define chronic
absenteeism as missing more than 10 percent of days in a school year. The negative effects of chronic
absenteeism increase as students advance grades, perhaps because missing instructional time becomes
more important as learning intensifies in later grades. Using data on elementary and middle school
students in the Philadelphia School District, Gottfried (2010) found that students with better attendance
records had higher GPAs and standardized test scores, and that the observed effect was larger for
middle school students than elementary school students. Nichols (2003) suggested that schools create
communities where students and parents are active participants to reduce absenteeism.
Both student mobility and chronic student absenteeism are negatively associated with student
performance (Gottfried 2010; Grigg 2012, Voight, Shin, and Nation 2012; Lamdin, 1996; Nichols 2003;
Roby 2004). Student mobility is defined as students changing schools for a variety of reasons, such as
expulsion, promotion from middle to high school, or a change in residential address, and students
changing residences but remaining in the same school (Grigg 2012). Although there are positive reasons
students may change schools, studies show that student mobility has a negative association with
student test scores. For example, Voight et al. (2012) used latent growth curve modeling and a sample
of elementary and middle schools students from an urban district to show that mobility is negatively
associated with mathematics and reading performance in third grade. They also found that moves in
early elementary school have a negative association with reading scores for years to come, reducing the
child’s overall reading trajectory (Voight et al. 2012). A greater number of changes in school was
correlated with lower rates of growth in test scores; for disadvantaged students, who were more likely
to change schools than wealthier students, the negative association between mobility and test scores
can accumulate over time (Grigg 2012).
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1. Programs and interventions
Interventions that addressed student attendance and mobility often sought to address students’ lives in
the larger community and to boost their social ties to the school. For example, DeSocio et al. (2007)
used a randomized control trial to evaluate a truancy intervention pilot at a large urban high school. The
intervention enrolled students in comprehensive health services and recruited teachers to engage with
the students in mentored relationships. The evaluation found that students in the treatment group had
a lower dropout rate (12 percent) than students in the control group (30 percent) (DeSocio et al. 2007).
Fantuzzo, Grim, and Hazan (2005) evaluated a program that engaged with the court system to provide
community services for students identified with high rates of truancy. Based on a matching design,
students who went to community-based court maintained lower rates of absenteeism a year after the
intervention, though both sets of students exhibited lower truancy rates in the first 30 days after a court
appearance (Fantuzzo et al. 2005). Small-scale programs at specific elementary schools offered
incentives for attendance and provided small groups facilitated by school social workers for high-risk
students, addressing barriers to attendance, and building self-esteem (Baker and Jansen 2000; Ford and
Sutphen 1996). Based on a review of 28 interventions on school attendance, Maynard et al. (2013)
concluded that family, group, and multimodel interventions each offered a moderate, positive effect on
student attendance. On average, the 28 interventions reviewed improved student attendance by 4.69
days (Maynard et al. 2013).
Fewer interventions target school mobility relative to student attendance or truancy. Based on results
from a cluster-randomized field experiment in 52 predominantly Hispanic elementary schools in
Phoenix, Arizona, and Houston, Texas, social capital interventions reduced the mobility of Black students
between first and third grades by 29 percent. The intervention employed the Families and Schools
Together (known as FAST) program, which aimed to increase students’ and their families’ sense of
membership in the school community and foster positive relationships between families and school staff
(Field, Haskins, and Turely 2013).

C. Teacher Quality
Teachers are a central component of student success, and researchers have engaged in substantial
efforts to measure teacher quality. Several measures have been explored to understand teacher quality
in relation to student performance: a major or postsecondary degree in the teacher’s main teaching
field, license and/or certification in the teachers’ main teaching field, years of experience, and
performance-based evaluations.

1. Postsecondary education, license, and certification
National and state policies have traditionally defined teacher quality using measurable credentials, such
as educational attainment and performance on license and certification examinations (Goldhaber 2009).
Until the 2015 reauthorization of the Elementary and Secondary Education Act of 1965 (ESEA) as the
Every Student Succeeds Act, the No Child Left Behind Act of 2001 defined highly qualified teachers as
having a bachelor’s degree, full state certification, and demonstrated competency in each core academic
subject they taught. These criteria provided a framework by which States gathered measurable
information on teachers’ qualifications in the fields in which they taught.
Research does not provide conclusive evidence that postsecondary education in teachers’ core content
areas improves student achievement. Some research indicates that teachers with a postsecondary
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degree in the content areas in which they teach are more effective at increasing student achievement
relative to their peers without a degree in a content area (Dee and Cohodes 2008). However, using a
sample of Florida teachers, Harris and Sass (2011) found that the effects of college major varied by
subject area. High school teachers in Florida with a mathematics degree had a negative effect on
student achievement in mathematics relative to teachers without a mathematics degree. Middle grades
English Language Arts teachers with an in-field English Language Arts Education degree had a positive
effect on student achievement compared to teachers without an English degree (Harris and Sass 2011).
Other findings also indicate that undergraduate degrees and credentials have minimal effects on
student achievement (Aaronson, Barrow, and Sander 2007; Harris and Sass 2011; Kane, Rockoff, and
Staiger 2008; Ladd and Sorenson 2017).
Most states require teachers to pass a standardized exam to meet licensure requirements. A
preponderance of research suggests teachers’ performance on standardized licensure assessments such
as the Praxis (and other assessments that measure teachers’ academic proficiency) are positively
correlated with student achievement (Clotfelter, Ladd, and Vigdor 2006, 2007; Goldhaber 2009).
However, the relationship between teachers’ exam performance and student test scores is variable. In a
study of high school students in North Carolina, Clotfelter et al. (2007) found that the negative effect on
students with teachers scoring a standard deviation below the mean on the state licensure examination
was twice as large as the positive effect on students with teachers scoring a standard deviation above
the mean. The authors found a large, significant positive correlation between licensure exam scores and
students’ performance in algebra and geometry but an insignificant (and small negative) relationship
with students’ scores in English.

2. Experience
More years of experience are positively associated with student achievement, particularly for teachers
early in their careers (Boyd et al. 2007; Ladd and Sorenson 2017; Kane to al 2008). While some research
suggests that the effect of an additional year of experience on student test scores plateaus after five
years in the classroom (Boyd et al. 2008; Kane et al. 2008), other research indicates longer lasting
returns to experience among samples of middle school teachers in North Carolina and elementary and
middle school teachers in Florida (Harris and Sass 2011; Ladd and Sorenson 2017).6

3. Performance-based measures
In recent years, states and districts have supplemented the measurement of traditional credentials with
performance-based metrics such as assessments of classroom practice and measures of student
achievement or growth. Educator evaluation attempts to define teacher quality based on teachers’
effectiveness at raising student achievement and their observed performance in the classroom (Harris,
Ingle, and Rutledge 2014). States and districts may adopt rubrics to assess teachers’ performance in the
classroom, and use student growth models to assess their effect on students’ test performance.
However, results from student growth models are temporally variant, and may be sensitive to changes
in the statistical model and student assessments (Briggs and Domingue 2011; Rothstein 2010; Sass
2008). Evaluations of teachers’ classroom performance often result in the majority of teachers being
highly rated, making it difficult to differentiate between teachers.

6

Ladd and Sorenson (2017) also find returns to teacher experience in the form of improved student behavioral outcomes.
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4. Programs and interventions
The focus on teacher quality has resulted in heightened scrutiny of teachers’ preservice preparation. In
general, research on preservice training attempts to identify which preparation programs are best at
producing teachers who significantly improve student achievement, as measured by student test score
gains. To date, there is mixed evidence that preparation programs produce, on average, discernibly
different teachers (Boyd et al. 2009; Cochran-Smith and Villegas 2015; Koedel et Al. 2015). Similarly,
given a recent policy focus on alternative certification, researchers have examined differences in
effectiveness between teachers trained through traditional and alternative routes. Two recent studies
used quasi-experimental designs to examine the Teaching Fellows and Teach for America programs in
New York. The studies found that students with first-year teachers from the two alternative route
programs performed better in mathematics than their peers with first-year teachers from traditional
programs (Boyd et al. 2009; Clark et al. 2017; Kane, Rockoff, and Staiger 2008). Using data from Florida,
Sass (2011) used a quasi-experimental design to compare value-added results of teachers from three of
Florida’s alternative route programs with their traditionally trained colleagues. He finds that districtalternative certification teachers perform similarly to teachers from traditional programs, while teachers
from an Educator Preparation Institute perform worse in both mathematics and English language arts,
and teachers from the ABCTE perform significantly better in mathematics.
Professional development is another mechanism states, districts, and schools use to improve the quality
of the teacher workforce. The literature on professional development generally examines its
effectiveness in two ways: (1) by assessing its effect on teacher knowledge and practice, or (2) by
measuring its influence on student achievement (Hill, Beisiegle, and Jacob 2013). Research examining
the effect on teachers indicates that successful professional development initiatives typically include
similar features, including a focus on content, collaboration among teachers, and activity-based
instruction (e.g., curriculum design). Studies focusing on student achievement show variable results, but
in general indicate that professional development may have more influence on mathematics scores than
reading. Using data from Florida, Harris and Sass (2008) demonstrate that content-focused professional
development in mathematics raised student achievement in middle and high school, but similar contentfocused training in other subjects did not affect student achievement. The authors also found that other
types of in-service training (e.g., professional development focused on pedagogy) did not affect student
performance in any subject. A U.S. Department of Education-funded randomized control trial
experiment examining a content-focused professional development program in seventh-grade
mathematics did not find a significant relationship with student achievement (Garrett 2011).7

D. School Leadership and Performance
Research indicates that school leadership is another important in school factor affecting student
achievement. The most effective school leadership strategies for improving student academic outcomes
include responding to student needs, providing opportunities for faculty education and professional
development, and encouraging teachers to participate in school-level decisionmaking processes (Angelle
2011; Finnigan 2012; Sanzo, Sherman, and Clayton 2010). Regarding meeting student needs, highquality school leadership has particularly significant, positive effects on the academic achievement of
low-performing students, which helps to narrow achievement gaps (Gaynor 2012; Finnigan 2012).
Research also indicates that students with disengaged and inexperienced principals perform worse on
standardized assessments than their peers with effective school leaders (Gaynor 2012). This is especially
7

The professional development activity provided instruction on teaching rational number topics in seventh grade.
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pertinent for students in low-income schools because these schools experience the highest rates of
principal turnover and tend to hire less experienced principals (Béteille, Kalogrides, and Loeb 2012; Rice
2010).
Principals’ years of experience (as a principal and as a teacher) are positively correlated with student
achievement (Bowers and White 2014; Grissom and Harrington 2010; Grissom and Loeb 2011; Rice
2010; Valentine and Prater 2011). More specifically, the number of years a principal has been at his or
her current school as either the principal or an assistant principal is strongly related to academic
outcomes and inversely related to student suspension rates (Bowers and White 2014; Clark, Martorell,
and Rockoff 2009). This fact makes principal retention increasingly important for student achievement
and overall school quality (Miller 2013). From studying 12 years of North Carolina public school data,
Miller (2013) found a decrease in academic performance directly prior to a principal leaving a school,
and this decrease continued for an average of 2 years after the employment of a new principal. Student
achievement tended to increase during the next 3 years of the new principal’s time in leadership, but at
the end of the 5 years, achievement levels had only risen back to where they had been when this new
principal was hired (Miller 2013).
Effective principals also support their teachers by providing professional development and learning
opportunities in addition to including teachers in school decisionmaking processes (Finnigan 2012;
Hallinger and Heck 2011; Hoppey and McLeskey 2013; Sanzo et al. 2010). When principals provide
opportunities for learning and professional development, teachers report feeling valued and fulfilled
because the principal is investing in their growth (Finnigan 2012; Hoppey and McLeskey 2013). Providing
continuing education for teachers and administrators ensures the quality of school staff and increased
academic outcomes for students (Hightower et al. 2011). Involving faculty in policy creation, adaptation,
and planning increases policy effectiveness and student academic achievement (Angelle 2011; Sanzo et
al. 2010). Teachers also report feeling respected and supported in positive climate. As a result, they are
more satisfied with their jobs and report higher intentions to continue working at their current school.
Therefore, teacher retention rates will likely increase when principals provide teachers with
opportunities to engage in collaboration and continued learning, and high teacher retention rates
contribute to a more positive school climate and increased academic achievement (Ronfeldt, Loeb, and
Wyckoff 2013).
Professional development and training is useful both for teachers and school leaders. Principals who
understand that they can learn from their colleagues lead schools with higher academic achievement
(Bowers and White 2014; Grissom and Harrington 2010). Mentorship programs, in which more
experienced principals mentor newer principals to help them develop strategies to lead their schools,
are more effective in improving principal performance than university-run professional development
courses, as measured by teacher ratings of principal effectiveness and by student achievement of state
and district academic standards (Grissom and Harrington 2010). Mentoring programs and hands-on
training, such as internships, give principals direct, applicable examples of how to lead their own schools
(Parylo, Zepeda, and Bengtson 2012). Studies recommend that principals engage in ongoing leadership
development throughout their careers (Duncan, Range, and Scherz 2011; Grissom and Harrington 2010).

1. Programs and interventions
As the effectiveness of school leadership directly impacts academic achievement and growth, preparing
aspiring principals to excel as leaders is foundational to student success (Angelle 2011; Bowers and
White 2014; Day, Gu, and Sammons 2016; Finnigan 2012). While many schools offer mentorship to
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newly hired principals (Grissom and Harrington 2010), mentorship is also being implemented with
principals in training. Two principal mentorships at two different schools in New York were studied using
both quantitative and qualitative analysis (Adams 2013). These mentorships consisted of including the
mentee in the principal’s weekly meetings with other school leaders, giving the mentee opportunities to
lead while being observed by the principal, and weekly collaborative planning meetings with teacher
teams. One of the mentees was also tasked with performing classroom visits and observations, after
which both the principal and classroom teachers provided feedback. Through this experience, the
mentees performed the daily tasks of a principal under the supervision of an experienced leader,
providing opportunities to learn from real-life experience while being able to improve the schools where
they were placed. Both principal mentors reported their mentorships were an integral part of the
growth of their mentees and their own professional development and continued learning (Adams 2013).
Regarding continued learning and collaboration, administrators, staff, and teachers at a middle school in
a southeastern state developed a system of distributed leadership by establishing leadership teams
responsible for specific school activities (Angelle 2010). All teachers were members of at least two
teams, one grouped by grade level and the other by subject area. Some of these teachers were also
elected members of the teacher leadership team, with the principal being an active part of all three
teams. The teams involved teachers in school policy decisions under the guidance of a principal
committed to upholding distributed leadership and collaboration. The principal supported all teacher
leadership efforts and decisions, encouraging teachers to take risks and learn from unexpected
outcomes. These interactions led to increased collaboration, trust, and learning among faculty, staff, and
administrators across the school in addition to improving academic outcomes (Angelle 2010).

E. Parental and Community Engagement
Family and community engagement include a diverse set of practices, ranging from assistance with
homework and educational expectations to school-neighborhood partnerships and outreach. Current
educational policy initiatives actively encourage parent and family engagement in children’s learning
(ESSA 2015). For example, the Every Student Succeeds Act, known as ESSA, provides guidelines for
schools to involve parents and family members in developing policy and addressing family needs. Funds
for parent and family engagement may also be used to collaborate with community-based
organizations.
Specific types of parental engagement, particularly parental educational expectations,8 supportive
parenting style, family communications about school, and participation at school activities have positive
effects on student grades, teachers’ ratings of students, and test scores (Bodovski and Farkas 2008; Hill
and Tyson 2009; Jeynes 2007; Wilder 2014). Meta-analyses of the effects of parental involvement on
children’s educational success in the last 10 years highlight parental educational expectations as having
the largest impact on academic achievement; other measures influenced teacher rating scales and
grades but not achievement on standardized tests (Jeynes 2005, 2007; Wilder 2014).
The magnitude of the effects of parental involvement varies based on the age of the child, the subject
matter studied, student and parent characteristics, and the specific type of engagement examined
(Robinson and Harris 2014). Parental involvement shows a stronger association with achievement
among elementary school students compared to secondary school students (Jeynes 2007; Singh et al.
1995).The benefits of parental engagement depend on a child’s feelings of success at school and how
8

Parental expectations reflect parents’ beliefs about school, teachers, units of study, and education more broadly (Wilder 2014).
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individual parents approach their interventions (Pomerantz, Moorman, and Litwack 2007). A child’s
race/ethnicity may be an important factor guiding parental engagement when examining student
assessment data given the continuing gap in test scores by race/ethnicity and wide diversity in the
experiences of Hispanic students in the U.S. educational system (Condron 2009; Harris, Jamison, and
Trujillo 2008; Reardon and Galindo 2009). The ways in which race/ethnicity may matter with regard to
how parents approach school interactions are varied. Potential explanations include the following:
parents endorse different types of and settings for involvement (Sui-Chu and Willms 1996); barriers
based on language use, nativity, and perceived success limit parent-school communications (Lareau and
Horvat 1999; Turney and Kao 2009); and the perceived receptivity of the school environment may lead
to more or less involvement among specific racial/ethnic groups (Park and Holloway 2013).
Integrated support services providing a holistic approach to students’ educational experience can
decrease nonacademic barriers to improvement and facilitate opportunities for mentoring, tutoring, and
other academic supports through community organizations (Cohen-Vogel, Goldring, and Smrekar 2010;
Moore, Bagin, and Gallagher 2014). Additional research highlights the need for postsecondary schools
and departments of education to provide teacher training programs that address family and community
involvement (Epstein 2013).

1. Programs and interventions
Parental involvement programs and interventions are more common at the elementary level compared
to secondary level, and relatively few studies examine the effects of school-based programs to
encourage parental engagement (Jeynes 2012). An analysis of 51 parental involvement intervention
programs indicated an increase in approximately one-third of a standard deviation in students test
scores as a result of the program (Jeynes 2012). However, evidence-based research does not yet provide
a clear framework for integrating parents into the fabric of children’s learning at school. Instead, studies
highlight several different approaches. First, parental tutoring is one avenue for fostering parental
involvement, assuming the program provides parents with training sessions prior to tutoring (Erion
2006).9 Second, as middle grades students seek more autonomy in school-related activities, parents may
take an “academic socialization approach,” sharing educational expectations, future plans, and linking
school work to culturally relevant events and activities (Hill and Tyson 2009). Finally, school or district
administrators may choose to engage families by making student data meaningful for them (Garcia et al.
2016). Overall, findings for parental involvement programs suggest partnership programs that help
parents and teachers collaborate on reading with students, checking homework, or increasing
communication are a promising angle for parental intervention programs (Jeynes 2012).
Research highlights new models to encourage community collaboration through coordinated services to
students, linking resources to healthcare, employment, and recreation with schools (Cohen-Vogel et al.
2010; Lewallen et al. 2015; Moore et al. 2014). The extent to which students need coordinated
community support services varied based on the neighborhood conditions around the school, and the
specific types of community partnerships vary based on those needs (Cohen-Vogel et al. 2010). By
addressing multiple contexts that affect students’ lives, community partnership models improve
academic performance by reducing barriers to learning (Lewallen et al. 2015).

9

However, parental assistance with homework more generally, especially during middle school, is not positively associated with achievement
(Hill and Tyson 2009), unless the study is able to identify the quality of the homework assistance as supportive (Moroni et al. 2015).
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Bodovski, K., and Farkas, G. (2008). “Concerted Cultivation” and Unequal Achievement in Elementary
School. Social Science Research, 37(3): 903–919.
This study focused on the relationship between parental involvement and socioeconomic status on
student outcomes. Bodovski and Farkas found parental socioeconomic status to be positively
correlated with parental involvement. They also found parental involvement to be positively related
to student academic outcomes, meaning low-income students with less involved parents are at an
academic disadvantage.
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Bowers, A.J., and White, B.R. (2014). Do Principal Preparation and Teacher Qualifications Influence
Different Types of School Growth Trajectories in Illinois? A Growth Mixture Model Analysis. Journal of
Educational Administration, 52(5): 705–736.
By analyzing data from all Illinois elementary and middle schools, Bowers and White found a
principal’s years of experience (as a principal and as a teacher) are positively correlated with student
achievement. More specifically, the number of years a principal has been at his or her current school
as either the principal or an assistant principal is strongly related to academic outcomes and inversely
related to student suspension rates.
Boyd, D.J., Grossman, P.L., Lankford, H., Loeb, S., and Wyckoff, J. (2009). Teacher Preparation and
Student Achievement. Educational Evaluation and Policy Analysis, 31(4): 416–440.
This study used a quasi-experimental design to examine the effectiveness of traditional versus
alternative teacher preparation programs in New York. Boyd and colleagues found students with
first-year teachers from alternative programs, specifically those focused on practice, performed
better in math than their peers with first-year teachers from traditional programs.
Boyd, D., Goldhaber, D., Lankford, H., and Wyckoff, J. (2007). The Effect of Certification and Preparation
on Teacher Quality. The Future of Children 19(1): 45–68. Retrieved August 18, 2017, from
http://www.jstor.org/stable/4150019.
Boyd and colleagues examined the effects of a teachers’ years of experience, preparation programs,
and certification requirements on student academic outcomes. They discovered support for a
positive relationship between a teacher’s amount of experience and student academic achievement.
Students in high-poverty school districts are more likely to have less experienced teachers, a factor
associated with lower levels of academic performance.
Briggs, D., and Dominigue, B. (2011). Due Diligence and the Evaluation of Teachers: A Review of the
Value-Added Analysis Underlying the Effectiveness Rankings of LAUSD Teachers by the Los Angeles
Times. Boulder, CO: National Education Policy Center.
Briggs and Dominigue offer a review of the value-added models that were used to assess teacher
effectiveness in Los Angeles schools from 2003 to 2009. The review suggests results from these
models may be sensitive to changes in the statistical model and student assessments. The authors
argue these models (among many others) might not be a true indicator of teacher effectiveness and
that great care must be exercised in developing these widely used value-added models.
Clark, D., Martorell, P., and Rockoff, J. (2009). School Principals and School Performance. Working Paper
38. Washington, DC: National Center for Analysis of Longitudinal Data in Education Research.
New York City data were analyzed in the evaluation of school principals’ effects on student academic
performance. The researchers found little evidence to support the effects of a principal’s education
or overall years of experience on student achievement. However, the number of years a principal has
been at his or her current school as either the principal or an assistant principal is strongly related to
academic outcomes and inversely related to student suspension rates.
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Clotfelter, C.T., Ladd, H.F., and Vigdor, J.L. (2006). Teacher-Student Matching and the Assessment of
Teacher Effectiveness. Journal of Human Resources, 41(4): 778–820.
This study examined the effects of teacher experience and licensure scores on student math and
reading achievement. Findings suggest teachers’ performance on standardized licensure assessments
measuring teacher academic proficiency is positively correlated with student achievement.
Clotfelter, C.T., Ladd, H.F., and Vigdor, J.L. (2007). Teacher Credentials and Student Achievement in High
School: A Cross-Subject Analysis with Student Fixed Effects (No. w13617). Cambridge, MA: National
Bureau of Economic Research. Retrieved November 9, 2017, from
http://www.nber.org/papers/w13617.pdf.
Much research supports the positive relationship between a teacher’s licensure scores and student
achievement. However, this study of high school students in North Carolina found that the negative
effect on students with teachers scoring a standard deviation below the mean on the state licensure
examination was twice as large as the positive effect on students with teachers scoring a standard
deviation above the mean. The authors also found a significant, positive correlation between
licensure exam scores and students’ performance in algebra and geometry but an insignificant (and
small negative) relationship with students’ scores in English.
Cochran-Smith, M., and Villegas, M.A. (2015). Studying Teacher Preparation: The Questions That Drive
Research. European Educational Research Journal, 14(5): 379–394.
These researchers argue that previous research on teacher preparation was (like much research)
biased by the previous researchers’ ideas and beliefs. They point to previous research highlighting
curriculum, effectiveness, and knowledge. Cochran-Smith and Villegas focus instead on the need to
highlight policy and learning.
Cohen-Vogel, L., Goldring, E., and Smrekar, C. (2010). The Influence of Local Conditions on Social Service
Partnerships, Parent Involvement, and Community Engagement in Neighborhood Schools. American
Journal of Education, 117(1): 51–78. Retrieved October 12, 2017, from
http://www.jstor.org/stable/10.1086/656346.
Geographic Information System mapping software was used to evaluate how neighborhood
characteristics affected the formation of relationships between the school and its community.
Findings suggest the neighborhood’s characteristics impacted how school faculty and staff interacted
with the community, what kinds of partnerships were formed, and how and in what capacity parents
were encouraged to be involved. Community support has been shown to be related to student
outcomes.
Condron, D.J. (2009). Social Class, School and Non-School Environments, and Black/White Inequalities in
Children's Learning. American Sociological Review, 74(5): 685–708.
Condron’s study focused on the disparity in academic achievement between Black and White firstgrade students. He found this racial/ethnic gap tended to grow more during the school year, while
the socioeconomic achievement gap tended to grow more during the summer. This trend lends itself
to the idea that school factors play a role in widening racial/ethnic achievement gaps unrelated to
socioeconomic status.
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Corbett, J. (2015, March). Florida State Policy Brief. San Francisco, CA: WestEd. Retrieved November 9,
2017, from http://files.eric.ed.gov/fulltext/ED559735.pdf.
Florida’s Low-100 policy legislating an additional hour of literacy instruction among low-performing
elementary schools resulted in 69 percent of schools moving off the low-performance list after the
first year of implementation. A similar approach might be taken with schools with a high percentage
of students eligible for free or reduced-price lunch.
Cucchiara, M.B., and Horvat, E.M. (2009). Perils and Promises: Middle-Class Parental Involvement in
Urban Schools. American Educational Research Journal, 46(4): 974–1004. Retrieved November 9,
2017, from http://www.jstor.org/stable/40284744.
This study addresses the prominent role of local parent networks in shaping the policy priorities of
neighborhood schools. Cucchiara and Horvat found recent trends show more middle-class families
moving into urban school districts. Since middle-class parents tend to show higher levels of parental
involvement, this shift could result in greater advocacy and resources in urban schools.
Darling-Hammond, L. (2010). Teacher Education and the American Future. Journal of Teacher Education,
61(1-2): 35–47.
This research suggests some schools may have unequal access to qualified teachers based on the
racial/ethnic composition of student bodies, geographic location of schools, and the socioeconomic
status of neighborhoods around the schools. Schools with less qualified teachers have lower levels of
academic achievement.
Dee, T.S., and Cohodes, S.R. (2008). Out-Of-Field Teachers and Student Achievement: Evidence From
Matched-Pairs Comparisons. Public Finance Review, 36(1), 7–32.
Dee and Cohodes analyzed national data in their examination of the effects of out-of-field teaching
on student academic outcomes. The research indicates teachers with a postsecondary degree in the
content areas they teach are more effective at increasing student achievement relative to their peers
without a degree in a content area.
DeSocio, J., VanCura, M., Nelson, L.A., Hewitt, G., Kitzman, H., and Cole, R. (2007). Engaging Truant
Adolescents: Results From a Multifaceted Pilot Intervention. Preventing School Failure, 51(3): 3–11.
DeSocio and colleagues used a randomized control trial to evaluate a truancy intervention pilot at a
large urban high school. The intervention enrolled students in comprehensive health services and
recruited teachers to engage with the students in mentored relationships. The evaluation found
students in the treatment group had a lower dropout rate than students in the control group.
Dobbie W., and Fryer, R.G. (2013). Getting Beneath the Veil of Effective Schools: Evidence From New
York City. American Economic Journal: Applied Economics, 5(4): 28–60. Retrieved August 18, 2017,
from http://www.jstor.org/stable/43189452.
This study of 39 New York City charter schools aimed to identify the most influential factors affecting
student achievement. Dobbie and Fryer found that frequent teacher feedback, increased
instructional time, data-driven instruction, high-dosage tutoring, and high academic demands explain
almost half of variation in school effectiveness.
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Duncan, H., Range, B., and Scherz, S. (2011). From Professional Preparation to On-the-Job Development:
What Do Beginning Principals Need?. International Journal of Educational Leadership
Preparation, 6(3), n3.Retrieved October 12, 2017, from https://eric.ed.gov/?id=EJ9742499.
Principals in Wyoming were surveyed about their experiences with and perceptions of principal
preparation and professional development. Based on the findings, these researchers recommend
principals engage in ongoing leadership development throughout their careers to remain effective.
Epstein, J.L. (2013). Ready or Not? Preparing Future Educators for School, Family, and Community
Partnerships. Teaching Education, 24(2): 115–118.
Student academic success is partially dependent upon parental and community involvement. Epstein
highlights the need for schools and departments of education to provide teacher training programs
that address the importance of family and community involvement, as well as how to facilitate it.
Erion, J. (2006). Parent tutoring: A Meta-Analysis. Education and Treatment of Children, 29(1): 79–106.
Retrieved November 9, 2017, from http://www.jstor.org/stable/42899871.
Evidence-based research does not yet provide a clear framework for integrating parents into the
fabric of children’s learning at school. Instead, Erion’s study highlights parental tutoring as one
avenue for fostering parental involvement, assuming the program provides parents with training
sessions prior to tutoring.
ESSA (2015). Every Student Succeeds Act of 2015, Pub. L. No. 114-95 § 114 Stat. 1177 (2015–2016).
The Every Student Succeeds Act actively encourages parent and family engagement in children’s
learning. It provides guidelines for schools to involve parents and family members in developing
policy and addressing family needs. Funds for parent and family engagement may also be used to
collaborate with community-based organizations.
Fantuzzo, J., Grim, S., and Hazan, H. (2005). Project Start: An Evaluation of a Community-Wide SchoolBased Intervention to Reduce Truancy. Psychology in the Schools, 4(6): 657–667.
Fantuzzo and colleagues evaluated a program that engaged with the court system to provide
community services for students identified with high rates of truancy. Compared to students referred
to a traditional court program, students who went to community-based court maintained lower rates
of absenteeism a year after the intervention.
Field, J., Haskins, A., and Turely, R. (2013). Reducing School Mobility: A Randomized Trial of a
Relationship Building Intervention. American Educational Research Journal, 50(6): 1188–1218.
This intervention employed the Families and Schools Together (known as FAST) program, which
aimed to increase students’ and their families’ sense of membership in the school community and
foster positive relationships between families and school staff. Based on results from 52
predominantly Hispanic elementary schools in Phoenix, Arizona, and Houston, Texas, social capital
interventions reduced the mobility of Black students between first and third grades by 29 percent.
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Finnigan, K.S. (2012). Principal Leadership in Low-Performing Schools: A Closer Look Through the Eyes of
Teachers. Education and Urban Society, 44(2): 183–202.
High-quality school leadership has significant, positive effects on the academic achievement of lowperforming students. Through interviewing teachers at three low-performing Chicago schools,
Finnigan found principals can be particularly crucial to teacher effectiveness through providing
support and professional development opportunities.
Ford, J., and Sutphen, R. D. (1996). Early Intervention to Improve Attendance in Elementary School for
At-Risk Children: A Pilot Program. Social Work in Education, 18(2): 95–102.
This article describes the development and evaluation of an attendance incentive program in an
elementary school setting. The program included both a schoolwide attendance promotion and a
focus program that developed individual intervention plans for high-risk children identified as having
excessive absences.
Freeman, K.J., and Condron, D.J. (2011). Schmoozing in Elementary School: The Importance of Social
Capital to First Graders. Sociological Perspectives, 54(4): 521–546.
Freeman and Condron analyzed the effects of several types of social capital on academic outcomes.
The researchers found that many of these types of social capital are unequally distributed regarding
socioeconomic status. The differences partially mediate the relationship between student
socioeconomic status and academic achievement.
Garcia, M.E., Frunzi, K., Dean, C.B., Flores, N., and Miller, K.B. (2016). Toolkit of Resources for Engaging
Families and the Community as Partners in Education: Part 4: Engaging All in Data Conversations (REL
2016–153). Washington, DC: U.S. Department of Education, Institute of Education Sciences, National
Center for Education Evaluation and Regional Assistance, Regional Educational Laboratory Pacific.
This U.S. Department of Education report provides suggested approaches for communicating
information specific to student data with parents and the surrounding community.
Garrett, K. (2011). Value Added: Do New Teacher Evaluation Methods Make the Grade? The Education
Digest, 77(2): 40.
This U.S. Department of Education-funded randomized control trial experiment examining a contentfocused professional development program in seventh-grade math. Garrett did not find a significant
relationship between the teacher professional development program and student achievement.
Gaynor, A.K. (2012). Different Students: How Typical Schools are Built to Fail and Need to Change: A
Structural Analysis. The Journal of Education, 192(2–3): 13–27. Retrieved August 18, 2017, from
http://www.jstor.org/stable/4274423000.
Gaynor argues that the current school structure in which low-performing students remain below
average is in need of reform. Gaynor’s research indicates that effective school leadership is the
primary solution to address the achievement gap because strong school leaders promote teacher
quality and parental involvement.
Goldhaber, D., and Anthony, E. (2007). Can Teacher Quality Be Effectively Assessed? National Board
Certification as a Signal of Effective Teaching. The Review of Economics and Statistics, 89(1): 134–150.
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This study analyzed the relationship between teacher certification via the National Board for
Professional Teaching Standards (NBPTS) and student academic performance in elementary. Findings
show that a teachers’ performance on the NBPTS is positively correlated with student achievement,
although the magnitude of this effect differed by grade level and student characteristics.
Gottfried, M. (2010). Evaluating the Relationship Between Student Attendance and Achievement in
Urban Elementary and Middle Schools: An Instrumental Variables Approach. American Educational
Research Journal, 47(2), 434-465. Retrieved August 14, 2017, from
http://www.jstor.org/stable/40645446.
Using data on elementary and middle school students in the Philadelphia School District, Gottfried
found that students with better attendance records had higher GPAs and standardized test scores.
This observed effect was larger for middle school students than elementary school students.
Grigg, J. (2012). School Enrollment Changes and Student Achievement Growth: A Case Study in
Educational Disruption and Continuity. Sociology of Education, 85(4): 388–404. Retrieved August 14,
2017, from http://www.jstor.org/stable/41725494.
Using a panel data set from the Metropolitan Nashville Public Schools, Grigg found that school
changes were correlated with lower rates of growth in test scores, with the results being consistently
negative for math scores. For disadvantaged students, who are more likely to change schools than
wealthier students, this negative association between mobility and test scores can accumulate over
time.
Grissom. J.A., and Harrington, J.R. (2010). Investing in Administrator Efficacy: An Examination of
Professional Development as a Tool for Enhancing Principal Effectiveness. American Journal of
Education, 116(4), 583–612. Retrieved October 12, 2017, from
http://www.jstor.org/stable/10.1086/653631.
Grissom and Harrington highlight the effectiveness of principal mentorship programs, in which more
experienced principals mentor newer principals to help them develop strategies to lead their schools.
These mentorships are more effective in improving principal performance than university-run
professional development courses. They recommend that principals engage in ongoing leadership
development throughout their careers.
Grissom, J.A., and Loeb, S. (2011). Triangulating Principal Effectiveness: How Perspectives of Parents,
Teachers, and Assistant Principals Identify the Central Importance of Managerial Skills. American
Educational Research Journal, 48(5): 1091–1123.
A principal’s years of experience as both a principal and a teacher are positively correlated with
student achievement. Grissom and Loeb’s study identified five categories of principal skills that
contribute to effectiveness, with the most influential contributor being the principal’s organization
management abilities.
Hair, N.L., Hanson, J.L., Wolfe, B.L., and Pollak, S.D. (2015). Association of Child Poverty, Brain
Development, and Academic Achievement. JAMA Pediatrics, 169(9): 822–829.
More than 300 youths across the United States were subjected to neuroimaging to assess the effects
of poverty on brain development and learning outcomes. Hair and colleagues identified a
relationship between poverty and development of brain areas associated with school readiness, with
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the largest effects seen in the most impoverished children. The researchers recommend allocating
resources to the most impoverished households, specifically during early childhood.
Hallinger, P., and Heck, R. H. (2011). Collaborative Leadership and School Improvement: Understanding
the Impact on School Capacity and Student Learning. International Handbook of Leadership for
Learning (pp. 469–485). Springer: Netherlands.
Four years of U.S. school data were analyzed to establish the relationship between student outcomes
and collaborative school leadership, in which principals involve teachers and other faculty members
in school decisionmaking processes. Student achievement in math and reading was positively
influenced by the presence of collaborative leadership.
Hanushek, E.A., and Rivkin, S.G. (2010). Generalizations About Using Value-Added Measures of Teacher
Quality. The American Economic Review, 100(2): 267–271. Retrieved August 18, 2017, from
http://www.jstor.org/stable/4150020.
Teacher quality is often measured using value-added models, which typically attempt to account for
the teacher’s effect on student academic performance while controlling for other factors such as
socioeconomic status. Hanushek and Rivkin argue that observable characteristics of teachers, such as
postgraduate degrees or years of experience, do not accurately or fully represent their quality.
Harris, A.L., Jamison, K.M., and Trujillo, M.H. (2008). Disparities in the Educational Success of
Immigrants: An Assessment of the Immigrant Effect for Asians and Latinos. The ANNALS of the
American Academy of Political and Social Science, 620(1): 90–114.
Harris, Jamison, and Trujillo analyzed national data on Asians and Hispanic students to determine
academic differences between immigrants and nonimmigrants. Compared to White Americans,
results revealed increased academic achievement for Asian immigrants and lower achievement for
Hispanic immigrants.
Harris, D.N., and Sass, T.R. (2009). The Effects of NBPTS‐Certified Teachers on Student Achievement.
Journal of Policy Analysis and Management 28(1): 55–80.
Using data from Florida, Harris and Sass demonstrate that content-focused professional
development in math raised student achievement in middle and high school, but similar contentfocused training in other subjects did not affect student achievement. The authors also found that
other types of in-service training (e.g., professional development focused on pedagogy) did not affect
student performance in any subject.
Harris, D.N., and Sass, T.R. (2011). Teacher Training, Teacher Quality and Student Achievement. Journal
of Public Economics, 95(7): 798–812.
In a study focused on Florida teachers, Harris and Sass found that undergraduate majors in math or
English did not affect student achievement in the respective subjects in elementary, middle, or high
school. They did find that content-based professional development tends to be most effective for
middle and high school math teachers, and teachers with more years of experience were more
effective in elementary math and reading and middle school math.
Harris, D.N., Ingle, W.K., and Rutledge, S.A. (2014). How Teacher Evaluation Methods Matter for
Accountability: A Comparative Analysis of Teacher Effectiveness Ratings by Principals and Teacher
Value-Added Measures. American Educational Research Journal, 51(1): 73–112. Retrieved May 17,
2016, from https://doi.org/10.3102/0002831213517130.
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Educator evaluation attempts to define teacher quality based on teachers’ effectiveness at raising
student achievement and their observed performance in the classroom. This study found that valueadded measures, which quantitatively account for a teacher’s influence on student achievement, are
significantly but weakly correlated with principals’ qualitative teacher evaluations.
Hightower, A.M., Delgado, R.C., Lloyd, S.C., Wittenstein, R., Sellers, K., and Swanson, C.B. (2011).
Improving Student Learning by Supporting Quality Teaching: Key Issues, Effective Strategies. Editorial
Projects in Education: 1–52. Retrieved November 9, 2017, from
https://www.edweek.org/media/eperc_qualityteaching_12.11.pdf.
Teachers are consistently found to be the most influential in-school factor for student achievement
and growth. Providing continuing education and professional development opportunities for
teachers and administrators ensures the quality of school staff and increased academic outcomes for
students.
Hill, H.C., Beisiegel, M., and Jacob, R. (2013). Professional Development Research: Consensus,
Crossroads, and Challenges. Educational Researcher, 42(9): 476–487.
These researchers claim that randomized trials and evaluations of professional development
programs have provided little to no useful information regarding their effectiveness. They
recommend that researchers and program developers enact more “rigorous comparisons” of various
professional development programs in the creation stages to produce a more effective product.
Hill, N.E., and Tyson, D.F. (2009). Parental Involvement in Middle School: A Meta-Analytic Assessment of
the Strategies That Promote Achievement. Developmental Psychology, 45(3): 740–763. Retrieved
October 24, 2017, from, http://dx.doi.org/10.1037/a0038908.
This meta-analysis examined past research on the effects of parental involvement on middle school
academic achievement. As middle-grades students seek more autonomy in school-related activities,
parents may take an “academic socialization approach,” sharing educational expectations, future
plans, and linking school work to culturally relevant events and activities. This approach showed the
strongest positive impact on academic outcomes.
Hoppey, D., and McLeskey, J. (2013). A Case Study of Principal Leadership in an Effective Inclusive
School. The Journal of Special Education, 46(4): 245–256.
Hoppey and McLeskey performed a qualitative case study of a principal who had successfully
facilitated positive school change. This principal noted his primary goal was to serve his teachers by
providing professional development, guaranteeing opportunities for leadership, and caring for and
supporting the everyday needs of his faculty.
Jackson, K. (2009). Student Demographics, Teacher Sorting, and Teacher Quality: Evidence from the End
of School Desegregation. Journal of Labor Economics 27(2): 213–256.
This study focused on the demographic and socioeconomic distribution of students after the end of a
busing program. Jackson’s research suggests some schools may have unequal access to qualified
teachers based on the racial/ethnic composition of student bodies, geographic location of schools,
and the socioeconomic status of neighborhoods around the schools.
Jeynes, W.H. (2005). A Meta-Analysis of the Relation of Parental Involvement to Urban Elementary
School Student Academic Achievement. Urban Education, 40(3) 237–269.
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This meta-analysis of 41 studies looked at the effects of parental involvement on urban children’s
educational success. Findings highlighted parental educational expectations as having the largest
impact on academic achievement.
Jeynes, W.H. (2007). The Relationship Between Parental Involvement and Urban Secondary School
Student Academic Achievement: A Meta-Analysis. Urban Education, 42(1): 82–110.
Fifty-two studies were evaluated in establishing the relationship between parental involvement and
student achievement in secondary school. Though parental involvement did have a significant effect
on secondary school student achievement, results showed a stronger association with achievement
among elementary school students compared to secondary school students.
Jeynes, W. (2012). A Meta-Analysis of the Efficacy of Different Types of Parental Involvement Programs
for Urban Students. Urban Education, 47(4): 706–742. Retrieved February 1, 2014, from
https://doi.org/10.1177/0042085912445643.
Jeynes’ meta-analysis examined 51 parental involvement intervention programs. Effective parental
involvement programs involve helping parents and teachers collaborate on reading with students,
checking homework, and increasing communication. Cumulative results from these programs
indicated an increase in approximately one-third of a standard deviation in students’ test scores.
Kane, T.J., Rockoff, J.E., and Staiger, D O. (2008). What Does Certification Tell Us About Teacher
Effectiveness? Evidence From New York City. Economics of Education Review 27(6): 615–631.
Kane, Rockoff, and Staiger studied teacher effectiveness by comparing those with a certification,
those without, and those who had received certification via an alternative route. Results revealed
little to no differences between certification types. However, the researchers did find that a teacher’s
effectiveness in his or her first 2 years of teaching was a reliable indicator of future effectiveness.
Kelley, J.G., Lesaux, N.K., Kieffer, M.J., and Faller, S.E. (2010). Effective Academic Vocabulary Instruction
in the Urban Middle School. The Reading Teacher, 64(1): 5–14. Retrieved August 18. 2017, from
http://www.jstor.org/stable/27867517.
Many urban students, especially English language learners and low-income students, enter middle
school with below-average vocabularies and reading skills. Being behind peers on these skills affects
both performance in reading and overall academic performance. This research suggests that setting
higher expectations for students will lead to greater academic outcomes, specifically through
increasing curriculum rigor.
Ladd, H., and Sorenson, L. (2017). Returns to Teacher Experience: Student Achievement and Motivation
in Middle School. Education Finance and Policy, 12(2): 241–279.
Ladd and Sorenson analyzed longitudinal data on middle school students and teachers in North
Carolina. They found longer lasting benefits related to experience among teachers, with positive
relationships related to increased academic performance and decreased student absenteeism.
Lamdin, D.J. (1996). Evidence of Student Attendance as an Independent Variable In Education
Production Functions. The Journal of Educational Research, 89: 155–162.
Student achievement was analyzed as an outcome of student attendance. Lamdin found students
who attend school more than their classmates tend to outperform them on achievement tests, with
attendance rates being affected by socioeconomic status, resource availability, and the teacherstudent ratio.
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Lareau, A., and Horvat, E.M. (1999). Moments of Social Inclusion and Exclusion: Race, Class, and Cultural
Capital in Family-School Relationships. Sociology of Education: 37–53.
Lareau and Horvat studied parental involvement among third-grade students via interviews and
observations. Results showed African-American parents tended to report higher levels of criticism
toward school as a reflection of their feelings about historical discrimination patterns in schools. A
parent’s race and socioeconomic status appeared to affect the level to which that parent complied
with the teacher’s recommendations.
Lewallen, T.C., Hunt, H., Potts‐Datema, W., Zaza, S., and Giles, W. (2015). The Whole School, Whole
Community, Whole Child model: A New Approach for Improving Educational Attainment and Healthy
Development for Students. Journal of School Health, 85(11): 729–739.
This research highlights an improved model to encourage community collaboration through linking
student health to student education outcomes. By addressing multiple contexts that affect students’
lives, community partnership models improve academic performance by reducing barriers to
learning, such as negative health factors.
Maynard, B., McCrea, K., Pigott, T., and Kelly, M. (2013). Indicated Truancy Interventions: Effects on
School Attendance Among Chronic Truant Students. Campbell Systematic Reviews. Retrieved
November 8, 2017, from https://www.campbellcollaboration.org/library/truancy-interventionseffects-on-school-attendance.html.
Based on a review of 28 interventions on school attendance, Maynard and colleagues concluded that
family, group, and multimodel intervention each offered a moderate, positive effect on student
attendance. On average, these 28 interventions improved student attendance by 4.69 days.
Miller, A. (2013). Principal Turnover and Student Achievement. Economics of Education Review, 36: 60–
72.
After studying 12 years of North Carolina public school data, Miller found a decrease in academic
performance directly prior to a principal leaving a school, and this decrease continued for an average
of 2 years after the employment of a new principal. After 5 years, achievement levels had only risen
back to where they had been when the new principal was employed. This research builds the
argument for strengthening efforts to increase principal retention rates.
Moroni, S., Dumont, H., Trautwein, U., Niggli, A., and Baeriswyl, F. (2015). The Need to Distinguish
Between Quantity and Quality in Research on Parental Involvement: The Example of Parental Help
With Homework. The Journal of Educational Research, 108(5): 417–431.
Previous research on parental help with homework has revealed mixed effects. Moroni and
colleagues evaluated longitudinal survey data from more than 1,500 students reporting both the
quantity and perceived quality of parental help with homework. Student academic achievement was
negatively related to the quantity of homework help but positively related to parental homework
help that was perceived by the student as supportive rather than intrusive.
Nichols, J. (2003). Prediction Indicators for Students Failing the State of Indiana High School Graduation
Exam. Preventing School Failure, 47(3): 112–120.
Students who attend school more than their classmates tend to outperform them on achievement
tests. The negative effect of chronic absenteeism increase as students advance grades, perhaps
because missing instructional time becomes more important as learning intensifies in later grades. To
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reduce absenteeism, Nichols suggested schools create communities where students and parents are
active participants.
Park, S., and Holloway, S.D. (2013). No Parent Left Behind: Predicting Parental Involvement in
Adolescents' Education Within a Sociodemographically Diverse Population. The Journal of
Educational Research, 106(2): 105–119.
Park and Holloway evaluated the effectiveness of the Hoover-Dempsey and Sandler model used to
predict parental involvement on low-income high school students. This analysis of more than 3,000
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Appendix C. Data Tables
A. Contextual Background Tables
Table C1. Percentage distribution of enrollment, by state, race/ethnicity, LEP/ELL status, and FRL eligibility in 2014–15
State

White

Black

Hispanic

American
Indian/
Alaskan
Native

Asian

Two or
more races

ELL/LEP

IEP

FRL

National
Connecticut
Florida
Massachusetts
New Hampshire

52.2
66.7
40.4
69.5
87.5

14.4
8.4
22.4
6.7
2.0

24.2
17.1
30.6
14.6
4.4

5.0
5.1
2.8
6.0
3.3

1.0
0.2
0.4
0.2
0.3

3.0
2.4
3.3
2.9
2.4

8.4
5.0
10.4
6.8
0.9

13.2
13.3
15.1
17.0
14.8

50.2
30.7
60.4
36.1
27.9

New Jersey
Vermont
Washington

55.1
87.9
56.5

13.0
3.4
4.4

19.3
1.9
22.6

11.1
3.7
7.7

0.1
0.1
1.3

1.2
2.9
6.5

3.5
1.4
6.6

15.3
14.6
12.1

30.8
36.7
47.7

Source: Common Core of Data, 2015, and Schools and Staffing Survey (SASS) Principal Questionnaire, 2011–12
Notes: Data are reported for all schools in the SASS because reporting standards were not met for New Hampshire and Vermont when using a middle school sample. ELL and LEP
refer to "English Language Learners or "Limited English Proficiency."
IEP refers to "Individual educational plan."
FRL refers to "free and reduced-price lunch."
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Table C2. Number of middle schools by school type and percentage of middle schools that are grades
6–8 in 2014–15
School Type

State

Total

National
Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont
Washington

Traditional

Percent of grade
6–8 schools

Charter

16,341
195
621
350
98

15,634
191
513
336
93

707
4
108
14
5

60.4
51.8
92.1
52.9
49.0

448
26
351

438
26
351

10
0
0

50.4
50.0
63.5

Source: Common Core of Data, 2015
Notes: The Common Core of Data defines middle school as any school where the lowest grade is no lower than grade 4 and the
highest grade is no higher than grade 9. Traditional refers to traditional public schools. Charter refers to public charter schools.

Table C3. Median income in inflation-adjusted dollars, by state in 2015
State

Median income

National
Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont

$55,775
$71,346
$49,426
$70,628
$70,303
$72,222
$56,990

Washington

$64,129

Source: U.S. Census Bureau, 2015, American Community Survey 1-Year Estimates
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Table C4. Percentage distribution of eighth-grade students, by parents' highest level of education and
state in 2015
Level of education
State

National
Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont
Washington

Less than high
school

8.0
4.0
8.0
5.0
4.0
4.0

*
*
*
*

4.0 *
11.0 *

High school

16.0
14.0
17.0
12.0
13.0
14.0

Some college

*
*
*
*

18.0
12.0 *

15.0
13.0
16.0
12.0
13.0
12.0

*
*
*
*

11.0 *
13.0 *

College

49.0
59.0
45.0
62.0
61.0
61.0

Unknown

*
*
*
*
*

57.0 *
51.0 *

12.0
10.0
14.0
9.0
9.0
9.0

*
*
*
*
*

8.0 *
13.0

Source: NAEP Data Explorer, NAEP 2015 Data
Notes: *Statistically different than Florida (p < .05)
Less than high school refers to students whose parent(s) did not finish high school; "high school" indicates students whose
parent(s) hold a high school diploma; some college refers to students whose parent(s) completed some education after high
school; and college refers to students whose parent(s) hold at least a college degree.
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Table C5. Percentage of students scoring proficient or higher in mathematics on the eighth-grade NAEP, by state and select subgroups in 2015
State

All Students

National
Connecticut
Florida
Massachusetts
New Hampshire

32.0
36.0
26.0
51.0
46.0

New Jersey
Vermont
Washington

46.0 *
42.0 *
39.0 *

White

*
*

Black

42.0
46.4
36.1
58.5
47.1

*
*

*
*

Hispanic

Asian and
Pacific
Islander

Students with
disabilities

FRL eligible

*
*

12.0
12.1
10.8
22.3 *
‡

19.0
13.8 *
21.7
23.7
21.9

58.0
57.9
50.9
72.5 *
69.1

8.3
10.9
6.4
17.2 *
12.9 *

18.0
13.4
16.0
30.9 *
24.6 *

55.4 *
43.0 *
46.8 *

19.5 *
‡
13.4

23.8
‡
20.2

82.8 *
‡
61.9

16.1 *
8.1
6.6

21.6 *
26.8 *
24.1 *

Source: NAEP Data Explorer, 2015 NAEP data
Notes: *Statistically different than Florida (p < .05)
The "‡" symbol indicates the data did not meet reporting standards. FRL refers to "free and reduced-price lunch."

Table C6. Percentage of students scoring proficient or higher in reading on the eighth-grade NAEP, by state and select subgroups in 2015
State

All students

White

Black

Hispanic

Asian and
Pacific
Islander

Students
with
disabilities

FRL eligible

National
Connecticut
Florida
Massachusetts

33.0
43.0 *
30.0
45.6 *

42.4
52.8 *
40.2
53.3 *

14.9
19.9
15.3
18.3 *

19.9 *
23.3
26.3
17.4 *

50.5
55.3
55.0
64.4

8.5
15.5 *
8.4
16.1 *

20.0
23.0
22.0
28.0 *

New Hampshire
New Jersey
Vermont
Washington

45.0
41.0
44.0
37.0

45.5 *
48.5 *
44.2
45.3

‡
20.4
‡
21.6

31.8
21.4
‡
19.3 *

62.4
69.0
‡
51.9

15.0 *
15.0 *
8.6
5.6

27.0
19.0
29.0 *
22.0

*
*
*
*

Source: NAEP Data Explorer, 2015 NAEP data
Notes: *Statistically different than Florida (p < .05)
The "‡" symbol indicates the data did not meet reporting standards. FRL refers to "free and reduced-price lunch."
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B. Instructional strategies and academic expectations tables
Table C7. Percentage of students in classrooms that employ various instructional strategies and average number of students per support staff,
by state
Mathematics predictors1
State

Percent of students in
classrooms
differentiating
instruction on ability2

National
Connecticut

54
66

Florida
Massachusetts
New Hampshire
New Jersey
Vermont
Washington

58
47
46
55
46
42

Reading predictors1

Percent of students
assigned 30 or more
minutes of math
homework

*
*
*
*

Percent of students in
classrooms using
individualized
instruction at least
once per week2

Percent of students
with teachers
reporting teaching
exposition to a
moderate or
significant extent

Average number of
students per student
support services staff
and librarians

53
61

44 *
52

73
61 *

136.6 *
82.2 *

60
70
61
62
53 *
48 *

55
33
36
47
42
31

74
79
68
77
78
74

186.8
99.7
78.8
95.3
66.1
121.6

*
*
*
*

*
*
*
*
*

1

Mathematics and reading predictors refer to supplemental multivariate models that indicated those variables were associated with national eighth-grade NAEP performance in
mathematics or reading in 2015.
2
"Percent of students in classrooms differentiating instruction on ability" and "Percent of students in classrooms using individualized instruction at least once per week" were
negatively correlated with national NAEP achievement. Thus, students in classrooms differentiating instruction or using individualized instruction at least once per week
performed worse, on average, than their peers in mathematics and reading respectively.
Source: NAEP Data Explorer, NAEP 2015 Data, and Schools and Staffing Survey, School Questionnaire, 2011–12.
Notes: *Statistically different than Florida (p < .05)
Data reported for all schools in Schools and Staffing Survey, School Questionnaire.
Reporting standards were not met for New Hampshire and Vermont when using middle school sample.
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Table C8. State curriculum standards for middle grades in 2017
State curriculum standards
State

Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont
Washington

Use Common
Core

Adoption of state instructional materials

Not using
Common
Core1

Required

Recommended

●

Not provided

●
●
●
●

●
●

●
●
●
●
●
●

Source: State websites
1
Additional detail on state standards is provided in chapter 3 of the report.
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C. Student attendance and mobility tables
Table C9. Percentage distribution of students in schools with varying rates of attendance and mobility, by state in 2015
Mathematics predictors1
State

Percent of students in
schools with more
than 6 percent absent
on average day2

Reading predictors1

Percent of students in
Percent of students in
schools with 7 percent or
schools with 4 percent or
more of student body
more of student body
enrolled after first day
2
leaving before end of year
of classes2

Percent of students in
schools with 4 percent
or more of student
body leaving before
end of year2

National
Connecticut
Florida
Massachusetts

18 *
17 *
31
17 *

61 *
32 *
80
26 *

39 *
15 *
61
22 *

61 *
31 *
80
26 *

New Hampshire
New Jersey
Vermont
Washington

23
10 *
20 *
24

26 *
42 *
43 *
72

9 *
21 *
26 *
49

26 *
43 *
43 *
72

1

Math and reading predictors refer to supplemental multivariate models that indicated those variables were associated with national eighth-grade NAEP.
The percent cutoff for these variables reflects the category ranges provided in the NAEP data and the percent at which the variable significantly predicted performance in
supplemental models.
Source: NAEP Data Explorer, 2015 NAEP data
Notes: *Statistically different than Florida (p < .05).
All four variables were negatively correlated with national NAEP achievement. Thus, a higher percentage of students in schools with high rates of absenteeism and mobility may
result in lower average NAEP performance.
2
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Table C10. Description of state laws and policies on student attendance and mobility in 2017
State mandated
State

Reported absence rates

Connecticut
Florida
Massachusetts

10.6% chronically absent
5.7% absent average day
5.3% absent average day

New Hampshire
New Jersey
Vermont
Washington

5.3% absent average day
±
±
16.7% chronically absent

Absence policy

Penalty for
exceeding
absence limit

Tracking and
reporting of
student absences

Data system
tracking mobile
students

●
●
●
●
●
●
●

●
●
●
●
●
●
●

●
●
●
●
●
●
●

●
●
●
●

●

Interventions for
mobile students

●

●

Source: State report cards and websites
Notes: The "±" symbol indicates the study team could not find data on state websites. Chronic absenteeism is commonly defined as missing 10 percent or more of school days in
a school year.
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D. Teacher quality tables
Table C11. Percentage of students with teachers with select academic and professional development experiences, by state in 2015
Mathematics predictors1

Reading predictors1

Percent of students
with a teacher with a
major in math

Percent of students
with a teacher
participating in PD on
curriculum

Percent of students
with a teacher with a
major in English

Percent of students
with teachers
reporting moderate or
significant PD on
instruction for
students with diverse
backgrounds

National

26 *

58 *

47 *

48 *

Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont

45
17
34
35
40
30

60
46
66
74
58
75

*
*
*
*

71
39
66
65
58
57

26
65
51
29
34
21

Washington

19

63 *

36

State

*
*
*
*
*

*

*
*
*
*
*

*
*
*
*
*

47 *

Percent of students
with teachers
reporting moderate or
significant PD on
instructional methods

77
73
79
69 *
74
78
77
76

1

Mathematics and reading predictors refer to supplemental multivariate models that indicated those variables were associated with national eighth-grade NAEP performance in
mathematics or reading in 2015.
Source: NAEP Data Explorer, 2015 NAEP data
Notes: *Statistically different than Florida (p < .05)
PD refers to “professional development.” "Percent of students with teachers reporting moderate or significant professional development on instruction for students with diverse
backgrounds" was negatively correlated with NAEP performance. Thus, students in classrooms with teachers reporting moderate or significant professional development
focused on teaching students from diverse backgrounds performed worse, on average, than their peers with teachers reporting less emphasis on this type of professional
development.
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Table C12. Percentage distribution of students with teachers certified through alternative routes in
mathematics and reading, by state in 2015
State

Percent of students with
teachers certified through
an alternative route
in mathematics

Percent of students with
teachers certified through an
alternative route in reading

National
Connecticut
Florida
Massachusetts

19 *
19 *
39
24 *

17 *
12 *
30
16 *

New Hampshire
New Jersey
Vermont
Washington

23
22
30
7

5
20
23
6

*
*
*
*

*
*
*
*

Source: NAEP Data Explorer, 2015 NAEP data
Notes: *Statistically different than Florida (p < .05)
Supplemental multivariate models showed inconclusive results on variables related to teacher certification routes.

Insight ▪ A Comprehensive Study on Florida Middle School Performance

C-10

Table C13. Percentage distribution of reported difficulty of hiring mathematics and English teachers, by state in 2011–12
State

Position not
offered

No vacancy in
this field this
school year

Math Teachers
45.5
51.2
38.9
35.0

Easy

National
Connecticut
Florida
Massachusetts

24.8
25.9
26.4
26.5

New Hampshire
New Jersey
Vermont
Washington

24.4
29.9
10.3 *
34.6

National

24.0

Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont

18.3 !
27.6
26.0
15.7 !
26.8
14.3 *

60.6 *
39.0
33.3 *
59.5
45.2 *
60.3

17.9
15.6 *
27.8 *
16.8
20.1
16.8

Washington

37.3

43.0

14.8

47.7
50.5
61.2 *
40.5
Reading Teachers
44.8

Somewhat difficult

14.2
11.6
11.6
14.3

9.8
10.5
15.9
18.0

12.1
9.8
12.9
12.2 !

9.2
6.0
11.7
9.4

21.8

7.6
2.6
13.1
9.7
7.2
7.3
6.1
4.9

Very difficult

5.3
‡
6.7
6.2 !
6.5
3.8 !
‡
3.3 !
1.6
‡
3.0
‡
‡
‡
‡
‡

Source: Schools and Staffing Survey (SASS) School Questionnaire, 2011–12
Notes: *Statistically different than Florida (p < .05)
The "!" symbol indicates that the estimate should be interpreted with caution because the standard error represents more than 30 percent of the estimate. The "‡" symbol
indicates that data did not meet reporting requirements.
Data reported for all schools in SASS School Questionnaire. Reporting standards were not met for New Hampshire and Vermont when using middle school sample.
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Table C14. Description of state teacher evaluation policies in 2017

State

Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont
Washington

Statemandated
teacher
evaluation
system

●
●
●
●
●
●
●

State-required evaluation measures
Classroom
observations

●
●
●
●
●
●
●

School-level
student
achievement
or growth

Classroomlevel student
achievement
or growth

State-required use of evaluation results
Promotion or
tenure

●
●
●
●
●
●

●
●
●
●

●
●

Employment
contract
decisions

●
●
●
●
●
●
●

Compensation

●
●

Professional
development

●
●
●
●
●
●
●

Source: State websites
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E. School leadership and performance tables
Table C15. Percentage distribution of students in schools with a mathematics resource teacher or
reading specialist, by state in 2015
State

Mathematics predictors1

Reading predictors1

Percent of students in a
school with a full- or part-time
resource teacher

Percent of students in a
school with a reading
specialist available

National
Connecticut
Florida
Massachusetts

41 *
48 *
27
41 *

40
77 *
45
49

New Hampshire
New Jersey
Vermont
Washington

49
52
56
41

79 *
34
57 *
35

*
*
*
*

1

Mathematics and reading predictors refer to supplemental multivariate models that indicated those variables were associated
with national eighth-grade NAEP performance in mathematics or reading in 2015.
Source: NAEP Data Explorer, 2015 NAEP data
Notes:*Statistically different than Florida (p < .05)

Table C16. Average principal educational attainment and experience, by state in 2011–12

State

National

Percent of
principals
with advanced
degrees

Percent
participating
in program
for aspiring
principals

97.8

55.3

Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont

97.9
97.7
96.7
100.0
100.0
100.0

48.4
91.2
44.3
51.2
50.1
49.4

Washington

100.0

Average years of
experience at
current school

Average years
of experience
as classroom
teacher

4.2

11.8

*
*
*
*

5.3
4.2
3.7
4.5
4.8
5.2

11.5
12.9
12.7
13.3
11.9
12.7

57.1 *

4.8

12.1

*

Source: Schools and Staffing Survey Principal Questionnaire, 2011–12
Notes: *Statistically different than Florida (p < .05)
Data reported for all schools in Schools and Staffing Survey, Principal Questionnaire. Reporting standards were not met for New
Hampshire and Vermont when using middle school sample.
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Table C17. Principal reported autonomy on select indicators, by state in 2011–12
Percent of
Percent of
Percent of
Percent of
Percent of
principals
principals
principals
principals
principals
reporting major
reporting
reporting
reporting
reporting
influence on
major influence
major influence
major influence
major influence
performance
on in-service
on school
on curriculum
on hiring
standards
PD
budget

State

National
Connecticut
Florida
Massachusetts
New Hampshire

73.3
71.5
71.1
75.0
71.5

42.6
27.2 *
39.6
41.2
49.1

69.5
64.3
70.8
62.4
73.0

84.3
87.6
90.4
80.2
92.2

63.8
51.9
63.7
42.8 *
71.5

New Jersey
Vermont
Washington

80.0
68.6
65.3

43.7
51.2
28.2

62.6
70.9
70.7

73.7 *
95.6
84.6

54.7
65.9
79.2 *

Source: Schools and Staffing Survey Principal Questionnaire, 2011–12
Notes: *Statistically different than Florida (p < .05)
Data reported for all schools in Schools and Staffing Survey, Principal Questionnaire. Reporting standards were not met for New
Hampshire and Vermont when using middle school sample.

Table C18. Professional development for principals, by state in 2011–12
State

Percent completing
postsecondary
coursework related
to role as principal

Percent observing
other school leaders in
previous 12 months

Percent conducting
collaborative research

National
Connecticut
Florida
Massachusetts
New Hampshire
New Jersey

25.4
15.4 !
10.9
37.2 *
27.2 *
17.6

72.9
67.0
78.9
74.2
67.3
69.3 *

65.7
69.9
78.7
65.3 *
77.1
73.9

Vermont
Washington

35.4 *
26.5 *

68.9
78.4

69.9
73.2

Source: Schools and Staffing Survey Principal Questionnaire, 2011–12
Notes: *Statistically different than Florida (p < .05)
The "!" symbol indicates that estimates should be interpreted with caution because the standard error represents more than 30
percent of the estimate.
Data reported for all schools in Schools and Staffing Survey, Principal Questionnaire. Reporting standards were not met for New
Hampshire and Vermont when using middle school sample.
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Table C19. Principal responses to items on principal evaluation, by state in 2011–12
State

Percent receiving a formal
evaluation

Percent reporting the use of
student achievement or
growth in evaluation

National
Connecticut
Florida
Massachusetts
New Hampshire

91.1
91.8 *
99.1
86.3 *
87.8

58.0
55.4 *
94.1
46.4 *
34.4 *

New Jersey
Vermont
Washington

96.4
79.3 *
93.7

37.8 *
18.9 *
30.7 *

Source: Schools and Staffing Survey Principal Questionnaire, 2011–12
Notes: *Statistically different than Florida (p < .05)
Data reported for all schools in Schools and Staffing Survey, Principal Questionnaire. Reporting standards were not met for New
Hampshire and Vermont when using middle school sample.
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Table C20. Description of state principal evaluation policies in 2017

State

Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont
Washington

Statemandated
principal
evaluation
system

●
●
●
●
●
●
●

State-required evaluation measures
Observations
of practice
using stateadopted
rubric

Observations
of practice
using locally
adopted
rubric

●
●
●
●
●
●
●

School-level
student
achievement
or growth

●
●
●
●
●
●
●

State-required use of evaluation results

Noncognitive
measure of
school
performance

●
●
●
●

Employment
contract
decisions

●
●
●
●
●
●
●

Compensation

●

●

Professional
development

●
●
●
●
●
●
●

Note: Districts in Massachusetts may adopt the state-created rubric.
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F. Parental and Community Engagement Tables
Table C21. Percentage distribution of students in schools with high volunteerism, by state in 2015
Mathematics and reading predictor1
State

Percent of students in schools averaging six or
more volunteers during a typical week

National

23 *

Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont

17
35
18
21
16
29

Washington

23 *

*
*
*
*

1

Mathematics and reading predictor refers to supplemental multivariate models that indicated the variable was associated
with national eighth-grade NAEP performance in mathematics and reading in 2015.
Source: NAEP Data Explorer, 2015 NAEP data
Notes: *Statistically different than Florida (p < .05)

Table C22. Principal-reported level of parental engagement on select indicators, by state in 2011–12

State

More than
50 percent of
students with at
least one parent
involved with
instructional
issues

Percent of
schools with
staff for
parental
engagement

Percent of
schools offering
workshops
for parents

Percent of
schools offering
support services
to parents

National

7.4

55.0

57.4

40.4

Connecticut

4.0 *

34.8 *

64.0 *

53.6

84.2

78.1

54.7

Florida

11.4

Massachusetts

4.1 !

48.2 *

44.7 *

32.3 *

New Hampshire

13.4 !

39.3 *

53.7 *

49.0

New Jersey

12.7

54.2 *

65.7 *

38.0 *

‡

27.2 *

42.3 *

36.7 *

8.8 !

39.5 *

48.0 *

41.8

Vermont
Washington

Source: Schools and Staffing Survey Principal Questionnaire, 2011–12
Notes: *Statistically different than Florida (p < .05)
The "!" symbol indicates estimate should be interpreted with caution because the standard error represents more than 30
percent of the estimate. The "‡" symbol indicates that data did not meet reporting requirements.
Data reported for all schools in Schools and Staffing Survey, Principal Questionnaire. Reporting standards were not met for New
Hampshire and Vermont when using middle school sample.
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Table C23. Teacher-reported level of parental engagement on select indicators, by state in 2011–12

State

National
Connecticut
Florida
Massachusetts
New Hampshire
New Jersey
Vermont
Washington

Percent of teachers
who agree or strongly
agree they receive a
great deal of support
from parents

58.6
62.4
53.0
57.8
64.2
59.2
65.2
61.8

Percent of teachers
reporting a lack of
parental involvement is
a moderate to serious
problem

*

*
*
*

57.3
47.0
61.0
44.6
44.1
52.2
44.5
54.7

Percent of teachers
reporting students
coming to school
unprepared is
a moderate or
serious problem

*
*
*
*
*

63.0
52.6
64.7
51.2
51.8
52.8
58.4
64.7

*
*
*
*

Source: Schools and Staffing Survey Public School Teacher Questionnaire, 2011–12
Notes: *Statistically different than Florida (p < .05)
Data reported for all schools in the Schools and Staffing Survey, Public School Teacher Questionnaire.
Reporting standards were not met for New Hampshire and Vermont when using middle school sample.
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Appendix D. Interview Protocol
My name is ____, and I want to thank you for taking the time to speak with me about some of your
state’s education policies. As you know from our email exchange, I work for Insight Policy Research, and
we are conducting a comprehensive review of several states’ practices that might be related to student
achievement in the middle grades.
I wanted to speak with you today because our team is hoping to get a better understanding of what
your state is doing with respect to academic standards, student attendance and mobility, teacher
quality, professional development efforts, and parental and community involvement in the middle
grades.
This interview will take approximately 40 minutes, and you may ask to skip any question you do not wish
to answer. We will not attribute any direct quotations to you by name, but due to the nature of this
study, we cannot guarantee anonymity. We would also be happy to share the final report with you after
the conclusion of the study, if you are interested.
Finally, with your permission, I’d like to record our conversation so that we accurately record your
responses. Your responses will be reported in the aggregate, and no response will be directly attributed
to you. No one outside the research team will have access to the recording, and it will be destroyed
after the study. May I have your permission to begin recording?
Do you have any questions for me before we begin?

A. Academics
First, I’d like to talk about your state’s policies with respect to monitoring and enforcing academic
standards. We know that the state uses the [insert standards] for mathematics and [insert standard] for
reading in middle grades. However, we also realize that instructional rigor and the implementation of
state standards may vary across districts.
1. How does your state help districts implement the academic standards? For example, does your
state require or recommend instructional materials? [Prompt: For example, are the districts
required to use the same materials for instruction?]
2. What is the extent of your state’s authority to monitor and/or enforce implementation of
academic standards?
a. How does your state monitor each district’s adherence to the state academic standards?
b. How do you assess the quality of implementation?
c. How does the state help districts failing to implement the standards well?
d. Are there repercussions for failing to implement the standards?
3. Describe any strategies or interventions your state uses to improve reading/mathematics
performance in the middle grades.
4. Describe any research-based instructional practices that are currently being used in your state
that specifically target low-performing students in reading/mathematics in middle grades.
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5. What kinds of student support services do the districts within your state provide? [Prompt:
Health-related services? Behavioral health services, such as counselors?]
a. How does your state facilitate district coordination of student support services?

B. Parental and Community Involvement
Next, I’d like to ask about your state’s strategies to enhance parental and community involvement.
Community Involvement:
1. In what ways does your state encourage districts/schools to engage the wider community in
student learning, if at all? [Prompt: For example, some states encourage mentoring programs to
engage the larger community.]
2. What is your state’s strategy or guidance to districts/schools for communicating with the wider
community?
Parental Involvement:
Research indicates that parental involvement in their children’s education is a predictor of student
success.
3. How does your state encourage districts and/or schools to communicate with families to
facilitate engagement? Is there a formal communication system in place?
Research also indicates that specific parental engagement strategies are successful in increasing student
achievement, such as shared reading and homeworking checking for students in younger grades.
4. What kinds of engagement does your state expect of parents? [Prompt: helping with homework
or creating an environment at home that emphasizes the importance of education?]
5. Describe any specific parental involvement programs your state encourages.
6. What strategies or guidance does your state give to districts/schools on how they should
facilitate cross-cultural communication as a way to encourage parental engagement? [Prompt:
International day, international festivals, heritage discovery day, etc.]

C. Student Attendance and Mobility
Now I’d like to discuss your state’s policies regarding student attendance and student mobility. Based on
our research, it appears that the compulsory attendance ages are [insert ages] and attendance policies
are set at the [state/local level].
1. How does your state monitor and/or enforce student attendance?
a. Are there any state initiatives aimed at improving student attendance rates? How does the
SEA administer those initiatives?
b. Have there been any particularly successful district-level initiatives aimed at improving
student attendance?
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2. We are also interested in your states policies or initiatives targeting highly mobile student
populations. Does your state track student mobility?
a. Are there state-level initiatives aimed at helping decrease student mobility? Have there
been any state or district initiatives that have been particularly successful with highly mobile
populations?
b. Relatedly, how does your state ensure the continuity of services—such as IEPs—for highly
mobile students within your state?

D. School Leadership
Now, I’d like to talk to you about school leadership and school quality in your state.
1. How does your state assess school quality?
a. What are the academic indicators used by the state to measure performance?
b. Does your state utilize any noncognitive measures to determine school quality?
2. How does your state assess school leadership/principal performance?
a. Is this approach mandated by your state?
b. How is this process monitored/enforced?
3. Some states have prioritized the development of strong school leadership by creating
specialized principal preparation programs. To your knowledge, does your state have any
dedicated principal preparation programs?

E. Teacher Quality
Finally, let’s talk about teacher quality. As you know, research indicates that one of the biggest
predictors of student success is the quality of their teachers.
1. What strategies does your state utilize to ensure that it places the highest quality teachers?
2. Our records indicate that your state uses [Insert evaluation system here] to evaluate teacher
quality and performance. Do you feel that this system is effective?
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