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Assurances, Affirmations, and Declarations

Camino Nuevo Charter Academy #2 (also referred to herein as “CNCA #2” and “Charter School”) shall:

Be nonsectarian in its programs, admission policies, employment practices, and all other operations.
(California Education Code (hereinafter “Ed. Code”) § 47605(d)(1).)

Not charge tuition. (Ed. Code § 47605(d)(1).)

Not discriminate against any pupil on the basis of disability, gender, gender identity, gender
expression, nationality, race or ethnicity, religion, sexual orientation, or any other characteristic that
is contained in the definition of hate crimes set forth in section 422.55 of the Penal Code. (Ed. Code §
47605(d)(1); Ed. Code § 220.)

Except as provided in Education Code section 47605(d)(2), admission to a charter school shall not be
determined according to the place of residence of the pupil, or of his or her parent or legal guardian,
within this state, except that an existing public school converting partially or entirely to a charter
school under this part shall adopt and maintain a policy giving admission preference to pupils who
reside within the former attendance area of that school. (Ed. Code § 47605(d)(1).)

Admit all pupils who wish to attend Charter School. (Ed. Code § 47605(d)(2)(A).)

Except for existing pupils of Charter School, determine attendance by a public random drawing if the
number of pupils who wish to attend Charter School exceeds Charter School’s capacity. Preference
shall be extended to pupils currently attending Charter School and pupils who reside in the Los
Angeles Unified School District (also referred to herein as “LAUSD” and “District”). (Ed. Code §
47605(d)(2)(B).)

If a pupil is expelled or leaves Charter School without graduating or completing the school year for
any reason, Charter School shall notify the superintendent of the school district of the pupil’s last
known address within 30 days, and shall, upon request, provide that school district with a copy of the
cumulative record of the pupil, including a transcript of grades or report card, and health information.
(Ed. Code § 47605(d)(3).)

Meet all statewide standards and conduct the pupil assessments required pursuant to Education Code
sections 60605 and 60851 and any other statewide standards authorized in statute or pupil
assessments applicable to pupils in non-charter public schools. (Ed. Code § 47605(c)(1).)

Consult, on a regular basis, with Charter School’s parents, legal guardians, and teachers regarding the
school’s educational programs. (Ed. Code § 47605(c)(2).)

Charter School hereby declares that Charter School, operated as or by its nonprofit public benefit
corporation, is and shall be the exclusive public school employer of Charter School’s employees for the
purposes of the Educational Employment Relations Act (EERA), Chapter 10.7 (commencing with Section
3540) of Division 4 of Title | of the Government Code. Charter School shall comply with all provisions of
the EERA and shall act independently from LAUSD for collective bargaining purposes. In accordance with
the EERA, employees may join and be represented by an organization of their choice for collective
bargaining purposes.

NOTE: This Charter contains specific “District Required Language” (DRL), including the Assurances,
Affirmations, and Declarations section above. The DRL should be highlighted in gray within each Charter
element or section. The final section of the Charter provides a consolidated addendum of the DRL. This
intentional redundancy facilitates efficient charter petition review while ensuring ready access to the
DRL for any given section of the Charter. To the extent that any inconsistency may exist between any



provision contained within the body of the Charter and the DRL contained in the addendum, the
provisions of the DRL addendum shall control.



Element 1 — The Educational Program

“The educational program of the charter school, designed, among other things, to identify those whom the charter
school is attempting to educate, what it means to be an “educated person” in the 21st century, and how learning
best occurs. The goals identified in that program shall include the objective of enabling pupils to become self-
motivated, competent, and lifelong learners.” (Ed. Code § 47605(b)(5)(A)(i).)

“The annual goals for the charter school for all pupils and for each subgroup of pupils identified pursuant to Section
52052, to be achieved in the state priorities, as described in subdivision (d) of Section 52060, that apply for the
grade levels served, or the nature of the program operated, by the charter school, and specific annual actions to
achieve those goals. A charter petition may identify additional school priorities, the goals for the school priorities,
and the specific annual actions to achieve those goals.” (Ed. Code § 47605(b)(5)(A)(ii).)

“If the proposed charter school will serve high school pupils, a description of the manner in which the charter
school will inform parents about the transferability of courses to other public high schools and the eligibility of
courses to meet college entrance requirements. Courses offered by the charter school that are accredited by the
Western Association of Schools and Colleges may be considered transferable and courses approved by the
University of California or the California State University as creditable under the “A” to “G” admissions criteria
may be considered to meet college entrance requirements.” (Ed. Code § 47605(b)(5)(A)(iii).)

LocAL CONTROL FUNDING FORMULA (LCFF) AND LocAL CONTROL AND ACCOUNTABILITY PLAN (LCAP)

Charter School acknowledges and agrees that it must comply with all applicable laws and regulations
related to AB 97 (2013) (Local Control Funding Formula), as they may be amended from time to time,
which include the requirement that Charter School shall annually submit a Local Control and
Accountability Plan (LCAP)/annual update to the Los Angeles County Superintendent of Schools and the
Charter Schools Division (CSD) on or before July 1. In accordance with Education Code sections 47604.33
and 47606.5, Charter School shall annually update its goals and annual actions to achieve those goals
identified in the charter pursuant to Education Code section 47605(b)(5)(A)(ii), using the Local Control and
Accountability Plan template adopted by the State Board of Education, as it may be changed from time to
time. Charter School shall comply with all requirements of Education Code section 47606.5, including but
not limited to the requirement that Charter School “shall consult with teachers, principals, administrators,
other school personnel, parents, and pupils in developing the local control and accountability plan and
annual update to the local control and accountability plan.” (Ed. Code § 47606.5(e).)

AcADEMIC CALENDAR AND SCHEDULES

Charter School shall offer, at a minimum, the number of minutes of instruction set forth in Education Code
section 47612.5, and the number of school days required by California Code of Regulations, title 5, section
11960.

MATHEMATICS PLACEMENT

Charter School shall comply with all applicable requirements of the California Mathematics Placement Act
of 2015.



TRANSITIONAL KINDERGARTEN

Charter School shall comply with all applicable requirements regarding transitional kindergarten. For
purposes of admission to Charter School, transitional kindergarten shall be considered a part of
kindergarten, and therefore students enrolled in transitional kindergarten at Charter School shall be
considered existing students of Charter School for purposes of Charter School’s admissions, enrollment,
and lottery.

HIGH SCHOOL EXIT EXAMINATION

Charter School shall comply with all applicable requirements of Education Code sections 60850 — 60859,
including but not limited to the requirements of sections 60851.6 and 60852.3.

WASC ACCREDITATION

If Charter School serves students in grades 9-12, before Charter School graduates its first class of students,
Charter School shall obtain, and thereafter maintain, Western Association of Schools and Colleges (WASC)
accreditation.

ENGLISH LEARNERS

Charter School shall identify potential English Learners in a timely manner in accordance with all
applicable legal requirements. Charter School must provide all English Learners with an effective English
language acquisition program that also affords meaningful and equitable access to Charter School’s core
academic curriculum. Instructional plans for English Learners must be (1) based on sound educational
theory; (2) adequately supported with trained teachers and appropriate materials and resources; and (3)
periodically evaluated to make sure the program is successful and modified when the program is not
successful.

On an annual basis, upon request, Charter School shall submit a certification to the LAUSD Charter Schools
Division (CSD) that certifies that Charter School has adopted and is implementing either the LAUSD English
Learner Master Plan or Charter School’s own English Learner (EL) Master Plan. If Charter School chooses
to implement its own EL Master Plan, the plan shall provide a detailed description of Charter School’s EL
program, and shall address the following:

e How Charter School’s EL Master Plan provides all of its English Learners, including but not limited
to Long Term English Learners (LTELs) with an effective English language acquisition program as
well as meaningful and equitable access to Charter School’s core academic curriculum

e How English Learners’ specific needs will be identified

e What services will be offered

e How, where, and by whom the services will be provided

e How Charter School will evaluate its EL program each year, and how the results of this evaluation
will be used to improve the program, including the provision of EL services

Each year, Charter School shall provide to the CSD a report on its annual evaluation of the effectiveness
of its EL program. Upon request, Charter School shall provide a copy of its current EL Master Plan to the
CSD.



Charter School shall administer the CELDT/ELPAC annually in accordance with federal and state
requirements.

Charter School shall reclassify English Learners in accordance with federal and state requirements.

Charter School shall provide parent outreach services and meaningfully inform parents with limited
English proficiency of important information regarding Charter School matters to the same extent as other
parents.

STUDENTS WITH DISABILITIES

Federal Law Compliance

Charter School shall adhere to all provisions of federal law related to students with disabilities including,
but not limited to, section 504 of the Rehabilitation Act of 1973, Title Il of the Americans with Disabilities
Act of 1990, and the Individuals with Disabilities Education Improvement Act of 2004.

Special Education Program

Charter School shall ensure that no student otherwise eligible to enroll in Charter School shall be denied,
directly or indirectly, admission due to a disability or to Charter School’s inability to provide necessary
services. Charter School acknowledges that policies and procedures are in place to ensure the
recruitment, enrollment, service, and retention of students with disabilities at LAUSD-authorized charter
schools, including Charter School.

Prior to LAUSD Board of Education approval of an initial Charter petition, and if a renewing Charter School
intends to operate as a “school of the district” for special education services, Charter School shall execute
a Memorandum of Understanding (“MOU”) by and between LAUSD and Charter School regarding the
provision and funding of special education services consistent with applicable state law and the LAUSD
Special Education Local Plan Area (“SELPA”) Local Plan for Special Education and shall be considered a
“public school of the District” for purposes of Special Education pursuant to Education Code Section
47641(b). However, Charter School reserves the right to make written verifiable assurances that it may
become an independent local educational agency (LEA) and join a SELPA pursuant to Education Code
Section 47641 (a) either on its own or with a grouping of charter school LEAs as a consortium following
the requirements of Education Code section 56195.3(b).

SELPA Reorganization

The Los Angeles Unified School District is approved to operate as a single-District SELPA under the
provisions of Education Code section 56195.1(a). As a single-District SELPA, the District has created two
charter school sections (District-operated Programs and Charter-operated Programs) under the
administration of one single Administrative Unit pursuant to a reorganization plan approved by the Board
of Education on January 4, 2011 (149/10-11). Full implementation of the reorganized LAUSD SELPA
commenced in the 2013-2014 school year requiring all District-authorized charter schools to elect one of
the three options available under the LAUSD SELPA. Prior to an option election, all District-authorized
charter schools were required to participate as a school of the District under the District-Operated
Programs Unit. Prior to the beginning of the 2013-2014 school year, all District-authorized charter schools,
other than those that had previously executed an Option 3 Memorandum of Understanding (“MOU”),
were required to execute a new MOU setting forth the LAUSD SELPA option election for the remainder of



the charter petition term. The Charter-operated Program schools do not have LEA status for the purposes
of special education but will function in a similar role in that each charter school will be responsible for all
special education requirements, including but not limited to services, placement, due process, related
services, special education classes, and special education supports. Charter schools that have elected to
participate in a District-operated programs option may apply for membership in the Charter-operated
Program section of the SELPA. Charter schools accepted for participation in the Charter-operated
Programs section receive support from a Special Education Director for the Charter-operated Programs.

Modified Consent Decree Requirements

All charter schools approved by the LAUSD Board of Education are bound by and must adhere to the
terms, conditions and requirements of the Chanda Smith Modified Consent Decree (“MCD”) and other
court orders imposed upon the District pertaining to special education. The MCD is a consent decree
entered in a federal court class action lawsuit initially brought on behalf of students with disabilities in
LAUSD. It is an agreement of the parties approved by the federal court and monitored by a court-
appointed independent monitor. The MCD includes nineteen statistically measurable outcomes and
facilities obligations that the District has to achieve to disengage from the MCD and federal court
oversight. All charter schools are required to use the District’s Special Education Policies and Procedures
Manual and Welligent, the District-wide web-based software system used for online Individualized
Education Programs (“IEPs”) and tracking of related services provided to students during the course of
their education.

As part of fulfilling the District’s obligations under the MCD, student level data requests from District-
operated and Charter-operated charter schools are made on a regular basis. The requested data must be
submitted in the Office of the Independent Monitor’s (“OIM”) required format in accordance with the
OIM’s required timelines and as follows:

® End of Year Suspension

District ID, SSIS ID, last name, first name, date of birth, gender, grade, date of suspension,
number of days suspended, and reason for suspension.

e Statewide Assessment Data
The standard file including District ID.
e Norm day

District ID, SSIS ID, last name, first name, date of birth, gender, grade, location code, school
name and local district for all students enrolled on norm day.

e CBEDS
e All Students enrolled as of December 1 of each school year

District ID, SSIS ID, last name, first name, date of birth, gender, grade, location code, school
name and local district for all students enrolled on norm day.

e Dropout



District ID, SSIS ID, last name, first name, middle name, date of birth, grade, last location, school

name and local district

e Monthly SESAC and Suspension data

e Graduation roster from all charter schools with 12th grade students with disabilities

The MCD requires charter schools to implement the District’s integrated student information system,
which is currently referred to as My Integrated Student Information System (MiSiS). MiSiS is a suite of
applications which is designed to capture all District student data. All charter schools are required to utilize
MiSiS directly or interface with MiSiS via a web based Application Programming Interface (API) in
compliance with the requirements of the MCD and applicable timelines. Upon charter school full
utilization of MiSiS either directly or via a web based API, the list of required data above will automatically

be captured within MiSiS.

General Information

The contact person for Charter School is:

Jennifer Nicole Brown, Principal

The contact address for Charter School is:

3400 W. 3rd St., Los Angeles, CA
90020

The contact phone number for Charter School is:

(213) 736-5542

The proposed address or ZIP Code of the target community to be 90020
served by Charter School is
This location is in LAUSD Board District: 2

This location is in LAUSD Local District:

Independent Charter

The grade configuration of Charter School is: TK-8
The number of students in the first year will be: 696
The grade level(s) of the students in the first year will be: TK-8

Charter School’s scheduled first day of instruction in 2020 - 2025

August 10, 2020

single track/multi-track, extended day/year) will be:

The enrollment capacity is: (Enrollment capacity is defined as the 696

total number of students who may be enrolled in Charter School

regardless of student residency.)

The type of instructional calendar (e.g., traditional/year-round, Traditional

The bell schedule for Charter School will be:

8:00 am —3:15 pm

The term of this Charter shall be from:

July 1, 2020-June 30, 2025




Community Need for Charter School

As CNCA #2 closes out its second charter term, we believe we are on a positive path forward with our
academic achievement data and outcomes. The past three years in particular of the current charter
term have been marked by work to bring rigor and standards alignment within the school community
and focus on implementation of research-backed instructional frameworks and strategies. This work
has included brining new instructional frameworks and curricula to the school, extensive training with
instructional consultants such as UCLA math project, and providing ongoing coaching and support to
teachers. The research shows that improving educational outcomes at scale requires attention to a
systematic improvement across the school, not just in individual classrooms (Marzano, 2003) (Schmoker,
2006). To this end, school years 2016-17 through 2018-19can be described as transformational years to
dramatically improve student achievement. The results of the most previous 2018-2019 school year are
evidence of this work.

CNCA Network
SBAC ELA Performance over Time

Preliminary 2018-2019 2017-2018 2016-2017

30.08% nam

CNCA Network
SBAC Math Performance over Time

Preliminary 2018-2019 2017-2018 2016-2017

am
&7

3281%
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CNCA #2 is a K-8 school, and thus it can be tricky to compare the results of the K-8 school to local K-5
and 6-8 schools. Per the research, the benefit of this type of model shows up later in a student’s
schooling history (Collier & Thomas, 2002). We would expect to see scores that are higher in the later
grades of the K-8 model. CNCA #2 follows this trend with students increasing in proficiency by 7th and
8th grade. Additionally, based on the work over the last three years, we see students at 3rd and 4th
grade achieving at higher levels because of a solid K-2 educational experience.

CNCA #2 is part of the Camino Nuevo Charter Academy (CNCA) charter management organization
network of schools. Located in Central Los Angeles, the eight Camino Nuevo Charter Academy schools
are deeply rooted in their communities, where they have been providing a life-changing education since
2000. Though each school has a unique history and community, all eight schools are united by a
common approach to teaching and learning, as well as a shared commitment to excellence.

The chart above illustrates the growth of the overall CNCA network on the SBAC assessment from 2017-
2018 to 2018-2019. Overall, as an organization, CNCA grew 45% (10 percentage points) in math and 12%
(5.5 percentage points) in ELA. CNCA #2’s growth, illustrated in charts 2 and 3 below, was slightly below
this overall organizational growth with an increase of 16% (4.6 percentage points) in math and no
statistically significant growth in ELA.

Student achievement has remained consistent at CNCA #2 from 2015-2019. Based on preliminary 2018-
2019 data, in ELA, the percentage of students meetings and or exceeding standards on the ELA SBAC
went from 41.5% in 2016-2017 to 40.61% in 2018-2019—a slight decrease of 2.2% (0.89 percentage
points). Additionally, the percentage of students not meeting standards increased slightly from 29.5% in
2016-2017 t0 30.61% in 2018-2019—an increase of 3.8% (1.11 percentage points). Data Source:
Schoolzilla via TOMS import

Based on preliminary 2018-2019 data in mathematics, the percentage of students meeting or exceeding
standards on the Math SBAC decreased from 34.42% in 2016-2017 to 29.33.41% in 2018-2019—a
decrease of 3% (1.01 percentage points). The percentage of students not meeting standards increased
from 29.43% in 2016-2017 to 33.81% in 2018-2019—a 14.9% decrease (4.38 percentage points). Data
Source: Schoolzilla via TOMS import
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Data Source: Schoolzilla via TOMS import:

CNCA #2 - Kayne Siart
SBAC ELA Performance over Time

Preliminary 2018-2019 2017-2018 2016-2017

Data Source: Schoolzilla via TOMS import:

CNCA Network
SBAC Math Performance over Time

Preliminary 2018-2019 2017-2018 2016-2017

Overall, CNCA #2 is performing near or above the state-wide performance of similar students as
evidence by chart 4 and 5 below. According to the CDE (charts below), the percentage of low-income,
Latino students that met or exceeded expectations was 34% for ELA and 25% for Math in 2017-2018,
compared to CNCA #2’s preliminary 2018-2019 results of 40.6% and 33.4% respectively.

Data Source: 2018 SBAC Results filtered for socio-economically disadvantaged and Latino students.
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ELA similar student 2018 scores

¥ Ethnicity for economically disadvantaged/Hispanic or Latino

Achievement Level Distribution
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Math similar student 2018 scores

Y Ethnicity for economically disadvantaged/Hispanic or Latino

Achievement Level Distribution

100 % -

75% -

25%
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5th Grade 6th Grade 7th Grade 8th Grade

= Standard Met: Level 3

== Standard Not Met: Level 1

11th Grade All
== Standard Nearly Met: Level 2

= Standard Exceeded: Level 4
Mathematics Achievement Level Descriptors

Additionally (as noted in the chart below), by the time our students leave us in 8" grade, they are

performing well above the state 17-18 averages - 54% exceeding or meeting in ELA and right at the state
average in math, with 23% exceeding or meeting

Data Source: TOMS
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2018-2019 CNCA #2 ELA Achievement Level
Distribution
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2018-2019 CNCA #2 Math Achievement Level
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ELA Cohort Growth

In ELA, all but one grade level had cohort growth. This chart compares how students did on their 2017-

2018 SBAC assessment to their 2018-2019 SBAC assessment. In the one grade level where there was
not growth, the grade level decreased performance by 3 percentage points. Additionally, from 2017-

2018, the Distance from Standard (DFS) decreased by an average of 42 points from 2017-2018 to 2018-

2019. These data demonstrate the trend for students to move into the “Meets” and “Exceeds”

performance bands and move out of the “Does Not Meet” band as they make their way through the K-8

program.
Source: caaspp.org and mytoms.ets.org
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Cohort Cohort Cohort Cohort

2018-2019 ELA SBAC 3rd Growth 4th Sth Growth 6th Growth 7th 8th Growth Overall
Above Standard 8.0% n/a 14.0% 9.0% 10.0% -3.0% 7.0% -3.0% 9.0% 2.0% 7.0% 0.0% 9.0%
Meets Standard 18.0% n/a 20.0% 0.0% 38.0% 11.0% 26.0% 7.0% 37.0% -5.0% 47.0% 5.0% 31.6%
Near Standard 36.0% n/a 27.0% -9.0% 22.0% -3.0% 33.0% 6.0% 25.0% -7.0% 29.0% -5.0% 38.8%
Does Not Meet Standard | 38.0% n/a 39.0% 1.0% 30.0% -5.0% 34.0% -10.0% 29.0% 9.0% 17.0% -1.0% 30.6%
Number of test takers 72 n/a 74 77 90 89 89 491
Percent Proficient 26.0% n/a 34.0% 9.0% 48.0% 8.0% 33.0% 4.0% 46.0% -3.0% 54.0% 5.0% 40.6%
Scaled Score 2386 n/a 2443 52 2488 39 2497 36 2529 20 2565 30
Distance from Standard -46 n/a -30 11 -14 10 -34 7 -23 -1 -2 15 +42.0

Note: DFS was calculated by comparing the mean scores from 2018-2019 for each grade level to the
2017-2018 minimum score for “standard met” for the grade. This information was pulled from TOMS for
the grade level means and CAASPP.org for the minimum scores for “standard met”; note that these cut-
offs have remained consistent over 2016-2017 and 2017-2018.

Math Cohort Growth

Similarly, in ELA, all but one grade level had cohort growth between their 2017-2018 and 2018-2019
SBAC Math assessment.

Source: caaspp.org and mytoms.ets.org

Cohort
2018-2019 Math SBAC 3rd

Growth
Above Standard 11.0% n/a 18.0% 11.0% 13.0% -3.0% 7.0% -1.0% 11.0% 4.0% 3.0% 0.0% 10.3%
Meets Standard 21.0% n/a 41.0% 15.0% 21.0% -7.0% 12.0% 2.0% 26.0% 8.0% 20.0% 3.0% 23.2%
Near Standard 41.0% n/a 27.0% -14.0% 27.0% -11.0% 36.0% 10.0% 37.0% -4.0% 29.0% -14.0% 32.8%
Does Not Meet Standard | 27.0% n/a 14.0% -13.0% 39.0% 21.0% 46.0% -11.0% 26.0% -9.0% 47.0% 11.0% 33.8%
Number of test takers 71 n/a 73 77 90 89 89 489
Percent Proficient 32.0% n/a 59.0% 26.0% 34.0% -10.0% 19.0% 1.0% 37.0% 12.0% 23.0% 3.0% 33.4%
Scaled Score 2412 n/a 2486 71 2485 12 2470 20 2525 34 2508 4
Distance from Standard -24 n/a 1 22 -43 31 -82 -4 -42 19 -78 -15 =

Serving English Learners

In addition to seeing growth of all students on the SBAC assessments over the past three years, there
has also been growth of the English Language (EL) subgroup population from 2016-2019. CNCA #2
currently serves a population that is 26% current English Language Learners and 91% Latino.
Additionally, 95.5% of students qualify for Free and Reduced lunch.

The next chart indicates the progress of students reclassifying across the grade level based on EL status
in the 2018-2019 school year. What we would expect to see is more students reclassifying across the
grade levels as students progress through the K-8 grade levels. As indicated below, starting in early
grade levels, reclassification levels are low—18% in 1%t grade, for example. However, by the 8" grade,
only 14% of students are still classified as EL students. Of the 14% of students at the 8" grade level who
are still classified as EL, 29% are also classified as a student with a disability. One of the outcomes of this
work is alternative board approved reclassification criteria for SWD who are struggling to reclassify.
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. English Learner Status
English Learner B English Only (E0)

Status-2018-19 M TeD

M mo Data

B initially Fluent English Proficient (IFEP)

[ reclassified Fluent English Proficient (RFER)

W English Learner (EL)

The 2018-2019 Reclassification Rate for CNCA #2 was 22.2%. This rate is in alignment with both the
similar school median rate of 19.2% and the resident school median rate of 23.8%.

As of 2018, 5.3% of students are classified as LTEL, having had an EL designation for 6 or more years.

This rate is well below the average resident school rate of 18%. When comparing to other middle
schools where students can have an LTEL designation, CNCA #2 is well below all resident schools.
Because CNCA #2 is a K-8 school, comparing LTEL rates to 6-8 schools is appropriate for valid data

comparisons.

Data Source: DataQuest-ELAS/LTEL/At-Risk Data, 2017-2018.

Resident School Middle Schools
Virgil Middle School

John H. Liechty Middle School
Berendo Middle

Young Oak Kim Academy
Ambassador-Global Leadership
Pio Pico Middle

Camino Nuevo Charter Academy #2

Percent of LTEL Students (6 years or more)
13%

18%

12.2%

14.5%

10%

14.8%

5.3%
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The unofficial reclassification for the 2019-2020 school year is 33.2%. This data will continue to shift
until October 2019 when the RFEP window closes. The following chart details out the reclassification
rates for the past three school years across CNCA #2.

CNCA #2 Reclassification Rates

0.0% 5.0% 10.0% 15.0% 20.0% 25.0% 30.0% 35.0%

* please note that 2019-2020 rate is preliminary
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Data Source: CAASPP and Schoolzilla.



Students with Disabilities

CNCA #2 serves a population of SWD of 11%. As described later in the petition, the service-delivery
model at CNCA #2 meets students' needs in a Least Restrictive Environment that includes collaborative
co-planning and co-teaching, per each student's offer of FAPE on their IEPs. Over the past year, this
subgroup’s performance on SBAC has remained fairly consistent as indicated by the chart below. The
performance of students with disabilities at CNCA #2 is close to the State’s average of 14.98% for ELA
and above the state average of 11.89% for Math for this subgroup.

Data Source: LAUSD Data Set and Schoolzilla.

CNCA #2 - Kayne Siart
SWD SBAC Subgroup Performance

10.00% 577 9:20%
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The data from 2017-2018 to the 2018-2019 school year shows decreases in suspension rates for all
students and the RFEP subgroup of students, however there was an increase in the suspension rate of
students who are English Learners and Students with Disabilities. Overall, our suspension rate is very
low at 1.32%. This year there was a slight increase for students with disabilities. This was due to 1 or 2
students with severe needs who newly entered our school. In order to address this we have ensured all
students with IEPs who need behavior response plans have these listed in their IEPS. In addition, CNCA
#2 ensures that these students have the necessary services to meet their needs.
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CNCA #2 Suspension Data 2017-2019 by

Subgroup
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In addition to the academic approach of the program, CNCA #2 seeks to provide a holistic, trauma-
informed, culturally-affirming school community. Particularly since the 2016 presidential election, the
neighborhood that CNCA #2 has a need for schools that are providing this approach to education and
schooling.

Researchers have found that the political climate in the United States since 2016 is contributing to
increased levels of anxiety and uncertainty for our students and families. A study conducted by the
Southern Poverty Law Center (2016) found an increase in students’ concern during the 2016 election
season over national policy issues such as immigration, health care, and LGBT rights.

A more recent research study, published by the Institute for Democracy, Education and Access (IDEA) at
UCLA (Rogers, et al., 2019), found that schools across the nation continue to be impacted significantly by
rising political incivility and division.

The IDEA team concluded that the flow of the nation’s divisive political rhetoric, propelled by unfiltered
and often untrustworthy information across social media, is “fueling anger, fear, and division that is
negatively impacting students, schools, and learning (Rogers, et al., 2019).” This research demonstrated
that in the current political age, students are feeling greater anxiety, stress, and vulnerability, specifically
around issues of immigration (with 58% of the study’s more than 1,500 participants reporting that
students have expressed fear and anxiety around this issue), adequate health care (44%), environmental
protections (45%), and the rights of LGBT youth (38%) (p. 7).

Further, the research demonstrated that in our section of the country specifically, these fears
compounded by ongoing policy debates, such as those regarding aggressive immigration

enforcement, has “resulted in greater material deprivation for children, such as unstable housing,
insecure food supplies, and lack of other necessary supports (Rogers, 2019, p. 1).” As

previously researched and reported widely across the media, (e.g., American Psychological Association,
2017; Jones, 2017; Steinmetz, 2017; Vives, Castillo, Carcamo, & Knoll, 2017), the IDEA team’s research
further substantiates the pervasive “climate of fear” that exists in many immigrant

communities, which compounds the stress and anxiety felt by students and their families, and in turn,
manifests as difficulties in academic achievement (pp. 7-8).
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The UCLA researchers also focused on the manner and means in which political rhetoric is circulated. In
this relatively novel era where students have access to smartphones and social media at an age no other
generation has had, political rhetoric and often dubious information is propagated via social media
platforms in a manner that is often “heated, combative, and coarse (Rogers, et al., 2019, p. 2).” The
researchers articulate how this has negatively impacted critical thinking and exacerbated political
tensions and divisions in schools as students use these platforms to replicate the tone of national
politics. The report concludes that in the current political climate, students are struggling to discern fact
from opinion, identify quality sources, or participate in inclusive and diverse deliberations on social
issues.

At CNCA #2, we put resources to both the academic and social-emotional needs of students. In the
2018-2019 school year, mental health services were provided across CNCA #2. Across the K-8 campus,
over 864 individual sessions for students were held by the mental health counselors. Additionally, over
130 group sessions were held on topics such as girls’ self-esteem, new student adjustment, and
supporting students with anxiety. CNCA #2 believes the community continues to demonstrate a need
for this innovative feature of the program.

Success of the Key Features of the Educational Program
There are 2 major successes in the 2014-2020 term to highlight: Improved student performance in Math
and extra opportunities for students to develop a broad range of skills were created.

Improved Student Performance in Math

Description of Improvement: Since 2015, we have added more than 200 students to our school
community and maintained consistent performance. Based on our 2018-2019 preliminary SBAC results
we increased our SBAC math performance by increasing the amount of students meeting or exceeding
expectations by 4 percentage points growing from 29% of students meeting or exceeding standards in
2017-2018 to 33% meeting or exceeding standards in 2018-2019. Every cohort except one grew in
number of students meeting or exceeding standard with 4™ grade growing by 26 percentage points.

Cause: As a school, we implemented some key shifts and practices that impacted this growth. Here is a
summary of each shift:

1. Implementation of Standards Aligned Math Curriculum: Our school adopted the Bridges Math
Curriculum for grades TK-5" grade in the 2018-2019 school year. Teachers received beginning of
year training on the curriculum and throughout the year in quarterly planning days and weekly
grade level meetings, worked as a grade level team to identify key standards. Teachers used this
new curricula knowledge and blended it with previous knowledge around Cognitively Guided
Instruction which they received from previous partnerships with UCLA math project to align
student thinking to standards level work. Because of these resources, teachers had access to
standards aligned tasks and problems that they did not have before. The implementation also
ensured all teachers regardless of years of experience had a structured resource to use when
planning math.

2. Focus on Teaching to Rigor of Standard: In weekly professional development and weekly grade
level meetings, teachers were taught how to create anchor charts for each key standards at
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their grade level. This required teachers to unpack key concepts, skills and strategies in each
standard as well as list vocabulary students would need to know. In observations, one aspect
the coach would observe was the rigor of lesson in comparison to the standard as well as visual
with vocabulary to support English Learners. Teachers would receive feedback on the lesson
during weekly or bi-weekly coaching meetings. At the end of each quarter, teachers were
required to identify 2-3 standards that were not mastered by students and create an action plan
to address that area of need. The teacher’s coach was responsible for monitoring the progress
of those standards to ensure students gained necessary knowledge.

3. Systematic Monitoring of Student Performance on Assessments: There were 3 key changes we
made in the 2018-2019 school year.

a. We implemented a K-2 Priority Skills and Concepts Assessment to effectively monitor K-
2 performance in relation to standards. This assessment was given twice a year- once at
the middle and once at the end of the school year. With this information, we could
effectively monitor growth as well as transfer standard level information from one
teacher to the next.

b. Ingrades 3-8, we administered Computational Fluency Assessments. This assessment
was given 3 times a year- at beginning, middle and end of the year. The focus of this
assessment was on foundational skills that students needed in order to access grade
level standards. This assessment allowed us to monitor growth of pre-requisite skills and
ensure gaps were being filled.

c. Inall grades K-8 grade, teachers were expected to administer standards based math
unit assessments. Every unit assessment was entered into our data system to effectively
monitor student progress to standards. This tool helped the leadership team quickly
analyze whole class and individual student performance.

4. Alignment on Teacher Support
One key focus during the 2018-2019 school year was to effectively coach and support teachers.
The leadership team created a schedule to meet with all teachers on a weekly or bi-weekly
basis. Every admin had a caseload of teachers they supported. In our weekly instructional
leadership team (Principal, Assistant Principals) meeting, our team would review our tracker to
discuss how many teachers we met and how many observations were completed. In addition to
tracking frequency, we aligned on the progression of teacher coaching such as enrolling a client,
goal setting and presenting scripted data. This work led into our evaluation system where we
also ensured all teachers had a normed experience. We observed teachers together and
collected evidence to ensure we were aligned on what data we collected and how to rate it on
our evaluation tool.

Created Extra Opportunities for Students to Develop a Full Range of Skills

Description of Improvement: In the 2018-2019 school year, we established and continued numerous
partnerships that provided access to students in different disciplines. See below for examples of
partnerships:

e YOLA (Youth Orchestra Los Angeles): The biggest partnership we established the past two years
was with the LA Philharmonic and their YOLA program. In the 2017-2018 school year, we
became their fourth YOLA site and first site to offer a during and after school comprehensive
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music program. In the 2018-2019 school year, we increased the amount of music instruction
being offered serving almost 80% of our school population. We committed to hiring 2 full time
music teachers to lead this program.

(@)
(@)

Students in K-1 receive 2 hours of music instruction per week during the school day.
Students in grade 2-5" grade receive 4 hours of music instruction per week during the
school day and a range of 2-6 hours of free music instruction after school.

Students in grades 6-th 8" grade receive 3-4 hours of music instruction per week with
the after school option starting in the 2019-2020 school year.

e STEM and Coding Opportunities: This past year we increased the amount of coding
opportunities students have.

O

@)

In grades K-1, we collaborated with 9 Dots Coding to train our teachers in early
programming skills. This partnership will continue in the 2019-2020 school year where
all K-2 grade classes will receive weekly coding class and one 4™ grade class will be
piloting a new curriculum.

In 6™ grade, we partnered with Google and received the CASA Code grant which gave
our 6% graders lessons in coding and computer science while also teaching about the
cultural stereotypes in science careers as a means to promote more students of color
and women in computer science. This resulted in a group of students visiting
Washington, DC. This partnership will continue in the 2019-2020 school year.

In middle school, we offered a Lego Robotics course. Our students learned programming
and coding skills to maneuver different challenges with a robot. Our students attended
the regional conference and one team finished with an award.

Students in 4" and 5 grade, learned early Lego robotics skills through Dash Dots.

e Access to Mental Health Services: Our school continues to ensure we have a full-time mental
health counselor and full-time student and family service coordinator to adequately address the
needs of our community. Some of their main work includes:

O

Leading weekly family workshops to build access to educational program for parents as
well as build awareness around current health and socio-emotional needs.

Case managing individual family needs associated with homelessness and low socio-
economic challenges.

Providing mental health resources and counseling to individual families on a as needed
basis.

Providing individual and group mental health therapy to students

Providing professional development and trainings for staff to develop trauma sensitive
practices.

Conducting at-risk suicidal assessments for students and developing targeted support
plan for individual students.

Success of the School’s Educational Program in Meeting the Specific Needs of its Students

Developing Students English Proficiency Levels:

Description: Each year we have increased the amount of students who reclassify. In the 2017-2018
school year, 22.2% of students reclassified which represented an 8 percent increase from the previous
2016-2017 school year of 14.6%. This past year, 2018-2019, 33.2% of students reclassified.
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Cause: The last 3 years we took intentional steps to support students in building English skills to support
reclassification. This includes:

Improved Systems for Collecting and Sharing Data: Starting in the 2017-2018 school year, our
school started collecting data in ELD trackers to monitor student scores on end of unit
assessments. This tracking system made student ELD level and progress explicit for staff and in
return allowed goal setting to be part of the planning conversation. In addition to unit trackers,
this past 2018-2019 school year, we began sharing RFEP trackers which showed teachers
student progress in all the categories needed to RFEP. This includes ELPAC score, reading level,
writing level and internal ELD level. Again, transparent systems allow for higher quality planning
and monitoring of students to ensure students are not stagnant in their English Learning.
Aligned Instruction in Designated ELD: Another key component of improving our program was
to ensure alignment in quality instruction and instructional minutes being provided. This began
with schedule creation and ensuring all grades taught Designated ELD 3-4 times per week. The
next step was to ensure teachers taught 5 Systematic ELD units per year using our EL Achieve
Curriculum. Students were placed in classes at their individual proficiency level and teachers
became experts in teaching a specific level. All of this was coupled with a mandatory of 5 full day
Professional Development Sessions throughout the year on systematic ELD to ensure teacher’s
had content and pedagogical knowledge needed to effectively teach the units. Accountability
from the leadership team came from whole and grade level specific walk-throughs. Last year
there were 3 ELD walkthroughs throughout the year either focused on whole school strategies
or individual grade level implementation.

Increased Teacher Planning Skills to include Academic Anchor Charts: One component of
planning that our school focused on greatly in the 2018-2019 school year was incorporating
student-facing charts as a part of the planning process. During planning sessions, teachers were
expected to plan what visuals and charts they would use during lessons. Charts that students
use to support learning are referred to as anchor charts. During math planning, teachers would
plan what vocabulary they would include on the chart and would also agree on what math
strategies to include and how to represent them. For ELA, anchor charts consisted of teaching
points and steps for how to write a particular genre of writing. Teachers were encouraged to
also display exemplar writing to show as mentor pieces. In addition strategic vocabulary and
language stems were thoughtfully planned to ensure teachers explicitly taught this language as
well as created a tool for students’ to refer to when practicing the language.

Success of the school’s educational program in meeting the specific needs of its student population,
including but not limited to students in numerically significant subgroups

One major success during the 2014-2020 charter has been developing a structured Dynamic Blended
Inclusion Model to support our students with disabilities. In the 2019-2020 school year, _12.5%__ of
students received special education services.

Over the past 5 years, we have achieved the following:

Created a vision for what full inclusion looks like at our school: All of our students are fully
included into the general education setting regardless of need. We do not offer an SDC setting
for students with IEPs. As a school team, we have created a tier system of support for students
with IEPS. We offer a tier 1 option where two teachers are co-teaching alongside each other for
part of the day. Students with more moderate to severe needs are placed in this classroom. We
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also offer a tier 2 option where students with less severe needs receive targeted supported in a
push in model with limited co-teaching taking place. In order to make this happen, students are
clustered together as appropriate based on need. In addition, we ensure the school community
embraces diversity. We added a core value called Inclusion. Students receive quarter awards for
accepting and embracing students of all needs. To constantly reflect on our progress, the
inclusion team meets once week to align on school practices both pragmatic and compliance
based.

e Increased the number of staff to support our inclusion model: In our school budget, we have
dedicated resources to staff 6-7 special education teachers. We have also designated funds for
special education Teacher Assistants (TAs) and Behavior Interventionists to work alongside
students with moderate to severe needs. At the start of our charter in 2014, we had zero
students with moderate to severe needs and zero Behavior Interventionists on staff. In the
2019-2020 school year, we have 8 students with moderate to severe needs and 8 adults to
support these students. In addition, we have hired an IEP clerk to manage all our providers,
schedule IEP meetings, translate and ensure we are in compliance. Increased the amount of
students with IEPS meeting or exceeding math and ELA benchmark: Over time, we have been
consistent and in some cases increased the amount of students meeting or exceeding math and
ELA as measured by the SBAC. In the 2017-2018 school year, 9% of students met or exceeded
the ELA SBAC. In the 2018-2019 school year, 13% of students met or exceeded the ELA SBAC.
This showed a 4 percentage increased in performance.

Areas of Challenge

Our biggest area of challenge has been our stagnant performance on SBAC. In ELA, the percentage of
students meeting and or exceeding standards on the ELA SBAC went from 41.5% in 2016-2017 to 40.61%
in 2018-2019—a slight decrease of 2.2% (0.89 percentage points). In mathematics, the percentage of
students meeting or exceeding standards on the Math SBAC decreased from 34.42% in 2016-2017 to
29.33.41% in 2018-2019—a decrease of 3% (1.01 percentage points).

While it was already mentioned that our enrollment numbers shifted dramatically in the past years by
increasing students, our scores have not substantially increased. The 2019-2020 school year will be the
first year of stable enrollment for the past 5 years. Our focus in the next charter term, will not be on
structural changes but rather fine-tuning our approaches to ensure access to grade level standards. This
work will be accomplished by:

e Supporting teachers to learn their content and grade level standards:

o Elementary teachers are provided with at least 1 common planning time as their grade
level counterparts during the instructional day to plan and reflect on data with a
professional learning community. Administration supports as needed to facilitate. In this
space, teachers are expected to bring students work or other assessment data to review
student current performance in relation to grade level standards. Teachers are then
required to respond to this data and plan a series of lessons to address the identified
need. Inclusion teachers, special education teachers, are expected to participate and
support with individual needs and ensure accommodations and modifications are being
provided.

o Once week from 1:30-3:30 teachers come together for weekly professional
development. This professional development is led by teacher leaders or administration
to ensure teachers are using current relevant best practices to support student learning.
Teachers will also be supported in breaking down the complexities of their grade level

24



standards. Analyzing student data and responding to needs through planning lessons
both whole group and small group will also be achieved in this space.

o In addition to this site specific work, our CMO has dedicated 3 professional development
pupil free days at the end of every quarter to learn content specific knowledge and
unpack grade level standards alongside other teachers at the same grade level across
the organization. This extra time will allow teachers to go deeper in their understanding
of content specific grade level standards.

e Consistent and effective coaching of individual teaches on a bi-weekly basis to ensure student
growth.

o All teachers and staff will be assigned a member of the leadership team to serve as their
coach and supervisor for the year. On a bi-weekly basis, administration will observe and
coach teachers on relevant best practices. This data will be tracked internally to monitor
the number of teacher observations, the type of feedback teachers are receiving and
the amount of times an administrator has met with a teacher.

o Teachers will receive differentiated coaching based on need as identified in the teacher
evaluation tool.

o Bi-weekly walkthroughs will be conducted by various members of the leadership team
and content team from the CNCA Home Support Office (HSO) to ensure implementation
of grade level standards. Feedback will be sent to teachers following observations.

e Consistent and effective use of student data to track learning.

o One key move to improving our learning culture is ensuring teachers have access to data
and that there are systems to track student performance. The expansion of our
Knowledge Management team at our HSO will ensure that we have dedicated staff who
are owning these systems. Our biggest growth in our next charter term will be to track
standards based performance of internal assessments. Every quarter, teachers will
review this data and create class action plans to ensure they are addressing gaps in
performance. Members of the leadership team will be expected to monitor grade level
performance.

Student Population to Be Served

The majority of our students at CNCA #2 reside within the Koreatown and MacArthur Park
neighborhoods. CNCA #2 serves students in grades TK-8. Data from the 2017 American Community
Survey (United States Census Bureau) shown in the table below highlights the percentage of families in
these neighborhoods who live below the poverty line is higher than the city and national average, while
the median income and high school graduation rate is significantly below both the city and national
average. Of particular concern is the low high school graduation rate for neighborhood Latino students.
Only 43% of neighborhood Latino students graduate high school, compared to 76% of all children in the
city. In addition to the challenges associated with high poverty, many of our students also face language
barriers when they enter school. An estimated 61% of residents in these neighborhoods are foreign-
born, and approximately 49% of residents in these neighborhoods report speaking English “less than
very well,” rates that are significantly higher than the city’s rates.
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well”

National Los Angeles | Neighborhood

Average Average Average
Residents living below the poverty line 15% 20% 27%
Median income $57,652 $54,501 $36,872
Graduated high school
General Population . . .
Latino or Hispanic 87% 76% 69%

67% 54% 43%

Residents born outside the USA 13% 37% 61%
Residents who report speaking English “less than very 9% 26% 49%

The majority of students in this neighborhood live in or pass through high-crime areas, which can impact
if and how they show up to school. According to the most recent data available from the Los Angeles
Police Department, via the Los Angeles Times crime map, during the six-month period from November
2018 to May 2019, the rate of reported crimes was 141.1 per 10,000 people in Koreatown, where the
CNCA #2 campus is located. Over the last six months, Koreatown averaged nearly 2 violent crimes per
day and nearly 8 property crimes per day. The neighborhood’s crime rate is higher than in nearby
Arlington Heights and East Hollywood. Our students also come from nearby Westlake/MacArthur, which
has an even higher crime rate, at 146.6 crimes per 10,000 people.

5 — Year Enrollment Roll-Out Plan

Enrollment | 2019-20

Summary Trend 2020-21 | 2021-22 | 2022-23 | 2023-24 | 2024-25
TK 9 9 9 9 9 9
K 63 63 63 63 63 63
1 68 68 68 68 68 68
2 68 68 68 68 68 68
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Enrollment | 2019-20
Summary Trend 2020-21 | 2021-22 | 2022-23 | 2023-24 | 2024-25

3 72 72 72 72 72 72
4 72 72 72 72 72 72
5 74 74 74 74 74 74
6 90 90 90 90 90 90
7 90 90 90 90 90 90
8 90 90 90 90 90 90
Total 696 696 696 696 696 696

Goals and Philosophy

Vision and Mission Statement

The mission of CNCA #2 is to educate students in a college preparatory program to be literate, critical
thinkers and independent problem solvers who are agents of social justice with sensitivity toward the
world around them.

Our vision is that CNCA is among the most high quality, innovative, place-based school networks for
students and talented staff to thrive in. By 2022, more than 2,000 CNCA graduates will be equipped
with the skills, knowledge, and worldview necessary to be literate, critical thinkers and independent
problem solvers. As a result of this success, 90% will be accepted to, 80% will attend and 60% will
graduate from a four-year college within six years.

Characteristics of an “Educated Person” in the 21st Century

As we enter the third decade of the twenty-first century, education continues to shift. Instead of relying
on textbooks, teacher direction, and rote memorization of content knowledge, students must abstract
from and apply this content knowledge to think critically about unfolding world events, collaborate with
peers and adults, and make creative use of digital tools to communicate their ideas. In the past two
decades, many experts have worked to codify what it means to educate students for the 21 century
(Dede, Comparing Frameworks for "21st Century Skills", 2009). Research and synthesis conducted by
The Partnership for 21 Century Learning concluded that one could condense the skills and
competencies considered essential for students’ future success into interconnected components, for
example essential knowledge in core subjects, life-long learning skills, literacy in diverse information and
communications technologies, and socio-emotional competencies (Partnership for 21st Century
Learning, 2019). CNCA #2 synergizes these components to prepare our students to achieve high levels
of success in the college and career of their choice by drawing upon their unique educational and
experiential backgrounds and making decisions that positively affect themselves and the world around
them.

Essential Knowledge in Core Subjects
CNCA #2 believes that deep understanding of key subjects, such as English Language Arts, mathematics,
science, and social studies, is essential to student success in college and career. As detailed in the next
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section, CNCA #2 leads our students to developing these core academic understandings at elevated
levels through implementation of research-proven instructional frameworks and curricula coupled with
strong assessment and data-driven instructional decision-making practices.

Life-Long Learning Skills

The skills required for college and career in the 21st century continue to grow more complex due to the
emergence of increasingly sophisticated information and communications technologies. Growing
proportions of the global job market require expert thinking and complex communication to perform
non-routine tasks that computers cannot do (Dede, Comparing Frameworks for "21st Century Skills",
2009). For success in these careers, one must be able to access their own continued learning and to
make effective and innovative use of what they know. In addition to academic content, students must
develop their skills to be effective communicators, collaborators, critical thinkers and independent
problem solvers.

CNCA #2 defines these skills as follows:

e Communication—the ability to use oral, written, and non-verbal communication skills to
articulate thoughts, ideas, and opinions effectively in a variety of contexts and forms.

e Collaboration—the ability to contribute meaningfully to and work effectively with a variety of
diverse teams.

e  Critical thinking and problem solving—the ability to abstract meaningful information from a
variety of complex data for analysis, synthesis, and evaluation in order to find both conventional
and non-conventional solutions for novel problems.

In the next section of this petition, we have outlined how CNCA #2 incorporates these skills into the
instructional design of our school.

Literacy in information and communications technologies (ICT)

So far, the 21st century has been marked by an abundance of information and communication through
rapidly evolving technological tools. In addition to using technology as a means of increasing the
effectiveness of more traditional instructional approaches, effective 21st century students must have a
range of functional and critical thinking skills required to access these information and communication
technologies in order to access information, collaborate, and make individual contributions through
technology (Dede, 2009). In the next section of this petition, you will see how we work to develop these
literacies in our students.

Social and Emotional Competencies

Today’s students need to have developed social and emotional competencies to navigate complex
environments in higher education, career, and life in the 21st century. The link between a person’s
ability to self-regulate socially and emotionally strongly relates to success in college and career as well as
greater overall well-being (Vaughn, 2014; Zhoc, 2018). As the next section of this petition articulates,
CNCA #2’s instructional design emphasizes development of competencies, such as self-awareness, self-
management, social awareness, relationship skills, and responsible decision making to prepare our
students for a healthy and successful life well beyond college and career (Blum & Libbey, 2014; Durlak,
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Dymnicki, Taylor, & Schellinger, 2011; National Education Association, 2018)

How Learning Best Occurs

Our students learn best when they are given a variety of opportunities and contexts to absorb essential
content and skills in academically rigorous environments that are supportive and safe. Building upon
balanced constructivist approaches, these learning environments must be designed for universal access
and tailored to capitalize on the unique experiences and funds of knowledge our students and families
bring as well as support their diverse needs.

A constructivist approach promotes the belief that learning is an active, contextualized process of
building knowledge. This learning process is based on individual experiences and environmental
hypotheses tested through social negotiation (Ertmer & Newby, 1993). The constructivist approaches
espoused by CNCA #2 reflect the philosophies promulgated by educational authorities such as John
Dewey, Jean Piaget, and Lev Vygotsky. Dewey argued that children learn best when they take an active
role in the process of their own learning, having an opportunity to link academic content to prior
experiences and knowledge and to demonstrate their knowledge creatively and collaboratively (Dewey
J., 2018). Piaget was an early proponent of “growth-mindset,” regarding cognitive development as a
process which is influenced not only by biology, but also an interaction with the environment (Piaget,
1977). Vygotsky's strongly believed that cognition is the end product of socialization and social
behavior, and that learning occurs in the Zone of Proximal Development—the distance between a
learner’s ability to perform a task with support or collaboration and the ability to perform the task
independently (Vygotsky, 1978) Vygotsky also emphasized the role of language and culture in cognitive
development, purporting that they provide frameworks through which we experience, communicate,
and understand reality (1978).

A prominent thread through the theories of constructivism is that lasting learning occurs when learning
experiences are tailored to build upon students’ prior experiences and support their diverse needs. As a
schoolwide Title | school, mitigating the impacts of poverty are one way in which the learning conditions
must be tailored for our students to best learn. In his book, Teaching with Poverty in Mind, Eric Jenson
identifies potential impacts of poverty as challenges to emotional regulation and control, increased
likelihood for depression, cognitive lags, and health and safety challenges (Jensen, 2009). An effective
educational program for our student proactively considers these potential challenges, and ensures the
necessary structures are in place to create a trauma-informed approach.

Educational scholars also indicate that providing a constructivist approach is an issue of social justice
(Meier & Wood, 2004). In the age of high-stakes testing, instead of many schools resort to curriculum
narrowing (Clarke, et al., 2003; Donnelly & Sadler, 2009; Ross, 1998; Ryan & Brown, 2005; Urdan, 2004).
Curriculum narrowing involved a reduction of material being taught in order to focus on content that
will be tested often eliminating content altogether. Research into the phenomenon of curriculum
narrowing has uncovered that it is especially prevalent in low socio-economic regions (Lomax, West,
Harmon, Viator, & Madaus, 2015). In many cases, curriculum narrowing involves “reallocating time
away from core subjects not tested on state examinations, and to eliminate, or curtail special projects,
experiments, library research, extensive writing, or oral assignments (Ryan & Brown, 2005, p. 365).”
Further research found that teachers in California were subjected to more narrowing and constraint in
their autonomy in schools that were low-income or minority than their higher-affluent counterparts
(Crocco & Costigan, 2007; Darling-Hammond, 2009).
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Learning conditions must also be tailored to meet the needs of diverse learners, such as our students
who are working to acquire academic English and our students with special needs. As illustrated by the
Common Core State Standards, being prepared for college and career in the 21 century require that
students demonstrate their understanding of content and communicate original ideas in a variety of
verbal and non-verbal ways (California Department of Education, 2019). In order to meet the linguistic
demands required to demonstrate mastery of essential content, all students—especially those who are
acquiring academic English—require systematic and explicit development to not only acquire academic
English, but also to retrieve and apply academic language to communicate ideas across disciplines (E. L.
Achieve, 2019; National Research Council, 2005).

The learning environment must also be adapted to ensure accessibility for all students, including
students with disabilities. A wide body of research supports that both students with and without
disabilities achieve at higher levels in an inclusive model of instruction. For example, a three-year study
of inclusive settings found improvements in both academic and social skills for students with special
needs in classrooms where co-teaching was practiced (Eccleston, 2010; Walther-Thomas, Bryant, &
Land, 1996). A review of research on inclusion at both the elementary and secondary levels found that
academic and social performance is equal to or better in inclusive settings for students with disabilities
and students without disabilities, including high achievers (Salend S. J., 2016; Salend & Duhaney, 1999).

Research literature in education has also identified relevancy as a compelling way to unlock the
educational potential of historically marginalized students (Ladson-Billings, 1995; Duncan-Andrade, The
art of critical pedagogy: The prmoise of moving from theory to practice in urban schools). Instructional
practices are substantially more effective when differentiated to align with the distinctive cultural priors
that individual students experience outside of school and when they also affirm both cultural identity
and critical social engagement (Gay, 2010; Freire, 2000). Recent research published by the American
Educational Research Journal (Dee & Penner, 2017) found that culturally relevant curriculum
implemented in a strongly supportive context is a highly effective means for improving outcomes for
diverse, academically at-risk students. Dee and Penner’s study found specific positive correlation
between a culturally relevant instructional program and student attendance, grade point average, and
credit attainment.

Synthesizing these educational philosophies and beliefs, we arrive at 5 key conditions for our students to
learn best.

Students learn best emerged in a rigorous academic program

Now more than ever with the adoption of the Common Core State Standards, students need a deep
foundation of understanding in core disciplines to succeed in the 21t century. More than simply
learning facts of the discipline, students must understand the central ideas, concepts, and processes of
inquiry and argument in essential disciplines in order to be prepared for success in college and beyond
(Wilson & Peterson, 2006). Moreover, students must have the ability to organize, retrieve, and apply
this knowledge in novel contexts, often across multiple disciplines. Students best acquire this deep
understanding and capacity to think more critically when they are challenged with complex
intellectual work spanning across disciplines, requiring they engage actively to solve authentic
problems situated in meaningful and relevant contexts (National Research Council, 2005).
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Students learn best through a meaningful and relevant curriculum.

Educational research further emphasizes the importance of capitalizing on students’ funds of knowledge
and experiences as they construct new understanding (Hattie, Hattie Ranking: 252 Influences And Effect
Sizes Related To Student Achievement, 2019). Students, as all human beings, interpret information
encountered from day to day to make meaning and construct understanding based on their unique
experiences and funds of knowledge. Students bring these interpretations of their experiences and
preconceptions to school with them. Engaging and building upon students’ initial conception of content
enables students to grasp new concepts and information more efficiently and more deeply, lessening
the risk that students learn content simply for the purposes of an assessment, reverting to their
preconceptions outside the classroom (National Research Council, 2005). Further, as each student
brings a unique set of experiences, understanding, and skills to the classroom, capitalizing on these
differences as resources for deeper understanding facilitates greater understanding for all students.
Therefore, student learning best occurs when instruction is designed for universal access, building
upon the unique strengths, funds of knowledge, and interests of the students.

Students learn best through interactive learning tasks that promote language and social negotiation.
Students need opportunities to engage actively with content in multiple ways, both individually and
collectively. As articulated in the previous section, success in the 21% century requires the ability to
communicate and collaborate in a variety of contexts with a variety of diverse teams. Current research
supports this aim as an important pathway for student learning as well (National Research Council,
2005). Further educational research on supporting students who experience poverty, students who are
acquiring academic English, and students with disabilities all identify a focus on interactive,
communication-infused practices as a high-leverage strategy for student success (Brisk & Harrington,
2015; Hattie, Visible Learning into Action, 2016; Jensen, 2009; Lewis & Yates, 2019; Salend S. J., 2016;
Thomas & Collier, 2001; Vygotsky, 1978). Student learning best occurs through cooperative and
collaborative learning vehicles that promote academic conversation, discussion, joint work, and
debate designed intentionally to develop deeper understanding of key concepts and skills across
disciplines.

Students learn best when working in their zone of proximal development.

Considering the diverse needs of our student population, such as the range of English proficiencies,
potential cognitive lags as a result of poverty and toxic stress, and the unique experiences that each
student brings with them to school, educators must employ careful collaboration and planning to ensure
all students are working within their zone of proximal development. Students learn best when
instruction has been tailored through high-quality, data-driven collaboration of educators to ensure
each student’s unique learning needs are met.

Students learn best in safe and supportive environments.

Few educators would argue that environments conducive to high levels of learning are those in which
students feel safe and supported—physically, socially, emotionally, and academically. In a safe and
supportive environment, students feel valued and included as an integral part of their community and
that their basic human needs are being met. A safe and supportive environment is a requisite condition
for all students’ learning, but perhaps even more essential for students who may be experiencing the
effects of poverty and/or trauma. Students learn best in environments where peer to peer and peer to
adult relationships are positive and intentionally cultivated; where pro-social and self-regulatory skills
are explicitly taught, practiced, and integrated into the curriculum; where all stakeholders believe that
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intelligence is malleable and success is possible (“growth mindset”); and where physical and
emotional needs are supported (Trauma and Learning Policy Initiative, 2019).

Annual Goals and Actions

LCFF STATE
PRIORITIES

GOAL #1

Effectively support English Language Learners to make language and achievement Related State
progress. Priorities:

01 X
4 Oz

02 O
5 18

O3 [

Local
Priorities:

Specific Annual Actions to Achieve Goal

Provide daily Systematic English Language Development classes for all ELL students and
students who require ongoing language support.

Ensure all teachers have Systematic ELD curricular kits.

Provide professional development for new teachers (new teacher induction) to
support development of ELD teaching skills.

Support students in demonstrating proficiency on the ELPAC to facilitate
reclassification.

Provide professional development on ELPAC assessment and processes.

Track assessment data for EL students to monitor movement in proficiency levels.
Provide targeted intervention for stagnant English Learners and recent newcomers
through the use of instructional aids and intervention teachers.

Consult with Director of Language at HSO to support implementation of school wide
instructional strategies.




e Provide integrated EL support within Balanced Literacy and Math Framework.

Expected Annual Measurable Outcomes

Outcome #1: Increase students’ proficiency in English

Metric/Method for Measuring:

e The overall reclassification rate will increase each year.

APPLICABL 2020- 2021- 2022- 2023- 2024-
E STUDENT B(ase"”e 2021 2022 2023 2024 2025
2018-
GROUPS 2019)
*=Subgroup not numerically significant at
this time.
All Students (Schoolwide) * * * * * *
English Learners 22.2% 24% 25% 26% 28% 30%

Socioecon. Disadv./Low Income
Students

Foster Youth

Students with Disabilities

I African American Students

*
L

American Indian/Alaska Native
Students

Asian Students

Filipino Students

Latino Students

Native Hawaiian/Pacific Islander
Students

Students of Two or More Races

White Students

Outcome #2: Increase students’ mastery of Common Core State Standards in English Language Arts

Metric/Method for Measuring:

e The percentage of all 3-8 students who score “Meets” or “Exceeds” on the annual SBAC for
English Language Arts will increase each year. The percentage of 3-8 students with an EL
designation who score “Meets” or “Exceeds” on the annual SBAC for English Language Arts will
increase each year. The percentage of 3-8 students who have reclassified as English Proficient
and score “Meets” or “Exceeds” on the annual SBAC for English Language Arts will increase

each year.
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APPLICABL Baseline 2020- 2021- 2022- 2023- 202

E STUDENT 2017-2018 22%1189 2021 | 2022 2023 2024 4-

GROUPS 502
All Students (Schoolwide) 46.65% 41% 45% 50% 54% 58% 60%
English Learners 10.80% 3% 5% 6% 8% 10% 15%
Socioecon. Disadv./Low Income 46.65% 40% 45% 50% 54% 58% 60%
Students
Students with Disabilities 5.08% 8% 9% 10% 12% 14% 16%
American Indian/Alaska Native * * * * * * *
Students

ILatino Students 40.13% | 36% 40% @ 45% 50% 55% 58% I
I White Students * * * * * * * I
Outcome #3: Increase the percentage of ELs making adequate progress
Metric/Method for Measuring:
e Percent of ELs achieving a Level 4 on the summative ELPAC
APPLICABLE 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS B(azsoelline 2021 2022 2023 2024 2025
7_
2018)

All Students (Schoolwide) * * * * * *
English Learners 40% 43% 45% 50% 55% 60%
Socioecon. Disadv./Low Income Students | 40.37% 43% 45% 50% 55% 60%
Students with Disabilities 18.03% 20% 22% 25% 27% 30%
American Indian/Alaska Native Students * * * * * *
Latino Students 39.94% 43% 45% 50% 55% 60%
White Students * * * * * *
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LCFF STATE PRIORITIES

GOAL #2

Related State

Effectively prepare students in meeting the rigor of grade-level expectations to increase Priorities:

college readiness.
O1 x2 O3 X4

X5 06 x7
X8

Local Priorities:

Specific Annual Actions to Achieve Goal

Provide targeted intervention in ELA and Math during and after school to support students who
demonstrate difficulty accessing grade level standards.

Ensure student access to technology necessary to access online assessments by increasing
classroom access to individual computers for students.

Ensure all students have access to a broad course of study by implementing the state content and
performance standards, standards-aligned instructional materials and standards-based curricula
across the subjects of ELA, Math, Science, and Social Science.

Provide professional development to support teachers’ ability to execute on rigorous, standards-
based instruction within our instructional frameworks for ELA, Math, Science, and Social Science.
Ensure students have access to classes taught by highly qualified teachers.

Expected Annual Measurable Outcomes

Outcome #1: Increase student performance on the annual SBAC in Math.
Metric/Method for Measuring:

e The percentage of all 3-8 students who score “Meets” or “Exceeds” on the annual SBAC for
Mathematics will increase each year.

APPLICABLE Baseline 2020-| 2021- | 2022-| 2023-| 2024

STUDENT GROUPS (22001187)- 22(?1198- 2021 2022 2023 | 2024 | 2025
All Students (Schoolwide) MATH 28.82% | 33% 36% 40% 45% 50% 55%
English Learners 13.07% 7% 8% 10% 12% 14% 15%
Socioecon. Disadv./Low Income Students 28.57% | 34% 35% 38% 40% 45% 50%
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Students with Disabilities 10.16% 10% 12% 14% 16% 18% 20%

American Indian/Alaska Native Students * * * * * * ¥
Latino Students 28.29% | 28% 30% 32% 35% 38% 40%
White Students * * * * * * ¥

LCFF STATE PRIORITIES

GOAL #3

CNCA #2 will provide students with a comprehensive program that includes| Related State Priorities:
opportunities, both in and out of the classroom, to help students feel part

. . . X1 X4 7
of a caring and supportive community.

2 X5 [
X3 X6

Local Priorities:

Specific Annual Actions to Achieve Goal

Develop support structures for struggling and/or disengaged students

PD for teachers and staff on Positive Behavior Supports and Restorative Practices

School-wide community building activities

Elementary and Middle School Deans of Culture (as of SY 2019-2020 now called Assistant Principals of
Student Supports)

Teaching assistant dedicated to supporting the work of the Assistant Principal of Student Supports
Technology to track and monitor data related to student engagement

Mental health counselors

Contracted services for mental health providers

Professional development for leaders in Positive Behavior Supports, Restorative Justice, and other areas
to strengthen culture

Provide supports and services to engage and partner with families.

Health and wellness courses and workshops for families

Technology to increase communication with families

Academic support workshops for families

Social and Emotional Development workshops for families
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e Family leadership training and workshops

e Student and family services coordinator

e Professional development for leaders in partnering with families, attendance improvement, and other
areas to strengthen culture

e Provide non-curricular incentives for positive attendance, behavior, growth, and meeting eligibility
requirements for eighth grade culmination.

e Provide students with experiential learning opportunities

e Partner with outside agencies to provide extracurricular opportunities.

e Ensure students safety and appropriate supervision

e Provide services to support students social and emotional development

e Counseling and mental health resources

e Professional Development for Advisory teachers in advisory framework

e CNCA #2 has a facilities maintenance plan and school facilities maintenance and improvements are guided
by the Home Support Office’s Facilities Director. A lead custodian and a School Operations Manager work
with the Facilities Director to ensure safe and clean facilities to support the educational program.

Expected Annual Measurable Outcomes

Outcome #1: Attendance rate 95%

Metric/Method for Measuring:

e The overall attendance rate will remain at least 95%

APPLICABLE 2020- 2021- 2022- 2023- 2024-
Baseline 2021 2022 2023 2024 2025
STUDENT GROUPS (2018-2019)
*=Subgroup not numerically significant at this
time.
All Students (Schoolwide) 95.8% 95% 95% 95% 95% 95%
English Learners 93.9% 95% 95% 95% 95% 95%
Socioecon. Disadv./Low Income Students 95.8% 95% 95% 95% 95% 95%
Foster Youth * * * * * *
Students with Disabilities 93.2% 95% 95% 95% 95% 95%
African American Students * * * * * *
American Indian/Alaska Native Students * * * * * *
Asian Students * * * * * *
Filipino Students * * * * * *
Latino Students 95.8% 95% 95% 95% 95% 95%
Native Hawaiian/Pacific Islander Students * * * * * *
Students of Two or More Races * * * * * *
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White Students

Outcome #2: Decrease chronic absenteeism rate

Metric/Method for Measuring:

e The chronic absenteeism (students who are absent more than 10% of the instructional days that they
were enrolled to attend) rate will decrease year to year

APPLICABLE _ 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS B(azsoellg‘e 2021 2022 2023 2024 2025
2019)
All Students (Schoolwide) 34.1% 30% 26% 24% 22% 20%
English Learners 41.7% 30% 26% 24% 22% 20%
Socioecon. Disadv./Low Income Students 34.1% 30% 26% 24% 22% 20%
Students with Disabilities 42% 30% 26% 24% 22% 20%
IAmerican Indian/Alaska Native Students * * * * * *
I Latino Students 32.8% 30% 26% 24% 22% 20%
White Students * * * * * *
Outcome #3: Decrease student suspension rate
Metric/Method for Measuring:
e The student suspension rate will decrease year to year
APPLICABLE 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS B(azzellisne 2021 2022 2023 2024 2025
2019)
All Students (Schoolwide) 1.5% 0% 0% 0% 0% 0%
English Learners 2.6% 0% 0% 0% 0% 0%
Socioecon. Disadv./Low Income Students 1.5% 0% 0% 0% 0% 0%
Students with Disabilities 5% 0% 0% 0% 0% 0%
American Indian/Alaska Native Students * * * * * *
Latino Students 1.7% 0% 0% 0% 0% 0%

White Students

Outcome #4: Increase Percent of teachers who believe PD supports their growth as a teacher

Metric/Method for Measuring:
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e The annual staff survey will show an increased percentage of teachers who believe PD supports their

growth as a teacher from year to year

APPLICABLE _ 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS Baseline 2021 2022 2023 2024 2025
All Students (Schoolwide) 53% 55% 60% 65% 70% 75%

Outcome #5: Increase Percent of teachers who believe they have some or more input into school decisions

Metric/Method for Measuring:

e The annual staff survey will show an increased percentage of teachers who believe they have some or

more input into school decisions

APPLICABLE 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS Baseline 2021 2022 2023 2024 2025
All Students (Schoolwide) 37% 40% 43% 45% 50% 55%

N N S S ——

Outcome #6: Increase Percent of parents who self-report they participate in a college readiness event or

workshop

Metric/Method for Measuring:

e The annual family survey will show an increased percentage of parents who self-report they participate in

a college readiness event or workshop

APPLICABLE 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS Baseline 2021 2022 2023 2024 2025
All Students (Schoolwide) 80% 82% 85% 87% 90% 93%

Outcome #7: Increase Percent of parents who self-report the school ensures a safe climate

Metric/Method for Measuring:

e The annual family survey will show an increased percentage of parents who self-report who self-report the

school ensures a safe climate

APPLICABLE 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS Baseline 2021 2022 2023 2024 2025
All Students (Schoolwide) 80% 82% 85% 87% 90% 93%
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Outcome #8: Increase Percent of parents who self-report they feel welcome in the school.

Metric/Method for Measuring:

e The annual family survey will show an increased percentage of parents who self-report they feel welcome

in the school.
APPLICABLE 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS Baseline 2021 2022 2023 2024 2025
All Students (Schoolwide) 92% 93% 94% 95% 96% 97%

Outcome #9: Increase Percent of students who feel like they have a positive relationship with their teacher

Metric/Method for Measuring:

The annual student survey will show an increased percentage of students who feel like they have a positive

relationship with their teacher

APPLICABLE 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS Baseline 2021 2022 2023 2024 2025
All Students (Schoolwide) 3-5:77% 3-5:80% 3-5:83% : 3-5:85% @ 3-5:87% 3-5:90%
6-8:58% 6-8:60% 6-8:63% : 6-8:65% @ 6-8:68% 6-8:70%
Outcome #10: Maintain pupil expulsion rate at 0%
Metric/Method for Measuring:
e The pupil expulsion rate will remain at 0%
APPLICABLE STUDENT 2020- 2021- 2022- 2023- 2
ErEUTs Baseline 2021 | 2022 2023 2024 0
2
4-
2
0
2
5
All Students (Schoolwide) 0% 0% 0% 0% 0% 0%
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Outcome #11: Maintain middle school dropout rate at 0%
Metric/Method for Measuring:

e The student suspension rate will decrease year to year

APPLICABLE 2020- 2021- 2022- 2023- 2024-
STUDENT GROUPS B(ase"”e 2021 2022 2023 2024 2025
2018-
2019)
All Students (Schoolwide) 0% 0% 0% 0% 0% 0%

Cultivating Motivated Learners

Our beliefs about student motivation come from the research and educational philosophies cited
previously in the Goals and Philosophy section of this petition. Students’ motivation paves the way for
students to learn and acquire the knowledge that is essential for lifelong educational engagement. In
addition to the current learning theories cited in the previous section, additional research, such as that
conducted by Headden and McKay, has identified ingredients contributing to student motivation include
students’ belief that they are able to learn (“Growth-mindset”), an understanding of the value of the
work and sense of control over how the work is approached, and an appreciation for how the work
relates to the students’ social group (Headden & McKay, 2015). Tied closely to the research and
educational theories that undergird our philosophy of student learning, we believe students’ life
experiences both in and out of school also affects their educational motivation. Factors, such as “toxic
stress” resulting from conditions of poverty, may show up in students as distraction, difficulty with self-
control, and distrust of others—all of which depress motivation (Dweck, Walton, & Cohen, 2014; Jensen,
2009).

Synthesizing multiple data points with research and current educational learning theories discussed
throughout this petition, CNCA #2 has identified two overarching school goals for our Local Control
Accountability Plan.

1. Foster arigorous, place-based academic program that equips students with the knowledge,
skills, and mindsets they will need in order to be successful in high school and beyond.

2. Foster a school climate and culture centered on high levels of student achievement, personal
agency and identity, and a sensitivity to the world.

Our school goals are based both on demonstrated academic need and the need to build our students’
perseverance, improve their confidence, and enhance their sense of connectedness in order to continue
increasing their intrinsic motivation to learn and arm them with the competencies that will support their
lifelong learning.

Rigorous Academic Program

As previously discusses, for students to have the academic competence they require to be successful in
21° century college and career, academic expectations must be rigorous. We define academic rigor in
terms of educational expectations that are academically, intellectually, and personally challenging;
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experiences that support students in understanding knowledge and concepts that are “complex,
ambiguous, or contentious” (Great Schools Partnership, 2014). As identified in the section on how
students best learn, academic rigor manifests when students are challenged with complex intellectual
work that spans disciplines and requires them to engage actively to solve authentic problems situated in
meaningful and relevant contexts. The other components of our school goals work in tandem to
support students experience success and satisfaction in achieving these rigorous academic expectations.
This success and satisfaction contribute to increased levels of intrinsic motivation over time (Lewis &
Yates, 2019). In the next section, we describe how our curricular choices and instructional models put
this belief into action.

Place-Based Academic Program

Building upon the ideas promoted by Dewey, Piaget, and Vygotsky, a place-based academic program
incorporates students’ unique experiences, funds of knowledge and interests into the instructional
program and capitalizes on the school’s local community as a resource for learning. By valuing our
students’ unique experiences and supporting their diverse needs in a variety of ways, a place-based
program motivates students to engage fully to develop the skills they need to be successful in 215t
century college, career, and life. Our place-based instructional model and curriculum design engages
students in units of study that are meaningful and relevant and span multiple disciplines. Units are
developed around themes, skills, and concepts that speak directly to our students’ experiences and
interests, incorporating abundant opportunities for students to work collaboratively, cooperatively, and
independently as they construct new understanding. As part of this place-based approach, an emphasis
is placed on experiential learning opportunities that are connected to essential curricular
understandings and support students in making meaning of core content in a real-world setting.

This place-based approach also illuminates our dedication to partnering with the community to provide
even more opportunities for an enriched educational experience for our students. A variety of
community partnerships support us in offering after-school and summer programs to continue
developing academic competencies, engage students socially, and provide additional interventions to
support students’ raising their Zone of Proximal Development. Community partnerships are also
cultivated to support mentoring, fine arts education, health and wellness services, community
development, family engagement and support services, and educational enrichment.

Climate and Culture

A wide body of research, such as that conducted by MacNeil, Prater, and Busch, indicates the positive
correlation between positive school climate and culture with increased academic achievement (MacNeuil,
Prater, & Busch, 2009). In fact, organizational theorists have long reported that fostering a positive
culture is the most important action that a school leader can perform to yield academic and personal
success for students (Fullan, 2007; Hallinger & Heck, 2008).

Simply stated, culture refers to “the way we do things around here” whereas climate refers to the “feel”
of the school environment (Deal & Peterson, 2010). CNCA #2 works to ensure that our values, beliefs,
and traditions promote academic success and the motivation to learn. To this end, structures identified
in subsequent sections of this petition are intentionally put in place to support a positive climate and
culture for all stakeholders—students, families, staff, and community; structures to help ensure all
stakeholders feel safe and supported—physically, socially, emotionally, and academically.
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Personal Agency

Personal agency refers to one’s capacity to create and direct actions for a given purpose. It is influenced
by the belief in one’s ability to organize and execute courses of action to achieve specified goals. Closely
connected to the concept of safe and supportive learning environments discussed in a prior section of
this petition, this personal agency is fostered in environments where all stakeholders believe that
intelligence is malleable and success is possible. These beliefs are cultivated by setting students up to
experience success and satisfaction in achieving personal and academic goals within their Zone of
Proximal Development.

As discussed in prior sections of this petition, the unique strengths, needs, and interests of each student
must be considered in order to create learning experiences the yield this feeling of success and
satisfaction. To this end, CNCA #2 works to create an environment where relationships are positive,
where pro-social and self-regulatory skills are incorporated in meaningful ways, and where physical,
academic, and emotional needs are supported.

Personal Identity and Sensitivity to the World

Identity is a multidimensional construct composed of many, potentially competing past, present and
future identities (Abrams, 1994; Burke P. J., 2003; McKown & Quintana, 2008) Identities can be
personal, including aspects of the self that make one unique, or social, including aspects of the self that
are rooted in various group memberships (Smith, 2004). Our identify is the very core of who we are as
human beings.

Schools have an enormous influence on how we come to see ourselves, the hopes and dreams we
acquire, and our achievement motivation. In his book, Walking the Equity Talk: A Guide for Culturally
Courageous Leadership in School Communities, John Robert Browne states, “Historically underserved
students’ identity and achievement performance are inextricably intertwined. This relationship may be
confounded by the extent to which significant others, including educators, help students negotiate race,
culture, and social surroundings when developing their identities (Browne II, 2012).”

Children begin to develop their self-concept during early childhood. The impacts of poverty on the
development of children’s self-concept has been well-documented, beginning as early as age two and
extending through high school (Black, Hess, & Berenson-Howard, 2012; Campbell, 2010; Entwisle,
Alexander, & Olson, 2015). Children want to do well in school and attend college, but their actual
attainment often lags behind their aspirations (Khattab, 2015). This “aspiration-attainment gap” is a
affects some groups, such as boys and children of color, more than others (Poyrazli, Arbona, Amaury,
McPherson, & Pisecco, 2012). Creating the spaces to influencing this gap, in part, by affecting children's
perceptions of what is possible for them and people like them in the future, is our moral obligation at
CNCA #2.

In addition to supporting students to develop positive identity, CNCA #2 works to intentionally develop
students’ sensitivity to the world around them, seeking to understand and value identities that may be
different from one’s own. As consumers in the 215 century, we are all connected through the increasing
globalization of communications, trade, and labor practices. Research, such as Black and Mendenhall’s
comprehensive study (2010) on the impact of raising cultural sensitivity indicated a positive correlation
with (a) development of greater feelings of well-being and self-confidence, (b) self-reported measures of
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relationship skills, and (c) development of appropriate perceptions relative to members of another
culture.

To that end, we employ an asset-based approach to learning. We create intentional time and space to
get to know our students on a human level, bringing their knowledge, experiences, skills, and values into
the classroom. The staff at CNCA #2 is deeply committed to establishing meaningful relationships with
each of our students and their families, demonstrating a belief in each student’s potential and drawing
on their natural curiosity to create authentic academic engagement. This work happens during daily
community circles in K-5" grade and during our weekly advisory class in middle school. Our use of
restorative justice practices across the school support teachers and students to get to the root of
behavior and through mediation and reflection guide students to understanding the impact of their
choices.

Through vehicles such as our “Ethnic Studies for All” initiative, discussed later in this petition, we work
intentionally to raise our students’ awareness of how our identities are shaped and we support them to
develop positive social identities based on membership in multiple societal groups. Further, we support
them to develop both the language and the historical and cultural knowledge that affirms and accurately
describes membership in multiple identity groups.

Through both dedicated and integrated work, we promote a belief in growth-mindset understanding
that the brain is a like muscle that can be developed over time. Intentional reflection on growth to
affirm this mindset happens continuously, for example at our publication celebrations where students
share their most recent published work of writing and engage in reflection on all they’ve learned in the
unit and the qualities (e.g., perseverance, pride, responsibility, etc.) that contributed to their growth.
We encourage students to use growth-mindset language, such as saying “I’'m not yet able to...” rather
than “l can’t.” Every quarter, grade level teams hold Celebration of Learning Assemblies to honor the
work they accomplished throughout the quarter and to deliver core value awards to select students. Our
core values of kindness, perseverance, respect, responsibility and integrity capture the individual and
collective qualities we aim to instill in our students.

Curriculum and Instructional Design

Standards-Based Pacing Plans

CNCA #2 is committed to the successful implementation of the Common Core State Standards (CCSS).
We also believe that the teacher is the most critical key lever for student success and that no set
curriculum meets the needs of all students in the classroom. Therefore, we hire staff that shares our
commitment to the Common Core standards and our philosophy that teachers must “own their craft” by
continuously reflecting on their effectiveness in the classroom and seeking out promising practices in

pedagogy.

In his book, What Works in Schools: Translating Research Into Action, Robert Marzano identifies a
“guaranteed and viable curriculum” as the school-level factor with the most significant impact on
student achievement (Marzano, 2003). In our effort to yield the greatest student achievement gains,
the leadership team of CNCA #2 maintains a strong commitment to ensuring a guaranteed and viable
curriculum for all students. We ensure the quality of instruction for every student by guaranteeing what
gets taught through teacher-created, Common Core aligned, standards-based pacing plans. The
leadership team monitors how it gets taught through weekly observations, coaching meetings, and
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consistent professional development around pedagogy that meets the needs of our learners. The
content delivered and the effectiveness of the delivery is measured through both ongoing formative
assessments and more summative assessments, such as the Smarter Balanced Assessments.

Pacing plans aligned to the Common Core State Standards have been developed, implemented, and
refined since our previous renewal petition. Pacing plans are revised informally throughout the year and
more formally at the end of each quarter and over the summer. Teachers use grade level collaboration
time to continue refining these plans building upon on Wiggins and McTighe’s backwards planning
approach (Wiggins & McTighe, 2005). This refinement approach involves teachers comparing the
“Desired Results” of the pacing plan with the actual results collected by the identified “Evidence and
Assessment” means. A comparative analysis drives teacher reflection on practice, and adjustments to
the “Learning Plan” are made as needed. Further, collaboration by departments and grade-level teams
allows teachers to continue refining these plans, sharpening the focus of articulation through the grade
levels and capitalizing on interdisciplinary opportunities to promote higher levels of learning. The
principal and members of the Home Support Office Content Team and Learning group review pacing
plans each year to ensure alighment of instruction and assessment.

English Language Arts (Core)

Balanced Literacy Approaches to Language Arts

Balanced Literacy, a term originated by the California Department of Education in 1996, promotes the
belief that reading and writing achievement are developed through a balance of teacher-directed
instruction and student-centered activities designed to gradually release the responsibility of the skill to
the students (Committee on the Prevention of Reading Difficulties in Young Children, 2001; Fountas &
Pinnell, 2016; Freppon & Dahl, 1998; Fresch, 2016; Policastro & McTague, 2015). Research conducted
by the National Academy’s committee on the Prevention of Reading Difficulties in Young Children (2001)
supports the idea that the successful teaching of reading requires skill instruction, including phonics and
phonemics, in conjunction with stimulating reading and writing experiences. Balanced literacy programs
include community and home involvement as well as a variety of systematic instructional components,
such as read alouds, guided reading, shared reading, and independent reading and writing (Calkins,
Pathways to the common core: Accelerating achievement, 2012; Fountas & Pinnell, 2016). Research
suggests that in order to improve student’s literacy, teachers need to (a) emphasize reading, writing,
and literature by providing long, uninterrupted periods of successful reading every day, (b) create a
positive, reinforcing, cooperative environment in the classroom, (c) set high but realistic expectations
for all students, and (d) thoroughly integrate reading and writing across the curriculum (Asselin, 1999;
Pressley, Wharton-McDonald, Allington, Collins Block, & Morrow, 1998).

In order to ensure our students are prepared to meet demands of 21 century college and career
identified in part by the Common Core State Standards, CNCA #2 uses a Reading and Writing Workshop
approach across all grade levels. This approach teaches students to read closely, write with evidence,
and think critically across the content areas (Calkins, Pathways to the common core: Accelerating
achievement, 2012).

Based on the work of Lucy Calkins and the Teachers College Reading and Writing Project at Columbia
University, Reading Workshop is a Common Core aligned approach providing both exposure to grade
level text and time for students to practice grade-level skills at their “just right reading” levels.
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Similarly, Writing Workshop models the strategies of strong writers and invites students to emulate
these traits in their own writing.

A key component of the workshop model is the mini-lesson. Workshop mini-lessons begin with the
Connect component, where the teacher activates students’ prior knowledge, linking previous learning
with the lesson for the day and articulating how today’s lesson fits into the larger context of the unit.
Teachers intentionally design these Connect components to incorporate students’ unique experiences
and interests, helping to engage students in the lesson even more deeply.

After connecting to prior knowledge, the teacher moves into the Teach component, inviting students to
watch as he or she models the thinking and the skill that students will be expected to replicate in their
own reading. After articulating the steps he or she took to apply the skill, the teacher invites the
students to “try-on” the skill through a series of Active Engagement opportunities in which the teacher
gradually releases independent responsibility of the skill to the students.

Once anecdotal data suggest that most students are ready to begin attempting the skill independently,
the teacher brings the mini-lesson to a close with a Link, connecting the lesson to practice by inviting
students to apply the skill in their “Just right” text (or on a class text in Middle School Humanities).

During this independent practice time, students create artifacts of learning, such as annotations on
post-it notes or entries in a reading log demonstrating the application of the unit’s skills. While
students are engaged in this independent practice, teachers offer individualized, direct support through
one-on-one conferences or strategic small group instruction. The conferring schedule and small groups
are informed by current academic data, helping to ensure all students are working within their Zone of
Proximal Development.

At the conclusion of the Reading Workshop for the day, students are given an opportunity to share their
thinking, inviting metacognition about their reading and learning styles.

The Writing Workshop follows similar routines and foundational concepts. Writing Workshop also
begins with a mini-lesson followed by independent work time and a teaching share time. During
independent writing time, students plan, write, or revise texts about self-selected topics while the
teacher provides individual and small group coaching. Students move through the writing cycle of
developing ideas, drafting, revising, editing, and publishing independently and at their own pace. Many
of the skills and strategies our students need to master to be successful readers are also taught in
writing, and the two workshops work in concert with one another to reinforce the reading-writing
connection.

Balanced Literacy in K-5

There are several other components of the balanced literacy approach which support the work of the
Reading and Writing Workshops. These components provide additional structures throughout the day
for students to bridge the gap between their independent literacy level and grade level literacy
expectations. Component work, like the workshops, are taught in the primary language of instruction.
These components below are derived from the pivotal work of Kathy Collins (Collins K., 2015) and Lucy
Calkins (Calkins, Pathways to the common core: Accelerating achievement, 2012).

e Shared Reading — Students gather around a common text, such as a Big Book or class novel, to
replicate the experience of a bedtime story. Teachers guide students through repeated readings
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of the text each day for a week to model and practice a variety of comprehension, decoding,
and fluency skills.

¢ Interactive Read Aloud — Provides time for students to listen to and discuss rich texts that are
most likely above their independent reading level. The teacher models the works that careful
readers do to comprehend texts and to foster ideas and theories about stories and characters.

e Small Group Work — Teachers provide strategic, data-based instruction to a small group of
students who all need similar support. There are two types of small group work that place
within the workshop: strategy groups and guided reading groups. Strategy lessons may be used
for a group of students who need extra support with a particular skill or strategy. Guided
reading lessons are for students on the verge of moving to or have just begun reading a more
difficult level of text.

e Word Study — Systematic time to teach students about letter-sound relationships, spelling, and
strategies for encoding and decoding words. Students must be taught to transfer the skills and
strategies taught in Word Study to support their reading and writing work. At CNCA #2 the word
work curriculum is supported by Teachers’ College Units of Study for Phonics, as well as Words
Their Way. These word study curricula provide a systematic and explicit approach to phonics
development. At the middle school, this work focuses on morphological awareness and
vocabulary development thought a systematic study of roots and affixes.

e Interactive Writing — The teacher and students co-create a text and “share the pen” to write a
shared piece. Teachers use this shared experience as an opportunity to model planning,
drafting, and revising strategies that they expect students to use in their own writing. Students
typically follow along by writing their own version on white boards.

CNCA #2 strongly believes that students should engage in purposeful, authentic reading and writing
each day. We also believe that all students deserve equal exposure to reading, writing, and working
with words to become truly literate.

To support the alignment of our Reading and Writing workshop approach to the Common Core State
Standards, teachers use standards-based pacing plans that are derived from Reading and Writing Units
of Study developed by Lucy Calkins and staff at Columbia’s Teachers’ College. These units outline
developmentally appropriate standards and skills for each grade and provide recommended objectives
to build students’ mastery of standards across the unit. Each unit embeds essential Common Core
reading and writing standards that spiral throughout the year in preparation for summative
assessments. These units also include suggested texts and resources to use in lessons and ideas for
assessment.

The development of pacing plans built upon these units of study and adapted to incorporate the unique
experiences, needs, and interests of our students ensures a guaranteed and viable curriculum for English
Language Arts throughout the grades at CNCA #2.

The chart below synthesizes the grade level expectations for English Language Arts, aligned to the
Common Core State Standards:
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Reading

Writing

K Students learn to: Students learn to:
- “read” the pictures of emergent story books craft petitions, letters, and signs that rally
in order to think and talk about text people to address problems in their class,
- apply phonics knowledge to text in order to school and world
decode write to teach readers about topics they
- integrate sources of meaning (word, picture, know well: their family and their
and context) playground
- continue a pattern across a pattern book in plan, revise, and edit informational texts
order to decode that teach readers procedures for doing
- read nonfiction books in order to learn things
information tell stories from their lives by drawing,
- apply multiple strategies (letter-sound labeling, and writing
knowledge, picture clues, and story context) edit their work by focusing on getting more
when tackling tricky words letters and words onto every page and
- study characters in fiction books by using increasingly conventional spelling
pretending and performing during and after
reading
- use books in order to make social
connections with others
- read fluently and with expression
1t Students learn to: Students learn to:
- independently apply reading strategies create interesting, convincing reviews that
learned in kindergarten present and rank their favorite toys,
- apply multiple strategies (letter-sound television shows, and books
knowledge, spelling patterns, picture clues, combine pictures, charts, and domain-
story context) when tackling tricky words specific vocabulary to create engaging
- study characters in fiction books by teaching texts
dramatizing characters and discussing stories craft many small-moment books, writing in
in book clubs ways that bring characters to life
- read nonfiction in order to learn about the use all they know about writing narratives
world, including the world of science to create their own series of fictional
- read across genres in order to study a topic chapter books
2nd Students learn to: Students learn to:

independently apply reading strategies
learned in kindergarten and first grade
integrate multiple sources of meaning and
access multiple cuing systems in order to

comprehend and decode increasingly difficult

text

study characters’ obstacles within fiction
texts

read nonfiction and discuss texts in book
clubs in order to learn about the world

write letters and essays about their
opinions about characters, scenes, or
whole books, using examples from the text
write procedural texts, descriptions, and
analyses about experiments, then use that
to write science-based information books
study published texts to learn writing
techniques to try in their own narratives
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- maintain and deepen comprehension while
reading across books in a series

- deepen knowledge about a topic by reading
across genres

- use the predictable structures of folktales
and fairy tales in order to comprehend stories
within the genres

- read about science topics in order to become
experts

3 Students learn to: Students learn to:

- practice the habits of an avid reader - write to persuade people about causes

- envision, predict, synthesize, and infer in they believe in, using evidence, crafting
order to learn more from characters in stories techniques, and attention to audience

- maintain and deepen comprehension across - write chapter books about topics on which
books in a series they are experts, employing a variety of

- comprehend expository texts structures and sub-structures

- use the predictable structure of a mystery - write personal narrative using the complete
text in order to comprehend books in the writing process, including drafts and
genre revision

- use the predictable structure of narrative - adapt and write their own fairy tales,
nonfiction in order to comprehend learning to use cohesive details, point of
biographies view, and story structure

- read content-area texts in order to research
and write about a topic

- study social issues (themes) within and across
texts

- read and interact with texts and questions on
standardized texts

4th Students learn to: Students learn to:

- practice the habits of an avid reader

- envision, predict, synthesize, infer, and
interpret in order to learn more from
characters in stories

- use predictable text structures of expository
text, narrative nonfiction, and hybrid
nonfiction to comprehend texts of these
genres

- use critical analytical lenses to navigate
complex nonfiction text sets

- apply historical content knowledge and an
understanding of setting to comprehend
historical fiction texts

- read content-area texts in order to research
and write about a topic

- study social issues (themes) within and across
texts

- write claim-based, evidence-rich literary
essays after close readings of complex texts

- build arguments about topics they know
well using logical structures and carefully
arranged ideas and evidence

- write research reports in which they use
research skills to learn about a central topic
and then elaborate

- develop fictional characters with
motivations and struggles and write these
characters into carefully structured stories
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5th

- read and interact with texts and questions on

standardized texts
Students learn to: Students learn to:

- practice the habits of an avid reader - write memoirs that combine essay and

- synthesize, infer, and interpret in order to narrative structures to convey significant
learn more from characters in stories insights and personal themes

- use predictable text structures of expository - build powerful arguments using carefully-
text, narrative nonfiction, and hybrid weighted evidence, analysis, and rebuttal
nonfiction to comprehend texts of these of counter-claims
genres - write through historical lenses and from

- use critical analytical lenses to navigate primary sources, using multiple writing
complex nonfiction text sets structures to build focused research reports

- apply historical content knowledge and an - write personal narratives, making
understanding of setting to comprehend purposeful choices about the techniques,
historical fiction texts structures, and language they use to

- read content-area texts in order to research convey meaning
and write about a topic - write memoirs that combine essay and

- use an understanding of the elements of narrative structures to convey significant
fantasy to read and discuss fantasy fiction insights and personal themes

- read and interact with texts and questions on
standardized texts

6th

Balanced Literacy in 6-8

CNCA #2 also implements balanced literacy with Readers and Writers Workshop in the Middle School.
In addition to instructional practices that are aligned with those described in the K-5 section above, at
the Middle School level, English Language Arts and History are aligned to reinforce literacy skills in the
content areas. Brain research and theory suggest that students learn better through patterns,
connections and thematic teaching than through fragmented pieces (Bosse, Lee, Swinson, & Faulconer,
2010). Other educators and scholars turn to the work of Vygotsky, constructivism, Gardner’s theory of
multiple intelligences, and Rauscher’s research on the brain to support integrated approaches.
Moreover, this is aligned to the expectations laid out in the 2016 California History-Social Science
Framework and the California Common Core State Standards for English Language Arts/Literacy.
Therefore, middle school students are expected to read, write, and think critically about major historical
concepts in their Readers and Writers Workshop. This structure develops the analytical and evaluative
skills students need for the rigors of high school, college, and life.

The chart below synthesizes the grade level expectations for English Language Arts in middle school,
aligned to the Common Core State Standards:

Reading Writing
Students learn to: Students learn to:
- practice the habits of an avid reader - craft literary essays that make arguments
- study characters across the texts in a series about characters and themes, employing
- use predictable text structures of expository strategies to gather, analyze and explain

text, narrative nonfiction, and hybrid
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nonfiction to comprehend texts of these
genres

develop analytical lenses to engage in
research with informational texts

apply historical content knowledge and an
understanding of setting to comprehend
historical fiction texts

develop interpretation skills while reading,
discussing, and writing about texts

study social issues (themes) within and across
texts

study an author’s craft across multiple works
by the same author

read and interact with texts and questions on
standardized tests

Students learn to:

practice the habits of an avid reader

study characters across the texts in a series
use predictable text structures of expository
text, narrative nonfiction, and hybrid
nonfiction to comprehend texts of these
genres

develop analytical lenses to engage in
research with informational texts

apply historical content knowledge and an
understanding of setting to comprehend
historical fiction texts

develop interpretation skills while reading,
discussing, and writing about texts

study social issues (themes) within and across
texts

study an author’s craft across multiple works
by the same author

read and interact with texts and questions on
standardized tests

Students learn to:

practice the habits of an avid reader

study characters across the texts in a series
use predictable text structures of expository
text, narrative nonfiction, and hybrid
nonfiction to comprehend texts of these
genres

develop analytical lenses to engage in
research with informational texts

evidence from the text to support their
claims

research and write informational essays,
books, and digital presentations or
websites to teach readers about a topic,
using increasingly sophisticated ways to
draw on and structure information to
explain a position or make a call to action
write true stories, employing strategies to
generate meaningful story ideas, manage
pace, elaborate on important scenes, and
deepen insights

Students learn to:

write essays that build convincing, nuanced
arguments, balancing evidence and analysis
to persuade readers to shift their beliefs or
take action

write innovative, reflective companion
books that explain, develop, and extend
ideas about books they love

write engaging short fiction, creating
action-filled plots and believable characters
and crafting nuanced, memorable scenes

Students learn to:

write arguments and counterarguments
about themes in texts, supporting their
positions with details of plot, character,
and author’s craft

write position papers that draw on
evidence, contextualize their positions, and
address multiple perspectives

use sharp observations of life to write news
and investigative articles about meaningful
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- apply historical content knowledge and an topics, crafting vivid narratives and
understanding of setting to comprehend elaborating multiple perspectives
historical fiction texts

- develop interpretation skills while reading,
discussing, and writing about texts

- study social issues (themes) within and across
texts

- study an author’s craft across multiple works
by the same author

- read and interact with texts and questions on
standardized tests

English Language Development (Non-Core)

CNCA #2 ensures that language learners achieve qualitative and quantitative goals by providing both
Designated and Integrated English Language Development. This is not only a requirement of California
Department of Education’s ELA/ELD Framework, it is also the necessary approach to ensure students
designated as English Learners and students formerly classified as English Learners achieve parity with
their English Only peers.

Designated English Language Development

Under the Common Core State Standards, our English Language Learners are the most challenged by the
demands of content area reading and academic language. Therefore, English Learners require a
systematic and explicit approach to teaching and practicing academic English (Goldenberg, 2008).
Designated ELD “supports content-area success by strengthening language skills and teaching the
language that native-English speakers already bring to their schooling” (E.L. Achieve). Further, English
learners need to not only learn the academic language of each content area, but also the socio-academic
language that is required to effectively interact with peers and adults in a range of contexts. Designated
ELD creates a space for us to teach students different ways to clarify their thinking, ask questions,
express their emotions, and disagree in productive ways (Dutro & Mendia-Nufiez, 2018).

After extensive research into effective programs, CNCA adopted a data-based methodology for teaching
English Language Development, called Systematic ELD, in 2009. Systematic ELD is a framework based on
the work of Susana Dutro and California’s English Language Development standards. Using this
framework, students are grouped and taught at their assessed ELD proficiency level at least four times a
week for 40-60 minutes. During this designated ELD time, students are explicitly taught forms and
functions of language, which are intentionally sequenced across the levels of language development to
reflect a research-based linguistic progression for language learning. Students are also taught high-
utility vocabulary that they are unlikely to learn on their own or during other instructional blocks. This
learning takes place through oral and written language practice in meaningful contexts.

In K-5, all students receive Systematic ELD instruction, no matter their EL designation, except in the case
of a child for whom the school has ample evidence of academic achievement that is not hindered by
language needs (e.g., reading above grade level in English, meeting or exceeding grade level standards
for Speaking and Listening in English, exceeding grade-level writing expectations according to Teachers
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College Reading and Writing Project rubrics, etc.). The reasons for providing Systematic ELD instruction

to nearly all students are:

1) The community we serve is characterized by a largely English learning population. As such,
even if the parent indicates that their child speaks English at home, we have found that the
vast majority of these students continue to present academic English development needs.

2) If a child reclassifies in early elementary school, he/she does so by demonstrating
proficiency with English that is commensurate with the demands of that grade level. However,
this often means that he/she presents additional academic language needs that arise due to
the demands of subsequent grades.

3) The demands of the Common Core State Standards are such that academic language is
essential for both access to standards-based instruction and completion of standards-based
tasks.

If a child is not designated as an English Learner and demonstrates mastery of academic language
such that Systematic ELD instruction would be inappropriate for him/her, then general education,
multi-subjects teachers use grade-level Common Core Language standards to design more
appropriate instruction to take place during this block of time. The pedagogical approach in this
instance is aligned to our balanced literacy model and includes text-based discussion and interactive
writing.

standards are used to design more appropriate instruction to take place during this block of time.

In middle school all English Learners are placed into Designated ELD classrooms. Thomas and Collier
(2002)indicated that it takes the most advantaged students between 4 and 12 years of targeted
language development in order for them to achieve native-like fluency, enabling them to fully
compete with their native speaking peers.

In order to meet the needs of all students with academic language needs, teachers use the
Systematic ELD framework to design lessons with clearly stated language objectives designed to
build into and from content instruction (Tariba, 2014). Teachers guide students to mastery of these
language objectives through a gradual release model of instruction that first explicitly teaches
language patterns and vocabulary connected to a specific purpose for communicating—a “language
function” —such as to describe a character or to relay a sequence of events. Then, students use
familiar structured language practice routines to engage in ample oral practice, usually for 50% of
the lesson. Finally, students connect oral language to its written form through guided, shared, and
independent writing activities.

A Typical Systematic ELD Lesson (40-60 minutes)
Do Now or Opening (5-10 minutes)

e Written warm-up aligned to English Learners’ Proficiency Assessment (as developmentally
appropriate)
e Connect previous ELD lessons to today’s learning
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I Do (5-7 minutes)

e Explicit instruction of new language pattern and vocabulary
e Teacher models the language and engages students with choral responses, such as echo repeat

We Do Together (5-7 minutes)

e Closely monitored guided practice, usually whole group

You Do It Together (12-15 minutes)

e Collaborative independent practice

You Do It Independently (5-10 minutes)

e Monitored independent practice

Lesson Closing (2-3 minutes)

e Make connections to real-world applications of the language learned with a focus on building
meta-linguistic awareness.

Curriculum for Designated ELD

In kindergarten through eighth grade, teachers plan designated ELD lessons using EL Achieve’s
Systematic ELD instructional units. The curriculum delineates the grammatical forms, language
functions, and vocabulary that students are likely to need at each of three proficiency level spans—
Emerging, Expanding, and Bridging—and at the following grade level spans: kindergarten, 1°-2" grade,
3.4t grade, 5"-6" grade, and 7""-8" grade. The curricular guides provide enough language for teachers
to choose the specific language to teach within each unit, week, and lesson based on their actual
students’ data-identified needs and interests.

The instructional units are an essential resource for Designated ELD teachers and provide several
benefits to students and teachers. First, the units build language over time, moving from simpler
grammatical forms to increasingly complex ones within the same proficiency level over the course of the
year. The units are aligned to both the Common Core State Standards for ELA and California’s ELD
standards, helping teachers give students the foundational language skills they need to access the core
curriculum. Additionally, the units ensure that Designated ELD instruction stays grounded in
meaningful, worthwhile tasks and real-world themes. Examples of these themes include Healthy Living,
Ecology, and Visual and Performing Arts.

Research supports the underlying premise of these tasks and themes in that effective language
instruction does not consist of isolated grammar lessons, but is rather the explicit teaching of the
language that students need to engage in authentic cognitive tasks (Ellis, 2005; Keck, 2006; Norris &
Ortega, 2006; Saunders & O'Brien, 2006). In addition, these real-world themes have the added benefit
of providing underserved students with social capital by exposing them to the world beyond their
neighborhood.

Instructional Planning for Designated ELD
Teachers plan ELD lessons by drawing from EL Achieve’s Systematic ELD instructional units and
adapting them to meet the language and engagement needs of their students, as well as ensuring
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that their planning reaches the goals delineated in the unit assessment. Teachers begin each unit by
previewing the assessment and analyzing students’ results on the previous unit assessment,
ensuring that they know the end goals, as well as their students’ progress toward them. They then
use this information to pare down, modify, or extend the language delineated in each lesson of the
instructional units. They continue to tailor the lessons in the units to meet students’ needs by
administering daily and weekly assessments and using this data to plan from the instructional units.
This planning consistently incorporates the following common practices during Designated ELD time:

1) Gradual Release of Responsibility (See Figure 4)
Designated ELD lessons are characterized by a gradual release of responsibility from teacher modeling to
guided oral practice to independent written practice. Teachers intentionally move through each of
these phases in every lesson in order to ensure students get ample oral practice and have an
opportunity to apply their new oral language to writing.

2) Visual Supports
Observers in a Designated ELD classroom at CNCA #2 will notice abundant visual support for language
learners, such as charts with sentence frames and vocabulary word banks, labeled posters to help
students visualize new vocabulary in context (e.g., pictorial input charts), picture cards for students to
use during partner and group talk, and graphic organizers for structured writing support. Teachers
model how students might use these visuals during oral and written practice, as well as support
students toward independent language production without the use of a scaffold.

3) Structured Language Practice
During guided oral language practice, students engage in Structured Language Practice (SLP) routines,
which promote focused, accountable talk. These routines are designed for whole class choral language
practice (e.g., Echo Repeat) to small group activities (e.g., Talking Stick) to partner routines (e.g., Lines of
Communication).

4) Written Application Tasks
In order to ensure that students’ oral language production transfers to their writing, teachers embed
daily written application tasks as early in elementary school as possible (i.e., by the middle of
kindergarten at the latest). These tasks may be guided, as with a shared writing activity, or may be more
independent, such as an exit ticket. The key feature of all written tasks in Designated ELD is that the
teacher explicitly makes the connection between the writing task and students’ oral language practice
so that students begin to write the way they speak and speak the way they write.

5) Assessment
The following table (Figure 5) provides an overview of the types of Designated ELD assessments:

55



Figure 4

Fisher and Frey’s Gradual Release of
Responsibility (E.L. Achieve, 2015)
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reviewed after Unit 1 and Unit
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— used to collect in-the- readiness to move up an ELD

moment data while students
practice oral language

level

Integrated ELD

In order to ensure that English Learners achieve parity with their non-English Learner peers, teachers
must provide both Designated and Integrated ELD. The California ELA/ELD Framework states,
“Integrated ELD is provided to ELs throughout the school day and across all subjects by all teachers of
ELs.... to ensure students strengthen their abilities to use English as they simultaneously learn content
through English (Collins, Gunderson, & Cruz Allen, 2015).”

Identifying language to integrate. Research on the length of time needed to acquire native-like
language proficiency suggests that intentionally designed Integrated ELD should in fact be provided to
students past their initial reclassification. Research has indicated that it takes the most advantaged
students 4-12 years of second language development to reach deep academic proficiency to compete
successfully with native speakers (Thomas & Collier, 2001). Given meeting the criteria for
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reclassification does not necessarily indicate that one has achieved “deep academic (language)
proficiency,” CNCA provides Integrated ELD to all students in an effort to achieve this goal.

This approach is also supported by research related to the vocabulary gap between low- and upper-
income children. According to E.D. Hirsch (2003), it is now well-accepted that the chief cause of the
achievement gap between socioeconomic groups is a language gap. We consider this along with the
research showing that by age three, there is a 30 million word gap between children from the poorest
and the wealthiest families (Hart, 1995). Over 95% of our students qualify for free and reduced-price
lunch. As such, we believe that it is our moral obligation to ensure all students we serve benefit from
continued language development.

As part of our work to design guaranteed and viable content pacing plans, CNCA #2 applies the same
principles of curricular articulation to creating a scope and sequence of meaningful, connected language
instruction in all content areas. Research, such as that cited by Watermeyer in 2012, strongly supports
the importance of this vertical and horizontal curricular articulation. From his research, Watermeyer
concludes:
Learning requires connectivity and ability on the part of the learner to draw together both
knowledge content and skills in a way that is useful and meaningful; certainly, where knowledge
and skills in isolation are redundant and profligate. Articulating and aligning the curriculum
while making explicit the thread and momentum of learning is therefore paramount to the
formation of learners’ active citizenship in the classroom and beyond (Watermeyer, 2012, p. 4).

In planning for integrated English language development, Camino Nuevo Charter Academy #2 embraces
the concept of language that is high-leverage and portable. This concept, coined by language acquisition
experts, Susana Dutro and Raquel Nuiiez, means prioritizing the instruction of language that is essential
for mastering grade level content (high-leverage) as well as very likely to be encountered in a plethora of
academic and real-life settings (portable) rather than only applicable to one domain (Dutro & Mendia-
Nuariez, 2018).

In order to develop an articulated scope and sequence of high-leverage and portable language for
integrated English Language Development, teachers begin with the anchor text to be used throughout
the course of the unit of study. Because this text is connected to the big ideas of the unit, it will be
discussed and studied collaboratively throughout the course of the unit, thereby providing English
Learners with ample opportunities to practice academic language (Lesaux & Harris, 2015). Teachers
analyze the anchor text and the content they are going to teach through three lenses:

1) general academic (Tier Two) vocabulary (such as evaluate, justification, and evidence),
2) content-specific (Tier Three) vocabulary (such as onomatopoeia, scalene, and Czar), and
3) grammatical forms for high-leverage and portable language functions.

Working with instructional leaders, grade-level teams, and department teams, teachers use this analysis
to articulate meaningful language instruction for all content areas.

Identifying and Sequencing Vocabulary for Content Instruction

Given Tier Two vocabulary is omnipresent in academic settings and many English Learners are likely to
be unfamiliar with this vocabulary, teachers of all content areas systematically and explicitly teach these
words (Baker S., 2014). Building on the work of Kate Kinsella, Dr. Charles Browne, and other experts in
language acquisition, grade level and department teams work together to identify and sequence Tier
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Two words to teach across the program. Using agreed upon sources, such as the New General Service
List and Kinsella’s Academic Toolkit, they norm the definitions to be used (Browne, Culligan, & Phillips,
2013; Kinsella, Academic Vocabulary Toolkit, 2013). This vertically and horizontally aligned approach to
Tier Two vocabulary instruction promotes clarity for students and increases the likelihood that they will
apply new words across the instructional day.

Similar to the decisions made regarding when and how to teach Tier Two vocabulary, teachers make
strategic decisions when planning instruction of Tier Three vocabulary. If understanding new Tier Three
words requires schema that students will build throughout the lesson, teachers introduce these words
and their definitions when they arise throughout the course of the lesson, rather than pre-teaching
them (Bay-Williams, 2009).

When determining which general academic and content-specific words to teach, teachers distinguish
between those that they will lead students to study in depth and those that will be quickly defined at
the beginning or end of a lesson. They identify 5-10 words to study in depth over the course of 2-4
weeks (Lesaux & Harris, 2015). These words are those which are deemed both useful and complex after
teachers analyze the words both in the context of the lesson and beyond.

Identifying and Sequencing Grammatical Forms and Functions for Instruction

The final level of language analysis that teachers conduct is related to the language function and the
related grammatical forms that students will need to engage in the lesson. Language functions are the
purposes for communicating in speaking or in writing. Examples of these include to describe, to explain
cause and effect relationships, to tell events in a sequence, to make a request, etc.

Teachers identify the overarching function of the text that students will read or the function that
students will need to accomplish the lesson objective. In doing so, teachers become aware of the
complex grammatical forms and sentence structures with which students will need familiarity in order
to complete a task successfully. For example, if students are to write an explanation of their
mathematical thinking, they may need to express cause and effect relationships.

Because [cause or reason], / decided that | needed to [action you took].

Because [there are several groups of the same size], | decided that | needed to
[multiply].

Similarly, if students are to read a text on the events leading up to the Revolutionary War, it would help
them to anticipate and understand sequence phrases such as before, meanwhile, not long after, etc.

As CNCA #2 solidifies this work and codifies it into pacing plans, we are beginning to amplify this work by
using knowledge of students’ language levels to differentiate for language complexity. Whereas a native
English speaker may need to concentrate on grammatical forms for compound-complex sentences, this
is likely inappropriate for a student who is just beginning to acquire English. Using this understanding,
teachers are working to create portable menus of differentiated grammatical forms for each high-
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leverage language function. A differentiated menu of language to express cause and effect relationships
in the upper grades might look like:

Language to express cause and effect relationships

Because
{ Given that } [subject] [past tense verb] [cause or reason], [subject] [past tense
Recognizing
verb] [effect].

because

[Subject] [past tense verb] [effect] { given that } [cause or reason].
recognizing

[Subject] [past tense verb] [cause or reason], so [subject] [past tense verb] [effect].

Because the grammatical forms and language functions are portable—useful in multiple contents and
settings—students get systematic, meaningful practice with high-leverage language at their current
language level and they are also exposed to more complex grammatical forms for the language function
that they can be encouraged to try on as they are ready. Using this systematic approach, an observer
might hear these grammatical forms being used in multiple classrooms. For example, you might hear a
student with an expanding ELD designation say in her history class, “Lucilla betrayed Marcus Aurelius, so
he exiled her to Capri.” You might hear a student with a bridging ELD designation say in his English
Language Arts class, “l rewrote the introduction of my essay given that | changed the supporting details
in the body paragraphs.” You might see that a student who reclassified last year has written in her lab
report, “Recognizing there was a positive correlation between the increased natural light in the
classroom and scores on Science quizzes, | hypothesized that students with Science in the afternoon
have an advantage in their science grades.”

Planning for Integrated English Language Development

Once teachers have analyzed their lessons through the lenses of vocabulary and language function, they
use these data to plan intentional language supports, such as vocabulary mini-lessons, visual supports,
opportunities for structured student talk, and language frames, all of which are intended to teach and
scaffold the general academic and content-specific vocabulary and complex grammatical forms that
students will need to engage in the lesson.

Vocabulary Instruction

As described above, teachers engage in a prioritization process that helps them determine which words
to pre-teach, both quickly and through an in-depth study, and which words to introduce during the
lesson, once students have grasped an understanding of the concept represented by the vocabulary.
Teachers define lower priority and more easily understood vocabulary in context, providing synonyms in
English and, when possible, in Spanish. When engaging students in an in-depth study of key vocabulary
words, teachers use graphic organizers to help students conceptualize important ideas related to the

59



word, such as cognates in Spanish, definitions, related words, and example sentences. Teachers also use
pictures, realia, and total physical response (TPR), to help students understand and remember the
words. After the teacher introduces the words and their meanings, students practice using the words in
a variety of contexts. For example, they may first be given a familiar language frame into which the
target vocabulary has been written for them to engage in a Lines of Communication activity. After
successfully completing that activity, they may be given another familiar language frame into which they
must incorporate the word for a Talking Chip activity.

Most importantly, the words that have been selected for in-depth study are revisited often and in a
variety of contexts—speaking, listening, reading, and writing. Students are required to use these words
in writing and conversation, which support ensuring they internalize a deep understanding of the word
meaning. (Lesaux & Harris, 2015)

Visual Supports

In addition to providing pictures of key vocabulary words and graphic organizers to organize information
about these words, teachers utilize additional visual supports to ensure that English Learners can access
content instruction. These visual supports include pictorial input charts, anchor charts with key
concepts and processes defined in both pictures and words, additional graphic organizers (such as
Thinking Maps) that help students visually display information, and words walls with high frequency
and/or content-specific words and symbols.

Structured Language Practice

Research on English Learners’ language development has shown that there is a strong correlation
between students’ oral English skills and their reading comprehension and writing abilities (August &
Shanahan, 2006). As such, English Learners benefit from abundant oral practice throughout the course
of a lesson. In order to be effective, this oral practice must be well structured (Goldenberg). As such,
teachers teach and implement Structure Language Practice routines, or SLPs, that become very familiar
to the students as they progress through the school. These routines, described above in the Designated
ELD section of this document, provide students with a structured time to practice the vocabulary and
grammatical structures that characterize the academic and content language of the lesson. The routines
ensure that there is an equitable balance of talk time among students and that students are held
accountable for speaking and listening to their peers.

Language Frames and Sentence Starters

To help students perform the language function necessary to accomplish an oral or written task,
teachers provide students with written language frames and sentence starters. These may include a
sentence starter specific to a lesson or a high-leverage, portable language frame for a target language
function students can use in a variety of contexts.
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Lesson-specific:
In chapter one, Charlie might be described as [quality] because [textual evidence].
High-leverage and portable:
text says infer
The{ author writes }, “Iquotel,” and | know [prior knowledge], therefore /{ predict }
presenter shared conclude

[inference].

Language frames and sentence starters utilize a consistent format developed by E.L. Achieve so that
students are able to access and even adapt these supports over time. For example, a student who is
working to acquire basic English proficiency may use the frames to articulate the basic language. A
student who has a more advanced proficiency in English, recognizing that words in red are verbs, may be
encouraged to substitute or may independently incorporate more advanced verbs into the frame.

Teachers consistently introduce to students all new language frames, modeling how to use the frame
and providing time for students to use the frame in familiar contexts before asking students to begin
incorporating the frame with new content. Frames are memorialized on anchor charts and reviewed
throughout the unit of study, with the goal being for the students to internalize this language over time
and use it independently without prompting.

Implications for Assessment

While English Language Learners do not necessarily require separate assessments in the content areas,
teachers take language into consideration when designing content-area assessments. Students’
language needs are accounted for to ensure that teachers can gauge student understanding of the
content itself without language hindering students’ ability to express this understanding. Teachers do
this by designing assessments with appropriate language supports embedded. Such language supports
might include translated directions, word banks or glossaries, academic language frames, pictorial
support for key terms, allowing students to respond in their primary language, and/or revoicing
passages at students’ language level.

As with any scaffold, language supports are used prudently so as not to develop an over-reliance on the
support. Teachers also consciously prepare students for settings in which they will need to use
academic language to express their understanding of material without certain language supports, such
as on the Smarter Balanced assessments. Teachers do this by intentionally removing a language scaffold
as soon as a student or group of students demonstrates readiness and by administering some
assessments and/or some assessment items without language scaffolds in order to both determine
readiness for independent language use and to provide students with practice in independent language
use on an assessment.

Mathematics (Core)

The Common Core State Standards for Mathematics (CCSSM) call for “learning mathematical content in
the context of real-world situations, using mathematics to solve problems, and developing ‘habits of
mind’ that foster mastery of mathematics content as well as mathematical understanding (Kirst &
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Torlakson, 2014).” The two types of standards included for mathematics are mathematical practice
standards identical for each grade level and mathematical content standards that vary by grade level.
Together, these standards address both “habits of mind” that students must develop to foster
mathematical understanding and what students need to know and be able to do. As such, the standards
are designed to prepare students to be mathematically competent individuals who can use mathematics
in their personal lives, at work, and as a means for comprehending and influencing the world in which
they will live after they graduate from high school.

The scope and sequence outlined in the CCSS align with conclusions from research, such as that
synthesized by the National Council of Teachers of Mathematics (2014), the National Science Board
(2016), and the National Assessment of Educational Progress (National Assessment of Educational
Progress, 2013), among others. This research concludes that:

e The focus of math in school should be problem solving.

e The study of mathematics should emphasize higher order thinking skills, deep understanding of
concepts, mathematical communication, making connections, and applying mathematics to
other areas of learning.

e Basic skills in mathematics should go well beyond computational ability and should be
integrated to include things like logic, numeration, patterns, and relations.

The goal of mathematics instruction at CNCA #2 is to ensure all students have a deep conceptual
understanding of grade-level mathematics and computational fluency necessary to meet the demands
of mathematics in high school, college, career, and life in the 21 century. Our mathematics program
aims to (a) guarantee all of our students can solve problems accurately, flexibly and efficiently; (b)
clearly communicate thinking using mathematical language and representations; (c) demonstrate
conceptual understanding, thinking and reasoning beyond the procedural application; (d) persevere
through problem solving; and (e) demonstrate mathematical understanding on standardized
assessments and high quality performance tasks.

Instructional Approach

Our instructional approach in mathematics is centered around five research-proven strategies:
cooperative learning, student talk, mathematical environment, problem-based learning, and mixed-
space practice.

Cooperative Learning

Extensive research from the past 30 years, such as that discussed previously in this petition, supports
the belief that students learn ideas more deeply when they discuss ideas with classmates. (e.g., (Casteel
& Bridges, 2007; Parker & Hess, 2001; Yoder & Hochevar, 2005). It is unusual in educational research to
see such consensus of findings in both individualistic settings and randomized experiments. The
consistency of the research over a wide span of age groups and a wide set of topics indicates that a
fundamental learning principle is be involved in cooperative learning settings: social interaction
increases the ability to learn ideas and the ability to integrate these new ideas into existing cognitive
structures (Yamarik, 2007). The main conclusion from tens of thousands of hours of research into
cooperative learning is that cooperative learning is a more effective way than direct instruction for
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students of all ages to learn most concepts—and is especially effective for students learning non-
linguistic concepts (e.g., (Qin, Johnson, & Johnson, 1995; Tjosvold, Druckman, Johnson, Smith, & Roseth,
2019).

In addition to the benefit of collaborative learning for developing content understanding, collaborative
learning opportunities support the development of “soft skills” that more businesses are becoming
insistent that new hires have. Skills such as an ability to work within a team environment, an ability to
listen to the ideas of others, and an ability to communicate one’s own ideas are also intentionally
developed through cooperative learning.

Social Interdependence Theory describes conditions essential for effective cooperation learning. The
five basic elements are (a) positive interdependence, in which group members perceive that they are
linked with their group mates in such a way that they cannot succeed unless all members succeed; (b)
individual accountability, in which all group members realize that each of them is responsible for
contributing a fair share of the group's work; (c) promotive interaction, in which group members
encourage and facilitate each other's efforts to achieve; (d) interpersonal and small group skills, such as
communication, leadership, trust building, decision making, and conflict resolution; and (e) group
processing, in which the group reflects on how well the group members are working cooperatively and
how it would be possible to do even better (Johnson & Johnson, 2009).

Building on this research base that shows students learn more when students work with each other in
heterogenous cooperative groups (Johnson, Johnson, & Smith, 2006), cooperative learning is a hallmark
of mathematical instruction at CNCA #2. There may be times when groups turn in one collective
assignment, but often students will still turn in individual work. Either way, all students produce work
daily in their math classes.

At CNCA #2 we group students heterogeneously. Teachers create and nurture the culture for
collaborative learning by re-enforcing the message that everybody has different strengths and that there
are many ways to demonstrate mathematical ability. Teachers praise students for mathematical skills
such as drawing, representing, organizing information, explaining and questioning, not just getting the
right answer. This helps teachers broaden the definition of success in mathematics, thus increasing the
number of students who see themselves as mathematicians.

There are four key instructional practices employed in our mathematics classroom to ensure
collaborative learning is effective: clear expectations, group roles, teacher circulation and monitoring,
and participation quizzes.

Clear Expectations
As part of establishing and maintaining a culture conducive to effective collaborative learning, each
teacher develops a clear list of norms and expectations clearly stating how all students should
participate in their groups. For example, in one mathematics classroom the expectations are stated as
follows:

An effective, participating team member will:

1. Respect the right of others to learn.

2. Help anyone on the team who asks—by giving hints and asking good questions, but not
by giving answers right away.
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3. Justify and explain ideas.
4. Listen carefully to all team members and consider their responses.

5. Support all members to stay together, not leaving anyone behind or letting anyone work
ahead.

In the upper grade levels, these expectations are usually co-created with the class while they may be
determined by the teacher in advance in the primary grades. Either way, the expectations are unpacked
formally and rehearsed with the class at the beginning of the year. Teachers refer to these expectations
frequently and continuously review them before and after group work time.

Group Roles

Positive interdependence is fostered in our math classes’ collaborative groups using group roles.

Leading experts on collaborative learning cite myriad potential benefits of group roles. For example,
group roles offer an opportunity for high quality, focused interactions between group participants.
Participants are more likely to stay on task and pay closer attention to the task at hand when their roles
in the collaboration are clear and distinct. Group roles provide all students with a clear avenue for
participation. Students are less likely to feel left out or unengaged when they have a particular
responsibility that they are responsible for completing. Along the same lines, assigning group roles
reduces the likelihood of one individual completing the task for the whole group, or “taking over,” to the
detriment of others’ learning.

Additional benefits of group roles include their encouragement of individual accountability. Group
members are more likely to hold each other accountable for not completing work if a particular task is
assigned to them. Group roles also allow students to strengthen their communicative skills, especially in
areas that they are less confident in volunteering for. Finally, group roles can help disrupt stereotypical
and gendered role assignments, which can be common in group learning (Hirshfield & Chachra, 2015).

At CNCA #2, the cooperative learning groups in our math classes often use the following four roles:

e the Resource Manager, who is responsible for getting materials and asking the teacher
questions;

e the Facilitator, who is responsible for keeping the team working together;

e the Recorder/Reporter, who is responsible for verifying that his or her team is writing
justifications and explanations; and

e the Task Manager, who is responsible for facilitating an effective, participating team.

Teacher circulation and monitoring

During collaborative student work time, teachers consistently walk between groups with targeted
intention, asking questions and supporting student participation. Before each lesson, teachers consider
the possible misconception that may arise during the assignment. They prepare questions that will put
the burden on students to think about the concepts and confront their own misconceptions.

Another goal for this time is to assign status and competence to students who may not consider
themselves to be good at math. Listening extra carefully to these students, teachers draw attention to
their ideas or praise them for their skills in drawing, explaining, asking questions, etc. This helps more
students see themselves as mathematical thinkers and prevents them from disengaging from math
classrooms.
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Participation quizzes

While students work together in collaborative groups, the teacher takes public notes, such as on a
document camera or on the white board. These notes capture data regarding the quality of the group
work—the “social moves”—and the quality of the mathematical discussions—the “math moves.” As a
part of lesson planning, teachers decide on a focus for these quizzes based on anecdotal data from their
class(es). Early in the year, a teacher may focus on establishing norms, such as getting a quick start by
reading problem promptly and making sure group understands, while later in the year, the teacher may
focus on refining a norm that a particular class is struggling with, such as making statements with
reasons. The teacher communicates and unpacks this focus with students before launching into
collaborative work. At the conclusion of the collaborative task, the teacher debriefs these notes with
the class. This focus approach to “bookending” collaborative practice is a powerful way to reinforce the
kinds of cooperative behaviors that teachers want to establish.

Student Talk

Research discussed previously in this petition verifies how crucial classroom conversations are for
learning (e.g., (Yoder & Hochevar, 2005; Casteel & Bridges, 2007; Parker & Hess, 2001). This is especially
important in mathematics. Having students illuminate their thinking by explaining the details of their
math ideas, engaging with the details of others’ mathematical ideas, and having others engage with
their own thinking is critical for conceptual mathematical understanding (Sammons, 2018).

The most effective type of student-talk is exploratory talk (Mercer, 1995). Research, such as that
conducted by Dawes, Littleton, and Mercer (2011) found that the way students use language during
exploratory talk within groups positively affects the way students solve problems independently. In
exploratory talk, students engage critically but constructively with each other’s ideas by offering
suggestions for joint consideration that may be challenged and countered. These challenges are
justified and alternative perspectives are offered.

Exploratory talk makes students’ knowledge and reasoning more visible. Bringing students thoughts to
the surface—be they correct or erroneous—fosters an environment that is ripe both for examination by
the teacher and other students and for eliciting rich discussion where students talk to one another,
building on each others’ thoughts and ideas, and collaboratively sharpening mathematical reasoning and
understanding. The way teachers and students talk with one another in the classroom is critical not only
to what students learn about math, but also how they come to see themselves as mathematical
thinkers.

Four key instructional practices support our focus on student talk in math:
Open-ended questioning

Asking students questions that are open-ended creates the space for them to do the thinking. Examples
of open-ended questions often heard in our math classes include: Might there be a situation where this
would not be true, or is it always true? How might you prove that? What evidence supports your
solution? Does your method always work or only sometimes work? Why?

Teachers consistently use questions such as these, and they encourage students to ask these questions
to each other. Visual aides, such as language anchor charts, role cards with language frames included, or
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table tents with key questions for mathematical conversations support students to internalize and utilize
these open-ended questions during mathematical discourse.

In addition to these high-leverage and portable questions, teachers plan before each lesson one to three
essential questions that are particular to the lesson content. The lesson is situated so that by the end,
students will be able to defend mathematically sound answers to these questions either through
discussion or informal assessments, such as quizzes or exit slips.

Language Frames

As discussed previously in the Integrated ELD section, support for ongoing language development in
content is essential for all our learners. In addition to the strategies discussed previously, CNCA #2 uses
targeted, specific language frames in our math classes to promote student talk and academic language.
Specifically, these language frames are developed to promote students’ clear articulation of
mathematical thinking.

For example, when sharing solutions to problems, a student response of, “I think the answer is ten,”
does not illuminate the student’s thinking. Answers such as this do not communicate student
understanding—we cannot even be sure the student did not simply guess. To support students in
articulating their thinking, a language frame such as “I think [thought] because [justification]” promotes
student responses such as “I think x equals ten because we already know that 2x is the same as 20. Two
times ten is 20, so x must be ten.”

Teachers work to develop, teach, and practice with the students these high-quality language frames,
both broad (“high-leverage and portable”) and specific. As with open-ended questions, teachers use
visual reminders, such as language anchor charts, consistently encouraging students to use these
language frames though positive reinforcement or other incentives as needed.

Revoicing

The distinction between revoicing and repeating is that repeating involves saying again the words
someone just said, whereas revoicing calls for listeners to say what they heard in their own words.
Revoicing is a way for listeners to try on another person's thinking (Kazemi & Hintz, 2014).

Through revoicing, students and the teacher are able to hear an idea again in another way, giving the
sharer of the original idea a chance to confirm, change, or clarify what was said so others better
understand his or her thinking. Math teachers at CNCA #2 use revoicing to tease out nuances in an idea,
affirm a tentative student's participation, and direct the discussion a certain way. Hearing ideas multiple
times in different ways also supports students who struggle with the text, idea, or language
(Moschovich, 1999).

Additionally, revoicing serves to make and keep discussions mathematical as students’ statements are
often reformulated with more precise language and in terms that are closer to the standard
mathematical language. For example, consider Moschovish’s transcript of a math lesson in which
students are comparing rectangles to triangles.

T: What is one difference you notice between this shape [rectangle] and this shape [triangle].
Julian?
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Julian: The rectangle has a parallelogram [running his fingers along the lengths of the rectangle],
and the triangle does not have parallelogram.

T: He says that this [a triangle] is not a parallelogram. How do we know this is not a
parallelogram?

Julian: Because when they go straight, they get together, [runs his fingers along the two sides of
the triangle].

T: So, Julian is saying that if these two sides were to continue straight out [runs his fingers along
the sides of the triangle], they would actually intersect, they would go through each other. Very
interesting. So, this is not a parallelogram and it is not a rectangle.

In this excerpt, the teacher revoices Julian's phrase, "the parallelogram,” to "the sides,” which is more
specific because it refers to the sides of a quadrilateral rather than any two parallel lines. Additionally,
the teacher revoices Julian’s informal phrase, “they get together,” to “intersect,” which is more precise
and aligned with standard academic discourse in math (Moschovich, 1999). Not only is revoicing a tool
to model mathematical precision of language, as students continue to learn and internalize the language
of mathematical discourse, teachers guide students themselves to use revoicing as a tool to practice
attending to precision.

When students are sharing key ideas or bringing out common misconceptions in our mathematics
classrooms, observers my hear teachers foster revoicing through questions such as, “Who can restate in
their own what Meredyth just shared with us?” After a student revoices Meredyth’s idea, the teacher or
the student may follow-up with, “Meredyth, did they get that right?” providing Meredyth an
opportunity to reflect on her original idea as well as evaluate her precision of language based on the
revoicer’s understanding of the idea. This then is the impetus for a rich mathematical discussion as the
class builds upon and explores this idea facilitated by the teacher or students’ open ended questions,
such as those articulated in the previous section.

Think Time

The term wait time—periods of silence that followed teacher questions and students' completed
responses—was first coined in research conducted by Mary Budd Rowe (1972). In this study, Rowe
noted that “on average, teachers paused only 1.5 seconds after asking a question; some wait only a
tenth of a second. When that time was extended to three seconds, there were positive changes to
students' and teachers' behaviors and attitudes.” Further, Rowe concludes that "exploration and inquiry
require students to put together ideas in new ways, to try out new thoughts, to take risks. For that they
not only need time, but they need a sense of being safe (p. 4).”

Building upon Rowe’s work, Robert Stahl more precisely named this concept “Think time,” which he
defined as “a distinct period of uninterrupted silence by the teacher and all students so that they both
can complete appropriate information processing tasks, feelings, oral responses, and actions (Stahl,
1994, p. 2).”

Further research demonstrates that wait time tends to (a) increase the length and correctness of
student responses, (b) decrease the number of no answers of “I don’t know” responses, (c) greatly
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increase the number of students who volunteer answers, and (d) correlate to increased academic
achievement as measure by assessment scores (Mirra & Rogers, 2015; Walsh & Sattes, 2015).

At CNCA #2, think time in math is promoted in several ways, including quick writes and think-pair-shares.
Teachers utilizing quick writes will pose a question and give students one to two minutes to jot down
their ideas in their math journal. The expectation is that all students write about what they know, even
if they don’t know the answer to the question. Think-pair-shares begin similarly with a posed question
after which several students are called upon to revoice the question to ensure understanding. Then,
students are given less than a minute to think about the question on their own followed by structured
partner talk, often using common sentence frames. A visitor to one of our math classrooms might hear
the teacher instruct, “The partner with the longest hair shares first. Remember to use our academic
language when discussing your ideas, such as ‘I think [idea] because [justification]. Feel free to use our
language anchor charts or your question table-tents to support your precision of language. At then end
of two minutes, | will be calling on several people to share out their ideas, so please make sure you are
prepared. Ready to discuss? The question againis . Two minutes.”

Rich Mathematical Environment

The classroom environment plays a prominent role in shaping how students learn so much so that many
constructivist approaches to education, such as Reggio Emilia and Montessori, promote the idea that
three educators are in the classroom at any one time: the teacher, the child, and the environment.
Research supports this idea.

Barrett, Davies, Zhang, and Barrett (2017) investigated the impact of various environmental factors on
performance in reading, writing, and mathematics across 153 classrooms at 27 urban school. Barrett’s
team found that the biggest impact from classroom environment was on mathematical progress,
“where the individualization of the classroom to the child appears to be of paramount importance (p.
446).” Their work demonstrated that an optimization of classroom environments, specifically factors
that contributed to a feeling of student flexibility and ownership, positively correlated to an
improvement in mathematical performance by nearly 12% (p. 441).

Barret’s (2017) team defined flexibility, which they found had a particularly large correlation with math
progress, as the degree to which the environment is designed for the particular students (p. 426)—
specifically clear transitions and spaces for various groupings of students and formal, well-defined zones
on the walls for co-created learning tools and student work (p. 442). They defined ownership as the
degree to which the environment is individualized for both the class as a whole and for each pupil, with
the aim of creating a child-centered environment that is seen to be important for learning (p. 426).

In alignment with these findings, CNCA #2, we use our classroom walls as opportunities to display
classroom-created anchor charts to remind students about important ideas. Personalized math journals
in desks, a prominently displayed number line wraps around the room passing atop the math word wall
zone and the zone to display high quality student work. Tubs of algebra tiles and other carefully
organized manipulatives are stationed in resource zones, allowing students to get what they need
independently whenever they need it. Desks and tables are situated to seamlessly transition to
collaborative learning groups, partner talk, small group instruction, and whole group instruction.
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Creating and maintaining the rich mathematical environment is coupled with teaching the students to
consistently use the resources and how to metacognitively determine which of the abundant resources
in the classroom support their learning style and when.

While there will be some variation from classroom to classroom as teacher individualize the
environment for their particular students, an observer can expect to find anchor charts, word walls,
number lines, and displays of student work in all K-8 math classrooms at CNCA #2.

Anchor Charts

As discussed previously in this petition, the use of anchor charts is a high-leverage practice used across
the school program. Additional research, such as that conducted by Carney and Levin (2002) and Bui
and McDaniel (2015) affirm that easily accessible anchor charts and visual aides correlate to increased
achievement in math.

In planning for these anchor charts, teachers first unpack standards to determine the vocabulary,
models, and strategies that would be useful for students to reference regularly. Then, they design
lessons to elicit these ideas from students. Cultivating a sense of ownership and flexibility with our math
students, these anchor charts are cocreated during the lesson, capturing on chart paper students’ their
ideas and insight into the concept, model, or vocabulary at hand. Once this learning has been captured
on the anchor chart, the teacher posts it prominently in the zone dedicated to anchor charts,
referencing it frequently and adding to it as students uncover new ideas and vocabulary applicable to
the anchor chart.

Word Walls

Language has become increasingly important in mathematics classrooms as students are acquiring
conceptual understanding through explaining their thinking orally and in writing using the academic
language appropriate for expressing those ideas with precision of language (National Council of
Teachers of Mathematics, 2014). Preliminary research on the complexity of vocabulary within high-
stakes assessments indicate that students are expected to understand words along a wide continuum
(Pierce & Fontaine, 2009). This research along with that previously discussed in this section (e.g.,
(Dawes, Littleton, & Mercer, 2011; Sammons, 2018; Lesaux & Harris, 2015; Baker S., 2014) illuminate
that the depth and breadth of a student’s mathematical vocabulary is now more likely than ever to
influence a child’s success in math.

According to a study conducted by Firmender, Gavin, and McCoach (2014), math teachers who used
words walls to support general mathematical vocabulary development and to construct viable
mathematical arguments scored higher than controls on high stakes assessments in math.

Given the essentiality of precise mathematical language for student success, each of our math classroom
has a zone in the classroom designated as their math word wall to memorialize learned vocabulary.

Each term is coupled with a small poster that includes a student created definition, visual model, and an
example. At the beginning of the year, the word wall is blank. As students learn vocabulary and
concepts, teachers and students make small posters either together or independently. Teachers refer to
the words on the wall frequently, modeling how students might use it as a resource.
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Quality Student Work Display

Displaying high quality student work communicates clearly to students that they are capable of creative
and critical thinking and sophisticated inquiry and communication. It makes transparent for students the
criteria for sucess in a math classroom. In their book, Creating Curriculum: Teachers and Students as a
Community of Learners (1991), Carolyn Burke and Kathy Short suggest that too often, we expect
students to do something akin to putting together a 1000-piece jigsaw puzzle without the picture on the
front of the box. Displaying high quality student work elucidates for students what might be possible.

Displaying student work can also affirm students’ sense of mathematical competency and provides even
more opportunities for them to learn from one another. In an earlier research study, Barret, Zhang,
Davies, and Barret (2015) found that in classrooms where high quality student work was displayed,
students not only felt a greater sense of responsibility for their learning but were also more likely to
remember the material.

As with word walls, a zone in each math classroom at CNCA #2 is designated to displays of high-quality
student work. Before students begin a task, teachers introduce them to the criteria for high quality,
including using multiple strategies, using visual models, and justification. This introduction is coupled
with examples and non-examples, and the teachers regularly refer to and coach the students to refer to
as they are working. Once a task is completed and samples are selected for display, these criteria are
posted alongside the student work, deepening all students’ internalization of these critical mathematical
skills.

Number Lines

A growing body of research suggests the importance of number lines as tools for helping students
develop greater flexibility in mental arithmetic as they actively construct mathematical meaning,
number sense, and understanding of number relationships (Frykholm, 2010). Number lines are
beneficial to burgeoning mathematicians of all ages, from supporting primary students with basic
operations to supporting middle school students deepen their understanding of integers. From the first
day of the school year, each of our mathematics classrooms has a number line that is easy to see and
refer to, often on the front wall near the ceiling. These number lines display 0-150 in the elementary
classrooms and at least 50 integers on either side of zero for the middle school classrooms. Teachers
refer to these number lines frequently during instruction, and they coach students to use this tool as a
resource independently.

Problem-based Learning

Problem-based learning involves working collaboratively on problems in order to develop both an
understanding and a procedure for finding solutions. This contrasts with a more traditional approach of
students practicing a procedure that’s been defined already. With a problem-based learning approach,
students not only develop conceptual understanding more deeply, they also acquire learning skills that
are directly transferrable to other real-world contexts and work towards life-long learning (Alfieri,
Brooks, Aldrich, & Tenenbaum, 2011).

The effectiveness of problem-based learning, and even more specifically, the effectiveness with
communities who share our demographic, is supported by a plethora of research. For example, Songer,
Lee & Kam (2002) studied 19 urban sixth-grade classes showing students in all classrooms made
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significant content and inquiry gains through a problem-based learning approach. Kahle, Meece &
Scantlebury’s (2004) report on eight middle schools in Ohio where teachers who used problem-based
learning positively and significantly influenced the achievement of urban majority-minority students.
The study of Marx et al. (2014) on approximately 8000 students in the Detroit public schools showed a
statistically significant increases on test scores and that this positive effect continued to increase for
each of the three years that students were in problem-based learning programs. What these research
pieces demonstrate is that the goals of long-term learning are maximized by problem-based learning
and that virtually all students can benefit from this instructional approach.

Mixed-Space Practice

Students learn ideas more permanently when they are required to engage and re-engage with the ideas
for months or even years. Researchers agree that learning is improved when the learning practice is
spaced over time, rather than happening all at once and not revisited. In the past 70 years, dozens of
researchers of psychology, workplace training, and education Problem-based learning involves working
collaboratively on problems in order to develop both an understanding and a procedure for finding
solutions. This contrasts with a more traditional approach of students practicing a procedure that’s
been defined already. With a problem-based learning approach, students not only develop conceptual
understanding more deeply, they also acquire learning skills that are directly transferrable to other real-
world contexts and work towards life-long learning (Alfieri, Brooks, Aldrich, & Tenenbaum, 2011).

The effectiveness of problem-based learning, and even more specifically, the effectiveness with
communities who share our demographic, is supported by a plethora of research. For example, Songer,
Lee & Kam (2002) studied 19 urban sixth-grade classes showing students in all classrooms made
significant content and inquiry gains through a problem-based learning approach. Kahle, Meece &
Scantlebury’s (2004) report on eight middle schools in Ohio where teachers who used problem-based
learning positively and significantly influenced the achievement of urban majority-minority students.
The study of Marx et al. (2014) on approximately 8000 students in the Detroit public schools showed a
statistically significant increases on test scores and that this positive effect continued to increase for
each of the three years that students were in problem-based learning programs. What these research
pieces demonstrate is that the goals of long-term learning are maximized by problem-based learning
and that virtually all students can benefit from this instructional approach.

For example, research by both Carpenter et al. (1998) and Son & Simon (2012) show that as long as
students have at least a latent memory of earlier learning of a skill, delaying the reinforcement by
spacing improves both transfer and long-term learning.

The research on mixed practice shows its effectiveness. Rohrer & Taylor (2006) found that student
“performance was vastly superior after mixed practice.” D. Rohrer & Pashler (2010) found that
“interleaving of different types of practice problems markedly improves learning.” An earlier result from
the research by Hatala et al. (2003), also showed support for mixed practice and concluded that
students studying subjects other than mathematics and science can benefit from this strategy.

In his article for the Journal for Research in Mathematics, D. Rohrer (2009) provides a strong rationale
for incorporating both spaced and mixed practice regularly. He concludes:
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Spacing provides review that improves long-term retention, and mixing problem types improve

students' ability to pair a problem with the appropriate concept or procedure. Mixed review is

also more rigorous than blocked practice because students cannot assume that every problem is
based on the immediately preceding lesson, the apparent benefits of mixed review suggest that
this easily adopted strategy is underused.

Expected Outcomes and Curriculum in Math

Our instructional approach for mathematics is supported through carefully selected curriculum: Bridges
for students in K-5, and College Preparatory Math (CPM) for middle school students. The curriculum
supports our students achieve the following CCSS-aligned learning outcomes:

K

1% Grade

2" Grade

3'd Grade

4* Grade

5th Grade

Know number
names and the
count sequence

Count to tell the
number of objects
Compare numbers

Understand addition
as putting together
and adding to, and
understand
subtraction as taking
apart and taking
from

Work with numbers
11- 19 to gain
foundations for
place value

Represent and solve
problems
involving addition
and subtraction

Understand and
apply properties
of operations and
the relationship
between addition
and subtraction

Add and subtract
within 20

Work with addition
and subtraction
equations

Extend the counting
sequence

Understand place
value

Use place value
understanding
and properties of
operations to add
and subtract

Measure lengths
indirectly and by
iterating length
units

Represent and solve
problems involving
addition and
subtraction

Add and subtract
within 20

Understand place
value

Use place value
understanding and
properties of
operations to add
and subtract

Measure and
estimate lengths in
standard units

Relate addition and
subtraction to
length

Represent & solve
problems involving
multiplication and
division

Understand
properties of
multiplication and
the relationship
between
multiplication and
division

Multiply & divide
within 100

Solve problems
involving the four
operations, and
identify & explain
patternsin
arithmetic

Develop
understanding of
fractions as
numbers

Solve problems
involving
measurement and
estimation of
intervals of time,
liquid volumes, &
masses of objects

Geometric
measurement:
understand

Use the four
operations with
whole numbers to
solve problems

Generalize place
value
understanding for
multi-digit whole
numbers

Use place value
understanding and
properties of
operations to
perform multidigit
arithmetic

Extend
understanding of
fraction
equivalence and
ordering

Build fractions from
unit fractions by
applying and
extending previous
understandings of
operations

Understand decimal
notation for
fractions, and
compare decimal
fractions

Understand the
place value system

Perform operations
with multi-digit
whole numbers and
decimals to
hundredths

Use equivalent
fractions as a
strategy to add and
subtract fractions

Apply and extend
previous
understandings of
multiplication and
division to multiply
and divide fractions

Geometric
measurement:
understand
concepts of volume
and relate volume
to multiplication
and to addition

Graph points in the
coordinate plane to
solve real-world
and mathematical
problems
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K 1% Grade

2" Grade 3" Grade

4* Grade 5th Grade

concepts of area
and relate area to
multiplication and
to addition

6th Grade

7th Grade

8" Grade

Collect, organize, and display data in
multiple ways.

Analyze data using measures of central
tendency.

Represent data sets using various methods
and analyze how changes in data impact
the representation.

Represent and compare quantities using
manipulatives, diagrams, and number
expressions.

Represent multiplication using rectangular
arrays.

Represent integers on number lines and
with manipulatives.

Make sense of multiple representations of
portions (decimal, fraction, percent) and
convert from one form to the other.

Compare fractions and generate equivalent
fractions.

Recognize ratios in tables and graphs and
solve corresponding problems.

Use ratios to describe relationships with
similar plane figures and other situations.

Use models and standard algorithms for
computations with fractions and decimals.

Simplify variable expressions by combining
like terms and using the Distributive
Property.

Evaluate variable expressions and solve
simple equations and inequalities.

Solve distance, rate, and time problems.

Use integers and complete operations with
integers and rational numbers, including
using the Order of Operations.

Use diagrams and equal ratios to represent
part-whole relationships.

Use percents and scale factors to
determine percent increase or decrease,
discounts, and markups.

Use variable expressions to represent
quantities in contextual problems.

Simplify variable expressions by combining
like terms and using the Distributive
Property.

Solve linear equations, including those with
fractional coefficients and those with no
solutions or infinitely many solutions.

Solve and graph one-variable inequalities.

Compare experimental and theoretical
probabilities.

Distinguish between dependent and
independent events and calculate the
probability of compound independent
events.

Represent probabilities of multiple events
using systemic lists, area models, or tree
diagrams.

Design, conduct, and analyze surveys.

Collect and compare data and describe the
distribution of sets of data.

Solve distance, rate, and time problems.

Compare ratios and calculate unit rates.

Represent a linear function with a graph,
table, rule, and context and create any
representation when provided one of the
others.

Solve systems of equations by using tables
and graphs.

Symbolically manipulate expressions to
solve problems including those with
fractional coefficients.

Solve contextual word problems using
multiple strategies, including making
tables, looking for patterns, drawing
diagrams, and creating a table of guesses
to assist with writing and solving a variable
equation.

Describe various geometric
transformations on a coordinate grid.

Represent data using scatterplots and
describe associations.

Collect and analyze data and make
predictions based on the trend of the data.

Compare ratios and calculate unit rates and
slope ratios.

Analyze the slope of a line graphically,
numerically, and contextually.

Recognize and solve problems involving
proportional relationships.

Graph and analyze non-linear functions.

Recognize and use the properties of similar
figures to solve problems.
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6t Grade

7th Grade

8th Grade

Solve percent problems including those
with discounts, interest, and tips.

Compute area, surface area, and volume of
rectangular solids.

Represent solids using nets.

Recognize and solve problems involving
proportional relationships.

Recognize and use the properties of similar
figures and scale factors to solve problems.

Describe angles, angle pairs, and their
measures.

Compute area and perimeter of standard
and compound shapes.

Compute the volume of a variety of solids

Use the Pythagorean Theorem and its
converse to solve problems in two and
three dimensions.

Use square roots and cube roots.

Represent and simplify expressions using
positive and negative exponents.

Represent and compare large and small
numbers using standard and scientific
notation.

Perform operations with numbers
represented in scientific notation.

Use the relationships between angles
created by parallel lines with transversals
and the Triangle Angle Sum Theorem to
solve problems.

Compute the volume of a variety of solids.

Mathematics assessments at all grades range from Bridges or CPM module assessments to teacher
created exit slips. All students are also assessed regularly with SBAC aligned assessments (e.g.,
assessments that use questions from the SBAC item specifications) to ensure essential standards are
taught to mastery. Students in Kindergarten through Second grade take middle and end-of-year
benchmark assessments to ensure their progress towards third grade readiness. Teachers use
assessment results to adjust pacing plans to re-teach standards and provide intervention to those
students in need. Student progress is also assessed on a daily/weekly basis through quizzes and daily
informal assessment strategies such as “thumbs checks,” choral response, white board responses, and

problem sets.

Bridges

Bridges in Mathematics is a comprehensive K=5 curriculum that equips teachers to fully implement the
Common Core State Standards for Mathematics in a manner that is rigorous, coherent, engaging, and
accessible to all learners. The curriculum focuses on developing students’ deep understandings of
mathematical concepts, proficiency with key skills, and ability to solve complex and novel problems.
Bridges blends direct instruction, structured investigation, and open exploration capitalizing on existing
knowledge, intelligence, and strengths of all students by presenting material that is as linguistically,
visually, and kinesthetically rich and mathematically powerful.

The Math Learning Center, the authors of Bridges, grew out of a project funded by the National Science
Foundation (NSF) to improve the teaching of mathematics. The founders spent several years traveling to
schools to observe classrooms and visit with teachers and students. Over time they developed a
philosophy that emphasizes building a deeper understanding before engaging more abstract concepts.
Motivated to continue creating new methods of math instruction, they established MLC as a nonprofit
corporation in 1976. A few years later, a convincing body of research emerged suggesting visual
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approaches to teaching and learning have universal validity. MLC experimented with a variety of
applications to math education and, with additional funding from NSF, refined the results into an
integrated system of visual models that build across the grade levels. Bridges Second Edition is the third
generation of elementary math materials published by MLC. All materials are based on well-established
research and reflect best practices in teaching. A full bibliography of Bridges is available at
mathlearningcenter.org/bridges.

The following describes the philosophy, assumptions and expectations inherent in Bridges:

We believe...

Learning is a collaborative and social endeavor.

Learning is a process of constructing meaning to make sense of concepts.
Learning requires perseverance and willingness to experience disequilibrium.

Bridges teachers...

Encourage students to be responsible for their own learning.
Use good questioning strategies and draw out student thinking.
Promote discourse while creating a safe learning environment.

Bridges students...

Solve problems using visual models and manipulatives.

Make and test conjectures while recording their thinking.

Talk and move around the classroom as they actively engage in learning

College Preparatory Math (CPM)

CPM Educational Program, a California non-profit corporation, has provided problem-based instructional
materials and professional development for teachers since its inception in 1989. Although CPM
predates the Common Core State Standards for Mathematical Practice, aligned strategies and pedagogy
have always been a core and integral part of CPM curriculum materials. Because of CPM’s broad
experience and long history with these practices, the Common Core State Standards for Mathematical
Practices are deeply and seamlessly interwoven into the fabric of the daily lessons. The course balances
procedural fluency (algorithms and basic skills), deep conceptual understanding, strategic competence
(problem solving), and adaptive reasoning (transference and extension).

CPM Curricular Design

The CPM curriculum emphasizes reasoning, critical analysis, mathematical modeling, and gathering
evidence; students are active participants in their learning. The problem-based nature of each lesson
provides guided, purposeful work that supports deep conceptual understanding of the mathematical
objective. The “problem set” structures students’ work so that they see how an idea develops, how it is
related to other ideas, and why a particular algorithm works. Procedures are based upon principles of
mathematics rather than memorized algorithms. One of the strengths of a CPM course is its coherence:
big mathematical ideas flow throughout it, so that individual lessons do not become a series of
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disconnected topics. Problems accommodate different learning modalities, especially visual and
kinesthetic learners. For example, in addition to the written text and teacher instruction, geometric
representations help students visualize algebraic abstractions.

The CPM textbooks contain fewer problems than a typical mathematics book, allowing students to
concentrate more on the mathematics and persevere in solving any given problem. The problems are
(a) non-routine, encouraging transference and extension, (b) team-worthy, requiring reasoning and
collaboration, and (c) engaging, leading to a more positive disposition toward mathematics.
Additionally, the problems ask for a variety of outcomes, such as reports, diagrams, models, and
presentations. Justification of thinking and communication of mathematical arguments are constantly
expected.

Our students make sense of mathematics through frequent work in the classroom in study teams.
When inquiring into complex problems, students benefit by working interdependently in these teams:
sharing information, insights, and expertise; providing clarification to each other; analyzing; building on
each other’s ideas; and productively critiquing each other’s work. By working in teams, students can
access higher-level, more sophisticated problems. Furthermore, many tasks are simply more interesting
when done within a team, leading to more persistence and therefore more success.

The teacher structures and directs the teams by clarifying instructions and offering guidance. In
addition, the teacher gives direct instruction or conducts whole-class discussions as appropriate.
Teachers use anecdotal and assessment data to determine the degree to which a mathematical
challenge will be structured or open. While students are in teams, the teacher checks for
understanding, and questions student processes to guide them. The regular interaction with the
students in a problem-based setting allows teachers to monitor the individual progress of each student
and the class as a whole by moving among the student study teams as each lesson progresses. In this
way, the teachers can intervene with an individual or team to help overcome a moment of confusion
and correct errors. When necessary, the teachers can pull the class together and address a challenging
concept, correct a misconception, or provide additional information with a brief lecture. As they
circulate during the lesson, they make notes about anything that needs to be addressed during the
lesson’s closure.

At the close of each lesson, the teachers assure that the big mathematical ideas of each lesson are
consolidated and conveyed to students. The curriculum guides teachers to this closure. As part of a
lesson’s closure activities, the teachers frequently ask students to explain what they have learned by
making an entry in their “Learning Log.” This activity gives them a chance to individually consolidate an
idea. Teachers soon review the concept so that students can verify that their Learning Log entry is
complete and accurate. Shortly thereafter, usually within a lesson or two, the idea is given formally in a
“Math Notes” entry along with an example. Math Notes present formal vocabulary and notation,
emphasize key ideas, and provide explicit examples of concepts and algorithms.

The Teacher Edition is designed to support teachers working with students of varied mathematical
backgrounds and needs. It reinforces the spaced-practice structure of the text that gives students
multiple opportunities to learn, practice, and master an idea. There are specific suggestions for
addressing students who are making normal progress, those who need additional time or help, and
those who would benefit by enrichment or acceleration, as well as those with special needs and English
learners. To support students who have recently arrived to the country and may be just beginning to
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acquire English, the CPM curriculum also includes eBook lessons. Each lesson in the eBook has a link to
a multi-language translator, a dictionary, and a glossary. Students may translate a word, sentence, or
paragraph with a couple of clicks, or find the definition of a word they do not understand.

The design of the curriculum recognizes that not all students learn at the same pace. A spaced practice
approach addresses this reality by giving students the opportunity, in both classwork and homework, to
practice, revisit, and eventually master and then extend ideas that may have been difficult at first. The
classroom structure allows considerable opportunities for teachers to work individually with students
who need assistance.

CPM provides teachers who are using the curriculum for the first time with five days of professional
development workshops during the summer and two days during the school year. CPM mentor
teachers, who use the curriculum in their own classrooms, conduct the sessions using carefully
developed workshop plans after attending training at annual CPM Leadership Institutes. The workshops
emphasize how to use the teaching strategies described in this document. These workshops strengthen
teaching methodologies, review the mathematics of the course, and discuss suggestions for using the
assessment resources and managing the classroom.

Scheduling for Math

CNCA Mathematics Instructional Time

TK/K-6 | 60 minutes 5 days per week in self-contained classrooms

(300 minutes per week)

7-8 54 minutes 4 days per week, 65 minutes 1 day a week

(280-300 minutes per week)

Social Studies and History (Core)

Understanding the many facets of society and how they work together is an essential component of life
in the 215t century. At CNCA #2, we view Social Studies as a vehicle to help support our students grow
up to be informed, responsible citizens with a sensitivity towards the world.

Our approach towards Social Studies instruction works to holistically develop the students’ critical
understanding of history and of their own identity. Out of this dynamic, historical understanding, the
goal of social studies instruction is to foster a culturally sensitive perspective of the world rooted in civic-
mindedness and democratic principles, to help students develop an ethical empathy towards social
justice, and act to according to these ethics within their community. These competencies are developed
in active learning classrooms and community-based projects that further the development of the whole
student. Teachers strive to connect the content standards to students’ personal context.
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Elementary teachers use the 2012 Houghton Mifflin Social Studies textbook as a resource, along with
other reference materials to access the knowledge needed for the units. Students also tap into the
curriculum through the use of primary sources, such as photographs, interviews, artifacts, and other
neighborhood resources. Field trips are planned to neighborhood historical landmarks and museums to
study the evolution of their community. Teachers use relevant stories and biographies to provide
necessary background knowledge for learning. Furthermore, instructors try to build background
knowledge through the use of videos and other multimedia so that students can better connect to the
content material. Graphic organizers, particularly Thinking Maps are used to record new information
and support the students with making connections to previous knowledge. Word walls are used to
record new vocabulary for students to easily access.

In sixth through eighth grades, students engage in a history block which provides opportunities to form
cross disciplinary connections among the humanities strands: history, reading, writing, listening and
speaking, and writing. Students are constantly practicing literacy strategies from English Language Arts
in History, and infusing historical content into the ELA lessons. Through rigorous reading, writing,
exploration of primary sources, and real-world connections, history at CNCA #2 is not simply a content
area, but a means of developing students’ critical literacies.

CNCA #2 continues to implement the California State Standards for Social Studies, with the infusion of
concepts from the 2016 California History-Social Science Framework, including integrated literacy,
inquiry-driven study, and the infusion of an ethnic studies approach that connects history content to a
social justice perspective and to our students’ lived realities. The table below represents an overview of
topics studied in each grade level:
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Grade

TK/Kindergarten

1st

2nd

3rd

4th

6th

Topics for Learning

. Temporal order in relation to events, places, and people

° Calendars, historical holidays, historical places and figures involved
in

history.

. Concept of civic behavior and how students interact respectfully,

follow rules, and respect the rights of others.

. Awareness of cultures today versus long ago.

° Compare and contrast the lives of earlier generations to their own
experiences and to cultures throughout the world.

° Absolute and relative locations of places, locate places on the map,

and describe how location and physical environment can impact the way
people live.

Ancestors from distinct cultural backgrounds

History of their families through the use of primary and secondary
documents in their community

Historical figures have impacted other communities and develop an
understanding of biographies through reports, presentations and role
playing about famous people “who made a difference.”

How a community develops through its use of local resources.
Native-American tribes adaptation to their region’s natural resources.
Local history of the City of Los Angeles and research the changing urban
landscape and the causes and effects of urbanization.

California history, including the economic development of the state—
agriculture, industry, and the Gold Rush.

Compare the settlements of different cultural groups—Native American
tribes, Spanish missionaries, Mexican ranchers, Chinese workers, and the
gold miners

Study the historical trend of conquest to understand the relationship of
different groups in California’s history.

Historical reasons and implications of the American Revolution.
Rationale and means for overthrowing a government and creating a new
form of government.

Systematic governing principles of the American Republic.

Development of ancient civilization and the roles of religion, geography,
economy, and government in shaping people’s lives.

Discover various forms of government and compare different ruling styles
to understand the political context of ancient communities.

Influence of history on the current constructs (religious, economic,
geographic, and sociocultural) of their own society.

79



7t e World history from the Rise of Islam to the Age of Reason, with a strong
focus on the relationship between religion and government,
e Advent of human reason and the beginnings of the philosophy of
humanism during the Renaissance.
e Social and governmental structures that maintained such a war-making
effort.

8th e Develop an appreciation for the American enterprise—the rationale for the

founders separating Church and state and the reasoning for the
democratic form of government.

e Various immigrant groups who make up the United States.

e Impact of economy, social class, and race is explored through an analysis of
the events leading up to the Civil War and its aftermath.

e Debate and re-enact the various events that led up to the American
Revolution and Civil War

Assessment of historical content knowledge is done in both formative and summative ways. Informal
assessments, such as teacher observations, student participation, journal writing, and student
discussions assist teachers in understanding students’ progress and where interventions are necessary.
Formal assessments include performance tasks at the conclusion of specific units, student presentations,
collaborative group tasks, self/peer-assessments, and other response writing tasks. In the middle grades
(6-8), traditional history assessments, such as short response tests and essays are combined with
project-based assignments. Culminating unit assessments combine writing and history standards in a
single inter-disciplinary writing task. For example, seventh grade students use their research skills to
write expository essays about renaissance inventions and eighth graders integrate argument and
persuasive writing skills to debate the modern implications of the Constitution.

Science (Core)

The goal of the science curriculum at CNCA #2 is to provide comprehensive instruction that includes the
essential skills and knowledge all students will need to be scientifically literate. The implementation of
our standards-based curriculum is driven by the constructivist belief that students learn best in an
inquiry-based, hands-on investigative environment that is phenomena-driven and builds upon the
knowledge of previous grade levels, as well as the inherent curiosities of students. Because of the
interdisciplinary nature of the Next Generation Science Standards (NGSS), The Common Core standards
for Math and Language Arts are also incorporated into the science curriculum for grades K-8.

CNCA #2 began transitioning to the NGSS in 2014. With these standards, teachers use Next
Generation’s Crosscutting Concepts (CCCs) to vertically-articulate big ideas in science across both
content areas and grades. Teachers plan for the integration of the Science and Engineering Practices
(SEPs) in all elements of learning, from inquiry to investigations. Teachers use the CCCs and SEPs to plan
instructional segments that dive into the Disciplinary Core Ideas. They use this 3-dimensional learning
structure, as well as anchoring phenomena, to plan for learning experiences that will prepare them for
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the California Science Test (CAST). Teachers in grades 5 and 8 have been administering the CAST since
2016-2017, with the pilot test, and have since developed methods for weaving in experiences to set
them up for success on this assessment, including having students engage in computer simulations and
solving phenomena-based problems.

Students in grades K-8 are teaching NGSS-aligned units developed by Amplify, STEMScopes, and
Discovery in a pilot context. The goal of this work is to ensure that multiple stakeholders are involved in
selecting the curriculum that makes most sense for the context of our students. There are multiple
criteria taken into consideration, including how well the lessons support the learning of students with
Individualized Education Plans (IEPs). CNCA #2, as well as other schools in our organization, are engaging
in this work together via the CNCA Science Framework and Curriculum Adoption Committee, which
consists of teachers across our grades, sites, and contexts (including resource specialist program
teachers). Our Director of Science and Technology is working closely with Achieve’s Director of Special
Projects and Initiatives to guide the committee’s work, which also includes developing a CNCA Science
Framework that will inform how teachers plan for instruction with the selected curriculum. The
Framework will include research-based practices, including the Student Talk Moves recommended in
TERC’s Talk Science Primer, as well as the 5 Innovations of NGSS.

The four strands within NGSS include Earth and Space Science (ESS), Life Science (LS), Physical Science
(PS), and Engineering, Technology, and the Application of Science (ETS). In grades 6-8, CNCA #2, as well
as our CNCA’s other middle schools, have chosen to teach California’s Preferred Integrated Model. This
means that, across grades K-8, our students are engaging in all four strands of science each year. By the
end of grade eight, students will become independent scientific researchers with strong expository
reading and writing skills who are able to implement student-created scientific experiments.

The following list includes the specific standards-based topics at each grade level and demonstrates a
progression of how knowledge is built upon each year. These topics, referred to as instructional
segments, were developed for the California Science Framework in 2016 and were created to organize
the performance expectations of the NGSS in each grade or grade band into coherent storylines.

Grade Overview of Instructional Segments (NGSS)
TK/Kindergarten e Plant and Animal Needs
e Animals and Plants Can Change Their Environment
e Weather Patterns
e Pushes and Pulls
1t e Plant Shapes
e Animal Sounds
e Shadows and Light

e Patterns of Motion of Objects in the Sky
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Grade

3rd

4th

5th

6th
(Preferred
Integrated Model)

Overview of Instructional Segments (NGSS)
Landscape Shapes
Landscape Materials
Landscape Changes
Biodiversity in Landscape
Playground Forces
Life Cycle for Survival
Surviving in Different Environments
Weather Impacts
Car Crashes
Renewable Energy
Sculpting Landscapes
Earthquake Engineering
Animal Senses
What is Matter Made Of?
From Matter to Organisms
Interacting Earth Systems
Patterns in the Night Sky

A cell, a person, and planet Earth are each a system made up of
subsystems.

Weather conditions result from the interactions among different Earth
subsystems.

Regional climates strongly influence regional plant and animal
structures and behaviors.

Human activities can change the amount of global warming, which
impacts plant and animals.
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Grade Overview of Instructional Segments (NGSS)

7t e Living and nonliving things are made of atoms.
(Preferred e Matter cycles and energy flows in systems of all scales within the Earth
Integrated Model) system.

e Natural processes and human activities have shaped Earth’s resources
and ecosystems.

e Human activities help sustain biodiversity and ecosystem services in a
changing world.

8th e Objects move and collide.
(Preferred

Integrated Model) e Noncontact forces influence phenomena locally and in the solar

system.
e Evolution explains life’s unity and diversity.

e Human activities help sustain biodiversity and ecosystem services in a
changing world.

Building from the research and pedagogy discussed at length in the ELA and Math section of this
petition, Science incorporates variety of similar instructional strategies at all grade levels. In adherence
to one of NGSS’s 5 Innovations, “All Standards, All Students,” teachers deliberately plan for the SEPs and
explicitly engage students in thinking through the CCCs so that they are at an advantage as they learn
new concepts. Additionally, strategies utilize multiple modalities of learning to accommodate all of the
different types of learners that exist within our classrooms. Many visual and kinesthetic teaching
strategies are utilized for our significant population of English Learner students, including Total Physical
Response (TPR), engaging with multimedia, and reciprocal teaching. Vocabulary development utilizing
pictures and kinesthetic provide a foundation to understand the text. Science word walls are present in
classrooms to further support students’ vocabulary development. Reading comprehension strategies
such as understanding apposition, which requires students to use the text surrounding vocabulary terms
to infer the definitions of the words, are employed beginning in third grade. Teachers also use the
science text as a teaching tool, requiring that students demonstrate the ability use the table of contexts,
glossary, index, and cross-reference with other sections of the text to answer comprehension questions.

Writing is another literacy component incorporated in science. Through science journals and Thinking
Maps students demonstrate their understanding of and reflect upon the science content. The science
journals vary by grade level. They include a variety of components such as notes, lab write-ups, and
reflective components. Thinking Maps are used for categorizing, classifying, and organizing information
from the text. For example, in the 8" grade, students use the flow map to describe their process for lab
experiments. Science journals play an integral role in the student-centered nature of NGSS. For example,
in all science journals across K-8, students engage in SEP #2 (Developing and Using Models) as they make
sense of a phenomenon they are presented with and devise a model to explain the system or forces
responsible for the phenomenon.
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Scientific concepts are presented in an investigative environment through hands-on and project-based
learning experiences that are driven by an anchoring phenomenon. Hands-on-learning consists of
experiential activities that teach individual concepts within a unit and involve student inquiry to discover
scientific principles in action. Our teachers aim to have student inquiry and sense-making at the core of
all learning experiences. By ensuring that teachers act as facilitators of knowledge, by questioning and
providing ample and creatively devised opportunities for students to engage in all of the SEPs, teachers
are able to accomplish this. All of the lessons follow some type of coherent storyline, where students are
making sense of a phenomenon through the 3 dimensions. In some cases, these can be project-based. In
all cases, students particularly in the upper grades are able to incorporate a wide range of skills and
activities that include hands-on experiences, building of background knowledge, learning protocols, labs,
and reflection.

Student progress is measured through a variety of formative and summative assessments focused on
ensuring the enduring understandings. Formative assessments conducted throughout a unit include
regular checks for understanding, quizzes that are either teacher-created or publisher designed,
vocabulary quizzes, teacher observations, background knowledge assessment through a KWL chart,
portfolios, and presentations. Summative assessments include chapter tests, lab reports, and science
investigations and presentations. In order to shift to the current state of technology and prepare
students for success on the CAST, our teachers assess students both formatively and summatively on the
computer, whether it’s on a Google Classroom Document, an exit slip submitted through STEMScopes,
or students taking a benchmark assessment on an instructional segment through Amplify’s item bank in
luminate.

Health (Non-Core) and Physical Education (Non-Core)

A wide body of evidence supports the positive correlation between student health and fitness and
academic performance. A review of research conducted by Rasberry et al. (2011) found that 11 of 14
correlational studies of physical activity during the school day demonstrate a positive relationship to
academic performance. This rapidly growing body of work suggests that time spent engaged in physical
activity is related not only to a healthier body but also to a healthier mind (Hillman, et al., 2009). For
example, some of the specific findings include (a) children respond faster and with greater accuracy to a
variety of cognitive tasks after participating in a session of physical activity (Tomporowski, Davis, Miller,
& Naglieri, 2008; Budd, Voelcker-Rehage, S-Pietrabyk Kendziorra, & Tidow, 2008; Hillman, et al., 2009;
Pesce, Crova, Cereatti, Casella, & Bellucci, 2009; Ellemberg & St-Louis-Deschénes, 2010); (b) a single
bout of moderate-intensity physical activity increases neural and behavioral functions associated with
the allocation of attention to a specific cognitive task (Hillman, et al., 2009; Pontifex, Scudder, Drollette,
& Hillman, 2012); and (c) when children who participated in 30 minutes of aerobic physical activity were
compared with children who watched television for the same amount of time, the former children
cognitively outperformed the latter by a significant amount (Ellemberg & St-Louis-Deschénes, 2010).
These findings align with the conclusions presented in a meta-analysis conducted by Fedewa and Ahn
(2011), which additionally found the strongest relationships between aerobic fitness and achievement
were in mathematics, followed by IQ and reading performance.

As discussed previously in this petition, there exists a health gap between students of poverty and their
more affluent peers (Jensen, 2009). A recent comprehensive review conducted by Bach (2011) studied
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the literature on how children's health and health disparities influence academic performance and
learning. Bach draws on empirical evidence to suggest that education reform will be ineffective unless
children's health is made a priority. Basch concludes that “schools may be the only place where health
inequities can be addressed and that, if children's basic health needs are not met, they will struggle to
learn regardless of the effectiveness of the instructional materials used.”

Based on the research-proven need for physical education and health, CNCA #2 is committed to diverse
health and physical education programs. The goal for the physical and health education programs at
CNCA #2 is to promote healthy lifestyles among students and their families through the development of
positive physical and mental habits.

Physical education (Non-Core)

All students K-6 participate in PE once per week and 7™ and 8™ grade students engage in PE 2-4 days per
week. Physical education teachers engage in the backwards design process to create units of study
based on the California Standards for Physical Education.

Students in grade five and seven participate in the standardized physical performance test, the
California Fitness Gram, which includes aerobic capacity, body composition, abdominal strength, trunk
extension strength, and upper body strength and flexibility. Students are also informally assessed in PE
through journal entries, observations, and participation. Students in the upper grades also take written
quizzes and tests to demonstrate content mastery.

Health (Non-Core)

At the CNCA K-8 campuses, all students receive health education as a component of advisory or
integrated into core or content classes using the newly adopted Great Body Shop curriculum or teacher-
created materials. The Great Body Shop model employs research-based educational pedagogy that has
been shown to impact student behavior and achievement during the middle school years.
Developmental research on young people ages 11- 14 reveals that students in this period of
development have unique social, emotional and cognitive needs. In order to meet those needs, The
Children’s Health Market has drawn upon the fields of educational psychology, neuroscience, cognitive
and developmental psychology, linguistics and neurobiology to develop the instructional strategies
found in the Middle School curriculum. Brain-based learning strategies are deeply embedded in the
implementation and design of every lesson and support activity. These activities provide the teacher
with an array of learning strategies that meet the diverse learning styles of students.

The units of study for Health are based on the California Standards for Health.

Technology (Non-Core)

In the 2018-2019 school year, CNCA partnered with PowerMyLearning, a national nonprofit organization
specializing in personalized and blended learning, to assess the current state of technology education at
CNCA. As a result of this work, CNCA #2 has begun to develop and implement a scope and sequence for
technology skills to be taught TK/ K-8 both in integrated (within core content classrooms) and
designated technology contexts. These designated contexts include a K-5 STEM class that all elementary
students have once a week, as well as a technology and coding elective available to middle school
students. Students at the middle school level are exploring the world of coding through the CASA Code
curriculum, which we were able to adopt due to a partnership with UnidosUS.
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The Arts (Non-Core)

CNCA #2 is committed to providing high quality arts instruction to all of our students. The arts not only
enrich our lives, communities and culture, but they are vital to a child’s education. A strong arts
education promotes the skills children need to be successful. A growing body of studies presents
compelling evidence connecting student learning in the arts to a wide array of academic and social
benefits. For example, exposure to art education promotes self-directed learning, improves school
attendance and sharpens critical and creative skills. Additionally, research has shown that what students
learn in the arts may help them to master other subjects, such as reading, math or social studies. The
evidence is clear: study of the arts contributes to student achievement and success in school and
beyond.

In a well-documented national study using a federal database of over 25,000 middle and high school
students, researchers from the University of California at Los Angeles found students with high arts
involvement performed better on standardized achievement tests than students with low arts
involvement. Moreover, the high arts-involved students also watched fewer hours of TV, participated in
more community service and reported less boredom in school (Catterall, 2002; Deasy, 2002).

Additional research released by the Dana Foundation in 2008 found a clear correlation between
exposure to the arts and improved skills in cognition and attention for learning. One of the study’s
major findings was that children motivated in the arts develop attention skills and memory retrieval that
also apply to other subject areas (Asbury & Rich, 2008).

In addition to cognitive benefits, access to arts education in school offers distinct benefits to
economically disadvantaged youth and students at risk of dropping out. An 11-year national study
examining youth in low income neighborhoods found that students at risk of dropping out of school
indicate their participation in the arts as a reason for staying in school (Barry, Taylor, Walls, & Wood,
2008). Additionally, an ethnographic study of seventh grade boys in special education revealed use of
the visual arts helped them become more sophisticated, less reluctant readers. Described as learning
disabled, the boys were encouraged to use visual forms of expression to convey their understanding of
reading assignments. After a nine-week course of visualization training, they also took a more active role
in reading and began to interpret text rather than passively reading it (Wilhelm, 1995).

As we prepare our students for high school, college, career, and life in the 21 century, we must
recognize that creativity and innovation is highly valued by employers. A report issued by The
Conference Board, Partnership for 21°t Century Skills, Corporate Voices for Working Families, and the
Society for Human Resources Management (2006) states that the creativity and innovation utilized in
the artistic process will be highly valued by employers in the United States in the coming years as we
continue to shift into a global economy. This report found that employers believe that applied skills,
such as critical thinking, problem solving, teamwork, and creativity/innovation, will surpass basic
knowledge such as reading comprehension, mathematics, science, and history on the combined list of
skills that respondents say will increase in importance over the next five years. Of those skills, creativity
and innovation ranks among the top five. In a similar study (Ofek & Turut, 2008), business leaders
agreed that innovation is essential to competitive advantage, and are placing greater value on finding
and employing creative workers. The findings also suggest that arts-related study in college was found
to be a key creativity indicator to potential employers.
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Music (Non-Core)

In the 2018-2019 school year, we officially launched the Youth Orchestra Los Angeles (YOLA) at CNCA in
partnership with the Los Angeles Philharmonic and its musical director, Gustavo Dudamel, to give
students intensive music education from kindergarten through 12th grade.

Program implementation is as follows:

Grade level Type/Days per week

Grades K-1 General Music 2 days per week

Grades 2-5 General Music 2 days per week

Instrumental Music 2 days per week

Grades 6-8* Ensemble Electives Music 4 days per week

*Every year we will add a grade level. 6" graders will receive instruction with the goal of
expanding to our high school in 4 years.

e The long term vision is to reach 700 students through (K-8) in 3 orchestras by year 5
e 1,000 students (K-12) by year 10

In the early grades, students learn the fundamentals of playing in an orchestra, practicing with
cardboard instruments. As they continue their education, they transition to playing real instruments in a
genuine orchestra. Along the way, they receive academic support and additional music instruction after
school.

The afterschool program will run 3-days a week and will expand over time to 4 days.
Innovative Curricular Components
Dynamic Blended Inclusion

At CNCA #2, students with disabilities are held to the same rigorous academic expectations as their
peers without IEPs. We routinely disaggregate data for students with IEPs to determine if there are
performance trends that need to be addressed to ensure students with IEPs are receiving access to the
general education curriculum. In their article “On Track for Success,” Bruce, Bridgeland, Hornig Fox, and
Balfanz identify the following measures as key indicators for adequate progress in school as well as
beyond graduation: (a) reading level and attendance starting in kindergarten; (b) suspension rates, (b)
ELD level growth and reclassification starting in middle school; and (d) class passage rates in high school
(Bruce, Bridgeland, Fox, & Balfanz, 2011). We pay close attention to these key indicators at the school
level as well as at the central office to identify students with IEPs who may be at risk.

There is a wide body of evidence supporting our model. In their book, Successful Inclusion: Practical
Strategies for a Shared Responsibility, Kochhar, West, and Taymans (2000) draw from the research to
articulate the benefits of inclusion across grade levels. For example, they conclude that for students
with disabilities, inclusion (a) facilitates more appropriate social behavior because of higher expectations
in the general education classroom; (b) promotes levels of achievement higher or at least as high as
those achieved in self-contained classrooms; (c) offers a wide circle of support, including social support
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from classmates without disabilities; and (d) improves the ability of students and teachers to adapt to
different teaching and learning styles.

Walther-Thomas et al. (1996)found benefits for both special and general education students in a three-
year study of elementary inclusive settings where co-teaching was practiced. Improvements in social
skills for special education and low-achieving students were found, and all students were reported to
have developed a new appreciation of their own skills and accomplishments. In addition, all learned to
value themselves and others as unique individuals. In a review of research on inclusion at both the
elementary and secondary levels, Salend and Duhaney (1999) also report that academic performance is
equal to or better in inclusive settings for general education students, including high achievers. Social
performance also appears to be enhanced because students have a better understanding of and more
tolerance for student differences. Hang and Rabren (2008) found students with disabilities in inclusive
classrooms show academic gains in a number of areas, including improved performance on standardized
tests, mastery of IEP goals, grades, on-task behavior and motivation to learn

Hunt (2000) similarly reports positive effects. Academic benefits include having additional special
education staff in the classroom, providing small-group, individualized instruction, and assisting in the
development of academic adaptations for all students who need them. The author also reports that
students have a better understanding of individual differences through learning in inclusive settings. In
a meta-analysis of the effects of inclusion on students with special needs, Baker and Zigmond (1995)
found a that inclusive practices had a positive effect on the academic and social outcomes of pupils in
elementary schools. Another study reporting perceptions of middle school students, their parents, and
teachers indicated a shared belief that middle level students with mild disabilities included in the
general classroom experienced (1) increased self-confidence, (2) camaraderie, (3) support of the
teachers, and (4) higher expectations. The study also indicated that these students avoided low self-
esteem that can result from placement in a special education setting (Ritter, Michel, & Irby, 1999).

The Dynamic Blended Inclusion (DBI) model is a collaborative initiative to educate all students in
inclusive settings. This data-based, proactive approach identifies and addresses the dynamic learning
strengths and needs of all students through strategic collaboration and targeted differentiation in as
inclusive of a manner as appropriate.

When we say, dynamic, we mean that student services are individualized across a spectrum of supports.
Services are delivered in collaborative settings, and data from regular progress monitoring is used to
constantly adapt to the changing needs of students with and without documented disabilities.

By blended, we mean that students with IEPs are not designated into either a Resource or a Special Day
service model. Intervention is no longer considered strictly supplemental or separate from daily high-
quality, universally designed instruction in the general education setting. The level of services is fluid
and based on data-informed need. At times, a student demonstrates that he or she is in need of a more
intensive interventions such as Lindamood Bell reading intervention or Behavior Intervention
Implementation services while at other times, that student is able to successfully access a curriculum
without intervention.

Inclusive refers to the fact that all students have maximized access to general education curriculum and
setting, with varying levels of support as needed. Teachers with General Education credentials and
those with Special Education credentials partner together to co-plan, co-instruct, and co-assess all
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students. School leadership and staff work to ensure that all adults in the school community are
responsible for all students, and historically marginalized subgroups have increased access to core
curriculum and to a college-going pathway.

A key component of our DBI model is Universal Design for Learning (UDL). UDL breaks the learning
process down into three components: engagement, representation, and action & expression. Based on
these three components of learning, Universal Design examines barriers to learning and then, in the unit
and lesson planning stages identifies, the universal supports that address those barriers proactively.
Universal supports organized under each component are designed to assist learners in nine categories:
(a) recruiting interest, (b) sustaining effort & persistence, (c) self regulation, (d) perception, (e) language
& symbols, (f) comprehension, (g) physical action, (h) expression and communication, and (i) executive
functions.

The curricular frameworks adopted by CNCA #2 are particularly well-designed for inclusion. They are
research-based, feature multi-modality and interactive lesson formats, incorporate individualization as
an essential part of the pedagogy and practices, and efficiently map on to the UDL approach. For
example, in balanced literacy, students spend much of both Reading and Writing Workshop working in
their Zone of Proximal Development as they read Just Right books at their reading level and selected by
them. They make choices about their writing based on their current development as writers. The
Balanced Literacy approach honors students’ simultaneous need for development in phonics and
decoding, fluency, comprehension, reader and writer identity, encoding, and higher order thinking skills.
Students don’t have to wait for their decoding to be up to grade level before they access grade level
standards and opportunities for critical thinking. The curricular resources from Teachers’ College
provides guidance on appropriate co-teaching models during the mini-lesson as one teach-one assist,
where both teachers take turns presenting the teaching point on various days or weeks, or team
teaching, particularly when co-teachers want to model a partner strategy, present multiple ways of
approaching a task, or discuss multiple different perspectives. Co-teachers both confer with students,
gathering data to share during co-planning, and they both lead guided reading groups and strategy
groups.

There are three critical components to ensuring DBI is successful for our students: Scheduling and
staffing, Collaboration, and Classroom Culture.

Scheduling and Staffing

Before the school year begins, students with disabilities are prioritized for scheduling to ensure they
receive their services according to the offer of a Free and Appropriate Public Education (FAPE) outlines
in their IEPs. The site leadership teams design the master schedule to ensure there is time for co-
planning in the contracted school day for each co-teaching partnership. Student schedules and RSP
Teacher schedules must both align with all students’ offer of FAPE. These master schedules and course
programming are overseen across the year to ensure changes are made as appropriate, such as after an
IEP meeting takes place and services are adjusted.

When creating these master schedules, we cluster students who receive IEP-prescribed co-teaching
services into common classes class periods for English and math. This practice helps ensure we have
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ample staffing to meet the current and future needs of our students, keeping our focus on high-quality
collaborative partnerships. All classes, including the cluster classes, are balanced to ensure there is a
truly heterogeneous diversity of students with and without disabilities, various levels of English
Language learners, behavioral needs, and students who are high performing.

School leaders support RSP teachers in prioritizing co-planning and co-teaching by strategically
scheduling IEP Meetings and helping teachers develop contingency plans for when they have to adjust
their schedules from week to week.

Collaboration

The foundational elements of a highly successful collaborative partnership between a General Education
Teacher and a Resource Specialist are (a) relationships and rapport; (b) time, space, and support for
effective co-planning; (c) mutual expertise on both the content and strategies for diverse learners, a
foundation for credibility and parity; and (d) shared responsibilities for planning, teaching, and
assessing.

Because the co-teaching partnership is such an integral part of student and teacher success, co-teachers
have the instructional same coach. This coach provides both proactive and as-needed opportunities for
co-teachers to build rapport, to establish common goals and expectations for the partnership and for
students, and to engage in long-term planning together.

Inclusive Classroom Culture

In a successful inclusion model, classroom culture supports and enhances inclusive practices. Students
understand that learning is a process, and they believe that they and their peers can learn anything with
time and effort. Teachers establish and reiterate a growth mindset by celebrating mistakes, praising
effort, and incorporating reflection in the learning process. Teachers also support inclusive classroom
culture by establishing and maintaining the expectation that ridicule is unacceptable in the classroom.
Teachers also select learning experiences that require collaboration rather than competition; they share
stories and celebrate role models, including those who overcome challenges and work hard at their craft
to become better; they design seating charts, peer partners, and student groups strategically to ensure
students are set up for success in working with one another; they leverage restorative practices, such as
engaging the class in the practice of circle as needed.

Ethnic Studies for All

Ethnic studies arose as a counter to the traditional mainstream curriculum. Numerous content analyses
of textbooks have found an ongoing marginalization of scholarship by and about African Americans,
Latino/as, Native Americans, and Asian Americans (Valenzuela, 1999; Banks, 2012; Gay, 2010; Ladson-
Billings, 1995). Research finds that the overwhelming dominance of Euro-American perspectives leads
many students who identify as a member of one or more historically marginalized groups to disengage
from academic learning (e.g., (Aud, Fox, & Kewal-Ramani, 2010; Stetser & Stillwell, 2018).
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Ethnic studies courses have been found to positively affect student outcomes through the creation of a
relevant and meaningful curriculum that affirms students’ identities, draws from their funds of
knowledge, and builds their critical intellectualism (Banks, 2012; Cammarata, 2007; Giroux & Simon,
1999; Sleeter & Bernal, 2011; Tintiangco-Cubales, et al., 2015). A 2017 study of at-risk students placed
into an Ethnic Studies course found that students who participated in an Ethnic Studies program had
increased student attendance (i.e., reduced unexcused absences) by 21 percentage points, cumulative
GPA by 1.4 grade points, and credits earned by 23 credits (Dee & Penner, 2017). Further, several field-
based randomized trials of Ethnic Studies programs provided as interventions that “buffer” students
against stereotype threat have shown a reduction in achievement gaps (Schmader & Inzlicht, 2012; Dee
T., 2015; Yeager & Walton, 2011)

Additionally, California has incorporated Ethnic Studies into the new Social Studies Framework, and the
state is currently developing and approving model Ethnic Studies curriculum.

CNCA is leading the effort in California for charter school networks to also develop Ethnic Studies
programs. As our students, the overwhelming majority of whom are students of color, advance towards
college and career in the 21° century, CNCA has launched an Ethnic Studies for All initiative to ensure
that by 2022, all of our students across the LEA receive an education that is relevant, meaningful, and
affirming of their identities. The initial phase of this district-wide initiative, led by a cross-campus Ethnic
Studies Task Force composed of 40 CNCA teachers and administrators from all of our campuses,
involved collaborative professional development led by experts in the field. The task force worked to
create Ethnic Studies units and lessons, which they executed in their individual classroom. These initial
lessons are being refined and compiled with the intention that they are available for all CNCA teachers.

Our ethnic studies courses combine culturally relevant, socially just community responsiveness with
other research-based pedagogical approaches focusing on literacy and critical thinking skills. At CNCA
#2, we have begun this work by providing initial and ongoing professional development to our teachers
alongside teachers across our LEA to create units of study for Ethnic Studies K-12. In 2018, the Middle
School campus established our first official ethnic studies course—Identity and Language.

“Continuum of Care”

Before expecting students to reach their potential, we must meet students at their current levels.
Humanist psychologist, Abraham Maslow’s, suggested that our actions are motivated to achieve a
certain need (Maslow, 1954). Maslow believed that people have an inborn desire to be self-actualized,
but before individuals meet their full potential, they need to satisfy a hierarchy of needs. Maslow
theorized that a person’s physiological need must be met first, followed by the need for safety, the need
to belong and be loved, and then the need for esteem. Only when these needs are being met can a
person reach self-actualization.

Maslow believed that these needs are similar to instincts and play a significant role in motivating
behavior. He coined physiological, security, social, and esteem needs as deficiency needs, which arise
due to deprivation. The data and statistics for the population we serve at CNCA #2 make it essential for
us to proactively ensure these needs are met so that our students can enjoy the academic success of
which we know they are capable. Poverty may impede the attainment of these needs. Healthy food
may be difficult to come by (physiological need); financial security, health and wellness, and personal
safety are not always a given (security and safety needs); students and their families may not feel a
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sense of belonging in our community due to recent migration and transiency, negative community
interactions, etc. (social needs); a sense of accomplishment and prestige and even personal worth may
also be lacking (esteem needs).

In response to the diverse needs of our community CNCA articulated a comprehensive “Continuum of
Care” in 2012. CNCA #2’s Continuum of Care refers to the ongoing and intentional socio-emotional
supports designed to respond to critical community needs, integrating academic rigor, experiential
learning, family involvement, and wellness to empower students to succeed in college and career.
Specifically, the five strands of CNCA’s Continuum of Care work in concert to address the unique needs
of the community we serve. Students and families who may have limited resources have access to
programs to build social-emotional health, cultural capital, critical thinking skills, and college readiness.
Through the Continuum of Care, we prepare students to lead healthy, educated, and fulfilling lives.

EARLY CHILDHOOD » GRADES K—12 » »

« Play-Based Cognitive * Rigorous Standards-Based « College Preparatory * Authentic Parent
Development Education Academic Program Engagement

 Authentic Literacy * E ective English Language  College Counseling * Leadership Development

« Parenting Classes Learner Instruction « College Transition Support « Sudent & Family Services

« Lending Libraries » Bilingual Program Option + Scholarship Program Coordinators

- Bilingual Program * Experiential Learning « Alumni Support « Case Management
« After-School Programs * Parent-Centered
Programming

Our Continuum of Care is comprised of three prongs: Family partnerships, whole child supports, and
experiential learning.

Family Partnerships

The research conclusion on family involvement in their child’s education is clear: Students do better
academically and socially when schools build positive relationships with families. A study conducted by
the National Center for Family and Community Connections with Schools found that regardless of family
income or background, students whose families are involved in their schooling are more likely to have
higher grades and test scores, attend school regularly, have better social skills, show improved behavior,
and adapt well to school (Henderson & Mapp, A new wave of evidence: The impact of school, family,
and community connections on student achievement, 2002). The most accurate predictors of student
achievement in school are not family income or social status, but the extent to which the family creates
a home environment that encourages learning, communicates high yet reasonable expectations for the
child’s achievement, and becomes involved in the child’s education at school (National PTA, 2000).
When parents are involved at school, the performance of all the children at school, not just their own,
tends to improve; further, the more comprehensive and well planned the partnership between school
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and home, the higher the student achievement (Henderson & Berla, A new generation of evidence: The
family is critical to student achievement, 1995).

At CNCA #2, we seek to move beyond parent involvement and work to actively engage families as
authentic partners. Drawing upon the research regarding family partnerships, we strongly believe that
our students will experience greater levels of success in college and career when their most important
advocates develop a positive relationship and work together in the best interest of the student.

As part of our Professional Learning Community, the educators at CNCA #2 reflect on the following
questions:

e Dol consistently value and acknowledge the strengths and gifts that diverse families bring to the
learning process?

e To what extent do | implement varied approaches to engage diverse families as meaningful
partners?

e Is my engagement relevant to families’ context and needs?

e |s my practice rooted in reciprocity, knowing that the funds of knowledge each family brings to
school are rich with possibility?

The team at CNCA #2 seeks to deepen partnerships with families around all aspects of their children’s
educational lives through (a) frequent, open communication by teachers and staff; (b) a variety of
workshops targeting academics, socio-emotional concepts, and wellness; (c) case management, liaising
between families and community resources; (d) special events to bring our whole community together,
such as Literacy Night, Math Night, Back to School Night and parent conferences and (e) opportunities
for families to volunteer and directly support during the school day.

Components of our robust family services program, articulated in the chart below, incorporate the five
focus areas of our Continuum of Care: Academics, Socio-emotional health, Wellness, Case Management,
and Volunteer opportunities.

Academic Workshops

Site Based
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Language Love and . Committees
Discipline Preventing Student and
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Support Coordinator
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All staff members at CNCA #2 work to establish and maintain positive, authentic, meaningful
relationships with the families of our students. As a school, we distribute regular correspondence, we
employ several home-school communication vehicles make home visits, and schedule family
conferences to foster a team approach to meeting the needs of all students.

Whole Child

The second key component of our Continuum of Care is our focus on the whole child. By this, we mean
addressing students’ comprehensive needs inside and outside of school—ensuring that each student is
healthy, supported, engaged, and challenged—setting the stage for comprehensive and long-term
student success.

To support the shared aspirations of the community and desire for each student to thrive and succeed in
life, support is provided to ensure basic health, human, and social needs are met. CNCA #2 has made a
commitment to extend our mission beyond rigorous academics by providing a healthy school
environment and a strong culture of care for our students and their families.

A vital element in this process are the roles of the Assistant Principal of Student Supports and the
Student and Family Coordinator, who are responsible for case management and for providing vital
connections and follow-up to referrals for social, emotional, and health services.

All CNCA #2 teachers and staff members proactively contribute to a network of caring adults who work
relentlessly to ensure students and families achieve their full potential. We work to become sensitive to
a myriad of social issues and traumatic experiences that may impact a student’s overall health and
success in school. Paying attention to powerful family stories, working together to develop concrete
goals, and matching appropriate services on a case-by-case basis allows CNCA #2 to deliver a
personalized and culturally relevant education for all students.

Experiential Learning

Experiential Learning is more than just field trips. Broadly speaking, experiential learning is any learning
that supports students in applying their knowledge and conceptual understanding to real-world
problems or situations. Experiential learning teaches students the competencies they need for real-
world success, motivates students, and fosters self-directed learning and independent problem-solving.

Over a students’ time with CNCA #2—from TK through eighth grade—we aim to provide balanced,
experiential learning opportunities in civic engagement, arts and culture, exposure to the world, college
readiness, and health and wellness.

Experiential Learning (EXL) opportunities focused in these areas are offered to students in a variety of
formats including assemblies and presentations, class projects, student workshops, curricular and
community excursions, guest speakers, community service events, and high school and college campus
visits.

94



Community building

To maintain students’ perseverance and love of learning, despite any manifestation of poverty, language
barriers, or other challenges that may be present, CNCA #2 places a special focus on building positive
school culture through community building. This time each day may take on different forms, including
the practice of circle, team builders, goal setting, or reflection. These activities are intended to further
address the social-emotional needs of our students and create a supportive, personal connections
between teachers and students.

In grades K-5, community building usually takes place in the context of “Morning Meeting.” Taking place
every morning, Morning Meetings give students a consistent time and place every day to explore and
practice social skills and to merge social, emotional, and academic learning. Morning meeting also
nurtures empathy by offering students an opportunity to practice taking care of others. The goals of
Morning Meeting are:

1. To set a tone for respectful and engaged learning in a climate of trust

2. To create positive power of community by fulfilling students’ need to belong, to feel significant,
and to have fun

3. To model and practice social and emotional skills

4. To merge social, emotional, and academic learning

During Morning Meeting everyone gathers in a circle for 10-15 minutes at the beginning of the school
day and proceeds through four sequential components. First is the Greeting, in which students greet
each other by name, often includes handshaking, singing, movement, and other activities. After this,
student engage in Sharing. During Sharing, students share some news or information about themselves
and respond to each other, articulating, their thoughts, their feelings, and ideas in a positive way. Next
is a Group Activity wherein the whole class does a short, inclusive activity together, reinforcing learning
and building class cohesion through active participation. Finally, the last component is the Morning
Message. The Morning Message allows students practice academic skills and warm up for the day
ahead by reading and discussing a daily note to the class posted by their teacher.

In the middle school, positive school culture is built in the Tribes period. These daily 35-minute periods
allow students moving from period to period to have a consistent “home base.” Tribes are intended to
build classroom community and team spirit, whereby each tribe has a color, a song, and their own
unique identity. Tribes classes may compete against one another in monthly Spirit Days, which are
positive reinforcements to bring the middle school together. Teachers use this space to conduct circles
when students need a safe space to share, and also to set academic and social goals each week.

Instructional materials

Course materials have been selected by site leadership team alongside teacher leaders, using the CCSS
adopted textbook list as well as other materials on the market. Texts and materials are extensively
researched, often using them on a pilot or trial basis before adopting them school-wide. Teacher-
created materials are used to supplement curricular texts as well.

We have purchased materials to support our areas of need as indicated by our student data and ones
which align with our professional development focus. The criteria we consider when purchasing new
instructional materials include:
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e Level of rigor of the materials

e Alignment with the Common Core State Standards and Next Generation Science Standards

e (Capacity to meet the needs of English Learners

e (Capacity to meet the needs of at-risk students

e Alignment with the needs of our students as indicated by data from internal benchmarks and
the Smarter Balanced assessment standardized assessments

e Cost

As of 2019-2020, all instructional materials are current and aligned to the Common Core State
Standards.

Subject Area Curriculum and Instructional Materials

English Language Arts Lucy Calkins Units of Study in Reading (TK-8)
Lucy Calkins Units of Study in Writing (TK-8)
Units of Study for Phonics (TK-2)

Words Their Way Word Study program (TK-5)

Mathematics Bridges (TK-5)
College Preparatory Math (6-8)

Manipulatives (TK-8)

Science Amplify, computer-based (TK-8)
STEMScopes, computer-based (TK-8)

Discovery, computer-based (TK-8)

Social Studies Houghton Mifflin Social Studies Textbook (TK-5)

History Alive! (6-8)

English Language EL Achieve’s Systematic ELD resource binder (TK-8)

Development . . . .
EL Achieve’s Systematic ELD Thematic Units by level (TK-8)

Community Building Cool Tools (TK-8)
Responsive Classroom (TK-8)
Morning Meeting resources (TK-8)

The Great Body Shop (TK-8)
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Instructional Methods

In addition to the instructional strategies by course discussed at length above, the following general
structures provide the essence of the instructional design at Camino Nuevo Charter Academy #2. These
common structures are utilized across content and across grade-levels to ensure consistency and
academic excellence.

¢ Individualized conferences and/or small group instruction. Teachers use data from exit slips
and formative assessments to provide targeted differentiation for struggling students.

e Systematic vocabulary instruction. Based on the work of Kate Kinsella and detailed at length
above, the structures used to teach vocabulary in ELA classes (e.g., “New Vocabulary Graphic
Organizer,” structured language practice routines, language mini-lessons, etc.) are used across
disciplines.

e Structured language practice routines. Detailed above in the ELD section, these structured
language practices, based on the work by Susana Dutro and E.L. Achieve, are used across all
disciplines.

e Reading strategies. Based on the work outlined in Mosaic of Thought by Keene and
Zimmerman. These strategies include: Visualize, Connect, Decide What'’s Important, Question,
Infer & Predict, Synthesize, Repair.

e Non-linguistic representation. Use of visuals, realia, and Total Physical Response (TPR).

e Kagan cooperative learning strategies. Role-based group learning structures that promote
positive interdependence, individual accountability, equal participation, and simultaneous
interaction.

e Gradual release of responsibility. The “I Do, We Do, You Do” structure is utilized in a majority
of courses, the exception being mathematics where a conceptual discovery approach is taken as
described above.

e Regular informal assessment and feedback. Frequent checking for understanding through the
use of “fist to five,” thumbs up/down, whiteboards, and exit slips.

e Understanding by Design (UbD). Teachers backwards plan instruction from the expectations of
the summative assessment. This ensures instructional activities are directly aligned to the goals
of the curriculum and specifically address student needs.

e Consistent classroom management practices. Many classroom routines build upon strategies
outlined in Teach Like A Champion are consistent across the sites. Similarly, basic behavior
management structures, including rewards and consequences, are consistent from classroom to
classroom.

Mastery of the Common Core State Standards

The academic program at CNCA #2 is designed to ensure student mastery of California content and
performance standards. Our instructional frameworks, such as Reading and Writing Workshop, offer
rich opportunities for students to engage with authentic texts and practice close, purposeful reading,
writing, speaking, and listening as demanded by the standards. Similarly, the use of the Bridges and
College Preparatory Math curriculum ensure students move beyond computational skills to deep
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conceptual understanding of mathematical concepts. Furthermore, CNCA #2 has prioritized students’
language skills and Common Core’s demands of academic vocabulary through designated and integrated
language development practices and curricula as discussed above. Professional development and
coaching are aimed at deepening teachers’ understating of the standards, both how each standard in a
content relates to another as well as how standards sets articulate to grades above and below, so that
teachers have an internalized understanding of the scope and sequence of learning required.

In addition to curricular and instructional materials, teachers leverage a balance of formative and
summative assessment to inform instruction, measure student progress towards standard-based
learning targets, and drive data-driven differentiation. For ELA, Math, ELD, Science, and PE—courses for
which there are released assessment items from high-stakes assessments in the respective course—
teachers work to ensure their formative and summative assessments are aligned in terms of content,
rigor, and language. When a course uses curricular assessments, such as in middle school math for
example, teachers analyze theses published assessments against the released items from Smarter
Balanced to ensure the way in which they are assessing formatively and summatively across the year will
translate to familiarity with the design of the SBAC in Mathematics. Teachers of courses whose
curriculum does not include formal formative and/or summative assessments used the released
assessment items from their content to create formative and summative assessments that similarly align
to the released items. Where appropriate, formative and summative assessments are given via online
platform (e.g., llluminate) that largely mirrors the online format of the high-stakes assessments.
Teachers also use additional released materials, such as the SBAC Writing Rubric, as both an
instructional and evaluative tool across the content areas.

As part of our Professional Learning Community, these data are reviewed regularly by teachers and site
leaders both individually and in a variety of collaborative spaces to hone teachers’ capacity to plan and
execute efficient and effective responses to ongoing data, reassessing over time until mastery is
demonstrated. For example, at the middle school, teachers meet in departments at the end of each
week for “Data Action Teams.” In this structure, the week’s assessment data is reviewed, and teachers
and leaders engage in a collaborative Critical Friends process to identify actionable next steps. These
spaces begin each week with a report out of actions taken from the prior week’s action plan along with
data-based outcomes from those actions, fostering a sense of mutual accountability for student
learning.

Another consistent structure for this data-driven work is quarterly data meetings. Each teacher meets
with his or her coach for an extended period of time once per quarter to review the previous quarter’s
data in depth and co-create a series of actionable next steps to be taken during the new quarter paired
with expected student outcomes for learning. As with Data Action Teams, each of these meetings
begins with a review of next steps, actions, and student outcomes from the prior quarter’s data
meeting, again, fostering a sense of mutual accountability for student learning. The leadership team
engages in a similar quarterly process with the Education Team at our Home Support Office.

Other consistent structures for this work, discussed elsewhere in this petition, include weekly teacher
coaching, monthly grade-level Critical Friends Groups, COST and SST meetings, student programming

meetings, and a full day of professional development dedicated to this analysis and response at least

once per quarter.
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Integration of Technology

Students and educators use technology for a variety of learning tasks. All teachers are equipped with a
laptop computer and a Smart Board used to design and deliver interactive instruction. Additionally, all
classrooms have access to computers and/or tablets, either in the form of a workstation of desktops as
in the middle school technology lab, or mobile laptop and computer carts available for extended
classroom use.

As discussed in the research in a previous section (Callbackcitation; Partnership for 21st Century
Learning, 2019) ensuring students have technology-based skillsets to help them read and learn from
digital texts and media is essential to meeting the demands of global society in the 21t Century, we
must teach our students a new set of technology-based skills to help them effectively read and learn
from digital texts and media. These skills include keyboarding, the use of email, blogs, social media, and
computer graphic design. To that end, all students at CNCA #2 receive designated technology
instruction at the K-5 level in the context of a STEM class and at the middle school level in a technology
elective.

Students also develop these technology-based skillsets in their other content classes as they use
technology to engage in learning activities related to their current units of study. For example, in the
third quarter, middle school students engage in a research unit in their Humanities course in which they
are taught to locate, evaluate, and cite online sources for their research. Students are then required to
use word-processing software to type and submit their final research project, as with all culminating
tasks in Humanities, and prepare a PowerPoint presentation to present during the publication
celebration. In their math class, middle school students often use tablets to engage in mathematical
review activities such as Kahoot, and students who are new to the country have dedicated time during
the school day to use online language acquisition programs, such as Rosetta Stone or Duolingo, to give
them a boost in acquiring Basic Interpersonal Communication Skills (BICS) in English complementing the
designated and integrated language development support they are receiving in their other classes.

Students take computer-based assessments in ELA and Math, described above, that are aligned to SBAC
assessments in terms of format, rigor, content, and language working to arm students with the
technological skills necessary to be successful on the actual SBAC assessments. Multiple times per
quarter, students also take the Interim Assessments using the same online platform used to take the
actual SBAC.

Transitional Kindergarten

CNCA #2 offers a Transitional Kindergarten program that is prepared to serve up to 15% of the
kindergarten class. Transitional Kindergarten, or TK, is the first year of a two-year kindergarten program
for students who will have their fifth birthday between September 2 and December 2 . The CNCA #2 TK
model provides a slower, more developmentally appropriate curriculum to support young students in
acclimating to the routines of school. These students gain early exposure to following a structured class
schedule, interacting with peers, listening and following directions, and other pivotal skills that are
foundations to successful learning.

The goal of Transitional Kindergarten is to ensure students are ultimately prepared to meet the
Common Core standards for Kindergarten at the end of their two year program. This is accomplished
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through an emphasis on developing oral language skills and providing integrated experiences in
language and literacy, mathematics, physical development, the arts, science, social studies, and English
Language Development. Transitional Kindergarten uses the same core curriculum and materials as the
traditional kindergarten program, with curricular modifications and developmentally appropriate
practices as needed. There is a balanced approach of teacher-guided and child-initiated learning
experiences, facilitated by credentialed teachers. CNCA #2’s TK program emphasizes opportunities for
language development, play-driven exploratory learning and social-emotional growth.

The integration of Transitional kindergarten has been beneficial in a variety of ways. Academic and
social assessments indicate that TK students are better prepared for success in first grade and beyond.
Also, families have an opportunity to ensure their child enters kindergarten with the maturity,
confidence, and skills they need to excel. There are benefits for CNCA #2 as well. When students
undergo a slower and more thorough kindergarten experience, they are more likely to succeed
academically and require less remediation and intervention in later grades, which allows us to dedicate
resources more strategically.

Intervention Program

The school has a targeted and data-driven approach to intervention. There are intervention teachers on
staff, who mainly support with targeted, push-in intervention services in literacy across grades K-5.
These intervention teachers have weekly, structured planning time with classroom teachers in which
they use student data to determine the most effective groupings and interventions. In middle school,
there is a math intervention elective block for students in which students are rostered based on SBAC
and formative assessment data. This teacher plans the class around specific student needs with a goal of
filling gaps of unfinished learning, so that students have the skill necessary to reach grade level
expectations in their general education class. Also, every Humanities teacher in grades 6-8 has a portion
of the class dedicated to specific literacy intervention. Students receive small group instruction, work on
adaptive intervention programs, and independently practice their specific areas of needs in literacy.
Lastly, during the 19-20 school year, the school adopted an adaptive technology program to provide
additional intervention support in English reading. Teachers weave this intervention into their daily
schedule 15-20 minutes per day. The program is called Lexia.

Middle School Course Offerings

The following courses represent the range of possible courses that may be available to students in
grades 6-8 throughout the course of this charter term.

Course Name Description

Advanced Literature (Non-Core) Advanced Literature is an elective course that covers
representative works of a particular genre or a specific theme or
works of a particular era of literature. The course presents
students with the opportunity to improve their critical thinking
skills as they determine the underlying assumptions and values
presented in literary works. Oral discussion and written
composition are integral parts of the course emphasis.
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Advanced Science (Non-Core)

Advisory (Non-core)

Art Appreciation (Non-Core)

Athletic Training (Non-Core)

Creative Writing (Non-Core)

Advanced science is an integrated science course that cover
topics that draw from the principles of several scientific
disciplines - earth science, biology, chemistry, and physics - and
organizes the material around thematic units anchored in
scientific phenomena. The course present students with the
opportunity to study scientific concepts such as systems, models,
energy, patterns, stability and change, building off of concepts
learned in students' grade-level science course. The course also
investigates principles of engineering design and California's
Environmental Principles and Concepts.

Advisory is a social emotional learning course that covers topics
such as: self-awareness, impulse control, empathy, teamwork,
and responsible decision-making. The course present students
with the opportunity to develop habits of self-discipline,
implement time management skills, plan for personal growth
outside the classroom, identify their unique strengths and
develop a healthy self-image.

Art Appreciation introduces students to a survey of significant
works of art, artists, and artistic movements that have shaped the
arts world, and have influenced, or reflected periods of history.
The course covers the connections of the arts to social, political,
and historical events in the world/nation or series of artists,
women in art, as well as contemporary issues and developments.
Included is the analysis of visual images as they have been used
and are used to express the needs and ideals of society, as well as
those of the individual. The course provides for students to
experience creating, performing/presenting/producing,
responding, and connecting their own works as well as the works
of others.

Athletic Training is a physical education course that covers topics
that allow students to develop and expand their motor skills and
movement, by applying strategies, biomechanics, motor learning,
and fitness principles to their participation in a variety of athletic
training activities. This course provides students with the
opportunity to improve their personal fitness by goal setting and
participation in specific activities that lead to improved health.

Creative writing covers topics such as writing craft, logical
development and statement of thought, and the refinement of
basic writing skills. The course provides students with a chance to
improve their writing skills, with a particular focus on the
narrative and poetic genres.
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Dance (6-8) (Non-Core) Dance covers the artistic processes, choreography and
performance of various kinds of dances, including but not limited
to ballet, modern, jazz, ethnic, and folk dance. The course is
designed to enable students to achieve dance literacy. Students
will develop specific knowledge, skills, and values that allow for
fluency and deep understanding of dance. This includes
discovering the expressive elements of dance; knowing the
dance-based theory, terminology, and symbolic language that is
used to comprehend dance; having a clear sense of embodying
dance; and being able to reflect, critique, and connect personal
experience to dance and the professional dance community.
Students will explore and discover their personal connection to
the deep human tradition that is dance and prepare them for a
life-long immersion in the socio-cultural-political meanings and
experience of dance as well as the learning and enjoyment that
performing, studying, and viewing dance brings.

Drama (Non-Core) Theatre covers production, performance, stage technique, voice,
stage design, costuming, properties, and theater history. Students
create plays or scenes and perform them from scripts or with
improvised dialogue and action. Students may take part in
pantomime, dialogue, monologue, improvisation, and role-

playing.

English Language Arts 6 (Core) ELA 6, 7, and 8 cover topics that build upon the students' prior
knowledge of grammar, vocabulary, word usage, and the
mechanics of writing. English Language Arts presents students
the opportunity to write persuasive and creative multi-paragraph
thematic essays and compositions, and develop literary analysis
skills. This course introduces students to various genres of
literature through writing exercises often linked to the reading
selections. Students write essays and learn the techniques of
writing research papers.

English Language Arts 7 (Core) ELA 6, 7, and 8 cover topics that build upon the students' prior
knowledge of grammar, vocabulary, word usage, and the
mechanics of writing. English Language Arts presents students
the opportunity to write persuasive and creative multi-paragraph
thematic essays and compositions, and develop literary analysis
skills. This course introduces students to various genres of
literature through writing exercises often linked to the reading
selections. Students write essays and learn the techniques of
writing research papers.
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English Language Arts 8 (Core)

English Language Development
(Non-Core)

Ethnic Studies (Non-Core)

General Art (6-8) (Non-Core)

ELA 6, 7, and 8 cover topics that build upon the students' prior
knowledge of grammar, vocabulary, word usage, and the
mechanics of writing. English Language Arts presents students
the opportunity to write persuasive and creative multi-paragraph
thematic essays and compositions, and develop literary analysis
skills. This course introduces students to various genres of
literature through writing exercises often linked to the reading
selections. Students write essays and learn the techniques of
writing research papers.

English Language Development courses are offered at the
Emerging, Expanding, and Bridging levels. The courses cover
topics such as basic structures, forms, and functions of the
English language. English Language Development courses present
students with the opportunity to participate in extensive listening
and speaking exercises.

Ethnic studies covers an in-depth study of multiple ethnic groups,
including their history, culture, achievements, contributions,
barriers and strategies to overcome these barriers, and status in
the United States. Ethnic studies presents students with an
opportunity to learn about the characteristics of America's ethnic
groups and the similarities and differences of these groups in
both their past and present experiences from multiple
perspectives. Students learn that Americans, as descendants of
many cultures, races, religions, and ethnic groups are bonded by
a democratic vision of liberty, equality, and justice.

General Arts covers design elements and principles, language,
materials, and creative processes used to produce various kinds
of visual arts. This course provides students with knowledge and
opportunities to explore a variety of art forms and to create
individual works of art. Students address the artistic processes of
creating, presenting, responding and connecting and become
artistically literate within the art form. The use of skills such as
communication, creativity, critical thinking, and problem solving
are part of every course, the 21st Century Skills, which contribute
to student success in a global economy and in culturally diverse
environments. This course includes the traditional fine arts such
as, but not limited to, drawing, painting, ceramics, metals,
printmaking, fiber arts, photography, sculpture, works in wood,
and mixed media; architectural, environmental, and industrial
arts such as urban interior, product, and landscape design as well
as the folk arts.
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Health (Non-core)

Health and Nutrition (Non-core)

Humanities 6 (Core)

Humanities 7 (Core)

Humanities 8 (Core)

Introduction to Music (Non-Core)

Language Lab (Non-Core)

Leadership (Non-core)

This course covers topics related to the six content areas of
health education, as defined in the Health Education Content
Standards: nutrition and physical activity; growth, development,
and sexual health; injury prevention and safety; alcohol, tobacco,
and other drugs; mental, emotional, and social health; and
personal and community health.

This course covers topics related to the six content areas of
health education, as defined in the Health Education Content
Standards: nutrition and physical activity; growth, development,
and sexual health; injury prevention and safety; alcohol, tobacco,
and other drugs; mental, emotional, and social health; and
personal and community health.

Humanities 6, 7, and 8 cover the study of beliefs, thoughts, and
traditions of humankind as reflected in history and literature. The
courses integrate grade-level English and History standards into
one cohesive curriculum.

Humanities 6, 7, and 8 cover the study of beliefs, thoughts, and
traditions of humankind as reflected in history and literature. The
courses integrate grade-level English and History standards into
one cohesive curriculum.

Humanities 6, 7, and 8 cover the study of beliefs, thoughts, and
traditions of humankind as reflected in history and literature. The
courses integrate grade-level English and History standards into
one cohesive curriculum.

Introduction to Music covers topics that regularly engage
students in singing, playing instruments, and moving to music at
an introductory level. The course presents students with the
opportunity to create, listen to, analyze, and evaluate music and
music performances.

Language Lab is a course intended for emerging English Language
Learners who need additional support in language acquisition.
The course provides instruction in topics such as basic structures,
forms, and functions of the English language. Language Lab
presents students with the opportunity to participate in extensive
listening and speaking exercises.

Leadership covers topics that allow students to practice small
group government in a school setting. The course present
students with the opportunity to represent the entire student
body by sponsoring and organizing activities that range from
service projects to dances.
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Learning Center (Non-Core)

Math 6 (Core)

Math 7 (Core)

Math 8 (Core)

Media Studies (Non-core)

Music (6-8) (Non-Core)

Music Appreciation (Non-Core)

The Learning Center course covers topics that support special
education students to be successful in grade-level academic
courses. Learning Center presents students with the opportunity
to receive additional instruction to assist them in their regular
academic courses.

Math 6, 7, and 8 cover topics such as arithmetic using rational
numbers, the numeration systems, simple data analysis, and
place value. The courses include basic algebra, basic geometry,
and basic statistics, concepts of rate and ratio. Math courses
present students with the opportunity to reinforce concepts and
skills in mathematics and apply these skills to real world problems
and situations.

Math 6, 7, and 8 cover topics such as arithmetic using rational
numbers, the numeration systems, simple data analysis, and
place value. The courses include basic algebra, basic geometry,
and basic statistics, concepts of rate and ratio. Math courses
present students with the opportunity to reinforce concepts and
skills in mathematics and apply these skills to real world problems
and situations.

Math 6, 7, and 8 cover topics such as arithmetic using rational
numbers, the numeration systems, simple data analysis, and
place value. The courses include basic algebra, basic geometry,
and basic statistics, concepts of rate and ratio. Math courses
present students with the opportunity to reinforce concepts and
skills in mathematics and apply these skills to real world problems
and situations.

Media Studies covers topics that allow students to follow
sequential, developmentally appropriate instruction in the
creative and conceptual aspects of designing media arts
experiences and products, including techniques, genres and styles
from various and combined mediums and forms, including
moving image, sound, interactive, spatial and/or interactive
design.

Music covers topics that regularly engage students in singing,
playing instruments, and moving to music. The course presents
students with the opportunity to create, listen to, analyze, and
evaluate music and music performances.

Music Appreciation includes topics such as guided listening,
analysis, discussion, and hands-on experimentation-including
informal performance, improvisation, or composition-focused on
how various styles of music apply musical elements to create
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Peer Counseling (Non-Core)

Physical Education (6-8) (Non-
Core)

Reading Block (Non-Core)

Reading Intervention (Non-Core)

Science 6 (Core)

expressive or aesthetic impact. Music Appreciation presents
students with opportunities to develop an understanding of
music and its importance in the music experience and/or their
lives.

Peer Counseling provides students with skills in conflict
resolution. Peer Counseling presents students with the
opportunity to mediate disagreements through nonviolent means
and learn the importance of a neutral third party who can assist
in negotiating a solution to any potential conflict.

This course covers topics that allow students to develop and
expand their motor skills and movement, by applying strategies,
biomechanics, motor learning, and fitness principles to their
participation in a variety of physical activities. This course
provides students with the opportunity to improve their personal
fitness by goal setting and participation in specific activities that
lead to improved health.

Reading Block is an intervention course that covers topics such as
reading silently or aloud, vocabulary development,
comprehension, fluent decoding, reading/writing connections,
text-based collaboration, self-directed learning, and student
motivation. Reading Block presents students with the opportunity
to accelerate growth in reading ability, through motivational
factors such as interest, relevance, identity, and self-efficacy.
Reading course content depends on students' abilities entering
the course

Reading Intervention is an intervention course that covers topics
such as reading silently or aloud, vocabulary development,
comprehension, fluent decoding, reading/writing connections,
text-based collaboration, self-directed learning, and student
motivation. Reading Block presents students with the opportunity
to accelerate growth in reading ability, through motivational
factors such as interest, relevance, identity, and self-efficacy.
Reading course content depends on students' abilities entering
the course.

Science 6, 7, and 8 are integrated science courses that cover
topics that draw from the principles of several scientific
disciplines - earth science, biology, chemistry, and physics - and
organizes the material around thematic units anchored in
scientific phenomena. The courses present students with the
opportunity to study scientific concepts such as systems, models,
energy, patterns, stability and change. These courses also
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investigates principles of engineering design and California's
Environmental Principles and Concepts.

Science 7 (Core) Science 6, 7, and 8 are integrated science courses that cover
topics that draw from the principles of several scientific
disciplines - earth science, biology, chemistry, and physics - and
organizes the material around thematic units anchored in
scientific phenomena. The courses present students with the
opportunity to study scientific concepts such as systems, models,
energy, patterns, stability and change. These courses also
investigates principles of engineering design and California's
Environmental Principles and Concepts.

Science 8 (Core) Science 6, 7, and 8 are integrated science courses that cover
topics that draw from the principles of several scientific
disciplines - earth science, biology, chemistry, and physics - and
organizes the material around thematic units anchored in
scientific phenomena. The courses present students with the
opportunity to study scientific concepts such as systems, models,
energy, patterns, stability and change. These courses also
investigates principles of engineering design and California's
Environmental Principles and Concepts.

Science Enrichment (Non-Core) Science Enrichment is an integrated science course that uses the
Project Lead the Way Curriculum for middle school. It builds off
of students' grade level science course and provides them with
real-world, hands-on applications of concepts studied.

Service Learning (Non-Core) Service Learning covers topics that ask students to define
community service and civic responsibility, track service hours,
reflect on services performed and may include a final project or
product. The course presents students with the opportunity to
make a difference in their community, while developing greater
sensitivity toward the world around them.

Student Government (Non-Core)  Student Government covers topics that allow students to practice
small group government in a school setting. The course present
students with the opportunity to represent the entire student
body by sponsoring and organizing activities that range from
service projects to dances.

Technology (Non-Core) Technology covers, through hands-on operation, to the use of
programmable devices. Students develop skills necessary to
operate computing devices that perform a variety of tasks based
on needs and preferences.
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Unites States History (Core)

Women's Studies (Non-Core)

World History: Ancient
Civilizations (Core)

World History: Medieval Times
(Core)

United States History covers major turning points in American
history and emphasizes specific themes, such as the expanding
role of the federal government and federal courts; the continuing
tension between the individual and the state and between
minority rights and majority power; and the emergence of a
modern economy. United States history courses present students
with the opportunity to study the impact of technology on
American society and culture; change in the ethnic composition
of American society; the movements toward equal rights for
racial minorities and women; and the development of the United
States as a world power.

Women's Studies is a history-social science elective course that
involves the study of the unique history and current socio-
political context of women, both in the United States and around
the world.

World History: Ancient Civilizations covers topics such as the
socio-economic, political, and ideological conditions of the
ancient world, as well as significant historical events and cultural
achievements of world regions. The course presents students
with the opportunity to learn about the achievements of
civilizations and countries, particularly in the fields of science,
technology, and the arts, and how they spread through cultural
diffusion. Students will compare and contrast the development
and beliefs of the major world religions, explain how they spread
to other regions, and resulted in ideological conflicts throughout
history.

World History: Medieval Times covers topics such as the socio-
economic, political, and ideological conditions of the world during
the Medieval Period, as well as significant historical events and
cultural achievements of world regions. The course presents
students with the opportunity to learn about the achievements of
civilizations and countries, particularly in the fields of science,
technology, and the arts, and how they spread through cultural
diffusion. Students will compare and contrast the development
and beliefs of the major world religions, explain how they spread
to other regions, and resulted in ideological conflicts throughout
history.
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Academic Calendar and Schedules

2020-21 School Calendar - K-8

KEY:
July 2020 August 2020 2020 October 2020 X Regular Instructional Day
su Mo | Tu|we[Th| Fr|sa su Mo Tu[we[Th [ Fr[sa su Mo | Tu|we|Th ]| Fr|sa su [Minimum Day
1234 1 x | x x| 5 | sp|staff Development (in-service, pupil free day)
5|67 [8]9]10]1 2 sD|sp|sp|sp| 8 6 |H| x|x x |12 4 Holiday
12 13 14|15 | 16| 17 | 18 9 | x| x| x x | 15 1B x| x| x x | 19 1 Shortened Days
[ 19 [Nt [wr [t [T [T [ 25 6] x | x| x x |22 20 x [ x]x x | 26 18 L NT_|NewTeacher
26 | NT | NT | NT [NT | NT 2| x| x|x x |20 27| x | x| x 2 Buyback day
30 [ 1 [t upil/ Teacher Free Day (Al 11- and 12-month school leader and HSO staff wc
Site Specific PD (11/8: KAY/BUR and 11/15: CAS/EIS/CIS)
November 2020 December 2020 January 2021
su[mo [ Tulwe[h] Fr [sa su Mo | Tu|we|Th| Fr|sa su[Mo [ Tu[we[Th | Fr[sa su Holidays:
1 X | X x| 7 L[ Ix|x x |5 7/4/2020 4th of July Observed
8 | x| X|H 14 6 | x| x| X X | 12 7 9/7/2020 Labor Day
15| x | x| X 2 B x| x]x 19 14 11/11/2020 Veteran's Day
22 P H|H|[?28 20 | x Jg H| H|?% 21 11/26/2020-11/27/2020 Thanksgiving Break
2| x 27 H|H|H|H 28 12/23/2020-1/1/2021  Winter Break
T L 17112021 New Year's Day
1/18/2021 Martin Luther King Jr. Day
April 2021 May 2021 June 2021 2/15/2021 Presidents Day
su sa Su[Mo [ Tu[we[Th | Fr [sa su [Mo [ Tu [we[Th [ Fr [sa su[mo|Tufwe[Th [ Fr[sa 3/29/2021-4/2/2021  Spring Break
6 1 X | X X|5 5/31/2021 Memorial Day
7 13 4 [ x[x 2 [ x [ x[x x| 8 6 | x | x| x x |12
14 20 1 x| x o [ x [ x[x x |15 1B x| x 18| 10 Other:
2 27 B[ x|x 6] x| x|x x |22 20[21|22]24|25]|2 |2 8/10/2020 First Day of School 8/3/2020-8/6/2020 0
28 25| X | X 23| X | X | X X |29 2729 30 6/17/2021 Last Day of School 10/12/2020-10/14/2020 sD
E 2/19/2021 MOY Retreat 1/6/2021-1/8/2021 D
3/12/2021 Success Conference 3/12/2019 D
10/12/2020-10/14/2020 PT Conference 3/24/2021-3/26/2021 D
1/6/2021-1/8/2021  PT Conference
3/24/2021-3/26/2021  PT Conference
x s M| sp Total Inst. Days | Total Work Days
Jul 0 o of o0 0 0
Aug 12 3 o 4 15 19
Sep 17 4 o o0 21 7
oct 12 5 2 3 19 2
Nov 10 3 1|1 14 15
Dec 11 3 1| o0 15 15
Jan 9 3 2 3 14 17
Feb 14 4 o o0 18 18
Mar 12 3 1| 4 16 20
Apr 14 4 2|0 20 20
May 16 4 ol o0 20 20
Jun 9 2 2|0 13 13
Total 136 38 11] 15 185 200
Sample Day at CNCA #2:
"
Time Regular Day K-8 Recess and Lunch
7:15-7:50 Breakfast
8:00 Instruction begins

(morning announcements, morning circle)

9:00-9:15 K-1 Recess

9:18-9:33 2 - 3 Recess

10:10-10:25 4-5% Recess
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Time Regular Day K-8 Recess and Lunch
11:20-11:40 K: Lunch 1: Recess
11:20-12:00 K-1 11:40-12:00 1: Lunch K: Recess
12:05-12:25 2-3: Recess
12:05-12:45 2-3
12:25-12:45 2-3: Lunch
12:30 -12:50 Recess
12:30- 1:10 4-5
12:50 -1:10 Lunch
1:35-1:50 K Structured Play
3:10 Dismissal
Thursday and Minimum Day
Grades K-5
7:15-7:50 Breakfast
8:00 Instruction Begins
9:05-9:20 Kinder Recess
9:20-9:35 1** Recess
9:35-9:50 2" Recess
9:50-10:05 3 Recess
10:05-10:20 4-5 Recess
11:00- 11:20 Kinder- 1 Lunch
12:00-12:20 2-3 Lunch
12:20-12:40 4-5 Lunch
12:45 Dismissal
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1:30-3:30

Staff Professional
Development

Sample Elementary Schedule with Academics on a Regular Day

Kinder 1 2 3 4th 5th
8:00- | Morning Morning Morning Morning Morning Morning
9:00 | Meeting & Meeting & Meeting Meeting Meeting Meeting

Number Interactive Readers Math Designated Designated

Corner/Calen | Read Aloud Workshop Workshop ELD ELD

dar Music/STEM/

PE

9:00- | Shared Word Work Music/STEM/ | Writers Word Work Readers
10:0 | Reading & PE Workshop Readers Workshop
0 Interactive Workshop

Read Aloud
10:0 | Writers Readers Writers Readers Math Writers
0- Workshop Workshop Workshop Workshop Workshop Workshop
11:0 Word Work
0
11:0 | Math Writers Word Work Word Work Social Science/S.S.
0- Workshop Workshop Lunch Music/STEM/ | Studies/Scien
12:0 | Lunch Lunch PE ce
0
12:0 | Designated Designated Math Lunch Lunch Lunch
0- ELD ELD Workshop Shared Music/STEM/ | Math
1:00 Reading PE Workshop
1:00- | Phonics Math Designated Designated Writers Music/STEM/
2:00 | Readers Workshop ELD ELD Workshop PE

Workshop
2:00- | Music/STEM/ | Shared Shared Interactive Shared Word Work
3:00 | PE Reading Reading Read Reading

Phonics Phonics/Scie | Aloud/Scienc
nce e
Average Instructional Minutes Per Week

Math  ELA/History Designated ELD Science
K-5 250 550 130-160 Min 45-60
6-8 276 492 216 216-276
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Sample Middle School Schedule

CNCA #2 offers 50-54 minute periods for core content, such as English Language Arts, Math, Science,
History, and academic electives, such as English Language Development and Math Intervention. Every

Thursday, there is a 45-minute period for advisory, which is a weekly opportunity to emphasize
community building and character education.

Thursdays are a shortened day to provide time for teacher professional development. On these days,
classed end at 12:45. On these days, Math and English Language Arts are prioritized with either History

or Science as well. Minimum days are scheduled before holidays and at the end of the quarter to
provide teachers’ time for grading and end-of-quarter paperwork. Schedules for shortened day and

minimum day are below.

Thursday and Minimum Day Schedule

Grade 6

8:00-9:38

Block 1

(math/science)

9:39-10:12

Block 2

(English Language Arts Part 1)

10:12-10:52

Brunch
10:12-10:37 Lunch

10:37-10:52 Recess

10:54 - 11:59

Block 2

(English Language Arts Part 2)

12:00-12:45

Advisory

12:45

Dismissal

Thursday and Minimum Day Schedule

Grades 7-8

8:00-9:05

P1 (Math)

9:07-10:12

P.2 (English Language
Arts)
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10:14-11:19 |P.3 (Science or History)

11:19 — 11:59 |Brunch

11:19-11:39 8" Lunch/
7™ Recess

11:39-11:59 8™ Recess/
7t Lunch

12:00-12:45 |Advisory

12:45 |Dismissal

A Sample Day at CNCA #2 Middle School:

Grade 6 Regular Day

Time Minutes | Period
st H
8:00-8:55 55 o Reading
Period
nd o, .
8:57-9:51 54 2’ Writing
Period
9:51-10:06 15 Break
10:08- 54 3 History 2 days a week/ PE 2 days
11:02 Period a week
11:04- 4th Math
54 .
11:58 Period
11:58-
30 LUNCH
12:28
th R
12:30-1:224 | 54 > Science
Period
Elective
6t Academic Enrichment or
1:26-2:20 54 . Intervention:
Period
Designated ELD, Math
Intervention, etc
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7th Elective:
2:21-3:15 54 .
Period Music, STEM, Leadership
3:15 Dismissal
Grade 7/8 Regular Day
Time Minutes | Period
8:00-8:55 55 1 Period Math
8:57-9:51 54 2" Period Reading
9:53-10:47 54 3" Period Writing
10:47-
1(1:02 15 Break
1111::051_ 54 4" period History
1122::(;(: 54 5% Period >clence
12:54-1:24 30 LUNCH
1:26-2:20 54 6™ Period PE
Elective: Academic enrichment
2:21-3:15 54 7™ Period | or Intervention (Math, Reading
or Designated ELD)
3:15 Dismissal
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Instructional Days and Minutes Calculator

Number

Number Number Number Number of Instr.

of Instr. of Instr. of Instr. of Instr. Minutes

Number | Minutes |Number of| Minutes [ Number | Minutes Minutes Minutes Total Above/

of Per Early | PerEarly of Per Number Per Total Req'd Per [INumber of | Below

Grades Regular | Regular | Dismissal [ Dismissa |Minimum|Minimum|of[Other]| [Other] | Numberof | State Instr. State

Grades Offered Days Day Days | Day Days Day Days Day Instr. Days Law Minutes Req't.
TKIK Yes 136 372 38 260 11 237 0 0 185 36000 | 63079 | 27079
1 Yes 136 372 38 260 11 237 0 0 185 50400 | 63079 | 12679
2 Yes 136 372 38 260 11 237 0 0 185 50400 | 63079 | 12679
3 Yes 136 372 38 260 11 237 0 0 185 50400 | 63079 | 12679
4 Yes 136 372 38 260 11 237 0 0 185 54000 | 63079 | 9079
5 Yes 136 372 38 260 11 237 0 0 185 54000 | 63079 | 9079
6 Yes 136 372 38 260 11 237 0 0 185 54000 | 63079 | 9079
7 Yes 136 372 38 260 1 237 0 0 185 54000 | 63079 | 9079
8 Yes 136 372 38 260 11 237 0 0 185 54000 | 63079 | 9079
9 No 0 0 0 0 0 0 0 0 0 64800 0 -64800
10 No 0 0 0 0 0 0 0 0 0 64800 0 -64800
11 No 0 0 0 0 0 0 0 0 0 64800 0 -64800
12 No 0 0 0 0 0 0 0 0 0 64800 0 -64800

Professional Development

Staff Recruitment and Selection Process
CNCA #2 seeks a group of professionals committed to our mission—that all students will become
literate, critical thinkers with sensitivity to the world around them and the desire to be agents of social

justice. In addition, the teachers must be able and willing to plan and deliver meaningful, rigorous

instruction as well as to be actively involved in a professional learning community. We seek tenacious
and resourceful instructional leaders, highly skilled and committed teachers, extraordinarily connected
parent and community liaisons and classified staff who personalize their services with absolute
customer service. Each CNCA campus selects its own staff. All candidates undergo a thorough hiring
process led by the school administrators and supported by the Home Support Office. The hiring process

helps to ensure that the candidate and school are well-matched.

CNCA #2 recruits through announcing openings and encouraging candidates at various locations, such
as: Edjoin website, local universities recruitment fairs, LinkedIn, partnerships with LMU, CSUDH, & USC,
Teach For America website, and word of mouth/inter office email.

Teacher Selection Process

1. The selection process includes the following steps: research and establish job qualifications,

announce opening(s), recruit applicant(s), request resume, references, and credentials,
interview candidate(s), candidates present demo lesson to a class, check references, select top

candidate.

Medical clearance - proof of TB testing
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3. Fingerprinting - applicant submits prints through LiveScan which is forwarded to appropriate
agencies for criminal record check prior to employment in a manner consistent with applicable
state law

4. Check for employment eligibility and require annual completion of mandated reporting training
on child abuse to ensure compliance.

Ongoing Professional Development

CNCA #2 is committed to supporting its staff and teachers by providing high-quality professional
development and the opportunity to belong to a powerful adult learning community. CNCA #2 firmly
believes in the power of professional learning communities and actively fosters a results-oriented,
collaborative, professional environment.

Research confirms that, “professional learning communities are indeed the best form of staff
development. In a five-year period where Adlai Stevenson High School made immense achievement
gains, not a single external staff development initiative was launched. Their gains were the result of
internal expertise, shared and refined by groups of teachers (Schmoker, 2006).”

Research also maintains that when teachers learn together in a collaborative culture, dramatic increases
in student achievement are possible. “Creating collaborative culture is the single most important factor
for successful school improvement initiatives and the first order of business for those seeking to
enhance the quality of their schools (Dufour, DuFour, & Eaker, 2008).”

All members of Camino Nuevo Charter Academy #2 receive extensive professional development, from
teachers, to administrators, to support staff. The site Principal is responsible for the development and
delivery of a data-based annual professional development scope and sequence that embeds CNCA’s
core professional development focus areas. In 2019-2020, the organizational-wide focus areas for
professional development are standards-based instruction, intellectual preparation, data-based decision
making, and subgroup performance.

The site Principal works with the leadership team to consider student data, organizational focus areas,
and all available spaces for learning (e.g., Thursday PDs, Tuesday Team Meetings, Data Action Team:s,
Coaching, department meetings, etc.). Together, the leadership team develops a yearlong PD calendar
that is unique to the needs CNCA #2, including professional developments to be delivered internally, to
be delivered by outside experts, and any additional PD opportunities in the form of trainings or
conferences off site. Although the majority of the PD plan is dedicated to standards-based classroom
instruction, mandatory trainings, such as mandated reported training and emergency procedures, are
also incorporated into the plan. The Chief Learning Officer (CLO) in consultation with the Education
Team at the Home Support Office reviews this Professional Development Plan to ensure high levels of
quality and alignment. The CLO and Home Support Office Education Team provide support, guidance,
and oversight in each content area, in school culture practices, in parent involvement practices, business
and compliance administration and in raising student achievement.

The Annual CNCA #2 Professional Development Plan is designed with a processes, similar to the
Understanding By Design process used by teachers, in which measurable targets and expected outcomes
are backwards mapped into a scope and sequence of learning activities and success indicators that are
then sequenced into meaningful units of study. In addition to the overall expected outcomes, each
focus area or unit of study articulates similar expectations with specifically identified success indicators.
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These outcomes and success indicators are strictly monitored by members of the Leadership Team over
the course of the year. The team regularly analyzes data from the identified success indicators in a
manner and space similar to the teacher analysis and response cycles described above, and actionable
next steps are agreed upon and implemented. This accountability and oversite happen regularly in
Leader-Leader coaching meetings and in weekly Leadership team meetings.

Professional Learning Community (PLC)

All of our Professional Development spaces work in tandem to foster a strong Professional Learning
Community (PLC). A PLCis a model grounded in the mindset that the core mission of formal education
is to ensure that students learn—not simply to ensure that they are taught (Dufour, DuFour, & Eaker,
2008). Having a PLC mindset at CNCA #2 means that we all work together to ensure our focus remains
on student learning.

As part of a professional learning community, all staff members at CNCA #2 work together to achieve
their collective purpose of learning for all. Accordingly, structures and spaces are designed to promote a
collaborative culture characterized by systematic processes in which educators work together to analyze
and improve their classroom practice. Educators work in teams, engaging in an ongoing cycle of inquiry
that promotes deep team learning, which in turn leads to higher levels of student achievement.

To facilitate this powerful process, every adult on campus belongs to at least one team that focuses on
student learning. Each team has structured time to meet during the workday and throughout the school
year. Teams focus their efforts on crucial questions related to learning and generate products reflecting
that focus, such as lists of essential outcomes, various kinds of assessment, analyses of student
achievement, and strategies for improving results. Each team develops norms or protocols to clarify
expectations regarding roles, responsibilities, and relationships among team members. Finally, each
team adopts student achievement goals linked with school and district goals.

Focusing on learning as opposed to teaching requires the staff to work collaboratively on matters
related to learning and to hold one another accountable for the kind of results that fuel continual
improvement. When educators do the challenging work necessary to implement these principles, their
collective ability to help all students learn will rise (Dufour, DuFour, & Eaker, 2008).

PLC Structures

CNCA #2 is committed to providing extensive professional development opportunities that are
embedded into the work week. As such, we have designed a variety of consistent spaces and structures
to cultivate a strong PLC environment.

Full day professional development days

There are 15 full day professional development days calendared each year, during which the entire staff
comes together to engage in learning and reflection around the core concepts that promote increased
student learning. One of these days per quarter is allocated for teachers to co-plan curriculum and
develop or refine standards-based pacing plans and benchmark assessments for the upcoming quarter.

Weekly professional development

One of the embedded structures of our PLC is weekly Thursday sessions dedicated to ongoing adult
learning. These sessions are designed to build capacity in core school-wide expectations for teaching
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and learning. These sessions are facilitated through a mix of direct instruction by site leaders, internal
experts, or outside consultants and whole team or small group collaboration. All teachers participate in
these two-hour sessions.

All members of CNCA #2’s adult community are held to the same high expectations for supporting
student learning. Therefore, classified staff, such as teacher’s assistants and instructional aides, receive
professional development to equip them with knowledge and tools necessary to effectively support
teachers, students, and families ensure all our students are achieving. These professional developments
happen each Thursday morning as well. In addition to units aligned to organizational priorities, these
trainings for classified staff include the school-wide behavior support plan, core instructional
frameworks, school safety, and how to work one-on-one with struggling students.

Coaching model

Members of the CNCA #2 Leadership Team are each instructional leaders who are present and actively
involved in teachers’ instructional practice. School leaders strive to harness the collective power of
collaboration by opening their doors and their dialogue to build professional relationships that help all
students meet incredibly ambitious goals.

The overarching role of the coach is to facilitate capacity building in the implementation of effective
instructional practices centered around the Danielson Framework for teaching coupled with school and
organizational priorities to systematically and efficiently yield improved student learning and
performance. The coachee’s role is to be a learner who is continually engaged in their curriculum and
the study of teaching. When both coachee and coach fulfill their roles, they engage in an ongoing,
reflective conversation about student outcomes and how those outcomes are linked to what happens in
the classroom, and those conversations translate into engaged and prepared students.

Each teacher is assigned an instructional coach, who set up weekly, data-centered coaching sessions to
develop individual teacher’s practice. Each weekly instructional coaching begins with analysis of student
data, learning and coaching around trends that emerge, and agreements for next steps. Once the
coaching relationship has been established, the coachee and/or the coach may opt to increase the
frequency of coaching; for example, a novice teacher may want to have additional individual support in
the first semester. Similarly, each leader and classified team member is also assigned a coach so that all
adults on campus can consistently engage in this powerful practice to work collectively towards
increased student outcomes.

Grade level Critical Friends Groups (CFGs)

Critical Friends Groups (CFGs) are another structure to support the Professional Learning Community.
Each year, CNCA #2 establishes grade-level CFG communities consisting of teachers, members of the
leadership team, and other support staff who commit to improving their professional development days
to convene.

Critical Friends Groups begin by coinvestigating data from a success indicator identified in the PD plan
and then the group engages in specific protocols and activities developed by the National School Reform
Faculty (NSRF) to promote best practices for teaching and learning. To establish Critical Friends Group
each year, teachers receive development on how to create an environment of trust, how to give and
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receive feedback most effectively, and how to use the NSRF protocols and activities to help students —
and teachers — create a culture of excellence.

Department PLC teams

Research from Richard DuFour underscores the importance of proving time for teachers to collaborate,
plan together, analyze data, and share best practices (Dufour, DuFour, & Eaker, 2008). Therefore, time
is allocated for content area departments work together to deepen their pedagogical knowledge and
their facility within the core instructional frameworks. Honing the content-specific skills that will best
translate into improved student success is the primary function of these collaborations. These agenda
for this weekly collaboration time are cocreated around needs illuminated in recent student data, such
as that from Data Action Teams or weekly assessments.

Classroom Walk-Throughs (CWT)

The UCLA School Management Program developed this process to provide teachers and leaders with the
opportunity to observe and have conversations about what is happening in classrooms, so teachers can
make change in the classroom and increase student achievement. CNCA #2 conducts CWTs monthly to
collect data to analyze school-wide instructional trends around critical questions developed in
collaboration by teachers and administrators. The resulting data and analysis is used to develop
commitments that are used to adjust our instructional program and practices to achieve stronger
results.

Team Business Meetings

Twice per month our school-wide team comes together after school for Team Meetings. In addition to
celebrating staff, student, and family achievements, these meetings are also a space for the Team to
discuss business or operational needs necessary to promote increased student achievement. Mandated
trainings, such as those for Bloodborne Pathogens and emergency procedures, most often occur in this
space rather than in the other spaces of the PLC.

Professional development for school leaders

The Home Support Office of Camino Nuevo Charter Academy also offers extensive professional
development to school leaders. School leaders come together for a monthly meeting with leaders
across the CNCA network to share best practices, engage in case studies, and develop collaborative
action plans for key growth areas. In addition, “role-alike” members of the leadership teams from
across the organization come together once a month to engage in refining their craft specific to their
role.

CNCA Instructional Teacher-Leader Cadre

Each year, an Instructional Leader Cadre consisting of CNCA teachers from across all CNCA sites is
established. Teachers who have been selected for this group receive development in adult learning and
facilitation and support the overall growth of their peers in grade-level and content specific professional
development. These positions are a stipended position, meaning teachers remain full time teachers in
their classrooms, but receive a stipend for the year for the work they are engaged in.
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Teacher orientation and induction

Teachers new to CNCA participate in a mandatory new teacher orientation in August before all teachers
return for school-wide professional development. During the orientation, new teachers learn the
essentials of our academic program and operational procedures of the school. Specifically, curricular
resources are shared and norms for instructional planning and assessment are communicated. New
teachers also have the opportunity to understand the school’s partnership with parents, professional
expectations, and safety procedures. Teachers who are in their first and second year of BTSA are
supported by an advisor on-site.

Following New Teacher Orientation, both new and existing come together for four or five days before
school begins to revisit the school’s vision and recommit to the staff norms. It is also an opportunity for
the staff to analyze student achievement data, discuss the current year initiatives, and better
understand the scope and sequence of professional development throughout the remainder of the year.
Current year initiatives include planning for the Common Core Standards, new assessments aligned to
Smarter Balanced, and best practices that teachers can utilize throughout the year to strengthen their
own teaching, as well as the instructional program.

Meeting the Needs of All Students

English Learners

According to the U.S. Census Bureau, 21.6% of the nation’s population age 5 and older speaks a
language other than English at home (United Statess Census Bureau, 2017). According to the California
Department of Education (2019), there were approximately 1.196 million English Language Learners in
California public schools in 2018-2019, constituting 19% of the total enrollment. 2.59 million students
speak a language other than English in their home, which represents nearly 42% of the state’s public-
school enrollment. In the past two decades, the number of English Learners in public schools has
increased, and the need to serve students working to acquire standard English is one that permeates Los
Angeles, California, and the nation at large. At CNCA #2, 44% of the students served are classified as
English Learners, and an additional 36% were once classified as an English Learner. Together, this totals
over 80% of the school community.

In 1972, the Supreme Court of the United States put forth that “...there is no equality of treatment
merely by providing students with the same facilities, textbooks, teachers, and curriculum; for students
who do not understand English are effectively foreclosed from any meaningful education (Lau v. Nichols,
1974).” While providing equity and access has historically been a challenge within the context of public
schooling, that challenge was particularly illuminated with the passage of No Child Left Behind (NCLB)
and initiation of the Local Control Funding Formula, which positioned its beam on underperforming
subgroups—specifically English Learners and Students with Disabilities. At CNCA #2, we know that it is
our moral and legal responsibility to provide English Learners with access to an equal education.

Process for Identifying English Learners

The process for identifying and serving English Language Learners is multifaceted. When a student
enrolls at CNCA #2, we first determine if he or she is new to a California public school. If the student is
new to a California public school, our Registrar, under the direction of the School Operations Manager,
enters the responses from the student’s Home Language Survey (HLS) into a spreadsheet. If the families
indicate on the HLS that the language spoken at home, the language first learned by the child, and or the
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language the child most frequently uses at home is a language other than English, the initial ELPAC is
administered to the student. Within 10 days of enrollment, the Registrar updates PowerSchool with the
students’ primary language and ELA status as “TBD,” and he or she sends home the Initial ELPAC Parent
and Guardian Notification Letter. Within 30 days of enrollment, a site leader oversees the
administration and scoring of the initial ELPAC assessment. The Registrar updates PowerSchool with the
new ELA status and ELA Status Start Dates within 30 days of enrollment. The school leader assigned to
be over Title Il ensures families receive the Title Il letter for initial identification of English Learners
within 30 days of enrollment.

If the student has previously attended a California public school, the Registrar contacts our Home
Support Office’s Knowledge Management Team to confirm the student number, last name, first name,
and date of birth. A member of the Knowledge Management Team identifies for the Registrar the
student’s ELA status(es) from CALPADS. The Registrar obtains the student’s cumulative record and
verifies that the CALPADS status matches what is indicated in the cumulative record. If the statuses
match, the Registrar updates PowerSchool with the ELA status and ELA status Start Dates. If the
cumulative record does not match the information from CALPADS, the Registrar updates PowerSchool
to align with the information in the cumulative record and updates the site’s Title Il leader, who
communicates the change with the student and family.

Language Acquisition Programming

CNCA #2 implements a series of articulated practices and procedures to ensure that all English Learners
are provided with the appropriate programing to ensure English language acquisition. A key element of
this programming is the school’s dual language program which is currently implemented in grades TK-5
and will be implemented in grades 6-8 beginning in school year 2020-2021. As described in detail in
previous sections, this education model is designed to build academic fluency in both English and
Spanish. Each year, CNCA #2 will hold workshops for prospective parents to inform families of the
benefits of the dual language model for English Learners. Upon enrollment all families are provided with
a description of the school’s language acquisition models which allows them to choose the best model
for their child.

Additionally, regardless of enrollment in the school’s dual language program, CNCA #2 systematically
ensures that all English Learners are placed in appropriate homogeneous classes for Designated ELD and
that student safety guidelines are adhered to. First, the school leader in charge of Title Il oversees the
creation of the Designated ELD rosters. In collaboration with teachers (where appropriate), students are
grouped based on their current ELD level into homogenous ELD classes. The Title Il leader oversees the
collection of data for our Designated ELD program, ensuring all teachers have uploaded unit assessment
data by the deadlines outlined in the CNCA Assessment Schedule. When teachers have collected
sufficient data to support movement of students between Designated ELD levels, the school leader
oversees any roster shifts necessary to ensure that homogenous grouping is maintained. All ELD rosters
are updated in PowerSchool to ensure that teachers can access student achievement data for their ELD
students via Schoolzilla and llluminate. The administrator is responsible for updating PowerSchool to
reflect changes to Systematic ELD class rosters.
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Instructional Model for English Learners

As discussed at length in the Curriculum and Instruction component of this petition, it is our goal that
our students who are English Language Learners develop oral, written, and reading language proficiency
in order to have access to high-quality educational opportunities. Students with an English Learner
designation receive daily, dedicated ELD instruction provided by fully credentialed teachers. Systematic
ELD teachers receive extensive professional development in the stages of language acquisition, the
Systematic ELD curriculum, and structures to practice language to ensure quality implementation of the
instructional model articulated previously.

In addition to daily Designated ELD, all students receive Integrated English Language Development
supports in all of their content classes in order to ensure they have meaningful access to the full
curriculum. A detailed overview of the instructional model for Integrated ELD is given in the Curriculum
and Instruction component of this petition.

Beginning English Learners

Students who have recently arrived in the country or who otherwise are just beginning to acquire
English receive additional support to ensure access to core curriculum. In TK/ K-5 classrooms, in
addition to Designated and Integrated English Language Development, CNCA #2 works to shift staff,
scheduled as needed, to support students who need additional support. This is supported by the
research of Thomas and Collier (2010) who note that extended instruction in the home language
positively correlates to improved language and academic abilities in English.

All students in grades 6-8 with an early emerging ELD level receive an additional language support class
in addition to their Dedicated ELD class and Integrated ELD strategies in core classes. This additional
intervention employs the use of accelerated language programs such as Rosetta Stone as well as
targeted literacy interventions such as phonics instruction. The coupled language and literacy
interventions support students in bridging the gap between their burgeoning English acquisition and the
grade level demands of content classes.

Long-Term English Learners

Students who have been enrolled in American schools for more than six years and have not yet
demonstrated proficiency in English are classified as Long-term English learners (LTELs). Research
published by the California Dropout Research Project at the University of California Santa Barbara (2013)
shows that English learners who go on to become LTELs are at a greater risk for dropping out of school.
The research further showed that LTELs who do complete high school often lack access to academically
rigorous courses while being in school. These barriers decrease the likelihood of LTELs enrolling and
completing college (United States Department of Education, 2018).

In addition to the structures and strategies provided for all English learners, additional supports are put
into place for students with an LTEL designation. Students are empowered to understand the
reclassification criteria and track their own progress in each area. In addition to targeted ELD classes
and core content, LTELs at Eisner may be supported with Rosetta Stone, an online language practice
program, or Achieve 3000, an online differentiated literacy program depending on the student’s
particular area of need as illuminated by data.

122



Students Who Have Reclassified

Title Il and the Every Student Succeeds Act (ESSA) require schools to track the progress of students who
have reclassified for the first four years following reclassification and provide academic intervention if
necessary. This process is described below.

Monitoring Process

Each quarter, members of the site Leadership Team meet with members of the Home Support Office’s
Learning Group for a comprehensive review of current student data. One component of this structure
focuses on a comprehensive review of all students in the EL and RFEP subgroups. In this component, the
team first reviews together the progress of all students with an EL designation across multiple years
towards each element of the reclassification. One of these elements is ELPAC results, which are analyzed
through the lenses of overall performance levels and domain scores. The team identifies areas of
strength and need within these results, identifying students who need additional support and overall
domains to prioritize in instruction. Then, in a similar process, data for students who have reclassified is
reviewed.

To begin this cyclical process, Members of the Knowledge Management team identify students at risk
using criteria specific to their situation. For example, students who have reclassified are flagged if they
are failing one or more core classes and who meet the criteria for being “at risk” in reading based on
ongoing formative assessment data. LTELs are also flagged in this process as well as students who have
not advanced an ELD level after a year of instruction and may be at risk for acquiring LTEL status. The
Education Team facilitates an analysis of these data with site leaders, and intervention plans are
developed for individuals or cohorts of students. At the subsequent quarterly meeting, the site
administrator who is over the site EL program submits evidence of interventions and outcomes for
students in this category, and the cycle then repeats.

Program Evaluation

Each year, CNCA #2 sets ambitious, measurable goals for our English Learners as part of our Local
Control Accountability Plan and school dashboard. These goals are used to drive the instructional
program for English learners, and progress towards these goals is reviewed constantly in a variety of
venues (e.g., the Leadership Team meeting agendas are grounded in these goals, a Professional
development series on Integrated Language Development will be tailored based on current data on
progress towards these goals, a family workshop may be offered in response to these data, etc.). When
formative and summative data do not demonstrate that our students are on track to meet the goals, a
comprehensive analysis is conducted. This analysis includes a deep dive into EL performance on ELPAC
SBAC, as well as EL performance on interim assessments for math and language arts. Results are
analyzed on a school-wide, grade-level, and individual teacher level. Next steps are then identified,
including but not limited to extra coaching for individual teachers or grade levels, whole school or grade
level foci for professional development sessions, and Tier 1 and Tier 2 intervention support for ELs who
are not making adequate progress.
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Reclassification Criteria

The chart below describing the criteria for reclassification used at CNCA #2 is based on the California
Department of Education’s Academic Criterion for Reclassification from August 2014 as well as the
California Department of Education’s Updated Letter to Local Education Agencies Regarding
Reclassification Guidance for 2018-2019, dated January 2019. Students must meet all of the listed
criteria in order to reclassify. Reclassification criteria is detailed further in the “Serving English Learners”

section of the petition.

Grades 1-2

Grades 3-8

Summative ELPAC Score

Overall performance level of 4

Summative ELPAC Score

Overall performance level of 4

English Reading Level

Reads on grade-level on the TCRWP/F&P, as per the
assessments’ scoring guide.

English Reading Level

Reading within 1.5 years of grade level on the
TCRWP/F&P, as per the assessments’ scoring
guide OR

Lexile level falls within the “approaching college
and career readiness” band or better

English Writing Score

On-demand writing sample indicates that English
writing meets standards (e.g., a score of a 3+ on a 4-
point CNCA rubric)

English Writing Score

On-demand writing sample indicates that English
writing approaches standards (e.g., a score of a 2+
on a 4-point CNCA rubric). SBAC Writing Domain
score of “Near” may be used for this criterion.

Teacher Evaluation

ELA progress report grades of 3 or better in all
domains as applicable (reading, writing, listening, and
speaking)

Teacher Evaluation

ELA progress report grade of 2 or better in all
domains as applicable (reading, writing, listening,
and speaking), or C- or better.

Parent Opinion

Once relevant data have been shared with the parent
or guardian with educational rights, that family
member must indicate their approval on the RFEP
letter.

Parent Opinion

Once relevant data have been shared with the
parent or guardian with educational rights, that
family member must indicate their approval on
the RFEP letter.
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In addition, we implement alternate criteria for Long-Term English Learners with disabilities. The IEP
team may consider this criteria in order to determine readiness for reclassification if the student?:

e Has been enrolled in U.S. schools for a minimum of five (5) years
e s atleast in Grade 6 and attends school regularly

e Has an active IEP and is eligible for special education services at the time this reclassification
process is enacted

In the right-hand column of the table below, alternate criteria are delineated. Each alternate criterion
may be used if the primary criterion on the left-hand side of the table has not been met.
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CNCA RFEP Criteria

Grades 6-8

Alternate RFEP Criteria for SWDs who are LTELs

Grades 6-8

Summative ELPAC Score

Overall performance level of 4.

Score on Assessment of Basic Skills

Sufficient level of English language proficiency when
compared to native English speaking peers with
similar disabilities, as measured by movement to an
Early Advanced ELD level based on Systematic ELD
unit assessment performance

English Reading Level

Reading level in English within 1.5 years of the grade
level benchmark, inclusive

Or

Lexile level falls within the “approaching college and
career readiness” band or better

Score on Assessment of Basic Skills

Sufficient mastery of basic skills, as compared to
native speakers of English with similar disabilities, as
measured by the Woodcock-Johnson Tests of
Achievement.

English Writing Score

On-demand writing sample indicates that English
writing approaches standards (e.g., a score of a2 on a
4-point CNCA rubric). SBA Writing Domain score may
be used.

Score on Assessment of Basic Skills

Sufficient mastery of basic skills, as compared to
native speakers of English with similar disabilities, as
measured by the Woodcock-Johnson Tests of
Achievement.

Teacher Opinion

ELA progress report grade(s) of 2 or better in all
domains as applicable (reading, writing, listening, and
speaking), or C- or better.

Teacher Opinion

Student’s level of mastery of grade-level literacy
content for all domains (reading, writing, listening,
and speaking) demonstrates parity with native
speakers of English with similar disabilities (based on a
combination of literacy grades and progress toward
IEP goals)

Parent Opinion

Teacher and/or administrative designee must obtain
parent signature on the RFEP letter, indicating
approval, once relevant data have been shared

Parent Opinion

Teacher and/or administrative designee must obtain
parent signature on the RFEP letter, indicating
approval, once relevant data have been shared.

If any of the above alternate criteria have been
utilized to determine readiness for reclassification,
parent approval must be obtained via an IEP team
meeting.
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Gifted and Talented (GATE) Students and Students Achieving Above Grade Level

CNCA #2 believes in an inclusive school setting, and therefore does not identify students for gifted- only
classes. High achieving students are identified by scoring in the standard exceeded range on standards-
based interim assessments, reading at least one or more years above grade level on the TCRWP, EDL,
and/or LevelSet reading assessment, and achieving mastery in all core courses with a score of 4 or an A
on their report card. These students are provided with targeted classroom instruction and enrichment
opportunities intended to meet their specific learning needs.

In order to ensure high performing students are provided enrichment, teachers consistently analyze
student data and performance to inform their instructional focus and promote appropriate
opportunities for individualization. They use this information to create learning activities that target the
needs of all students, scaffolding appropriately for students who may learn more slowly and enriching
the lesson with additional learning activities for gifted and talented students. According to research
conducted by Daniel and Cox (1988), the accelerated pace at which gifted and talented students learn
information requires flexible pacing strategies, such as skill grouping, curricular compacting, contracting,
and credit by examination. Some of the ways we accelerate pace at CNCA #2 include (a) using different
text levels in independent reading and guided reading instruction, (b) homogeneous grouping for
challenge projects, (c) assigning challenge problems for early finishers, (d) vertical enrichment projects
aligned to academic learning, and (e) activities to hone thinking, reasoning, communication and self-
regulation skills.

All students, including students who are Gifted and Talented, are monitored as part of the quarterly
comprehensive data review conducted in partnership between the school leadership team (principal
and assistant principals) Home Support Office Education team (i.e., Chief Learning Officer, Learning
Group Vice Presidents, and Content Team Directors). If families would like more information about how
we serve high-achieving students, such as those who might be identified as GATE, they contact the
school principal.

Students Achieving Below Grade Level

Camino Nuevo Charter Academy #2 has developed a robust, three-tiered, data-driven intervention
program to support students who may be struggling. Our intervention model is comprehensive, multi-
tiered, and standards-aligned, and based on the concept of Response to Instruction and Intervention
(RtI?). Rtl?is the research-based practice that aligns instructional methodologies and interventions to
the needs of students. Our model aims to provide quality instruction and intervention and to use
student learning and the response to that instruction to make instructional and other important
educational decisions (Batsche, et al., 2005).

Many articles provide descriptions of Rtl> models in their entirety and data to support their effectiveness
(e.g., (Marston, Muyskens, Lau, & Canter, 2003; McNamara & Hollinger, 2003). A recent meta-analysis
of RtI? research found large effects for both systemic (e.g., reductions in special education referrals) and
student outcomes (e.g., increased increase reading scores) (Burns, Appleton, & Stehouwer, 2005).

The first line of defense to ensuring all students success is providing high-quality first instruction (Tier /)
that is Universally Designed for learning. Tier | instruction is designed with systematic checkpoints for
formative assessment to ensure students who are struggling are identified early and appropriate
courses of action can be put into place. The goal of Tier | instruction is to be effective for at least 80% of
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students without further intervention, and developing this effectiveness is supported through our
Professional Learning Community described elsewhere in this petition.

When formative data indicate that Tier | instruction is not proving effective for a student, the student’s
teacher initiates Student Centered Coaching with his or her coach. This model of coaching begins with
current student data identifying strengths and areas of concern, and a reflection on teacher practice.
Based on this work, the teacher works with his or her coach to formulate an informal improvement plan
for the student. These plans are time bound and include systematic effectiveness checkpoints
(formative assessments) along the way. For the duration of the plan, the teacher and coach monitor the
student’s progress together and adjust course as suggested by ongoing formative data.

When there are cohorts of students for whom universal Tier | instruction is not proving effective or
when a student is not demonstrating expected improvements after the implementation of a student-
centered action plan, a Tier Il instructional plan is developed and put into place (Jimerson, Burns, &
VanDerHeyden, 2007). Tier Il instruction happen during the class period and might include strategies
such as pulling strategic groups of students for supplementary small group instruction, strategically
designed stations, and targeted conferring during the Workshop model. As with improvement plans
from Student Centered Coaching, these Tier Il instructional plans systematically identify specific,
formative checkpoints along the way, and the teacher and coach use these data points to monitor
progress along the way. The expectation of Tier Il instruction coupled with universal Tier | instruction is
that together, they effectively meet the needs of 95-97% of the class (Burns & Gibbons, 2008). The
Professional Learning Community supports teachers hone their facility with this level of differentiated
instruction.

Tier lll interventions become necessary for approximately 3-5% of the students (Burns & Gibbons, 2008).
This more intensive support tier focuses on specific foundational skills and standards with which
students continue to struggle after receiving Tier | and Tier Il. Tier lll intervention generally occurs
outside the core classroom in a smaller group setting led by either our core teachers or intervention
specialists.

Tier lll intervention is provided during the school day for students identified for support in literacy,
English Language Development, and/or basic mathematics. All students, regardless of subgroup, are
eligible for this support. Performance data is used to identify the root of students’ gaps or
misunderstandings and drive targeted differentiation. Research-based intervention curriculum, such as
Leveled Literacy Intervention by Fountas and Pinnell, is used in the Tier lll program to support positive
student outcomes. Student groupings and class offerings are dynamic and responsive to ensure optimal
levels of support across all three tiers of the program.

When a student exhibits academic, emotional, and/or behavioral concerns that have not shown
improvement with attempted interventions as described above, that student is referred to our
Coordination of Services Team (COST), which identifies and manages appropriate courses of action to
yield student success. The COST, led by the Assistant Principal of Student Supports, consists of school
counselors, Family Services Coordinator, resource specialists, referring teachers, and others relevant
staff members. Based on a shared responsibility, the COST meets to explore collaboratively possibilities
and strategies that will best meet a student’s academic, behavioral, and/or social-emotional needs. The
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COST then delegates cases to appropriate parties and oversees the implementation of agreed upon next
steps.

Next steps from the COST are determined and tailored to meet the unique needs of each case. The
potential next steps are limitless, but they might include distinct in-class interventions, referral for
mental health services, or referral to a Student Support and Progress Team (SSPTs). SSPTs usually
consist of teachers, a member of the Instructional Leadership Team, the student, family members, and
other relevant support personnel from the school. The SSPT identifies a student’s strengths and areas of
need, and the team then collectively develops a more formal plan of interventions for improvement
targeting the prioritized need. The intervention plan is implemented for an agreed upon period, and
then the team reconvenes to review progress.

Socioeconomically Disadvantaged/Low Income Students

Given that 94% of CNCA #2’s student population qualifies for free and reduced lunch, many of the same
universal interventions and strategies used for English Learners are employed school-wide. In addition
to our student-centered, data-driven, and wellness-focused approach to educating the whole child,
particular frameworks are specifically targeted to support socio-economically disadvantaged students
and families.

A core component of CNCA’s Continuum of Care, discussed in detail in a previous section, is our wrap-
around services for families who require medical or mental treatment. Our comprehensive care culture
aims to provide effective and accessible health services to our students and families, and to increase the
potential of students to achieve personal and academic goals through better health. Through multiple
community partnerships, CNCA #2 is able to provide a wealth of wellness resources to our students and
families, including free medical attention for students including vaccinations, eyeglasses, and
medications. Additionally, through a partnership with the Los Angeles Child Development Center, each
campus employs a full-time mental health counselor who oversee a team of interns that provide
counseling services to eligible students. Approximately 25% of students are served in on-site counseling
free of charge. Additional mental health services are provided to students and families via outside
partnerships.

In order to ensure that our programs are meeting the needs of low income students, members of the
school leadership team (e.g., principal, assistant principals) meets with the Home Support Office team
(e.g., Chief Learning Office, Learning Group Vice Presidents, Content Team and Family Support Team
Directors) to analyze formative and summative data and determine next steps. This process, described
above as related to monitoring progress for English Learners, entails a detailed analysis of subgroup data
on assessments, as well as subgroup responses to student and family survey data. One of these
subgroups is socioeconomically disadvantaged. Once the team understands strengths and needs among
this subgroup (as a school and within grade levels), next steps are identified, including but not limited to
extra coaching for individual teachers or grade levels, whole school or grade level foci for professional
development sessions, and Tier 1 and Tier 2 intervention support for Els.

Students with Disabilities
The DRL contains all provisions necessary to address matters related to students with disabilities and
special education.
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Students in Other Subgroups

In the area that CNCA #2 serves—and in fact, in the entire Los Angeles area—an alarming number of
children and youth live in extreme poverty, with struggling and isolated families, and in neighborhoods
where entrenched violence threatens the safety and well-being of all residents. As a result, many of our
children and youth end up in the county’s child welfare, health, mental health, human services, and
juvenile justice systems. At times, students and families who are experiencing hardships associated with
foster care, homelessness and/or juvenile court proceedings enroll at CNCA #2, we take seriously our
responsibility to ensure the identification, enrollment, attendance, and removal of barriers to academic
success for these and all students.

Many of these vulnerable youth have a significant history of adverse childhood experiences, including
exposure to trauma, school and home instability, poor school attendance. Consequently, many of these
youth present emotional, social, and behavioral challenges. Many times, alarmingly low academic
achievement, mental health and/or substance abuse issues, negative peer networks, and lack of
appropriate parental supervision put these students at extremely high risk for school failure and
dropout. These students are often in need of intensive academic intervention, social-emotional
support, credit recovery programs, and dropout prevention services. Historically, these students have
been denied enrollment and turned away from schools, further compounding their academic struggles
and isolating them from educational opportunities that must be afforded to all students. In efforts to
address some of the barriers to academic success for these students, programs, and support services
have been developed to support them so all of our students are on track to be college and career ready.

Homeless youth, unaccompanied youth, and foster youth

The McKinney-Vento Homeless Assistance Act of 1987 (42 U.S.C. § 11301 et seq.) is a federal law that
requires schools to ensure each child of a homeless individual and each homeless youth has equal
access to the same free, appropriate public education as provided to other children and youths.

The McKinney-Vento Homeless Assistance Act defines homeless as “individuals who lack a fixed, regular,
and adequate nighttime residence.” This definition is inclusive of unaccompanied youth—youth who are
not in the physical custody of a parent, guardian, or caregiver due to being abandoned, to running away,
to being pushed out, or to migration.

Foster youth is defined as a child who has been removed from his or her home due to an open Child
Welfare or Juvenile court case. Students involved in the juvenile justice system are considered “foster
youth” for educational purposes (Cal. Education Code 2 §51225.2, 1976).

CNCA #2 ensures homeless youth, unaccompanied minors, and foster youth who enroll at our school are
provided the support necessary to thrive at CNCA #2. Once identified, CNCA #2 works to connect the
student and/or their families with resources for their needs, such as clothing, transportation access, and
identified services.

Homeless youth, unaccompanied youth, and foster youth are provided services comparable to those
received by other students in the school, and those education programs which students meet eligibility
criteria, such as (a) services provided under Title | or similar state and local programs; (b) programs for
students with disabilities; (c) programs for students with limited English proficiency; (d) gifted and
talented programs; and (e) school nutrition program. CNCA #2 will provide homeless youth,
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unaccompanied youth, and foster youth with access to education and other services necessary for these
students to meet the same challenging academic standards as other students.

Students are identified as being homeless, unaccompanied, and/or in foster care through either the
enrollment application on which the family has self-identified and reported their status; notification by a
legal or social services entity, such as a court of the Department of Children and Family Services; or
school personnel recommendation. If space is available, students identified as homeless youth,
unaccompanied youth, and/or foster youth are enrolled immediately at the time the student or family is
present in the school office. The family is never asked to return on another day or at another time.
Once enrolled, students with these eligibilities attend classes and participate in all school activities
regardless of the availability of school records, immunization records, or school uniforms in compliance
with all state and local laws. CNCA refers the family to free medical resources where they can get any
necessary vaccines free of charge.

Unaccompanied homeless youth have a right to enroll in school without a parent, guardian, or caregiver.
In situations where a student meets the criteria for homeless unaccompanied youth and the school has
determined the child is mature enough to consent to disclosure of pupil record information, the student
may authorize disclosure in accordance with the Family Educational Rights and Privacy Act (FERPA). If
the student becomes permanently housed during the academic year, we welcome the student to stay
with us for the remainder of that academic year.

Homeless youth, unaccompanied youth, and foster youth are provided equal access to enroll in any
educational program for which eligibility requirements are met. Homeless youth, unaccompanied
youth, and foster youth have access to necessary educational and support services that will afford them
the opportunity to meet the same challenging State academic student achievement standards as all
students. Students will be provided with services and programs comparable to the ones offered to
other students in the Camino Nuevo Charter Academy schools.

In addition, all students who meet the federal definition of homelessness are automatically eligible for
the USDA free nutrition program and are not required to submit a meal application.

CNCA #2 ensures that transportation is provided, at the request of the parent, guardian, or homeless
youth, to and from the school. Homeless youth, unaccompanied youth, and foster youth who reside
outside our residence boundaries are provided with tokens or a pass from the local public transit agency
unless the commute would be greater than ninety minutes each way. Because students under 12 years
of age cannot ride on public transit alone, guardians or parents of transportation eligible students under
12 years of age are provided with transportation services until the student turns 12.

CNCA #2 has a designated School Site Homeless and Foster Youth Liaison. This liaison has many
responsibilities, including (a) ensuring notification of the educational rights of homeless,
unaccompanied, and foster students is disseminated where children and youth receive services; (b)
ensuring that homeless, unaccompanied, and foster student information is updated throughout the
year; (c) ensure homeless, unaccompanied, and foster students have access to any supplemental
instructional and support services; (d) advocating and support as needed to ensure that homeless,
unaccompanied, and foster students are placed in the appropriate classroom to facilitate academic
growth and success; (e) assisting homeless, unaccompanied, and foster youth with referrals to school
based educational programs and/or support services as well as community resources, including referrals
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to health, mental health, dental and other appropriate centers; and (f) ensuring that families are
informed of educational and related opportunities available to their children are provided with
meaningful opportunities to participate in the education of their children.

“A Typical Day”

When visiting the Kayne Siart Campus, a typical day begins at 7:30 with breakfast in the cafeteria.
Around 7:50, the first bell rings and students line up on the soccer field by classrooms. At 8:00, students
are in classrooms ready to listen to school wide morning announcements. For TK-5™ grade students, the
day then proceeds to a check in of some sort usually called a Morning Meeting, which is an opportunity
for classroom culture building, social-emotional support, and rapport building activities. Following
Morning Meeting, most grades teach English Language Development classes (where students switch
classes) or an English Language Arts class such as Reading or Writing Workshop. K-5 teachers create
their own daily schedule that includes some combination of Readers Workshop, Writers Workshop,
Math Workshop, Social Studies, Science, Word Work, Read Aloud, Shared Reading, Interactive Writing,
and electives. At different times throughout the day and week, students will receive 1 physical
education class, 2-4 music classes and at least 1 STEM class.

In grades 6-8'", students will begin following their individual schedules directly after the morning
announcements ensuring they have a math, science, history, reading and writing class. Students in
middle school are assigned to a cohort and the cohort travels together to each class. In the afternoon
after lunch, students have 1-2 electives where they have access to classes such as music, STEM,
leadership, ELD and math intervention.

Beyond unique schedules, observers will notice a distinct difference in the academic and social culture
of Camino Nuevo Charter Academy #2. In classrooms, students access complex texts across all content
areas and using evidence to justify conclusions. Students and teachers engage in text-based discussions
and exploring concepts in math. One might observe students receiving small group instruction with a
teacher or teacher assistant responding to observations in student performance data. Additionally, our
Dynamic Blended Inclusion model would be observed as Resource Service providers push into general
education classrooms to support students both with and without IEPs. Laptops and other instructional
technology can often be observed to reinforce instruction and provide intervention. Finally, students
would be using powerful, academic vocabulary to describe their learning.

Outside of classrooms, a visitor will see students engaged in extracurricular activities or socializing with
both peers and teachers. Teachers make a special effort to get to know their students on a personal
level, including eating lunch together and playing outdoor games as a class. Parents would also be
observed on campus, engaging in a workshop or volunteering in classrooms. Visitors could expect to
interact with students who speak to them in respectful language, and discuss with facility, their school
and community. Ultimately, visitors would observe an energetic, positive, joyful school community
where teachers and students engage together in both academic and extra-curricular worlds to help
students thrive.
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