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Abstract 

Following a massive wave of school closures during the COVID-19 pandemic, educators found 

the need to be hyper-critical of how they spend their instructional time with students. Almost all 

students are expected to return nearly a full grade-level behind and would likely have to learn to 

navigate a completely new school environment. As a result, many educators were overwhelmed 

to cover unprecedented amounts of instructional content in less time. High-intensity tutoring 

programs have been known to have the potential to help struggling students advance their skills 

and gain up to three additional months of learning within a few sessions.  The belief in 

Darlington County School District is to provide more time using the same effective instructional 

practices. 

Darlington County provided tutoring services and additional instruction after school in a 

program that is called The Academic Enhancement Program (AEP).  Instruction was continued 

from the regular school day with the use of a common (districtwide) curriculum that is standards-

aligned and supported with district-approved and provided materials.  

Time has been identified as a key factor in losing instructional grounds or gaining it. 

Because of this important fact, instructional structures are provided systemically with the 

intention of saving teachers time from having to create lessons and find resources, along with 

providing students equitable learning opportunities.  We observed through the data that all 

students in the district (grades 3 - 8) had some growth. 

Keywords: learning loss, acceleration, tutoring, additional instructional time, equity, 

common curriculum, progress monitoring, personalized learning 
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Don't Waste Our Time: Key Transformative Structures for Fast Track Learning 

Chapter One:  Introduction to the Study 

Research Problem 

Beginning in March 2020, the world experienced the Coronavirus Pandemic, which not 

only affected the health of individuals globally but also left a long-lasting effect on schools and 

student learning.  “COVID slide” is a term used to describe a pattern of learning loss that 

students have experienced, typically during summer months when schools are closed.  But now, 

there is a greater and more significant gap in learning loss due to extended school closures 

worldwide (Kuhfeld et al., 2020).  Over time, it has become more evident that the Coronavirus 

Pandemic profoundly impacted K-12 education, particularly for impoverished students. 

The longer students could not attend school, the more notable factors were brought to the 

forefront that demonstrated the inequitable distribution of resources. Poor students lacked access 

to technology and reliable internet, making it difficult to participate in remote learning (PACE - 

COVID-19 and the Educational Equity Crisis, n.d.). Without these resources, students were at a 

significant disadvantage compared to their more affluent peers with access to the necessary 

technology and internet connectivity. As a result, many students in poverty were unable to 

engage fully in remote learning, and as a consequence, their academic progress was hindered 

because “new learning” opportunities became almost impossible. 

Students who experience poverty are more likely to face challenges in their home 

environment that can negatively impact their ability to learn, including unstable living 

conditions, food insecurity, and lack of access to basic healthcare. A disruption to students' daily 

routines and their families’ abilities to provide daily basic needs caused another set of obstacles 

that disrupted their learning (PACE - COVID-19 and the Educational Equity Crisis, n.d.). Many 
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of their families experienced the loss of loved ones due to illness.  The pandemic has exacerbated 

these challenges and created additional stressors for students and their families, impacting their 

ability to focus during school.  Therefore, academic performance and achievement have been 

daunting (Mervosh & Wu, 2022). 

Schools were closed for three to six months. When schools began to open again, some 

schools may have only been on an abbreviated return schedule which force remote learning to be 

a “must.” Remote learning reduced the amount of time students spent on direct instruction and 

interaction with their teachers. This lack of in-person instruction has made it more difficult for 

teachers to monitor student progress and provide individualized support to students who need it 

most (Garcia & Weiss, 2020). This lack of individualized support has led to significant learning 

loss for students in poverty, who often require more personalized attention and support to 

succeed academically. 

The tables below illustrate the significant decrease in student achievement performance 

in the state’s standardized tests in the areas of reading and mathematics.  There was a sizable 

increase in student performance from 2018 to 2019.  The pandemic began in March 2020 and put 

a halt to schooling causing a major disruption in the educational arena.  When the 2021 

standardized tests were administered at the end of the school year, there was a notable decrease 

in student performance.  When comparing the two subjects, mathematics had a more significant 

loss. 
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Figure 1: South Carolina Statewide Reading Performance (2018 - 2021) 

South Carolina Statewide Reading Performance (2018 - 2021) 

 
Figure 2: South Carolina Statewide Mathematics Performance (2018 – 2021) 

South Carolina Statewide Mathematics Performance (2018 – 2021) 

 
Note. SC Ready Standardized Tests  2018 - 2021.  The graphs illustrate the percentage of 

students in grades 3 - 8 in the entire state of South Carolina who demonstrated proficiency in the 

area of ELA/Reading (Figure 1.1) and Mathematics (Figure 1.2).  There was no testing during 

the year 2020 due to school closures during the COVID-19 pandemic. 
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Eighty percent of the students in Darlington County School District are students in 

poverty. During the COVID-19 pandemic shutdown, there was consideration that there was a 

combination of missing factors, including limited access to technology and reliable internet, 

disruption to daily routines, reduced access to direct instruction and individualized support, and 

disrupted learning norms for children. These missing factors made it challenging for students in 

poverty to maintain academic progress, exacerbating the existing achievement gap between 

students from low-income families and their more affluent peers. 

The massive wave of school closures created a situation in which educators will now 

have to be hyper-critical of how instructional time is spent with students.  Because of the 

obstacles faced during the pandemic, much time was lost that is usually structured each day and 

accounted for by providing learning opportunities.  There is an assumption that most students 

have come back to school nearly a whole grade level behind (Kuhfeld et al., 2020).  This 

assumption is supported by information provided by the New York Times in a review of national 

student performance in the areas of reading and mathematics.  U.S. students in most states and 

across almost all demographic groups have experienced troubling setbacks in both math and 

reading, according to the National Assessment of Educational Progress (NAEP) assessments that 

was administered to fourth and eighth graders, offering the most definitive indictment yet of the 

pandemic’s impact on millions of schoolchildren (Mervosh & Wu, 2022). 

In math, the results were especially devastating, representing the steepest declines ever 

recorded on the National Assessment of Educational Progress, known as the nation’s report card, 

which tests a broad sampling of fourth and eighth graders and dates to the early 1990s. In the 

test’s first results since the pandemic began, math scores for eighth graders fell in nearly every 

state. A meager 26 percent of eighth graders were proficient, down from 34 percent in 2019. 
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Fourth graders fared only slightly better, with declines in 41 states. Just 36 percent of fourth 

graders were proficient in math, down from 41 percent (Mervosh & Wu, 2022). 

Reading scores also declined in more than half of the states, continuing a downward trend 

that had begun even before the pandemic. No state showed sizable improvement in reading, and 

only about one in three students met proficiency standards, a designation that means students 

have demonstrated competency and are on track for future success (Mervosh & Wu, 2022). 

Figure 3: National Proficiency Percentages in Reading & Mathematics (2022) 

National Proficiency Percentages in Reading & Mathematics (2022) 

 

 

Note. NAEP Testing (2022) proficiency levels are provided for all students in grades 4 and 8 

who were tested by each state in the subjects of Reading and Mathematics.  Results have been 
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normed, and their placements have been identified with color representatives. Colors on the 

graph give an indication of how the state is ranked in the nation.  Red indicates that the state is in 

the bottom 1/3 of the nation’s rankings.  The darker the red is indicates that the state is more 

closer to the bottom of the rankings.  Yellow indicates that the state is in the middle 1/3 of the 

nation.  The more orange the color is indicates that the state is more closer to the bottom portion 

of the middle group. Green indicates that the state is in the top 1/3 of the nation’s rankings.  The 

darker the green is indicates that the state is closer to the top of the national rankings. 

As a result, many educators are overwhelmed with covering unprecedented amounts of 

new instructional content in less time (Developmental Education for Students Facing 

Coronavirus Slide | EAB, 2020).  The federal government recognizes all that has occurred and 

the apparent disparity in educational resources that limits learning (Goldberg, 2021).  The 

pandemic has exposed the always existing disparities when it was impossible for some students 

to communicate or continue meaningful learning. The government has now attempted to correct 

this wrong by distributing federal aid which is expected to be used to provide needed 

infrastructures.  Only time will tell whether or not this strategy will assist with rectifying this 

systemic problem.    

Now that our schools are back in session, educators are working hard to get daily school 

routines of operating similarly to pre-pandemic times.  District and school leaders in Darlington 

County School District worked hard before the Pandemic to develop systemic guides, structures, 

and processes to address equity issues.  Because of this, the superintendent and district leaders 

believe there is no need for additional materials or programs (Darlington et al. District, 2021) to 

address this learning loss.  

Darlington County School District operated a comprehensive Academic Enrichment 

Program (AEP) for grades K-12. The AEP is open to all DCSD students. The program focused 

on academic reinforcement, academic remediation, and content recovery for high school 

students. Transportation was provided, and students received breakfast and lunch at the program 
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sites. The district also offered a Summer Reading Camp for third graders and the DCSD 

ArtSummer program for students in grades 5-10 who wished to focus on the arts. 

There is a shared belief that it will be most beneficial to provide more learning time (to 

recover the lost time) by using the same established instructional practices with the hopes of 

gaining momentum, which will ultimately increase student academic growth to recover all that 

was lost. In the next section, a review of existing research and literature is considered to 

contextualize and expand upon the issues faced and qualities necessary for effective learning 

mentioned thus far. This literature review will serve as a fundamental source for ongoing study 

and exploration, highlighting key ideas that address the subject matter and identifying gaps and 

opportunities for further investigation.  Additionally, this literature review will be pivotal in 

laying the foundation for in-depth analysis and discussions. 

Research Site Rationale 

Darlington County School District in Darlington, South Carolina, is a rural county that 

presents an ideal location for studying processes of learning to accelerate the educational 

outcomes of students from economically disadvantaged backgrounds. The students of this district 

experienced a decline in student performance during the COVID-19 Pandemic, just like many 

other students across the nation. According to the 2022 Darlington County School District’s state 

report card, the demographics listed about the district include details that illustrate its complexity 

and relevance for finding processes that accelerate student learning (Overview - SC School 

Report Card, n.d.). 

 

 

 



 16 

Table 1: Darlington County School District Demographics 

Table 1 

Darlington County School District Demographics 

Demographic Category Details 

Number of Schools 17 (elementary, middle, and high) 

Number of Students 8,691 

Students of Poverty 6,961 (80%) 

Disabled Students 1,303 (15%) 

Note. Revenue per Pupil Report by School District for FY 2023-2024 excluding Bond 

Revenue, n.d. 

 

With such a high percentage of students in poverty, 80% of its student population coming 

from economically disadvantaged backgrounds, Darlington County School District represents an 

ideal microcosm for researching strategies to accelerate learning for students facing poverty-

related challenges. Because of the diverse student population, this location is ideal for observing 

students from diverse backgrounds with different perspectives and values.  The district's poverty 

population (80%), along with learning-disabled students (17.3%), highlights the importance of 

studying learning processes that cater to the individual needs of its students, culturally and 

linguistically.  

Along with identifying the specific needs of the students of Darlington County School 

District, the district’s leadership desires significant change that will benefit the academic 

performance of all students in the district’s strategic plan (DCSD Strategic Plan - Darlington 

County School District, n.d.). The school district is committed to educational equity and closing 

achievement gaps.  This type of value system makes it an ideal partner for research aimed at 

improving outcomes for disadvantaged students. Additionally, the district actively engages with 

the community in efforts to facilitate collaborative partnerships that implement and assess 
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strategies that are beneficial for their students and provide effective systems for all children 

(DCSD Strategic Plan - Darlington County School District, n.d.). 

Philosophy for Understanding Individual Needs to Serve All Children Well 

During my very first year of teaching eighth-grade English, I walked into the classroom 

with a confident attitude that I was going to make a positive difference in providing equitable 

learning experiences for students where many had tried and failed.  My expectations for all of 

my students were the same, and there were no excuses accepted.  One day I gave my students 

their papers back that had been graded to take home to their parents for signatures.  This was 

nothing new. It was a standard routine that I practiced to keep families aware of their child’s 

academic progress.  Students had an extra day out of school for the weekend because Friday was 

a holiday.  When the following Monday arrived, I started the class by asking all students to turn 

in their papers that they had gotten their parents to sign over the long weekend.  All students 

turned in their papers with the exception of one young man.  Not returning this signed paper was 

never allowed by me.   They always complied with what I requested.  When I questioned the 

young man about his not following through, he tried to explain that he had not seen his mother 

all weekend.  I immediately dismissed his excuse and accused him of not telling the truth.  My 

thought was that he had to be lying because they were out of school for the weekend, plus… had 

an additional day too. I was furious because I expected my students to follow through with my 

expectations, and I believed that this young man was being nonchalant and didn’t want me to 

press him about not completing my request.  I fussed and fussed.  Meanwhile, he remained 

respectful, did not respond back, and took my harsh words of disappointment.   

After the class, I went to the assistant principal and asked her to get this young man’s 

parent's contact information so that I could call his mother and tell her what had occurred. I 
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continued to fuss and go on explaining that I was not going to accept his excuse because surely 

he was not telling the truth.  I reminded her that students had an extra day added to the weekend.  

This child must have been crazy to think that I would believe that he had not seen his mother in 

“three whole days.”  The assistant principal stopped me and said in a very sad voice, “Ms. 

Smoak… he was probably telling you the truth.  Sometimes he does not know where his mother 

is.  She is on drugs.  He goes for many days without seeing her or knowing where she is.”  My 

heart stopped, and it fell to the floor.  I was shocked and never thought of that because I had 

never experienced life like that at his age.  My parents were always there.  That was my first hard 

lesson about unequal opportunities.  I grew up in this same community but never realized that we 

lived worlds apart. I was not exposed to the life concept of the “haves and have-nots.”  When I 

saw the young man again, I immediately apologized and made sure that I corrected my behavior 

toward him. 

Beliefs 

I realized in an instant that I was becoming the educator that I did not want to be.  I was 

not empathetic. I did not listen, and I was sure that I had hurt him.  I just assumed that his 

growing up experiences were somewhat similar to mine.   Is it that way for all children?  That 

was wrong of me, and I had to correct it.  This one moment was the pivotal point at which I 

really comprehended the idea of education, as I viewed it with middle-class parents who were 

both educators. This moment would have to be the catalyst for transforming this problem.  I 

realized that “the change” that I wanted to create must look very different than the thoughts I 

initially had.  It must include multiple chances to “fail fast then fix fast.” And sometimes 

additional resources must be made available so that the same outcomes can be achieved. 
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Education is both the act of teaching knowledge to others and the act of receiving 

knowledge from someone else. Education also refers to the knowledge received through 

schooling or instruction and to the institution of teaching as a whole (Dictionary.com, 2018). 

The word “education” covers, both, the act of instructing and the act of learning. It 

usually refers specifically to the teaching of children or younger people and the learning done by 

them (Dictionary.com, 2018). 

Through my personal journey, I have come to believe that education can be considered a 

systemic collection of experiences and information that generally reflects the priorities and 

values of a society. The more encounters one has, the more valuable education becomes.  The 

United States of America broadly establishes goals with the hopes that all children should be 

able to reach their full potential as individuals who will ultimately serve as citizens of a  free 

society with a set of skills to compete successfully in this ever-changing world. Is this always 

true? 

Growing up in a family of educators (grandmother, mother, and father), who all worked 

in public education, was the foundation for my firm belief that all children can be successful in 

life when provided with equitable learning opportunities.  I often studied the details of my 

parents' career pathways. This is where I developed a love for people and a belief that 

educational systems should have an understood purpose of benefiting and enhancing the quality 

of life for all people. Schools should serve and meet the needs of all people.  A quality education 

is the one thing that could possibly change the trajectory of so many lives and even an entire 

community.  Our institutions of learning were created to ensure that exposure to new information 

and experiences that have never seen or possessed before is a constant must.  The lack of 

providing a leveled playing field during the early childhood stages of life forms opportunity gaps 
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that create barriers in the daily learning processes (Ladson-Billings, 2006).  Ultimately, this 

negatively impacts the quality of their lives.  As I currently work in a public school system, 

where I observe large achievement gaps that have been obviously created due to generations 

being deprived of consistent structures that intentionally meet the specific needs of individuals, 

gaping and tragic circumstances result in student learning outcomes, which are virtually 

irreparable (Ladson-Billings, 2006).   

The learning deficit is overwhelming and can be compared to a bank account that has 

been completely emptied and exhausted.  This societal financial debt is almost impossible to 

reverse. Moreover, the lack of being provided with learning consistencies constructs a social 

status/position that accumulates a long-term compilation of missed opportunities referred to as 

“educational debts”(Ladson-Billings, 2006).  Allowing subgroups of people to continue to 

advance in these structures without any attempt to develop system solutions for change only 

widens the disparities and supports long-term societal dysfunction (Milner, 2020).  Educational 

systems must contain structures that work together and provide a variety of avenues of hope and 

advancement, along with resources and supports for individuals, generations, and entire 

communities (Milner, 2020). 

Moving Forward 

Moving forward, anyone working within the educational area must have the skillset 

necessary to create a lens that supports child development.  This perspective gathers data about 

each individual and their unique characteristics to intentionally develop a pathway that will 

thrust them forward into so many possibilities.  Understanding that the purpose of educational 

systems is to make each student better than when first encountered should be the overall goal.  

All should have layers added to them that equip them with skills and resources that create 
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resolutions when faced with life’s challenges.  We are not to ignore the fact that there are deficits 

that are created out of the systemic conditions and sociopolitical context (Ishimaru, 2017).  These 

factors (racism, economic injustice, etc.) are indeed real.  Instead, we must educate our children 

about these factors so that they are aware. We cannot ignore them; we must acknowledge their 

existence and their detriment.   This is the first step to educating societal change.   

A level of trust and security are an integral part of developing a culture for growth, 

change, and learning.  As an instructional leader, it is a necessity to create a vision and culture 

that acknowledges and supports individuals who are different (Stanley & Gilzene, 2022).  Those 

unique characteristics cannot become barriers.  Instead, these attributes should be respected for 

what they are and be represented in all facets of schools.  Providing avenues that are inclusive of 

varied viewpoints, lifestyles, and thought processes is a must.  A focused approach must be at the 

center of educating students and engaging their families and communities.  Doing so 

acknowledges each positive aspect that makes up who they are (Stanley & Gilzene, 2022).   

I believe that education, with the right leadership, “finds” ways to make impossible 

dreams come true, understands the power of their influence, and strategically develops systems 

that continuously replicate this passion that cultivates potential (Khalifa, 2020).  Education can 

be summed up as the “Art of People.” The adoration of each person and the pouring into him/her 

makes the difference. Learning and obtaining an education happens when new experiences or 

exposure to new ideas are created and kept as memories in the storage of our minds for relevant 

points of use or application.  When necessary, we remember the lessons learned and continue to 

share them with others in hopes that the cycle of “creating better…” continues on for generations 

to come.   

Researcher Position Significance 
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As a 50-year-old African American female serving as an assistant superintendent in 

public schools, my positionality significantly shapes my research perspective and approach. My 

unique background, experiences, and social identity deeply influence the lens through which I 

view educational issues and the questions I seek to explore. Personally and professionally, I have 

been exposed to the realities of systemic inequalities and disparities in the education system, 

affecting students, educators, and administrators alike. This awareness influences my drive to 

advocate for equity, inclusivity, and culturally responsive practices in all aspects of education.  

My position also grants me a firsthand understanding of the challenges faced by marginalized 

communities within the educational landscape. This perspective allows me to empathize with the 

experiences of students and educators from diverse backgrounds and encourages me to amplify 

their voices in the research process. 

Being the Assistant Superintendent for Curriculum, Instruction, and Assessment in 

Darlington County School District, I possess insider knowledge of the inner workings of the 

education system, its policies, and its potential for transformation. My position grants me access 

to critical data, resources, and decision-making processes that can facilitate research that aligns 

with the realities of educational institutions. I work closely with instructional district subject 

content coordinators to create support systems that are intended to guide teachers and all other 

instructional staff. It is my responsibility to lead initiatives that implement evidence-based 

instructional strategies proven to be effective in accelerating the learning of disadvantaged 

students and all students in our district. This will involve professional development programs and 

any other type of effective support for educators.  As the instructional lead, it is also my 

responsibility to develop system-wide processes, procedures, and structures that accurately 
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measure students' academic growth and progress. Regular data analysis can provide valuable 

insights into the effectiveness of interventions and inform further curriculum adjustments. 

Most importantly, my current position depends on me to serve as an advocate for our 

students by ensuring that policies address the unique needs of all of our students. Developing 

positive relationships with parents, community members, and school leaders is a key component 

of the job because it affects outcomes for our students, which ultimately can influence 

opportunities for equity.  Access to high-quality educational resources and opportunities for all 

students, especially those facing poverty-related challenges, is critical when making decisions on 

resource allocation and educational policies that promote inclusivity. 

Over the past decade, school officials and school board members have shared concerns 

about doing what is necessary to create effective learning systems and provide conducive 

learning environments that would benefit the academic performance of their students. School 

board members noted disparities, especially with those when serving diverse student populations.  

Achievement gaps often manifest and become obvious when reviewing standardized test scores 

(Faile, 2012).  Concerns about the equitable allocation of resources, including funding, teachers, 

and educational materials, can impact student performance. During a school board meeting in 

2016, school board members expressed further disappointment and concern for student 

performance when they reviewed the district’s state’s standardized test results in comparison to 

the state’s.  They could not understand why their results were so low (Darlington County School 

Board Concerned about Achievement Gap, 2016).  

The data presented in the charts highlights a consistent pattern of achievement gaps 

between students in poverty and those not in poverty across multiple grade levels from 2016 to 
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2021. In each grade, both at the district and state levels, students not in poverty consistently 

outperformed their peers in poverty in terms of academic achievement. 

In 3rd grade (2016 reading results), the overall achievement rate was 29.4%, with 

students in poverty at 24.8% and students not in poverty at 50.7%. This pattern persisted through 

all grade levels, 4th, 5th, 6th, 7th, and 8th grades, where the disparity in achievement between 

the two subgroups remained evident. 

Table 2: 2016 Reading Performance (District vs State) 

Table 2 

2016 Reading Performance (District vs State) 

 District Results State Results 

 Grade Level Overall In Poverty Not in Poverty Overall In Poverty Not in Poverty 

3rd Grade 29.4% 24.8% 50.7% 43.7% 31.6% 65.0% 

4th Grade 33.4% 25.0% 61.5% 43.4% 30.9% 63.6% 

5th Grade 32.4% 23.5% 56.3% 41.2% 27.6% 61.4% 

6th Grade 33.2% 23.3% 60.3% 41.0% 27.3% 60.5% 

7th Grade 31.2% 24.2% 51.3% 40.7% 26.4% 59.9% 

8th Grade 37.7% 28.1% 61.1% 44.7% 31.0% 62.5% 

All Grades 32.9% 24.8% 56.9% 42.5% 29.1% 62.2% 

 

 
Table 3: 2016 Mathematics Performance (District vs State) 

Table 3 

2016 Mathematics Performance (District vs State) 

 District Results State Results 

Grade Levels 
Overall In Poverty 

Not in 

Poverty 
Overall In Poverty 

Not in 

Poverty 

3rd Grade 41.6% 37.7% 60.6% 53.6% 42.6% 53.2% 

4th Grade 39.5% 32.0% 65.7% 46.7% 34.2% 67.0% 

5th Grade 34.9% 26.7% 57.2% 44.3% 31.3% 69.1% 

6th Grade 29.4% 20.7% 53.4% 39.5% 25.7% 59.1% 

7th Grade 26.6% 20.6% 43.6% 34.7% 20.7% 53.2% 

8th Grade 27.3% 17.6% 50.2% 32.4% 19.7% 48.8% 

All Grades 33.2% 25.9% 55.1% 41.9% 29.0% 58.4% 
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Note. 2016 SC Ready Reading & Mathematics Results (in graphs above) – Percentage of 

students who scored in the categories of “Meets Expectations” or “Exceeds Expectations” 

(Overview – SC School Report Card, n.d.). 

 
Table 4: 2021 Reading Performance (District vs State) 

Table 4 

2021 Reading Performance (District vs State) 

 District Results State Results 

Grade Levels Overall In Poverty Not in Poverty Overall In Poverty Not in Poverty 

3rd Grade 28.6% 20.7% 61.7% 43.3% 30.8% 64.4% 

4th Grade 28.2% 22.5% 51.6% 46.1% 33.3% 67.2% 

5th Grade 24.9% 18.6% 52.4% 38.9% 25.9% 60.5% 

6th Grade 31.1% 25.7% 50.0% 41.8% 28.8% 62.3% 

7th Grade 29.6% 22.1% 57.2% 42.5% 29.2% 63.0% 

8th Grade 27.9% 23.4% 45.8% 41.9% 29.3% 60.1% 

All Grades 28.4% 22.2% 53.1% 42.4% 29.6% 62.9% 

 

 
Table 5: 2021 Mathematics Performance (District vs State) 

Table 5 

2021 Mathematics Performance (District vs State) 

 District Results State Results 

Grade Levels 
Overall In Poverty 

Not in 

Poverty 
Overall In Poverty 

Not in 

Poverty 

3rd Grade 29.2% 21.2% 62.6% 46.9% 33.5% 69.8% 

4th Grade 24.1% 17.8% 50.0% 42.0% 28.9% 63.7% 

5th Grade 25.9% 18.3% 59.5% 38.1% 25.1% 59.7% 

6th Grade 25.5% 19.7% 45.7% 33.9% 20.6% 54.9% 

7th Grade 22.7% 16.2% 46.5% 30.4% 17.5% 50.3% 

8th Grade 18.5% 14.9% 32.8% 30.7% 18.3% 48.9% 

All Grades 24.3% 18.0% 49.5% 37.0% 24.0% 57.9% 

Note. 2021 SC Ready Reading & Mathematics Results (in graphs above) – Percentage of 

students who scored in the categories of “Meets Expectations” or “Exceeds Expectations” 

(Overview – SC School Report Card, n.d.). 

 

There is an obvious trend illustrating the mastery levels between the two subgroups.  The 

consistent and widening gaps over the years indicate a systemic issue that requires attention and 

intervention. Addressing these achievement gaps requires targeted strategies and policies aimed 
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at providing equitable opportunities and support for students in poverty, ensuring a more 

inclusive and fair educational system for all. 

It has become very apparent to the members of the Darlington County School District 

Board of Trustees that inadequate resources in schools serving economically disadvantaged 

students can hinder their academic success (Darlington School Board Votes to Merge St. John’s, 

Rosenwald Schools into New Facility, 2022).  Therefore, they are willing to do what is necessary 

to rectify this problem, even if it means merging small schools and building new facilities.  The 

level of parental and community involvement in the educational process plays a significant role 

in student success. Knowing the value of developing collaborative partnerships with community 

families and business leaders, the district’s superintendent committed to unifying support for our 

students and removing barriers that hinder effective engagement with parents and the local 

community (Butler, 2023). 

As I move forward with this study, it is important to acknowledge that my positionality 

may also introduce biases or assumptions that could influence the research process. To mitigate 

these potential effects, I am committed to reflexivity and self-awareness. I will actively engage in 

critical self-examination, continuously challenging my preconceptions and being transparent 

about my perspective's potential impact on the research. 

I will strive to uphold ethical principles and ensure that the voices of all stakeholders, 

especially those historically marginalized, are included and respected. My positionality enriches 

my research by offering a unique and nuanced perspective, yet I recognize the responsibility to 

approach my studies with integrity, humility, and an unwavering commitment to advancing 

educational equity and social justice. Ultimately, my goal is to advocate for policies and 
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practices that empower all students to thrive academically and personally, regardless of their 

cultural background or socio-economic status. 

 

Research Questions 

The purpose of this research study is to investigate, explore, and gain a deeper 

understanding of particular strategies that are beneficial to the effective learning processes for 

students of poverty. To ensure a systemic and focused approach, it is essential to establish a set 

of guiding questions that will steer the research process in a meaningful direction. These guiding 

questions will serve as a compass, directing the research towards relevant information that will 

aid in the formulation of hypotheses and ultimately help to uncover valuable insights. 

In this study, I will aim to address factors (structures, strategies, and interventions) that 

influence the acceleration of learning with students of poverty. To achieve this objective, I have 

developed some fundamental questions that will serve as the foundation for investigative 

research that will be organized in a logical framework. 

• How do we determine what learning was actually “lost?” 

• What educational structure is needed to recover the time and begin closing 

achievement gaps with our students? 

• What strategies should be considered to accelerate student learning? 

• How will we monitor the progress of student performance to determine growth? 

When these questions are answered in this research, understanding the importance of 

accelerating the learning of students living in poverty will become a district priority. It is my 

hope that the evidence collected will be compelling enough to present the importance of 

implementing effective interventions and addressing educational inequalities. Such discoveries 
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can impact societal structures that can remove barriers that will improve the outcomes of life and 

break cycles of poverty. 

By emphasizing the urgency of accelerating the learning of students in poverty, this 

research can underscore the need for intentional, deliberate, and targeted interventions that 

address individual and unique challenges. Additionally, the need for early interventions can 

highlight the value of comprehensive support systems that address the multifaceted needs of 

students. We can promote social mobility, reduce income inequality, and foster economic growth 

when students are provided a quality education that empowers them to overcome the challenges 

of life. The desired findings of this research study can make a compelling case for prioritizing 

and accelerating the learning of students of poverty. It is crucial for policymakers, educators, 

communities, and stakeholders to come together and take a concrete approach to quality and 

supported learning opportunities. By doing so, we can pave the way for a more prosperous future 

where every student has a chance to succeed and thrive. 

During the process of conducting an analysis to identify the needs of students in 

Darlington County School District, it has become evident that several key factors contribute to 

learning loss among students facing economic challenges. The first significant factor is the 

fulfillment of basic needs, where students from economically disadvantaged backgrounds often 

encounter obstacles related to access to necessities such as proper nutrition, healthcare, and a 

stable living environment. Insufficient provision of these basic needs can significantly impede a 

student's ability to focus on their education and contribute to learning disparities. 

Another critical aspect identified is the presence of inconsistencies within the educational 

structures. Disparities in teaching methodologies, resource allocation, and educational support 

systems can contribute to uneven learning experiences among students, particularly those from 



 29 

impoverished backgrounds. These inconsistencies may result in gaps in knowledge and skills, 

exacerbating the learning loss phenomenon. 

Furthermore, the lack of collaborative efforts within the community has surfaced as a 

notable factor. When there is a deficiency in communication and cooperation between schools, 

families, and community organizations, the support network for students, especially those in 

need, becomes fragmented. A cohesive and collaborative approach is essential to provide 

comprehensive support systems that address the diverse needs of students facing economic 

challenges. 

Lastly, the absence of common and unified learning expectations throughout the district 

has emerged as a contributing factor. A standardized approach to curriculum, assessment, and 

educational goals ensures that all students, regardless of their socio-economic backgrounds, have 

equal opportunities to succeed. Without a unified framework, there is a risk of perpetuating 

disparities and hindering the overall academic progress of students. 

Addressing these identified root causes is crucial for developing targeted interventions 

and creating a more equitable learning environment within Darlington County School District. 

By focusing on meeting basic needs, rectifying educational inconsistencies, fostering community 

collaboration, and establishing unified learning expectations, the district can work towards 

narrowing the achievement gap and providing every student with the support needed to thrive 

academically. 
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Figure 4: Factors That Contribute to the Learning Loss of Students of Poverty (Fishbone 

Diagram) 

Factors That Contribute to the Learning Loss of Students of Poverty (Fishbone Diagram) 

 
Moreover, understanding how students of poverty learn goes beyond addressing their 

immediate educational needs. It offers valuable insights into the dynamics of learning and 

education as a whole. By examining the ways in which poverty intersects with teaching and 

learning, we can uncover broader systemic issues, challenge ingrained assumptions, and prompt 

critical reflections on educational practices. This broader understanding can inform evidence- 

based reforms and initiatives that have the potential to benefit all students, regardless of 

their socioeconomic background. 

Literature Review 

In this literature review, we will delve into the existing research and scholarship that 

explores the experiences and learning of students in poverty. By synthesizing the findings and 

analyzing the various perspectives, we aim to shed light on the multifaceted nature of this issue 
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and provide a foundation for informed discussions and further investigations. Ultimately, our 

goal is to contribute to a more equitable and inclusive education system that honors the potential 

of every student, regardless of their socioeconomic status. 

Characteristics of Children of Poverty 

Understanding the characteristics of poverty is crucial for developing targeted 

interventions, designing effective poverty reduction strategies, allocating resources 

appropriately, fostering empathy and awareness, and advocating for policy change. It enables us 

to address the root causes of poverty and work towards creating a more equitable and inclusive 

society. 

Poverty is a significant risk factor for children's development and well-being, and 

children from low-income families often face unique challenges that can have long-lasting 

impacts on their lives. The American Psychological Association (APA) defines children of 

poverty as those who come from families that experience economic hardship and face a range of 

social and environmental challenges that impact their development and well-being. Poverty is 

typically measured in terms of income, with families living below the poverty line being defined 

as those with incomes below a specific threshold determined by the federal government. 

Children in poverty are more likely to experience chronic stress, malnutrition, exposure to 

environmental toxins, and limited access to healthcare, which can lead to a range of negative 

outcomes, including poor academic performance, behavioral problems, and mental health issues 

(APA, 2021). 

Child poverty differs from adult poverty in that it can have different causes. It can also 

have different effects, and these effects may have a permanent impact on children. Even short 

periods of deprivation can affect children’s long-term growth and development (Minujin et al., 
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2006). The impact of poverty on children's well-being, development, and mental health has been 

well-documented in the literature. Poverty can expose children to a range of risk factors, such as 

inadequate nutrition, poor healthcare, limited access to education, and exposure to violence, 

which can have long-term negative effects on their physical, cognitive, and emotional 

development. However, despite these challenges, not all children living in poverty experience 

poor outcomes. Resilience, the ability to overcome adversity and thrive despite difficult 

circumstances, has been identified as a critical factor that can protect children from the harmful 

effects of poverty (Williamson et al., 2016). 

Helen Bentley examines the impact of poverty on students in the classroom. Drawing on 

existing research, she discusses the multiple dimensions of poverty, including economic, social, 

and psychological factors, and how they can significantly influence students' educational 

experiences. She emphasizes that poverty can exacerbate existing achievement gaps and 

educational disparities, leading to reduced academic performance, limited access to resources, 

and increased dropout rates among students in poverty (Bentley, 2018). Students from poverty- 

stricken backgrounds often face additional challenges related to cultural identity and social 

integration, as they may be part of ethnic or racial minority groups that are further marginalized.  

A child who lives in poverty and is not in a supportive environment has two factors that can be 

impactful on the overall educational outcome. According to Wallenstein (2012), students living 

in poverty face numerous challenges, including limited access to quality early childhood 

education, inadequate nutrition, inadequate healthcare, unstable home environments, and 

exposure to violence and trauma. These challenges can have a significant impact on students' 

cognitive, social, and emotional development, which in turn can affect their academic 

performance.  It is common to observe students develop a mindset that includes a sense of 



 33 

hopelessness, low self-esteem, and limited aspirations, which has a lasting impact on students' 

motivation, engagement, and academic achievement.  

In summary, understanding the characteristics of poverty is important for developing 

targeted interventions, reducing poverty rates, fostering empathy and support, promoting social 

justice and equity, and facilitating collaboration and partnership among stakeholders. By gaining 

insights into the nature and dynamics of poverty, we can work towards more effective and 

sustainable solutions to alleviate poverty and improve the lives of individuals and communities 

affected by it. 

Collaborative Community Supports 

Taking a close look at the effects of collaborative community supports helps us recognize 

the value of collective action, promotes social cohesion, empowers individuals, optimizes 

resources, and contributes to the well-being and resilience of its children. 

Williamson and Witzel (2016) suggest a dynamic process involving interactions between 

the child, the family, and the school that must be in place to promote ordinary magic. Having 

supportive and caring adults who understand the value of supportive relationships develops a 

community for children where they celebrate mastery, achievement, and a sense of belonging 

(Wallenstein, 2012).  

 In order for children to be successful, there is a need for community-based approaches 

that respect cultural needs and take into consideration the unique experiences, strengths, and 

challenges that children in poverty face. Positive parenting practices, social support networks, 

access to high-quality education, and community resources buffer many negative aspects of 

living in poverty.  
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Having a multi-faceted approach that involves both school-based and community-based 

interventions provides a wrap-around layer of support everywhere children go. This includes 

providing access to resources such as counseling, health services, and after-school programs. 

Effective leadership in schools and at the district level is also crucial (Wallenstein, 2012). 

Swanstrom, Winter, Sherraden, and Lake (2013) provide insights into the role of civic capacity 

in fostering effective school/community partnerships in a fragmented suburban context.  Civic 

capacity is proposed as a key factor in overcoming challenges and promoting successful 

school/community partnerships. 

Once these stakeholders form a healthy partnership and focus on continuous 

improvement, strong leadership, collaborative decision-making, learning for educators and 

families, data-driven decision-making, and a culture of high expectations, excellence can be 

achieved (Cawelti, 2000). Students, teachers, administrators, and parents must agree on a 

common direction. When one goal is established, then excellence can be achieved. Overall, 

understanding the impact of collaborative community supports enables us to comprehend the 

crucial roles they play in creating resilient, sustainable, and thriving supports for students to soar 

academically. 

Unified Educational Structures 

 Understanding the impact of unified educational structures is crucial for promoting 

equity, improving the quality of education, facilitating educational mobility, optimizing resource  

allocation, and enabling effective long-term planning. It empowers educators and 

stakeholders to make informed decisions and create inclusive and effective educational systems. 

When school systems understand the importance of adopting an instructional model that 

fits the unique needs of its constituents and is dedicated to providing equitable learning 
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opportunities for all of its children, they will develop policies and practices that include 

accountability and progress monitoring that ensure their goals are met (Price, 2001). Hines 

(2008) also emphasizes the importance of fostering effective communication among teachers as a 

crucial element of successful collaboration. This includes promoting regular communication and 

feedback among team members, establishing clear channels of communication, and addressing 

any communication barriers or conflicts that may arise. The ideal culture is developed when 

parents and families engage in collaborative efforts, recognizing their important role in 

supporting inclusive practices and creating a positive school-home partnership. Sociocultural 

learning theory emphasizes the social and cultural aspects of learning, emphasizing the 

importance of social interaction, collaboration, and cultural context in shaping learning 

experiences. Knapp (2008) notes that district instructional reform efforts are influenced by the 

social and cultural dynamics of the educational system, including the relationships between 

teachers, administrators, students, parents, and other stakeholders. 

Effective leaders have a deep understanding of instructional practices and pedagogy. 

They provide clear expectations and support for teachers to continuously improve their 

instructional practices. Providing a more collaborative learning environment that fosters ongoing 

professional development that collects and analyzes student performance data that is used to 

make informed decisions when making improvements.  Corcoran, Fuhrman, and Belcher  (2001) 

express the importance of collaboration and communication within and across districts as a 

means to foster student learning processes. They argue that districts should facilitate 

opportunities for teachers and administrators to collaborate, share best practices, and learn from 

each other. 
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Ensuring that educational systems and structures are unified is impactful by contributing 

to the development of inclusive, equitable, and high-quality education systems that foster the 

intellectual and personal growth of students, preparing them for future challenges and 

opportunities. 

Interventions Used for Academic Acceleration 

Determining effective strategies and interventions that can accelerate academic learning 

is one of the most important factors when trying to recover from learning loss. This information 

is used to help improve educational outcomes, address learning gaps, optimize resource 

allocation, promote evidence-based decision-making, and foster continuous improvement in the 

field of education. 

 A study conducted by Shideler et al. (2020) focuses on a school district's strategy to curb 

summer slide among elementary school students. The authors describe the context and 

implementation of a district-wide summer enrichment program that targeted students in grades 1-

5. The program aimed to provide engaging and academically enriching activities during the 

summer break to prevent learning loss and promote skill retention. The authors conducted a 

qualitative case study, using interviews and observations, to gather data on the program's design, 

implementation, and impact. 

The study revealed several key findings related to the district's strategy to curb summer 

slide among elementary school students. Comprehensive program design: The district's summer 

enrichment program was designed to be comprehensive, incorporating a range of academic and 

non-academic activities, such as reading, math, science, arts, and physical education. The 

program also included opportunities for social and emotional learning and family engagement 
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activities. This comprehensive approach aimed to provide a well-rounded learning experience for 

students, addressing multiple aspects of their development. 

Shideler et al. (2020) found that student engagement was crucial to the program's success. 

The program offered a variety of engaging and hands-on activities that captured students' 

interests and motivated them to participate actively. Students were enthusiastic about the 

program, and many reported enjoying the learning activities, which contributed to their positive 

attitude towards learning and academic achievement. 

The study highlighted the importance of creating a supportive learning environment for 

students during the summer program. The program provided a safe and inclusive space where 

students felt supported by teachers and peers and where their individual needs and interests were 

taken into account. This positive learning environment fostered students' sense of belonging and 

helped to build positive relationships between students and teachers. 

Shideler et al. (2020) emphasized the importance of professional development for 

teachers involved in the summer program. Teachers received training and support to deliver 

engaging and effective instruction during the summer program, including strategies for 

differentiating instruction, integrating technology, and promoting student engagement. This 

professional development contributed to the quality of instruction and the overall success of the 

program. An effective program should include hands-on, interactive, and relevant learning 

experiences. There are several strengths of the study conducted by Shideler et al. (2020). First, 

the study addresses an important issue in education, as summer slide is a widespread concern 

among elementary school students, particularly those from low-income backgrounds. The study 

provides evidence of the effectiveness of a district-wide summer reading program in mitigating 

summer slide, which has practical implications for schools and districts looking for strategies to 



 38 

address this issue. Second, the study used a quasi-experimental design, which allowed for a 

comparison of the outcomes of students who participated in the program with those who did not. 

This adds to the rigor of the study and strengthens the internal validity of the findings. 

A study by Kuhfeld et al. (2020) found that students who received individualized 

interventions targeting their specific learning gaps made significant gains in reading and math 

compared to their peers who did not receive such interventions. Similarly, a review of research 

by Hattie et al. (2020) found that diagnostic assessments and targeted interventions were 

effective in improving student learning outcomes. 

High-quality instruction is a key factor in expediting learning recovery. Evidence-based 

instructional practices such as explicit instruction, formative assessment, and feedback have been 

shown to improve student learning outcomes (Hattie & Timperley, 2007). Differentiated 

instruction that takes into account students' individual needs and abilities can also be effective in 

accelerating learning (Tomlinson et al., 2003). Furthermore, engaging instructional strategies 

such as active learning, problem-based learning, and cooperative learning can enhance student 

motivation and promote deep learning (Prince, 2004). 

The use of technology can be a valuable tool in supporting learning recovery efforts. 

Adaptive learning platforms that provide personalized learning experiences based on individual 

student needs and progress have been shown to improve student achievement (Taylor et al., 

2021). Online resources and virtual learning tools can also provide additional learning 

opportunities and support for students who may have missed out on traditional classroom 

instruction during school closures. 

Johnson and Barr (2021) highlight the challenges and strategies of moving hands-on 

mechanical engineering experiences online during the COVID-19 pandemic. They provide 
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insights from student perspectives on the effectiveness of various course redesign strategies, 

including the use of virtual simulations, simulations with physical kits, remote access to 

laboratory equipment, 3D printing and fabrication, and online collaboration tools. The findings 

suggest that these strategies can be effective in providing meaningful hands-on experiences in an 

online environment, although students may face challenges related to technical issues, material 

availability, and lack of face-to-face interaction. 

This literature review provided a foundation of existing research and scholarship on the 

explored experiences and learning of students in poverty. By synthesizing the findings and 

analyzing the various perspectives, I aim to shed light on the multifaceted nature of this issue and 

provide a foundation for informed discussions and further investigations. Ultimately, my goal is 

to contribute to a more equitable and inclusive education system that honors the potential of 

every student, regardless of their socioeconomic status. 

Addressing Academic Needs 

This study and research have contributed to my understanding of the learning processes 

for children in poverty by providing me with in-depth, data-driven, and contextually rich insights 

into their educational experiences and the factors that impact their learning outcomes. This 

expanded knowledge can be valuable for making informed decisions, advocating for change, and 

working to improve the educational opportunities for these children.  A deep dive into the unique 

challenges and barriers that children in poverty face in their learning processes further illustrates 

the importance of having equitable access to resources, support systems, and consistency. 

Students in Darlington County School District are identified in the public school system 

are noted as being in poverty if they meet specific criteria.  The state of South Carolina identifies 

individual students in poverty at an individual level using meal eligibility. This method is based 
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on the following indicators:  Supplemental Nutrition Assistance Program (SNAP), Temporary 

Assistance for Needy Families (TANF),  Medicaid (within three years),  Foster,   Migrant, and  

Homeless/Runaway.  This identification system is based on an encrypted table in PowerSchool 

populated using local child nutrition program data, the Department of Health and Human 

Services’ Medicaid roster, and other applicable fields within PowerSchool data.  District and 

school administrators have access to this information and use it to understand all aspects of 

children and the home environment in which they come from. 

A routine analysis of NWEA (Northwest Evaluation Association) MAP (Measures of 

Academic Progress) data was a powerful method for uncovering insights into the impact of the 

COVID-19 pandemic on learning rates among students, particularly those from economically 

disadvantaged backgrounds.  NWEA is a nonprofit organization that is committed to help school 

districts throughout the nation improve learning for all students.  This organization partners with 

more than 2,200 school districts.  The information gathered by NWEA is used to make informed 

instructional decisions with the intent to promote their students’ academic growth.   

Students take a computerized adaptive assessment (MAP).  In an optimal administration 

of this test, a student will answer approximately half of the items correctly and the other half 

incorrectly.   The final score is an estimate of the students' achievement level.  The interpretation 

are made from a measurement scale call “RIT” (Rash UnIT).  The RIT score relates directly to 

the curriculum scale in each subject area. It is an equal-interval scale, like feet and inches, so 

scores can be added together to calculate accurate class or school averages.  RIT scores range 

from about 140 to 300. Students typically start at the 140 to 190 level in the third grade and 

progress to the 240 to 300 level by high school. RIT scores make it possible to follow a student’s 



 41 

educational growth from year to year.  Our school district uses the MAP test in the areas of 

mathematics and reading. 

The first step in the analysis was the establishment of pre-pandemic baseline information. 

This means examine the data for a period of time before the pandemic. Data collected one or two 

years before the Covid pandemic was used to understand the typical growth or learning rates for 

all students, including those from disadvantaged backgrounds.  Next, the analysis focused on the 

data collected during and after the pandemic. The specific time frames when schools transitioned 

to remote or hybrid learning due to the COVID-19 pandemic was definitely considered.  The 

data was then compared to assess how students' learning rates during the pandemic compared to 

the pre-pandemic baseline. For students in poverty, the analysis revealed a significant deviation 

from their typical learning trajectory.  The analysis uncovered the lack of learning rates between 

different student groups, such as students from low-income backgrounds and those from more 

affluent families. This segmentation contributed to the identification of disparities in learning 

outcomes.  While the causal analysis may not have directly uncovered the root causes, it did 

provide valuable insights into the impact of the pandemic on learning rates. It revealed that 

students of poverty experienced more significant declines in learning, potentially due to 

challenges like limited access to technology, lack of a conducive learning environment at home, 

or other economic hardships. 

The data illustrates the average NWEA RIT scores earned by students within the district 

by the types of subgroups they were in (poverty or not in poverty).  Additionally, the graphs 

illustrate the rates of learning between students in poverty and students not in poverty over four 

academic school years.  This timeframe does include the Covid-19 pandemic. 
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Figure 5: Student Growth in Reading (2016 - 2021) 

Student Growth in Reading (2016 - 2021) 

 
Figure 6: Student Growth in Mathematics (2016 - 2021) 

Student Growth in Mathematics (2016 - 2021) 

 
Note. Spring MAP Results (2016 - 2021) are illustrated in the graphs provided in the areas of 

Reading and Mathematics.  Proficiency level trends are the move in the same direction for both 
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subgroups.  Students were slowly increasing their performance levels until 2019.  After the 

COVID-19 pandemic (2020), student performance had a significant decline.  In both Reading 

and Mathematics, the mastery level trends overall for "students of poverty" is lower than 

students that are "not in poverty."  Over the 6-year analysis, there is a significant achievement 

gap between the 2 subgroups. 

Figure 7: Student Rates of Growth in Reading (2017 – 2021) 

Student Rates of Growth in Reading (2017 – 2021) 

 
Figure 8: Student Rates of Growth in Mathematics (2017 - 2021) 

Student Rates of Growth in Mathematics (2017 - 2021) 
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Note. Spring (end of each year) MAP Results (2016 - 2021) are illustrated in the graphs provided 

in the areas of Reading and Mathematics.  Proficiency level trends are the move in the same 

direction for both subgroups.  Students were slowly increasing their performance levels until 

2019.  After the COVID-19 pandemic (2020), student performance had a significant decline.  In 

both Reading and Mathematics, the mastery level trends overall for "students of poverty" is 

lower than students that are "not in poverty."  Over the 6-year analysis, there is a significant 

achievement gap between the 2 subgroups. 

We see that as students in poverty increase their academic performance, their rate of 

learning is not as fast as students who are not in poverty.  When there is a decline in academic 

performance with both groups, students of poverty tend to decrease at a faster rate.  This poses a 

bigger problem when attempting to regain ground that has been lost and moving forward with 

growth that is normally expected.   

The improvement science approach was considered because it provides a systematic, 

evidence-based, and action-oriented framework for research that could focus on accelerating the 

learning processes of students in poverty. Patterns of results can aid in identifying problems, 

which can lead to developing and implementing practical solutions that make a positive impact 

on the educational outcomes of these students. The quantitative data collected can provide 

concrete insights on the rates of learning and factors that affect outcomes of their learning 

experiences.   

Overall, this study and research would likely expand my understanding of the learning 

processes for children in poverty by providing me with in-depth, data-driven, and contextually 

rich insights into their educational experiences and common factors that impact the rates of 

learning. This expanded knowledge can be valuable for making informed decisions, advocating 

for change, and working to improve the educational opportunities for all children. 

Study Significance 

Conducting research on accelerating the learning for students in poverty can be a 

meaningful endeavor with the potential to effect positive change in schools and the entire 
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district, as well as in the state of education in South Carolina.  This type of study will create 

targeted solutions with a focus on the specific challenges and learning barriers that students in 

poverty face in your local community and school district. Challenges such as limited access to 

resources, inadequate support, or socioeconomic disparities in educational outcomes will be 

considered. Finding solutions would help schools and districts create a well-defined research 

plan that outlines your research goals, objectives, and methodologies. 

This study can improve educational outcomes, experiences, and systems in several ways, 

ultimately leading to positive changes in the education landscape.  Educators can make data-

driven decisions based on the insights and recommendations from the research.   Effective 

teaching strategies can be specifically identified to benefit the specific subgroup of students. 

Educators can integrate these strategies into their teaching practices, creating more engaging and 

impactful learning experiences.  Schools and districts can invest in professional development 

programs for educators, focusing on strategies that work best for students in poverty. This can 

help teachers adapt their teaching methods to meet the diverse needs of their students. 

The research could highlight the importance of community involvement in supporting 

students. Collaboration with local organizations and community members may provide holistic 

support systems for students, both inside and outside the classroom.  From these types of efforts, 

mentoring and support programs could evolve that provide individualized assistance to students 

facing economic challenges. This research could be a guide to design and implement such 

programs. Understanding students’ needs may emphasize the importance of involving parents 

and families in their children's education. Educators can establish stronger partnerships with 

parents, offering guidance and resources to help support their child's learning.  There may be a 

culture established that enhances cultural competency to better understand and address the 
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unique needs and backgrounds of students in poverty. This can lead to more inclusive and 

equitable educational experiences. 

Schools and districts can adopt a culture of continuous evaluation and improvement, 

using this research as a foundation. This approach allows educators to refine their practices and 

policies over time, ensuring that they are meeting the evolving needs of students in poverty.  The 

overall findings can be used to advocate for changes in education policies at the local and state 

levels. These changes may include adjustments in funding models, curriculum design, or 

standardized testing practices that better serve students in poverty. 

Addressing the learning needs of students in poverty is a critical component of achieving 

educational equity. By conducting this research, we can contribute to reducing disparities in 

educational outcomes, ensuring that all students have a fair chance at academic success, 

regardless of their socio-economic background.  Education is one of the most powerful tools for 

breaking the cycle of poverty. By improving the learning experiences and outcomes for students 

in poverty, we can help them gain the knowledge and skills needed to pursue higher education 

and secure better job opportunities, ultimately improving their economic prospects. 

Research in this area is closely tied to the principles of social justice. It highlights the 

importance of addressing systemic inequalities in education and providing all students with the 

resources and support they need to succeed.  A well-educated population is crucial for the 

economic development and prosperity of a region or nation (Education Opportunity: Our 

Pathway to Prosperity, n.d.). When students in poverty receive a high-quality education, they are 

more likely to become productive members of society, contributing to economic growth and 

reducing the burden on social welfare systems.  Education is a form of human capital 

development. By enhancing the education of students in poverty, we will be investing in the 
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development of the next generation's workforce, which can lead to increased productivity and 

innovation in various sectors.  A quality education not only prepares individuals for the 

workforce but also fosters civic engagement (Campbell). Well-educated citizens are more likely 

to participate in the democratic process, contribute to their communities, and advocate for 

positive social change. 

Every student, regardless of their background, has unique talents and potential. 

Conducting research on accelerating the learning of students in poverty is a way to ensure that all 

students have the opportunity to develop their talents and reach their full potential.   In an 

increasingly globalized world, nations must compete on the basis of their human capital. By 

addressing the educational needs of all students, including those in poverty, a region or nation 

can enhance its global competitiveness. 

What is unique and important about this study is that it focuses on a specific and 

vulnerable population that faces unique challenges in their educational journey. Students in 

poverty often confront a range of obstacles, such as limited access to resources, unstable living 

conditions, and inadequate support systems, which can significantly impede their learning and 

future opportunities. By conducting research in this area, we will be shining a light on these 

specific challenges and seeking solutions that are tailored to the needs of this group.  

Furthermore, the impact of this research extends beyond the individual students to their families, 

communities, and society at large. It has the potential to effect positive, long-term change that 

goes beyond the classroom and contributes to a more equitable and prosperous society. 
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Chapter Two:  Theory of Improvement 

The findings from literature reviews can be valuable for researchers, policymakers, 

district leaders, and teachers who are working to understand the importance of the many 

variables that are involved with accelerating the learning processes of children in poverty. The 

articles discussed previously in Chapter One clearly explain the importance of developing 

supportive and collaborative protective factors that promote resilience in vulnerable populations.  

With this in mind, I will narrow the focus of the intervention to specifics that we can control:  

providing additional instructional time with consistent and effective instructional strategies in 

which resources and materials are equitably provided to all students.  We will develop a 

conducive learning environment for our students that include factors of support and system-wide 

structure.  The illustration below provides a logic model of the recommended process. 

Table 6: Implementing Solutions (Logic Model) 

Table 6 

Implementing Solutions (Logic Model) 

Context Inputs Activities Outputs Short-term 

Outcomes 

Long-term 

Outcomes 

COVID-19 

Pandemic 

has caused 

learning 

gaps 

Extended 

learning time 

Teacher 

training on 

common 

strategies 

and 

curriculum 

Academic 

Enhancement 

Program (AEP) 

developed 

Development 

of a 

supportive, 

conducive 

learning 

environment 

Student data 

shows 

accelerated 

growth 

 Planning for 

the 

Academic 

Enhancement 

Program 

(AEP) 

Data 

analysis 

Students master 

fundamental 

skills that 

should have 

been acquired 

in previous 

grades 

Accelerated 

learning that 

begins to close 

learning gaps 

Increase in 

academic 

achievement 

results 
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Proposed Intervention 

In an effort to create change with the kindergarten through 8th-grade students who 

experienced at least three to six months of learning loss, educational systems will have to be 

intentional when providing common learning opportunities and experiences for all children. 

Teachers will have to possess common skill sets, materials/resources must be readily available, 

and parents will have a clear understanding of what it means to support the learning process 

effectively.  

I will introduce the concept of providing consistency with common practices when 

providing daily instruction during the regular school day and providing additional time for 

instruction that has a specific focus on individual students' needs. 

Figure 9: Change Theory (Driver Diagram) 

Change Theory (Driver Diagram) 

 
My proposed intervention is to create a supplemental academic program that will enhance 

the day-to-day processes that occur in the regular classroom setting for all students.  This means 

of providing additional enrichment to identified students will be called the Darlington County 

School District Academic Enhancement Program.  Its intent primarily will be to provide 

additional instructional time to recover some of the time that has been lost.  This program will be 

set up throughout the entire school district to serve students in grades K through 8.  While 
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instructional content will not be vastly different from what is taught in the regular school day, 

there will be a very deliberate attempt to create small group learning structures that will allow 

teachers to have a more personalized approach to teaching students.  Teachers who provide 

instruction in this afterschool program will work closely with the teachers who teach the same 

students during the regular school day.  Additionally, time will be scheduled during the regular 

school day, and after school so all the teachers will be provided professional learning support to 

reinforce the processes and need for ongoing communication and collaboration.  

In addition, this structure will include a system of support that will create personalized 

pathways for its students with individual interventions. Darlington County School District must 

provide a system-wide approach to learning for our students that does not introduce anything 

new but instead pulls all of our best strategies together to make one impactful and practical 

framework.  I believe that if this model, which provides additional instructional time, is 

implemented with fidelity and in small group instruction as early as possible, we will observe 

students’ progress with academic performance that closes gaps in learning or slows the learning 

loss process down. 
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Figure 10: Levels of Instructional Support 

Levels of Instructional Support 

 
Note. Figure 2 illustrates the different levels of instruction that can be provided to meet all 

children’s needs.  Tier 1 (all students), Tier 2 (small groups), and Tier 3 (clinical and prescribed 

instruction for identified problems).  There is an ongoing cycle of review and teacher 

collaboration, so adjustments to the strategies can be made periodically and intentionally. 
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Figure 11: District-wide Instructional Framework and Expectations 

District-wide Instructional Framework and Expectations 
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Missing school for a prolonged period did have a negative effect on the children of 

Darlington County.  All stakeholders will be responsible for providing a fair and level playing 

field.  Providing a structured instruction system and working intentionally to provide systems of 

support should enhance the quality of our students’ learning experiences and provide equal 

access to relevant opportunities.  

Data Collection Method 

In today's dynamic and competitive landscape, school systems across our nation face 

mounting pressures to continuously improve their processes, systems, and outcomes. To stay 

ahead and thrive in this everchanging world, there is an increasing need for rigorous 

methodologies that can identify, analyze, and implement effective improvement strategies. 

Improvement science has emerged as a powerful paradigm for guiding these transformational 

endeavors, offering structured frameworks and evidence-based tools to enhance organizational 

efficiency. In this dissertation, we embark on a journey to explore the vast potential of 

improvement science, leveraging a quantitative case study methodology, to address the 

multifaceted challenges faced by modern organizations. 

The core premise of improvement science lies in its systematic approach to understanding 

complex systems and the targeted interventions designed to bring about positive changes. This 

research will emphasize the process for students’ continuous learning and iterative problem-

solving, with a strong focus on implementation and practical application. By integrating theory, 

evidence, and the wisdom of frontline practitioners, this approach fosters collaboration and 

empowers organizations to make data-driven decisions, driving positive transformation within 

their specific contexts. 
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The quantitative case study methodology serves as an ideal partner, providing a 

structured means to analyze and measure the impact of improvement efforts. Through a rigorous 

investigation of real-life cases, this methodology allows researchers to collect rich and nuanced 

data, examine patterns, and derive generalizable insights. By employing data-driven tools and 

statistical techniques, quantitative case studies offer a robust means to test hypotheses, identify 

trends, and establish causality, ensuring the research findings are both valid and reliable. 

There are several key reasons why quantitative case study methodology is particularly 

useful in addressing contemporary organizational challenges. First, I will develop a holistic view 

of the organization, enabling a perspective to identify interconnected components and assess the 

impact on overall performance. Second, by actively engaging stakeholders throughout the 

improvement process, this approach will foster a sense of ownership and commitment, which 

should enhance the likelihood of successful implementation and sustainability of positive 

changes. Third, the quantitative case study methodology approach provides an objective lens to 

measure and quantify the impact of improvement initiatives, enabling collection of evidence to 

ascertain the effectiveness of specific interventions and their broader implications for 

organizational success. 

Darlington County School District has been working frantically to meet the expectation 

of creating common and districtwide systems.  School level and district level stakeholders have 

been sharing information about needs, along with creative ideas, that can be considered to 

address common identified problems.  Additionally, our district has decided to focus on 

developing district-wide systems that will provide equitable access to instructional resources, 

technology tools, and a unified and consistent set of instructional guides used for all student 

instruction towards the same path.  When laying out a district plan, there was a general 
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consensus to establish priority with the subjects of English/Language Arts and Mathematics in 

all grade levels.  NWEA Research has shown that student learning has been greatly impacted, 

and there is a major decline in Mathematics.  The Darlington County School District Academic 

Enhancement Plan will not only address the need to do something about student learning loss 

because of the pandemic, but it will also develop daily structures that strengthen general 

education (Tier 1) for all students, academic supports for students that have been identified as 

struggling or having specific learning difficulties (Tier 2 and Tier 3), and students/staff members 

with highly impacted social and emotional traumatic problems that have been developed. 

Darlington County School District has been working frantically to meet this expectation.  

School level and district level stakeholders have been sharing information about needs, along 

with creative ideas, that can be considered to address identified problems.  Our district has 

decided to focus on developing district-wide systems that will provide equitable access to 

instructional resources, technology tools, and a unified and consistent set of instructional guides 

used for all student instruction towards the same path.  When laying out a district plan, there was 

a general consensus to establish priority with the subjects of English/Language Arts and 

Mathematics in all grade levels.  NWEA Research has shown that student learning has been 

greatly impacted, and there is a major decline in Mathematics.  The Darlington County School 

District Academic Enhancement Plan will not only address the need to do something about 

student learning loss because of the pandemic, but it will also develop daily structures that 

strengthen general education (Tier 1) for all students, academic supports for students that have 

been identified as struggling or having specific learning difficulties (Tier 2 and Tier 3), and 

students/staff members with highly impacted social and emotional traumatic problems that have 

been developed. 
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During the COVID-19 pandemic, students from economically disadvantaged 

backgrounds faced disproportionate challenges in their educational journey. As schools 

transitioned to remote learning, these students encountered barriers such as limited access to 

technology, internet connectivity, and inadequate learning environments. The pandemic further 

exacerbated existing educational inequities, leaving students of poverty at a significant 

disadvantage in terms of academic progress and achievement. 

To address this pressing issue, the district implemented an Academic Enhancement 

Program (AEP) aimed at providing additional instructional time and support to students in need. 

The program's structures and strategies were designed to mitigate the impact of the pandemic on 

these students, offering tailored interventions to bridge learning gaps and foster academic 

growth. This dissertation seeks to examine the effectiveness of the AEP and explore how its 

various components contributed to the educational advancement and overall well-being of 

students of poverty. 

Through a rigorous exploration of the AEP's implementation and outcomes, this research 

aims to shed light on the following key question: Does providing additional time with consistent 

instructional strategies increase the rates of learning for students of poverty? 

By investigating the district's Academic Enhancement Program as a case study, this 

research seeks to contribute valuable insights into effective educational interventions for students 

of poverty during times of crisis. The findings of this study have the potential to inform 

educational policies and practices, guiding schools and districts in their efforts to create equitable 

learning opportunities and support systems for vulnerable student populations. Ultimately, the 

aim of this dissertation is to advance the understanding of how educational institutions can better 
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serve and uplift students of poverty, even in the face of unprecedented challenges like the 

COVID-19 pandemic. 

Systemic frameworks, common resources, and teacher training(s) on progress monitoring 

for student growth have already been provided for schools and staff members in the district.  All 

students in Darlington County School District should have similar learning experiences and 

opportunities during the regular school day.  Additionally, our students should be able to attend 

classes daily and have all work documented through a common instructional computerized 

programs. If they attend supplemental programs that are designed to provide additional time, the 

teachers of these extended opportunities should be able to access student data and documents “on 

the spot” to continue the prescribed pathway that has been designed personally for each child 

without any disruption.  No student should ever receive or feel as if he/she is being given “busy 

work” in which connections to all of their learning do not coincide.   

Once the instructional structures are established as described above, Professional 

Learning Communities (PLCs) will only enhance the development of our teachers.  Lack of 

common structures will no longer be a barrier that prevents relevant and meaningful discussions.  

All of the district’s educators will have opportunities to really experience “on the job” learning in 

which they share the responsibility and work together to solve their own problems.  Teacher 

leader groups will be strongly encouraged and developed, and shared leadership will allow all 

stakeholders to be fully involved and vested.  Moreover, these are proven best practices that 

yield a win-win result for everyone… leadership, teachers, and most importantly, students. 

Student data will be used interchangeably with daily Tiers One, Two, and Three 

instruction throughout the entire process.  Quantitative data, student academic performance 

results, will be collected via MAP, Reading/Math Inventory, Exact Path, Student Island, 
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DreamBox, Read/Math 180, APEX, ALEK, and USA TestPrep. Qualitative data will be 

collected from Panorama and ENRICH via SEL and student engagement surveys.  Information 

from all instructional tiers (one,two, and three) will inform our teachers of the type(s) of support 

that students may need in a very prescribed and systematic way.  It is our belief that we will 

accelerate student learning when we monitor student performance closely, support teacher 

collaboration, and encourage them to reflect on their weekly outcomes.  Providing more 

instructional time along with providing frequent and consistent feedback in a timely manner, 

yields to what we call our “Fail Fast, Fix Fast” Framework for Quality Learning. 

Moving forward, timelines for data analysis will be put in place to monitor student 

growth. The following data and information will be collected using exports of existing databases 

that collect this information on a regular basis: student daily attendance (Power Schools and 

Frontline) and student academic performance data (NWEA MAP results and state standardized 

test results).  

Teachers, along with their students, will also review this data on a consistent basis 

(biweekly). They will have meaningful conversations with their students to set goals and review 

progress to determine whether learning objectives have been accomplished. These types of 

discussions will make a significant impact on student success when conducted weekly and 

biweekly.  The schools’ leadership teams will collect this data quarterly and review it to make 

more systems-approached decisions. 

Table 7: Data Collection Timeline 
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Table 7 

Data Collection Timeline 

Guiding Question(s) What 

information do 

I need 

How will it be 

collected? 

Who will 

collect it? 

When will 

it be 

collected? 

What will happen 

after it is 

collected? 

How will all 

teachers be 

trained/prepared to 

implement the same 

instructional model 

to ensure that all 

students within the 

school district have 

the same quality 

learning 

opportunities? 

Data to 

determine that 

instructional 

practices are 

implemented as 

expected. 

Information 

from 

observations 

and survey 

District-level 

instructional 

team 

Beginning 

and end of 

the program 

and 

biweekly 

The district-level 

instructional team 

will meet to 

analyze results 

and develop next 

steps. Gathered 

information will 

be shared with the 

school-level 

instructional 

teams for 

reflection and to 

begin developing 

the next action 

steps for their 

buildings. 

How will teachers 

determine whether 

or not students are 

making significant 

progress throughout 

the program’s 

implementation? 

Consistent 

attendance of 

students with 

active 

participation. 

Surveys and 

observations 

Attendance 

data pulled 

from 

PowerSchool 

District and 

school-level 

instructional 

teams 

Beginning 

and end of 

the program 

and 

biweekly 

The district-level 

instructional team 

will meet to 

analyze results 

and develop next 

steps. Gathered 

information will 

be shared with the 

school-level 

instructional 

teams for 

reflection and to 

begin developing 

the next action 

steps for their 

buildings. 

How will teachers 

create an 

environment that 

supports each 

student having a 

personalized 

pathway that is 

tailored to an 

individual student’s 

needs? 

Daily progress 

reports will be 

provided by 

computerized 

instructional 

programs. 

Student 

interaction and 

responses. 

Teacher 

conferences 

with students 

and weekly 

reports from 

interactive 

programs. 

Teachers and 

school-level 

instructional 

teams 

Daily and 

after each 

designated 

student 

progress 

checkpoint 

Gathered 

information will 

be discussed in 

school-level 

meetings with 

teachers and 

school-level 

instructional 

teams to inform 

the next action 

steps for their 

students. 
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Throughout this dissertation, we will delve into the theoretical underpinnings of the 

quantitative case study design, and showcase the practical application of our real-world 

organizational contexts. By shedding light on the effectiveness of this approach, we hope to 

contribute valuable insights to the field of improvement science and equip other school systems 

with evidence-based strategies to thrive in an ever-evolving global landscape. Ultimately, this 

research strives to pave the way for a more efficient, resilient, and prosperous future for school 

systems and the students that they serve. 

Data Analysis 

Quantitative data analysis entails a rigorous and methodical approach, involving the use 

of statistical techniques and data visualization to interpret the numerical data amassed from 

surveys, questionnaires, assessments, or other quantitative instruments. This analytical journey 

not only helps to make sense of the raw data but also allows us to test hypotheses, uncover 

associations, and draw generalizable conclusions, lending credibility and rigor to our research 

findings. 

The overarching purpose of this section is to present a comprehensive account of the 

analytical methods employed, detailing the tools, procedures, and rationale behind the chosen 

analytical techniques. By providing transparency in our data analysis process, we strive to ensure 

the reliability and replicability of our results, reinforcing the credibility of our research outcomes 

Our data collection cycles will need the following information for review: teacher 

professional performance and attendance, student performance and attendance, teacher planning 

processes, student, teacher, and parental interaction data, culture and climate data, and listings of 

materials, resources, and assets.  This information will be collected using several different data 

sources: student daily attendance (Power Schools and Frontline), classroom observations, student 
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academic performance data (NWEA MAP results and state standardized test results), and PLC 

(Professional Learning Communities) conversations/minutes (notes).  

Throughout this section, we will discuss the various stages of quantitative data analysis, 

starting with data preparation and cleaning to ensure the accuracy and integrity of the dataset. 

Subsequently, we will explore the descriptive statistics used to summarize the key characteristics 

of the data, enabling a clear and concise presentation of the dataset's central tendencies, 

variabilities, and distributions. 

The complete cycle that stakeholders will follow repeatedly includes a four-step process 

that has specific intentions: planning, doing, studying, and acting.  This problem-solving cycle is 

known as the Plan-Do-Study-Act (PDSA) Cycle.  Its steps are deliberate with the specific 

intentions that help those involved be directed and redirected to effective problem-solving 

strategies. 

Figure 12: Framework for the Instructional Process (Plan-Do-Study-Act (PDSA) Diagram) 

Framework for the Instructional Process (Plan-Do-Study-Act (PDSA) Diagram) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 62 

 

 

 

 

During the “Planning” portion of the cycle, the internal assets, school-level educators will 

determine to what level each student is currently performing and instructional strategies will be 

most beneficial when imparting new knowledge to the students. Secondly, in the “Teach” 

portion, weekly growth goals will be set with/by students and their teachers.  Following, new 

learning instruction will take place.  Then mastery checks will be conducted in the “Assess” 

phase where students will be administered formative assessments. These assessments are 

intended solely to determine whether or not students are grasping the learning.  Data from these 

assessments will be reviewed and analyzed to determine whether or not the teaching was 

effective.  Finally, teachers and school leaders will “Reflect” on the results and decide on the 

pathway to move forward with to start the cycle all over again.   

Moreover, this section will delve into inferential statistics, where we employ a range of 

hypothesis tests, correlation analyses, regression models, or other advanced statistical methods to 

examine relationships and test the significance of observed associations. The results obtained 

from these analyses will be presented alongside the appropriate interpretations, facilitating a 

deeper understanding of the implications and significance of our research findings. 

In addition to statistical analyses, we will utilize data visualization techniques to present 

the quantitative data in a more accessible and illustrative manner. Graphs, charts, and diagrams 

will be utilized to visually represent patterns and trends, aiding in the communication of complex 

statistical information to a broader audience. 

Lastly, as we engage in quantitative data analysis, we must be mindful of the limitations 

and assumptions inherent in the chosen analytical methods. These considerations are crucial for 
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acknowledging the scope of our findings and recognizing potential areas for future research or 

improvements in data collection and analysis. 

The PDSA Cycle will be repeated over and over weekly, biweekly, and monthly to 

include district-level leaders when appropriate.  The findings and plans will be shared with 

school members, and state-level steering committees, and reported to the state and federal 

government offices when requested.  This problem-solving cycle will continue over and over in 

hopes of systemically developing strong internal networks that provide and support student 

learning.  Developing systems that are collaborative and work together can surely benefit our 

educational institution and the children we serve, just as this type of cohesive thinking brings 

about some of the greatest medical and scientific inventions and discoveries that have come 

about that we benefit from today. 

All stakeholders will have a major role to play in reviewing data.  Teachers will have 

powerful conversations with their colleagues and school leadership during regular Professional 

Learning Community times.  Teachers will also have meaningful conversations with their 

students to set goals and review progress to determine whether or not learning objectives have 

been accomplished. These types of discussions will make a significant impact on student success 

when conducted weekly and biweekly.   These types of data review structures create ideal 

environmental tones that eliminate finger-pointing and fault-finding, therefore creating a more 

inviting and positive approach to problem-solving and accountability.  Finally, the schools’ 

leadership teams will collect this data monthly and quarterly to make more systems-approached 

interventions and decisions. 

Through this rigorous and comprehensive analysis of quantitative data, we endeavor to 

offer meaningful insights that contribute to the broader knowledge base within our field of study. 
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By adhering to robust analytical practices, we aim to bolster the validity and reliability of our 

research outcomes and, ultimately, to enrich the scholarly dialogue surrounding our research 

topic. 

We must provide a system-wide approach to learning for our students that does not 

introduce anything new but instead pulls all of our best strategies together to make one impactful 

and effective framework.  I believe that if this model, which provides additional instructional 

time, is implemented with fidelity and in small group instruction as early as possible, we will 

observe students’ progress with academic performance that closes gaps in learning or slows the 

learning loss process down.   

Creating a district-wide system with consistent processes that enable teachers to develop 

personalized learning pathways for students, along with providing additional time, is believed to 

create a very prescribed set of solutions that will yield learning gains.  A repetitive process in 

which there is an ongoing dialogue between teachers to share information and refine daily 

instruction through cycles of conversation will ultimately benefit the students. 

Ethical Limitations and Considerations 

Ensuring Every Student’s Academic and Social Success 

All students in our school district will be provided equal access and equitable learning 

opportunities.  There is current research that supports these efforts and explains the variables that 

can cause discrepancies with results.  PACE Newsroom Researchers conducted a qualitative and 

quantitative study using the theoretical framework that shows the significant learning loss 

affected between low income students and limited English learners (ELLs) and all other students.  

Major findings noted in this article that contribute to defining notions of accountability and 

supports equitable guidelines and practices for children include: 
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The pandemic and related disruptions in providing consistent instruction makes a 

difference when it comes to learning loss in English/Language Arts and Math. 

The equity impact is severe.  Certain student groups, especially low-income students and 

English language learners, are falling behind more compared to others. 

Addressing students’ learning loss will require a student-centered approach that puts 

family and student relationships first.  There needs to be a systemic approach that will be 

implemented consistently in how schools address the overlapping learning, behavioral, and 

emotional needs that support effective learning and teaching (Pier et al., 2021). 

When ensuring that the action research contains district practices that support ethical 

actions and strategies that assists all students with being successful, we will use the same 

assessment (instrument) across the district for determining academic growth,  all teachers will be 

provided with the same training, all students will be provided with the same resources and 

framework for learning, all students will be given the same timeline for receiving additional 

instructional support, and small group learning will be conducted in all classes to ensure that 

there is a personalized pathway created for each child which will address his/her individual 

needs. 

Students who have been observed as having significant learning loss will be targeted and 

invited to participate in the program(s).  Additional adult support will be provided where needed 

to ensure that class size remains small where there is not enough teacher support. Increase in 

educator stipends will be provided to ensure that teachers and other support staff are available for 

all schools.  Materials will be purchased for schools that did not have the adequate learning 

materials on-site during the regular school day.  These materials can also be used during the 
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regular school day as well. Timelines will be created for all schools to adhere to with providing 

common assessments and reporting student progress data. 

Modeling Principles of Self-awareness, Reflective Practice, Transparency, and Ethical 

Behavior 

The article Learning Loss, in General, Is A Misnomer: Study Shows Kids Made Progress 

During COVID-19 provides information that can be very beneficial to school districts and their 

schools on how to best plan to allocate resources to assist students catch-up.  Providing sufficient 

funds and adequate time where students need it greatest is the best strategy (Schwartz, 2021).  

Students will be invited to attend the after-school program by their schools.  Their parents will be 

contacted to share the need for them to have additional instructional time, which should result in 

better learning outcomes.  Additionally, any parents that request permission to have their 

children participate will have the option of enrolling their children also.  Teachers in the after-

school and summer sessions of the Darlington County School District Academic Enhancement 

Program will meet regularly (PLCs) to discuss the effectiveness of instructional strategies.  They 

will also discuss coming ideas for introducing new information that may be most effective with 

their students.  Following, it will be the expectation to regularly report student data/outcomes to 

review, analyze, and serve as information when planning further instruction.  Reflection is a very 

powerful strategy and teachers will be strongly encouraged to consider what strategies they can 

do differently when not noticing the student growth they are expecting.   

It will also be imperative that school-level administrators attend the teacher training 

sessions to fully understand the expected approach(es) for teaching in small groups during the 

Academic Enhancement Program.  Though the current disparity in students’ learning 

opportunities is vast, and not all children have access to the kinds of rigorous, deep learning 
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needed to allow them to critically engage with and re-imagine their communities and world, we 

see teacher learning as a pivotal lever for transformation (Riordan et al., 2019).  With 

understanding the instructional expectations, school-level administrators and instructional 

coaches must visit classes regularly and consistently to conduct classroom observations and 

provide teachers with immediate feedback to ensure that daily instruction is having a positive 

impact on student learning and growth. 

 

Safeguarding Democracy, Equity, and Diversity 

PACE Research Group conducted a comparative data analysis including eighteen districts 

with a combined fifty thousand students.  This study demonstrated the need for equitable 

resources and systems of support that have an impact on student learning.  The student 

population is diverse, but it does not perfectly match the student population across the state of 

California.  While the student population is diverse, it does not represent all of the diverse groups 

in the state (Pier et al., 2021).  Darlington County School District school-level academic 

leadership members and teachers will have the opportunity to share their opinions about 

structures and the manner in which to implement the expected learning.  Wherever there are 

schools or students that require additional support (example:  behavior shadows). There will be 

financial funding provided to ensure the issue of certain schools being provided with what they 

need (because they are noted as being “priority schools” with urgent needs.  Student progress 

will be communicated to parents regularly to be sure to involve the family unit so they 

understand the relevance of their students participating in the program.  They will also make 

families aware of the importance of their reinforcement at home.  When reviewing the some 

problems Schwartz noted that both studies are qualitative factors. Some students took the tests 



 68 

in-person and some took it at their homes. Reliable internet connection would be another factor 

that weighs-in on the end results.  The most vulnerable students who had the least access to 

quality instruction would present a major concern with the end result as well. Some communities 

felt really hard impacts of COVID by experiencing higher death rates, infection rates, and rates 

of essential workers absent from homes.  But most importantly, students who are not represented 

at all because not taking the tests consistently during both Fall academic sessions leave much to 

be wondered about how they would factor into the findings (Schwartz, 2021). 

All students will be provided with adequate materials and resources to ensure that there is 

a fair and level “playing field” that is being provided by the school district to ensure that all 

students have access to the same types of learning opportunities and experiences.  There will also 

be the usage of the same types of instructional software that will be used to gather student 

performance data.  This information will be used to assist in monitoring student growth targets 

and the success of meeting them.  Hopefully, the use of instructional technology will help in 

removing bias and subjective viewpoints that can skew end results. 

Evaluating Potential Moral and Legal Consequences 

Missing school for a prolonged period will likely have major consequences on student 

achievement.  The Covid-19 pandemic has brought to the forefront the need to create processes 

and practices structures that ensure that schools stay prepared to continue instruction and provide 

support to students so that those who are already behind do not get further behind (Kuhfeld et al., 

2020).  Throughout the school year, schools that have been noted as having greater needs and 

higher priority for students' learning needs will participate in targeted learning instructional 

trials.  There are trial initiatives in targeted schools with the same learning structures in place.  

Student progress and growth will be monitored to determine that the practices are effective and 
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yield the desired results.  These practices will be monitored for at least nine weeks to determine 

specific trends and patterns before concluding that they are effective practices.  Before making 

the decision to fully implement various small group learning structures, funding and resources 

will be reviewed to ensure that all students have adequate access. 

Processes and procedures for rollout, implementation, data collection, and evaluation will 

be created system-wide so that there will not be any practices that provide inequitable 

advantages.  All students will be provided with the same timeframes, standards for learning, and 

resources.  All teachers will be provided with the same professional development, which will 

then ensure that all students are provided with high quality teaching and learning experiences.  

NWEA conducted a study and created a brief that takes a very detailed observation of student 

performance during the Covid-19 pandemic in the areas of reading and mathematics as compared 

to student performance results when schools close during summer months.  Quantitative research 

of this kind provides specific evidence of norms that have been observed over time.  This 

information can be used for policymakers, educators, families, and community stakeholders 

when creating strategies and structures for providing support (Kuhfeld et al., 2020). 

The goal of social justice is to advocate for the elimination of systems of oppression, 

inequity, inequality, or exploitation of marginalized populations and communities (Constantine 

et al., 2007).  School board members have reviewed all instructional policies to ensure that they 

are up-to-date and meet the needs of all students with fair and equitable expectations and 

procedures.  District-level instructional leaders, along with school-level instructional leaders, 

create and review daily strategies and practices that meet the educational needs of all students.   

Overall student outcomes will be reviewed by teachers, school leaders, and district 

instructional leaders.  In the event that a parent does not agree with a student's outcome, the 
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parent will have an opportunity to appeal the decision through an appeals process that will 

include sharing the concern(s) with the building-level principal, having the district-level 

Assistant Superintendent for Curriculum, Instruction, and Assessment review it, then finally 

shared with the district’s Superintendent if necessary.   Hopefully, the conflict can be resolved at 

the school building level, but it will be reviewed at higher levels as necessary if no concluded 

agreement is made.  Instructional decisions will not be reviewed by the school board (as stated in 

district policies).  The Superintendent will be the final level of instructional appeal.  Arthur, 

Lorean German stated that creating systems that advocate for student voice is most powerful. 

There is power in student voice, and it isn’t a voice any teacher can give. We don’t give voices. 

We make space for them in our curricula and classrooms, or we don’t. Especially in times like 

these when our nation is burning, we should listen to the young people (German, 2020). 
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Chapter Three:  Research Findings 

In the quest to tackle the pervasive issue of learning gaps among students of poverty, 

education leaders often find themselves navigating a complex entanglement of challenges. These 

challenges demand not just interventions but systematic, evidence-based approaches that can 

drive sustainable change. In this chapter, we delve into the application of Improvement Science, 

particularly the Plan-Do-Study-Act (PDSA) framework, as a strategic tool to address the learning 

gaps effectively. 

Improvement Science offers a structured methodology for driving positive change in 

complex educational systems. At its core, Improvement Science is rooted in the belief that 

improvement is an iterative process, requiring continuous learning and adaptation (Hinnant-

Crawford, 2020). The Plan-Do-Study-Act (PDSA) framework serves as the cornerstone of 

Improvement Science, providing a systematic approach to test, implement, and refine 

interventions. 

The first phase of the PDSA cycle involves careful planning. This entails identifying the 

problem, setting clear objectives, and designing interventions to address the identified issue. In 

the context of our inquiry into learning gaps among students of poverty, the planning phase 

involved delineating specific learning objectives, determining the additional instructional time 

required, and outlining the strategies to deliver this additional support effectively. (e.g. Figure 

12) 

Once the plan was in place, the next step was to execute the interventions as outlined. 

This phase involved implementing the strategies in real-world settings, whether it be extending 

classroom hours while providing targeted tutoring sessions and utilizing some technology-
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assisted learning tools. Through the implementation phase, educators gained valuable insights 

into the feasibility and effectiveness of the chosen interventions. 

The study phase was where the real learning occurred. Educators systematically gathered 

data to assess the impact of the interventions on student learning outcomes. This involved 

analyzing quantitative metrics such as weekly instructional assessments, formative test scores, 

and student attendance rates. By examining the results, our educators were able to identify what 

was working well and areas that required adjustment. 

Based on the findings from this study, educators have decided to continue to use the 

established district-wide instructional structure and provide additional time and more targeted 

approaches for learning to accelerate the interventions provided. There are hopes that the 

decision to continue would reach more students and that the processes would improve with time 

and continuous implementation. 

Implementation Journey 

Our overarching goal was to determine whether additional instructional time could 

effectively narrow learning gaps and improve academic outcomes between students in poverty 

and students who are not in poverty. I started by identifying the specific learning gaps prevalent 

among students of poverty, considering factors such as academic performance, socio-economic 

background, and access to resources. 

During the study phase, we collected data on various metrics, including standardized state 

assessment results. By analyzing this data, we wanted to be able to assess the impact of the 

additional instructional time on closing the learning gaps and improving overall academic 

performance. We took proactive measures and refined our curriculum to better align it with 

student needs, and we streamlined the instructional software that could be used. 
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With the interventions planned, we proceeded to implement this afterschool program in 

our K-8 schools.  Planning processes included collaborating with teachers to develop specific 

and tailored lesson plans, providing training on effective instructional strategies, and mobilizing 

support staff to facilitate additional learning opportunities with small group pullouts. 

By iteratively cycling through the Plan-Do-Study-Act framework, we continuously 

evaluated and refined our approaches to addressing identified learning gaps among students of 

poverty. Through this process of continuous improvement, we paid close attention to ensure that 

we were diligent in providing materials and training teachers with a specific skill set and 

knowledge base that ensures equitable learning environments where all students had the 

opportunity to thrive and succeed. 

Research Findings 

A comprehensive review of reading and mathematics academic performance was 

conducted for all students in the district, (along with those who enrolled to attend the after-school 

program) by using the 2023 Spring SC Ready results compared to students in the state.  The 

demographic data is as follows: 

Table 8: Demographic Information of Program Participants vs Non-Participants 

Table 8 

Demographic Information of Program Participants vs Non-Participants 

  Participants Non-Participants 

Number of Students 433 3,709 

Poverty 390 (90.1%) 3,033 (81.8%) 

Not in Poverty 43 ( 9.9%) 552 (18.2%) 

Disabled 79 (18.2%) 642 (17.3%) 

Note. There are 12 elementary and 3 middle schools with students in grades 4 – 8 only.  

Students who are included in the disabled data have been screened and determined to have 

some type of learning disability. 
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When further disaggregating the reading academic performance data, a stark contrast 

emerged: only 27.8% of students participating in the program met grade-level reading 

expectations compared to 42.8% of students in the district, and 53.7% in the state.  A closer look 

illustrates, 25.4% of students participating in the program who are in poverty met grade-level 

reading expectations compared to 36.6 % of students in the district who are in poverty, and 

42.2% of students in poverty in the state.  

Table 9: Program Baseline Reading Data 

Table 9 

Program Baseline Reading Data 

Program Participants District State 

Grade  Overall Poverty Not in 

Poverty 

Overall Poverty Not in 

Poverty 

Overall Poverty Not in 

Poverty 

3 26.3% 26.0% 28.6% 42.8% 36.8% 71.2% 53.4% 42.3% 72.4% 

4 47.4% 44.3% 75.0% 51.6% 46.0% 78.0% 57.1% 46.2% 75.8% 

5 26.1% 23.2% 50.0% 42.6% 35.5% 74.2% 55.2% 43.6% 74.4% 

6 26.0% 26.2% 25.0% 39.6% 34.4% 63.6% 53.4% 41.3% 73.4% 

7 20.9% 16.7% 62.5% 37.1% 29.9% 72.5% 50.0% 37.9% 69.6% 

8 21.7% 18.3% 50.0% 45.0% 38.8% 67.5% 53.1% 41.6% 71.0% 

All 27.8% 25.4% 49.1% 42.8% 36.6% 70.6% 53.7% 42.2% 72.8% 

Note. The 2023 SC Ready Testing reading results will be used as the baseline data for this 

study.  This data compares the Program Participants with the district and state results.  This data 

set is for grades 3 – 8 during the last school year, but they have been promoted to the next grade 

level. 

 

In mathematics, the overall performance was even more concerning, with only 20.9% of 

students participating in the program met grade-level mathematics expectations compared to 

32.4% of students in the district, and 40.8% in the state.  Students participating in the program 

who are in poverty met grade-level reading expectations by 19.7% compared to 27.1 % of 

students in the district who are in poverty, and 28.7% of students in poverty in the state. 
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Table 10: Program Baseline Mathematics Data 

Table 10 

Program Baseline Mathematics Data 

Program Participants District State   

Grade Overall Poverty Not In 

Poverty 

Overall Poverty Not In 

Poverty 

Overall Poverty Not In 

Poverty 

3 36.3% 37.0% 28.6% 46.3% 41.5% 69.4% 53.6% 42.3% 72.9% 

4 30.8% 28.6% 50.0% 38.7% 33.6% 62.7% 47.0% 35.0% 67.4% 

5 14.4% 13.1% 25.0% 32.1% 24.9% 63.7% 44.7% 32.4% 65.1% 

6 19.2% 20.0% 12.5% 27.3% 22.0% 51.2% 36.6% 23.9% 57.5% 

7 16.3% 11.5% 62.5% 22.5% 16.3% 52.5% 31.0% 18.5% 51.2% 

8 13.0% 12.2% 20.0% 28.1% 24.2% 42.7% 31.6% 19.8% 50.2% 

All 20.9% 19.7% 32.1% 32.4% 27.1% 55.9% 40.8% 28.7% 60.7% 

Note. The 2023 SC Ready Testing mathematics results will be used as the baseline data for this 

study.  This data compares the Program Participants with the district and state results.  This data 

set is for grades 3 – 8 during the last school year, but they have been promoted to the next grade 

level. 

 

The analysis of this baseline data provides several critical insights into the 

implementation of educational strategies and their outcomes.  The significant achievement gap 

between students in poverty and those not in poverty highlights the need for targeted 

interventions. It becomes notably obvious that these students may require additional resources 

and support to overcome the challenges they face to improve their academic issues. 

The consistent underperformance of students in poverty over time may suggest that 

existing strategies are not effectively addressing their specific needs. Coming to this 

understanding calls for a reassessment of current educational practices and the development of 

new, innovative approaches tailored to these students' unique circumstances.  The data 

underscores the importance of differentiated instruction that caters to the varying needs of 

students. Educators should consider implementing instructional strategies that are specifically 

designed to help students in poverty, who may benefit from different teaching methods than their 

more affluent peers. 
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To better understand the long-term impact of interventions, establishing a system for 

longitudinal tracking of student performance is essential. This would enable educators to monitor 

progress over time, assess the effectiveness of implemented strategies, and make the necessary 

adjustments to improve outcomes. 

Challenges, Successes, and Unexpected Encounters 

As I navigated my way through this research study to investigate the impact of additional 

instructional time on addressing learning gaps among students of poverty, I encountered a 

number of challenges, celebrated successes, and unexpected turns along the way. 

One of the primary challenges faced was logistical in nature. Coordinating extended 

instructional time sessions outside regular school hours required meticulous planning and 

coordination with school administrators, teachers, students, and parents. Overcoming scheduling 

conflicts, transportation issues, and making sure that all who worked in this program were 

qualified teachers (not substitutes or teacher assistants) posed significant hurdles. 

Encouraging student engagement and participation in the additional instructional time 

sessions proved to be a formidable challenge as well. Many students faced competing demands 

such as family responsibilities or extracurricular activities, making it difficult to commit to 

additional learning opportunities outside regular school hours. 

Despite the challenges, I observed promising improvements in academic performance 

among participating students. Pre and post-assessment scores revealed significant gains in 

subject proficiency, in both math and reading comprehension, indicating the efficacy of 

additional instructional time in addressing learning gaps. 

Through targeted interventions such as interactive learning activities, small group 

discussions, and personalized instruction, I witnessed a notable increase in student engagement 
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and enthusiasm for learning. Students expressed a newfound sense of confidence and motivation, 

attributing their academic progress to the additional support received. 

The research study fostered collaboration among stakeholders, including educators, 

parents, district administrators, and school board members. By working together towards a 

common goal, we were able to leverage collective expertise, common resources, and unified 

support to overcome all challenges which is used to drive positive change in student outcomes. 

The unexpected shift to remote learning due to external factors such as a global pandemic 

highlighted the digital divide among students of poverty. While we initially focused on in-person 

instructional support, the sudden transition necessitated innovative approaches to deliver online 

learning resources and bridge the digital gap to ensure equitable access to education. 

Despite facing unforeseen obstacles, our research study underscored the resilience and 

adaptability of students, educators, and the broader community. By embracing change, adopting 

flexible strategies, and embracing technology-enabled learning solutions, we were able to pivot 

seamlessly and continue our efforts to support student learning. 

Initially, the afterschool program was designed to support students in grades 3 through 8. 

During the review, it was identified that 88 students who needed remediation had already 

progressed to the 9th grade. These students were therefore ineligible for the program, as it 

specifically targeted those within the specified grade range. This criterion was crucial in 

narrowing down the pool of eligible participants. 

The primary goal of the afterschool program was to provide additional learning time to 

students who had not mastered their grade-level skills in reading and mathematics. The review 

process involved breaking down the data to identify these students based on their performance on 
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the SC Ready standardized state assessment. This precise identification ensured that the program 

targeted those who would benefit the most from the additional instruction time. 

Based on the identified needs, 433 students in grades 3 through 8 were invited to 

participate in the program. These students were selected because they had demonstrated a need 

for remediation, as indicated by their assessment (MAP or SC Ready) results. The invitation 

process was a targeted approach to reach those students who were struggling the most. 

Out of the 433 students invited, 334 accepted the invitation and consistently attended the 

program as expected. The final participation rate was influenced by various factors, including the 

willingness of students and parents to commit to the additional after-school hours. The 

enrollment decision also reflected the perceived value and necessity of the program by the 

families of the invited students. 

As the research study drew to a close, the question of long-term sustainability was posed. 

While we celebrated the successes achieved, ensuring the continuity of effective interventions 

beyond the scope of the study posed a more pressing challenge. Building capacity, securing 

ongoing funding, and embedding best practices within existing educational frameworks emerged 

as critical considerations for sustained impact. 

Ultimately, the district decided to extend the opportunity to participate in the after-school 

program to all students, regardless of whether they had been initially identified for remediation. 

This inclusive approach allowed any student whose parents wanted them to benefit from the 

program to enroll. This decision was influenced by the understanding that additional 

instructional time could be beneficial for a broader range of students, not just those who had 

been identified as needing remediation. 
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This research study can be characterized by a blend of challenges, successes, and 

unexpected turns. Through perseverance, collaboration, and a commitment to continuous 

improvement, we were able to advance our collective understanding of effective strategies for 

addressing learning gaps among students of poverty and laying the foundation for lasting 

educational equity. 

The Research Data Details 

To ensure that we effectively monitored student progress and predicted future 

achievement, we decided to use the Northwest Evaluation Association (NWEA) Measures of 

Academic Progress (MAP) assessment. NWEA is a non-profit organization that creates academic 

assessments for students in grades pre-K through 12. The organization is based in Portland, 

Oregon and has a presence in 50 states, 49 foreign countries, and 3,400 districts. NWEA's goal is 

to help school districts improve learning for all students. The decision to use MAP testing was 

driven by our district’s commitment to provide a rigorous and data-driven approach to 

understanding individual student growth and academic performance. The NWEA MAP 

assessment is a powerful tool that allows us to measure student growth over time. It provides 

detailed insights into how well our students are learning and progressing in key academic areas 

such as reading and mathematics. By administering the MAP assessment periodically throughout 

the school year, we can track each student’s academic development and identify areas where 

additional support may be needed.  The NWEA MAP test is adaptive, meaning it adjusts the 

difficulty of questions based on the student's previous answers. This helps in pinpointing the 

student's current level of understanding and skill more accurately than traditionally fixed-form 

tests. 
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When reviewing a student’s progress, we use the RIT score which is a stable, equal-

interval scale that measures a student's academic knowledge, skills, and abilities. The scale was 

named after Georg Rasch, a Danish mathematician who developed the underlying model of item 

response theory that the NWEA uses.  The RIT scale was designed so that the difference 

between scores is consistent across the scale. This means that the difference between 150 and 

160 is the same as the difference between 200 and 210 in terms of student learning.  The RIT 

score allows educators to measure a student's growth and proficiency independent of their grade 

level. This is particularly useful for identifying students who are ahead or behind their peers.  

The RIT score can be used to track a student's progress over time, providing a clear picture of 

academic growth year over year.  Its ability to track student growth over time, support 

personalized learning, and inform instructional decisions makes it a very valuable tool. By using 

the RIT score, schools can ensure they are meeting the individual needs of students and fostering 

their academic growth effectively. 

Individual Student Progress (RIT Score Results) 

Program Participants 

The data from the NWEA MAP Reading assessment administered shows the progress of 

students in poverty and those not in poverty across different grade levels from Spring 2023 to 

Spring 2024. The scores are reported as RIT (Rasch Unit) scores, which indicate a student's 

achievement level.  In the analysis of the MAP Reading results from Spring 2023 to Spring 2024, 

we observe notable differences in progress across various grade levels for students in poverty 

and those not in poverty. 

The provided data illustrates individual student growth in mathematics from Spring 2023 

to Spring 2024, based on RIT scores from the NWEA MAP Assessment. The data is categorized 
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by grade level and socioeconomic status, specifically distinguishing between students "in 

poverty" and those "not in poverty."  Students in poverty demonstrated a significant 

improvement, with their RIT scores increasing by 12.1 points, from 179.3 to 191.4. In contrast, 

students not in poverty showed an increase of 8.5 points, from 190.9 to 199.4. This indicates that 

students in poverty made substantial gains, outpacing their peers not in poverty. 

The progress in 4th grade also highlights the remarkable improvement among students in 

poverty, who improved by 8.8 points, from 190.3 to 199.1. Students not in poverty saw a smaller 

increase of 4.9 points, from 199.1 to 204.0. Here, the gains of students in poverty were nearly 

double that of their not-in-poverty counterparts. 

In 5th grade, students in poverty improved their scores by 6.9 points, rising from 200.9 to 

207.8. Meanwhile, students not in poverty experienced an increase of 8.8 points, from 204.0 to 

212.8. Although both groups made significant gains, the improvement was slightly higher for 

students not in poverty. 

For 6th-grade students, those in poverty showed an improvement of 4.9 points, increasing 

from 202.4 to 207.3. Students not in poverty had a smaller increase of 1.4 points, from 213.5 to 

214.9. This indicates that students in poverty made more notable gains compared to their peers 

not in poverty. 

In 7th grade, students in poverty improved by 5.6 points, moving from 207.5 to 213.1. 

Their not-in-poverty peers showed comparable progress, with an increase of 6.8 points, from 

206.1 to 212.9. Both groups demonstrated similar advancements, with a slight edge to students 

not in poverty. 

The 8th-grade results revealed that students in poverty improved by 6.7 points, rising 

from 204.3 to 211.0. In contrast, students not in poverty showed a minimal increase of only 0.2 
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points, from 222.8 to 223.0. This stark difference highlights significant progress for students in 

poverty, while their not-in-poverty peers exhibited minimal growth. 

Significant progress was seen in students in poverty, while the not-in-poverty group 

showed minimal improvement. The average RIT score increased from 197.5 in Spring 2023 to 

205.0 in Spring 2024, a gain of 7.5 points. The average RIT score increased from 206.1 in Spring 

2023 to 211.2 in Spring 2024, a gain of 5.1 points. Students in poverty showed a greater overall 

improvement (7.5 points) compared to students not in poverty (5.1 points). 

Table 11: Reading Progress for Program Participants 

Table 11 

Reading Progress for Program Participants 

Grade Poverty     Not in Poverty 

  2023 2024 Difference 2023 2024 Difference 

3 179.3 191.4 12.1 190.9 199.4 8.5 

4 190.3 199.1 8.8 199.1 204.0 4.9 

5 200.9 207.8 6.9 204.0 212.8 8.8 

6 202.4 207.3 4.9 213.5 214.9 1.4 

7 207.5 213.1 5.6 206.1 212.9 6.8 

8 204.3 211.0 6.7 222.8 223.0 0.2 

All  197.5 205.0 7.5 206.1 211.2 5.1 

Note. The data demonstrates individual student growth in the subject of reading from the 

Spring of 2023 to Spring 2024 of students participating in the after-school program.  The data 

is an observation of students’ academic performance of themselves in one time period 

compared to their own results in the next time period.  This data is gathered from the 

administration of the NWEA’s MAP Assessment using the RIT Score. 

 

The MAP Mathematics results for students who participated in the afterschool program 

reveal significant progress across various grade levels, with noticeable differences between 

students in poverty and those not in poverty.  The average RIT score increased from 201.9 in 

Spring 2023 to 208.9 in Spring 2024, showing a gain of 7.0 points.  The average RIT score 

increased from 207.8 in Spring 2023 to 215.1 in Spring 2024, showing a gain of 7.3 points.  Both 
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groups exhibited comparable overall improvements, with students not in poverty making slightly 

higher gains on average. 

Students in poverty in the 3rd grade improved their RIT scores by 11.1 points, increasing 

from 185.7 to 196.8. Their peers not in poverty demonstrated an even larger improvement of 

12.9 points, rising from 189.7 to 202.6. This indicates significant progress for both groups, with 

not-in-poverty students showing a slightly greater improvement. 

In the 4th grade, students in poverty saw their RIT scores increase by 10.2 points, from 

193.9 to 204.1. Students not in poverty improved by 9.1 points, from 199.4 to 208.5. Although 

both groups made substantial gains, students in poverty outpaced their not-in-poverty peers in 

terms of the magnitude of improvement. 

Fifth graders in poverty improved by 9.3 points, with their scores increasing from 204.7 

to 214.0. Their not-in-poverty peers experienced a larger gain of 11.4 points, rising from 206.5 to 

217.9. This indicates that while both groups made significant progress, the improvement was 

more pronounced for students not in poverty. 

For 6th grade students, those in poverty showed a modest improvement of 1.5 points, 

with their scores increasing from 206.3 to 207.8. Students not in poverty saw a similar but 

slightly lower gain of 1.1 points, moving from 215.3 to 216.4. Both groups demonstrated 

minimal improvement compared to other grades. 

In the 7th grade, students in poverty improved by 5.4 points, with their scores increasing 

from 210.3 to 215.7. Their not-in-poverty peers showed a comparable gain of 4.6 points, rising 

from 210.0 to 214.6. This indicates that both groups made similar progress, with a slight edge for 

students in poverty. 
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Eighth-grade students in poverty improved their RIT scores by 4.7 points, increasing 

from 210.3 to 215.0. Students not in poverty saw a gain of 4.3 points, with their scores rising 

from 226.0 to 230.3. Both groups exhibited comparable improvements, with students in poverty 

showing a slightly greater gain. 

Table 12: Mathematics Progress for Program Participants 

Table 12 

Mathematics Progress for Program Participants 

Grade Poverty     Not in Poverty 

 2023 2024 Difference 2023 2024 Difference 

3rd Grade 185.7 196.8 11.1 189.7 202.6 12.9 

4th Grade 193.9 204.1 10.2 199.4 208.5 9.1 

5th Grade 204.7 214.0 9.3 206.5 217.9 11.4 

6th Grade 206.3 207.8 1.5 215.3 216.4 1.1 

7th Grade 210.3 215.7 5.4 210.0 214.6 4.6 

8th Grade 210.3 215.0 4.7 226.0 230.3 4.3 

All Grades 201.9 208.9 7.0 207.8 215.1 7.3 

Note. The data demonstrates individual student growth in the subject of mathematics from the 

Spring of 2023 to Spring 2024 of students participating in the after-school program.  The data 

is an observation of students’ academic performance of themselves in one time period 

compared to their own results in the next time period.  This data is gathered from the 

administration of the NWEA’s MAP Assessment using the RIT Score. 

 

Program Non-Participants 

The MAP Reading assessment results for students who did not participate in the 

afterschool program show notable differences in progress between students in poverty and those 

not in poverty across various grade levels. The average RIT score increased from 200.4 in Spring 

2023 to 206.6 in Spring 2024, showing a gain of 6.2 points. The average RIT score increased 

from 212.3 in Spring 2023 to 217.4 in Spring 2024, showing a gain of 5.1 points. Students in 

poverty who did not participate in the afterschool program made slightly more progress on 

average than their not-in-poverty peers. 
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In the 3rd grade, students who did not participate in the afterschool program 

demonstrated similar progress in their reading scores to those students who participated in the 

program. Students in poverty improved by 10.1 points, with their RIT scores rising from 182.8 in 

Spring 2023 to 192.9 in Spring 2024. Their peers not in poverty also showed significant gains, 

with an increase of 9.2 points, from 195.7 to 204.9. Interestingly, students in poverty outpaced 

their not-in-poverty counterparts slightly, highlighting their substantial improvement. 

The 4th grade non-participants also showed progress, though the pattern differed slightly. 

Students in poverty improved their RIT scores by 7.8 points, moving from 193.2 to 201.0. Those 

not in poverty saw an increase of 8.2 points, from 202.7 to 210.9. In this grade, students not in 

poverty made slightly higher gains than their peers in poverty, though both groups made 

commendable progress. 

In the 5th grade, students in poverty who did not participate in the afterschool program 

improved by 6.4 points, with their scores increasing from 201.6 to 208.0. In comparison, students 

not in poverty improved by 3.9 points, from 213.2 to 217.1. This data indicates that students in 

poverty made more notable gains compared to their not-in-poverty peers, suggesting that they 

may have benefited from other support mechanisms or resources. 

For the 6th grade, the trend continued with students in poverty showing greater 

improvement. Their RIT scores increased by 5.1 points, from 204.9 to 210.0. Students not in 

poverty, on the other hand, improved by 3.5 points, moving from 218.3 to 221.8. This further 

underscores the significant progress made by students in poverty relative to their peers. 

In the 7th grade, students in poverty improved by 4.2 points, from 208.9 to 213.1. Those 

not in poverty showed a similar gain, improving by 3.6 points from 218.5 to 222.1. While both 
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groups demonstrated comparable progress, the students in poverty had a slight edge in their 

improvement. 

The 8th grade results revealed that students in poverty improved by 3.6 points, with their 

scores rising from 211.0 to 214.6. Their not-in-poverty peers saw an increase of 2.5 points, from 

225.0 to 227.5. Although the overall improvement was smaller for both groups compared to 

other grades, students in poverty still made more progress relative to their peers not in poverty. 

Table 13: Reading Progress for Program Non-Participants 

Table 13 

Reading Progress for Program Non-Participants 

Grade Poverty     Not in Poverty 

  2023 2024 Difference 2023 2024 Difference 

3 182.8 192.9 10.1 195.7 204.9 9.2 

4 193.2 201.0 7.8 202.7 210.9 8.2 

5 201.6 208.0 6.4 213.2 217.1 3.9 

6 204.9 210.0 5.1 218.3 221.8 3.5 

7 208.9 213.1 4.2 218.5 222.1 3.6 

8 211.0 214.6 3.6 225.0 227.5 2.5 

All  200.4 206.6 6.2 212.3 217.4 5.1 

Note. The data demonstrates individual student growth in the subject of reading from the 

Spring of 2023 to Spring 2024 of students not participating in the afterschool program.  The 

data is an observation of students’ academic performance of themselves in one time period 

compared to their own results in the next time period.  This data is gathered from the 

administration of the NWEA’s MAP Assessment using the RIT Score. 

 

Students in poverty generally showed slightly higher growth compared to their peers not 

in poverty, with an overall average growth of 6.3 RIT points versus 5.9 RIT points, respectively. 

This trend suggests that even without participation in the specific mathematics progress program, 

students in poverty are making comparable or slightly better progress in their mathematics skills.  

Both groups showed significant growth, with students in poverty increasing by 10.6 

points and those not in poverty by 10.2 points. This high growth in early grades is encouraging.  

Both groups showed minimal growth, with only a 1.8-point increase for students in poverty and a 
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1.2-point increase for those not in poverty. This indicates a potential area of concern that might 

require additional support or intervention. Students not in poverty showed better growth (5.0 

points) compared to those in poverty (3.4 points), which is an outlier compared to the overall 

trend. This may suggest that additional focus is needed to support older students in poverty. 

The data indicates that non-participants in the mathematics progress program are making 

steady progress in mathematics, with students in poverty generally showing slightly higher 

growth than their peers not in poverty. However, the overall growth rates are lower than those 

observed for program participants, highlighting the potential effectiveness of the mathematics 

progress program. 

Table 14: Mathematics Progress for Program Non-Participants 

Table 14 

Mathematics Progress for Program Non-Participants 

Grade Levels 2023 2024 Difference 2023 2024 Difference 

3rd Grade 186.1 196.7 10.6 196.3 207.2 10.2 

4th Grade 197.0 204.9 7.9 206.6 213.8 7.2 

5th Grade 204.5 213.4 8.9 216.5 223.6 7.1 

6th Grade 210.6 212.4 1.8 224.7 225.9 1.2 

7th Grade 212.7 217.5 4.8 225.8 229.4 3.6 

8th Grade 216.3 219.7 3.4 232.9 237.9 5.0 

All Grades 204.5 210.8 6.3 217.1 223.0 5.9 

Note. The data demonstrates individual student growth in the subject of mathematics from the 

Spring of 2023 to Spring 2024 of students not participating in the afterschool program.  The 

data is an observation of students’ academic performance of themselves in one time period 

compared to their own results in the next time period.  This data is gathered from the 

administration of the NWEA’s MAP Assessment using the RIT Score. 

 

Students in both poverty and not in poverty made notable gains across all grades, with 

particularly significant improvements in the lower grades (3rd and 4th). The overall increase in 

RIT scores for both groups indicates that the afterschool program was effective in enhancing 

mathematical proficiency.  While both groups made substantial progress, students not in poverty 
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generally exhibited slightly higher overall improvements. However, in several grades (4th, 6th, 

and 7th), students in poverty showed greater gains than their peers not in poverty, highlighting 

the program's positive impact on this demographic.  The 6th-grade results indicate minimal 

improvement for both groups, suggesting a potential area for further investigation and targeted 

intervention to enhance mathematical learning outcomes at this grade level. 

The MAP Mathematics results for students who did not participate in the afterschool 

program show varying levels of progress across different grades. The average RIT score 

increased from 204.5 in Spring 2023 to 210.8 in Spring 2024, showing a gain of 6.3 points.  The 

average RIT score increased from 217.1 in Spring 2023 to 223.0 in Spring 2024, showing a gain 

of 5.9 points.  Both groups exhibited comparable overall improvements, with students in poverty 

making slightly higher gains on average. 

Students in poverty in the 3rd grade improved their RIT scores by 10.6 points, increasing 

from 186.1 in Spring 2023 to 196.7 in Spring 2024. Their peers not in poverty demonstrated a 

similar improvement of 10.2 points, rising from 196.3 to 207.2. This indicates significant 

progress for both groups, with students in poverty showing slightly more improvement. 

 In the 4th grade, students in poverty saw their RIT scores increase by 7.9 points, from 

197.0 to 204.9. Students not in poverty improved by 7.2 points, from 206.6 to 213.8. Both groups 

made substantial gains, with students in poverty slightly outpacing their not-in-poverty peers. 

Fifth graders in poverty improved by 8.9 points, with their scores increasing from 204.5 

to 213.4. Their not-in-poverty peers experienced a gain of 7.1 points, rising from 216.5 to 223.6. 

This indicates that students in poverty made more notable gains compared to their not-in-poverty 

peers. 
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For 6th grade students, those in poverty showed a modest improvement of 1.8 points, 

with their scores increasing from 210.6 to 212.4. Students not in poverty saw a slightly lower 

gain of 1.2 points, moving from 224.7 to 225.9. Both groups demonstrated minimal improvement 

compared to other grades, but students in poverty showed slightly higher progress. 

In the 7th grade, students in poverty improved by 4.8 points, with their scores increasing 

from 212.7 to 217.5. Their not-in-poverty peers showed a gain of 3.6 points, rising from 225.8 to 

229.4. This indicates that students in poverty made more substantial progress compared to their 

not-in-poverty peers. 

Eighth grade students in poverty improved their RIT scores by 3.4 points, increasing 

from 216.3 to 219.7. Students not in poverty saw a gain of 5.0 points, with their scores rising 

from 232.9 to 237.9. In this grade, students not in poverty made greater progress compared to 

their peers in poverty. 

Students in both poverty and not in poverty made notable gains across all grades, with 

particularly significant improvements in the lower grades (3rd and 5th). The overall increase in 

RIT scores for both groups indicates that, despite not participating in the afterschool program, 

these students benefited from regular classroom instruction and resources.  While both groups 

made substantial progress, students in poverty generally exhibited slightly higher gains across 

most grades compared to their peers not in poverty. This suggests that the regular instructional 

support and resources provided during school hours were effective for these students.  The 6th 

grade results indicate minimal improvement for both groups, suggesting a potential area for 

further investigation and targeted intervention to enhance mathematical learning outcomes at this 

grade level. 
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Across all grade levels, students in poverty who did not participate in the afterschool 

program generally made more significant gains in their reading scores compared to their peers 

not in poverty. This suggests that despite the lack of additional afterschool instruction, other 

factors such as regular classroom support equitable resources, and appropriate interventions may 

have contributed to their progress. The consistent improvement among students in poverty 

highlights the effectiveness of these support mechanisms and underscores the need for continued 

and targeted interventions to sustain and enhance their academic growth. 

 In higher grades (7th and 8th), the improvements were generally smaller for both groups. 

This may indicate a need for additional support or different strategies to maintain and enhance 

reading growth as students advance in grade levels. When comparing these results to those of 

program participants, it's evident that the afterschool program had a positive impact, especially 

for students in poverty. Program participants generally showed larger gains, highlighting the 

effectiveness of additional instructional time and targeted support. 

Table 15: Reading Progress Comparison (Average RIT Points Gained) 

Table 15 

Reading Progress Comparison (Average RIT Points Gained) 

Grade 

Levels 

In Poverty 

Participants 

Not In Poverty 

Participants 

In Poverty Non-

Participants 

Not In Poverty Non-

Participants 

3rd Grade 12.1 8.5 10.1 9.2 

4th Grade 8.8 4.9 7.8 8.2 

5th Grade 6.9 8.8 6.4 3.9 

6th Grade 4.9 1.4 5.1 3.5 

7th Grade 5.6 6.8 4.2 3.6 

8th Grade 6.7 0.2 3.6 2.5 

All Grades 7.5 5.1 6.2 5.2 
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Figure 13: Reading Progress Comparisons (4 Subgroups) 

Reading Progress Comparisons (4 Subgroups) 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table 16: Mathematics Progress Comparison (Average RIT Points Gained) 

Table 16 

Mathematics Progress Comparison (Average RIT Points Gained) 

Grade 

Levels 

In Poverty 

Participants 

Not In Poverty 

Participants 

In Poverty Non-

Participants 

Not In Poverty Non-

Participants 

3rd Grade 11.1 12.9 10.6 10.2 

4th Grade 10.2 9.1 7.9 7.2 

5th Grade 9.3 11.4 8.9 7.1 

6th Grade 1.5 1.1 1.8 1.2 

7th Grade 5.4 4.6 4.8 3.6 

8th Grade 4.7 4.3 3.4 5.0 

All Grades 7.0 7.2 6.2 5.7 
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Figure 14: Mathematics Progress Comparisons (4 Subgroups) 

Mathematics Progress Comparisons (4 Subgroups) 

 
 

 

Rate of Growth Comparison (Conditional Growth Percentile Results) 

One of the significant advantages of using the NWEA MAP assessment is its ability to 

compare our students’ growth to that of their peers across the United States. This is done through 

the Conditional Growth Percentile (CGP), which shows how the average growth of students in a 

specific grade within our school compares to the growth of students in the same grade at other 

US schools. The CGP is an essential metric that provides context to our students' growth. For 

example, if our 5th-grade students have a CGP of 70, it means that their average growth is better 

than 70% of the 5th-grade students in other US schools. This percentile ranking helps us 
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understand our school's performance in a broader national context and highlights the 

effectiveness of our instructional strategies. 

50 CGP ranking means that a student is growing a the normal expected rate and will 

achieve one year’s growth.  Because 50 CGP is the normal rate of growth, we set our growth 

goal to at least 55 CGP.  Otherwise, students will remain at the same place of achievement that 

they were at the same time last year in the prior grade.  We wanted to extend the learning so that 

it would be accelerated, and we should see students move closer to higher achievement results on 

grade level. 

By leveraging the data from the NWEA MAP assessments and understanding our CGP, 

we can make informed decisions about our instructional practices and interventions. If we notice 

that certain grades or groups of students are not growing as expected, we can implement targeted 

interventions to address these gaps. Conversely, if our students are showing exceptional growth, 

we can analyze and replicate the successful strategies across other grades or subjects. 

The decision to use the NWEA MAP assessment for progress monitoring is a strategic 

move to enhance our educational approach. It enables us to measure student growth accurately, 

predict future academic achievement, and compare our progress with schools nationwide. 

Through the insights gained from the CGP, we can continuously improve our instructional 

methods, ensuring that all students receive the support they need to succeed academically. This 

commitment to data-driven instruction ultimately helps us provide a high-quality education that 

prepares our students for future success. 

By comparing these growth rates, we can infer the impact of socioeconomic status and 

participation in the afterschool program on students' academic progress. The CGP provides a 
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clear and quantifiable measure to evaluate these differences and make informed decisions for 

educational improvements. 

To analyze the reading rate of growth using the MAP (Measures of Academic Progress) 

conditional growth percentile data provided for these students, we need to compare the 

percentiles between nonparticipants and participants in the afterschool program, broken down by 

their socioeconomic status (Not in poverty vs. In poverty). For nonparticipants, the difference in 

growth percentiles between those not in poverty and those in poverty is 17 percentile points, 

indicating a significant impact of poverty on reading growth.  For participants, the difference is 

10 percentile points, suggesting that participation in the afterschool program may reduce the gap 

caused by poverty but does not eliminate it entirely. 

Among students not in poverty, participants in the afterschool program have a lower 

growth percentile (49) compared to nonparticipants (61), indicating that the afterschool program 

may not be benefiting this group as expected, or there may be other factors at play.  Students in 

poverty, participants have a slightly lower growth percentile (39) compared to nonparticipants 

(44), suggesting a smaller impact of the afterschool program on this group as well. 

The data indicates that while the afterschool program has some influence, it is not 

sufficiently addressing the gap in reading growth between students in poverty and those not in 

poverty.  There may be a need to re-evaluate the afterschool program's effectiveness, especially 

considering its varied impact on different socioeconomic groups.  Additional support 

mechanisms may be required to ensure that students in poverty can achieve growth rates 

comparable to their peers not in poverty. 
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Figure 15: Reading Rate of Growth Comparison (4 Subgroups) 

Reading Rate of Growth Comparison (4 Subgroups) 

 
For nonparticipants, the difference in growth percentiles between those not in poverty 

and those in poverty is 5 percentile points, indicating a moderate impact of poverty on 

mathematics growth. For participants, the difference is 2 percentile points, suggesting that 

participation in the afterschool program may reduce the gap caused by poverty slightly. 

Among students not in poverty, participants in the afterschool program have a slightly 

lower growth percentile (50) compared to nonparticipants (52), indicating a minimal difference 

in growth.  Students in poverty, participants have a slightly higher growth percentile (48) 

compared to nonparticipants (47), indicating a slight positive impact of the afterschool program. 

The data indicates that the afterschool program has a marginal effect on reducing the 

impact of poverty on mathematics growth.  The afterschool program appears to slightly benefit 

students in poverty in mathematics, as indicated by a 1 percentile point increase for participants 
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compared to nonparticipants.  For students not in poverty, the difference between participants 

and nonparticipants is minimal, suggesting that the program does not significantly affect their 

mathematics growth. 

Figure 16: Mathematics Rate of Growth Comparison (4 Subgroups) 

Mathematics Rate of Growth Comparison (4 Subgroups) 

 
 

Trends, Patterns, and Themes 

After reviewing the collected data, several recurring patterns and emerging themes have 

been identified. These patterns are critical in understanding the effectiveness of interventions and 

the overall impact on student learning outcomes.  Across both reading and mathematics, students 

who participated in the afterschool program consistently showed higher gains with individual 

RIT scores compared to non-participants. This pattern is evident in both poverty and not-in-

poverty groups.  For example, in reading, 3rd-grade participants in poverty improved by 12.1 
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points compared to 10.1 points for non-participants. Similarly, in mathematics, 3rd-grade 

participants in poverty improved by 11.1 points compared to 10.6 points for non-participants. 

The data indicates that younger students (3rd and 4th grades) tend to make more 

significant gains in both reading and mathematics compared to older students.  For instance, 3rd-

grade reading participants in poverty improved by 12.1 points, while 8th-grade participants 

improved by 6.7 points. Similarly, in mathematics, 3rd-grade participants in poverty improved 

by 11.1 points, while 8th-grade participants improved by 4.7 points. 

Students in poverty who participated in the afterschool program often outperformed their 

peers not in poverty, especially in the early grades. For example, in 4th-grade reading, students 

in poverty improved by 8.8 points compared to 4.9 points for students not in poverty. In 3rd-

grade mathematics, students in poverty improved by 11.1 points compared to 12.9 points for 

students not in poverty, showing relatively close performance. 

 Across both subjects and all groups, 6th-grade students showed the least improvement, 

indicating a potential area of concern.  For instance, in 6th-grade reading, participants in poverty 

improved by only 4.9 points compared to 1.4 points for their not-in-poverty peers. In 

mathematics, 6th-grade participants in poverty improved by 1.5 points, and non-participants 

improved by 1.8 points. 

While participants generally made more significant gains, non-participants still showed 

consistent progress, particularly in the early grades.  For example, 3rd-grade non-participants in 

poverty improved by 10.6 points in mathematics, indicating that even without additional 

afterschool support, students are making strides in their learning. 

These identified patterns hold significant implications for addressing the problem of 

practice, which is enhancing student achievement, particularly for those in poverty, through 
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effective interventions.  By comparing these growth rates, we can infer the impact of 

socioeconomic status and participation in the afterschool program on students' academic 

progress. The CGP provides a clear and quantifiable measure to evaluate these differences and 

make informed decisions for educational improvements. 

The difference indicates that nonparticipants not in poverty have a higher rate of growth 

compared to their peers in poverty.  Similarly, participants not in poverty show higher growth 

compared to those in poverty, but both groups show lower growth compared to nonparticipants. 

Reflections on the Improvement Theory 

The RIT score is criterion-referenced. It measures what the student knows and can do 

relative to the test's content, not how their performance ranks among other students.  The RIT 

score compares a student to himself.  The conditional growth percentile (CGP) is a norm-

referenced approach that compares a student's performance to a national sample of students, 

resulting in a percentile rank. Criterion-referenced tests measure a student’s performance against 

specific learning standards or criteria. 

The RIT score in NWEA MAP testing is specifically designed to measure and track 

individual student growth over time, independent of other students' performance. This approach 

ensures that the focus remains on personal academic development, providing a clear picture of 

each student’s learning journey and helping educators tailor their instruction to meet individual 

needs. By using the RIT score, educators can support every student in achieving their full 

potential without the pressure of comparative performance.  We see that if educators focus on 

individual student needs, there will be growth.  That growth will transform into grade-level 

proficiency, unfortunately at different rates, depending on their level of supports in and out of the 

classroom. 
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In practice, we implemented targeted interventions designed to address specific learning 

gaps among students of poverty. These interventions included extending instructional time 

through after-school programs. By providing additional support in key subject areas such as math 

and reading comprehension, we aimed to bolster academic performance and narrow the 

achievement gap. 

My approach was grounded in data-driven decision-making, as advocated by the theory 

of improvement. Throughout the research study, we collected and analyzed quantitative and 

qualitative data to assess the effectiveness of the interventions. The theory of improvement 

emphasizes continuous iteration and improvement, and this principle was deeply embedded in 

our approach. As we progressed through the Plan-Do-Study-Act (PDSA) cycles, we iteratively 

refined our interventions based on insights gleaned from the data. Whether it was adjusting 

instructional methodologies, reallocating resources, or scaling up successful interventions, we 

remained committed to refining our approach to maximize impact. 

The theory of improvement underscored the importance of applying an equity and social 

justice lens to educational interventions, particularly when addressing the needs of marginalized 

populations such as students of poverty. In practice, we prioritized equitable access to additional 

instructional time, ensuring that all students had the opportunity to benefit from the interventions 

regardless of socio-economic background. 

In hindsight, the collaboratively developed theory of improvement served as a guiding 

framework that not only informed our actions but also influenced the outcomes of our research 

study. By aligning theory with practice, we were able to make meaningful strides in addressing 

learning gaps among students of poverty. However, we also recognize that the journey towards 

educational equity is ongoing, and there is still much work to be done. Moving forward, we 
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remain committed to leveraging the principles of improvement science to drive continuous 

progress and create more equitable learning environments for all students. 

The data suggests that students, especially those in poverty, benefit significantly from 

afterschool programs. Participants in these programs generally showed higher gains compared to 

non-participants. This underscores the importance of providing additional learning opportunities 

and targeted support outside regular school hours.  The analysis of the projected proficiency 

percentages from Spring 2023 to Spring 2024 highlights the positive impact of afterschool 

programs and the critical need for targeted interventions, particularly in middle grades and for 

students in poverty. By leveraging these insights, educators and policymakers can make 

informed decisions to enhance educational outcomes and ensure equitable access to quality 

education for all students.  The on-grade level proficiency data below demonstrates that the 

afterschool program contributed to the academic successes overall. 

There were a number of key drivers that had an impact of the outcome for the study.  It 

was important that equal access to high-quality instructional materials and resources for all 

students was made available regardless of their socioeconomic status. The goal was to level the 

playing field by ensuring that all students, particularly those in poverty, had the necessary tools 

to support their learning. This would help in reducing disparities in academic performance. 

Equitable instructional resources played a crucial role in bridging the resource gap between 

students in poverty and their more affluent peers. By having access to the same high-quality 

materials, students in poverty were better equipped to engage with the curriculum, complete 

assignments, and perform well in assessments. This contributed to a more balanced learning 

environment where all students had the opportunity to succeed, thus addressing part of the 

achievement gap. 
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The implementation of effective instructional strategies has been proven to be effective in 

enhancing student learning and engagement. The aim was to improve the quality of instruction 

across the board, making it more engaging and accessible to all students. This would lead to 

better comprehension, retention, and application of knowledge. The use of effective instructional 

strategies ensured that lessons were delivered in a way that maximized student understanding 

and retention. Strategies such as differentiated instruction, interactive learning, and formative 

assessment allowed teachers to cater to the diverse needs of their students. This approach was 

particularly beneficial for students in poverty, who often face additional learning challenges. By 

making learning more accessible and engaging, these strategies helped to improve overall 

academic performance and reduce the gap between different student groups. 

The main focus of this study was to offer extended learning opportunities beyond regular 

school hours to provide extra support in reading and mathematics. The afterschool program 

aimed to give students more time to master difficult concepts and receive individualized 

attention from qualified teachers, thus improving their academic performance. The additional 

instructional time provided after school was instrumental in helping students who were 

struggling to meet grade-level expectations. The program allowed for more in-depth exploration 

of subjects, personalized tutoring, and practice in a supportive environment. Qualified teachers, 

who were familiar with the students’ regular learning systems, ensured that the afterschool 

instruction was coherent and aligned with the daytime curriculum. This consistency reinforced 

learning and helped students make significant progress in reading and mathematics. For students 

in poverty, this extra time and personalized attention were particularly valuable in overcoming 

learning gaps. 
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Research Limitations and Lessons Learned 

By ensuring that all students had access to the same quality of instructional resources, the 

district addressed a fundamental inequity that often hinders students in poverty. This initiative 

helped provide a more balanced foundation for all students, enabling better engagement and 

academic performance. Implementing effective teaching methods enhanced the overall quality of 

education, making it more accessible and engaging for all students. These strategies were crucial 

in helping students, especially those in poverty, to better understand and retain information, 

leading to improved academic outcomes. The afterschool program provided critical extra 

learning time, allowing students to receive additional help in a structured and supportive 

environment. Qualified teachers familiar with the regular learning systems ensured that this extra 

instruction was coherent and effective, reinforcing and building upon daytime learning. 

The combination of these drivers and change ideas created a more equitable and 

supportive learning environment. By addressing resource disparities, enhancing instructional 

quality, and offering additional learning opportunities, the district made significant strides in 

improving academic outcomes. Students in poverty, who often face greater challenges, benefited 

particularly from these changes, helping to reduce the achievement gap and promote greater 

educational equity. 

Considerations for Next Steps  

Based on the findings and patterns identified in the data, several follow-up actions and 

research studies can be conducted to further understand and improve student achievement, 

particularly for students in poverty.  Given the positive impact of afterschool programs, consider 

expanding these programs to include more students, especially those in poverty who showed the 
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most significant individual gains.  Assess the capacity of current afterschool programs and 

explore ways to increase enrollment without compromising the quality of instruction. 

Additionally, we can create specialized interventions and support mechanisms for 

disabled students and middle school students.  It has become obvious that these particular 

subgroups have a need for a more critically personalized approach to learning because there are 

some obstacles or barriers that take priority and cause the learning process to be slowed down 

significantly, particularly those in 6th grade, to address the minimal gains observed.  Provide 

professional development for teachers focusing on the unique needs of middle-grade students to 

enhance instructional strategies and student engagement.  

We also believe that this model could be used to invest in early intervention programs for 

students in the 3rd and 4th grades, where significant gains were observed, to capitalize on the 

momentum and ensure long-term academic success.  It can also be used to increase parental 

involvement in early grades to reinforce learning at home and provide a supportive environment 

for students. 

Conclusion 

The study’s data analysis revealed that many students achieved or exceeded the target 

growth rate. Specifically, more than half of the participants did not demonstrate conditional 

growth rates above the 55th percentile, but some students make exceptional progress. When 

compared to pre-intervention benchmarks, the post-intervention performance indicated 

substantial gains, suggesting that the implemented strategies were effective in accelerating 

learning.  Only 1 of the 8 groups met and exceeded the 55 conditional growth percentile goal.  

Meanwhile 2 of the 8 groups met a normal year’s growth goal and were only a few points shy of 

meeting the study’s goal.  Unfortunately, neither of these groups were students of poverty.  
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When pulling all of the data together to determine the effectiveness of the percentage of 

students who actually grew to meeting grade-level proficiency expectations in reading and 

mathematics, it shows that additional instructional time provided to students using a structured 

system works.  For students in poverty, program participation slightly increases the percentage 

meeting reading proficiency expectations (14.4% vs. 13.3%).  For students not in poverty, 

program participation significantly increases the percentage meeting reading proficiency 

expectations (21.5% vs. 12.5%).  Among program participants, students not in poverty have a 

higher percentage meeting proficiency expectations compared to those in poverty (21.5% vs. 

14.4%).  Among non-participants, students not in poverty also perform better, though the gap is 

smaller (12.5% vs. 13.3%).  

Figure 17: Growth Towards Reading Proficiency Projections (On Grade-Level) 

Growth Towards Reading Proficiency Projections (On Grade-Level) 

 
In the subject of mathematics, students in poverty, program participation increases the 

percentage meeting mathematics proficiency expectations (6.0% vs. 3.5%).  For students not in 

poverty, program participation also increases the percentage of meeting mathematics proficiency 
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expectations (3.3% vs. 2.9%).  Among program participants, students in poverty perform better 

than those not in poverty (6.0% vs. 3.3%), and among non-participants, students in poverty also 

perform slightly better than those not in poverty (3.5% vs. 2.9%). 

 

Figure 18: Growth Towards Mathematics Proficiency Projections (on Grade-Level) 

Growth Towards Mathematics Proficiency Projections (on Grade-Level) 

 
Note. Growth percentage projections (for both reading and mathematics) were made using 2024 

Spring administration of MAP Assessment. 

  

The program is beneficial for reading proficiency, especially for students not in poverty, 

who show a more substantial improvement compared to their peers in poverty. This suggests that 

while the program helps, it may be more effective for those not dealing with economic hardships.  

The program also positively impacts mathematics proficiency for all students, but interestingly, 

students in poverty benefit more than those not in poverty. This is contrary to the trend observed 

in reading proficiency, indicating that the program's design might be particularly effective in 

addressing the challenges faced by students in poverty in mathematics. 
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Poverty negatively affects reading proficiency, with lower percentages of students 

meeting expectations in both participants and non-participants groups. The program slightly 

mitigates this effect for students in poverty. Interestingly, students in poverty perform better in 

mathematics proficiency than their non-poverty counterparts, particularly among program 

participants. This suggests that the program is particularly beneficial for economically 

disadvantaged students in mathematics.  Overall, the program is effective in both subjects, with 

notable differences in impact based on poverty status. The stronger effect in mathematics for 

students in poverty highlights the importance of tailored educational strategies to address specific 

needs in different subject areas. 

The data strongly suggests that afterschool programs are effective in boosting academic 

performance, especially for students in poverty. This supports the continuation and potential 

expansion of such programs to reach more students.  The more substantial gains observed in 

early grades highlight the importance of early intervention. Investing resources in 3rd and 4th 

grades could lead to long-term academic benefits, making these critical years for targeted 

support.  The minimal gains in 6th grade suggest a need for specialized strategies to support 

students during this transitional period. This could involve tailored instructional approaches, 

additional resources, and enhanced teacher training to better address the unique challenges of 

middle school students.  The higher gains among students in poverty who participated in the 

afterschool program indicate that equitable access to additional learning opportunities can 

significantly narrow the achievement gap. Continued focus on providing support to these 

students is crucial for improving overall educational equity.  The consistent progress of non-

participants, particularly in early grades, suggests that regular classroom instruction is effective 
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but can be further enhanced by additional support mechanisms. This underscores the importance 

of maintaining high-quality instructional practices and resources within the school day. 

The recurring patterns and emerging themes from the data emphasize the critical role of 

targeted interventions, early support, and equitable access to additional learning opportunities. 

These insights should inform future strategies to enhance student achievement, particularly for 

those in poverty, and address the specific needs of different grade levels. By leveraging these 

findings, educators and administrators can make data-driven decisions to improve educational 

outcomes for all students. 

School systems that recognize the importance of developing structures to meet the 

individual needs of students are poised for success in achieving significant academic growth. By 

leveraging tools like the RIT score from NWEA MAP testing, educators can tailor their 

instruction to address each student’s unique strengths and areas for improvement, fostering a 

personalized learning environment that promotes continuous progress. However, the data shows 

that schools cannot accomplish this monumental task alone. To truly eliminate learning lag and 

close achievement gaps, they need the active support and involvement of families and 

communities. By working together, schools, families, and communities can create a holistic 

support system that empowers every student to reach their full academic potential. 
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Chapter Four:  Research Reflections 

Introduction 

The COVID-19 pandemic has profoundly impacted education systems worldwide, with 

students from low-income backgrounds bearing the brunt of the disruption. Prolonged school 

closures, inadequate access to remote learning resources, and the myriad challenges of adapting 

to new educational environments have resulted in significant learning loss for these students 

(EAB, 2020). The academic setbacks experienced by students living in poverty not only reflect 

the immediate consequences of the pandemic but also underscore long-standing educational 

inequities. 

As educators grapple with the aftermath of the pandemic, there was an urgent need to 

develop and implement effective strategies to accelerate daily learning for students who have 

fallen behind. Students from low-income backgrounds experienced significant learning loss 

during the COVID-19 pandemic (EAB, 2020). This loss disproportionately affected these 

students, exacerbating existing educational inequities. Traditional educational approaches may 

not suffice in addressing the depth and breadth of the learning loss experienced. Innovative 

structures and targeted interventions are required to support these students in catching up and 

achieving their full academic potential.  The Covid-19 pandemic has brought to the forefront the 

need to create processes and practice structures that ensure that schools stay prepared to continue 

instruction and provide support to students so that those who are already behind do not get 

further behind (Kuhfeld et al., 2020).  

This research study aimed to explore and identify effective educational strategies and 

structures that could accelerate the daily learning of students from low-income backgrounds who 
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experienced significant learning loss during the COVID-19 pandemic. By examining various 

pedagogical approaches, support systems, and instructional practices, the study searched to 

provide a comprehensive framework for educators to implement in their efforts to mitigate the 

learning deficits and close the achievement gap. 

The ultimate goal of this research was to inform and guide educators in creating and 

refining educational environments that foster rapid academic recovery. By focusing on the needs 

of students from impoverished backgrounds, this study endeavors to contribute to the broader 

effort of promoting educational equity and ensuring that all students have the opportunity to 

succeed despite the challenges posed by the pandemic. 

Reflections on the Improvement Science Process 

The research journey undertaken in this study has been a transformative experience, 

shaped profoundly by the principles and practices of improvement science. Reflecting on this 

journey, several key moments stand out as pivotal in both the progression of the research and the 

evolution of my thinking. The initial step of pinpointing the problem of practice—significant 

learning loss among students from low-income backgrounds due to the COVID-19 pandemic—

was crucial. This step involved a thorough review of existing literature and discussions with 

educators, which underscored the urgency and scale of the issue. 

The iterative cycle of developing, testing, and refining interventions was a hallmark of 

the improvement science approach. Small-scale tests of change allowed for rapid feedback and 

adjustments, making the research process dynamic and responsive. This phase highlighted the 

importance of adaptability and continuous learning.  Systematic data collection and rigorous 

analysis were integral to understanding the impact of the interventions. Key moments included 

discovering significant patterns in student performance data and recognizing the contextual 
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factors that influenced outcomes. These insights guided subsequent iterations and refinements of 

the strategies being tested. Periodic reflection sessions were essential for assessing progress and 

recalibrating efforts. These moments of reflection facilitated a deeper understanding of the 

complexities involved in addressing learning loss and the multifaceted nature of educational 

recovery. 

The nature of improvement science has fundamentally shaped my approach to research 

and problem-solving in a number of different ways. The iterative cycles of planning, acting, 

observing, and reflecting emphasized that improvement is an ongoing process rather than a one-

time fix. This mindset shift encouraged a proactive and persistent approach to tackling 

educational challenges. Improvement science prioritizes actionable and context-specific 

solutions (Perry et al., 2020). This pragmatic focus has deepened my appreciation for 

interventions that are not only theoretically sound but also feasible and sustainable in everyday 

educational settings. 

The collaborative nature of improvement science highlighted the value of engaging with 

a diverse range of stakeholders (Perry et al., 2020). Their contributions enriched the research and 

ensured that the strategies developed were well-rounded and contextually appropriate.  This 

process was pivotal in not wasting time with frivolous strategies.  Instead, stakeholders discuss 

effective strategies and use them to gauge new learning with their students.  This eliminates the 

continuous cycle of time being wasted with new and meaningless strategies that are known not to 

work. 

The reliance on data to inform decisions reinforced the importance of evidence-based 

practice. This approach has cultivated a more analytical and systematic way of thinking, where 

decisions are grounded in robust data and continuous evaluation. The flexibility inherent in the 
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improvement science process fostered an adaptive mindset. Being open to change and responsive 

to new information has become a key aspect of my approach to research and practice. 

Reflections on the Theory of Improvement 

The improvement science process has profoundly influenced my research journey, 

shaping both the study's outcomes and my personal and professional development. The iterative, 

collaborative, and data-driven nature of improvement science has not only facilitated the 

development of effective strategies to address learning loss but has also instilled a more 

dynamic, practical, and inclusive approach to educational research and problem-solving. This 

newfound way of thinking will continue to guide my efforts to contribute to meaningful and 

sustained improvements in education. 

Strengths of the Theory of Improvement 

One of the core principles of the Theory of Improvement is the Plan-Do-Study-Act 

(PDSA) cycle, which involves iterative testing of changes. This approach proved highly effective 

in my study. The additional time that was designated to extend the regular learning day and 

maintaining the effective practices was beneficial to student growth (Schwartz, 2021).  By 

implementing small-scale interventions, gathering data, and making adjustments, we were able to 

rapidly identify and refine strategies that effectively accelerated student learning. This iterative 

process allowed for continuous improvement and responsiveness to emerging challenges and 

insights. 

The emphasis on using data to guide decisions was instrumental in the success of this 

study. Systematic data collection and analysis provided clear evidence of what was working and 

what was not. This evidence-based approach ensured that the interventions were grounded in 

real-world impact rather than theoretical assumptions. Key moments, such as identifying 
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significant gains in student performance through specific instructional practices, underscored the 

value of data in shaping effective educational strategies (Schwartz, 2021). 

Engaging with teachers, school administrators, and policymakers was crucial in 

developing practical and contextually appropriate interventions. Their insights and feedback 

helped refine the strategies, ensuring they were feasible and relevant to the needs of students. 

This collaborative approach fostered a sense of shared ownership and commitment to the 

improvement process, enhancing the overall effectiveness of the interventions. 

The Theory of Improvement's focus on context-specific solutions aligned well with the 

diverse and dynamic needs of students from low-income backgrounds. The flexibility to adapt 

interventions based on contextual factors such as school resources, student demographics, and 

local challenges was critical in achieving positive outcomes.  

Areas for Refinement 

Time, and how effectively we use in during instruction, has been the focus of this study.  

Time is limited, therefore, it should not be wasted doing “busy work” or having ineffective 

strategies used that do not make a positive impact. Because the program was only running for 7 

to 8 weeks, turnaround time for determining whether or not the program was effective seemed to 

pose a slight problem. While iterative testing allows for rapid adjustments, there were instances 

where the need for quick results conflicted with the deeper, more comprehensive analysis of 

certain interventions. Future applications of the Theory of Improvement could benefit from 

balancing the speed of iterations with the depth of evaluation to ensure that complex issues are 

thoroughly understood and addressed. 

Ensuring the long-term sustainability of successful interventions emerged as a challenge. 

Some strategies that proved effective in the short term required significant resources or ongoing 
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support that may not be readily available in all contexts. Integrating considerations of 

sustainability and scalability into the PDSA cycles from the outset could enhance the lasting 

impact of the improvements. 

The focus on academic performance data was essential for evaluating the impact of the 

interventions. However, a more holistic approach considering social-emotional development, 

student engagement, and other non-academic outcomes could provide a more comprehensive 

understanding of the interventions' effectiveness. Broadening the scope of data collection and 

analysis would capture the full range of impacts on student well-being and learning (Kuhfeld et 

al., 2020).  Overall, the Theory of Improvement has proven to be a powerful and effective 

framework for addressing the learning loss experienced by students from low-income 

backgrounds during the COVID-19 pandemic. Its strengths in iterative testing, data-driven 

decision-making, stakeholder collaboration, and contextual adaptability were clearly 

demonstrated in the study's positive outcomes. However, refining the approach to balance speed 

and depth, ensuring sustainability, and measuring holistic outcomes could further enhance its 

effectiveness. By addressing these areas, the Theory of Improvement can continue to serve as a 

valuable tool for driving meaningful and lasting improvements in education. 

Reflections on the Aim 

In Chapter 2, the primary aim of the study was to enable students from low-income 

backgrounds to achieve accelerated learning at a rate of at least the 55th percentile conditional 

growth. This goal was set to address the significant learning loss incurred during the COVID-19 

pandemic and to ensure that these students could recover and surpass pre-pandemic academic 

performance levels. The study’s data analysis revealed that many students achieved or exceeded 

the target growth rate. Specifically, more than half of the participants did not demonstrate 
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conditional growth rates above the 55th percentile, but some students madeF exceptional 

progress. When compared to pre-intervention benchmarks, the post-intervention performance 

indicated substantial gains, suggesting that the implemented strategies were effective in 

accelerating learning.  Only 1 of the 8 groups met and exceeded the 55 conditional growth 

percentile goal.  Meanwhile 2 of the 8 groups met a normal year’s growth goal and were only a 

few points shy of meeting the study’s goal.  Unfortunately, neither of these groups were students 

of poverty.  Although the rate of growth (compared to other students) for students of poverty did 

not meet the expected pace, the growth that did take place had a large impact on the achievement 

growth towards meeting grade-level expectations.  We observed significant growth with students 

of poverty increasing skillsets to meet their current grade-level performance expectations. 

Potential for Meaningful Change 

The strategies developed and tested in this study were specifically designed to be 

adaptable to the local context of South Carolina. This adaptability ensures that the interventions 

can be scaled and sustained within local schools, even beyond the initial study period. 

Collaboration with local educational authorities and stakeholders facilitated the allocation of 

resources necessary for implementing and maintaining these strategies, increasing the potential 

for long-term impact. 

The success of the study provides a strong evidence base for advocating policy changes at 

the district and state levels. Policies promoting data-driven, iterative approaches to educational 

improvement could be instrumental in replicating and extending the gains achieved in this study. 

Ongoing professional development for teachers, focusing on the principles and practices of 

improvement science, can further embed these effective strategies into everyday educational 

practice. 
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The study’s findings highlight the potential for targeted interventions to significantly 

close the achievement gap between students from low-income backgrounds and their more 

affluent peers (Bentley, 2018). By accelerating learning at the identified rate, these students can 

catch up to and even exceed expected academic benchmarks. The emphasis on equitable access 

to high-quality education is reinforced by the study’s outcomes. Ensuring that all students, 

regardless of socioeconomic status, have the opportunity to succeed is a critical component of 

educational reform in South Carolina. The study achieved its intended impact to a significant 

extent, with many students reaching or exceeding the targeted 55th percentile conditional 

growth. The findings underscore the potential for meaningful and lasting change in the local 

educational context of South Carolina. By leveraging the principles of improvement science, 

educators and policymakers can continue to drive positive outcomes, promoting equity and 

excellence in education for all students. The lessons learned and successes documented in this 

study provide a valuable roadmap for future efforts to accelerate learning and close the 

achievement gap in South Carolina and beyond. 

Analysis for Broader Implications for the Problem of Practice 

The findings of this study offer a set of best practices that can be replicated and adapted 

by other educators and researchers working to address learning loss among students from low-

income backgrounds. The iterative, data-driven, and collaborative approaches outlined in the 

study provide a robust framework for similar interventions. The success of the interventions in 

the local context of South Carolina suggests that with appropriate modifications, these strategies 

can be adapted to different educational settings, taking into account local resources, 

demographics, and challenges. By documenting the specific strategies that led to significant 

learning gains, the study provides a valuable evidence base for other groups to draw upon. This 
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includes targeted instructional practices, support structures, and engagement techniques that were 

shown to be effective in accelerating learning. Emphasizing the importance of the Plan-Do-

Study-Act (PDSA) cycle, the study highlights the value of continuous improvement and 

adaptation, encouraging others to remain flexible and responsive to ongoing feedback. 

Implications for Educational Leadership 

Educational leaders can leverage the findings to advocate for and implement data-driven 

decision-making processes. By using empirical evidence to guide interventions, leaders can more 

effectively address learning gaps and allocate resources (Tomlinson et al., 2003). The study 

underscores the need for ongoing professional development focused on improvement science and 

data literacy. Leaders can prioritize training that equips teachers with the skills to collect, 

analyze, and act on data. 

The iterative nature of the improvement science process has strengthened my ability to 

lead adaptively. This involves being open to change, responsive to new data, and willing to make 

adjustments as needed. Working closely with various stakeholders has reinforced the importance 

of collaboration and inclusivity in leadership. Engaging teachers, administrators, and 

policymakers has highlighted the value of diverse perspectives and shared ownership in driving 

change. 

This work has deepened my understanding of the complexities involved in educational 

leadership, particularly the need to balance academic outcomes with the broader social-emotional 

needs of students. The focus on addressing disparities for low-income students has reinforced my 

commitment to equity and justice in education. Leading efforts to close the achievement gap has 

underscored the importance of advocating for all students’ right to quality education. 
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Teachers benefited from professional development opportunities and the collaborative 

nature of the intervention (Riordan et al., 2019). This enhanced their instructional skills, data 

literacy, and ability to implement effective strategies. Involving teachers in the iterative process 

fostered a sense of empowerment and ownership over the interventions, leading to greater 

investment in and commitment to student success. 

Implications for Systemic Change 

The positive outcomes of the study can be used to support policy changes at district and 

state levels. Leaders can use the evidence to push for systemic reforms that incorporate the 

successful strategies identified in the study. Effective resource allocation is critical for scaling 

successful interventions. Leaders should focus on securing funding and support to sustain and 

expand these practices (Schwartz, 2021). 

The study’s success in accelerating learning for low-income students demonstrates the 

potential for targeted interventions to promote equitable access to education. By ensuring these 

students can recover and excel academically, the study contributes to closing the achievement 

gap. The findings advocate for systemic changes that prioritize equity. This includes policies and 

practices that address the unique challenges faced by students from low-income backgrounds and 

aim to level the educational playing field (Constantine et al., 2007). 

Students demonstrated significant academic growth, reaching or exceeding the targeted 

55th percentile conditional growth. This improvement not only helps recover lost learning but 

also boosts students’ confidence and motivation. The focus on supportive and engaging 

instructional practices contributed to students’ overall well-being, promoting a more holistic 

approach to education. 
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The study’s success helped build trust between the school and the community, 

demonstrating a commitment to addressing the needs of all students. This trust is crucial for 

ongoing support and collaboration. The positive outcomes for students and teachers can have 

lasting benefits for the community, including higher educational attainment, improved socio-

economic prospects, and a stronger, more resilient community fabric (Kuhfeld et al., 2020). 

The findings of this study have broad implications for addressing the learning loss 

experienced by students from low-income backgrounds during the COVID-19 pandemic. By 

providing a robust framework for similar interventions, guiding educational leaders in strategic 

decision-making, and enhancing my leadership capacity, the study contributes significantly to 

the pursuit of equity and justice in education (Constantine et al., 2007). The positive impact on 

students, teachers, and the community underscores the potential for meaningful and lasting 

improvement in educational outcomes and underscores the importance of continuing to advocate 

for and implement evidence-based, equity-focused educational practices. 

In conclusion, this research demonstrates that when school systems develop consistent 

instructional methods that are wisely integrated within a framework of effective instructional 

structures, and when teachers are empowered to use data to tailor specific learning strategies for 

individual students, all students can achieve academic success. This includes both students in 

poverty and those not in poverty, ensuring equitable learning opportunities. However, the 

evidence indicates that students who receive comprehensive support from wrap-around services 

and personal supports—such as family involvement, healthcare, social and emotional assistance, 

trust-building, and a conducive learning environment—tend to progress at a faster pace. The 

holistic growth and well-being of a child are influenced by all aspects of their life, reaffirming 

the notion that it takes a village to raise a child.
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Appendix A 

IRB Application to Conduct Research 
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Appendix B 

Letter of Consent to Conduct Research by School District 
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Appendix C 

After-School Program Implementation Timeline 
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