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Objective:

To evaluate and summarise whole-school strategic development based on longitudinal tracking of cohort data 2005 – 2009, with recommendations for future development.

Raka te mauī, e raka te katau
 The right hand is adept, the left hand is skilful

This report is an attempt to ‘tell our story’ from 2005 to the beginning of 2010 so that we may learn from it. It is not intended as a thesis or academic submission. It reflects the work of the whole team and wider community at Clayton Park. The teachers at the school, led by Carol Styles, Liz Ross Collier, and Lesley Benjamin, have carried out the monitoring and analysis of data in literacy. Trish Holster, Jolene Marie, Michelle Holmes, Kim Anketell, and Becky Glew have all contributed to the ongoing collection and interpretation of data and the construction of tools for analysing and thinking about how we work, whether it has been in transition into school, in transition to high school, in developing appropriate tikanga, in describing our self-review process, in reviewing our special needs processes… All this is most easily seen in the Data Packs and Analyses of Variance for each year. Our team leaders and class teachers have all contributed a great deal, collecting and analysing data, strategising, working with parents and students and developing contracts.

The Trustees have shown leadership, courage and commitment through a time of particular change and challenge, and prepared to ‘stand up and be counted’ at numerous Home School Evenings.  BJ Munro has led the Board and the community since 2007.  Grant Neame and Alan Taylor have been ‘on board’  throughout the journey.  Albert Harris, Peter Arts, John Ikinepe, Retha Sanders, Shena Christian have all joined in to help ‘paddle the waka’, and in 2010 Ngaire Takerei and Iona Tusa have come on board.  I acknowledge and thank the Board for their support and encouragement, allowing me to apply for and to win the sabbatical on the first place!

Joyce and her wonderful administration team have been a strong link between children, teachers, parents, trustees and the community, making sure everyone knows what is going on. Mike Morgan, Jeannette Ritete, Leanne Nielsen have been strong and reliable paddlers for the entire journey, a very genuine representation of the community at the school.. John Brandon of James Cook High School has been unwavering in his support and a encouragement, attending almost all of our Home School Evenings with the Kapa Haka group from Poutaki.  Team Solutions, Dot McGeady, Fiona Ayres, Dobbie Martin and Kirsty Ross have helped us on our way.   

Particular acknowledgement is due to John Good of the MoE/ MEI who has generously offered critique and feedback – at times a robust and challenging dialogue. Like me, I think that John believes strongly that good things do not happen by accident; all that we do must be deliberately informed by information about how our previous actions have impacted on the world - data. 

The wider context – the impact of socio-economic context on literacy success.

‘Key Messages 03’ made it clear that low-decile schools with relatively high proportions of Maori and Pasifika students must take the lead responsibility for tackling the long tail of underachievement in New Zealand. How did the challenge in New Zealand compare with similar OECD countries?  Was the ‘long tail of underachievement’ a unique problem? If not, then what were others doing about it and was it working? Could we learn from other people’s experience?  A brief review of current research in the UK, the USA and Australia showed similar problems, but with persistent messages that poverty was the most significant factor in persistent underachievement in literacy, and that schools could only hope to be a relatively small part of the solution.

The United Kingdom has a rich ongoing debate about failure in education, informed by robust, good quality research. In 2007, Donald Hirsch indicated the overwhelming significance of poverty as the key factor in educational failure:


Key points

· Low income is a strong predictor of low educational performance. 

· Just 14 per cent of variation in individuals’ performance is accounted for by school quality. Most variation is explained by other factors, underlining the need to look at the range of children’s experiences, inside and outside school, when seeking to raise achievement

· Children from different backgrounds have contrasting experiences at school. Less advantaged children are more likely to feel a lack of control over their learning, and to become reluctant recipients of the taught curriculum. This influences the development of different attitudes to education at primary school that help shape their future.

· These factors are at the heart of the social divide in educational outcomes, but have not been central in solutions so far. Measures to improve the extent to which disadvantaged children engage in education are elusive, but cannot be neglected.

Experiences of poverty and educational disadvantage  Donald Hirsch   Rowntree Foundation ‘07
This was echoed by the findings of the Education Research Group at the London School of Economics in 2009: 

Attainment gaps between the most deprived and advantaged schools
“One of the defining characteristics of countries such as the UK with low social mobility are stark, persistent gaps in the school results between children from deprived backgrounds and their more advantaged counterparts….  Whether expressed in terms of 'raw' gaps, in which the individual characteristics of pupils are ignored,
 or conditional gaps (which take account of the social background, ethnicity and prior attainment of pupils), the attainment of otherwise similar pupils in deprived schools lags significantly behind those in the more advantaged schools.” 
A summary and discussion of research by the Education Research Group at the London School of Economics, The Sutton Trust, 2009  

This was still the key message in 2010, when  Elizabeth Washbrook and Jane Waldfogel found that:

· Children growing up today in the UK from the poorest fifth of families are already nearly a year behind those children from middle income families in vocabulary tests by age 5, when most children start school.

Just under half (45%) of children from the poorest fifth of families were read to daily at age 3, compared with 8 in 10 (78%) of children from the richest fifth of families. Cognitive gaps in the early years: A summary of findings from the report ‘Low income and early cognitive development in the UK’ by Elizabeth Washbrook and Jane Waldfogel, The Sutton Trust, February 2010  Key findings: Early years gaps.
But Washbrook and Waldfogel also gave some evidence to suggest that  the strategies adopted at Clayton Park in the development of the Home School Partnership (discussed later) were likely to make a difference: 
· Comparing children with the same family income, parental characteristics and home environments, those who were read to every day at age 3 had a vocabulary at age 5 nearly 2 months more advanced than those who were not read to every day.
· Similarly, a child taken to the library on a monthly basis from ages 3 to 5 is two and a half months ahead of an equivalent child at age 5 who did not visit the library so frequently. Regular bedtimes at 3 and 5 are associated with gains of two and a half months at age 5. (Ibid)
Similar messages emerge from some of  the best of the current research from  the United States:

“We found we could easily increase the size of the children’s vocabularies by teaching them new words. But we could not accelerate the rate of vocabulary growth so that it would continue beyond direct teaching; we could not change the developmental trajectory. However many new words we taught the children in the preschool, it was clear that a year later, when the children were in kindergarten, the effects of the boost in vocabulary resources would have washed out….   ordinary families differ immensely in the amount of experience with language and interaction they regularly provide their children… differences in children’s experience are strongly linked to children’s language accomplishments at age 3….. 

and…

 We were awestruck at how well our measures of accomplishments at age 3 predicted measures of language skill at age 9-10. In four years of such experience, an average child in a professional family would have accumulated experience with almost 45 million words… and an average child in a welfare family would have accumulated experience with 13 million words….This linear extrapolation is shown in the graph below.
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The average child in a professional family was accumulating 32 affirmatives and five prohibitions per hour, a ratio of 6 encouragements to 1 discouragement…. The average child in a welfare family, was accumulating five affirmatives and 11 prohibitions per hour, a ratio of 1 encouragement to 2 discouragements. We learned from the longitudinal data that the problem of skill differences among children at the time of school entry is bigger, more intractable, and more important than we had thought. So much is happening to children during their first three years at home, at a time when they are especially malleable and uniquely dependent on the family for virtually all their experience, that by age 3, an intervention must address not just a lack of knowledge or skill, but an entire general approach to experience.

The Early Catastrophe -  The 30 Million Word Gap by Age 3  Betty Hart and Todd R. Risley

The University of Oregon summed up the work of Hart and Risley as

“What doesn't matter: race/ethnicity, gender, birth order. 

  What does matter: relative economic advantage.
”

What about our nearest neighbour, perhaps the most reflective of the New Zealand Context? Cherry Collins, Jane Kenway, and Julie McLeod Factors found a similar picture in Australia:
‘With regard to gender and other variables the research pointed to the overarching significance of socio-economic status (SES) for school participation and performance. SES makes the largest difference to educational participation…  Poverty is a major indicator of likely low participation and performance for both genders.’

Factors Influencing the Educational Performance of Males and Females in School and their Initial Destinations after Leaving School  
Deakin University of South Australia May 2000

This same report goes on to describe poverty as a ‘first order’ disadvantage:
‘First order disadvantages are those factors which must be addressed in order that the participation and performance differences and disadvantages (second order disadvantages), can be ameliorated.

First-order disadvantages…. affect students of both genders and can be summarised as follows: 

•
being locked into a traditional and narrow gender identity and peer group which

constrains rather than enables educational choice and flexibility; 

•
coming from circumstances which are characterised by such material disadvantages as

unemployment, low income and lack of access to resources and support’ ibid
Whilst the report does not identify ‘indigineity’ as a first order disadvantage in itself, it goes on to say that

“Indigeneity intersects with poverty, locality and SES disadvantage to make the chances of poor schooling participation and performance extremely high for indigenous students.”
Poverty is strongly identified as the most significant factor in persistent low achievement, so much so that the Victorian ‘Signposts to literacy’ merely acknowledges the problem as pervasive, then moves on to talk about how some schools are working to overcome the problem. Like Washbrook and Waldfogel, this  offers some clues about what schools might actually do about it, rather then just wringing our hands in despair:
“Some of these schools achieve this in spite of factors such as the low socio-economic status of many of their students, which is often related to lower performance.”

Signposts: Research points to how Victorian government schools have improved student performance May 2009

This brief review of the wider international context is remarkably homogeneous, indicating that poverty is the key factor in underachievement right across the O.E.C.D. with particular reference to the UK, Australia and the USA. All sources show that the socio-economic context of the family is critical to the success of the student at school. This is reflected in New Zealand in that the ‘long tail of underachievement’ is heavily weighted with students from low-decile schools.  Low-decile schools have a higher proportion of Maori and Pasifika students– but they are also less economically advantaged.  

The MSD Social report for 2009 provides evidence of a strong correlation between NZ and  the wider international context:
‘Socio-economic differences

Young people from schools that draw their students from low socio-economic communities are less likely than other young people to attain higher school qualifications.  In 2007, only 49 per cent of school leavers from deciles 1–3 schools (in the most disadvantaged communities) attained qualifications at NCEA Level 2 or above, compared with 62 per cent of those leaving deciles 4–7 schools and 79 per cent of those leaving deciles 8–10 schools.

Ethnic differences

The proportion of school leavers with upper secondary school qualifications varies widely by ethnic group. Asian students who left school in 2007 had the highest proportion with NCEA Level 2 or above, followed by European school leavers, then Pacific and Māori school leavers.’
MSD: http://www.socialreport.msd.govt.nz/knowledge-skills/school-leavers-higher-qualifications.html 

Although New Zealand already has a transparent mechanism to measure and observe the socio-economic differential between schools – decile rankings based on census data - the responsibility for educational success or failure has been placed firmly on teachers and schools with little regard to the Decile or the wider context.  This ‘straw vision’ is not recent. ‘New Zealand Schools 03 – a report on the compulsory Schools Sector in New Zealand’ states this clearly:  

“there continues to be a wide spread of achievement amongst New Zealand students in most curriculum areas. This wide spread of achievement is evident in all groups of students from different gender, ethnic or socio-economic backgrounds. Given the wide spread of achievement within a very diverse body of students, approaches to raising student achievement must focus on the particular needs of individual students. Students who are not within the average range of achievement need focused and sustained support, regardless of their ethnicity, gender, disability, or socio-economic or educational background. Effective teaching can ensure achievement by all students.”
The Key Messages from New Zealand Schools ’03  pp. 6 – 9 (MinEdu.govt.nz)

Building on sand

The final statement from the ‘Key Messages 03’, that ‘Effective teaching can ensure achievement by all students’ does not fit the wider picture, which indicates that effective teaching by itself will not ensure achievement by all students. ‘Key Messages’ did highlight the need for both “a responsive and inclusive school environment’ and ‘co-operative partnership between home and school’ but did not go on to describe the relatively greater impact of the wider socio-economic context, or the possibilities for increasing the capacity of the home and family to the point where all children might succeed. It simply was not robust enough to emphasise that effective teaching by itself will not fix the problem, though this was pointed out by Martin Thrupp amongst others: 

“Schools cannot be expected to make up for such a large social deficit, argues Professor Thrupp. Yet the Ministry of Education acts as if New Zealand’s “long tail of underachievement” can be reduced simply by better teaching. “There’s too much emphasis in the Ministry on quality teaching and the teacher effect,” says Professor Thrupp. “The Ministry doesn’t want to talk about the wider social causes of underachievement such as poverty. It wants to argue that teachers make a difference and for teachers to take responsibility for student achievement.”    

Quoting Martin Thrupp
NZEI Rourou, Vol.19  No. 12
May 2008
Although there is compelling evidence to show that students from low decile schools do not do as well as students from higher decile schools, however effective the teaching, this did not actually help us much. Our purpose was to find ways to make a difference, in spite of the wider context. 
In his presentation to the NZCER Annual Conference in 2002, John Hattie did not suggest that socio- economic context was particularly significant; rather he contested that the most important factors that impacted on student learning were:
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Teacher



1.13

Students prior cognitive ability


Student



1.04

Instructional quality




Teacher



1.00

Direct instruction Remediation/feedback

Teacher



0.82


 Students disposition to learn,


Student



0.65

Class environment 




Teacher 



0.56

Challenge of Goals




Teacher



0.52

Parent involvement was also significant with an effect size of 0.46.

John Hattie
What are the attributes of excellent teachers? Teachers Make a Difference What is the research evidence?
N.Z.C.E.R. Conference  University of Auckland October 2002

Hattie asserted that most of the top ten factors were down to the teacher, and that the home and the school were not significant factors by comparison. This is not helpful in the wider context, or in apportioning blame for failure, because it is too narrow a picture. It does not take account of the wider Socio Economic context. It doesn’t help us to identify or address the wider issues. But it is useful in helping us to know what we can do about it inside the school.

Based on Hattie’s presentation, it is logical to assume that the job of an effective school is to provide rigorous, systematic and informed leadership and management in order to ensure consistent good teaching.  The work of Ken Leithwood
 in Canada and Bill Mulford 
 in Australia largely supports this, though both go on to discus the impact of ‘distributed leadership’ (i.e. distributed to teachers) on student learning in some depth. All this is helpful in identifying strategies that might actually help.

Of course, we did not have this precise description of the wider context in 2005.  We have continuously develop and refine our own frameworks for understanding the work we do and analysing the effects of the strategies we use, in order to inform what we do next. AS we do this we cannot help revise our own history, seeing our past decisions and actions in the light of our growing understandings. But the fact that this is happening at all is perhaps enough.

Good teaching is the most important consequence of an effective school. At Clayton Park, therefore, we chose to believe that deliberate and thoughtful strategic leadership over time will impact on the learning achievement, and therefore the life chances of all students. This value statement is the foundation stone for all that follows.

The Immediate Context – Clayton Park  
Clayton Park is situated at the neck of the Wattle Downs Peninsula in Manurewa. Housing on the peninsula ranges from low socio-economic housing, rentals and state houses with high turnover at the neck, at the northern end of the zone, to high and very high socio-economic housing in the southern part. A large area of farmland at the southern end of the peninsula is being progressively developed for expensive waterside housing.

In 2005 Clayton Park was a contributing Primary school of about 480 students serving the whole peninsula with a mixed demographic roll, comprised of 46% NZ European, 24 % Maori, 10% Pasifika and a smaller portion of Asian students, mainly Korean. In 2006 the Ministry opened a new ‘Full’ Primary School, situated in the high socio-economic housing and development area at the southern end of the peninsula. This new school was gifted the more affluent half of the Clayton Park zone, whilst families residing in the zone to the north were not allowed to send their children to the full-primary Y7 & 8 Provision on the peninsula, in spite of strong representation that they should also have this right. 

This presented a number of obvious threats to the viability of Clayton Park School, with consequential white flight, rapid demographic change, and the potential for severe and rapid roll drop. The impact of this strategic development of the schooling network has predictably been to strongly polarise the community by ethnicity and socio-economic status.
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In 2005 Clayton Park gained permission from the Minister for Education, David Benson-Pope, to become a full primary school from the start of 2006. No funding was made available to support this development.  The analysis of demographic trends identified within the Recapitation Application December 2004 indicated growth in the relative portion of Maori and Pasifika Students, and a fall in the number of European students over time. 

Since then the school demographic makeup has changed as predicted. By March 2009 the roll was comprised of 49% Maori (up from 26% in 2005), 23% (up from 11% in 2005) Pasifika, 20% European (down from 46% in 2005), and about 8% Asian, mainly Indian. At this point the rapid demographic change appeared to stabilise, and the school roll in October 2010 looks very similar to March 2009.

All the Korean students moved schools in the first few months of 2006. The school community has become poorer, less well educated, and generally less advantaged. The needs of the children and the community were changing, and so the strategies used by the school also had to change. 

In 2005 the Board of Trustees had no Maori representation, despite clear messages delivered by ERO in the 2004 school review report.   At the end of 2004, and in response to the strongly voiced wishes of the community, we prepared an application for recapitation. This gave us the opportunity to take stock of the significant challenges facing the school, and to plan to cater to the needs of the changing community. The Ministry of Education document ‘Key Messages from New Zealand Schools ’03’ provided a useful basis for this planing, and this document was discussed at length with the Board in November 2004.   Some of the messages’ were considered particularly pertinent:

‘Successful engagement or re-engagement of students in learning requires four elements in combination:

· a strong focus on achievement

· high-quality, effective teaching targeted to individual student needs

· a responsive and inclusive school environment

· co-operative partnership between home and school.

Effective Teaching 

 A very important influence on students’ achievement is the quality of teacher-student relationships and interactions. Effective teachers create a culturally appropriate and responsive context for learning in their classroom.’

Key Messages from New Zealand Schools ’03
The initial strategic planning of this journey used the “Key Messages: 2003” as a compass, to describe the need for a responsive and inclusive school environment and co-operative partnership between home and school.  We identified several key areas to work in and have been active in all these areas:
· A need to improve the quality of teaching, particularly data handling and the subsequent use of data to improve practice

· Rigorous, evidence based performance management along with increasingly distributed and enhanced leadership capacity

· A need to improve Early Years experience (Transition, Pre School Playgroup, Kindy, Reading Recovery)

· A need to improve support networks 

· A need to improved relationship/inclusion for Maori and Pasifika beginning with genuine Consultation

· A need to develop capacity of families to provide for and enrich their children's language 

In retrospect, this seems a lot to take on all at once. However the importance of sustaining a focus on multiple factors has become increasingly evident:

 “it is not only the direction of activity, but the intensity and linkages between practices that set some schools apart in achieving success for all students. The literature explaining school improvement consistently argues that schools do not improve performance by doing a few things differently. Rather, schools that succeed usually have a sustained focus on multiple factors.”

Signposts: Research points to how Victorian government schools have improved student performance
Paper No. 16 May 2009
The need for developing our practice in gathering good quality data, and then using it to improve practice, appeared to be paramount:

“Analysing assessment information, and taking professional action as a result, raises standards of learning, particularly for lower-achieving students…. Effective feedback informed by analysis of assessment data is one of the most influential elements of quality teaching…. the greatest gains in raising achievement occurred in schools where there were strong professional learning communities in which close monitoring and analysis of assessment data drove continuous self-examination, critique and enquiry, modified teaching practice and regular review.”
Key Messages: 2003
In contrast and in retrospect, it is worth comparing this with the Victorian Perspective in 2009, described in the ‘Signposts’ report, which identifies the most important strategies for improving student performance in low SES schools:

1.
Using data

2.
Coaching, mentoring and sharing expertise

3.
Raising staff expectations of students

4.
Establishing and aligning values, vision and goals

5.
Working in teams

6.
Aligning professional learning

7.
Raising students’ expectations

8.
Assigning staff to key priority areas

9.
Focusing on literacy and numeracy

10. 
Establishing partnerships

Table 1.1: Practices and behaviours of selected Victorian schools that have improved student performance

Identifying a strategic direction

In 2004 the Ministry stated that ‘Given the wide spread of achievement within a very diverse body of students, approaches to raising student achievement must focus on the particular needs of individual students’. In spite of this, research from other contexts and from within New Zealand suggested  that the strategic focus on improving teacher effectiveness was only part of the answer, particularly pertinent at Clayton Park given the changing demographic context of the school. How were we to lift achievement in the face of both white flight and almost certain roll drop, both in favour of the new school opening in the school zone?

Wider social policy to mitigate against the debilitating effects of poverty and disadvantage were clearly outside the remit of the school. The scope of this report will therefore not include deep consideration of these ‘barriers to learning’ which the school has no chance of affecting. Instead it will focus on what we actually did in order to make a difference.
What we did
Maori Students
In 2004 only 26% of the school roll identified as Maori, only one teacher and no trustees. The school was taken to task in the 2003 ERO report for not doing enough to consult with the Maori community. This was also reflected in the ‘Key messages ‘03’

“Indicators of disengagement from learning show that Mäori students and boys are more likely than others to disengage, and that maintaining engagement becomes more of an issue as a student gets older….  schools which have implemented co-ordinated responses to various signs of disengagement, such statistics have been reduced. Mäori students want to achieve and to be recognised as Mäori when they do. Research based on Mäori students in mainstream classes reveals that non-engaged students are often not regarded as likely achievers, and engaged students who achieve are often not regarded as Mäori. 

Effective Teaching 

 A very important influence on students’ achievement is the quality of teacher-student relationships and interactions. Effective teachers create a culturally appropriate and responsive context for learning in their classroom.”

‘Key Messages 03’

Therefore the Strategic Plan for 2005 specifically identified the need to consult with the Maori and Pasifika Communities. As a result the first ‘Action plan for Maori and Pasifika’ was drafted and agreed on during the 2005 year, even as we prepared for recapitation. Strategies to build the relationship with home and family were identified as a necessary and helpful in themselves, and as a critical step on the way to helping parents and whanau build their own capacity to improve the attainment of their children. 

So in 2005 the school initiated a process of Consultation with the Maori Community, supported by the Pouwhakataki, Dobbie Martin.  As a result the school embraced the opportunity for support to develop a Home School Partnership Project offered by Team Solutions. This was initially on a very limited basis, using the recommended TKI model,  and focused on identifying a very few ‘key parents’ who would then act as liaison between the school and the parents who might not feel confident to come into school and work directly with teachers. 

The ‘Action Plan’ for 2006 – 2007 to implement this was developed and agreed, and then facilitated by Team Solutions in November 2005 (appended).  This was based on the understanding that teachers and parents were not always able to work directly with each other, and needed some sort of ‘go between’ arrangement, an approach that we might now, in retrospect, see as flawed. 
It now seems clear that the school needed to change how teachers work with parents, but this was not apparent in 2005. This need was not fully understood until the school had constructed robust, evidence based review processes, or until we had built a more open partnership with the wider school community. Key to this was the construction of a mechanism to monitor achievement in Reading for identified ‘at-risk’ groups, on a longitudinal basis.

This framework for monitoring reading performance is built on four pillars: 

· Mechanisms for monitoring literacy performance over time, ‘longitudinal tracking’ using a ‘variance’ showing achievement relative to national norms on an ongoing basis, sensitive enough to indicate ‘seasonal’ variations (i.e. summer drop), in order to show what was really happening for our students over time

· The requirement for teachers themselves to gather this data. Analyse it, and strategise to improve it – keeping the “locus of control’ firmly with the teacher

· The requirement for teachers to explain and share this need – and the strategies – with children and parents

· Inclusion in Performance Management –as a specific individual and team appraisal goal

From early 2005 the school had worked to establish such a framework for tracking literacy performance of identified cohorts of ‘at-risk’ students. This was at odds with the model promulgated by the MEI
 at the time in four important respects:

· The Clayton Park data was based on the concept of ‘Variance’, the difference between a student’s Chronological Age and the Reading Age using a ‘normed’ assessment tool. The concept of ‘variance’ is essentially formative. It describes the ‘rate of progress’ for the student in question, and helps to ‘frame’ the next steps. It contains the question “what will happen next for this child? This brings an unmissable sense of ‘learning trajectory’.  ‘Variance’ implies a need for teachers to monitor and strategise for the next learning steps for this individual on a continuing basis, and offers a continual, dynamic comparison to a national ‘Norm’. Once this concept is explained carefully, it is readily grasped by parents and students, giving all the stakeholders a common tool for understanding progress in reading This data and these cohorts have, at the time of writing, been tracked over five years. MEI practice was to use summative data, externally analyzed.

· Clayton Park teachers are required to monitor and track the progress of each cohort themselves. Staff development supported and moderated the quality of teacher assessment processes, rather than removing this responsibility from the teachers themselves. This was also intended to be formative, ensuring teachers had good tools to assess children’s understanding in order to inform planning and strategising on an ongoing basis. MEI practice was for the data to be managed and analyzed externally, and reported electronically to school managers.

· Cohort groups were kept small and manageable. Several cohorts were established, ‘At-Risk Maori,’ ‘At-Risk Pasifika,’ and ‘High-Performing’. Later on, these groups were subdivided into ‘Literacy’ and ‘Numeracy’. This was structured so that every class would contain one or two students from each cohort. The cohorts were in themselves widely differentiated, so each class teacher had to develop and maintain effective tools to assess the learning needs of students on an ongoing basis, in order to get better at strategising to meet the differentiated individual needs of students, which would in turn provide the ‘fuel’ for ongoing strategy circles at team level. 
· Although this data this was only monitored and reported at the strategic level for the cohort groups, class teachers were  required to actively monitor and strategise for all students though not necessarily in this level of detail. Monitoring of this whole-class individual strategy development took place in local teams, with the leadership of this process distributed to team leader level. Great care was taken to ensure that each team had at least one teacher with a depth of experience and a wide range of strategies. 
 

· The cohort groups were identified as objectively as possible. Once the teacher had identified the ‘variance’ for each child in the class, the names were removed and the data was arranged in a continuum, High Performing Cohorts were based on the continuum identifying students in each class with the highest variance, and so on.

The Clayton Park model is founded on the concept of developing teacher effectiveness and responsibility. It is essentially formative with a primary focus on passing the ‘locus of control’ to the classroom teacher, and then fitting everything else in the school around this – PD, Team Meeting agendas, appraisal processes, budgets. ‘Coherence’ becomes critical. All the pieces of the jigsaw need to fit together to support effective teaching and learning. All this was very much at odds with the discourse around school improvement at the time, which was essentially summative and external. 

The Manurewa Enhancement Initiative (henceforth the M.E.I.) provided very helpful support to the school in terms of quality staff PD, especially in literacy and in curriculum leadership. It also provided the opportunity for an ongoing dialogue and critique of strategic process of the highest quality, perhaps the most valuable but unacknowledged aspect of the whole initiative.  The MEI also supported the school in the initial steps towards Restorative Justice’ offering good quality Professional development for all staff.

On the other hand, the MEI discourse had the effect of moving the tracking of learning away from the class teacher, making learning decisions and especially strategic decisions summative rather than formative. At times it worked to ‘laminate’ levels of school leadership, differentiating ‘positional’ leadership from ‘expert’ leadership. This lack of coherence between the internal ‘agenda for improvement’ and the external ‘agenda for improvement’ was difficult and demanding to manage. In retrospect, however, the overall impact of the M.E.I. was undoubtedly positive, giving us tools which we readily grasped and adapted.

In collaboration with Dobbie and Team Solutions, November 2005, we got on with inviting our Maori community to a series of hui to talk about the things they wanted from the school.
  At the hui people divided into small groups, with parents, trustees, and teachers in each group. It was agreed by all that that teacher voices should not be dominant. The teaching of te Reo, social deprivation and resources for the school were all raised as concerns, but the most consistent and pervasive message from all the groups was about the need to include our community and to work together:
Issues raised at the Consultation with Maori and Pasifika November 2005

Feedback - Working together

· Parents need to get to know teachers.

· More info about Home School Partnership.

· What if parents did want to do more than reading etc at – what else could they do to support the school. Does the school need that level of support from parents?

· Teaching begins in the home.

· Is this about Clayton Park or about Manurewa? 

· How to get more parents involved?

· Parents here to reach out.

· Fathers interact more.

· Parents must participate.

· What can parents/teachers do about it?  (raising achievement)

· Parents are not teachers but can support school by taking children for additional reading. Mentors for boys.

Feedback – points to address in planning for 2006

· Ongoing consultation with focus group Maori

· Home School Partnership 2006

· Refine and develop action plan for HSP 

· Incorporate HSP /literacy into Appraisal goals for all staff

· Develop transition processes

· Develop Maori Language curriculum and expertise 

· Initiate Home School Partnership with Samoan families
This consultation with the Maori and Pasifika community, was well attended by Maori. The outcomes above, together with advice from Team Solutions, led to the development of a specific ‘Action Plan for Mäori & Pasifika for 2006 – 2007’. This plan was centred on the development of a ‘Home School Partnership’, but was broadened to include a specific plan for Pasifika. 

“The programme (Home School Partnership) itself aims to raise student's achievement, in the context of the New Zealand Curriculum, by training teams of teachers and parents to deliver sessions for parents and families that will empower them to help their children to develop their language and learning skills. All members of the school community are kept informed and are involved with the programme. This helps to develop a mutually beneficial partnership between home and school. The teachers learn about the children's language and culture and how to incorporate this prior learning in school programmes. The parents learn the culture of the school, its processes and its expectations.” 

TKI   2008
Although the Home School Partnership model was originally developed elsewhere for Pasifika and largely by Pasifika, attendance at this hui was almost entirely Maori.  This may have been a consequence of the lower, more diverse Pasifika population in the school, or because Pasifika were not represented in the leadership of this initiative, or perhaps our Pasifika people felt lower comfort levels in the school generally. This was not lost on the Board at the time, and the subsequent action plan was also quite specific about development for Pasifika at the school. 

Throughout this journey, the school has strived to focus on the needs of Pasifika Students, taking care to provide specific and separate planning for their success. There are a number of ‘extra’ factors to be taken into account:

· Pasifika have been a much smaller group within the school

· Pasifika is in fact not one cohesive group. The school has populations of Samoan, Tongan, Nuiean, and Cook Island Maori students. At times generalisation may not be helpful.

· Many Pasifika families do not speak English at home. The goal of ‘strengthening the capacity of the family to support reading’ remains important but becomes more complex.

In spite of this, there have been some considerable gains:

· Tracking of Pasifika achievement is getting more detailed and specific. The Pre school playgroup is thriving, and includes many Pasifika families with pre-school children, giving a rich language based experience in the important pre-school developmental years.

· The staff and Board demographic have changed. Our staff currently includes two Samoans, two Nuieans and one Tongan.

· A Management Unit has been consistently allocated for leadership of ‘Pasifika’.

· The Board has been rigorous in coopting a Pasifika Trustee

· We have finally been able to commit to the HIPPY programme with effect from 2011.
The journey: 2006 – 2007

The strategic planning process for 2006 was informed by the Action Plan for Maori and Pasifika 2006 -2007, but evaluation was based on cohort achievement data gathered in November 2005. We celebrated the gains made by all cohorts through the 2005 school year, based on this tracking.

‘There has been a remarkable improvement in the attainment of the cohort groups in literacy and numeracy, especially for the ‘At risk’ cohorts. Good improvements can also be substantiated for the High Performing cohorts.’

Statement of Variance for 2005/Strategic plan for 2006

Once children returned to school in February we were able to retest them in order to continue longitudinal monitoring. The results gave us a bit of a shock, and raised some major concerns:

Literacy outcomes by cohort group
	Literacy

Cohorts
	Mean average variation 

February 2005
	Mean average variation 

November 2006
	Mean average variation 

February 2006
	Mean average variation 

November 2006

	‘At Risk’ Maori cohort
	- 9.6 months
	- 4.9 months

a ‘gain’ of 4.7 months 


	- 9.7 months

A ‘drop’ of  4.8 months 
	- 4.4 months

a ‘gain’ of 5.3 months 



	‘At Risk’ Pasifika cohort
	-10.9 months
	- 5.53 months

a ‘gain’ of 5.37 months 


	-6.0 months

A ‘drop’ of.47  months 
	- 1.2 months

a ‘gain’ of 4.8 months 



	High Performing cohort
	+ 15.44 months
	+ 19.68 months

a ‘gain’ of 4.724months 


	+ 16.2 months

A ‘drop’ of 3.48 months 
	+ 22.4 months

a ‘gain’ of 6.2 months 




Once this had been projected onto a graph, the ‘Summer Drop’ became apparent for the first time: 
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All cohort groups had dropped in their reading performance over the holiday, although this was minimal for Pasifika. The ‘Maori At-risk’ and the ‘High-performing’ cohorts lost almost all the in-year gains in variance of the previous year. On one level this wasn’t a concern – after all, they were making progress in line with their chronological age. Was this acceptable? Not if we really wanted to do something about the long tail of underachievement and improve their life chances.

 What could we do about it? There were only two logical solutions; either we opened the school in the holidays, or we did something to improve their reading experiences over the holidays in the home. For the second of these we had a tool ready-to-hand in the developing Home School Partnership.

During 2006 we worked with Team Solutions to raise our understanding about good ways to build partnerships with our Maori and Pasifika community, undertaking several sessions using the ‘Te Mana’ resource.  Also in partnership with Team Solutions, the school identified two lead parents, and established a fledging “Home School Partnership’ based closely on the small-scale TKI model. This ran through 2006, and although this had a limited impact and reached very few parents and children, it did give rise to a number of key learnings which became transparent at the final ‘review’ session at the end of the year
, attended by one of the two lead parents, the Principal, lead teacher and the Board Chair. These ‘learnings’ are directly reflected in the revised action plan for 2007 – 09.

Learnings
· The ground work has been done – now we can move on 

· Parents not clear on what HSP is

· BOT to be more informed of what’s on the ground / feedback at BOT mtgs. 

· Use a social event / gathering to attract parents to the school & use this as an opportunity to ask parents what they want to see happening, and gather feedback generally

· Parent seminars/ community groups/ makes the school a collective working together. 

· Following this major school event, HSP can hold their first event to ‘strike while the iron’s hot’ 

· Staff meeting imperative so that teachers have to be involved. 

· Hold a meeting to plan HSP on 27th February Planning Mtg. & lead teachers 
 Whilst the Home School Partnership of 2006 had only a limited impact in terms of the number of parents and students directly involved, it did inform the development of the subsequent ‘Home School Partnership’ at the school.  Throughout 2006 we used the Home-School meetings to develop a shared understanding of ‘reading contracts’ with our teachers, parents and students.
 This involved a number of developmental steps – a ‘critical path’ which had to be managed strategically if we were to succeed:

· Rasing awareness of the problem with parents

· Sharing the concept of ‘variance’ with parents and students,

· Sharing effective strategies for parents to use with their children at home

· Developing the idea of a ‘reading contract’ so that parents and children have some structure and basis for strategy acquisition over the holiday

· The contract itself – setting out clearly the goals and expectations for both parents and students to commit to

· Home School evenings at which the teacher can share strategies with both parents and student

· Monitoring the contracts, then feeding back in the  New Year on an individual written basis to student and to parent, so they can monitor how well they did, and to the community as a whole at our first Home School night of the year. 

Throughout 2006, while the school was exploring new ways to work with the community, classroom teachers and curriculum leaders were carefully tracking cohort performance, monitoring rates of progress using an ongoing ‘variance’ for reading, and analysing strategies that worked and strategies that did not work. This had significant implications for the way we worked together. This process was sometimes painful at first, at times bringing teachers to consider evidence that showed that what they were doing for some of the cohort group was not actually working.  There was no progress evident over time. 
The Performance Management system was designed to make sure teachers had ownership of this data, but they were also expected to use the data to inform what they did next – and were supported to find new strategies when children were not making progress. This had implications for the way that our teams had to work – moving towards a devolved ‘strategy sharing’ model, and implications for the way Curriculum and Team leaders operated. 

Instead of offering expert solutions, it became more important for these middle leaders to help teachers identify the problems, then support the team to find shared solutions. Sometimes the solutions would come from the leader in the situation, sometimes from other teachers or other sources entirely. It was a change from ‘I can solve your problem for you’ to ‘how can I help you to find a way to solve this problem?” This was a shift in the way that leadership and change was understood in the school, and even in 2010, we are still working to develop the way we do this. Again, it reflects a fundamental shift in the locus of control, from the ‘leader’ to the classroom teacher. We all needed to find a few new tools for our operational toolboxes. This fitted very closely with the key messages identified as important development goals at the end of 2004:

“Analysing assessment information, and taking professional action as a result, raises standards of learning, particularly for lower-achieving students…. Effective feedback informed by analysis of assessment data is one of the most influential elements of quality teaching…. the greatest gains in raising achievement occurred in schools where there were strong professional learning communities in which close monitoring and analysis of assessment data drove continuous self-examination, critique and enquiry, modified teaching practice and regular review.”
Key Messages: 2003
The original Action plan was revised for 2007-09 in consultation with the Maori Community, the staff and the Board. To all intents and purposes, the school and the community were leading the Board at this point; discussion at Board level did not lead directly to the co-option of a Maori Trustee, but a subsequent by-election mean that Albert Harris took his place at the Board Table, and so our Maori Community was directly represented for the first time in the governance of the school. Elections for the new Board in 2007 saw two Maori representatives returned, one of whom took over as the new Board Chair.  This was followed by the immediate co-option of a Pasifika Trustee, again for the first time. To all intents and purposes, the school was holding the door open to the community, and the community was tentatively crossing the threshold. As a result, the Board changed to become more reflective of the community.

At the end of 2006 our data showed, once again, substantial in-year gains for the cohort groups. But we were a little more cautious in our evaluation this time. In December 2006 we sent out reading contracts for every student in the school.
Summer Holidays 2006 -2007
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When we returned to school we tested reading again and projected it onto the increasingly familiar line graph above. The picture that emerged was discomforting to teachers, to the Board, and to parents, when it was reported in February 2007. All cohorts had made very good progress to the end of the school year 2006, with Reading Ages moving ahead faster than chronological ages for all cohorts. But it all disappeared over the holiday!

The initial response to the Reading Contracts looks to be a poor response in retrospect. Only 6% of the whole school population returned completed Holiday Reading Contracts by March 2007. At the time it seemed to be a big step forward – we didn’t really know where we were going, we just knew we had to go somewhere different. We had not identified the Reading Contracts as a key tool. The reading contracts by themselves are not that important – it is the ‘critical path’ that leads to the return of the completed contract that makes the difference. This ‘critical path’ was not clearly described or acknowledged at this time, but grew through working together to overcome the ‘summer drop’.

Our critical path to reading success…

Rasing awareness of the problem with parents 

(
Sharing the concept of ‘variance’

(
 Sharing effective strategies for parents to use with their children at home 

(
 Developing the idea of a ‘reading contract’ so that parents and children have some structure and basis for strategy acquisition over the holiday 

(
The contract itself – setting out clearly the goals and expectations for both parents and students to commit to 

(
Home School evenings at which the teacher can share strategies with both parents and student

 



(
Monitoring the contracts

(
Feeding back in the New Year on an individual written basis to student and to parent, so they can monitor how well they did, and to the community as a whole at our first Home School night of the year. 

A very rough, almost anecdotal, analysis of reading achievement at class teacher level indicated that these children with completed contracts had not fallen back, but this was not conducted on a very scientific basis.  The families that did complete seemed to be the ‘early adopters’; the families most likely to have been doing these things over the summer anyway. It was a hopeful sign, but we had to achieve greater traction. If we were going to overcome the summer drop, we had to build more capacity in more families for the summer holidays. So this gave our 2007 work in the Home School Partnership Home School even greater urgency.  We looked forward to analysing the outcomes of reading contracts in February 2008, after the 2007 summer break.

The school led four more home School Parents Evenings in 2007, in week 7 of each term. The first HSP meeting was an opportunity to feedback to parents and the community about the effect of the Contracts and to share strategies for helping children succeed. Each term the turnout was very high, with between 150 – 300 parents joining us for two hours of talk, strategies, kai and culture. The final meeting at the end of the year was again about how to support children over the summer holidays. By this time many parents had attended upwards of six HSP evenings, with sessions working with teachers at each evening. Through 2007 we continued to track reading variance, and to strategise for learning on this basis.
By the end of 2007 we had a strong-shared picture of how the cohort groups were doing over time. 

This graph shows that children in all groups made excellent progress against their chronological age through the school year – again. 
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This was very satisfying, but we were now very interested in how children would be able to perform in February 2008, after the summer drop.

The journey: 2008- 2009
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Summer Holidays 2007 -2008

10% of the whole school population returned completed Holiday Reading Contracts by March 2008, and the drop was there again – for all groups and all ethnicities. This gave us something to build on. We continued to work on the Home School Partnership evenings through 2008.  We carried out another full review (“Statement of Variance 2008”) mid-way through the Action Plan for 2007 – 2009. 

Over time the annual process of analysis of variance has become more complex, more distributed and more formative.
 By the end of 2008 a number of senior staff and team leaders were involved in analysing and using data on an ongoing basis, and the ‘2008 Statement of Variance’ provides a rich picture of the school development and helped us to understand the impact and importance of the Home School Partnership in the wider context of school performance as a whole. Two issues began to become clear – the changing demographic of the school was acting as a ‘sinking baseline’, and we had an increasingly visible problem of ‘teacher leadership’ of parents.
“The sinking baseline and the need to recalibrate…”
...the value added to children’s learning was as high as ever, but that the children started from a lower base in February 2008 than in February 2007. In fact each year since recapitation the children in the school have started from a lower base, although ‘value’ added within the year has remained impressive.  This correlates with the continuing demographic change within the school, and the strong evidence of continuing white flight from the school. This also indicates that a decile review in the near future might establish a more equitable funding basis for the school.
”




2008 Analysis of Statement of Variance in Literacy
This  “Sinking baseline’ effect appeared to directly reflect the demographic change.  In fact the demographic change settled down for the start of 2009, and the school has had a steady demographic since then. At this point the ‘sinking baseline’ in literacy also stopped. 
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Teacher Leadership
The Home School Partnership Plan 2007 - 09 reflected an expectation that all teachers had a responsibility to make sure that progress in reading was not ‘washed away’ each holidays. It also reflected a need for the whole staff - all of us - to take a leadership role in working with our families to develop their understanding and capacity to support literacy in the home.  Therefore there had to be accountability and evaluation. 

The Performance Management system of the school was already robust and in the main, evidence-based. Once we decided to make the ‘Home School Partnership’ a whole school priority, it became an issue for inclusion in our Performance Management system. This provided accountability for the teacher as the only person why could meaningfully lead such a development. 

But it needed teeth. The Performance Management system of the school is designed to help support and strengthen teachers in their own work was already robust and in the main, evidence-based. Once we had decided to make Home School Partnership a whole school priority, it remained an issue for evaluation and appraisal for all teachers. This important development placed a significant responsibility on teachers to lead this process; indeed the only person why could meaningfully lead such a development for a child or family was the class teacher. 

The mid-point evaluation of the Home School Partnership Action Plan 2008 
 showed very clearly that teachers needed help to take on this role successfully. It could not be delegated or devolved to a small group within the school. It had to be a central part of the class responsibility of every teacher. These collated evaluations were to prove significant, indicating that most teachers felt “their attendance at a home school partnership evening was enough support to show the programme.” 

The ‘Summary of Teacher Performance Evaluations 2008’ was undertaken on a team by team basis  mid-way through the 2009- 2009 Action plan , and reported to the Board at the end of 2008. It was based on the things that the teachers themselves wrote. 

Positives

· Most teachers acknowledged the importance of a partnership between home and school.

· Most teachers noted a change in attitude towards school for those children whose families were targeted during the home school partnership evenings.

· Professional learning group times need to be organised so teachers can discuss and share strategies.

· Some teachers are including home School Partnership activities in their homework activities and have commented on how children notice the relationship between home and school developing and how in turn, children have a more positive attitude towards learning.

· Generally, teachers feel all evenings have been very successful.  
Negatives

· Most evaluations lacked specificity as to how the teacher was actually supporting the Home School Partnership.  

· Most teachers felt that their attendance at a home school partnership evening was enough support to show the programme.

· Teachers need scaffolding to evaluate the home school partnership, so that evaluations are specific, linked to progress in achievement and directly related to a cohort child.

· Professional learning group times need to be organised so teachers can discuss and share strategies.

· Teachers need scaffolding to make more specific term goals in regards to the home school partnership.

· Teachers see their role as inviting and encouraging parents to attend the evenings
This analysis indicated some positive developments, but made the real problem very clear. Before we could change the way families supported their children in literacy, we had to change the way we supported families. Teachers had to accept that it was a central part of their role to work with and support families. It was not good enough just to ‘turn up’.

Although this was very disappointing at the time, in was a turning point. If we wanted things to be different, we had to do something different. If our Action Plans were to have real impact then it had to be a central part of the responsibility of all teachers in the school; therefore, there had to be accountability and evaluation. 
 The action plan had at least another year to run at this point. A number of developments took place because of this evaluation. 

· The planning for Home School Partnership evenings became more ‘strategic’ with the Literacy and Numeracy team taking a lead role in planning for teacher-led activity during the evening. 

· Team leaders also incorporated specific strategy meetings into the routine activity of the team. Making sure that all teachers planned for the activities, they would be leading with parents during the HSP evenings.
· Teacher professional development continued to focus on strategies and effective assessment, but we also worked on the development of reading contracts, and on good strategies to share with parents.
· Teacher evaluation of Home School Partnership evenings became more structured, carried out on a team basis and discussed

The end of 2008

The Statement of Variance for 2008 provided a framework for evaluating the performance of teachers, and for teachers to evaluate their own performance. It also gave us a tool for evaluating the impact of the Home School Partnership Programme itself. This was the first time we were able to ‘map’ the reading performance of the small group of students who had completed their summer reading contracts on this longitudinal basis, and to compare them with our existing longitudinal cohorts.

The analysis of the work undertaken in the Home School Partnership this year shows that most teachers are now actively developing the links and opportunities provided within the Partnership to support the learning of identified students. This is the second year this has been evaluated and tracked, whilst the Numeracy and Literacy processes are into their fourth year.”
2008 Analysis of Statement of Variance in Literacy
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The Cohort tracking showed that two cohorts had once again made a meaningful increase in ‘variance’ although this had levelled out somewhat.  However the Pasifika cohort had merely kept pace with Chronological age. 

At the end of the year we could again map the in-year performance of the children who had completed contracts for the summer holiday of 2007 -2008. Not only did this group not drop so far in the summer, it made substantial gains during the year. We were able to share this with parents at our final Home School Partnership Meeting of 2008. This was attended by about 250 parents and gave them much food for thought. At the end of the year once again, children took home their final report, with their individual reading contracts. The big question was… what would happen over the summer?  Would all this be lost? 
Summer Holidays 2008 -2009
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At the start of 2009 it was possible to once again plot a new cohort onto the longitudinal graph – those who had completed Summer Reading contracts over the 2008 – 2009 summer breaks. This was not exactly the same cohort as the previous year, though it showed a similar trend. 

Variance for this new group of students only dropped 1.2 months variance over the summer holidays, more or less in line with the growth in chronological age. This group was big enough to be meaningful. 

The summer drop for all three of the ‘At-Risk’ cohorts was the smallest ever. The ‘Maori At-Risk’ and ‘High-Performing’ cohorts had improved had improved slightly between February 2008 and February 2009. The ‘Pasifika At-Risk’ Cohort dropped slightly between February 2008 to February  2009.

Presentation to Parents at the Home School Partnership Evening in March 2009

The Summer Drop in Reading over the summer break 2008 - 2009 and the impact of Reading Contracts 
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How well our children did over the summer holiday

At the end of the last year all the children were tested to determine their reading ages. 

Our last Home School Partnership evening had a deliberate literacy focus on the reading contracts that children were going to bring home and how parents could support reading over the holiday period. The teachers negotiated these contracts with the children and sent them home at the end of the year.

When the children came back to school this year they were again retested. Those children who bought back their reading contracts then became our summer drop group. This is the group with which the following comparisons are made.

How well our children did over the summer holidays.

	There are 209 Maori students in the school (blue). 25 of those (in red) students completed their summer reading contract

[image: image7.wmf]Maori 


	There are 103 Pasifika students in the school (blue). 8 of those (red) students completed their summer reading contract 

[image: image8.wmf]Pasifika



	There are 99 NZ European students in the school (blue). 28 of those (red) completed their summer reading contract

[image: image9.wmf]NZEuropean


	There are 17 Indian students in the school (blue). 4 of those (in red) students completed their summer reading contract
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The average summer drop in reading over the whole school is 7.5 months
Whereas the summer drop cohort for children who completed their reading contracts is of 1.2 months 

In 2009 we continued with the plan. Attendance remained high, trust and confidence between teachers and parents seemed to be growing. This was the year that we were finally able to establish 
‘Maori Enrichment classes’ through the school.  It looks like things were improving for Maori.

Cohort analysis for 2009
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· At the end of 2009 we could see that the group which returned completed reading contacts after the Summer holidays 2008-09 did not drop back at all in the summer, and continued to make a steady gain over their Chronological age through the year. This was the second year this had happened.

· The ‘High-Performing’ Cohort also made a steady gain, and finished the year significantly higher than the start of 2008, with no slippage on the way.

· The ‘Maori At-Risk’ group made steady gains, and in spite of a (smaller) drop back over the summer of 2008 – 2009. This cohort finished the year significantly higher than the start of 2008.

· The ‘Pasifika At-risk’ cohort showed a small summer drop and very slight in-year increase in variance.

At this point we became very interested in the demographic breakdown of the group of students who were completing their contracts. We could see NZE and Maori getting ahead, but not Pasifika. Would here be a correlation with the summer reading contracts? If there was, then we would have some reason to believe that the contracts were making a difference, and a new goal to work on.
We could see increased completion rates for the summer reading contracts, with 21% of school population completing reading contracts and an even higher percentage attending HSP evenings. By this time many parents have attended up to 12 Home School Strategy evenings, over two years or more. 

We now wanted to know which students in each cohort completed their summer contracts. We had better questions to ask. By October 2010 we were been able to track the progress of the cohort of children who completed their reading contract over the summer 2009 – 10, broken down by ethnicity. The number s of children returning completed contracts in February 2010 were large enough to be meaningful for Maori (42students)  Pasifika (12 students) and for NZE (37 students). We could plot this against their subsequent progress to the end of 2010:
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Pasifika and NZE European showed no summer drop at all. Both these groups showed significant gain in variance over the 12 month period to October 2010. The Maori cohort showed a summer drop and ended the year slightly below – a small loss in Variance. 
Is it working? 

‘At the start of 2009 82 students returned to school with their holiday reading contracts competed, monitored, supervised and signed by parents. This was up from 42 at the start of 2008, and only 26 in 2007. The reading scores for these students were very encouraging, with an overall gain reading age over the summer holiday of just under 1 month, compared to an average drop for all cohorts of about 7 months. Clear evidence that the capacity of homes to support reading over the summer is improving, and another reason to look forward to ongoing and sustainable gains in reading.’

2008 Analysis of Statement of Variance in Literacy
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‘At the start of 2009 82 students returned to school with their holiday reading contracts competed, monitored, supervised and signed by parents. This was up from 42 at the start of 2008, and only 26 in 2007. The reading scores for these students were very encouraging, with an overall gain reading age over the summer holiday of just under 1 month, compared to an average drop for all cohorts of about 7 months. Clear evidence that the capacity of homes to support reading over the summer is improving, and another reason to look forward to ongoing and sustainable gains in reading.’

2008 Analysis of Statement of Variance in Literacy

Now it became possible for us to break down the data for all the children who returned completed Summer Reading Contracts by ethnicity, and project this onto a simple bar chart (above). [image: image21.emf]-7.5
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This shows the reading performance of the students who kept up their reading contracts over the summer holidays. Our longitudinal data shows that children from all groups tend to lose about six months from their reading age over the long holidays. However the children who kept up their reading contracts did not experience a loss in their reading age. The reading ages were assessed using Probe and PM Benchmarks and so have been standardised against National Norms as far as possible

Maori

In February 2009 25 students returned completed contracts, out of a total of 209.  (12%)

In February 2010 38 students returned completed contracts, out of a total of 224 (17%)

NZE

In February 2009 28 students returned completed contracts, out of a total of 99 (28%)

In February 2010 39 students returned completed contracts, out of a total of 80 (49%)

Pasifika

In February 2009 8 students returned completed contracts, out of a total of 103 (8%)

In February 2010 12 students returned completed contracts, out of a total of 105 (11%)

We could see that we were getting increasing traction with Maori and with NZE students, but not with Pasifika. This correlates very closely with the overall performance of the cohorts. It suggests that the Home School Partnership is working for Maori and for NZE, but is not impacting significantly on the Pasifika population, although it is not really helpful to think of this group as a cohesive cultural unit, with significant numbers of Samoan and Cook Island students and smaller groups of Tongan, Nuiean and Fijian students.

It would be helpful to split the cohorts into: 

‘Maori At-risk who completed summer reading contracts’

v.  ‘Maori At-risk who did not complete summer contracts’

‘Pasifika At-risk who completed summer contracts’ 

v. ‘Pasifika At-risk’ who has not completed summer reading contracts

‘High Performing’ who have completed summer contracts 

v.  ‘High performing’ who have not completed summer contracts. 

So as a consequence of this report, we will construct these cohorts for the previous two years using the data already collected on the class descriptions. We might hope to see a high correlation between reading growth over the summer holidays, and those students with completed contracts. It will be important to share this analysis with the Board with parents at our Home School meeting in December 2010.

At this point it is worth revisiting the changing demographic makeup of the school:


[image: image14.wmf]The demographic makeup of Clayton Park School over time 

   

since the opening a new high-decile school in the neighbourhood in February 2006

0

10

20

30

40

50

60

ERO 2003

ERO 2006

ERO 2009

May '10

% of school Population

Others

Pasifika

NZE

Maori


The change in the demographic makeup of the school had been dramatic; this change appears to have worked its way through the school and the picture at the start of 2009 is very much the same as the present. Looking back, it seems that the school had stabilised by the beginning of 2009. After one year of stability the detailed ‘Analysis of school performance in Literacy for 2009’  showed:

‘School performance in reading is very strong; with significant shifts to National Expectations or above for Maori and New Zealand European right across the age range, although the pattern of achievement for Pasifika is more complex.’
‘This data indicates that substantial percentage of students have moved from Stanine 3 to Stanine 4 or above during 2009. It also shows that significant numbers of Maori and Pasifika students have moved to stanine 5 or better during the year.  This performance was predicted at the beginning of the year, given that the period of demographic change – ‘white flight’- has now stabilised and the school is no longer on a ‘sinking baseline’ for the start of each year.’
2008 Analysis of Statement of Variance in Literacy
Where we are at…

In October 2010 we were able to plot the year-on-year achievement of the cohorts over six years. The children in the cohorts remained stable over time, with careful ‘topping-up’ at New Entrant level acording to the same criteria originally used to establish the cohort in 2005. This is now a graph of two distinct halves.
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Up to the end of 2007 there were good gains in year for all cohorts, but very significant summer drops meant no overall increase in Reading Performance over Chronological Age over the three years. What we won in the school year, we lost in the summer. We were just treading water.

The second half of the graph shows gradual year-on-year gains in Reading Achievement over Chronological Age, smaller summer drops, or no drops at all, and with meaningful gain – reading age gaining on Chronological age - both for Maori and for NZE over the last three years. Both these ethnic groups have increasingly significant numbers of students returning reading contracts after the summer.  The longitudinal cohorts are drawn from these groups, but they do not correlate over time. Pasifika also shows this steady gain over time, but the ‘take off’ point is one year later, only showing this for the last two years.
What changed?
By 2008…
· The Home School Partnership was gaining traction, with upwards of two hundred parents attending six or more ‘Home School Strategy Evenings’

· Reading Contracts increasingly effective as a tool to ensure supervised reading over the holidays for more and more students

· The Board and staff more reflective of and in alignment with community

· A whole school, inclusive approach to Restorative Justice,  Attendance strategies and other indicators of cultural change within the school were becoming established.  
· Teacher turnover reduced to a minimum, with the prevailing staff culture becoming supportive of an inclusive partnership approach, with an expectation that all teachers should be working closely with parents and community

· Classroom teaching practice was becoming increasingly informed and data driven, with teachers increasingly skilled in using data, in self-review, and in working in ‘strategy’ teams

· School demographic stabilised

· Increasingly skilled team and curriculum leadership becoming more widely distributed across the school. This is possibly the most significant factor in the frequency and intensity of strategies for improvement.
The growing importance of BoT Leadership

Not all of our disadvantaged familles were Maori and Pasifika. On the other hand, some of our Maori and Pasifika Families were able and prepared to offer very strong and supportive models of preschool and family literacy. At the start of 2006 there Board had no Maori or Pasifika Representatives. In 2007 it included two Maori and one Pasifika Trustees, whilst retaining almost all the original Board members strengthened the incoming BoT. 
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The New Board Chair has led the Board to provide leadership to the whole community using the Home School Partnership Evenings as a basis for developing the board profile within the whole school community. We have moved from Pakeha providing leadership for the whole community, to a model that is not based on Maori providing leadership for Maori, Pasifika for Pasifika, but rather Maori providing leadership for the whole community, Pasifika providing leadership for the whole community, Pakeha providing leadership for the whole community. It may be that this ‘anti-deficit’ thinking cannot be imposed, but can only be co-constructed, and that this is an inevitable consequence of systematic questioning of the way we ourselves consult with and listen to discrete sectors of the community. In the end we realise we have to listen to ourselves.

 There are reasons to believe that this process is continuing, with particular interest in the way that teaching teams are built and sustained, with robust and increasingly distributed pedagogical leadership within the school and a strengthening focus on the way we work together and the way we use evidence to improve our practice.

What works?

· The summer drop affects all ethnic groups and the same strategies seem to be effective for all groups.

· The work on Home School Partnership and Reading contracts is having a positive impact over time. Children who are supported by their families to complete the contract do not lose relative reading achievement over the summer, and the numbers of students and families participating in the Contracts and the Home School Partnership are growing slowly as a proportion of the whole school population

· Board and community leadership is becoming increasingly effective, bridging gaps between school and family.

· Families and Whanau are increasingly comfortable in school. Cultural enrichment, sharing kai, humour, all these things help. Having a staff demographic that reflects the school demographic is very important. The school has reshaped itself to meet the needs of its own community.

· Continued and persistent work on developing teacher effectiveness matter (refer to follwogn chapter on ‘teacher effectiveness)
· Identifying new questions from current data  is a keystone for sustaining improvement. The Self review’ process (described later) provides a metacognitive framework, the onoign ‘data packs’ provide the subject matter,   effective distributed leadership connects this to teacher self-improvement. 

· Sustained, strategic, distributed leadership is vital. This is only possible with a deliberate, informed and sustained discussion about what good leadership looks like.
· Performance management and dealing with teacher performance issues have not been directly addressed in this report, but the developing culture of high expectations of teacher performance is worthy of further discussion.
Over time, school leadership has been overtly strategic in establishing:
· a culture that is respectful and inclusive

· a culture that recognises, develops and values distributed leadership from all sectors of the school and the community, particularly team and curriculum leadership. 

· a culture that has an explicit framework for both supporting and requiring  teachers to collect and use data to inform teaching practice, and that does not tolerate poor quality teaching practice

· a culture that values genuine partnership with parents and with the Board
· a staff and board profile that increasingly reflects that of our school community

· a culture that continuously develops, applies and improves tools to help all of us get better at helping children learn    

Key finding:

“it is not only the direction of activity, but the intensity and linkages between practices that set some schools apart in achieving success for all students…  schools do not improve performance by doing a few things differently. Rather, schools that succeed usually have a sustained focus on multiple factors.”

Signposts: Research points to how Victorian government schools have improved student performance
Paper No. 16 May 2009
No single factor makes the difference. The sustained focus on multiple factors over a number of years leads to increased frequency and intensity. The foundation stones appear to be:

· a constant strategic focus on improvement based on the belief that we can do better

· the fundamental assumption that everyone has a role and something to offer

· continually developing the  capacity of the leaders, the teachers and the parents to act

So what happens at a typical Home School Partnership Evening?
Since the start of 2007, the school has hosted a Home School Partnership Evening in Week 7 each term. The format of these evenings has been similar but has not been rigid. Generally we will start at 5:30 pm with a welcome and a cultural performance. This is followed by a five to ten minute talk from the Principal about Reading and about the purpose of the evening – to feedback about school performance, share strategies and build relationships. Then we invite parents to visit the classrooms and spend about 90 minutes working with their teachers and their children to share ways to help their children with reading and with other aspects of learning. Initially we opened four classrooms but in 2010 this has grown to opening all 22 classrooms in the school. Attendance and participation at the Home School Evenings is the most significant factor. Average attendance is between 200 – 400 people, with a very high engagement rate for Maori and Pasifika parents and Whanau.

We have also offered workshops on Numeracy, High School, Board consultation, health consultations, parenting, Camps, parenting, all on a ‘drop-in’ basis.

At the end of the evening, usually around 7:30, we ring a bell and everyone comes back to the hall for a plenary and a shared meal. This meal ranges from an elaborate hangi to a burger or sausage in a bun.  Attendance has been consistently high showing how successful the process of ‘up-scaling’ has been, with an average turnout of between two and four hundred over the course of the evening.  We have now had ten HSP evenings over the last ten terms and they have provided a basis for growing strong, supportive relationships between all members for the school community, with a dedicated opportunity to share strategies in Reading with parents.

The last HSP evening of the year always has a strong focus on the Summer Reading contracts. These are sent home in the last week of term with the child’s variance and a detailed, individualised contract about appropriate and regular reading for the summer. The HSP evening is then dedicated to working with parents and children to show them how they can make the contracts effective.

The next HSP evening in early march follows on from this. We report back to parents about how their children have done in their reading over the summer – where were the when they came back to school? And we report on trends cross the school as a whole.

The evidence shows that the children who maintain their contracts over this summer break do not drop in their reading.
So we have good reason to think that the summer contracts are working. Parents gain the strategies and skills they need during the HSP evenings through the years. Many parents have been to all ten evenings and have had up to fifteen hours of strategy development alongside their children. Our data shows that the number of children who complete their contracts with support over the summer holidays is also rising.

Building Teacher Effectiveness
Strategies to increase teacher effectiveness 2005 – 2010

'Sophisticated measurement practices implemented locally where they can enable human judgment and learning about the whole, rather than displacing them’ 
pp. 191 & 192, Presence, Peter Senge et al

Rates of Progress

Since 2005 the school has developed strategies to ensure that Teachers and Parents monitor children progress in reading over time. Parents and students understand and have a strong ownership of this concept, which forms the basis for ongoing reporting of progress. Briefly, children’s reading is described as a ‘Variance’; the difference between the child’s chronological age and the reading age at any given point.  Whilst this is not an exact science – testing of learning is never that – it helps to focus on the rate at which children are learning, so that we can monitor and develop ways to keep all children making progress.

Reading age is identified using different tools. The Nationally standardised and normed STAR test of Reading (NZCER) provides us with robust evidence and this is reflected in the graphs later in tis paper. However Teachers us (and are trained, moderated and supported in using) Probe, PM Benchmarks, AsTTle, and other reading assessment tools.
Cohorts

In order to ensure that teachers develop a wide range of strategies and constantly monitor to ensure they are effective, the school established number f cohorts of students. These were identified using the variance between RA and CA, the students with negative variances formed the basis of the at risk groups, etc. These cohorts have been tracked over six years. Children remain in the cohort group over time, and we add new students as they enter the school. A high percentage of these students in the At Risk Cohorts move to a positive variance and so may not really be said to be at risk any longer.

We have not yet successfully measured the impact of the high rates of transience on learning. Whilst this might be helpful and would certainly show that much of the difficulty with progress in reading can be directly attributed to high rates of transience. This work is yet to be undertaken, but would be both useful and significant.

These cohort groups have been tracked and sustained over the years, and provide clear indicators of the success of our strategies for summer drop as with other things. 

Analysing assessment information, and taking professional action as a result, raises standards of learning, particularly for lower-achieving students.

Effective feedback informed by analysis of assessment data is one of the most influential elements of quality teaching.  …the greatest gains in raising achievement occurred in schools where there were strong professional learning communities in which close monitoring and analysis of assessment data drove continuous self-examination, critique


Key messages ‘03 (ibid)

Class Descriptions

Class descriptions are systematically maintained by classroom teachers, and are subject to rigorous quality control. They are extremely data-rich, requiring teachers to gather, record and maintain a significant amount of data relevant to planning for effective learning. The class descriptions are the foundation  for analysis for curriculum, team and strategic leaders, and can be revisited retrospectively to answer questions that might arise in hindsight. Therefore all data must pass through the understanding of the classroom teacher, and will inform planing and assessment ‘at the point of learning’. Data is only entered onto a spreadsheet after it has been rcorded on the class description.

Transition into school

 The school has worked to develop strategies, processes and relationships to reduce the risk of underachievement for students before they are identified as failing. This has meant a strategic focus on the 3 – 7 age range, in order to

· develop strategies to help the community to provide for children before they come to school (e.g. preschool playgroup for children not attending Kindy)

· improve the process of transition into school so children ‘hit the ground running’ 

· reduce or remove the trauma associated with the ‘revolving door’ intake patterns caused by a continuous pattern of entry to school, with every child starting on a different date.

· include Preschool and New Entrant parents in the ‘whanau’ approach to developing capacity of the homes to support students in their learning, with a strongly invitational partnership approach to Maori and Pasifika.

Much of this work is informed by the research supporting ‘Te Kotahitanga’ which highlights the importance of stable, good quality relationships, recognition of and partnership with whanau, and high teacher expectations for students at vulnerable transition points. It is especially informed by high quality description of good early years practice and curriculum set out in ‘Te Whariki.’ The school is implementing strategies to support Maori and Pasifika students who achieve at lower than national average levels before they reach 6 years.

Strategic development aimed at improving the way children begin school is reducing the damaging effect of the ‘rolling entry’ on the fifth birthday, which has attendant implications of ongoing disruption to the whole class as it deals with ‘the first day at school’ for another new child almost every day. There is also consequential ‘learning trauma’ associated with an early move to a second classroom, teacher and cohort group as they become the oldest child in a class that is constantly replenished from the bottom of the age group. This happens within a learning period that sits between the baseline assessment at 5 years 1 month and the 6 Year Net, and immediately before children would be screened for inclusion in Reading Recovery. In 2009, before the ERO review, the school provided to the Review Team to show that this work is having a positive impact on the literacy progress of all students affected so far:

Average stanine change between 5 yr 1 month and 6 year net

Maori students 
 


+ 0.3

Samoan Students 



+ 0.83

NZE Students 




+ 1.0

Overall 




+ 0.5 ‘

Clayton Park Response to draft ERO report, 2009

The school has been proactive in evolving strategies for transition into school to decrease trauma associated with starting school, allowing children to remain with their first teacher in a stable learning environment for a significant time span. Great care is taken to meet with parents and students before entry to school to transfer information and to build relationships. Early evidence indicates that this is having a positive effect on the early literacy progress of all cohort groups, including Maori and Pasifika, with all students making progress above the national average in the first year of schooling. 

The school has worked hard to build constructive relationships and transition processes from the onsite kindergarten and these are having a positive impact on early literacy. The school has initiated and supported the strategic development of an onsite preschool playgroup to meet the needs of children who do not attend kindergarten. This is particularly beneficial to Maori and Pasifika students.

This preschool playgroup provides opportunities for preschool children and their Whanau to join and participate in the school community. Senior staff and Trustees actively participate in this process. Parents are welcomed by Maori and Pasifika staff before enrolment at school.

Data Packs 

By this time the use and analysis of data was becoming almost habitual at the senior and middle leadership levels of the school Ongoing tracking of achievement and analysis of strategy effectiveness were systematically reinforced.  The fuel’ for this engine was current data about learning, collected in a systematic and longitudinal manner. The engine itself was the ‘process’ used to consider this data and to learn from it. ‘Is it working?” ‘What does this mean?” “What shall we do next?” have now become the key questions.

At this point it seemed that we should step back and describe the way we were working, in a deliberate, external and metacognitive manner. Trish Holster, Senior Teacher and Curriculum leader took on this tricky task. We were becoming better at gathering meaningful data and better at using it together. Now we had a way of reflecting on and describing how we worked together to uses the data. We had gone form becoming metacognitive about learning to being metacognitive about eh way we were being metacognitive about learning.  The subsequent paper – “Monitoring and Self-review systems” (appended) gave us very valuable insights into how we ‘got better’. The challenge now was to apply this process systematically, to improve the quality of the way we did this.
Buy now there was a lot of data around. Old data is no use at all for formative purposes. We had to find ways to use it and move on, so we established a regular cycle of collecting the data together, discussing it and drawing conclusions, then moving on. 

Data Packs -No. 1 June 2008, No. 2 November 2008, No. 3 April 2009, No. 4 November 2009, No. 5 May 2010 No. 6 due November 2010
Data packs are collated twice in the school year, in June and November. The data within this pack will form the basis for regular discussion by teachers and leaders at Clayton Park School.

It draws together a wide range of evidence and ‘raw’ data to be analysed and discussed by teams of teachers, curriculum leaders and school leaders, to provide a sound evidence base for tracking learning and for identifying present and future needs, to help us decide what is working and what isn’t, and to monitor and anticipate changing demands and needs.

Much of the data is based on the longitudinal tracking of cohorts of children over three or more years. The school’s approach to this, in line with NEMP, is of ‘sampling’ approximately 10% of the children concerned. This is a big enough sample size to be useful, whilst avoiding any pressure to prepare children or to ‘teach to a test’. A ‘sampling’ approach allows us to ensure consistent good quality data without excessive consumption of teaching time or resources, which do not help teachers teach and children learn. The identification of the children within the cohort groups will be based on objective data.

Key to our collection of data is that wherever possible, assessment data should help the teacher decide what to do next to improve learning. Whilst formative data may be used to support such strategic analysis and forward planning, testing activity for purely summarise reasons needs to be justified very carefully.

Other data within the pack – attendance data, MEI data, ESOL data, moderated or levelled work outcomes, will help inform planning but will also provide a basis for triangulation. Data is in the main ‘raw’ and without analysis or recommendations. Therefore the data is only meaningful as a basis for professional discussion and interpretation. This interpretation will be reported to the BoT within the normal cycle of reporting achievement and strategy planning.

The regular consideration of data packs is important – this is not a one-off activity, rather an ongoing analysis of learning needs and achievements in order to inform future development. It will also be helpful in developing our ability to self-review, to analyse and to strategise at every level of professional practice.

The content of the pack will vary and is not intended to be of publishable quality. Accuracy, currency and availability are instead the key points. It is how we use this data that affects the learning success of all our children.

Clayton Park School Data Pack No. 2 November 2008   Paul Wright

Monitoring & self-review systems: overview
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Data Pack      June      Nov  

Curriculum Leader  feeds back to teams   (June, Nov)  

Team target   setting  Term 1   Student achievement target   Team PD goal (related)  

Monitor own target     T2   T3   T4    

Strategy Circles    (termly)  –  cohort chn  

Cohort tracking    & strategising    

Classroom formative    assessment   (ongoing)  

Discussion by:      SMT      Team Leaders      Curriculum Teams  

Informs:        action plans/ review      support within teams      staff meetings/ PD      school initiatives      resourcing    

Mid - Year Reporting  

Child - Parent - Teacher     develop  a November goal  for child, and home - school  strategies to achieve it.   End of Year R eporting   Summary report to parents  against November goal  

Cohort evaluations   (termly)  

Analysis of school-wide  achievement data (May, Oct) 

Analysis of cohort  evaluations (May)  

Class descriptions    

Planning  

B.O.T   External reporting   Parent community/HSP    



Team leaders and curriculum leaders had adopted the model of “Professional Learning Groups’ to help their teams strategise and evaluate strategies to increasingly meet the needs of the students. The Data packs are intended to inform this activity. Therefore the team and curriculum leaders regularly meet together for a whole day to consider, discuss, argue and review the data packs. These key leaders are then knowledgeable and empowered to lead a similar process in their teams, and to bring their wider contextual knowledge to supporting class teachers in their analysis of cohort data. 

By September 2010 the data packs have become a powerful and established tool. Trish Holster used the model of the review cycle to help us understand where the use of the data packs fitted in.

Data Collection and Use: Key features of our assessment process 

· Student assessment, self-review and performance management are based on data which teachers gather in the course of teaching.

· At all levels, data is primarily used for formative purposes, to inform learning steps, teaching steps, and planning decisions at a whole-school level.

· Emphasis is on the quality of the discussions around the data, and on taking these discussions to all levels of the school. 

Self-Review Data: Key Focus Questions
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Are children achieving …   …at  expected  levels ?   …at expe cted  rate  of progress?    

Is cohort strategising happening?   Is it effective?   Do staff need additional support for  this  process  to work?  

How is my child doing?   How can I help him/her to achieve?  

Did my child achieve his/her target?   W hat should be his/her next step?  

What is the next step?   What is the range of needs?   What differentiation/ additional  support is needed?   Who are at risk    

What is the next step?   What is/isn’t  working?      

What strategies are working for  others, that I might try?  

How are we doing? level/ rate of ach ievement   Are school - wide self - review processes  effective?   What additional support do we need to give  staff to ensure quality processes/outcomes?    

Is there a variance between  our target & our achieve ment?  


Each time we meet as a team of  Curriculum and Team leaders, we spend time thinking about how we work, before we work. Key quesitosn are idenified and used as a ‘framework for analysis’. Once again Trish Holster used the ‘Review Cycle diagram to help us see this (Above)
Coherence – supporting developments of the school culture to increase teacher effectiveness
The work on developing teacher effectiveness goes hand in hand with a need to work with our community, to build high trust and open communication between our families and our school staff, and to go beyond this to help our parents and familles develop their own capacity and ability to support their children in their learning, an increasing challenge to many of our community.

However work to develop the Home School Partnership did not take place in isolation, and it is likely that the impact could not have been significant without a number of other strategic developments. The development of Tikanga and Te Reo have been mentioned. The school has developed a number of other effective strategies to ensure that the students at the school can succeed in their education, and especially in literacy and numeracy. 

· Recruitment of staff with strong pedagogy, good relationships, cultural depth and a passion for all children has been a continuing strategic priority. 

· The school took on the responsibility of a unit of five RTLB to serve nine local schools. After successful representation in 2004 this was increased to an entitlement of 7. 

· The School employs a Strengthening Families worker under a formal ‘Memorandum of Agreement’ with the Ministry of Social Development, and has applied for funding to support a social worker to work within this team. 

· The school employs a trained psychiatric Nurse as a behaviour support worker and mentor on a full time basis.

· Transition to school and partnership with parents and agencies who work with pre school age children has been a priority area of development. 

· The links with the Kindy have strengthened, and the school now hosts a pre-school playgroup on site. This is intended to help developed the capacity of the community and particular to support parents of young children. Opportunities for shared language and parenting support are now well developed.

· On entry to schoolchildren are welcomed into a reception class, being supported to develop strong relationships with their first teacher. They stay with this teacher and with this cohort of children for as long as possible, usually for up to a year, in order to develop and to construct a community learning in a safe and secure environment. This provides many opportunities to strengthen and enrich the language and thinking of children in the early years.
· Enrichment classes - Major focussing on providing for and aligning with needs of Mäori students “Indicators of disengagement from learning show that Mäori students and boys are more likely than others to disengage, and that maintaining engagement becomes more of an issue as a student gets older. Mäori students want to achieve and to be recognised as Mäori when they do. Research based on Mäori students in mainstream classes reveals that non-engaged students are often not regarded as likely achievers, and engaged students who achieve are often not regarded as Mäori.”
· Transition to High School “There may be a risk of disengagement when students move from primary to secondary school.”
· Restorative Justice - “A very important influence on students’ achievement is the quality of teacher-student relationships and interactions. Effective teachers create a culturally appropriate and responsive context for learning in their classroom.”
· The school has been involved in the MEI initiative since 2002.  This has involved considerable professional development to improve the quality of teaching and learning and raise achievement in literacy and Numeracy.  The board and principal selected this focus area to reflect on improvements made and to identify any other areas for development. 

· All staff are part of either the literacy or Numeracy team in addition to one other curriculum area (2009) ensuring staff ownership and responsibility of the development of literacy and Numeracy throughout the school. This is integral to the appraisal process.

· The school has worked continuously to provide coherent, developmental and ongoing staff development in literacy and Numeracy, informed by the Literacy Action Plan, led by the Literacy Coordinator through the literacy team. Until 2007 the MEI was been an important but not central component in this programme

· Continued focus on Maori and Pasifika underachievement in literacy and Numeracy through cohorts remains central to the performance development process. 

· Development of, and Involvement in the Lead Teacher Network initially through MEI, is now evolving through the ‘Four Schools Cluster’.

· TLRI has improved knowledge around the teaching of writing

· Significant investment in expertise and strategy development to overcome the difficulties caused by Staff turnover in 2008 is now paying off.
· Development of a ‘rolling intake’ process that ensures all children spend a year with their first teacher, to ensure a higher engagement at school in the first two years and to improve literacy outcomes for ‘at risk’ groups

· Ongoing moderation and use of exemplars now reflected in school appraisal and performance management systems
· Attendance analysis and strategising
· Enhanced Programme Funding 2009 – 2009 provided us with constant evaluation of learning programmes, including PMP and Bannatyne. This has helped us develop the Action Plan for Enhanced Programmes. We are applying this same approach to Reading Recovery and Rainbow reading
· PD about junior school assessment tools for all teachers

· Ongoing development of Reading logs ensures consistent expectations of reading mileage.

· Y3/4 teachers have received PD on junior school strategies

Induction to school 

Student achievement information indicates that while students enter the school with low levels of English literacy, they make significant gains by the time they reach Year 3.  The school works  to improve teacher’s ability to assess and then strategies to meet the needs of student is literacy, these developments include:
· Introduction of the Wedge graph and individual analysis of the learning needs of students who fall outside of the ‘expected’ reading band. 

· Phonics training 
· Redesigning the junior spaces to enable a more play-based curriculum with supports literacy and Numeracy development
· Pre-school playgroup
Teachers are using and analyzing Concepts About Print and using it to inform their planning

What happens at the Home School Partnership Evenings?
Specific Strategies to develop literacy capacity in the home.

· Teacher Strategies 
- Ownership to children - Reading logs, comment logs 

· Library bus, book week, contracts, Strategy evenings, logs

· Between Home and School - Reading Contracts, Home School Partnership Evenings (Strategy sharing) 

· Parent’s monitoring of progress - Reporting of Variance

· Reporting to parents cycle

· Summer Reading Contracts

· We worked to develop reading contracts, which set out clearly how parents could help support and monitor children’s reading over the summer break.  These contracts showed personalised goals.  At the end of Term 4 we sent out a report showing the reading variance of each child. 

· In week 7 Term 4 the school hosted a Home School Partnership evening to discuss the importance of supporting reading in the summer holiday, and to share with parents good strategies and ways for them to do this.  Over 400 parents attended, as did the Board of Trustees. The aim was to support parents and Whanau to improve their understanding and capacity to support children over the summer when the drop occurs.

· When children returned to school in February 2008 the school once again tested the children’s reading and sent out a report to parents to give specific information about what had happened to their own child’s reading over the summer holidays. 
· The children and parents who kept up and returned the reading contracts allowed us to form another cohort and to compare the summer drop effect of these children with the other cohorts across the school. This is shown on the graph below, which shows that children who kept up the contracts showed a much smaller drop, and accelerated learning on return to school.

· Each term the school has hosted a Home School Partnership in week 7, focussing on empowering parents to support their children in their learning and specifically in literacy, but also in numeracy and other areas of learning and support.  These evenings have been consistently well attended, with more than 300 parents attending each.  We are providing games, activity ideas for both junior and senior readers, links to the community library summer programme, ideas booklets for encouraging reading at home and towards the end of the year will send home summer reading contracts for all the children.  This year’s Home School Partnership evening has been very successful at raising parent awareness.  When the parents received the February data, many were very concerned that their child had moved backwards.   We intend to continue to monitor and track this cohort. 
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Clayton Park Primary School: Recapitation Application 2005 

Sample reading contract 

	Reading Contract for: 
	(name) 
	December ….


My goal is to read …………………….. books/chapters each week over the summer holidays, and to still be at this reading age when I get back to school in February.

I can reach my goal by

· Going to the public library regularly

· Swapping books with my friends

· Having  parent read to me

· Retelling what I have read to my parents

Signed (Student)
……………………………………………..

Signed (Teacher)
……………………………………………..

My holiday reading record:

	Week
	1
	2
	3
	4
	5
	6

	(
	
	
	
	
	
	

	Parent Sign
	
	
	
	
	
	




[This part of the contract will be completed by your Teacher next year for you to take home and share with your parents]
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� i.e. National Standards or Benchmarks


� Big Ideas in Beginning Reading	 University of Oregon	http://reading.uoregon.edu/big_ideas/voc/voc_what.php





� H.Silins and B. Mulford (2002) Leadership and School results, in the Second International handbook of Leadership and Adminstration (Dordrecht, Netherlands)


� K. Leithwood and D.Jantzi  Transformational School leadership Effects School Effectiveness and School improvement 10(4) 


� In 2010 Clayton Park BoT refused several requests from Wattle Downs Ratepayers’ Association to site surveillance cameras on Clayton Park School grounds.


� At the same time the school began working with the M.E.I. to develop a while-school Restorative Justice model, leading to deep change to the culture of the school. Although not discussed more fully within this report, Restorative Justice has become fundamental to the way we work together as a learning community:


‘Restorative practices…demonstrate principles of inclusion and democracy that increase the chances of these children whom we cannot afford to lose from the education system.’


Respectful schools; Restorative practices in education. A Summary Report   Sean Buckley and Gabrielle Maxwell





� Manurewa Enhancement Initiative


� Refer to end note ‘on Methodology’


� Where possible we keep children with their teacher for two years. However, it was at times necessary to add extra children into the cohort in cases where not every cohort was represented in a particular class at the beginning of a school year. No children were ‘dropped’ from the cohorts, so cohort size has increased over time. As children leave at the end of year 8 we add new children at the new entrant level, using the original criteria for identifying the cohorts from 2005. However, all this does not really  matter provided the mechanism is understood primarily as a tool to improve teacher practice.


� The increasing expectation that all staff work within a whole school Restorative Justice model had an ongoing impact on both the comfort levels and the consequential retention of teaching staff.


� See appendix


� Only subsequently did we become aware that this was reflected approach taken by Tom Nicolson. 


� One year on from the initial hui in November 2005.


� Refer to sample reading contracts appended


� increasingly referred to as the ‘Analysis of Variance”


� Decile ranking review in 2007 moved the school from 3i to 4k. This was reduced to 3j on appeal. A further subsequent appeal to decile ranking in 2009 resulted in another change to school ranking, this time of two increments, down from 3i to 3 g with effect from 2010. 


� ibid 


� refer: ‘Home School Partnership Action Plan – summary of Teacher Performance Evaluations 2008’


� Refer to endnote on ‘Methodology’
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