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Foreword

In Kent closing the attainment gap between our most deprived pupils and their peers has long been a priority. It
is now our central priority.

Kent has a high level of inequality in educational attainment. In terms of the gap between pupils in receipt of free
school meals and the rest — the national measure of inequality in attainment — Kent is placed 126th out of 148
local authorities at the end of the Key Stage 2, 131st out of 150 by the end of Key Stage 4, and 126th out of 150

at attainment of level 2 by the age of 19. This is clearly not good enough for some of our most vulnerable
learners.

The pupil premium is designed to improve outcomes for our most disadvantaged children and young people.
However, simply spending money will not raise attainment and aspirations alone, and the way this money is
spent to ensure maximum impact is crucial.

The Sution Trust research is useful in analysing what really makes a difference, enabling schools to make
informed choices about professional development and workforce deployment. The toolkit makes it clear that

high quality, effective whole class pedagogies can lead to success for all children and young people, including
those that are our most vulnerable.

This Kent Pupil Premium Handbook celebrates and supports the work that so many Kent schools and networks
have begun in developing significant and prolonged policies leading to effective outcomes for our pupils.

| urge you to reflect and review the practice in your school, and use this handbook to ensure that we provide the
most effective practice for our children with the greatest need.
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Introduction

The Pupil Premium is designed to ensure that
funding to tackle disadvantage reaches the pupils
who need it most. The funding is allocated to Local
Authorities and schools with pupils from Reception
to Y11 who are eligible for free school meals (FSM),
are looked after or have parents currently in the
Armed Forces. From April 2012 the coverage of the
Premium widened to include those eligible for FSM
at any point in the last six years. This is known as
the Ever 6 FSM measure. Estimates demonstrate
that includes an extra 555,000 pupils across the
country. Therefore, in 2012-13, the total funding

allocated nationally increased from £625m to
£1.25bn.

The attainment gap between pupils from deprived
backgrounds and their more affluent peers is well
documented through all stages of education. In
fact, after prior attainment, poverty is the single
most important factor in predicting a child’s future
life chances. Even the highest early achievers from
deprived backgrounds are overtaken by lower
achieving children from advantaged backgrounds
by the end of Key Stage 1 (KS1) and the likelihood
of a pupil eligible for FSM achieving the expected
levels of progress are one third those of a non-FSM
pupil. The gap continues to widen through
secondary education and persists into Higher
Education. The odds of an FSM pupil achieving five
or more GCSEs at A*-C including English and
mathematics are less than one third those of a non
FSM pupil. A pupil from a non-deprived background
is more than twice as likely to go on to study at
university as their deprived peers. The Government
therefore believes that making additional funds
available to schools will give the poorest children
who achieve less well a better start in life.

Children growing up in poverty in Kent achieve less
well at school than almost anywhere else in the
country. 44643 pupils (the highest for any LA) were
eligible for the pupil premium fund in 2012/13 -
24.5% of the pupils on roll. However, only 2323 of
pupils eligible for FSM in Kent achieved the
expected level of development at the end of primary
school — 53% reached level 4 or above. The gap
continues into secondary education with 1693 of
our 16 year olds eligible for FSM not achieving five
good GCSEs, 34.5% achieve 5 GCSEs including
English and Maths and by 19, just 60% reach the

Level 2 threshold. The longer term outcome of this
under-achievement is clear - in Kent, those children

growing up in poverty are nearly three times more
likely to be NEET (not in education, employment or

training) than those not in receipt of free school
meals.

The Government is confident that schools will
identify the most effective way to raise the
attainment of their disadvantaged pupils. So,
schools are free to spend the money in the best
way they see fit However they will be held
accountable for how they have used the additional
funding. New measures will be included in the
performance tables that will capture the
achievement of those deprived pupils. Schools are
also required to publish online information about
how they have used the Premium to ensure that
parents and others are made fully aware of the
attainment of pupils covered by the Premium.

Furthermore, in accordance with the new

framework for school inspection, OFSTED
inspectors will consider:

= how well gaps are narrowing between the
performance of different groups of pupils in
the school and compared to all pupils
nationally

* how well pupils make progress relative to
their starting points and

« the extent to which well-judged teaching
strategies, including setting challenging
tasks matched to pupils’ learning needs,

successfully engage all pupils in their
learning.




In the publication 'Twenty Outstanding Primary
Schools Excelling Against the Odds' (2009),
OFSTED make it clear that;

It is no longer acceptable to use a child's
background as an excuse for underachievement.
The challenge for schools is to make a difference.
Schools know and try to do this; some are more
successful than others.

This Handbook is designed to support schools in
identifying the most appropriate and effective ways
to use the Pupil Premium. it explores the teaching
and learning strategies which have been proven to
raise attainment and accelerate progress of

disadvantaged pupils, relates case studies of
effective practice from Kent schools and offers
advice on the best ways of evaluating pupil
interventions. It is hoped that, in partnership with
the Local Authority and other schools,
Headteachers will be supported to ensure that the
Pupil Premium funding is used to build long term,
sustainable change and lead to highly effective
classroom practice for all Kent pupils.



Teaching approaches which ‘Close the Gap’

The Sutton Trust has created a toolkit which summarises the research evidence on improving learning and
attainment to support schools in making informed choices about how to support their pupils who are eligible for
the Pupil Premium funding. In the following pages we explore the seven teaching and learning approaches
which they found to have the highest impact on pupil achievement. The full list of approaches and potential
gains is available in Appendix 1 as well as additional materials to plan and evaluate interventions. The complete

toolkit can be downloaded from http:/iwww.education.gov.uki/schools/pupilsupport/
premium/at0200492/ppstrategies
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Effective Feedback

Feedback is the process through which pupils
understand how well they are doing. It can be
written, usually through teacher marking, as well as
oral feedback. Oral feedback can be direct and
sometimes indirect. Feedback can be related to
pupil behaviour, specific learning skills, related to
the task or lesson content or dispositions
demonstrated. However, for feedback to effectively
raise achievement research has shown that it
should be related specifically to the learning and
processes undertaken.

Studies on feedback strategies indicate high levels
of impact on learning in both Primary and
Secondary settings. With an effect size of 0.73 and
a polential gain of nine months, it provides the
highest impact for lowest cost of all the approaches
considered by The Sutton Trust. One study even
estimates that the impact of rapid feedback on
learning is 124 times more cost effective than
reducing class sizes.

However, there is a significant challenge in making
it work efficiently in the classroom and ensuring
consistency. Significant professional development
may be necessary.

Feedback is most effective when:

learning is challenging and the feedback is about
challenging tasks or goals which have been clearly
explained. In most cases, teachers would link the
learning intention of the lesson or series of lessons
to the feedback

it is given sparingly. Constant feedback is less
effective than targeted, meaningful feedback

it is developmental. Feedback which highlights
what is wrong does not improve attainment as
effectively as feedback which highlights what has

been successfully achieved and then about how to
improve

it is specific. Use of success criteria, learning
steps and clearly modelled processes enable
teachers and peers to give effective feedback
specific to the Iearning intention rather than
unspecific comments (e.g. Well done, Good girl)

it demonstrates improvement. Feedback which
compares what a pupil is doing right now with what
they have done wrong or misunderstood in the past
focuses the pupil on the learning process rather
than product.

it is formative. Summative feedback (e.g. marks,
grades or leveis) has been found to have a negative
impact on motivation and ultimately on achievement
when compared to formative comments linked to
learning intentions and success criteria.

it is encouraging. Effective teachers are aware of
the emotional impact that feedback has, sirive to
raise self-esteem and motivation and avoid
comparisons to other pupils.

it is acted upon. When the opportunity is given
during the lesson or series of lessons for the
students and pupils to act upon the feedback they
have received achievement of the learning intention
is likely to be improved.

it is part of effective Assessment for Learning
practice. Feedback is part of a whole school ethos
where the principles of Assessment for Learning
are ceniral to teaching and learning.

For further information about effective feedback;
National Strategies — Assessment and feedback
http:/iwebarchive.nationalarchives.gov.uk/
20110809091832/http:/iteachingand
learningrescurces.org.uk/collection/23211/
node/30426

Enriching Feedback in the Primary classroom
(2003), Shirley Clarke

Inside the Black Box: Raising standards through
classroom assessment (2006), Paul Black and
Dylan William The Association for achievement and
Improvement through assessment (aaia)
http:/iwww.aaia.org.uk/

Teaching and learning review tables to support
school self-evaluation are sited in Appendix 2.1



Metacognitive and self-regulation strategies

Metacognitive strategies are those classroom
approaches which encourage students and
pupils to be aware of their own learning - often
referred to as learning to learn. They sometimes
promote cross-curricular leaming skills such as
enquiry or problem solving; aim to develop
learning dispositions such as resilience or
reflectivity or focus on teaching thinking skills
such as creative thinking or evaluation. Self-
regulation skills allow learners to manage their
own motivation, thinking and reasoning.

Meta-analysis reports very high levels of impact
with a potential gain of eight months in one year
for very little cost. The Sutton Trust has found
evidence that Metacognitive approaches are
particularly helpful for lower achieving pupils and,
though high impact is seen in primary schools, it
tends to be even more effective with older
students.

The costs of developing a ‘learmning to leam’
environment are low. Many pupils could benefit
from schocls creating a community of learning
which promotes and enhances learner autonomy,
self-regulation, questioning and independence.

Metacognitive and self-regulation strategies are

most effective when:
* they are made explicit. Effective teachers
model and explain the strategies being

taught so that pupils and students
understand what they are leaming.

o they are transferable. The strategies are
more effectively learned when they are
taught, modelled and applied in 2 range of
contexts and across the curriculum inside
and outside of the classroom.

» they are valued. Children and young
people pay more attention to learning skills
when they understand why they are useful
and they receive feedback related to the
specific  self-regulation skills they are
learning.

« thay are part of the whole school ethos.
In effective ‘learning schools’ the classroom
culture and school philosophy support the

skils and dispositions and the
Metacognitive strategies form the basis of
the whole curriculum. Effective schools
consider the learning dispositions when
arranging the timetable, planning learning
and choosing appropriate pedagogies.

« Conditions for I[earning are right.
Effective teaching recognises that learning
has both cognitive and affective dimensions
and pays altention to motivation and seli-
esteem. This includes developing positive
and supportive relationships by creating
conditions for learning which form the
overall context within which a teacher's
knowledge, understanding and skills are

applied and the learners’ progress can be
maximised.

¢ part of good home/school partnerships.

Home learning is valued and parents and carers
know about school learning. Likewise, schools need
to know about and value home learning and the
richness and diversity of backgrounds, cultures and
skills represented in the wider community.

Some examples of Metacognitive and self-
regulation strategies ¢an be found at; Learning to
learn —- key aspects of learning
http:/fteachfind.com/national-strategies/
excellence-and-enjoyment-learning-learn-
%E2%80%93-key-aspects-learning

Robert Fisher - Developing metacognition in
children

http:/iwww teachingthinking.net/thinking/

web%20resources/robertfisher_thinkingaboutthi
nking.htm

Guy Claxton - Building Learning Power
http:/lwww.buildinglearningpower.co.uk

For books and information about brain based
learning and accelerated learning;
hitp:/iwww.acceleratedlearning.co.uk/
publications.htm



Peer tutoring / peer-assisted learning

Peer tutoring/peer-assisted learning describes a
range of approaches in which learners work in pairs
or small groups to provide each other with explicit
teaching support. Leamers can be arranged in
same-age/same-ability groups or by pairing more
advanced tutors with younger or lower-attaining
tutees. Alternatively, in the collaborative or
reciprocal learning, learners alternate between the
role of tutor and tutee.

A common characteristic of peer tutoring/ peer-
assisted learning is that the learners take on
responsibility for aspects of teaching. Peer tutoring
promotes academic gains as well as social
enhancement., Whilst there are many differing
approaches and programmes available to primary
and secondary schools, particularly for mathematics
and reading, they all encompass a shared goal of
creating self-managed learners with high self-
esteem,

The evidence of impact is relatively high, with a
potential gain of six months with apparent benefits
for both the tutor and tutee. Furthermore, the
collaborative learning aspect of the strategy
encourages positive social interaction between
students in a classroom. However, the research
makes it clear that the approach should be used to
supplement or enhance normal teaching, rather
than to replace it. Therefore, it can be problematic
to organise and run a programme within a teaching
timetable, especially where more than one class or
institution is invclved.

Peer tutoring/peer-assisted learning strategies are
most effective when:
= Relationships are strong. Where the tutor
and tutee have mutual respect and feel
happy and confident, an effective, learning
dialogue is more likely to take place.

s+ The envircnment is right. A space where
tutor and tutee both feel comfortable is
necessary in order that they both feel
confident to ask and answer questions.
Ideally, it should be quiet and free from
distractions.

¢ Tuters are trained. Tutors should have a
clear format or structure to follow and
understand the purpose and desired
outcomes for the tuition. They need to be

given strategies to engage their tutee and
manage the learning effectively.

« Outcomes are planned, communicated
and evaluated. Schools with effective
peer-tutoring programmes have clear
expectations about the purpose and
outcomes of the tutoring which have been
shared with the tutor, tutee and, where
appropriate, parents and carers. Evaluation
of progress towards the specific goals is
made during and at the end of the
programme to support next steps planning.

In Herne Bay Junior School a peer reading
session was set up in October 2012 to support
pupil premium children with everyday reading.
A ‘Reading Champion’ is chosen who is
working at a level appropriate to support the
year group or two below. They are trained by
the Assistant Headteacher in reading who then
tracks and supports both the reading champion

and their reader. Reading champions are
swapped termily to provide challenge through
different styles of teaching and support. It helps
the more able readers to understand the way we
learn to read. The majority of the students who
had a reading champion make goocd or better
progress.

10



For further evidence about what works in peer to
peer tutoring;
http://Imedia.education.gov.uk/assets/fi les!
pdfielevidence%20-%20peer-to-peer’20
support.pdf

For general information about peer tutoring in
reading and maths;
http://www.readingrockets.org/
article/22029/#conclusion

There are a number of peer-tutoring programmes,
For further information; Paired Reading;
http:/iwww literacytrust.org.uk/resources/
practical_resources_info/3989_extract_from_
paired_reading_schemes_a_teacher_toolkit

Paired Maths and Science;
http:/ilwww.york.ac.ukl/iee/researchit_peer_
learning_paired_maths.htm
http:/iwww.dundee.ac.uk/eswce/people/
kjtopping/publications/paired.htm

Reciprocal reading;
http:/iwww.buzzle.com/articles/reciprocal-
teaching-strategies.html




Early years and pre-school intervention

The Field report in 2010 recognised the importance
of the first five years of a child's life in determining
their future:

“We have found overwhelming evidence that
children’s life chances are mast heavily
predicated on their development in the first
five years of life 1t is family background,
parental education, good parenting and
opportunities for learning and development m

those crucial years that together matter more
ta children than money, in determining
whether their potential is realised in aduit life”

The Foundation Years: preventing poor children
becoming poor adults, the Independent Review on
Poverty and Life Chances Frank Field December
2010

We know that children’s achievements in the Early
Years last — there is a clear growth in performance
at KS1 with every additional point achieved in the
FSP. 94% of children who achieve a good level of
development at age five go on to achieve the
expected levels for reading at KS1, and they are
five times more likely to achieve the highest level.
Pupils who start off in the bottom 20% of attainment
at age five are six times more likely to be in the
bottom 20% at KS1 compared to their peers. (DfE
2010).

The Sutton Trust refers to the effectiveness of early
years intervention in relation to access to early
years education. Overall, the Sutton Trust found
evidence which suggests early intervention is
beneficial with above average impact and potential
gains of 6 months. Their report indicates that impact
is greater with access to early years education
which last longer {up to a year) rather than those
which last for shorter periods of time. Whilst there
are durable effects on attitudes to learning, the
impact on attainment can diminish over time.

The Early Years Foundation Stage provides a
framework for schools to plan educational
experiences for young children from Reception into
KS1, and to monitor their progress. Specific early
intervention programmes can support schools to
identify children who may need extra support to
reach age-related expectations in specific areas,
particularly in communication and language, and in
mathematical development. Programmes which
encourage the engagement of parents in their
child's learning will be most effective.

12



Early intervention is effective when:

the practitioners are highly trained.
Regular and high quality training is
provided, including early years and
childcare qualifications. Care is taken to
ensure that praclitioners are up-to-date with
emerging good practice in effective
intervention for children at risk of low
attainment.

pupils are appropriately identified. A
range of data is used to inform settings of
the under-performing groups of children on
their roll and those at risk of low attainment.
Vulnerable cohorts are identified, including
summer born children, FSM pupils,
Children of Eastern European migrant
workers and those with an identified
Special Educational Need. Links are made
with the local children's centres who may
already be working with vulnerable children
before they start school thus supporting
early identification.

pupils’ learning needs are correctly
identified. A range of interventions are
planned for to meet a child’s wide range of
needs. The ability to use and understand
language is recognised as important across
the whole curriculum, and in terms of
behaviour, friendships, thinking, listening
and learning.

outcomes are planned, communicated
and evaluated. Settings who make
effective early interventions have clear
expectations about the purpose and
outcomes of any programme of support.
These have been shared with the parents
and carers. Evaluation of progress towards
the specific goals is made during and at the

end of the programme to review progress
and support next steps planning.

e it is pat of good homelsetting
partnerships. Home learning is valued and
parents and carers know about the learning
that goes on in the setting. Likewise,
settings need to know about and value
home learning and the richness and
diversity of backgrounds, cultures and skills
represented in the wider community.

Graham Allen's report on Early Intervention
(January 2011)

http:/iwww.dwp.gov.ukidocs/earlyintervention-
next-steps.pdf

Frank Field's report on the foundation years
{December 2010)

http:/flwebarchive.nationalarchives.gov.
uk/20110120090128/http:/ipovertyreview.

independent.gov.uk/media/20254/poverty-
report.pdf

Narrowing the Gaps in Early Years
http:/teachingandiearningresources.org.uk/
coilection/40457

Every Child a Talker
http:/iwebarchive.nationalarchives.

gov.uk/20110809091832/

teachingandlearningresources.org.uk/
collection/12796

Social and emotional aspects of development
materials

http:/iwebarchive.nationalarchives.
gov.uk/20110809091832/http://
teachingandlearningresources.org.uk/
years/social-and-emotional-aspects-
development-sead

early-
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One to one tuition

One to one f{uition involves withdrawing an
individual pupil from class to be given regular
sessions with a trained teacher. The sessions are
usually between 30 minutes and one hour and may
take place several times a week for a set period of
time, generally 6-12 weeks. It is designed to enable
pupils to catch up with their peers and is usually
provided for reading, writing or mathematics.

The Sution Trust has found strong evidence of the
benefits of one to one tuition, particularly for
younger learners in primary schools, with a
potential gain of four to five months during the
period. The costs for such intensive support are
high. The evidence also suggests that tutoring
should be additional to normal whole class lessons
rather than as a substitution, which can be
problematic when timetabling the sessions.

One o one tuition is most effective when:

« tutors are experienced teachers. Greater
gains are seen where the tutor is an
experienced teacher rather than a volunteer
or teaching assistant. An experienced
teacher will have the skills to work flexibly
according to the tutee’s needs as
misconceptions are revealed as well as
effectively modelling the skill’/knowledge to
be learned.

» the tutee has been effectively selected.
Schools use a variety of evidence to
choose the most appropriate pupils. The
pupil's needs are effectively assessed and
tuition is planned to take place at the
optimurn time in their school career.

it is additional to high quality whole
class teaching. One to one sessions are
additional to normal whole class lessons.
There are strong links between the learning
in class and the content of the tuition
sessions so that learning is transferred from
one context to another.

learning is applied. One to one tuition
sessions allow time for the tutee to apply
the learning directly. Therefore, part of the
session will allow for independent work
albeit for a short period.

appropriate outcomes are planned,
communicated and evaluated. Tutors and
class teachers have clear expectations
about the purpose and outcomes of the
period of tuition. These have been shared
with the parents and carers as well as with
the tutee. Evaluation of progress towards
the specific goals is made during and at the
end of the programme to review progress
and support next steps planning.

the tutee is involved in self-assessment.
When the tutee understands what they
need to learn next; why it is important and
is able to evaluate how successful they are
in achieving the goals, they are more
engaged in the tuition and more likely to
transfer the learning to a wider range of
contexts.

the relationship between tutor and tutee
is positive. Where the tutee feels happy
and confident they ask questions and clarify
any misunderstandings.

14



Evidence notes and further details can be found at:
http:/imedia.education.gov.uk/assets/fi les/ pdfielevidence%20-%200one-to-one%20 tuition.pdf

Further information can be found at;

http:/iwww.education.gov.uk/schools/pupilsupport/inclusionandlearnersupport/onetoonetuition

http:/lemmarogers.org.uk/one-to-one-tuition/

For advice about one-to-one tuition for specific groups, visit;

http:/fiwww.education.gov.uk/schools/pupilsupporti/inclusionandlearnersupport/
onetoonetuition/a00200266/developingquality-tuition

Case studies of effective practice can be found at;

http:/fiwww.education.gov.uk/schools/pupifsupport/inclusionandlearnersupport/
onetoonetuition/a00200266/developingquality-tuition

One-to-one tuition programmes are available. For example, Reading Recovery/Every Child a Reader
http://c99.e2bn.net/e2bn/teas/c99/schools/c97/accounts/pnslittHomepage %202/
Inclusion/Every_Child_A_Reader/

Catchup Numeracy
http:/iwww.numicon.com/intervention-home. aspx

Catchup Literacy
http:/iwww.catchup.org/CatchUpLiteracy/ IntroducingCatchUpLiteracy.aspx

Fischer Family Trust
http:/iwww.fi schertrust.org/lit_onetoone.aspx

A checklist to support the monitoring of one to one tuition is located in Appendix 2.2.

15



Homework

Work for pupils to complete out of school is
commeonly reading, preparing for work to be done in
class or practising and completing things afready
taught in class. It may include topic-based activities
focussing on enquiry or revision for tests and
exams. Whilst a number of reviews have found that
schools whose pupils do homework tend to be
successful schools, it is not clear whether
homework alone is the reason for the success.
However, there is some evidence that homework
can be an effective intervention in improving
attainment by up to five months, The research
strongly suggests that it is more valuable during the
secondary phase and much less effective at
primary level,

Homewaork is effective when:

» it is well planned. Staff and pupils regard
homework as an integral part of the
curriculum rather than an after-thought or
add on. It is planned and prepared
alongside all other programmes of learning.
Tasks set are integrated into the whole
class lessons.

* it takes 1 to 2 hours per school day. The
optimum level of between 1 to 2 hours, or
slightly longer for older pupils but the
effectiveness is reduced as the length of
time increases.

« pupils receive feedback. When homework
is completed well it is acknowledged and
praised. Homework is marked in line with
the school's feedback policy and treated
with as much respect and attention as
school-based learning.

=« it is supported by parents/carers. The
support of parents and carers is essential.
They assist in many ways, for example,
helping their children at home, monitoring
homework and providing encouragement.
Families need to understand why their
involvement is helpful, and when they
should expect pupils fo complete homework
entirely independently or with support. They
are assured that it is the time that they give
to their children, and the discussion
involved that's important rather than
needing any specialist knowledge.

e jt is part of good homel/school
partnerships. Home learning is valued
and parents and carers know about school
learning. Likewise, schools need to know
about and value home learning and the
richness and diversity of backgrounds,
cultures and skills represented in the wider
community. Contributions from all homes
are valued and the support from home is
not underestimated. Support from all
families is acknowledged regularly.

» it supports attainment of all pupils,
Homework tasks are differentiated and are
appropriate to the needs of individuals. A
variety of tasks are sel, for example joint
family learning tasks, independent learning,
the use of ICT.

» practices are developed over time. The
foundations of effective homewark
practices are established early on and
develop progressively across the key
stages - effective homework practices can
also be used to support effective transition
to the secondary phase.

For more information;
http:/iwww.netc.orglifocus/strategies/home. php

http:{iwebarchive.nationalarchives.gov.
uk/20110218194057/http:/lwww.teachemet.
gov.uk/management/atoz/hfhomework/

Information for parents;
https:/fiwww.education.gov.ul/publications/
standard/publicationDetail/Page1/DCSF00142-
2010
https:/iwww.education.gov.uk/publications/
standard/publicationDetail/Pagei/PKHFM3
https:/lwww.education.gov.uk/publications/
standard/publicationDetail/Page1/DCSF00141-
2010
https:/lwww.education.gov.uk/publications/
standard/publicationDetail/Page1/DCSF00143-
2010
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Information and Communication Technologies (ICT)

The Sutton Trust considered the use of digital
technologies to support learning; either through
particular teaching programmes or equipment or
through the use of ICT as teaching tools, such as
an interactive whiteboard. There is an extensive
range of approaches and equipment so drawing
clear conclusions is problematic. However, studies
have consistently found that ICT is associated with
improved learning. Though the impact varies, the
gains are moderate with a potential gain of four
months. There is some evidence that it is more
effective with younger learners. There is clear
evidence that it is more beneficial for writing rather
than spelling or mathematics.

It is also the case that the way the technology is
used proved to be more important than the
technology itself. Therefore, as well as the
exiensive costs involved with buying the equipment,
schools should also budget for additional training
which makes a difference as to how effectively the
technology is used. Schools should also consider
the pace of technological change, making it difficult

to predict the level of impact new technologies may
have on learning.

ICT is most effeciive when:

» itis effectively used by teachers. ICT can
support highly effective teaching and
learning, facilitate a range of learning
strategies and promote dialogue and
collaborative waork. However, the
technology alone cannot create the impact.

*« it promotes collaborative learning.
Studies suggest that individualised learning
with technology may not be as helpful as
small group learning.

» it is well-maintained. ICT is most likely to
be used effectively when it is in goed
working order, so schools plan and budget
for appropriate support and maintenance.

» it supplements traditional approaches.
Evidence suggests that technology
effectively other forms of teaching and is
not a replacement.

s Jlearning Is made explicit. Effective
teachers model and explain the strategies
being taught so that pupils and students
understand what they are learning. The

learning rather than the technology remains
the focus.

» it is well planned. Staff regard ICT as an
integral part of all curriculum areas rather
than an afterthought or add on. It is planned
and prepared alongside ali  other
programmes of learning.

» it is used selectively. Teachers use ICT
selectively and appropriately to enliven the
teaching process, motivate pupils towards
positive attitudes to learning and promote
effective learning. It is one in a range of
pedagogies teachers utilize.

For further information;

http:/mww.teachfi nd.com/national-strategies/
learning-and-teaching-using-ict-leadershipteam-
toolkit http://iwww.nationalcollege.org.uk/index/
leadershiplibraryfldr-magazine/ldr-latest-
articles/empowering-learners-through-
technology.htm
http:/iwww.nesta.org.ul/assats/events/
livingstone-hope_skills_review_of_video_
games_and_visual_effects

Classroom suggestions; Teachers' TV
http:/fwebarchive.nationalarchives.gov.
uk/20101021152907/http:/fwww.ttrb.ac.uk/
ViewArticle2.aspx?anchorld=17756&menu=17
834&Contentld=16719

ICT in learning

http:/iwww.det.wa.edu.au/education/cmis/
eval/curriculum/ict/

Q2 zone - revision videos
https:/lwww.o2learn.co.ukfindex.php

National Centre for Excellence in the teaching of
mathematics

https:/iwww.ncetm.org.uk/resources/ magazines
Acceleread/accelewrite

http:/iwww.dyslexic.com/acceleread
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School partnerships

it is clear through the action research and
development work of schools in Kent that effective
school partnerships can play a significant role in
bringing about improved attainment for pupils.

The many benefits of working collaboratively are
well documented, from strengthening leadership to
developing career progression. However, when
considered in the context of the Pupil Premium
Fund, the potential for improving outcomes for
children and young people through developing
teaching and learning is considerable. Benefits
include:

» improvement in the quality and consistency
of teaching and learning

« enabling teachers to share and develop
practice together

= increased
opportunities

coaching and mentoring

= extended range of teaching experience and
experiise

= increased scope for personal reflection
= raised aspirations

« improvement in pupil progress and
attainment

» extending the range of provision for groups
of pupils

= providing insight into other phases of
education and improving transition from
one phase to another

A wide range of collaborative structures have been
developed in Kent in recent years: Peer to peer
support -These include Leading Teachers in the
primary phase and Leading Departments in
secondary /[ special schools; Advanced Skills
Teachers (ASTs); National and Local Leaders of
Education (NLEs and LLEs), and now Specialist

Leaders of Education (SLEs); and Professional
Partners / Headteacher mentors. More recently, the
LA has begun to develop approved lists of
Associate Advisers., There is also the Kent
Association of Headteachers which works
collaboratively across the county.




Using the Pupil Premium for workforce development and

professional development

Effective Professional Development

As the Sutton Trust meta-analysis has shown,
many of the approaches with high potential gains
take place in the classroom. Quality first teaching
can lead to high levels of achievement and
progress for all pupils. So, professional
development of teaching staff is key to raising
attainment of our disadvantaged pupils.

When making decisions about how best to spend
the Pupil Premium fund, schools will undertake a
series of decision making questions:

1. Who are our under-performing or low attaining
children?

2. What teaching strategies will best support these
children in making accelerated progress to
narrow the gap between them and their peers?

3. What skills, understanding or knowledge will the
workforce need in order to implement the
teaching strategies effectively?

To support these questions, the Narrowing the
Gaps materials provide practical suggestions to
meet the language, literacy and mathematics needs
of different vulnerable groups of children, in order to

narrow any gaps between them and the rest of the
children in their cohort.

http:/lwebarchive.nationalarchives.
gov.uk/20110809091832/http:/iwww,
teachingandlearningresources.org.ul/
primary/narrowing-gaps-subject-leaders

hitp:/iwebarchive.nationalarchives.
gov.uk/20110809091832/hitp://

teachingandlearningresources.org.uk/
node/39778

Once the professional development needs have
been established, schoo! leaders should decide
what form of professional development will best
meet the needs of the workforce. Professional
development may consist of a range of different
approaches from attendance at out of school
training events to in-class coaching or action
research. There is some evidence that more
collaborative forms of continuing professional
development (CPD), such as peer coaching, have a

greater impact on teacher efficacy and pupil
attainment.

Impact evaluation should focus on what participants learn, how they use what they have learned, and the effect

on the learning of children and young people.

There should be an agreed timeline for evaluating outcomes, accepting that some outcomes, such as

children and young people’s improved performance, may take longer to become evident than others.

Unanticipated outcomes will also be considered.

Planning and implementation of the impact evaluation should be a collaborative process between the

individual and key staff involved in performance management and/or coaching and the evidence base
and the success criteria for the evaluation of impact should be agreed.

Impact evaluation should be considered in the short, medium and long term. Longer-term professional

development activities should involve formative reviews of impact at agreed stages.
« The evaluation of impact should include a cost-benefit analysis of the professional development.

» The processes for evaluating the impact of CPD activities need to be reviewed regularly to ensure that

they are effective and proportionaie.
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For more information on effective CPD; OFSTED's report Good professional development in schools
hitp:iiwww.ofsted.gov.uk/node/2436

How does collaborative Continuing Professional Development (CPD) for teachers of the 5-16 age range affect
teaching and learning?

http://eppi.ice.ac.ukicmsiDefault.aspx?tabid=132

A to Z of peer coaching
http:/iteachfi nd.com/national-strategies/zpeer-coaching?current_search=peer%20 coaching

Coaching for teaching and learning: a guide for school leaders
http://www.nationalcollege.org.uk/docinfo?id=133111&fi lename=coaching-for-teaching-andlearning.pdf
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Effective deployment of teaching assistants

The Sutton Trust research carried out a review of
the impact of support staff in schools and found little
or no effect on pupil altainment. When compared
with qualified teachers they are consistently less
effective; achieving about half the gains. However,
positive effects can be seen in pupils’ perceptions
and attitudes and in teacher morale. There is
evidence that there is greater impact when teaching
assistants are given responsibility in specific
curriculum interventions, particularly when given
training and support. Indeed, both the EPPI review
and Ofsted found that classroom-based support
staff can have a positive impact on academic
progress when they are delivering specific and
robust interventions in which they are well-trained,
know what is expected of themn, are aware of pupils’
targets and are confident about assessing progress.
They also stress the need for leaders to recognise
the importance of the involvement of teaching
assistants in the planning and feedback programme

In Sturry CE primary schoal TAs have
been trained {o address barriers to
learning for FSM students. They are part
of a nurture team and it is clear that this

strategy s already having an impact
where attainment and behaviour is
snowing marked 1mprovermnent

When effectively deploying teaching assistants
(TAs), schools:
» understand how the composition of the
whole-school workforce meets the needs of
the school and its pupils.

= share speciglist skills and experience
across clusters

» have a whole-school workforce strategy to
inform recruitment and succession
planning

» offer shared ftraining and induction to
develop common ethos and expectations,

» for example, behaviour management

* link support staff performance reviews with
that of their teachers and within the school
improvement planning cycle.

« link performance review with CPD
provision. Ensuring it is accredited acts as
a motivator.

= deploy TAs to manage the wider classroom
to allow teachers to spend more time with
groups and individuals.

* do not routinely deploy TAs to support
lower attaining and SEN pupils thus
avoiding pupil dependency

+ ensure TAs understand their role and know
exactly what they need to do.

= enable teachers and TAs to have allocated
planning and feedback time with TAs so
that they are more able to contribute to
teaching and learning in the classroom.

In Teynham Parcchial C of E Primary
School impraved provision mapping
involving both teachers and TAs has
enabled interventions to be specificaily
tailared ta individuat chuldren, TAS now
wark in collaboration with teachers and

the SENCO.The percentage of FSM
students that achiteve L4 or above at the
end of K52 has increased from 33% in
2011 to 80% in 2013.

For more information about effective use of
teaching assistants;

A systematic literature review on how training
and professional development activities impact
on teaching assistants’ classroom practice

http://eppi.loe.ac.uk/cms/Default.
aspx7tabid=2304
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Engaging parents and supporting home learning

Over the years there has been consistent evidence
of the educational benefits of involving parents in
their child’s learning at home. Parental interest in
their child’s education has four times more influence
on attainment by age 16 than socio-economic
background (Feinstein and Symons 1993) - home
learning activities undertaken by parents is more
important for children's intellectual and social
development than parental occupation, education or
income.  Parental involvement in their child's
reading has been found to be the most important
determinant of language and emergent literacy
(National Literacy Trust 2007). Parental support
programmes which focus on both academic
outcomes and training in parental skills are more
effective than interventions that do not include such
training. {Institute of Education — Review of Best
Practice in Parenlal Engagement: Practitioners
Summary, 2011), for example programmes such as
Family SEAL to work alongside the Social and
Emotional Aspects of Learning curriculum.

‘The impact of parental involvement’ (DCSF, 2009)
confirmed that:

+ Parental involvement in children’s
education from an early age has a
significant effect on educational
achievement, and continues to do so into
adolescence and adulthood.

« The attitudes and aspirations of parents
and of children themselves predict later
educational achievement. International
evidence suggests that parents with high
aspirations are also more involved in their
children’s education.

« The quality and content of fathers'
involvement matter more for children's
outcomes than the quantity of time fathers
spend with their children.

= Family learning can also provide a range of
benefits for parents and children including
improvements in reading, writing and
numeracy as well as greater parental
confidence in helping their child at home.

= Levels of parental involvement vary among
parents, for example, mothers, parents of
young children, Black/Black British parents,
parents of children with a statement of
Special Educational Needs are all more
likely than average to be very involved in
their child's education.

However, for many of our vulnerable or deprived
children, engaging parents in their child's learning
can be a challenge. Parents claiming FSM are on
low income or unemployed — often they have not
achieved well at school themselves and may not
feel confident in engaging with schoo! or with their
child’s learning. Along with selecting an appropriate
teaching approach, providing for the increased
involvernent of parents may be an effective use of
the Pupil Premium. Parents of disadvantaged
children can and do make a positive contribution to
their children's achievement in school if they
receive adequate support and encouragement in
the types of parent involvement that can make a
difference (Cotton and Wikelund, 1989). Schoals
who have done so effectively allow sufficient time
and resources to reach out to families.

BErockfield Junior Primary Scheoal decided to focus on

the link belween FSM

children that were poor

attenders and the hnk between ESM chidren and
sacial and emotionat issues. Funding was used for a
breakfast club where attenders improved attendance
by 10% and the majority achieved accelerated
progress In Reading Wniting and Maths. The wark of
the family haisen Officer was increased so they were
able to suppert the pupiis and the families. The FLO

has offered drop ins for parents and carers, parenting
courses and home visits. The schoaol has been
caniacted by Beputy prime minister Nick Clegg
congratulating the school on significantly narrowing
the gap. The school prides itself on becoming a
regional wanner for the pupil premium awards.
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Research across Kent schools has indicated that a
range of methods are used that will engage single
parents, parents of children with special needs,
parents who have their own health or other needs,
and very young parents. Schools have also
recognised that workshops are a successful way of
engaging more parents, and should be considered
especially as a way to better engage fathers.

Effective schools also recognise the inter-
relationship between school and home learning.
The UKLA research project Building Communities
(2009/10) identified the need to create a two-way
traffic between home and school with schools
increasingly valuing the children's experiences and
adopting a less school-centric approach to learning

In Herne Bay Prnimary Schoaol home hie is not seen
as a barrier to  good outcomes. Pupil premium
children are targeted thraugh interventions to
suppart not only their learning, but ther well-being
because we know that this can have a direct impact
on learning. A school counsellor is employed by the
schaal one day a week (now one and a haif days) to
work with the learner and family suppart team in
developing well-being in children ta support their
fearning. As an expenenced counselior, she has
been abie 1o offer support ta children whose learning
15 aifected by their hame life. Being in receipt of pupit
premium 1s the first criteria for being thaged to see
the counsellor. although saome children have seen
her due to extreme circumstances.




Schooals and teachers with maore schaol-

centric perspectives and orientations tend to:

Be framed by the standards/performance-
based agenda

Schaols and teachers with more open/less school
centric perspectives and orientations tend to:

Chailenge the standards agenda and work to a set of
broader outcomes

Measure literacy attainment through
performance in standardised tests

See standardised literacy tests as part of a wider set
of literacy achievements and interests

Conceive of leamning as school-based

Recognise that learning happens in multiple contexts
in and out of school

Focus on school literacy

Focus on school and everyday literacies

Provide families with information about school
literacy

Find out about children’s everyday literacy practices
and funds of knowledge

Legitimate what the system recognises alone

Value and legitimate students’ out of school expe-
rience

Construct one-way traffic between school and
home

Foster and develop two-way traffic between home
and school

Teach the National Curriculum

Tailor the National Curriculum in responsive ways
and draw on children’s funds of knowledge

Focus on teaching 2013/14

Focus on teaching and leaming

Retain professional distance and more
hierarchical positions

| teacher-parent-child relationships

Build close professional and more equivalent
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Work commissioned through the Kent Child Poverty
Strategy is increasing our understanding of the
barriers to achievement presented by growing up in
poverty, and of what needs to be put in place both
in schools and for families. The main points arising
from consultation so far are:

+ Families have the most influence on
inspiring young people; however there is a
lack of knowledge amongst young people
about the learning pathways families have
taken to achieve the roles they are in.

» The main barriers for young people in
achieving their aims are transport, a lack of
role models, informalion on training and
jobs, one-to-one support and a quiet place
at home to study.

* Things that would help them are talks and
visits  from employers, one-lo-one
mentoring, access to PClweb sites, videos
of young people and their pathways into
jobs, positive images of young people in
jobs and after school taster days in skills
such as hairdressing, mechanics and
beauty care.

Two of the wider aims of the Pupil Premium are to
enable more pupils from disadvantaged
backgrounds to progress to higher education and to
raise the aspirations of those pupils from deprived
households. Based on the findings of consultations
with young people unlikely to aspire to further
education or training in Kent secondary schools,
the following are raised as issues:

Aspirations:

¢ Many students base their aspirations upon
the experience of friends and relatives.

» Many students rely upon family members to
advise them on career choices — which may
be very limiting.

« Some have aspirations which schools
consider to be unrealistic.

« |t is not always easy to identify those
students who need additional support to
achieve their aspirations, particularly when
those students are attaining more highly.

Information, Advice and Guidance:

¢ Students make choices about post 16 level

2 courses which could have been started at
KS 4.

+ Students do not always find the |AG offered
to be useful, or offered early enough.

* Year 10 students do not always know what

post 16 courses are available, or how to
access them.

»  Year 11 students often opt for post 16
destinations based wupon their work
experience programme.

* Where students have made choices about
post 16 courses, support is still likely to be
needed during and after those post 16
destinations in order to proceed into
successful employment.

It is clear that family involvement in information,
advice and guidance about next steps is vital.
Parents who have been disengaged from education

themselves may need specific support in order to
participate.

Details of the evidence base;

http:/imedia.education.gov.uk/assets/ fi
les/pdflelevidence%20-%20parental%20
involvement.pdf

UKLA/OU Building Communities: Researching
Literacy Lives
http:/iwww . ukla.org/researchi/research_
projects_in_progress/_uklaou_building_
communities_researching_literacy_lives_/

Parental engagement resources
https:/iwww.education.gov.uk/publications/

standard/publicationDetail/Page1/DCSF00307-
2010

Family SEAL

http:/teachfi nd.com/node/840897quicktabs_
1=0#quicktabs-1
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Tracking progress and reporting progress

Why should we track?

Tracking effectively enables a school to measure
the rate of progress of all its pupils and the impact
of any interventions being implemented.

In ali schools it is regarded as good practice to have
regular pupil progress discussions. These
discussions will highlight areas of strength and
areas in need of improvement for:

the whole school
individual classes
vulnerable groups
individual pupiis

This information will provide essential evidence for
governors and school leaders to clearly
demonstrate the impact the school has on the
progress and attainment of all its pupils and is a key
tool to inform school self-evaluation and school
developmenit.

Effective tracking systems will highlight which pupils
require which interventions in order to maximise
their progress. They should alse provide evidence
of the effectiveness of these interventions. In
addition, they may identify key areas for continued
professional development for staff.

From September 2012, the Government required
schools to publish online details of how they have
used the pupil premium. This ensured that parents
and others are made fully aware of the attainment
of pupils covered by the premium. Tracking will
assist school to fulfil this obligation; in addition,
Ofsted will analyse the progress of puplls. ‘Schools
should ensure that all pupils make the best possible
progress and fulfil their potential’ (Ofsted 2012).

How do we track progress?

Systems need to be in place to ensure that pupils’
baseline attainment is recorded on their entry to
school. Pupils' attainment then needs to be
recorded regularly to measure progress and the
positive impact of any interventions. It is essential to
analyse the data so that the school and its
governors know that the trajectory of pupil progress
is on track and more detailed tracking should be
agreed for groups at risk of underachievement.
Many schools use Fischer Family Trust D estimates
to inform targets and progress tracking.

Progress tracking should be recorded in national
curriculum levels and P- Levels. P- Levels should
be used for all pupils who have not yet achieved
{evel 1 of the national curriculum by the end of year
one. For groups at risk of underachievement the
tracking of reading, writing, communication skills,
mathematics, behaviour, attendance and exclusions
are the most common areas for detailed tracking. A
provision map can support schools in knowing the
effectiveness of their resources to meet pupils’
needs.

Schools can use their MIS system to record
assessments and frack progress. An integrated
system such as SIMS (the most widely used
package) is more effective in maintaining a holistic
view of the pupil as information is contextualised to
include SEN, Behaviour, Achievemenis and
Communications with parents and stakeholders. It
can be cost effective to use the reporting tools
which produce timely and accurate reports on
groups and individuals. The LA provides support in
making the best use of all aspects of SIMS
inciuding performance and analysis particularly for
targeting groups or individuals.

There are also a number of commercial resources
available to support progress tracking e.g.
Classroom Monitor, Go for Schools, Target Tracker.
Alternatively, a school may choose to use its own
bespoke tracking system. Whatever is used should
record baseline, target and progress over a set
period of time. It is crucial to include start date,
review dates and end date on all tracking
documentation.
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A range of assessments could be used to inform
The Government is committed to providing Pupil
progress tracking and the impact of interventions;
Premium funding until 2013, with the probability of it
being extended into future years. So, it is essential
that schools continue to reflect on how well this
money can be spent and what sort of impact should
be expected as a result of the funding. Evaluation of
new or developed teaching approaches,
developments in the workforce and advanced
networking will alse help us to learn about wider
school improvement and what works for
disadvantaged pupils.

Kent Local Authority has a commitment to
supporting schools to share good practice and we
would like to create a regular update of this
document, including new research and findings
from your own apalysis.

We would appreciate it if schools could complete a
case study, giving details of the teaching
approaches chosen and the impact they have on
the targeted FSM pupils. A proforma is provided in
Appendix 4.1.

» speaking and listening (Speech and
Language descriptors (CCC), APP or other
assessments)

» reading (APP, age equivalent, standardised
score, accuracy, comprehension)

+ spelling scores (age equivalent,
standardised score, analysis of grapheme
awareness)

« phonological awareness assessments
(individual phonemes, blends, phoneme/
grapheme correspondence)

» writing levels (APP, levelled unaided work)

» mathematical scores (APP)

» behaviour rating scales

+ self-esteem scales

« attendance rates

+ inclusion data

At Longield Academy a pupl premium mentar
hais the role of focusing an the many face!s that
pupil premium students need on an individual
basis to succeed. A tracker is used on a daify
basis to update the interventions thst are in
place for each studentThe pupii premium
mentor is then able ta have an overview of each
student their needs and any gaps. For example

the attendance facus group are then set targets
in dailly meetings with the pupl premium
mentor Attendance  has  improved for  pupil
pramium students from 8%% in 2012 to 92% in
2013.

Reporting Progress

Regular review and reporting is an essential
component of any good tracking system; pupils
should know their levels, know their targets and
own their progress. Pupils, parents/carers should
be an integral part of the system, everyone working
towards the same aims. Governors should receive
regular reports on pupil progress. A standing
‘Attainment and Pupil Progress’ agenda item would
support this.
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Ayiesfard School Sports College have develaped a three-tier system for evidencing how all students
are supparted to achieve their highes! standards.

The universal offer s available to suppart ali students who are nct yet achieving expected pragress,
while the additionat targeted offer supparts Pupil Premium students — they may be identified earlier, or
the intervention may run for longer than with other students. The personalised offer makes sure each
individual has that extra tier of support identified that will make a difference fa them, The core offer is
funded by the schaol; the additionai and personalised offers are paid for by the pupil premium
funding. An example of this is through the purchasing of Acceierated Reader for att Key Stage
students. Al a targeted level, PP students are encauraged to take part in guided reading sessions with
trained teaching assistants. Al @ persanalised level: PP students have 1:1 support from English
teachers with extra time on their timetable or through the purchasing of Kindles to support reading
further. The iImpact of these actions is that students who are eligible for PP have read more words than

their non-PP peers and have scored belter in reacing tests and have thus improved their reading age
ai a greater pace.

Aylesford have developed a tracking system which ied Ofsted (January 2014) to comment, * The
schoot has developed a wide range of ways to helg attend to the academic and personal needs of
students and tracks and evaluates the impact of this additional funding to make sure # s used
well. This extra support bas had a positive impact on students’ achievement and progress.”

We would like to thank the schools who provided case studies and examples for this handbook;

Brookfield Junior School
Aylesford School Sports College
Longfield Academy
Sturry CE Primary School
Teynham Parochial C of E Primary School
Herne Bay Junior School
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Appendix 1.1

Approach

Toolkit to improve learning: summary overview

Potential gain Cost Applicability Evidence Overall cost
2 estimate benefit
Effective feedback  +9 months ££ Pri, Sec 3 stars Very high impact for
Maths, Eng low cost
Sci
Meta-cognition and +8 months ££ Pri, Sec, 4 stars High Impact for low
self — regulation Eng Maths cost
strategies Sci
Peer tutoring / peer  +6 months £r Pri, Sec 4 stars High tmpact for low
— assisted learning Maths cost
English
Early Intervention +6 months FEFFE Pri, 4 stars High Impact for very
L Math Eng high cost
One - to — one +5 months EEFER Pri, Sec 4 stars Moderate impact for
tutoring Maths Eng very high cost
Homework +5 months £ Pri, Sec 3 stars Maderate Impact for
Maths Eng very low cost
Sci

* Maximum appropriate advantage over the course of a school year that an ‘average’ student might
expect if this strategy was adopted — see Appendix 3.

Assessment for

+3 months

£ Pri, Sec 1 star Moderate impact for

learning Maths Eng moderate cost
Parental +3 months ££e Pri, Sec 3 stars Moderate impact for
Involvement Maths Eng moderate cost

Sci
Sports +3 months ££F Pri, Sec 2 stars Moderate impact for
participation Maths Eng Sci moderate cost
Summer schools +3 months X2 Pri, Sec 2 stars Moderate impact for

Maths Eng moderate cost
Reducing class +3 months EEFFE Pri, Sec 3 stars Low impact for very
sizes Maths Eng high cost
After school +2 months LEefe Pri, Sec 2 stars Low impact for
programmes Maths Eng moderate cost

Sci
Individualised +2 months £f Pri, Sec 3 stars Low impact for low
instruction Maths Eng Sci cost
Learning styles +2 months £ Pri, Sec 2 stars Low impact, low or

All subjects no cost
Arts participation +2 months ££ Pri, Sec 3 stars Very low impact for

Maths Eng Sci

moderate cost
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Appendix 1.2

ad?

= Actions are identified to address lack of progress.

Are the right pupils selected for intervention? Are selected pupils working below age related expectations and/or are not
on track o make expected levels of progress? Have you identified potential vulnerable groups e.g. LAC, FSM? Has the
range of interventions being delivered to individual pupils been reviewed? » Progress for all pupils is regularly reviewed.
« Schoal tracking informs Pupil Progress meetings between class teachers and SLT to pick up early any pupils who start
to fall behind. « Teachers identify particular gaps in learing, areas of difficulty and possible reasons for lack of progress.

ol US

Dees the intervention meet the identified needs of the pupil?

How does the full range of provision meet the identified
needs of the pupil for example modifications to class
teaching, group and guided work, targeted intervention and
one-to-ane tuition? Does the timing of the intervention
meet the needs of the pupil? Have flexibly delivery models
been considered for example during the heolidays or at
weekends? Have you ensured that the intervention makes
best use of timetabling and does not withdraw pupils
inappropriately from lessons, or conflict with favourite
lessons/after school aclivities?

= The intervention has been chosen based on knowledge
of what the schoal knows works well for different groups
of pupils and individuals. « Intervention is time-limited with
clear intended comes and regular milestones to check
impact on pupil progress. = Consideration is given to
appropriate match of children and adults delivering
interventions. « Planning for intervention draws on
expertise in the school or cluster and makes flexible use
of staffing. - When planning for the delivery of one-to-one
tuition consideration is given to both the timing of
sessions and flexibility of models used. - Teacher
assessment of intervention is accurate and consistent and
regularly reviewed for example through the use of pupil
progress meetings.

How do you know about the quality of interventions?

Have you monitored and evaluated the quality and impact
of each intervention? Do all staff delivering intervention
have the appropriate subject knowledge and skilis?

* Ongoing tracking processes are place to monitor the
progress of all pupils receiving intervention, during and
beyond their period of support. * SLT evaluate the impact
of intervention in order to review, refine and disseminate
effective practice to all staff. « Pupil voice is used to
evaluate and further improve the quality of provision. »
CPD opportunities are identified to support the develop-
ment of effective intervention, including observation and
feedback of teaching.

| How is intervention followed up and reinforced through class

waork?

Is there effective planning and liaison to ensure clarity of
the intervention focus? Do class teachers plan to build on
and secure the progress that [s being made through
intervention sessions?

« Class teachers have high expectations in order to plan
to bulld on gains made through intervention. « Class
teachers liaise with other adults who deliver additional
support whether it takes place In or out of classroom. »
Class teachers take responsibility for monitaring and
evaluating progress of puplls, including any other adults
who deliver support. « Class teachers understand the
position of whole class teaching, planned and targeted

group and guided work within wider provision mapping.

What is the role of parents and carers in supporting the interventions?

Arg parents and carers informed about intervention pro

cesses?

What Information has been provided for them?
Are expectations of parent/carer support during
intervention

period shared?

= Class teachers provide parents and carers with full
details

of intervention, including reascns for their child being
selected, the process and expected outcomes and regular

updates about their child's progress.

= Parents and carers, supported by class teachers, are
able to provide additional help and guidarice to pupils at
home.
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Appendix 1.3

Knowing the
vulnerabilifies of all
FSM pupils
Assessment and
Tracking for FSM
pupils

- Ensure all staff are able to identify and are aware of the potential barriers to learning for
FSM pupils. - Identify and analyse current patterns of vulnerability of pupils in your school. -
Select staff to lead on identifying issues and vulnerabilities of the FSM pupils in your
school. - Review the progress of all FSM pupils.

- Assess and track the progress of pupils known to be efigible for FSM. Overlay tracking
data with attendance data and look for any patterns - Check whether FSM pupils also fall
into other vulnerable groups for example: SEN, EAL - Ensure all teachers have high
expectations for all pupils especially those known to be eligible for FSM. - Continually
review and monitor the consistency and rigour of assessment and tracking. - Ensure all
staff, parents/ carers, pupils and governors are aware of the expected rate of progress of all
pupils (and are aware of any within-school gap ie between FSM and non-FSM pupils).

Monitoring and
evaluating impact
and analysing data

- Rigorously analyse data of pupils known to be eligible for FSM. - Check whether FSM
pupils are on track to make expected rates of progress. Check for any common traits. - Use
evidence from data to make decisions about future provision. - Offer appropriate
intervention based on identified need to help ensure FSM pupils make good progress. - Be
clear about how the senior leadership team, subject leaders, teachers and support staff
analyse and act on data analysis of pupils known lo be eligibie for FSM.

Identifying the right
provision for all
FSM pupils

- Instil the need for all staff to address potential underperformance of FSM pupils. - Make
appropriate modifications to high quality whole class teaching, including guided work, to
suit personalfindividual learning styles. - Ensure learning from group / individual
interventions are accurately recorded and that pupils have opportunities to appiy and
consclidate learning in a range of contexts in whole class teaching. - ldentify staff with

relevant skiils to provide additional pravision for FSM pupils who are either underperforming
or at risk of underperforming.

Developing the
quality of provision
for FSM pupils

- Gather evidence of successful practice which raises attainment of vulnerable pupils. -
Evaluate the impact of the quality of provisions for FSM pupils through : pupil voice; data
analysis; work scrutiny; observations; teacher feedback; parent / carer feedback; to identify
successful approaches in your school. - Adapt schoal provision to meet the identified needs
of current and future FSM pupils. - Keep your staff updated about effective
strategiesfinterventions for tackling underperformance of FSM pupils.

Developing the
workforce

- Develop full knowledge and understanding of specialist expertise in working with FSM
pupils. - Identify relevant CPD to develop appropriate / skills required by staff to support
FSM pupils. - Identify the professional development opportunities available to strengthen
current practice in addressing FSM pupils’ barriers to leaming. - Develop systerns and

structures to respond to the changing needs of FSM pupils for example flexible timing of
the school day.

Parental
Engagement

- Share information about pupil progress with their parents/carers and discuss any

additional provision being offered. - Encourage parents to stimulate and/or motivate their
child/ren to achieve their aspirations.
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Appendix 2.1

Assessment for learning Teaching and learning review tables — Oral feedback You might find it useful to traffic-
light these statements: Green = secure or surpassed; Amber = partial or inconsistent; Red = not evident.

Information

Teacher

Year group

Class

Date

Teaching and learning review table

Teachers

Focusing
The teacher is
aware that
feedback needs
to: - refate to the
lesson learning
objectives and
oulcomes - be
planned for as well
as spontaneous

be provided for
whole class,
groups and
individuals as
appropriate - be
varied in type -
involve child to
child dialogue.
The teacher is
seeking to develop
practice in relation
to the above.

Developing =
Planning in place for
oral feedback is
becoming more focused
on learning objectives
and outcomes. The
teacher is beginning to
use different types of
oral feedback. The
teacher is beginning to
use questions to probe
progress against the
outcomes to help
children improve their
work. The teacher
sometimes targets
specific individuals and
groups of children for
feedback in lessons.
The teacher provides
opportunities for
children to give
feedback to their peers
(in relation to learning
outcomes).

Establishing
Planning for oral
feedback is securely
focused on learning
abjectives and
outcomes. Oral
feedback opportunities
are integral to short-
term planning. The
teacher uses a varied
repertoire of types of
oral feedback {fitness
for purpose). Feedback
helps clarify the next
steps in learning for
children. The teacher
sfructures and modeis
children’s oral feedback
in relation {o learning
outcomes.

"Enhancing

Planning for oral
feedback is an
integral feature of
teacher
preparation. The
teacher ensures
that oral feedback
from child to
teacher, teacher to
child and child to
child forms part of
a dialogue that
relates directly to
learning objectives
and outcomes.
The teacher
confidently and
skilfully judges
where and when

to use different
types of feedback
in response to
evidence of
learning.
Feedback is
insightful, con-
structive and
informative and
enables children to
take the next steps
in their learning.
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Children

Focusing

The teacher has
identified that; -
children recognise
most teacher
feedback to be
about effort or
behaviour -
children do not
view oral feedback
as an essential
part of learning ~
children judge oral
feedback to be
secondary to
written feedback -
children offer
camments on
each other's work
which lack clear
focus and are
usually
unchallenging.

FDéveloping

Most children expect
feedback to relate to
their learning and listen
to and respond to what
is said. Most children
know when to expect
specific oral feedback
as a class, individually
or in a small group
setting. Children are
beginning to see ora!
feedback as having a
distinct value. Most
children are able to
provide useful feedback
to other children and
similarly respond to
feedback from their
peers.

| Establishing

Children recognise fully
the value of oral
feedback and know it is
related to their learning.
They listen carefully
and respond
appropriately. Children
recognise the strategies
for different types of
oral feedback. Children
will readily engage in
focused peer feedback
in relation to learning
outcomes, and are
beginning to develop a
vocabulary to do this.
Children's work shows
evidence of a response
to oral feedback.

| Erhancing

All children
recognise that oral
feedback is
focused on their
learning and is as
important as
written feedback.
Children know that
feedback is
valuable and listen
carefully to each
other and their
teachers. They
respond to
feedback to
engage in
dialogue about
their learning.
Children
understand well
established
strategies for
group and guided
work that involve
feedback. Children
give regular
detailed oral
feedback related
to learning
objectives and
outcomes to peers
and teachers.
Children are clear
where in their work
they have
improved in
response to
feedback.
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Appendix 2.2

Monitoring one to one tuition

Effective Practice Checklist

Uindividual Tuttion Plan
Does the ITP have adequately challenging writing targets?

Yes/No_

Does the ITP clearly identify next steps to progress?

Does the ITP outline clear opportunities for assessment and evaluation?

Does the ITP have teacher, pupil and parent/carer agreement?
» g the 0

Are the outcomes/expectations/learning of the session clear to the pupil? (introduction)

Are explanations shared in a clear and concise way?

Is there an appropriate balance of pupil/tutor talk?

Does the tutor use a range of teaching strategies (appropriate questioning, modelling and guided) to
engage and challenge the pupil? (Remember/model/apply)

Does the pupil have the opportunity to apply taught skills independently? (Try/apply/secure)

Are there direct references made to how and when the learning might be applied in class? (Review and
refl ect)

Does the tuition session allow for time to reflect and engage the pupil in self assessment? (Review and
refl ect)

Does the tutor assess the outcomes of the session to effectively plan for next steps and share this with
the pupil? (Review and reflect)

Is the time used effectively and sessions delivered with appropriate pace?

Is it clear how the session fits in with the overall programme?
Does the tutor

Have the necessary subject knowledge to deliver to the ITP?

Have a good working knowledge and make effective use of available resources to support the target
| getting?

Have a positive relationship with the pupil?
Does the pupil

Have a positive relationship with the tutor?

Engage with tuition activities and demonstrate the skills taught? (Try/apply/secure)

Effectively assess the progress made within the tuition session? (Review and reflect)

{Review and reflect)

Enjoy the tuition sessions?

Aifter tuition

Are pupils and parents/carers clear about expectations of homework?

Does the tutor use the pupil passport effectively to feedback to the class teacher?

Comments




Appendix 3.1

Planning for Impact: the Logic Model

The logic impact evaluation model enables both effective planning for impact and impact evaluation. It is de-
signed to help ensure that impact is planned for and, appropriate qualitative and quantitative evidence sources
are incorporated at the planning phase. It helps to demonstrate the impact of work on short, intermediate and
long term goals. The model enables you to build up a picture of how you expect a project, initiative or service to
work. Working through the model as a planning tool ensures you clearly demonstrate the links between the vari-
ous slages of service delivery, from planning all the way through to the final impact outcomes. This is not a new

approach to evaluation — it draws on existing good practice to create a model that is fiexible, practical and user
friendly. The following template includes guidance on its completion.

Inputs

- What are the key design feature of our
project, initiative or service?

- Who is this project, initiative or service
targeted at?

- What quantity of the service, activity or
intervention to we aim to deliver?

List the actions you are
going to take

List the resources that will
support the actions and the
sources of evidence you
will use to evaluate impact.

¥

Outputs
- What lavels of quality do wa want to

~ achleva for our project, initiative or service?

' - What do we want users and providers to
think about this project, initiative or service?
- How do we want our target audience to
respond?

List the criteria that will tell
you if the ‘the’ product is
successful

List the evidence /
measures that will allow
you to conclude that your
criteria have been met.

Evidence sources / changes

Stage
Intermediate outcomes Knowledge or Behaviour?
What asgects of users’ ar skilis?
participants List the
a)  knowdedge or skilis List the impact impact
b)) hehaviour ar (result) you {result) you
c)  atudes hope the hope the
- do v want to change thraough project will have project will
their interaction with the project, on knowledge have on
nitiative or service? and behaviour.
understanding.

¥

Attitudes? List the evidence /
measures that will

List the allow you to conclude

impact that your outcomes

(result) you have been met.

hope the

project will

have an

attitudes.

Final outcomes

- which final outcomes or
camiuiity outeomeas do ae
Lnon?

0

List the overall cutcome(s) that
you want the project to achieve

List the evidence /
measures that will allow
you conclude that your
averall outcomes have
been met.
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Appendix 4.1 — Case Study - Effective use of the Pupil Premium
Fund

School: School context:

Which cohort were identified (e.g. Yr grp, vulnerable group)?

How and why were the cohort identified?

Which teaching approach was adopted?

How was the approach implemented and by whom?

Please give details of the organisation, timescale and werkforce CPD needed.

What was the impact on attainment? Please give details of the prior attainment of the cohort when compared to
their peers and the post-intervention attainment.

Was impact noted on other aspects of learning e.g. attitude, resilience, attendance?

How were parents/carers involved?

How was the intervention received by staff, pupils and/or parents/carers? Please give relevant quotes.

How was the intervention evaluated?

What has the school learnt and what will the next steps be?
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