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Western Australia was selected to be the lead jurisdiction for the Extended Service School Models project
which has been project managed by the Department of Education. A national Steering Group was
established that comprised representatives from the Department of Education, Employment and Workplace
Relations, Victoria, South Australia, Australian Capital Territory, New South Wales, Northern Territory and
Queensland, the Catholic and Independent school sectors and the Western Australian Council of State
School Organisations. Those jurisdictions not actively represented in the Steering Group have been
provided ongoing correspondence throughout the project. Drawing on the emerging themes of the research
the Steering Group has provided recommendations to support effective and sustained implementation of
models and practice and a process to move these forwards at a national level.

This Final Summation Report, supported by the recommendations through the national Steering Group and
the Stage 1 Literature Review, will be presented to the Standing Council for Education and Early Childhood
Development (previously the Ministerial Council for Education, Early Childhood and Youth Affairs) and will
enable the identification and documentation of promising innovative models, and take a national approach to
their evaluation, with a view to understanding what works, where and under what circumstances.

Please note that the data contained in this report has been prepared for the Department of Education,
Western Australia by TNS Australia. It may not be suitable for other applications. The use of this
information for any other purpose should be discussed with the lead authors. TNS accepts no responsibility
for unauthorised use of this information by a third party.

The lead authors of this report within the consulting research agency (TNS Australia) are:
= Kathy O’'Donoghue, Director TNS Social Research (kathy.odonoghue@tnsglobal.com)
=  Caroline Davies, Senior Consultant TNS Social Research (caroline.davies@tnsglobal.com)

All data and analysis found in this report is the property of the Department of Education, Western Australia.
No reproduction of any part should be undertaken without express permission.
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List of Case Studies

Throughout this Summation Report, there are consistent references to ‘Case Studies’ that were conducted as a major component of the methodology. Further description on the methodology behind these case studies is provided in the
‘Research Method’ section of this report. The table below provides a reference of each case study across core variables.

Case study number

Australian Capital Territory
New South Wales
Northern Territory
Queensland

South Australia

Tasmania

Victoria

Western Australia ----

- rr {r +r 1 ;| [ |
Regional and remote --- --

Early childhood I - ! 1 | [ [ | ! ! ! ¢ | ] [ |
Primary - - - --

= . e ., ™
Both [ ] ] [
Government - - -

= — e s o e o e o e e e ™ e
Catholic -- --

Children - school age

Children - early child hood (0-3s)
Parents and care givers

Schools and school staff

]
Community -
System ---

Driven by individual e
Ad-hoc implementation
Case management
School (leadership) team

Systems driven

School based

Referral and coordination (hub and spoke’) -----_-------
Mixed school based and referral/coordination - -
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1.

Executive Summary

In December 2008, all Australian State and Territory
Governments entered into an agreement with the
Australian Government for the three Smarter Schools
National Partnerships: Literacy and Numeracy, Low
Socio-Economic Status (SES) School Communities and
Improving Teacher Quality. These National Partnership
(NP) agreements are part of the school reform
initiatives of the Council of Australian Governments
(COAG), and provide significant resources to selected
schools with the aim of improving student achievement,
particularly in schools serving low socio-economic
status (SES) school communities.

The National Partnerships aim to drive an ambitious
reform agenda to lift the quality of education and
improve the educational outcomes for all students. In
considering the reform strategies being developed by
jurisdictions, opportunities were identified for significant
national collaborations to support the implementation of
the National Partnerships.

At its meeting in April 2009, the Ministerial Council for
Education, Employment, Training and Youth Affairs
(MCEETYA) agreed to progress six national
collaboration projects with a State or Territory identified
to lead each initiative:

= School Performance Improvement Frameworks

= Innovative Strategies for Small and/or Remote

Schools
= Parental Engagement in Schooling Low SES
Communities

= Extended Service School Models
= National Literacy and Numeracy Diagnostic Tools

= School Leadership Development Strategies

The Australian Government considers the Extended
Service School Models Project a priority to support the
educational needs and wellbeing of students in low SES
communities. It aims to facilitate the targeted delivery
of support services to young people who are most at
risk of not engaging in education and making a

&social research

successful transition to schooling, further education
and training and participation in the wider
community.

Aim of the project

The first stage of the Project was to undertake a
comprehensive literature review to determine what is
currently in place in Australia and overseas. The
literature review, completed by the Foundation for
Young Australians, provides a comprehensive
overview of models, the services provided, why they
are used, how they are implemented and how they
may be applicable to the Australian context. The
literature review provided the foundation upon which
the second and final stage of work, undertaken by
TNS Social Research, is based and is available at:
http://smarterschools.gov.au/supplementary/Pages/
NationalKeyReformProjects.aspx.

The research in this stage of the project was
designed to profile the current models of extended
service schooling in Australia; to understand
enablers and barriers to the sustainability and
successes of the range of approaches; and to
provide direction on good and best practice such
that it can be effectively shared across jurisdictions.

Evidence was collected from a range of sources,
including analysis from national and international
literature (stage one of this project); comprehensive
mapping of current models in Australia (via a
quantitative Principals  survey); stakeholder
interviews; a quantitative survey of parents; and in-
depth case study analyses (through case study
immersions in 24 Australian schools). The
discussion that follows summarises the common
themes that emerged from this research.



The need for exdended service
schorling n Avstradio.

There is a complex range of issues impacting the
education of Australian young people and the way
schools operate. These issues often extend beyond
those directly related to schools and reflect those
evident among family units, and in the broader
community.

Schools agree that in order to achieve optimum
outcomes for students, the impact of these needs must
first be recognised, and issues mitigated. Identification
of, and a desire to address, these complex needs is the
most common catalyst for adopting an extended service
schooling approach. The ‘Principal survey’ indicated
that half (53%) of responding Australian schools are
currently endeavouring to address these needs through
the development of an extended service schooling
approach. Furthermore, there is unanimous agreement
(100% of those who responded) among schools not
currently delivering extended services that there is,
indeed, a need for such approaches.

The majority of schools (66% of those who responded
to the ‘Principal survey’) currently delivering extended
service schooling anticipate their provision will expand
in the next three years. Thus, the need to support
schools in their delivery via an ongoing manner is
important to acknowledge. This research provides
guidance on the scope of potential models that will
assist those undertaking an extended service schooling
approach.

—
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There s o 'gyass roots' desive for extended
sévice sthooling) aongy parents.

This research indicates that the desire among parents
for extended service schooling is strong. The majority
of parents participating in the ‘Parents survey agree
that “schools should provide more than just education”
(77% agree) and that “it takes an entire community to
educate a child” (75% agree). In addition, these
parents agree that “schools should be appropriately
supported by Government so they can provide more
than just education” (85% agree).

extended service schorking is broad n s veach,
and has the potential to touch the ives of
many Avstradians.

The educational attainment and wellbeing of children
are central to the goals of extended service schooling in
Australia. However, the objectives of extended service
schooling extend considerably further in scope to
include parents and care-givers, schools and school
staff, communities and the system itself. Thus, effective
extended service schooling approaches have the
potential to touch the lives of many Australians.

Avstradion models are Characterised oy
customised, place-driven approaches.

The approach to extended service schooling in
Australia is not “one-size-fits-all”. Rather, it is
characterised by place-driven approaches that are
customised and tailored in their design and delivery to
the needs and specificities of each school and its local
community.  Flexibility to achieve customisation is
considered a necessity for successful extended service
schooling, and most case study schools believe that
current resourcing approaches facilitate this.

It is noted that while the overall approach is customised
to the school, most Australian designs
incorporate an element of school-based delivery in their
modality, rather than only referring those in need to
agencies outside the school.

individual



external fundingy and partnerships are central 1o
the W extonded sevvice sthoding) in Avstradia
IS vesovrced.

While National Partnership funding was highly valued
by those schools receiving an allocation, there was
concern that it is a finite source. Schools in this
research acknowledged the need for ongoing support to
ensure that successful approaches are sustainable in
the longer term. This research noted a desire by
schools for strategies at a national level that will support
extended service schooling in an ongoing manner.

This research identified that schools use varied
approaches to access resources and are highly
dependent upon the commitment of school leadership
teams and / or those employed under broader
governance structures to manage funding and
partnerships to achieve this (such as the Innovative
Community Action Networks in South Australia, and the
Northern Territory’s ‘Strong Start, Bright
strategy).

Future’

Schools typically pursue funding from a variety of
including grants, as well as through
partnerships with community-based and not-for-profit
organisations, business, industry, and further education
providers. Nearly all schools in this research (94% of
those who responded to the Principals survey) indicate
they initiate partnerships as a component of their
resourcing.

sources
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Of the schools undertaking models of extended service
schooling that participated in this research, the majority
(a range of 73% to 98% depending on their objectives)
considered their school successful in achieving the
agreed goals. Case study schools cite many examples
of success and the positive difference extended service
schooling makes to the lives of children, parents, school
staff and local communities.

An over-reliance on anecdotal evidence of success,
rather than the application of thorough and established
evaluation tools, was noted throughout this research.
Consequently, many of these outcomes could be
considered aspirational because of the lack of rigorous
guantitative evidence.

This aside, the observed outcomes of extended service
schooling in Australia are often significant, and are
noted below.

ovtcomes for Clildren .

The three most consistently observed outcomes for
children included:

= Improved behaviour — most notably inside the
classroom, but also on school grounds, in their
home and in their community.

= Social skill development and school transition —
providing students with opportunities to socialise,
learn social skills, build social networks and ease
the transition for new students.

= Improved educational attainment — observations
made included; more positive attitudes by students
towards learning and classroom engagement; “at
risk” children were supported and the “playing field”
levelled; higher graduation completion levels and, in
some cases, improved literacy and numeracy

results.



Some schools also noted:

= an increase in the confidence and self esteem of
children;

= anincrease in student attendance rates;

= emotional benefits such as delivering a sense of
“security” to children; and

= improvements in future prospects as a result of
redressing inequities.

ovitomes for pavents .

The most frequently observed outcome of extended
service schooling for parents related to the increased
access of services by parents due to physical
proximity, and a reduction in the attitudinal barriers of
accessing ‘external’ services. This was often described
as resulting in enhanced parenting skills, increased
adult learning (for example, literacy skills, numeracy
skills, cooking skills, computing skills etc), and improved
personal and social confidence.

Some schools also mentioned:

= reduced social their

community;

isolation of parents in

= increased parental engagement in the school,

= reciprocity and a sense of parental responsibility;
and

= improvements in parent-teacher relationships.

ovtcomes for communities...

Increased community access to services — providing
greater access to “new” and “existing” services and
programs, as well as bringing resources “back” into the
community was often described during the case study
research. It was also felt that extended service
schooling assisted in the development of a sense of
community by enhancing community cohesion and

pride, and building local capacity.
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ovtcomes for schools ..

It was noted in around half of the case study schools
that there was a perceived improvement in school
reputation within their local community as a result of
their extended service schooling approach.

It was felt that this improved reputation supported:
= anincrease in student enrolment numbers;

= an increase in teacher attraction — with a greater
number of applicants, and perceived higher quality
applications;

= animprovement in teacher retention;
= areduction in school vandalism; and

= an increase in the number of parent and

community advocates within the school.

ovtcomes for school sttt ..

There were also perceived outcomes for school staff
which related to the facilitation of teaching - enabling
teachers to focus on their “core business” with a
reduction in behavioural issues, better management of
“at risk” students, and an in student
engagement in the classroom and school.

increase

In addition, some schools discussed:
= opportunities for professional development; and

= a sense of achievement, shared involvement and
reward from observing the positive outcomes of
their approach.

£Conomic ovicomes ..

Some stakeholders also referred to effects they felt
related to longer term, broader outcomes for the
economy. These included:

= a cost-efficient approach to tackling longer term
social issues;

= an improvement in career pathways for students
that could reduce social inequality and break the
cycle of welfare dependency;



= a better skilled workforce benefiting local
businesses;

= anincrease in parental employability;

= fostering greater connections  between

businesses and communities which could
improve business performance; and

= the ability and potential for schools to generate
income.

There were many factors uncovered throughout this
research that were considered both enablers and
barriers to success and sustainability. While often
system-level, they also related to community and
parents, schools and school staff.

The six most consistently discussed 2noolexs which
emerged from this research include:

1. securing consistent funding from a variety of
sources;

2. embedding the philosophy of the approach into the
culture of the school;

3. developing and maintaining an understanding of
the needs of the local community so that the
approach can be modified, as necessary, to align to
these needs;

4. having the physical and human resources to
support at least some school-based delivery of
services;

5. a school-based capacity to strong
partnerships with external agencies, particularly for
schools in jurisdictions that do not have broader

governance structures to manage this process;

develop

6. provision of system-level support to assist schools
in navigating their way from identification of need
through to implementation and evaluation of their
extended service schooling approach.
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Some of the identified CL’\(JL“@Y\@ZS that schools face in
the development, implementation, and maintenance of
their models of extended service schooling include:

1. navigating, and working within, funding systems at
a school-level;

2. building parent support for the philosophy of the
model so that they are keen to embrace and
participate in the services provided;

3. mitigating any potential negative stigma
associated with parents, their children, or members
of the broader community, accessing services
through the school;

4. addressing the impact of staff turnover;

5. maintaining an appropriate balance between a
focus on educational outcomes and a focus on
the wellbeing of students more broadly; and

6. ensuring a shared understanding of the model
and its aims with a range of stakeholders.

As mentioned previously, and reiterated throughout the
Final Summation Report, this research can not propose
one single model of best practice in extended service
schooling - the need for flexibility to meet diverse and
changing needs of communities precludes such a
notion.  However, common attributes which were
considered best practice by the case study schools

include:

1. Start “small” and utilise existing services and
programs.

2. Continual evolution is required to maintain
relevance of the services and programs.

3. Wide consultation (internal and external) is
critical from the outset, and should be conducted in
an ongoing manner. It is essential to understand
the school and its local community so that the
model is tailored to its needs.



4. Partnerships and need to be
formalised and shared, but not at the expense of
flexibility and the ability to develop the approach as

needs change.

objectives

5. A school leader who is fully committed to the
approach and willing to drive the process from
identification to implementation needs to be
identified from the outset. It was noted that this
does not necessarily need to be the Principal.

6. A supporting team of school drivers will ensure
the responsibility and workload is shared.

7. Multiple funding sources should be secured.
8. System support is required.

9. A coordinator position was noted as highly
beneficial to the success and sustainability of many
models of extended service schooling.

10. Communication strategies whereby “successes
and wins” can be shared and celebrated among
school staff, partners and communities should be
implemented at a school-level.

11. Evaluation mechanisms should be included from
the outset.

Six key themes emerged from this research — each of
which schools consistently believed were central to
successful implementation of sustainable and effective
models of extended service schooling.

The themes, which also reflect the challenges and
strategies articulated in the Stage 1 literature review,
are provided in summary below:

1. Support schools to access consistent funding

Funding was consistently expressed as a key enabler
(and barrier) to the sustainability and success of
models. Many schools felt they would benefit from
support in securing and maintaining funding.
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Schools which were able to National
Partnership funding were very positive towards this
support. However, as a finite resource, schools agree it
cannot be relied upon in isolation. Moreover, only
targeted schools have access to this resource. Ideally
schools would like to see National Partnership funding,

or an equivalent funding source, continue.

access

Schools noted that system level support to assist them
in securing additional funding sources — including local,
community based funding sources — would aid them in
the process of establishing a model of extended service
schooling and in the longer term, support its
sustainability.

2. Support school-level establishment of dedicated
roles to help coordinate extended service schooling
approaches

Schools consistently described coordinator roles as an
essential component to the sustainability and ongoing
evolution of models of practice. The significant amount
of time involved in developing and delivering extended
service schooling was well documented within this
research.

Some schools are not currently aware that National
Partnerships funding can be used to fund this role.
Sharing knowledge around the most effective use of
this position, including assistance in accessing other
sustainable funding opportunities, and forming
partnerships, may need to be strengthened. This is of
particular relevance in jurisdictions where individuals
are not employed under broader governance structures
to perform this role (as in South Australia’s Innovative
Community Action Networks, and Northern Territory’s
‘Strong Start, Bright Futures’).

3. Articulate a process for establishing effective
interagency collaboration

Extended service schooling approaches often involve
multiple agencies.
interagency collaboration was achieved was considered
and, equally, an inhibitor if

The extent to which successful

a vital enabler -

unsuccessful.

Vi



The development of a resource to support schools to
successfully engage with external agencies was
identified as beneficial to ongoing successes.

Guidelines or principles for collaboration would need to
support flexibility so that schools are able to deliver
place-driven approaches.

4. Support flexibility and the ability to adapt to the
changing needs of the school community

Successful extended service schooling is not a “one-
size-fits-all” approach. Policies and structures that
provide flexibility for schools to be responsive to the
needs of their local community are essential. Over-
defining what, and how, services are offered will impede
the natural evolution of extended service schooling and
its ability to adapt to changing needs.

Maintaining flexibility at a system level is critical.
Continued acknowledgement that flexibility is a core
component of successful extended service schooling
will be important.

5. Provide targeted professional learning
opportunities for school leaders, teachers and other
staff

Extended service schooling is relatively new to
Australia. The limited shared understanding of
extended service schooling may impede the likelihood
that it will be immediately supported, implemented and
maintained at the school level.

Schools indicate that they would benefit from access to
professional learning opportunities which relate to the
principles, and practices, of extended service schooling.
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6. Develop online resources to guide and support
schools in extended service schooling

In many schools,
approach will be new territory. Many processes will be
developed by individual schools as part of the
potentially steep learning curve that schools will
experience as they design and implement the school-
driven approach to meet their needs.

an extended service schooling

Schools in this research noted that they would benefit
from access to a range of information and support
resources. This includes information about processes,
communication mechanisms, best practice guidelines
and methods of evaluation.

This research indicated that such tools would need to
be designed as a guide, rather than be prescriptive in
Flexibility key to successful
implementation to ensure that models are driven by
schools and reflect local needs that may alter over time.

nature. remains
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2. The structure of this report

With the wealth of information collected throughout this research, this report is a summation of the key
findings across the various research techniques employed. This summation report should be read in
conjunction with the reports listed below in which further information is provided across each of the core
research stages:

Final Summation
Report (this report)
synthesises:

Individual record and analysis of the 24 case studies against the research
Case Study objectives. Case studies are referenced individually throughout the

Report summation report. The case studies are referenced by number in blue
brackets.

L Descriptive analysis against each question included in the Principal
Principal Survey Mapping Survey. This is referenced as ‘Principal Survey’ throughout
Report the report.

Descriptive analysis against each question included in the Parent Survey.
Parent Survey This is referenced to as ‘Parent Survey’ throughout the report.
Report

Summation of the findings from the qualitative stakeholder research.
Stakeholder ¢ a

Report

The aforementioned reports held a high degree of consistency in their findings and it is this synthesis which
is included forthwith.

@social research 1



3. The policy and program context

3.1 Program background

In December 2008, all Australian State and Territory Governments entered into an agreement with the
Australian Government for the three Smarter Schools National Partnerships: Literacy and Numeracy, Low
Socio-Economic Status (SES) School Communities and Improving Teacher Quality. These National
Partnership (NP) agreements are part of the school reform initiatives of the Council of Australian
Governments (COAG), and provide significant resources to selected schools with the aim of improving
student achievement, particularly in schools serving low socio-economic status (SES) school communities.

The aim of the National Partnerships is to drive an ambitious reform agenda to lift the quality of education
and improve the educational outcomes for all students. In considering the reform strategies being developed
by jurisdictions, opportunities were identified for significant national collaborations to support the
implementation of the NPs.

At its meeting in April 2009, the then Ministerial Council for Education, Employment, Training and Youth
Affairs (MCEETYA) agreed to progress six national collaboration projects with a state or territory identified to
lead each initiative:

= School Performance Improvement Frameworks

= |nnovative Strategies for Small and/or Remote Schools

= Parental Engagement in Schooling Low SES Communities

= Extended Service School Models

= National Literacy and Numeracy Diagnostic Tools

=  School Leadership Development Strategies

Western Australia was selected to be the lead jurisdiction for the Extended Service School Models project
which has been project managed by the Department of Education (WA).

The Australian Government considers the Extended Service School Models Project a priority for supporting
the educational needs and wellbeing of students in low SES communities. It facilitates the targeted delivery
of support services to young people who are most at risk of not engaging in education and making a
successful transition to schooling, further education and training and participation in the wider community.

This project aims to promote a shared knowledge across all jurisdictions of best practice in implementing
models of extended service schooling, including describing key opportunities and risks that may apply in the
national context.

To facilitate the collaboration and a national approach, a Steering Group was established that comprised
representatives from the Departments of Education in Western Australia, Victoria, Australian Capital
Territory, New South Wales, Northern Territory, South Australia and Queensland, Department of Education,
Employment and Workplace Relations, Catholic Education Office WA, as well as professional associations
and key stakeholder groups who were keen to engage in the Project. As corresponding members of the
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Steering Group, the Independent Schools Council of Australia (ISCA) and Mr Rob Fry, President of the
Western Australian Council of State School Organisations Inc (WACSSO) were copied in to all
correspondence.

The first stage of the Project was to undertake a comprehensive literature review to determine what is
currently in place in Australia and overseas. The literature review, completed by the Foundation for Young
Australians, provides a comprehensive overview of models, the services provided, why they are used, how
they are implemented and how they may be applicable to the Australian context. The literature review is
available at:

http://smarterschools.gov.au/supplementary/Pages/NationalKeyReformProjects.aspx

The literature review provides the foundation upon which this second and final stage of work is based and
involves researching and mapping current activities in place in schools across Australia. TNS Social
Research (TNSSR) was the successful consultancy responsible for developing this report.

This Final Report, to be presented to the Ministerial Council for Education, Early Childhood and Youth Affairs
(MCEECDYA), will enable the identification and documentation of promising innovative models, and take a
national approach to their evaluation, with a view to understanding what works, where and under what
circumstances.

3.2 The system background

It is noted that there are both similarities and differences between the states and territories in terms of their
local structures and policies within the education sector. The purpose of this report is not to highlight
differences between different jurisdictions however, the following is noted:

1. In 2006 in Victoria, the Department of Education and Training was changed to the Department of
Education and Early Childhood Development and has key responsibilities for learning outcomes from
birth to adulthood. This is different to most other jurisdictions where early childhood is not included
in the departmental remits.

2. In South Australia, there is a governance structure named Innovative Community Action Networks
(ICAN). This is a community focussed project to provide flexibility around learning options for
children and young people who are disengaged from learning or are at high risk of doing so. In
South Australia, a large proportion of the National Partnerships funding has been allocated to ICAN
in order to roll the initiative out to all regions of South Australia, rather than being allocated to
individual schools as was the case in most other states. The Department of Education and
Children’s Services in South Australia has responsibility for schooling and children’s services.

3. Inthe Northern Territory, some schools’ models commenced because their community was one of
the 29 Remote Service Delivery locations agreed to under the Council of Australian Government’s
National Partnership Agreement to improve access to Government services for Aboriginal
Australians living in remote communities. This resulted in linking of schools and changes in
leadership structures through the use of business management models.
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3.3 The need for research

Extended service schooling is newer in its implementation within Australia relative to other locations such as
USA, Canada and the United Kingdom. Internationally, it has evolved considerably over the years as a
result of receiving increased Governmental focus as a result of recognition that many of the issues which
influence an individual's school experience can not be solved within the school system alone.
Fundamentally, it represents a shift in thinking towards a holistic approach to addressing student need.

Evidence presented in the literature suggests that while the philosophy underpinning the implementation of
extended service schooling has commonality across schools, the actual implementation and the model that
is used, may take a variety of forms. That is, models of extended service schooling do not suit a ‘one size
fits all’ approach. They rely on the ideology of social inclusion whereby contextual, socially relevant, tailored
approaches are required to meet the needs of divergent school communities.

The project brief defined extended service schooling as approaches which ‘work in partnership with
Government, local providers, community members and each other to offer a range of extended services to
students, their families and the local community. They are a model for engaging students, parents and
community to compliment that already experienced inside the classroom’. This is the definition which has
been used throughout the research.

Much of the literature suggests that the benefits of extended service schooling are far reaching and can
include® %

Benefits to the child — such as increased attendance and decreased suspension rates, enhanced
educational outcomes, better preparedness on school completion and transition between primary and
secondary, a reduction in risk behaviours, improved social and relational aspects and, improved teacher
relationships (among others).

Benefits to parents — such as providing them with greater flexibility to balance their family and work
commitments by facilitating easier access to support services.

Benefits to teachers — such as the facilitation of classrooms in which children are more willing to
engage, teachers are able to focus more on their roles as educators, and a reduction of competing
demands on school staff as a result of broader access to wider support services for children.

Benefits to community — such as an increased sense of community connectedness and safety, and the
building of social capital.

The capacity of extended service schooling to respond to diverse needs is considered a strength of the
approach. Significant learnings can be developed from detailed investigation of the models, the contexts in
which particular models operate, the attributes of the various models, and their relationship to community
needs. Sharing this knowledge has the potential to inform development of robust, appropriate and
sustainable models.

* Dryfoos, JG; Quinn, J; Barkin C (Editors), Community Schools in Action, Lessons from a Decade of Practice, Oxford University Press, New York, 2005.
?Bond, S; Learning support programs, Education reform beyond school, Brotherhood of St Laurence, 2009.
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4. Research method

4.1 Aims of this research

This research aims to assess process and impact measures from the program and provide clear direction on
how best to move forward in terms of understanding the profile of models that are currently being used and
planned, sharing and promoting good and best practice and developing recommendations for effective and
sustained implementation.

Evidence has been collated from a range of sources and activities, including analysis from:
= National and international literature (Stage One of this project)
= Comprehensive mapping of current models

= Case study analysis

At the highest level, the goals of this research were to answer the key questions:

=  What are the models of extended service schooling implementation and the commonalities and
differences between models in Australia?

= What are the facilitators and enablers to extended service schooling in the Australian context?
= What are the barriers and inhibitors to extended service schooling in Australia?

=  What does ‘best practice’ look like, and how can it be effectively shared?

4.2 The methodology

This research involved the integration of multi-methods and data sources to provide a robust evidence base
to address the evaluation questions. The methodology was designed to incorporate existing data and
knowledge, and gather insights from a wide range of audiences, including Principals, teachers, parents and
external stakeholders (including both system-level stakeholders and partners). In summary, the approach
involved:

Intervi Case studies
i nterviews ithi
Establishment 1 Environmental Questionnaire é\{ljarsg';gf Survey of among key W|th(|'\r}|ps\|cNhooIs
i S arents
stage scan testing Principals P stakeholders RESEARCH
TOOL)

Below is a short summary of the methodology in each stage. A full description of the methodology for key
stages (in particular, the final four stages above) is clearly defined in the individual reports separate to this
Summation Report.
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4.2.1 Establishment stage

The project began with an establishment stage, to review the approach and develop an Evaluation
Framework to support the Evaluation Strategy. Part of the establishment stage was engagement with each
member of the Steering Group. There were several meetings (face to face and via telephone) held during the
establishment phase with the aims of:

introducing the key members of each team;
addressing minor contractual issues;
reviewing and discussing the methodological approach;

discussing the format and structure for the Evaluation Framework and identifying resources and
materials available required for the development of the Framework; and

sharing accessible materials.

4.2.2 Environmental scan

The environmental scan was conducted to review existing academic literature including the report from
Stage One of this project, and to identify the range of local and international activities and models of
extended service schooling. An extensive review of the materials was undertaken and the findings from this
stage of the research were used in the development of the Principal’s questionnaire, the parent
guestionnaire, the discussion protocols for the case studies and stakeholder interviews, and to inform the
overall background to the research.

4.2.3 Testing of mapping questionnaire

A sample of Principals in each jurisdiction were contacted and asked to participate in a semi-structured
telephone interview to test the Principal’s mapping questionnaire. The aim of this was to inform the design of
the survey for the mapping exercise with regard to the interpretation of terminology, constructs and
guestions, as well as to gauge any potential questionnaire gaps.

Participation was voluntary and participants were pre-approached by their Department to inform them of the
project, its objectives and to introduce them to TNSSR. A total of 16 interviews with Principals were
conducted. The discussions in these interviews were collated and common themes were utilised to refine
the mapping survey prior to its launch. These interviews were conducted via telephone and averaged 20-25
minutes in duration. The learnings from this questionnaire testing were integrated into the final ‘Principal
Survey'.

4.2.4 Mapping survey of Principals

An online survey was emailed to all school leaders in Australia. Contact details were sourced via a
government marketing list, which is managed by A-ZGovbiz. Appropriate consent/notification was gained
from Catholic, Independent and Government school bodies in each jurisdiction with the majority of Principals
receiving advance communication regarding the survey from the relevant body in order to encourage a
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higher response rate. The only exception to this was Queensland, which was excluded from the survey due
to restriction clauses on the approval to conduct the research within Government schools.?

In order to ensure that a broad range of Principals participated including those who did not provide, or were
not aware of, extended service schooling — all Principals were encouraged to take part in the survey as part
of the invitation. The following text was included in the invitation;

“Should | complete the survey if | do not consider my school an ‘Extended Service School’? We
need responses from all_schools — not just those who consider themselves to be ‘Extended Service
Schools’. This is because in order to get the ‘true picture’ across Australia, we need input from the full
continuum of schools — from those offering no services, to those who may be ‘starting off’, to those who are
established and those who have lapsed. This will aid our full understanding of potential barriers (either
experienced or anticipated), to factors which decrease need for delivery etc.”

The survey was piloted to a small number (10% of the total sample) of Principals. The responses from this
initial pilot were checked in detail to ensure the questionnaire was functioning as intended. Following this,
the full sample was emailed a survey invitation. A total of 908 Principals responded to the survey and 421 of
these completed the full survey. This equates to an overall response rate of 11.4% and a completion rate of
5.3%, that is, not all Principals completed the full survey. From these 421 participants, a total of 200
Principals reported they did not provide extended services compared to 221 Principals who reported they
did.

The margin of error associated with the results of the Principal Survey is a maximum of +/-3.57pp°.
The Auditor General requirements in Western Australia stipulate the maximum margin of error allowed in
Governmental reporting is +/- 5pp and therefore, the margin of error associated with this survey is
considered acceptable. This means that readers should have a high level of confidence in the
reported data.

Analysis was undertaken on this data to develop a Path Model to attempt to understand the perceived
success of student outcomes by school principals. This model yielded a chi-squared statistic of 10.56 with 5
degrees of freedom and a probability of 0.06 from the sample size of 221. This test statistic indicates that
the fit of the data to the hypothesised model is adequate.

The full results of the Principal survey and the full survey instrument, can be found in the Principal Survey
Report which is separate to this document. This includes a summary of the sample profile and descriptive
statistics across all measures.

4.2.5 Survey of parents

The online parent survey was conducted among parents of school children to provide information on
awareness, attitudes and experience (or not) with extended service school models. The sample was
accessed through Australia’s largest online research panel and targeted respondents who were most likely to
benefit from, and have experience with, extended service schools, i.e. parents with a lower socio-economic
status. For the purpose of the survey this was defined as those with children aged 17 years and under with

% Standard error = Square root of [p(1=p)/n] where p=% and n=sample size. A design factor of 1.96 was applied.
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an income of less than $81,000 per annum. This income definition means that the resulting sample is
weighted towards lower and middle socio-economic status households as it excludes those with higher
socio-economic status. It is intentionally, therefore, not population representative.

A total of 4,568 respondents completed the survey which took, on average, 15 minutes to complete. Soft
guotas were imposed to achieve a nationally representative sample. This means that broad targets were set
to ensure that the resulting sample collected was age, gender and state representative. The data was
subsequently post-weighted by these variables according to ABS 2006 Census data.

The full results of the Parent survey, and the full survey instrument, can be found in the Parent Survey
Report.

4.2.6 Interviews with key stakeholders

A further component of the evaluation involved consultations with key informants from stakeholder
organisations. These aimed to:

Provide contextual information and insight into the need for, and background to the development of
extended service schooling and partnership arrangements;

Provide evidence to inform aspects of the evaluation including views on performance, processes and
impacts, opportunities and achievements;

Identify other source of data or documents to inform the evaluation; and

Ensure transparency and equity of the evaluation in engaging with stakeholders.

TNSSR proposed a number of stakeholder groups and organisations for inclusion, and this list was
supplemented by suggestions from Steering Group members. Further stakeholder interviews were
conducted throughout the research process based on recommendations from other interviewees, researcher
contact with relevant organisations via the case studies, and through attendance at an Extended Schools
Forum in Western Australia. In total 29 interviews were conducted, mostly via telephone, with the majority of
interviews lasting approximately one hour.

More detail on the stakeholders represented, the findings from the stakeholder interviews, and the discussion
protocols, can be found in the Stakeholder Report.

4.2.7 Case studies within schools

The most significant component of this research was the conduct of case studies in schools. A school
immersion technique was used whereby a TNSSR researcher visited the case study school for up to two
days, immersing themselves in the school community, and talking to as many people as possible — including
the Principal, teachers, parents and other stakeholders involved in the provision of extended services in the
school. This allowed a fuller understanding of the context surrounding that school in terms of the extended
services provided and the needs that these addressed.

Members of the Steering Group nominated a number of schools within their jurisdiction for consideration /
inclusion in the case study component. These schools were identified as having two or more extended
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services. Nominated schools were first approached by the Steering Group member, then subsequently by
TNSSR to explain the research and confirm their consent to participation. Prior to making contact with
school Principals, TNSSR sought research approvals for Government, Independent and Catholic schools in
each state of Australia through the relevant Departments and Associations. Once approval was granted for a
jurisdiction TNSSR approached Principals regarding their involvement in the case study and collaborated to
arrange suitable dates for the research to occur and engage the Principal in arranging interviews with the
target groups.

A total of 24 case studies were conducted, the majority of these (22 out of 24) conducted via the immersion
technique. Two schools were unable to participate via immersion due to prior commitments held by the
school. Both of these schools expressed a preference to be included in the research by telephone interview
with the Principal instead. This is recognised as a limitation of these two case studies and is clearly noted in
the full description of these case studies.

A minimum of two schools from each state/territory were included in the research to ensure a wide
representation. The schools selected included representation from primary and secondary, Independent,
Catholic and Government sectors. A summary of the characteristics of the schools visited is listed below
(school names are withheld to protect the anonymity of participants).

Summary of school characteristics included in the research

State School Type Sector Date of Research
WA Primary Government 25 & 26 October 2010
WA Primary Independent 16 November 2010
WA Early Childhood Government 17 November 2010
WA Primary and Secondary Catholic 28 & 29 October 2010
NT Primary and Secondary Government 2 & 3 December 2010
NT Primary and Secondary Government 18 November 2010
QLD Primary Government 25 & 26 November 2010
QLD Primary Government 29 & 30 November 2010
QLD Secondary Catholic 23 & 24 November 2010
NSW Primary Government 29 & 30 November 2010
NSW Primary Government 29 & 30 November 2010
NSW Primary Government 2 & 3 December 2010
NSW Primary Government 13 December 2010
ACT Early Childhood Government 10 & 11 October 2010
ACT Primary Government 8 & 9 October 2010
VIC Primary Government 29 & 30 November 2010
VIC Primary Government 22 & 23 November 2010
VIC Primary and Secondary Government 24 & 25 November 2010
VIC Primary Government 16 & 17 November 2010
SA Primary Government 15 & 16 November 2010
SA Secondary Government 17 & 18 November 2010
SA Primary and Secondary Catholic 29 November 2010
TAS Primary Government 22 & 23 November 2010
TAS Primary Government 25 & 26 November 2010

It is noted that there was a greater number of primary schools included as case studies relative to secondary
schools (as nominated by jurisdictions). It is, however, noted that it was the observation of the researchers
that the discussions undertaken in primary and secondary schools yielded largely consistent themes.
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A mix of informal and semi-structured interviews were conducted at each case study school. Interviews
varied in length depending on the participant and the time available with researchers maintaining a flexible
approach to ensure minimal disruption at the school. Researchers were also available at breaks and other
informal occasions to speak with staff and other interested parties.

A summary of the interviews carried out by our researchers follows, however, the research techniques varied
between schools as the researchers were guided by the recommendations of the Principals in the most
appropriate techniques for each individual school.

Target group Research technique

Principal / School An individual in-depth interview was held with the Principal and any other school
Leaders leaders deemed appropriate. On average this took around 1 hour. In many
cases, a follow-up interview was conducted with the Principal on conclusion of the
case study to debrief on the common themes that emerged.

Teachers and Individual interviews and/or small group sessions were conducted with as many
support staff teachers who were willing to participate. These were conducted at times that
were considered appropriate / least disruptive. For example, some were held at
morning teas / lunch times / before school / after school / during free lessons.

Discussions / mini Discussions were held with parents whose children attended each school. The
groups with parents | discussions were relatively informal and moderated by a TNSSR consultant.
These lasted for 30-60 minutes, with anywhere between 2 and 10 parents
participating per group. Some parent interviews were conducted individually,
depending on the guidance of the school.

In most states, parents were provided with a $60 incentive as compensation for
their time and travel to-from the school, however there were some states (New
South Wales and South Australia) where this was not deemed appropriate and
instead this money was allocated to hiring a relief teacher to ease the burden on
the school.

Local stakeholders In-depth interviews were held with local stakeholders — from the school and
community. These lasted for approximately 30-60 minutes (depending on the
individual’s availability).

Most were conducted in-person during the time the researcher was present in the
school, however, some were conducted via telephone at a later date if the
participant was unavailable at the time of the case study.

Discussions/ mini Discussions with representatives of each school's P&C or school council also
groups with the formed a part of each case study where possible. The discussions were relatively
P&C/ school council | informal and lasted for 30-60 minutes.

Each case study was summarised upon conclusion and the key findings written up by the researcher who
conducted the interviews. A reporting framework was developed and agreed with the Department of
Education (WA) to ensure a consistent format and allow for comparisons between case studies.

The case study summaries represent the researcher’s view of the school’'s model in terms of its design, its

processes and its impact. The case study summaries were provided to each participating school’s Principal
for reflection prior to publishing and were, in principle, endorsed by each.

Each of the case studies is individually summarised in the Case Study Report. The discussion guides

according to each target group can be found in this report.
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4.3

Acknowledgement of methodology limitations

In any research, there are methodological limitations that must be acknowledged in order to provide context
to the reliability and replicability of the research and its findings. The consistency of findings throughout all
stages of this project’s methodology suggests that the limitations noted below have not critically impeded this
research. The noted methodological limitations to this research include:

The limitation

Schools can be
difficult to
access for

research

All jurisdictions noted the extent to which
schools are over-researched and the
potential impact this has on achieving
high response rates. In turn, this has the
potential to impact representativeness
and reliability of quantitative results, as
well as participation in the qualitative
case studies.

Using a
convenience
sampling
method

The case study schools were nominated
by each jurisdiction, and were not
determined via a structured sampling
approach. The basis for nomination was
that the jurisdictions were aware of the
school’s delivery of extended services.

Exclusion of
one state in the
quantitative
survey

Compliance with Governmental
procedures in one state meant that it
was excluded from the Principal survey
component of the methodology. This
limits the national representativeness of
the mapping tool.

&social research

H The potential impact of this limitation = The measures of control

To address this concern, the following
was undertaken:

= In recruiting schools for participation
in the case studies, a best-practice
method for approaching schools to
ensure participation was employed.
Protocols for ensuring a positive
participation experience were agreed
and developed.

= In recruiting Principals for
participation in the mapping survey,
Principals were provided
considerable detail about the project
up-front to ensure their
understanding of its importance /
value, and comprehensiveness from
the outset.

= Where possible, Principals were
made aware of the research via their
jurisdictions prior to receiving the
survey invitation; and, all necessary
approvals processes were followed
by sector and jurisdiction to ensure
its validity among potential
respondents.

To control this, the mapping survey was
emailed to all schools rather than using
a convenience sampling approach. The
guantitative results from this survey are
reported alongside the case study
findings where appropriate to provide
additional context and verification.

It is noted that three qualitative case
studies were conducted in this
jurisdiction and their schools were
therefore not excluded from the entire
research process. The researchers
were careful to observe any differences
by jurisdiction in all analysis and
reporting and it is noted that overall,
there was a high level of consistency
observed among jurisdictions.

This table is continued overleaf.
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‘ The limitation ‘ The potential impact of this limitation ‘ The measures of control

The individual
design of each
case study

The desired design of each case study
was defined from the outset and agreed
by the Department in terms of
discussion protocols and audiences for
inclusion.

The actual design of each case study,
however, necessarily relied on the
needs of the individual schools and its
resulting structure, and therefore did
vary between some schools. Each case
study was necessarily limited by the
scope facilitated by the school.

The emergence
of extended
service
schooling

Several case studies were limited by the
challenges of discussing the topic itself.
This arose because of the lack of clarity
within the school of its’ model, and this
was particularly true when talking with
newer staff members.

In addition, the informal and often ad-
hoc nature in which these models
currently exist within many schools
meant that articulating all services /
activities / programs and interventions in
an organised fashion became difficult.
This meant that the researcher was
often sorting ‘pieces of a jigsaw puzzle’
in order to sufficiently describe the
model.

Engaging
Aboriginal
participation

Engaging Aboriginal audiences in
research in a way that is appropriate
and meaningful was an important
consideration to this research as their
inclusion in the project was critical.
Different approaches are, however,
required to engage Aboriginal audiences
as traditional research methods are
often culturally inappropriate.

To control for this variable from the
outset:

= Schools were provided up-front
communication as to the desired
structure of the case studies and the
relevance of each design
component.

= A template ‘running sheet’ was
provided to schools throughout the
‘set-up’ stage to provide clear
guidelines and assist in their
understanding of their input in the
case study design.

= The researchers initiated consistent
follow-up communication with the
schools throughout the case-study
organisation process to ensure all
components were understood in
terms of their importance and
contribution to the research, and to
ensure that any issues or concerns
were raised, and appropriate
solutions developed, in advance.

Following the lead researcher’s conduct
of the first two case studies, all
researchers involved in the project were
briefed on this fact such that any
potential complications it may present
could be accounted for while at the
school conducting the case study and
reporting would be sufficiently
comprehensive.

Aboriginal participation was sought
throughout the case study stages, but
was not a specific focus of the
quantative parent survey although, not
excluded. It was acknowledged up-front
that quantitative surveys (regardless of
the data collection method) are culturally
inappropriate for Aboriginal audiences,
and result in data that is not considered
representative. Therefore, the findings
relating to Aboriginal audiences
necessarily rely on the case study
research.
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5. Mapping extended service schooling
in Australia

5.1 The need for extended service schooling in Australia

The Stage 1 literature review indicated that the most common starting point for the inception of extended
service schooling approaches emerges from the understanding that many of today’s young people have
complex needs which need to be addressed such that their schooling can be effective. The findings of this
research are consistent with this, and suggest that Australian young people face a vast array of issues
which impact on their education and, therefore, schools face complex challenges which impact on
their operations. This research confirms the basis of need for extended service schooling approaches in
Australia.

The following is a sample of the range of “issues and problems” which were uncovered throughout this
research. They were indicative of the frequently described identification of need which was often the catalyst
for inception of an extended service schooling approach by the case study schools. This list is not
exhaustive, but rather, is designed to provide context and confirm the need for extended service schooling in
Australia:

‘ H The range of “issues / problems”

( \ Excessive gambling, alcohol and other drug-related abuse, the break down of
families and extended family structures, domestic violence, no or inconsistent

Family / parent discipline of children resulting in disengagement from child(ren)'s education. A lack
related of positive role-modelling, physically and emotionally neglected children, resulting in

children entering the education system ill prepared for school.

Child abuse, bullying, food insecurity, poor discipline, low self-esteem and
Child homelessness, resulting in non-attendance, low academic attainment and prevalence

of undesirable behaviours.
related

(
\_

Lack of resources to deal with the complex social and health related factors that
impact on learning and development, changes in the demands place on teachers,
student discipline issues and teacher shortages often resulting in low staff morale and
high staff turnover.

School and
staff related

\_ J
( \ . . - H M 3 ki
Overcrowding in homes, break down of community, social issues, loss of ‘culture’ and
Community poor governance which result in a dysfunctional community with a lack of positive
role-modelling and disorientation from culture.
related
\_ J
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5.2 The existence of extended service schooling in
Australia

For the purpose of this research, extended services were defined to Principals as “... any service or activity,
accessible through the school that works in partnership with the community providing coordinated services
aimed at enhancing outcomes for young children, people and their families. Note that this definition excludes
your Department’s specialist services provided for children with learning difficulties or disabilities (i.e.
programs /funding received directly by your department for children with learning difficulties / disabilities) as
there is a considerable body of knowledge surrounding the efficacy of programs such as these already in
existence.”

As shown in Chart 1, this research suggests that, at the time of this research, around half (53%) of schools
in Australia are already delivering extended services in some form. The prevalence of extended service
schools is largely consistent by jurisdiction, sector and location with no statistically significant differences
recorded (those with base-sizes of less than n=30 are highlighted with red text).

Chart 1: The existence of extended services in Australian schools
Source: Principal Survey — All responding schools (n=421)

Survey question: Does your school (either independently, or via partnerships) provide extended services (as
per the previous definition) to either your school’s community, or the wider community? (Q1)

CHART SHOW'S %

Full sample | 47 ] 53 | n=421
Jurisdiction ACT | 32 (4114 n=3
NSW | 52 18 | n=171

NT | 33 67 | n=7

Sh | 39 ] 61 | =37

TAS | 61 i 39 | =13

yIC | 43 57 | =129

WA \ 51 49 | =56

Sector Public ‘ 49 a1 | n=299
Private | 39 1 61 | r=47

Cathalic \ 48 i 52 | =75

Location MWetropolitan | 45 55 \ n=297
Regional | 53 47 | n=115

Remote | 51 49 | n=9

o000 not have extended services @ Have extended senices

Extended service schooling across the globe is characterised by customised approaches. Thus, there is
typically wide variation between schools in terms of the objectives of their approach; the services they
deliver; and the modalities of delivery. The remainder of this report seeks to document the differences and
similarities of approaches observed within the Australian context.
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5.3 The objectives of extended service schooling in
Australia

The Stage 1 literature review observed that internationally, children are most often the central focus of the
objectives of extended service schooling. The common objectives relate to educational attainment and
behaviour management, as well as dealing with welfare and health issues. In many cases, this focus on
children also means including parent interventions within the model. Community-level interventions are also
present internationally, but are more frequently included as secondary objectives.

Consistent with this, central to the objectives of extended service schooling in Australia are student
educational outcomes and reducing the barriers to learning (Chart 2). However, there is also evidence
of objectives relating to school culture more broadly, parents, the community, the system and school staff. It
was clear from the case studies that many of these goals are interrelated and should not be considered
mutually exclusive.

Chart 2: The common objectives of extended services
Source: Principal Survey

Survey question: Overall, what objectives underpin the service(s) delivered in your school? Please select as
many from the list that apply. (Q13)

Base: Those offering the service Base: All participants
(n=221) (n=421)

CHART SHOW'S %

Student outcomes — educatiaon
School culture and social capital
Reduce barriers to student learning
Connecting the school to community
Building communities

Parental engagement

Connecting the school to "home’
Health and wellbeing

Parents f care givers

Transition to employment, further
education or training

Teaching and suppart staff
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The case study research supports the data in Chart 2, and enabled exploration of the specificities of these

objectives. These are summarised in Chart 3 below, and described more fully on the pages which follow.
Broadly, they cluster into objectives that relate to:

Children —who are at the centre of extended service schooling in Australia.
= Parents and care-givers

=  Community
= Teachers and schools
= System

Chart 3: The objectives of extended service schooling in Australia (summary)
Source: Case study research

ovmmun'rhq

Building community connectedness
and social capital
Connecting the
school to community

Providing
community
leadership

Increasing theirengagementin the
school and with the education system

Developing
positive
relationships
with school staff

Building
capacity with
their children

Providing
community
accessto
services

“mdm | Phot o The sqsﬁm
school s’r0n°1L oving studentleaming [ o cerates R eaton
\ ) LOTIES .4 W) - i of the parent-

school
interaction

Improving staff
retention and
attraction

Facilitation of
| . smooth
mproving transitionsinto
teaching

conditions the school

system

Facilitation of smooth
transitionsto a long-term
education pathway

Providing professional
development
opportunities

Attaining consistent
educational standards
regardless of location

It is important to note that the case study schools consistently expressed these objectives as being long-
term and this sentiment was strongly echoed by stakeholders, as well as supported by the literature. Thus,

the ongoing sustainability of extended service schooling is critical to its ultimate success. The

monitoring systems in place by which to evaluate their efficacy should take this into account when
designing and assessing key performance indicators.

™
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5.3.1 Child focused objectives

As stated in Section 5.3, the central objectives of extended
service schooling in Australia relate to children. In the Principal’s
survey, three quarters (75%) indicated that the primary focus of
their extended services was to improve children’s development
and academic attainment by supporting them through learning,
health and social issues.
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Throughout the case studies, the three most frequently
mentioned objectives related to student outcomes / education -
reducin the barriers to learning, fosterin student ] ’ ]

one | e ’ — " jits about] @lowing the pofential clhild
ambitions and expectations, and improving student learning -

. 10 be maximised.”
outcomes. These are described more fully below.
(Teacher, Case study 15)

/1
/A3
/A

Reducing the barriers to learning was reported by the majority of case study
Reducing the schools in one form or another, and three quarters (77%) of those in the
barriet:s to Principals Survey indicated it was an objective underpinning their school’s model.
learning Within the case studies, some of the students were reportedly trying to deal with
many serious social and family issues such as domestic violence, sexual abuse,
impacts of alcohol and other drug use by family members, dysfunctional families,
overcrowded houses, etc and may have mental health issues, learning difficulties,
etc that further impact not only on their capacity, but also on their willingness to
engage in education. Thus, being able to identify and address these needs was
seen as a fundamental prerequisite to reducing the barriers to learning and
enabling full participation. [5, 15 and 22]

Many students in the case study schools were from low socio-economic, low
education, low employment suburbs, with a higher than average level of welfare
ambitions and dependency. One of the stated objectives of teachers in these schools was
expectations to attempt to ‘raise the bar’ in terms of student aspirations and prospects by
fostering their ambitions and expectations. [11, 12 and 21] Some schools
were simply seeking to increase child(ren)'s exposure to different experiences and
provide them with a greater range of opportunities and inspirations. [11, 13 and
24] Other schools, especially those in small Aboriginal communities, sought to
retain promising students and enable them to undertake further training in
education provision and/or to be employed at the school. [4, 5]

Fostering
student

. Improving student learning outcomes was considered a major objective for the
Improving . - . .

student education system in its entirety (as evidenced by the central role that NAPLAN
learning results play, and the use of outcome based KPIs) and was frequently described by
outcomes case study schools as an objective of extended service schooling. Improving the
educational outcomes of children was considered a prerequisite to building
capacity and inclusion; to stemming the degree of disenfranchisement
among “at risk” subgroups; as well as an important means of overcoming

economic disadvantage. [11, 15 and 16]
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While these were the three most strongly articulated objectives relating to children, there were several other
objectives relating to children that were discussed throughout the case studies and these relate to;

= Increasing the engagement of all children — The importance of engaging all children in schools and
education was widely acknowledged by schools participating in this research as one of their primary
objectives. This objective was expressed equally by school Administrators, teachers, support staff,
partners and parents. Supporting this, three quarters (72%, Principal survey) stated that a target
audience of their extended service schooling is ‘all students, regardless of risk or engagement level’.

= Levelling the playing field among “at risk” students — In addition to the desire to increase the
engagement of all children, seeking to level the playing field specifically among “at risk” students was
considered an important complementary objective expressed in many case study schools. This was a
particular priority for schools with high proportions of ‘at-risk’ children or children with high welfare needs.
[1, 5 and 8] Overall, three in five (61%) schools providing extended services (Principal Survey) stated
that ‘at risk students’ were one of their target audiences.

One challenge discussed by parents in relation to this, was the need to balance the specific focus on “at
risk” students with the broader focus on ‘all children’. Some parents reported that children who do well,
or who perform the desirable behaviours without coaxing are not sufficiently acknowledged or rewarded
because the school’s focus is on “at-risk” cohorts. Some parents felt that that average students could
potentially miss out on the opportunities presented to targeted “at risk” students if the appropriate
balance was not achieved. [2, 3, 10 and 15]

= Helping all children reach their potential — Related to the objectives linked to engaging all children
within schools and education and levelling the playing field for “at risk” children, many schools stated that
an objective of their extended service schooling was to provide all students with the same level of access
to opportunity and therefore, to help them achieve their full potential. [10, 19 and 21]

= |ncreasing attendance rates — Low-attendance was a major issue for most of the schools in the case
studies: it was noted by many interviewees that if a child is only present for two days of each week, then
they are only covering two-fifths of the curriculum, which impacts heavily on the student’s ability to meet
literacy and numeracy standards. [2, 4 and 7] Thus, increasing attendance rates was frequently
mentioned as a core objective of extended service schooling.

= Promoting a positive sense of culture and identity — This was of particular concern for case study
schools with high proportions of Aboriginal students, such as small remote Aboriginal communities. [5,
11 and 12] Two in five (38%) Principals (Principal Survey) indicated that Aboriginal students and
families were a target of the services delivered by their school. In remote schools, this was frequently
described as a core objective.
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5.3.2 Parent/care-giver and family focused objectives

The three consistently mentioned objectives of extended service schooling that related to parents and care-
givers were: Increasing engagement in the school / education; building parental capacity with their children;
and developing positive relationships with schools. These are described more fully below.

The desire to increase parental and care-giver engagement in the school,
and education system, was a frequently mentioned objective of extended

Increasing
engagement in

the school / service schooling in Australia. Two in three Principals (66%, Principal Survey)

education indicated that ‘parental / care-giver engagement’ was a core focus of their model.
Throughout the case studies, it was consistently expressed that parental / care-
giver engagement was a critical factor for success, because it has been found that
when parents and care-givers were involved in, and committed to, their child’s
education, attendance improved which facilitated improved educational
performance. [7, 19 and 24] It is noted that an increase in parental engagement
is attributed in the literature to a raising of parental aspirations — both for
themselves, and for their children — and is hypothesised to assist in closing
attainment gaps®.

An additional parent-focused objective was lifting parental / care-giver

Building
parental

capacity, including the improvement of parenting skills. It was thought that
capacity with demonstrating to parents and care-givers the important role they play in helping
their children children to achieve learning outcomes could both assist in adjusting their often
negative perceptions of school and education, as well as equip them with the skills
and confidence to be involved personally with their children’s education and the
school community more broadly. Another aspect of skill development was to
improve parenting skills in the area of consistent child discipline as this, it was
believed, would positively impact attendance rates, and then in turn the
achievement of learning outcomes. [2, 12 and 20]

1} \ 1
_ The final goal for parents was LAt oot people and services working fonether
Developing

ositive related to staff, and that was  for the common Apod of favilies and clhldren

relationships fostering or developing good (PrlnC|paI Case study23)
with schools relationships between parents

and school staff. This goal is
also related to the first goal for
parents — engagement — since
good relationships ~ promote
willingness to engage. [4, 8 and
12] Three in five (64%) Principals
(Principal Survey) indicated that
‘connecting the school to home’
was a goal underpinning their
school’s approach.

“ Sharples, J; Slavin, R; Chambers, B; Sharp, C, Effective classroom strategies for
closing the gap in educational achievement for children and young people living in poverty,
including white working-class boys (2011), Centre for Excellence and Outcomes in Children and Young People s Services
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5.3.3 Community focused objectives

) W\@ schodl can be o A frequently mentioned community objective was developing a

strong relationship between the school and its local community,

Clﬂ'{k\lﬂﬁ' ‘h)r COYV\VV\UY\'IM as well as building capacity within the community. Seven in ten

C\/\W\ @@" Principals (Principal Survey) indicated that ‘connecting the school to

o community’ (69%) and ‘building community connectedness and social
(Principal, Case study 16) capital’ (69%) were core objectives of their model.

It is noted that for some small communities — particularly remote Aboriginal communities - the school is not
only an integral part of the community, it is the largest employer. It sometimes even takes on a surrogate
community leadership role, ensuring that services are brought into the community and that people within
the community are supported.

For these types of schools, it was seen as important in the long term for leadership and administration
matters to become the purview of community governance boards or councils. In order to facilitate this
handover, school staff report encouraging community members to take on roles in the school to give them
experience in administration and other matters. [4 and 5] Having an intimate understanding of the
community becomes critical in approaches that encompass community focussed objectives such that they
are effective and sustainable.

In some case study schools, it was articulated that providing the local community access to essential
services was an objective core to their approach. This was particularly evident in (but, not limited to) smaller
communities where service access was considered difficult.

5.3.4 Staff focused objectives

Other objectives, claimed by a smaller number of case study schools, were those relating to staff such as
staff retention [5, 14], improving teaching conditions [2], professional development [11] and promoting
cultural understanding [4] among teachers.

This result is not to say that these are not issues or
objectives for other schools. In fact, throughout the case
study research it was obvious that many of the schools
grappled with the issues surrounding teacher retention,
however they were rarely mentioned as goals. Instead, they
were discussed as inhibitors or barriers to success, as well
as unplanned outcomes of the model itself. [8, 11 and 15]
Two in five (37%) Principals (Principal Survey) indicated that
‘easing pressure on teaching and support staff was an
objective of their school’s approach.

v s hlistic, so the Teachers

can focus on teaching’
(Principal, Case study 2)
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5.3.5 System focused objectives

The consistently mentioned system focused goals were:

= Early intervention - A major system objective was the delivery of early intervention programs and pre-
school pathways to encourage parents to link their children into educational systems and services from a
very young age. The rationale behind this appeared to be two-fold:

1. To facilitate smooth transitions into the school system by young children — this was thought to
be the key to ensuring that as children get older, they already have positive experiences of schooling
and patterns of behaviour that support continued attendance. [10, 20]

2. To expose parents to contact with the education system thereby normalising parent-school
interaction and contact behaviours — described as moving to a more proactive model of early
intervention and pre-planning. [1, 7 and 11]

= Transition through the system- A further and related objective was to ensure smooth transitions
throughout each child’s education pathway. [10, 16 and 20] This was less frequently cited than other
objectives by Principals as an objective of their school’'s model (39% Principal Survey).

= Attaining consistent educational standards irrespective of location — there were a number of
reasons provided as to why there was such inconsistency including; inexperienced teachers, constantly
changing policies, remote locations, etc. [5, 14]
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6. Design: Inception and
implementation

As discussed in Section 5, there is a vast array of issues that extended service schooling approaches in
Australia seek to address. These needs vary considerably between schools and the local communities in
which they operate. It therefore stands to reason that throughout the case studies, there were both
considerable similarities and differences in the way schools designed, implemented and maintained
their approach, as well as the type of services they provide.

The Stage One literature review
highlighted that flexibility to

design and tailor approaches at "...H"S Yl01' like
the ‘school-level’, and adapt to

changing needs, was eone Con SM
considered a strength of Hnis is best
extended service schooling. 1— d
This research confirms that this PYM Ce on

need for flexibility exists within
the Australian context. The
importance of maintaining school-
level flexibility through design and
evolution was mentioned
frequently throughout the case
studies.

Hreretore o
must do Hais'»

(Principal,
Case study 9)

This makes identification of a single approach to best practice of extended service schooling potentially
misleading as this would suggest a ‘one size fits all’ solution. This aside, it is acknowledged that school
Principals who choose to adopt a model of extended service schooling need information that provides a clear
pathway to successful implementation and guidance through each stage. Thus, the remaining focus of this
report is to discuss the most common approaches, rather than determine a single model of best practice.

The following chapter provides an overview of the styles of implementation in the case study schools
including: the process for the identification of need; resource requirements; funding; and review and
evaluation. It seeks to identify the common aspects and factors which contribute to the efficacy and
sustainability of models, rather than identification of a single model (s) for recommended adoption in
particular circumstances.
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6.1. The school-level catalyst for adopting an extended
service schooling approach

The most commonly mentioned catalyst for adopting an extended service schooling approach was
the identification of a specific need (most frequently related to student outcomes, and reducing the
barriers to learning — refer to Section 5.3) which then led to actions being taking to address this in a global or
systemic way. [11, 19 and 24]

The driving force for this was most often the School
Principal. The Principal usually has the most power to bring
about the necessary changes within the school, and is
therefore usually the key instigator of change. The quote
below was indicative of the sentiment held by many
Principals in the case studies and references the perspective
that a change in approach is required in order to
address the complex needs of today’s children.

v if o keep doing, whhat w're diing [a non-
extended service approach], qvu‘m PUW&Y\ZSS."
(Principal, Case study 3)

In addition to specific needs being the catalyst for adoption of extended service schooling approaches, it
was also noted through the case studies and discussions with stakeholders that a change in
Government or sectoral policy was often the catalyst for changes made at a school level, and the
adoption of an extended service schooling approach. The literature supports this and suggests that many
models begin as a part of policy, or a change in policy, which results from broader system level identification
of the aforementioned needs within and across communities. Outside of Australia, one example of this is the
‘Every Child Matters’ agenda® which is cited as the starting point for a range of models in schools across
England. The significant impact that Government policy can have in supporting and driving extended
service schooling must be acknowledged.

One example of evidence of this within the Australian context relates to those schools classified as Remote
Service Delivery locations in the Northern Territory. As part of the changes adopted under the Council of
Australian Government’s National Partnership Agreement to improve access to Government services for
Aboriginal Australians living in remote communities, these schools have commenced a coordinated approach
to their extended service schooling with business management models and a leadership structure which
facilitates one individual guiding the school’s strategy. Similar examples can be cited as per the Victorian
Government’s inclusion of early childhood within its former Department of Education and the South
Australian Government’s adoption of its ICAN policy.

® http://www.education.gov.uk/consultations/downloadableDocs/EveryChildMatters.pdf; accessed 22 January 2011
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6.2. Common methods of implementation

Throughout the case studies, there were a number of consistently observed mechanisms by which extended
service schooling has been implemented and operates in Australia. These features were not mutually
exclusive and include being driven by an individual; ad-hoc implementation; formation of case management
teams and/or school leadership teams; as well as those that involved implementation via collaboration and
the co-location of agencies.

Individually
driven

Ad-hoc
implementation

Case
management

School
leadership
(team)

Co-location

The most frequently reported approach to the establishment and implementation
of extended service schooling was that of an individual driving the program. As
noted in Section 6.1, this was most often the Principal. [12, 20 and 24] It should,
however, be noted that while Principals were frequently the driver at a school level, at a
service interface level, the programs and activities were frequently delivered by
individual staff members (sometimes in their own time) [15, 21], and/or in partnership
with other agencies and thus, not solely reliant on the Principal.

It was noted that several of the case study schools did not consider it essential for
extended service schooling to be driven by the Principal. Rather, it was felt that any
individual could undertake this task, provided they were (a) passionate and committed to
the philosophy of extended service schooling, (b) willing to be proactive and innovative
and, (c¢) empowered and supported by the Principal.

A more ad-hoc method of implementation was reported in a number of locations.
It seemed that while some long-term programs were activated in an analytical and
planned manner involving an individual driving the implementation, others were activated
on a more ad-hoc basis by individuals incorporating ideas of their own accord, or by
bringing ideas with them from other schools. Thus, school staff reported a number of
ideas or programs that they had instituted locally on an ad-hoc basis to address a
particular local need. [2, 4 and 5]

Utilisation of a case management team was usually how models that were
designed to focus more specifically on “at risk” students were implemented.
Case management teams usually comprised school staff, staff from external agencies,
and staff from partner agencies — particularly where co-location was present (discussed
further below). [1, 5 and 21] While case management teams were more ‘hands-on’ in
terms of their focus on individual students, the distinction between case management
and school leadership team approaches (discussed further below) is not always clear as
leadership team members were also member of staff with roles and functions in delivery.

School leadership teams were a feature of many case study schools. However, it
was noted that school leadership teams were more involved in the general
administration and logistics of service planning and provision on school campuses, while
case management teams were more ‘hands-on’ for individual students. [4, 7 and 8]

In approaches where services and programs were co-located within the school, the role
of developing and implementing the approach was often shared between agencies and /
or partners.
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6.3. The role of consultation and communication

Consultation played a large role in the inception,
implementation and maintenance of many of the
case study schools’ approaches to extended
service schooling. It was considered an essential
component of extended service schooling.

As highlighted in the quote below, most schools
discussed the consultation process as one that needed
to be comprehensive — involving as many stakeholders
as possible - and authentic in nature.

v e foct that the windle school is
nvaved and has common ponls winkes it
evSier — i needs o e & whvle of school

approach’

(Coordinator, Case study 3)

Consultation was undertaken at different levels, with different contributors, and for different purposes. All of
these were essential in their own ways for the healthy inception, and ultimate functioning and sustainability,
of the school’s approach. The discussion which follows summarises the findings from the case studies and
the Principal survey (refer to Charts 4 and 5).

Teachers were considered essential to integrate in the consultation process
by the case study schools. Most case study schools considered teachers
Teachers the most important stakeholder with whom to consult. The Principals’ survey
confirms that they were frequently included in the need identification and planning
process (93% include - Chart 4), as well as during maintenance (94% include -
Chart 5).

Throughout the case studies, it was stated that teachers and staff members were
consulted for a number of reasons, including to: .
0 works better

= |dentify a program or strategy that would work and .
it teachers are

address particular issues of concern.

1

= Develop the necessary policies and procedures in on bw’rd
order to be able to administer the program or (Teacher, Case
study 10)

strategy.

= Foster staff engagement and build a strong and supportive team who are
committed to the goals and aims of the model, and will actively and positively
work to change the culture of the school. [10, 12 and 19]
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Consultation with parents and care-givers was also considered of high
Parents / importance by the case study schools. Again, the Principals survey confirms
L NEEEUERE  this — 88% of schools reported to consult parents and care-givers during the
community . . . . . .
inception and maintenance stages. Consultation with the broader community
reportedly occurred less frequently than consultation with parents (34% did not
consult with community during inception and 34% during maintenance) however,
the reasons for this consultation when it did occur were generally similar, and
related to:

= |dentifying and understanding local community concerns, issues and barriers
that the school needs to overcome from the perspectives of families and
communities.

= Formulating ways to appropriately address those concerns, issues and
barriers.

= Fostering shared ownership of the intervention program / approach, the
school and the education of children within the school community and its
surrounding community.

= Developing shared goals between the school and broader communities.

= Building relationships with local community members, regardless of whether
they are parents or not.

The majority of schools reviewed existing school information and statistics
Reviewing (88% during inception, 85% during maintenance — Principals survey) but
information community information and statistics were reviewed less frequently (62%

and statistics during inception, 66% during maintenance — Principals survey). Importantly,

however, the case study schools which did review community information and
statistics considered this a valuable component of their inception because:

= It enabled a sound basis for understanding their community. In some cases,
this had highlighted an area of concern for a particular school / community
when compared to other schools / communities with similar characteristics. [22
and 23]

= |t provided ‘hard numbers’ for integration to business cases, discussions with
potential partners and discussions within the school community (for example,
the school board, teachers, key parents etc).

The majority of schools will consult with the school’s
- - - - o 1.1 the pash; the

School governing body during the inception process (82%

Principals survey) and continue this throughout [school Council had vubber

maintenance of their appraoch (74% - Principals smmped N@Y@W\h@

ot | needed them

an advocate, however this was not always the case. In h) be on boowrd”

governing
bodies

survey). In some schools, this consultation was
conducted to gain the support of the governing body as

schools where the governing body was considered to (Principal, Case study 3)
have less influence, the consultation process was
considerably more process driven.
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schools

Local

stakeholders

Advocates

Two thirds (64% - Principals survey) consult with other schools as a part of
their original identification of need and planning process. Those case study
schools which had consulted with other schools from the outset considered this a
highly valuable component of their inception process because it had enabled them
to learn from the experiences and knowledge of other schools, and equally avoid
the inefficiencies associated with ‘reinventing the wheel’.

It was noted, however, that fewer schools continue this consultation once
implementation has occurred and 47% of schools (Principals survey) stated
they did not continue this consultation during the maintenance stage. The most
commonly articulated rationale for this throughout the case studies was that the
initial learning curve was considered the steepest, and therefore the most likely
point at which advice and examples would be sought. Once this was achieved, it
was felt that the school would have tailored their approach such that comparison
between schools was considered less relevant.

The majority of schools undertake some consultation with key local
stakeholders (84% - Principals survey) and local organisations (82% -
Principals survey). In many cases, these were described as potential partners
(such as the local youth organisation, local Government etc) and thus,
consultation with these parties occurred in order to forge mutually beneficial
arrangements and establish good working relationships.  Additionally, this
consultation was sometimes conducted to identify existing locally available
programs and interventions that were accessible, as well as potential local
advocates (such as local Members of Parliament).

The presence of consultation with students increases once the school’s
extended service approach has been implemented. Seventy one per cent of
schools consult with students during inception, but 88% of schools consult with
students during maintenance (Principals survey). That is, students are more
frequently used as a ‘yard-stick’ for monitoring, rather than in establishing, the
approach. While Principals and school staff appreciated that children would have
their own views on their experiences, it was considered more appropriate to
undertake consultation with parents to advocate on their behalf during the
inception stage.

While not captured in the Principal survey, an additional point of
consultation identified in the case studies was that with potential advocates
for the school. Some schools considered initial forging of relationships with
advocates critical to their ultimate ability to implement a range of services as
conceived by the school’'s community. Some of these potential advocates
included local politicians, influential parents within the school, the school's
governing body, senior members of Government agencies, senior business
people, and philanthropists.
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Chart 4: Consultation and communication during need identification and inception
Source: Principal Survey

Survey question: Through which mechanisms was the original need for providing additional services

identified? Please select a response for each. The original need for providing additional services was
identified by ... (Q16).

Base: Those offering services Base: All participants
in=221} n=421)

CHART SHOWS %

Consultation with teachers
Consultation with parentsicare-givers

Review and analysis of school
information/statistics

Consultation with the school's
gaverning body

Consultation with local stakeholders

Review and analysis of community
information/statistics

Consultation with local organisations

[12]

Consultation with students 47 ‘ 29 ‘
Discussions with other schoals
a7 | 36 |
Consultation with the broader
cammunity 50 ‘ 34 ‘
Consultations with local
businessesindustry 30 ‘ 58 ‘
B A core [JAn included [INot [l Do not provide
component component, but included extended
not core services

Chart 5: Consultation and communication sources during implementation and maintenance
Source: Principal Survey

Survey Question: Please select the level of use / of involvement of for each of the below in terms of
implementation and maintenance of the model. (Q17)

Base: Those offering services Base: All participants
(n=221) (n=421)

CHART SHOWWS %

Teachers

Students

Parents

School information/statistics

The school's governing body

Local stakeholders

Local organisations

Community information/statistics

The broader community

Local businessesfindustry

Other schoals

B A core [CJAn included [JHot [l Do not provide
. component component, but included extended services
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6.3.1. The communication tool-kit

For each stakeholder group, case study participants felt there were varying methods of communication that
were appropriate to utilise and tailor accordingly. Below is a summary of the suite of tools that were
discussed consistently throughout the case studies. These held equal validity in collecting feedback
throughout implementation and maintenance. It was noted that the communication mechanisms
currently used by schools focussed on utilisation of existing methods of communication and did not
require additional resources.

‘ H Tools

It was broadly articulated that consultation with teachers in most schools should

Consulting occur via existing mechanisms. These were inclusive of:

with school .
staff

existing review sessions, or one-on-one catch-ups with individual staff
members;

= informal discussions with individual staff members who may be considered
potential drivers or advocates;

= all of staff meetings;

= school planning days / sessions - At these sessions, some schools suggested
undertaking ‘visioning exercises’ to commence discussions, in which staff were
asked to articulate what they felt the school would look like in five years time’ if
their current approach was continued. Following this, they were asked what they
would like the school to look like in ‘five years time’. This enabled the
introduction of the concept of extended service schooling in terms of how it could,
in fact, assist in ‘bridging the gap’. In some schools, ‘teams’ of teachers were
convened following these planning days / sessions who were charged with
focussing on more specific issues;

= professional development on supporting topics, for example, the importance of
0-3 programs in assisting with brain development;

= teacher training on the ethos and mission of the extended service schooling
approach; and

= discussions on extended service schooling within new teacher induction
processes.

Consultation with parents, care-givers and community was also considered

Consulting appropriate via existing mechanisms, including:

with parents /
care-givers and = informally targeting individual parents who may be considered potential drivers or

community advocates of the program through, for example, meeting them at the school
gate when they deliver or retrieve their children;

= announcements, discussions, information sharing and progress reports during
school assemblies;

= announcements, discussions, information sharing and progress reports at any
parent governing body meetings;

= integration of discussion, information sharing and progress reports to the
existing school newsletter;

= participation in broader community forums that may be on topics of community
wellbeing / building social capital etc; and

= culturally appropriate consultation with Aboriginal community members which
included techniques such as ‘door-knocking’ and establishing ‘yarn sessions’ at
the local park for community to attend.
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H Tools

Common information and statistical sources accessed include:
Reviewing = ABS Census summaries of the suburb;

information the AEDI index; and

and statistics
= school performance metrics.

Relevant stakeholders with whom to consult were typically identified at a grass roots

Consulting level and based on contacts that were already known within the school, rather than
with local via a stratified process of identification. These initial contacts were then utilised to
stakeholders identify additional potential contacts to form a network.

and advocates

Communication methods were relatively informal to discuss rationale and ethos, but
sometimes included provision of a hard copy ‘business case’ for the school’s
extended service approach.

6.3.2. Critical success factors in communication

Case study schools discussed critical success factors of a successful communication process. In summary,
the consistently mentioned success factors relate to:

1.

Be consistent and inclusive. Ongoing and consistent consultation with school staff to secure their
support and participation was considered paramount to ensuring success and sustainability.

Consult widely. The parent community and local community should be consulted to secure initial
support, and to ensure the school's approach continues to iterate and evolve according to its
community’s needs.

Utilise advocates. The ability to effectively engage advocates throughout the consultation process was
considered a useful because these advocates could, in turn, communicate more widely about the school
and its approach.

Focus on building relationships. Many schools felt that one of the key purposes of communication
was to foster and build relationships rather than just inform. This meant that two-way communication
seeking input and involvement, rather than simply communicating the school’s direction, was considered
integral.

Start small and expand. Several case study schools indicated that that while the importance of
communication, consultation and relationship building was significant, schools should expect to ‘start
small’ in this process, work with existing networks and communication tools, and evolve naturally and
iteratively.

Develop written materials. In some schools, the ability to provide some stakeholder groups with a
‘Business Plan’ was considered important as this not only provided a starting point for discussion, but
also delivered a ‘leave-behind’ communication resource. This was considered of particular value for
potential partners, but also for local Governments and agencies. Further information and guidance on
‘Business Plans’ is provided in the Recommendations section of this report.
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7. Delivery methods and foci of
extended service schooling.

7.1. The modes of delivery

Evidence of a mix of approaches is consistent with international case studies of extended service schooling
(McKinsey, 2010) and exists because each school must adapt and determine its mode of delivery (or, level
of physical integration on school grounds) according to that which is most appropriate to its school’s position,
and it's local community.

This research provides evidence that in Australia there are a range of delivery modes utilised (school-based,
school-linked, and community-based) — and, most often, schools used a combination of each of these
models rather than adopting one in particular. This research supports that there is no universal
approach to the mode of delivery of services that should be recommended to schools. Rather,
schools should adopt the approach that is best suited to their needs and available resources.

7.1.1. School based modality of delivery

As one of the main purposes of extended service schooling is to engage the community, schools generally
sought to make linkage with, and access to, services as easy and as straightforward as possible for all
concerned. It is this notion that leads to the desire for co-location of services and programs, or a ‘school-
based’ mode of delivery. In Australia, many services (particularly those relating to children) are
reported to be delivered via a school-based approach as shown in Chart 6.

Chart 6: The prevalence of school-based and school-linked models
Source: Principal Survey
Survey question: Where are these services primarily accessed / where are they physically located? (Q5)

Base: Those offering the service ‘ ‘ Base: All participants
CHART SHOWSS %

Student welfare/engagement (n=148) (n=421)
Recreation/spart programs Em (n=134) (n=421)
Family suppart (n=1249) (n=421)
Student health n=112) (n=421)
Literacy (n=88) (n=421)
Primary school readiness (n=80) (n=421)
MNumeracy/maths (n=75) (n=421)
Tuition‘homewaork clubs (n=73) (n=421)
Student retention and transition (n=72) (n=421)
Early childhood Iearning and development (n=63) (n=421)
Adultfamily learning (n=60} (n=421)
Transition to further edu femployment (n=56) (n=421)
Science (n=39) (n=421)
Family health (n=38) (n=421)

[ School based [ISchool linked {at a school, [ |Community hased — not B Do not provide this

(on this school) but not this school) at aschool extended service
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7.1.2. Referral and coordination modalities

Despite the strong presence of school-based modalities evidenced via the quantitative survey, throughout
the case studies it was noted that not all schools manage their extended service provision in this manner.
Rather, they operate via ‘proactive referral’ to services that already exist within their community. In several
cases, while the service was not co-located or based on the school property, the school considered the
service to be school-based because the referral system (the initial access point) was accessed through the
school.

Several schools use this approach in some form —
either as the dominant delivery method, or in
conjunction with co-located services. For some
schools, this was a result of the philosophy that
schools should focus on education rather than co-
locating other services. For others, it was related to
the challenges associated with co-location and
management of services (discussed further in
Section 7.1.3) as well as their availability within their
community (particularly for remote schooling
situations).

The quantitative research with Principals suggests
that:

= In one third (36%) of schools, the role of the
school is primarily about delivery of services
rather than coordination.

= |n one third (35%) of schools, the role of the
school varies between delivery and
coordination of services — that is, there is a mix
of both approaches.

= |n one third (29%) of schools, the role of the
school is primarily about coordination of
services rather than delivery.

7.1.3. The challenges of school-based delivery

Among those case study schools that had elements of school-based delivery, there were challenges that
were articulated by both school and partner staff. It was noted that these were more frequently described as
‘challenges to consider and address’, rather than ‘barriers that derail’ an extended service schooling
approach. Many schools considered the process of uncovering these challenges a ‘learning curve’ that was
facilitated at a school level, rather than via a systemic or sectoral approach where set guidelines were
followed. That is, a perceived absence of such guidelines was noted by the case study schools.

The most consistently mentioned challenges related to the physical logistics of inter-agency agreements;

working within school ‘open-hours’; managing community access to the school grounds; and having
appropriate physical space. These are discussed more fully overleaf.
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Physical
logistics of

inter-agency
agreements

Working within

school ‘open-
hours’

Managing
community
access

Access to
appropriate
space /
facilities

Schools, and agencies that were co-located on the school, mentioned that
the physicality of school based delivery could present challenges and these
needed to be considered and designed into the model from the outset.
These were primarily in relation to:

= Building design — In some schools, new buildings had been designed to
accommodate the delivery of early childhood (0-4 years) services and
programs. In jurisdictions where early childhood did not fall under their sector
body, it was felt that this had presented challenges in that existing guidelines -
such as those for building design - did not take into account essential design
factors (one example given for this was the provision of ramps for pram access
to buildings). This then posed challenges to have these elements included
from the outset, or in some cases, included once the building works had been
completed.

= Network access — Some agencies (outside the education system) delivering
services within case study schools highlighted that accessing their own
agency’s network remotely via the school had presented logistical challenges.
Therefore, allowing sufficient time to establish the necessary connections and
protocols for network access was considered important to the logistics of
school-based delivery.

Some agency staff who were located within case study schools noted that
the ‘opening hours’ of schools were different to that of their traditional
working hours. This meant they needed to remain on school grounds after the
school's closing time, and also be on school grounds during school holiday
periods. This presented potential safety concerns, but also potential personal
impacts of feeling isolated in the workplace during these times. It is noted that
internationally, extended service schooling approaches more frequently include
school holiday services and programs. This is a potential difference between
some Australian modalities of extended service schooling delivery and that
observed internationally.

In case studies where services were provided to the wider community through the
school, some noted challenges associated with people external to the school
entering the grounds. One example of this [2] was where a community pantry
was co-located on school grounds. This was described as a situation where it
was felt protocols needed to be developed in terms of appropriate restriction of
access to particular areas of the grounds.

Some schools noted the ability to access and dedicate appropriate facilities
and spaces to deliver school-based programs a challenge. Equally, however,
some case study schools discussed that an absence of existing spaces to
dedicate should not be considered a barrier to establishment. These schools
improvised with existing spaces until the model was sufficiently established such
that a case for additional space could be articulated.
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7.2. Prevalence and priority of services

The case study research and ‘principal survey’ indicate that Australian approaches to extended service
schooling have a strong focus on;

1) Addressing students’ welfare needs and education engagement, and
2) Early childhood/early intervention and primary school readiness.

There are many serious issues which impact on children and prevent them from
1. Addressing being able to participate fully in the education that is offered to them (refer Section

students’ 5.1) and therefore addressing student welfare was a common focal point. Many
welfare needs programs and strategies in existing models were aimed at increasing
students’ connection to the school, with particular attention to those
students who were most ‘at-risk’. It was noted that these needs vary greatly
between different communities and schools and, as such, the nature of the
programs and activities implemented by the schools also vary significantly. [8, 11
and 16]

v Hrere s & need 1o ook adter kids

before v can even @d’ f edveation .
(Principal, Case study 1)

Early childhood education
2. Early ) )

childhood and / or early intervention
and / or early (0-4’s) was also commonly
intervention articulated as an area of
focus for extended service
schooling. In several case
study schools, a focus on
early childhood education
and interventions was seen
as a very important means
of improving outcomes in
the longer term because it
connects both parents and
children to the education

system. [17, 20 and 23]

In addition, services and programs targeting parents were also considered important foci by case study
schools:

= Increasing parental engagement — which was described as essential to the model being able to
function adequately and deliver the outcomes that are desired. [7, 17 and 19]

= Linking parents to services — Somewhat connected to all of the above factors, the need to link parents
to social services was important, as unless the social issues they face are addressed, they will be unable
to adequately assist and support their children (students). [8, 23 and 24]
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Chart 7 records the proportion of all participating schools providing extended services across the key areas
(Column A) and the average of number of services schools provide in each (Column B). In addition, the
relative priority allocated to each area is shown (Column C) based on a constant sum question whereby
participants were asked to allocate ‘100 percentage points’ between the services they provide to indicate
priority.

Chart 7: Prevalence and priority of foci

Source:
= Column A/B: Principal Survey - All completes (n=421)
= Column C: Principal Survey - Those with the service

Survey Questions:

= Column A/B: From the list below, please type in the number of services / activities you provide or
access in each of the broad areas. (Q2a)

= Column C: We would now like to understand your school’s priorities for the 2010 calendar year in terms
of the extended services you offer. For this question, imagine that you have “100 percentage points” to
allocate between the areas you selected previously (shown below). For those that you consider to have
been a ‘higher’ priority, allocate a higher percentage and, for those which you consider to have been a
‘lower’ priority, allocate a lower percentage. You will need to allocate all 100 percent between the areas
below — it will automatically calculate the sub-total for you as you allocate your percentage points. Note
that you can allocate ‘0’ percent, but all cells must have a number entered. (Q2b)

Provision Priority
A B C
Average Average
% number of points
providing services allocated
No extended services 200 47.4 - -
Extended service in...

Student welfare and engagement 148 35.2 2.0 26.3
Family support 134 31.8 14 19.3
Recreation/sports programs 129 30.9 17 19.2
Student health 112 26.8 1.6 15.7
Literacy 88 20.6 1.9 24.2
Primary school readiness 80 19.0 1.7 20.5
Student retention and transition 75 17.8 2.1 13.2
Numeracy/maths 75 17.5 15 19.1
Transition to further edu./employment 72 17.1 2.2 16.9
Tuition/homework clubs 69 16.6 15 14.1
Adult/family learning 60 14.3 1.9 104
Early childhood learning and development 56 13.3 1.7 27.3
Science 39 9.5 14 10.0
Family health 35 8.3 1.7 6.4
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7.3.

Not surprisingly, given the discussion above regarding

the current foci, the most predominant target group for

programs and services in Australia was children,

namely those already at school (students) but also

infants and pre-school aged children. This was

articulated consistently in the case studies and

supported by the Principal's survey (refer Chart 8).

Fundamentally,

= All schools (100%) have students (in one of the
categories below) as a target audience of their
extended service schooling (not shown on the
chart below).

= Two in five (38.9%) schools target both at risk and
all students (not shown on the chart below).

= Onein five (22.2%) target only at risk students.

Chart 8: Target audience of extended services
Source: Principal Survey

The targets of the models

without this other sttt

(Principal, Case study 8)

Survey question: Who is the target of the services delivered by your school? (Q11)

(n=221)

CHART SHOWWS %

Base: Those offering the service

Base: All participants
{n=421)

All students regardless of risk
ar engagement level

At risk students
Low engagement students

All parents in school regardless of
engagementparticipation level

Students with a learning disability

Students and families from non-English
speaking backgrounds

Indigenous students and families
The community

Students with a physical disability
ar impairment

Dizengaged parents / care-givers
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7.4. The menu of program elements

The most common programs aimed at students included those relating to:

= Behavioural and learning difficulties via specialist programs and services.

= Physical and mental health programs accessed via specialist programs and service providers.

= Learning facilitation programs such as Homework, Reading and Spelling clubs to assist in lifting
educational outcomes, and to aid in the development of good study habits.

= Food provision such as ‘Breakfast Clubs’ and ‘Hungry Lunches’ to meet some of the basic needs of
students and to facilitate better educational outcomes.

= Attendance initiatives such as community ‘round-ups’ and ‘pick-ups’, provision of school clothes,
incentive schemes to overcome some of the main barriers to attendance.

= Personal and social / emotional development programs such as Student Mentor programs, and
Modelling clubs to provide positive role models and build self confidence.

= After school sport and leisure activities such as Active After School, interest and hobby group
classes, After School Care programs to improve health, provide social interaction, and reduce the time
available to undertake negative behaviours within the community.

Programs aimed at infants and pre-school aged children were mainly early intervention programs such as
playgroups and pre-schools, to build familiarity with schools and educational activities and had a dual focus
for assisting parental development.

Other targeted programs included:
= Parents - skills enhancement programs to encourage adult literacy and improved parenting skills.

= Community - programs to build community capacity, initiatives to engage the community in the school,
acquisition of funding to build community infrastructure.

=  Staff - professional development and specialist teacher training.

A menu of specific elements that were uncovered throughout the case studies is presented in Chart 9
overleaf. For each menu item, a reference to example case studies is provided such that additional detalil
can be referenced if necessary. It should be noted that this is not included as an exhaustive list of programs
and services that are currently accessible through Australian schools. Rather, it is presented as an overview
/ a ‘menu’ of the broad range of services and programs cited by the case study schools.
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Chart 9: Menu of services / activities by target audience
Source: Case studies
Note: Figures in brackets refer to the Case studies where the program/ service may be found and is explained in more detail.

Student Welfare and
Engagement

Recreation/

Student Health

Education

Students

:' Breakfast Club [2,4,8,13,15,16,17,19,20, 21,23,24]
= Lunch Club [7,20]

= Clothes/School Uniform provision [5,7,15]

= Welfare teacher/officer [18]

- School Garden [17,19,22,23,24]
" Pet therapy [8]

= Social Skills program [16]

= Case management [3,21]

= Life Skills [21,24]

Engagement

I
I
I
I
_____ : U
= Active After School [2, 11,13,22,23]

= Sports Clubs [2,10,20]

= Modelling Club [2]

= Excursions/ Camps [8,17,24]

» Music Club/ Band/ Choir/ Dance [8,13,16,20,22,23]

s Sports Development Program [10,20]

i Interest Groups/ sessions [10,17,24]

_____ = School Bus (17 _________________
» School Health Nurse [2]

= General Practitioner [2,19]

= Child Health Services [2,3]

» Vaccination clinic [3]

= Speech Therapist [3, 12,15,16,19,22]

= Occupational/ Physio Therapist [3,12,22]

= Hearing / Sight Specialists [12]

= Dental Clinic [20]

Physical health

- Chaplain [2,15,16,19]

= Pastoral care [2,15,22]

= School psychologist [2,18]

= Counselling [2,10,13,18,20,21,22]

= Behavioural Programs [8,19,21]

E! Grief Support Programs (8] . ______
' Reading/ Spelling Club [2,15]

= Homework Club [8,12,13,15,16,19,21,22]
= Specialised Learning Programs [8,12,24]
= Support Teachers [10]

= Alternative Education Program [21]

Emotional/
Mental health

Attainmen

[

A e e e

Parents and Families

= Social Worker [2]
= Emergency relief services [2,20,22]

= Passport Program [2]

= Justice Link Program [2]

= Parent drop-in/ cafe [3,22]

= Family Breakfast/BBQ [7,19]
= Wellness Centre [8]

= School Dollars Scheme [11]
= Volunteering Program [13]

- Dads group [20,24]

= Cultural activities [17]

= Ante/ post natal care [12,18]
= Wellbeing Program [17]

= Drop-in clinic [20]

= Child Health Nurse [23]

__________________________________ U

= Family Support Worker [3]

= Books in Homes program [5]

== Parents as Teachers program [11,13]

Student
Retention

Family Support

= Scholarships [7,12]

I

= Mentor/ Buddy Program [8,12,17,18,20,24]
I

- Transition Program [10]

= Attendance Program [2,12]

= Intervention/ support programs [21]

Transition

= Out of Hours Child Care [7,19,20,22]
= Vacation Support/ care [12,19,20]

I

- Young Mums Group [21]

= Transport to school [9]

i School banking [2]

= Guidance Officer [7,8]

= Parenting Programs [8,12,22]

= Hotline to Dept Housing/ Centrelink [12]
= Early Intervention Program [12]

= Non-English Speaking Support [15]

= Loan Scheme [17]

= Parent Networking [20]

= Refugee/ migrant support [20,22]

= \olunteering/ Mentoring Program [2,8]
= Community Garden [4]

= Community Liaison staff [8]

= Community Tea [16]

= Community Hall/ Facilities [7,19,22]
= Community Events [15,19]

= Community Library [23]

= Swimming Pool [23]

= Community Health Service [3,4,19]
= Health Services [12]
= Community Fitness [22]

= Attendance Program [12]

= Elders/Seniors Program [12,22]

Aboriginal Specific

-
- Aboriginal Education Officer [2, 11,20]

= Community Liaison Officer [7,
1 11,15,16,20]

- Cultural Programs [10]
1

- Arts Program [12]

1

1

1

1

1

1

- Aboriginal Teaching Assistants [4]
== Indigenous Language program [12,20]

- Aboriginal Centre [15]

E- Aboriginal Community Education officer
v [21]

Primary

School
Readiness

o Language program [13]
I
- Early Intervention Support Program [13,19]

= Mobility Officer [7]

Early
Childhood

Transition to FE/

(@)]
= £
= I
'ch
<3
—

™

= 0-4 Playgroups [2, 11,13,15,19,22,23]
E- Early C’hood Teacher [3]

N Early C’hood Assistant [3]

= Early Childhood Centre [13]

= Job link program [2]

= TAFE links/ courses [4]

= Employment Agency links

= Scholarship Foundations [5]

= Vocational Courses [5]

= Work Preparation Courses [9]

- Pre-apprenticeship Program [19]

- Special Needs Transition Program [21]

Employment

= Multicultural Playgroup [3,16]

= Teenage Mother Playgroup [12]

= Early Childhood Centre/Program [13,16]
= New Arrivals Playgroup [20]

= TAFE Outreach Program [12]
= Life Skills Program [12]

= Skills/ certificate training, computer
courses [2,11,12,13,18,19,23]

= English (2™ language) lessons [20]

 Aboriginal Playgroup [3,10]
1

= Parenting Program [3]

1

1

1

1

1
e
= Aboriginal Employment Agency link [4]
Mentoring Program [5]
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8. Models of resourcing

The Stage one literature review highlighted the importance of resourcing to the inception and sustainability of
extended service schooling. This research confirms the importance of resourcing to successful and
sustainable extended service schooling in Australia. Three common elements of resourcing were
identified: accessing funding; developing partnerships; and, allocation of full time equivalent (FTE) roles. In
most cases, it was the combination of each of these elements that was considered best practice by the case
study schools rather than the selection of, or reliance on, one in particular.

8.1. Funding to support models of extended service
schooling

Schools accessed funding from a variety of sources, and most were not reliant on a single source. In
general, the case study schools accessed as many funding sources available to them of which they had
knowledge. There were no case study schools that were reliant upon one source. Most case study schools
indicated they had ‘started small’ with their funding and had later pursued additional sources as the
programs, activities and services they provided grew in scope and participation. In some jurisdictions (eg.
Northern Territory and South Australia), the system allowed for individuals in overarching leadership roles to
have funding as a core part of their role however, in others this role was fulfilled on a more ad-hoc basis at a
school level. In these cases, it was integrated into an individual's ‘assumed role’ as the leader or driver of
the approach.

Most schools did not consider themselves to have ongoing funding at this point in time. Only one in five
(22%) schools in the Principal’s Survey stated a belief that they had ongoing funding. The Stage 1 literature
review highlighted that extended service schooling can be hampered by short-term funding. This sentiment
was echoed throughout the case study research and is discussed more fully overleaf.

The most frequently mentioned sources of funding were: National Partnerships funding; the Commonwealth
Capital Grants Program; other government funding sources; private funding sources; and, funding from
partner agencies.

National Partnerships (NP) Funding

It was widely acknowledged across the schools in the case studies that NP funding was of utmost
importance to inception, and a key contributor to sustainability, of extended service provision. While schools
consistently described a situation of its cessation as one that would likely signal the demise of many specific
initiatives, it was rarely indicated that their entire approach would collapse.

o . . v Most ot this woud not e
This is because schools access funding from a variety of sources and
while dependent on NP funding to support specific roles / functions V\(LPP@V\'\Y\@ without the National

within their model, this funding alone is insufficient to sustain the way P orships ‘h/hd'lh which hos
many of the models are operating. Thus, out of necessity, many P @

schools attempt to source funding and establish partnerships as bult on owr C(LPM.\M 1o foke on
widely as possible. W\ZS@ PO«Y‘I'MVSV\'\PS..."

(Principal, Case study 17)
& social research 39



This aside, case study schools place high value on NP funding and consistently mention that its presence
has been one of the more significant facilitators of sustainability — having reinvigorated the school’s model of
extended service provision in many cases. A key strength, and differentiator (relative to other potential
funding sources), of the NP funding model was its flexibility to be utilised as considered most appropriate by
the individual school, rather than prescriptive and/or restrictive guidelines on its use. [1, 7 and 16]

Commonwealth Capital Grants Program .3 [the additional

The Stage 1 literature review highlighted the need for resourcing in the form of  space] has mwd/, o

Iidequate site-related costs. In sjome cases, the Commonwealth C.apltal Grants bi @ diHmn Ce l‘|'
rogram had been used for this. Many case study schools discussed the

Commonwealth Capital Grants program as key to the sustainability and success of {'M\S less {ld hhoc ﬂ'

their extended service provision and a core element of their funding. This is has YZ.W\\/‘\@OY{Lﬁd

because it has allowed them the physical space to allocate partner agencies to )

conduct activities which, in turn, gave their model a sense of permanency and Nerqﬁ\m@..."

structure. (Principal,
Cace <tiidv 1)

Other Governmental funding sources

Schools seek funding from those sources where they hold existing knowledge. Local or State Government
programs such as Innovative Community Action Networks (ICAN) and the Flexible Learning Options (FLO)
funding system in South Australia were examples where a flexible funding model was cited as key to the
provision of extended service schooling. [20 and 21]

A number of schools reported applying for funding for specific programs such as After School Care, while
others had attained special-purpose grants for one-off things like school gardens, facilities, equipment, etc.
[4, 10 and 20] It was also reported in a small nhumber of locations that local initiatives such as
Neighbourhood Renewal programs augmented the funding provided under the National Partnership by
providing new facilities. [17 and 18]

Private funding sources

A number of Principals reported they had successfully sought
and attained funding from private sources for particular
programs, ranging from simple sponsorship of events to large
pools of funding for building works. [5 and 14]

Partner funding

Many partners contribute funding to extended
service schooling approaches in Australia, and are
therefore a critical component to many of the
extended service models. Further detail on
partnerships is provided in Section 8.2 of this report.

ve xternal £ unding) s fundaumentnl

.and Joint owinership is critical”
(Principal, Case study 2)
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The challenges of funding

The perceived challenges associated with funding were two of the most frequently agreed barriers to
adopting an extended service schooling approach among schools that were not currently classified as
extended service schools in the ‘Principals survey’. Nearly all of these schools agreed that the cost
associated with implementation and maintenance (time and financial) was a barrier to their school’s provision
of extended services (98%), and a similar proportion (96%) agreed that that the ability to source ongoing
funding was a barrier.

Case study schools consistently articulated that funding was a challenge and described three challenges
associated with this: competition for funding sources; the inconsistency of funding received; and the
complexities associated with locating and applying for funding.

Some case study schools cited a perception that it was the same pool of welfare
Competition money being distributed across different agencies and schools. In turn, it was

VS. felt that this did not foster a collaborative approach as agencies and schools
collaboration

attempted to protect, and grow, their own pot of money. That is, this approach was
described as one which fostered competition between schools, rather than
collaboration.

Inconsistent funding was considered a critical risk factor by many Principals,
and only one in five (22%, ‘Principal Survey’) indicated they had consistent funding.
Inconsistency In the case studies, Principals articulated that the results of this inconsistency were
not only an ad-hoc approach to managing the school’s services and activities, but a
sense that the program lacked coordination and longevity. In turn, this was thought
to potentially impact internal support for, and external participation in, the activities,
services and programs.

The process of locating potential sources, and "~~~b@ the time @W"/@
applying for funding, were considered complex and done HM &PP\\CM’]DY\
Complexities sometimes arduous by several Principals. It was )
noted that with practice and familiarity, the process did and @\/@H/JH/\W\@ else
become easier.  However, this is nonetheless 1’\/\@@ want, VJUU MM

suggestive that schools which are required to
. . . s wel have donaded
independently apply for funding may benefit from

process assistance from within their respective W\@ YV\OMVJ qowsahc..."
sectors. (Principal, Case study 9)

At the time of authoring this report, it is noted that there is an Australian Government review of funding
(commencing in 2010 and concluding in 2011)*. Given that National Partnership funding is a finite resource,
it may be appropriate for the Australian Government’s review to include consideration of the need for
increased funding to support extended service schooling initiatives to address the needs outlined in this
report — including integrated services that engage parents in the early education of students, and those
which co-locate needed services to disadvantaged young children.

*(http://www.deewr.gov.au/Schooling/ReviewofFunding/Pages/default.aspx).
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8.2. Partnerships to support models of extended service
schooling

For the purposes of this research, partnerships were defined as “any collaboration with a Government or
non-Government agency in order to deliver a service or activity. It does not necessarily need to be funded or
have formalised objectives. It excludes partnering with a neighbouring school for sports carnivals, swimming
carnivals etc.”

This research suggests that partnerships are a core component in the way extended service schooling
is resourced in Australia. Nearly all schools (94% - ‘Principals survey’) delivering extended service
schooling indicate they do so with partnerships as part of their approach. Such partnerships were
considered essential by the case study schools because: they provided access to new and specialist skill
sets, and therefore broadened the depth of potential services that could be delivered; they helped
ease the burden of sole reliance on school staff to deliver the services; and, in turn, created an
approach that was more sustainable.

Chart 10 illustrates that currently in Australia:
= Partnerships with community based organisations are the most prevalent.

= However, one third of schools providng extended services (32.4%) have partnerships with business and
industry.

= Schools cite partnerships with local Government authorities more frequently than those with
Commonwealth and state Government departments. However, this is potentially a function that funding
arrangements with Commonwealth and state Governments (if referring to the respective education
sector departments) are not considered ‘partnerships’ per se, as they exist within the same sector. It
does, nonetheless, indicate the prevalence of partnerships with local Government authorities.

Chart 10: Types of partnerships
Source: Principal Survey

Survey question: And, does your school provide these services either fully, or in part via engaging in
partnerships? (Q6)

% of all % of those with
respondents partnerships
(n=421) (n=207)
No partnerships and /or no extended services 51" -
No partnerships (among those with services) 6 -
Partnerships with...
Federal Government 15 31
State Government 14 29
Local Government 22 46
Community based organisation 39 79
Not for profit agency 26 53
Early Childhood Services 14 28
Business and industry 16 32
Further education providers 17 35
Neighbouring schools 23 a7
Other schools (not neighbouring) 10 19
Community language schools 10 20

" This assumes those respondents who do not offer extended services do not have partnerships.
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Charts 11 through 18 provide examples of the types of agencies schools have established partnerships with
in each jurisdiction. This is an indicative, rather than exhaustive, list of partner agencies and is populated
from the case study discussions. These menus are not differentiated by sector because it was felt that the
partnerships were similar between sectors.

Chart 11: Menu of partnerships — Australian Capital Territory
Source: Case studies

Australian Capital Territory

Federal Government Australian Federal Police

State Government State Government, Department of Education, Department of Education and
Training

Community based organisation and | Companion House, Salvation Army, The Smith Family, Red Cross, Noah'’s

not for profit organisations Ark Family and Community Centre, Lions Club, YWCA, Kulture Break, Local
Scouts group, Belconnen Community Services, Woden Community
Services

Business and industry Local Businesses

Further education providers Canberra Institute of Technology

Chart 12: Menu of partnerships — New South Wales
Source: Case studies

New South Wales

Federal Government Federal Government, Astronomy Society, Australian Sports Commission,
FaHCSIA, Child Support Agency
State Government State Government, Department of Education and Training, Aboriginal Health

Services, Health Department, Families NSW, Department of Ageing,
Disability and Homecare, Department of Community Services, Department
of Housing, Land Council, Greater Area Western Health, Norta Norta
Learning Foundation, Child Adolescent Mental Health Services, NSW
Police, Community Health

Local Government City Council
Community based organisation and | Red Cross, Anglicare, Benevolent Society, Centacare, Smith Family, Uniting
not for profit organisations Care, local Church, Care West, Stewart House, Mission Australia, Youth

and Family Service, National Aborigines and Islanders day Observance
Committee, RSL, Rotary Club, Lions Club, [Area] SkillShare

Business and industry IGA, Myer, Bushwahzee

Education providers Universities, high schools, pre-schools, TAFE, other schools (including
those catering for behavioural difficulties)

Chart 13: Menu of partnerships — Northern Territory
Source: Case studies

O e e O
Federal Government Federal Government, Centrelink
State Government State Government, NT Police, Department of Education and Training, NT
Department of Families and Children
Local Government Local councils, local ranger
Community based organisation and | Red Cross, The Fountain for Youth, The Clontarf Foundation, Child Safety
not for profit organisations Service
Business and industry Local clinic, Energy Resources Australia
Further education providers Universities
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Chart 14: Menu of partnerships — Queensland
Source: Case studies

Queensland

Federal Government

State Government

Local Government

Community based organisation and
not for profit organisations

Business and industry

Further education providers

Federal Government, Indigenous Schools Assistance

State Government, Catholic Education Office, “Get Set for Work” Program,
Mooroobool Community Centre

St Vincent de Paul, Centrecare, Smith family, Anglicare,

Westfield
James Cook University

Chart 15: Menu of partnerships — South Australia
Source: Case studies

South Australia

Federal Government
State Government

Local Government
Community based organisation and
not for profit organisations

Business and industry
Further education providers

Federal Government

State Government, Catholic Education Office, Health Department,
Department of Health and Ageing, Department of Education and Children’s
Services, Child and Family Health Services, Department of Families and
Communities, DECS, Child and Youth Health, Office for Recreation and
Sport, [Area] Health Services, Multicultural Youth Services, Aboriginal Early
Years Liaison Officer, Child Adolescent Mental Health Services

Local council

Foodbank, St Vincent de Paul, Save the Children, Anglicare, Uniting Wesley
Care, Centrecare, local Church, Western Futures, Boystown, Australian
Refugee Association, Community Bridging Service, Heart Foundation,
Playgroup SA, Catholic Church Office, Wyatt Trust, Adopt a School,
Community sporting groups

Coles/Myer

Universities, TAFE, local Adult Learning College

Chart 16: Menu of partnerships — Tasmania
Source: Case studies

Tasmania

Federal Government
State Government

Local Government
Community based organisation and
not for profit organisations

Business and industry
Education providers

Federal Government, Centrelink

State Government, Department of Education, District Health Service,
Department of Health and Human Services

Local Government councils

St Giles, Ronald McDonald House, Northern Children’s Network, Youth
Centre, Neighbourhood House, Smith Family, Anglicare, FUTI POP, local
Churches, State Library of Tasmania, Aboriginal Elders, Rotary Club, Police
Citizens Youth Club

Local businesses, local bakery, Bedfords, Central Mission, EFM, WEA
Universities, Polytechnic College, neighbouring schools, local Early
Learning Centre
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Chart 17: Menu of partnerships - Victoria
Source: Case studies

Federal Government
State Government

Local Government
Community based organisation and
not for profit organisations

Business and industry
Further education providers

Community Health, Autistic Service, FaHCSIA

State Government, Department of Education, Victorian Ministry of
Education, Child First, Department of Human Services, DEECD, Community
Neighbourhood Renewal, School Focused Youth Service, VICSEG, Dental
Hospital, CAMHS, North West Mental Health

Local council

World Vision, Uniting Care, Anglicare, Salvation Army, St Vincent de Paul,
Stewart House, Frankston Library, Ardoch Youth Foundation, Melbourne
City Mission, Stephanie Alexander Kitchen Garden Foundation, Fusion
Australia, Wellbeing Wendouree Inc., St Johns Ambulance, Noah’s Ark Inc.,
Variety Club, [Area] Community House and Learning Centre

Safeway, Uncle Toby’s, Melbourne Symphony Orchestra, Foodworks
Universities

Chart 18: Menu of partnerships — Western Australia
Source: Case studies

Federal Government

State Government

Local Government

Community based organisation and
not for profit organisations

Business and industry

Further education providers

Western Australia

DEEWR, ARACY

Aboriginal Health Services, Department for Child Protection, CAMHS, Vision
Education Services, [Area] Health Services, Health Department, Disability
Services Commission, Strong Families, LotteryWest, Prisons, Department
of Education, WA Police, Regional or Local Education Offices,
Commissioner for Children and Young People, Child and Adolescent
Community Health, Vision Education Service

Local Government councils, Champion Centre

EarlyEd Support, Crossways, Wirrapinda Club, Community Development
Foundation, Read Write Now, Fogarty Foundation, Foodbank, Minawarra
House, Yorganoop, Therapy Focus, Parkerville, Save the Children, Telethon
Institute for Child Health Research, Community Link and Network WA Inc,
Protective Behaviours WA, Cancer Council WA, DSF Literacy Services,
employment agencies, The Edge of Nowhere Foundation, The Jimmy Little
Foundation, Bluearth Foundation, Communicare, Starick Services, Red
Cross, Playgroup WA, Community Link and Network WA Inc (CLAN)

Local GPs, local orchards, Commonwealth Bank

Universities, TAFEs

Management of Partnerships

Charts 19 and 20 highlight two key learnings in relation to the initiation and management of partnerships:

In many cases, schools initiate partnerships themselves and thus, it is important that the challenges
associated with forming partnerships at a school level are acknowledged. These are discussed further

overleaf.

In addition, clearly defined objectives are not always created during the formation process and
therefore, the challenges associated with evaluation, accountability and review also need to be

acknowledged.
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Chart 19: Initiation of partnerships

Source: Principal Survey

Survey question: Were these partnerships initiated by the school or by the agency / partner? (Q8)

CHART SHOWSS <

MNeighbouring schoals

Further education providers
Early childhood services

Other schools (not neighbouring)
Business and industry

Mot far profit agency

Community based organisation
Local government

Federal government

State government

Community language schools

Base: Those offering the service

Base: All participants

[ Initiated by  [|Initiated by
the school

(n=109)

(n=183)

(n=87)
(n=73)
(n=58)
(n=40)

(n=67)

(n=94)
(n=55)

(n=60)

(n=42)

[JUnsure /
don’t know

the agency

[l Does not have this [ Do not provide this
partnership extended service

Chart 20: Defining of objectives within partnerships

Source: Principal Survey

Survey question: Are there defined objectives of these partnerships? (Q9)

CHART SHOWS %

Base: Those offering the service

(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)

(n=421)

Base: All participants

MNeighbouring schoals

Further education providers
Early childhood services

Other schools (not neighbouring)
Business and industry

Mot for profit agency

Community based arganisation
Local gavernment

Federal government

State government

Community language schools

(n=97)
(n=73)
(n=58)
(n=40)
(n=67)

(n=109)

(n=163)
(n=94)
(n=63)
(n=80)

(n=42)

(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)
(n=421)

(n=421}

[ Clearly defined [JInformal
objectives

[INo

objectives

objectives

B Does not have this [ Do not provide this
partnership extended service
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The challenges of partnerships

The case study schools consistently expressed several challenges of partnerships. These included acquiring
the staff skill sets to pursue and establish partnerships at a school level; finding the human resources
required to form partnerships; the evolving nature of partnerships and; the low levels of awareness in some
schools for departmental support structures in pursuing partnerships. These are discussed more fully below.

Absence of
necessary

skills at a
school-level

Competing
demands for
resources

Evolving needs

Absence, or low
awareness of

support
structures

Several schools articulated that they / their staff were not trained in the
pursuit and establishment of partnerships. This lack of training, it was felt,
meant that the partnership process involved considerable time up-front to learn
the new skills required, as well as ongoing time on their behalf. This was a
challenge for schools as it meant they were necessarily juggling the day-to-day
demands of their job descriptions with these additional tasks.

The model adopted in the Northern Territory (for schools in Remote Service
Delivery Locations) was noted as an approach that alleviates this problem for
schools.

Linked to the discussion above was
the perception that schools actively
pursuing partnerships often
needed to do so at the expense of
what has historically been
considered their ‘core business’.
In many case studies, the Principal,
or a senior staff member, assumed
this role in addition to their FTE
responsibilities.

Partnerships were considered an
element of most models which
required continual evolution and

exploration of new opportunities "PM’MYSWPS fake o \on@ fime

to _add_ress changing needs and ne_w H/\Zlﬁ | sl and build over ﬁYV\Z
objectives of the model. That is,

there is not a ‘set and forget W(ﬂ need 1o develop na.Jruml\q."

mentality in relation to partnerships. (Principal, Case study 2)

Because of this, they were not considered something for which an up-front
investment in time would suffice. Rather, the demand on time resources to
maintain and evolve them was considered ongoing.

Several case study schools articulated the perception of little Governmental
support to assist schools in the identification and formation of new partnership
areas. This meant that they were initiating, driving and managing the process
themselves.
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8.3. School-level full time equivalent (FTE) resourcing to
support extended service schooling

Many case study schools utilised funding and grants to finance FTE, or part FTE positions, within
their schools that were linked to their extended service schooling approach. These were considered
essential by many of the case study schools, and a key to sustainability of their approach.

Coordinator roles

One of the most common roles funding was used to finance was that of a coordinator role. Having an
individual in a coordinator role was seen to have a number of benefits:

= Sharing responsibility between a coordinator and Principal for maintaining the model was felt to
increase the likelihood of sustainability.

= Having a dedicated contact to connect with partner agencies, seek new partnerships, and submit
grant applications to obtain funding was felt to increase efficiencies.

= A dedicated role was felt to provide a greater sense of permanency to school staff and to parents of
the school’s long term commitment extended service schooling.

= The coordinator role was also described as one that facilitated building deeper relationships with
parents and children, helping to bridge the gap between the home and school. In turn, this assisted in
the identification of “at-risk” children and their families (oftentimes as part of a case management-style
approach) through linking them with the services they need.

In most cases, this was not a 1.0 FTE position and ranged from 0.2 FTE to 0.4 FTE. This role was frequently
funded via the National Partnerships allocations.

Specialist roles

A large number of the case study schools utilised relationships with partner organisations to gain access to
various human resources, including healthcare professionals (e.g. nurses, occupational therapists), mental
health professionals (e.g. psychologists), and student and family support (e.g. social workers, Chaplains). In
some cases, it was used to increase a specific part-time role in the school that was already externally
funded. One example would be the ability to have a Chaplain on site 0.8 FTE instead of 0.4 FTE.
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9. Monitoring and evolving the
approaches

Extended service schooling in Australia is evolving. Most case study schools articulated that their
approach to extended service schooling had consistently and incrementally evolved since inception.
Flexibility to evolve and respond to changing needs is considered central to success and
sustainability. [7, 15 and 22] In most cases, the evolution of approaches occured to:

= address changing student needs and/or address negative student behaviours;
= improve the school’s effectiveness;
= address changing community / family / parent needs; and/or

= address changing staff needs (e.g. addressing some students’ negative behaviours so that teachers feel
better supported and better able to achieve education outcomes for all students).

Evolution was also linked to several factors other than dealing with issues:

= serendipity — for example, because a staff member had heard of, or brought with them, a new idea,
strategy, program that might achieve something positive in that locality.

= new partnership formation - bringing different expertise, ideas or innovations to the model.
= access to additional funding - allowing refinement, extension or modifications.
= new school Principal - bringing different expertise.

= school reclassification - via changes to Government policies and programs resulting in a change in
funding arrangements, or additional funding to address patrticular issues. [4, 5 and 15]

Importantly, throughout the case studies, it was evident that the
ability to evolve was important, but only possible if the model

had a clear leader and driver with sufficient time to employ ) Ay Yy W)y B 1,
proactive thinking to ensure the model continued to address 4 <7 =7 =4
the needs of the school and its community. T T T 4T &
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9.1. The role of review and evaluation

Ongoing review and evaluation was considered an important mechanism for ensuring the evolution
of schools’ approaches which, as described previously, was considered critical to success and
sustainability. In addition to this, the presence of review and evaluation was linked to the ability to form
new partnerships and source additional funding via the creation of a ‘body of evidence’ surrounding the
efficacy and outcomes of the approach.

Three quarters (76%) of participating schools in the ‘Principal Survey’ recorded that they have evaluated and
reviewed the model. Chart 21 records the individual stakeholder groups that schools involve in the review
and evaluation process. The most frequently cited source during the review and evaluation process were
teachers (78% core component), followed by school information and statistics (60%) as well as parents

(55%) and students (49%).

Chart 21: Involvement in review and evaluation process

Source: Principal Survey
Survey questions:

e |s there review and / or evaluation of the model in your school? (Q18)
Please select the level of involvement of each of the below in terms of review and evaluation of the

model (Q19)

CHART SHOWMS %

Teachers

School information/statistics
Parents

Students

Local stakeholders

The school's governing body
Community information/statistics

Local organisations

Base: Those offering services
(n=221)

Base: All participants
{n=421)

Local businessesfindustry m 25 | 70
The broader comrmunity ﬂ 42 | 50
Cther schoals 32 | 64
H
B A core [J&n included Mot [l Does not review [ Do not provide
component component, but included extended services

not core

M social research

50



The forms of review most consistently identified were relatively informal in nature. There were several
reasons for this which most commonly related to the absence of clearly defined review processes; the
differences in evaluation criteria between agencies; the challenges of measuring the impacts and outcomes
of extended service schooling; and, the difficulties in achieving meaningful evaluations of longer-term
objectives. Further discussion is provided below:

= Absence of clearly defined review processes — It was articulated that there were no set mechanisms
for evaluation that could be easily utilised by schools and that evaluation mechanisms (if implemented)
would need to be individually developed at a school-level. Given that schools typically do not have staff
members with research and evaluation backgrounds, this presents a challenge for schools in terms of
developing evaluation criteria that will capture their approaches efficacy and impact.

= Differing evaluation criteria — Those models incorporating FTE allocations from other Government
agencies noted that the requirements for evaluation were different depending on the agency of
employment. For example, a clinician funded at a school by the Department of Health would be required
to submit health-level indicators, whereas the education sector would be more likely to require
education-specific evidence. This was noted to complicate evaluation design by the case study schools.

= Difficulty in measurement - It was

consistently mentioned that the use of
NAPLAN as a primary indicator of success "I [NAPLAN] is 10 the exclusion of the need to

overlooked the long-term objectives of ook oftzr Hhe needs of He whale child

extended service schooling approaches and i . .
1 1]
their expansive set of objectives are broader d—ls h01' V\/YUY\@, d—ls JUS{' (n over empha&s.

than NAPLAN testing. However, it was equally (Principal, Case study 1)
acknowledged that the very nature of the
model’s objectives results in an intrinsic
difficulty to accurately determine efficacy.
Thus, getting the ‘measures right' from the
outset is critical, and schools acknowledge
they do not possess the necessary skill sets to
achieve this.

= The long-term nature of the model’s
objectives — Many of the models would be
considered long-term in relation to both their
thinking and objectives.  However, it was
expressed that many funding opportunities
require evidence-based data at more regular
intervals linked to funding periods.

The literature on extended service schooling — both in Australia and internationally — supports this finding
and describes the process of measuring their outcomes as a complex undertaking because of the multiplicity
of issues they are trying to address and the breadth of objectives.

The challenges of evaluation aside, its importance was consistently articulated given its potential to
influence future funding via existing partnerships, and the ability of evidence and data to attract
additional funding. The development of guideline materials for schools to access in terms of evaluation
methods and options should be considered a priority to ensure that schools are able to maximise the efficacy
and sustainability of their extended service schooling approach.
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9.2. Perceptions of success

The fact that there are no clearly defined review processes or evaluation criteria for extended service
schooling; that different Government agencies involved will have different evaluation criteria; that the
objectives of many extended service schooling approaches are both varied and complex and extend
considerably wider than educational outcomes; as well as that extended service schooling is considered by
many schools to focus on longer-term outcomes, impacts on a school’s ability to review and evaluate — and
therefore, their ability to determine the ‘success’ of their model.

As shown in Chart 22, despite these challenges, the majority of schools participating in the ‘Principal’s
survey’ (a range of 73% to 98% depending on the objective) subjectively considered themselves
‘successful’ (rating of 5-7/7) in achieving their objectives. This was echoed by the case study schools,
which were able to cite many observed examples of the differences they were making to the lives of
children, parents, school staff and their local communities. This is a heartening result in that schools
providing extended services generally feel they are making achievements across their objectives, despite the
challenges associated with evaluation.

Three objectives recorded a significantly higher proportion of perceived success than average and these
were:
= Student outcomes — education: 30% rating ‘7/7 — we have been highly successful on this objective’

= Transition to employment, further education or training: 25% ‘7/7’

= School culture and social capital: 23% ‘7/7’

Chart 22: Perceived success in achieving objectives
Source: Principal Survey
Base: The schools who have that underlying objective

Survey question: For each of these objectives, to what extent — in your personal opinion — have they been
achieved? (Q14)

CHART SHOWS %

School culture and social capital ‘ 23 ‘ (n=174)
Parents / care givers 43 ‘ 11 ‘ (n=120}
Student outcomes — education ‘ 30 ‘ (n=188)
To reduce barriers to student learming 37 ‘ 15 ‘ (n=170)
Teaching and support staff A7 ‘ 8 ‘ (n=82)
Building communities ‘ 17 ‘ (n=132)
Connecting the schoal to community 31 ‘ 15 ‘ (n=143)
Connecting the school to 'home' ‘ 16 ‘ (n=140)
Parental engagement 34 ‘ 0 ‘ (n=144)
Health and wellbeing 36 ‘ 2 ‘ (n=130)
Transition to employment, fu_rt_her 25 ‘
education or training (n=86)
[J1-We have notbeen []2 [H3 [l4-We are yetto 5 [6 []7-We have been highly
successful on this ohserve success on successful on this
ohjective this objective ohjective
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9.3. Evidence of success

As discussed previously, most of the case study schools adopted a relatively informal approach to evaluation
and clarified that their current approaches to measuring success were ad-hoc. These schools did not
necessarily consider their approaches to evaluation ‘good’ or ‘best practice’.

It was noted that some schools commission more formal evaluations via external agencies for specific
components of their extended service schooling and had developed ‘Evaluation Advisory Teams’ comprising
school staff [3]. However, even the challenges of these were noted in that they lacked ‘baseline’ data as well
as the difficulties experienced in identifying, and collecting data, on the ‘right’ measures to provide evidence
of success. This, as described by schools, was experienced because they do not hold the necessary
evaluation skills to design such research studies. Just as importantly, they do not have the necessary
resources to up-skill, nor to implement, them.

In some cases [1], evidence can be provided for up-lifts in attendance or declines in behavioural
management issues. However, even these sets of data were quickly caveated by discussions that there
were almost certainly other external influences on these data sets. Therefore, isolating the impact of their
approach was considered difficult, regardless of the evaluation technique employed.

In most cases, the indicators for success were considered ‘small’ and ‘individual’ rather than observations of
sweeping changes in data — it was more about celebrating the ‘small wins’. Importantly, however, this was
potentially because many of the approaches were in their relative infancy (most, less than 5 years) and the
long-term nature of their objectives did not, therefore, enable significant and sustained data changes.
Evidence of these ‘small wins’ was typically uncovered via discussions between teachers, case study teams,
school leadership teams as well as from parental feedback. It occurred more consistently via an
unstructured and qualitative manner, rather than via a more structured evaluation.

There were many of these examples given throughout the case studies which illustrated ‘success’. Some
were linked to changes observed among specific children, however, there were also ‘school-level’ successes
that were discussed by school staff and parents alike which related to children, parents, school staff and the

broader community. Some examples are provided below. /g found 'd—ls been ¢S 1,0 VV\M'

wids vealy want 1o be here, other people thvoupn the Qchoo\, s
and 1‘\/\4@ vst the sclhool . apod for isolated mofhers, o bit of o
(Parent, Case Study 12) Wb and the parents are \/Hq
supportive UE e anotrer ..

(Parent, Case Study 14)

" sends o positive
message 1o the
commun‘n’rv) and making

the entire commun‘n’rv)
¢dl volved .

(Parent,

Case Study 16)

"we are oble o feach and do
what we axe trained 1o do and
not hawe 1o spend ages Sitting on
the end of the phone o o Case
manaser wen we shoud be
feaching ..
(Teacher, Case Study 16)
The breadth of perceived outcomes from these models are discussed in considerably more detail in
Chapter 10. There are undoubtedly many enablers and barriers to the successes that are reported, and
these are discussed in Chapter 12.
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As noted in the Methodology section of this report, a Path Model was developed from this data. The values in
the model below indicate the explained variance of the particular components of the Path Model. For
example, 54% of the variation in student outcomes is explained by the following path model. As referenced
previously, with regards to the model’s overall significance, this model yields a chi-squared statistic of 10.56
with 5 degrees of freedom and a probability of 0.06 from the sample size of 221. This test statistic indicates
that the fit of the data to the hypothesised model is adequate.

The model identifies the following direct effects which help to explain the relationships of success:

= The more successful a school considers itself in reducing the barriers to student learning, and building
school culture and social capital, the greater its perception of success in student outcomes. That is, the
more successful a school is in reducing learning barriers and building school culture the more
likely they are to experience success in improving educational outcomes.

= The perceived success of building school culture and social capital is positively influenced by the
perceived success of reducing barriers to student learning. That is, the more successful a school is
in building school culture and social capital, the more likely they are to experience success in
reducing learning barriers.

= The perceived success of services that reduce barriers to student learning, and of services that focus on
building school culture and school capital are positively influenced by success of services that focus on
building communities. That is, the more successful a school is in delivering services that build
communities and school culture, the more likely they are to experience success in reducing
student learning barriers.

= The perceived success of services that reduce barriers to student learning is positively influenced by the
success of connecting the school to home, and perceived success of health and wellbeing services.
That is, the more successful a school is in connecting the school to home and delivering health
and wellbeing services, the more likely they are to experience success in reducing learning
barriers.

In addition to these direct (unmediated) effects, this model has several indirect (mediated) effects. For
example, the perceived success of delivering health and wellbeing services has an indirect effect on the
perceived success of student outcomes via the perceived success of reducing the barriers to student
learning and the perceived success of school culture and social capital.

0.48

0.54 Preceived success of
0.48 services that focus on

Preceived success of building communities

student outcomes

0.31 Preceived success of
4«—— | services that connect 0.45
the school to ‘home'

Preceived success of
health and wellbeing
being services
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10. Effectiveness / outcomes

The literature points to several outcomes that can be achieved via extended service schooling approaches.
Most often, it suggests that the child is ‘at the centre’ of the benefits received and that the outcomes among
children extend considerably beyond improvements in educational attainment. However, outcomes are
reportedly also observed among parents and care-givers, schools and local communities.

As previously discussed in Section 9.1, measuring the effectiveness of extended service schooling has — to
date - not been undertaken in any systematic way by the case study schools included in this research. The
most obvious means of comparison for schools is tracking performance on curriculum-based measures such
as numeracy and literacy achievements (NAPLAN) and measures such as enrolments, attendance rates and
service encounters. Those data are readily available. What is not available is any evaluation of whether the
strategies and interventions are effective at achieving what they were intended to achieve. Given the
severity of the issues that some students need to overcome in order to attend to their schooling, it is obvious
that it is likely to be a long time before real changes can be observed, or more pertinently, measured in a
tangible, empirical way.

It is important to note here that the types of interventions that have been devised to address the issues
identified throughout this research, are not curriculum based. It is therefore not easy to measure outcomes
in a tangible, meaningful way. It should be reiterated that the outcomes reported in this section of the report
are all anecdotal and observational. This aside, the most frequently reported outcomes by the case study
schools are behavioural improvement of children; social skills development and school transition; educational
improvements of children; parental access to services and capacity building; integration of the school to it’s
local community; an improvement in the school’s reputation; and, improvement in teacher morale. There are
discussed in more depth below.

An improvement in student behaviour since implementation of their extended
1. Behavioural service schooling approach was widely reported by the case study schools
(by 15 of the 24 case study schools). Some schools claimed this was evidenced
in the classroom by students being less disruptive and resulted in teachers being
able to better attend to their role as educators. Other schools reported an overall
reduction in suspension rates and greater stability inside and outside the classroom.

[5, 8 and 14] e kids' behaviowr is
better becowse theny have
been pjven tre tools Hf\eq

needed 1o express

while in their home and in their community, as W\(&W\SZ\\/ZS W\d e W,Md "
well as while in school. [1, 9 and 19] (Parent, Case study 16)

improvement
of children

In some case studies, it was noted that there was
also an improvement in the behaviour of children
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2. Social skill

development and
school transition

3. Educational

improvements of
children

4. Parental
access to

services and
capacity building

More than half of the case study schools (15 of the 24 schools) cited an
observation that their extended service schooling approach had resulted in
improved social development of children.

In some schools, this was because their approach had provided existing students
additional opportunities to socialise with each other, learn positive social skills and
build social networks. In other schools, the sociability aspect related more to
providing new students with avenues to quickly integrate into the school’s culture.
In schools that provided early learning (0-3s) programs, this element was also
referenced in relation to school readiness. [2, 14 and 24]

An improvement in educational attainment was also reported widely by the
case study schools (14 of the 24 case study schools). For some schools this
was not just performance in literacy and numeracy tests but also improved
numbers of students completing higher levels at school when they would (or, so
hypothesised) otherwise have left school. [1, 7 and 16]

Educational improvements in the case study schools also, however, included
discussions around observing more positive attitudes towards learning which
drove increased engagement in the classroom, a ‘levelling of the playing
field’ among the student cohort and reaching “at risk” children, as well as
learning life skills as a result of broader experiences and exposure to a
variety of programs, services and adult role models.

Ten of the 24 case study schools discussed that their extended service
schooling approach had increased the number of parents that were linked to
services. In most cases (but, not all), it was also discussed that parents were
also following up on their appointments. [2, 14 and 24] This increase in service
access was related to an increase in the ease of physical access and, just as
importantly, a reduction in the attitudinal barriers to access.

This access to, and participation in, the programs and services was felt to
contribute significantly to capacity building among parents and this was also
considered an important outcome of extended service schooling by the case study
schools. [3, 16 and 18]

In addition to capacity building, increased access to services by parents was also
felt to ultimately increase their engagement in their child’s school. [7, 11 and
19] The benefit of parental engagement in schools is a topic that is discussed
frequently in education literature. Within this literature, there is general consensus
that parental engagement yields considerable emotional, social and behavioural
benefits to children which, in turn, influences their likelihood of educational
attainment. It is noted that parental engagement is a part of the Australian
Government’s National Partnerships.
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Around half of the case study
CACGIEUCLE M schools (11 of the 24 schools)

school to local discussed that their extended
community

service schooling approach had
assisted in integrating the school
into the community by providing
greater access, and by bringing
resources ‘back’ into the
community.

There were often strong views that the
school had contributed to its local

community, with some case study "H' (the SCTOO hais @'\\/Zh HM
schools reporting they felt their

extended service schooling approach ne]@!/\bowlnuud Pﬁdz W‘d bm‘%w—
had reinvigorated  the  local fppsther people from all different

neighbourhood, community spirit and
]
provided the community with a source ka@YWV\dS and Culfures.

of pride. [3, 11 and 23] (Parent, Case study 17)

An improvement in the school’s reputation was noted in around half of the
e uaee case study schools (10 of the 24 schools). An increase in the school’s
in school reputation was felt to have a number of outcomes — from increasing its attraction
reputation as an employer, to increasing pride in the school and decreasing vandalism of the
school, as well as increasing enrolments in the school. [7, 9 and 15]

It was reported that low staff morale is traditionally associated with stress and
feelings of powerlessness. Engaging teachers in the development of extended
service schooling and providing them with appropriate support and professional
development opportunities as required was described as something that enabled
‘teachers to teach’, and encouraged innovation and job satisfaction.

7. Improved
teacher morale

A successful extended service schooling approach was described as one that
enabled teachers to see improvements, thereby increasing morale and enhancing
the positive school culture. [16, 18 and 23]
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The discussion that follows provides a more detailed analysis of the perceived outcomes of extended service
schooling. Chart 23 below summarises the breadth of outcomes that were observed by the case study
schools as a result of adopting an extended service schooling approach. As with the broad objectives of
extended service schooling, the child is most frequently at the centre of the outcomes. However, there are
also benefits to parents, local communities, schools and their staff, as well as economic benefits.

Chart 23: Perceived outcomes of extended service schooling
Source: Case study research
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10.1. Student outcomes

Not surprisingly the most often reported outcomes were student related, and these are discussed below.

Improved
classroom
behaviour

Improved
behaviour at
home

Improved
behaviour in the
community

Social skill
development

Improved

educational
outcomes

An improvement in classroom behaviour was noted by Principals, school
staff and also parents. This was often supported by anecdotal discussion
around reduction in suspension rates and detentions however schools often did
not have these statistics readily on hand. [1, 5 and 11]

Some parents also noted that their child’s it kids are L"a“PP‘ﬂ o school,

behaviour had improved at home as a result W\@VJ are wore velaxed and
of their child’s (and their own) access to WLPP@ 0,1' L

additional services and programs via the school.
[1, 14 and 19] (Parent, Case study 19)

In the case study schools where there oW, o See Hem n He

was an improvement in behaviour at .
S commund'q and Wq'm cam — the
home noted, there was also discussion of

the perception that children’s behaviour N V\IM H/\eq are n SChool.
had improved while in the community. (Parent, Case study 1)
[1,9 and 19]

The social development of children was previously described as one of the more
prominent perceived outcomes of extended service schooling. This was in
relation to their ability to transition in to the school (for those in primary schools
who had participated in early years programs); the ability to build social
networks for new and existing students; and broad development of positive
social skills.

In a smaller number of case study schools, it was also stated that the extended
service schooling approach had contributed to the development of improved
relationships between students and teachers. [1, 9 and 19]

An improvement in educational outcomes was previously noted as one of the
more frequently mentioned outcomes of extended service schooling by the case
study schools. This related to improvements in reading, literacy and
numeracy as well as well as school completion rates.

On the whole, however, it was noted that significant changes in educational
outcomes — such as those that may be observed through NAPLAN — would be a
long-term objective for these schools, rather than something that could be
reasonably observed in the space of one to two school years. Rather, schools
were primarily discussing changes in individual students and their ability to attain
higher levels than previously recorded.
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Improved

engagement in
learning

Learning ‘life
skills’

Levelling the
‘playing field’

Improved
confidence

Increased school

attendance

In addition to improved educational outcomes, several schools noted an
improvement in attitudes towards learning, motivation to learn and
classroom engagement — even if this had not yet resulted in evidence of an
increase in academic outcomes.

This was often linked to better preparedness to learn because the issues that
individual children were dealing with — which were considered to impede the
learning process — were being addressed via the services and programs they
were accessing. [14, 17 and 21]

It was noted that the perceived improvements in learning and student engagement
were not linked solely to academic attainment. In some schools, it was discussed
that children had, through their access to a broad range of experiences,
services and programs, learnt broader life skills which were considered
equally important to equip children as positive members of their community and
reach their full potential. [10, 19 and 22]

v i v pick it vp ey
enova, qui’re often v con

In several case study schools, particularly those
which focussed on developing early intervention
strategies for those considered ‘at-risk’, it was ‘hx d’ \/grq wg\\(ﬁ, 61/1' 'r(; (ﬁ()u

mentioned that there had been more equitable ) )
. leawe it fo0 longy i oecomes
level of learning between students, and

improved outcomes for at risk children as a ﬂtuﬂ'@ an issve for the clild

result of their approach. (Partner, Case study 23)

In many case study schools, an increase in

confidence and self esteem of their children . .
1y

that was considered attributable to their qu P‘Ck UP on kldS W‘/\U

extended service schooling approach. This need ‘/\Z\P and {'UCUS on HAZ\Y

was notefj by schoc?l staff and parer?t.s. In some 'md'\\/'\dual Weaknesses, TWAﬁ
cases, this was attributed to a specific program,

service or individual that was accessed by the PUS‘/‘@d " child 1o the Y'%W'

child. In other cases, this was expressed as level which lhas \hCY@&S@d Ihis

occurring because children were provided with )
opportunities to be involved in a range of th{'lehC@ & @maj’ dzm-"

different non-academic programs and express (Parent, Case study 11)

‘other’ sides of themselves. [10, 11 and 18]

Several schools noted an increase in attendance. While they felt this was
attributable — in part — to their extended service schooling approach, it was
equally couched with the reality that there were often many other external
variables which influence attendance levels. Some parents noted an
increased desire among their children to attend school more regularly. [5, 8 and
12]

"The kids MJrual\cﬂ want 1o come 1o school more.”
(Parent, Case study 1)
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There were several emotional benefits for children that were noted throughout the
case studies. These related to the sense that children felt ‘nurtured’ and ‘cared
benefits for’ because the school had tailored specific programs and activities to them, and
catered to meeting their health and wellbeing needs as well as educational needs.

Emotional

In addition, several case study schools noted that an extended service schooling
approach had the ability to deliver a sense of security to children. This was
identified by school staff and parents alike. The reasons for this were two-fold.
The first being that it created a sense of security upon school commencement (if
the child and parent had participated in early years programs attached to a
primary school) because the child had developed familiarity with the school. The
second, that the school was considered a place that ‘solved’ problems. [1, 19 and
23]

Several case study schools also described that their approach had provided
children with greater capacity to deal with personal issues and build resilience —
both inside, and outside the school. [4, 8 and 9]

As a result of many of the factors referenced above, case study schools
considered their students’ future prospects enhanced, because some of the
inequities were being redressed to enable them to attain better outcomes.
Improved educational attainment meant they were more capable and more able to
proceed into a formal employment-linked educational pathway thereby entering
the workforce and breaking the cycle of welfare dependence. [1, 19 and 22]

Improvement in

future prospects

Stakeholders agreed with this claimed outcome citing a reduction in youth
offending and, longer term, involvement in crime as an adult. The early
intervention that extended service schooling provides was seen as the key to
effecting sustained change in this regard. However, at this relatively early stage of
extended service schooling in Australia, this would be considered an aspirational —
rather than observed — outcome at this stage.

My ddest downjrter vecéved Welp
from the school consellor and the
feachers and now she's at higjn
school and doing) resdly well in her

exXoums, . "
(Parent, Case study 20)
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The ‘Parent Survey’ (Chart 24) broadly supports these results. This shows that parents who accessed
extended services through their child’s school recorded significantly® higher levels of perceived
engagement of their children. For example, among parents who currently access extended services
through their child’s school, 72% agreed (rating of 5 to 7 out of 7) that their child was very engaged in the
school. This compares to 53% agreement among parents who were not currently accessing extended
services through their child’s school and 59% agreement among parents who were classified as lapsed
users’ of extended services.

The same chart records a number of additional dimensions related to perceptions of their child’s experience
at school which indicate significant differences between parents who currently access extended services
from their child’s school and to those who do not. It is noted, however, that this is parental perceptions of
their child’s engagement, rather than a self-assessment or external assessment of children’s engagement.
This is nonetheless, suggestive of a positive relationship between access to extended services in schools
and parental perceptions of their child’s engagement in school.

Chart 24: Parental perceptions of student engagement
Source: Parent Survey, By sub-group

Survey question: For each of the statements below, please select which one you personally feel applies to
your child’s school the most ...you can select any number between 1 and 7 and will need to respond to each
statement. (Q3a)

Note: If the participant had more than one child aged 4-17 years, they were instructed to answer these
guestions from the perspective of the child who had the next birthday.

Note: The ‘agree’ scale points (5, 6 & 7 out of 7) are shown only;

: significantly lower vs. those currently accessing at 90% confidence interval

Significantly lower vs. those currently accessing at 95% confidence interval

:] Significantly higher vs. those currently accessing at 95% confidence interval

Currently access Never accessed Lapsed access
(n=2222) (n=66) (n=1523)
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10.2. Parent and care-giver outcomes

Throughout the case studies, there were also many benefits discussed that related to parents and care-
givers. These include: capacity building; increased access to services; reduced social isolation; increased
engagement with the school; fostering reciprocity; and, improved relationships with teachers. These are
discussed in full below.

There was regular discussion that an outcome of extended service schooling was
Parental parental capacity building. [8, 16 and 23] Discussions in this context covered

capacity three aspects:
building

1. Development of parenting skills — through their participation in specific
parenting programs that were a part of the extended service approach.
This was also achieved via greater levels of parental engagement in the
school facilitating adult interactions between parents, and between
parents and school staff.

2. Increasing personal skill sets and education levels — through their
participation in specific training and development programs for parents
which were accessible through the school (for example, short computer
literacy courses, or reading programs). It was also discussed that parents
had developed personal skills as a result of their participation in programs
designed for children. One example of this was the participation of
parents in their child’s ‘reading days’ at school in which it was noted that
the reading levels of these parents had improved as a result.
i Confidence building — through their interactions with
other parents and school staff and their engagement in
the school. Some examples given for this were increased
confidence in talking with teachers; increased confidence
participating in their child’s education; inspiring
confidence to pursue additional training and/or personal
development outside of the school; and inspiring
confidence to re-enter the workforce.

W invalvement ik the school pve wie contidence
fo op oack and sfudy for ww) dipoma.. withaut he

sthool this wond never have lhappened.
(Parent, Case study 17)

There was frequent discussion across the stakeholder groups that extended
Increased service schooling facilitated greater access of services by parents. This was often

service attributed to a reduction in the physical barriers to access via central
modalities of delivery, but also included discussions of reductions in the barriers
of low awareness and knowledge of services (what is available, how to access,
where to access, cost of access), as well as a reduction in attitudinal barriers
(aversion to access). [14, 18 and 23]
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Increased
service

accessibility
(continued)

Reduced social
isolation

Increased
parental
engagement

Fostering
reciprocity

Improved

teacher
relationships

Many parents felt that their school’s extended service schooling approach was
one that represented a coordinated approach to service delivery, rather than
fragmented. These parents also described their referral and access to, services
as being one that was more personalised. [16]

Discussions around accessibility of services were also frequently linked to the
speed with which services could be accessed. In some case studies, parents
commented that accessing services through more traditional mechanisms would
result in long waiting lists, whereas referral through the school could mitigate this.
[2, 17]

e fond s been easy o
meef other people Hhvoupn the

Improved social inclusion for parents was
an often discussed outcome of extended

service schooling by school staff and SC‘/\DD\, 'ﬂ"s 600(1 ‘{;or ]so\aj’gd
Parents. This was referenceq _to .the " UHMYS, i b'd' 0{; & Wb an d
increased level of socialisation
observed between parents and their the PW@M’S are \/@Ylﬂ SVPP()H"\\/I,
ability to develop social networks, 0{, one anoiWr."
connections and peer support. [9, 15

(Parent, Case study 14)
and 22]

Many case study schools cited greater parental engagement in the school, and
their child’s education as outcomes of their extended service schooling
approach.

Some schools referenced this to an observed increase in parent attendance at
school assemblies and parent and teacher meetings, or increased levels of
involvement in school activities. [11, 19] There were also references to increases
in parental participation in childrens’ education in the home. [8, 15 and 24]

In several case study schools, the This mr)d / CY@M’@S
development of reciprocity and a sense )
of responsibility, rather than dependency, mdzpzndzncq, not dependencq

as an outcome of extended service ...qou‘m I/WIPDV\/&Y'M PW@M’S {md

schooling was noted. It was felt that this el H/\ id H/\
was achieved by providing parents support f’\P lh@ em i ¢

such that they were empowered to be more ‘{;guy\dahgng_"
involved in their child’'s education, (School Health Nurse, Case study 3)
participate in their child’'s education and

rationalise responsibility. [2, 3]

Several case study schools noted an observed improvement in parental
communication with teachers, as well as an improvement in parent-teacher
relationships. This was attributable to the greater level of parental interaction
with the school — and therefore development of familiarity — as well as a sense
among parents that the school, and teachers, genuinely cared for their students
which had been fostered via the extended service schooling approach. [16, 17]
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The ‘Parent Survey’ helps to validate some of these claims. As shown in Chart 25 below, ease of service
accessibility within the community is consistently significantly higher among those who are
currently accessing extended services through their child’s school (shown in the first column of data
below) relative to those who are not currently accessing (the second and third columns of data). This
suggests a positive relationship between access to extended services in schools and parental perceived
ease of access within their community.

Chart 25: Accessibility of services
Source: Parent Survey, By sub-group

Survey question: Next, for each of the services listed below, please indicate how easy they are to access in
your community. (Q2)

Note: The ‘agree’ scale points (5, 6 and 7 out of 7) are shown only;

(I sorieantynnervs. o curntyaccessing a 055 contdence e Currently access Never accessed Lapsed access
(n=2437) (n=93) (n=2037)
CHART SHOWS % ° % 0 g : *
Recreation programs m 62 m Em
Family health services m 57 M : i Em
Childcare and early childhood programs (for children aged 0-3) m 51 Em 44 m
Halls/meeting areas etc used for community activities m 54 Em m
After school child-care services M 51 Em 52 m
Family support services m 49 zm m
Student transition services m 46 Eﬂ m
Before school child-care services M 44 zm Em
Evening classes for adults Em 40 zm 32 m
Transition to further edu./ employment Em 40 M 33 Em
Adult / family learning services m 38 Em EE
Youth services m 38 m EE
Education support for school-age child/children m 36 Em 33 EH
Drug and alcohol related services m 81 zm 26 EE
Mental health services / programs EE 29 Em 23 EE
Student welfare and engagement programs m 31 Em ; Eﬁ
Emergency food provision services m 28 ;E 7@
[O5 M6 [W7-Extremely easy to

access

™
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The ‘Parent Survey’ also suggests that parents who are accessing services through their school, record
higher ratings of engagement with the school itself. This suggests a positive relationship between access to
extended services in schools and parental engagement in school. Chart 26 below shows that parents who
currently access services through their child’s school record significantly higher levels of agreement that the
teachers in their school are easily accessible by parents and they have good relationships with teachers; that
they are provided opportunities to participate, are consulted, have opportunities to interact and are
communicated with; and that they feel involved in the school.

Chart 26: Parental engagement
Source: Parent Survey, By sub-group

Survey question: For each of the statements below, please select which one you personally feel applies to
your child’s school the most ...you can select any n umber between 1 and 7 and will need to respond to each
statement. (Q3a)

Note: If the participant had more than one child aged 4-17 years, they were instructed to answer these
guestions from the perspective of the child who had the next birthday.

Note: The ‘agree’ scale points are shown only

: Significantly lower vs. those currently accessing at 90% confidence interval

Significantly lower vs. those currently accessing at 95% confidence interval

[:] Significantly higher vs. those currently accessing at 95% confidence interval
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(n=2222) (n=66) (n=1523)
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10.3. Community outcomes

Throughout this research, outcomes for community were regularly discussed by case study schools and
stakeholders. The outcomes included: increased community access to services; community redevelopment;

and, an increase in community safety. These are discussed in more depth below.

Many schools noted that the provision of services

Increased _ _ L wt .
community via the school had increased accessibility of 1S brm@m@
access to _serwces. by the whole community V|_a greater (LXPZV‘hS@ W’U W Are
Srilinss integration of the school and community.

and Aving the

In some communities, it was felt that the extended COMMUHH’@ comﬁdanca
service schooling approach had even brought 1’0 H_
]

resources back to the community. [3, 18, and 23] ALless SVPPU :

This was particularly evident in regional and remote (Agency partner,
. Case study 16)
locations.

Extended service schooling was considered contributory to the development of
a sense of community by the case study schools and stakeholders alike. In
many cases, the school's approach was viewed as having enhanced community
cohesion and pride; that the partnerships had provided parents with training and
educational opportunities that were not previously present; and had given families
and community members opportunities to be more involved in broader community
life. [4, 17 and 21]

Community
development

In several case studies, there were strong views that the
school contributed to the community in a sustainable way
by increasing local capacity through provision of skills,
training and improved confidence among parents.

"t s brovajt the commvn‘d'q aive and wade
people fel happier 1o lve n the area

(Parent, Case study 18)

Parents in some case study schools, indicated they felt a safer in the
Increase in community since the school had adopted its approach. This was only
community possible to understand in case study schools where the model was relatively new

safety and was a result of perceptions that children were less likely to be ‘on the street’,
as well as a perceived reduction in the levels of graffiti and vandalism in their
community. [9 and 21]
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The ‘Parent Survey’ helps to validate some of these claims. As shown in Chart 27, the proportion of
parents who consider their school a central part of the community was significantly higher among
those currently accessing one or more extended services through their child’s school (65% agree the
school is a central part of the community) relative to those who have never used extended services (43%)
and those who are lapsed users (50%).

In fact, those who currently access extended services through their schools are significantly more likely to
agree with all of the community perception statements than those who have never accessed extended
services and those who are lapsed users. This suggests a positive relationship between perceptions of
school centrality to community, and community connectedness.

Chart 27: Perceptions of the community / community connectedness
Source: Parent Survey - By sub-group

Survey question: Below are a series of statements. For each one, there are two different ways of describing
it...for example, “I do not feel connected to my local community” (on the left) compared to “I feel a strong
sense of connection to my local community” (on the right). For each statement, please move the slider to
which one personally applies to you the most ...you can select any number between 1 and 7 and will need to
respond to each statement. (Q1)

Note: The ‘agree’ scale points are (5, 6 & 7 out of 7) shown only

* Significantly lower vs. those currently accessing at 90% confidence interval
ignificantly lower vs. those currently accessing at 95% confidence interval
. . Significantly higher vs. those currently accessing at 0% confidence interval
: ' Significantly higher vs. those currently accessing at 95% interval
Currently access Never accessed Lapsed access
(n=2437) (n=93) (n=2037)
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10.4. School outcomes

In all case studies, there was anecdotal evidence of tangible outcomes at a school level as a result of
extended service schooling approach and these generally categorised into areas of: improved reputation; a
reduction in school vandalism; increased enrolments; increases in the number of parent and community
advocates; improved teacher interaction and retention; and, the ability to be proactive in approaches.

Improved
reputation

Reduction in
school
vandalism

Increased
enrolments

Increase in
parent and
community
advocates

Teacher
attraction and
retention

Ability to be
proactive

Many schools felt that their school’s reputation within its community had
improved as a result of their extended service schooling approach. The
evidence was generally linked to the factors discussed below. [7, 9 and 10]

A reported reduction in school break-ins and vandalism of the school after
hours was indicated by many of the case study schools. This was
considered attributable to the respect held for the school by the local community
as a result of their integration and commitment to it. [1, 11, 12]

An increase in enrolments was noted by several schools since
implementation of their extended service schooling approach. This was
thought to be a result of their approach increasing the ‘relevance’ of the school
and generating higher levels of awareness within the community. [2, 7 and 22]

In several case studies, an increase in the
number of parent and community advocates
since commencement of their extended service
approach was noted.

" nlped it some
skujignts n the school
| wanfed 1o payy
dues, payy ‘oack. some
of the help the schaol's

@wn vs."

(Parent,
Case study 20)

A cited benefit was that these parents, and
community members, would help drive support
more widely in the school and could also result in
contributions of time or workmanship from within
the community promoting a two-way flow of
services. [3 and 20]

At a school level, it was often described that there had been increased
levels of teacher attraction and retention of high calibre teachers as a result
of the extended service schooling approach. 3, 5 and 16] In several schools,
extended service schooling was also felt to have contributed to a reduction in
teacher sick leave and therefore a reduction in the cost required for relief
teachers. [1, 21]

Greater ability to be more proactive in their school was noted by some case
study school staff. This was thought to increase the ability to quickly respond to
problems. It was also considered to facilitate a ‘solutions’ rather than ‘problems’
focus, and to enable schools to be strategic in their direction rather than reactive.
[1,9 and 17]
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10.5. Staff outcomes
A number of staff outcomes were reported by interviewees in the case studies which related to enabling
teaching; development of skills; and, an increase in school pride.

In many of the case study schools, there was discussion T his %m)(, wWele
: around the ability of extended service schooling to

ItEer;acl:'llilrr:g support teaching by enabling teachers to focus on boen able h) 6@+ ﬁ) W
their 'core business’. This was attributed to a  busiess of ’rww\/\'m@ 0
reduction in classroom behavioural issues, an increase
in the number of classroom volunteers, and
development of a ‘level playing field’ via programs for “at
risk” children.

bit more.”

(Teacher,
Case study 1)

This was raised by school leadership as
well as partner agencies and often also
articulated by teachers. [2, 10, 22]
Teachers frequently articulated feeling
more supported by the school because
there were processes to manage “at risk”
children which facilitated their role as
educators. [7, 16]

Many teachers who
Skill participated in case study
development discussions saw personal

benefits in the extended
service schooling approach.
This was because it could be

considered at the centre of swinen | stowted here aoovt five Wears .y, |

their own professional
development  through _ their wanted 1o leave as soon as | codd . out; now

experience and exposure in | want fo 51'0% 1 fed Tke 1 am Arwing) as
| traditional hooli . . n
ees  Tadmiona’l (Senoo g professional with new opporfuntties from a

methods and their
development of additional feam environment”
skills and competencies. In (Teacher, Case study 16)

addition, they were often
afforded professional learning
opportunities to assist in their
development.

In many case study schools, teachers noted a feeling of shared involvement
Greater school _ S
i e and reward, and a sense of achievement as a result of participating in the
achievement extended service schooling approach and observing the positive outcomes. [7, 9,
and 23]
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It should be noted, however, that some schools reported that teachers can struggle with the challenge of
finding the time to actively participate in an extended service schooling approach. This was in particular
reference to the extra-curricula activities they are sometimes required to engage in as part of their extended
service schooling and highlights the importance of achieving an appropriate balance. [14 and 15]

Chart 28 below indicates that parents accessing extended services recorded significantly more positive
perceptions of school staff in terms of their leadership and accessibility. This suggests a positive relationship
between access to extended services in schools and parental perceptions of the school’s leaders.

Chart 28: Parental perception of school leaders
Source: Parent Survey, By sub-group

Survey question: For each of the statements below, please select which one you personally feel applies to

your child’s school the most ...you can select any number between 1 and 7 and will need to respond to each
statement. (Q3a)

Note: If the participant had more than one child aged 4-17 years, they were instructed to answer these
guestions from the perspective of the child who had the next birthday.

* Significantly lower vs. those currently accessing at 90% confidence interval

Significantly lower vs. those currently accessing at 95% confidence interval

D Significantly higher vs. those currently accessing at 95% confidence interval

Currently access Never accessed Lapsed access
(n=2222) (n=66) (n=1523)
CHART SHOWS % 0 8o 0 8
This school has effective leaders
(Principal / Deputy Principal / 1. 75 15
Senior Teachers
This school's leaders ha 14 -59
(Principal / Deputy Principal / 4
Senior Teachers) are easily
accessible by parents
I have a high level of il 75 14
trust in the leaders of this
school
75
This school is very coordinated ] 14

5 [Me [M7-1agree with this
statement the most

™
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10.6. Economic outcomes
In addition to these benefits, stakeholders also discussed several outcomes relating to economic benefit.
These were, however, considered long-term benefits that were potential, rather than observed. Nonetheless,
they related to extended service schooling approaches being considered cost effective interventions; and,
improved career pathways; improved local economies; increased parental employment; improved business
opportunities; and, school resource generation.

Extended service schools were considered by

Cost effective many stakeholders as a cost-efficient The social 6031' 0{,
intervention method of tackling social issues in the ) )
long term. It was recognised that there \Yﬂ'@Y@@MY&hOhM PW"*VI"’)'

needed to be a significant level of financial UMW\P\U@YV\@M’ and poor Iheadth
investment at the beginning, but that this

1 0
would be small compared to the costs incurred s W@e‘
if these social issues were not addressed. For (State Education Union,
. . Stakeholder Report)
example, it was cited that the cost of a person
going through the justice system was many
times greater than the cost of early
intervention procedures to break the cycle of
crime.

Extended service schooling was felt to improve potential career opportunities

Improved for students and “prevent kids from slipping through the net when they won't be

pactirv?/zrys educated or get a job” (Education Union). This not only helped to reduce social
inequality in the longer term but also to break the cycle of welfare dependency.

Improved With a better-skilled workforce it was felt that local businesses benefited and
local thus improved the economy in the local area.

economy

A largely unintended outcome of extended service schooling cited by some
Ihcrea=ed stakeholders was the increased skills and employment of parents who
parent volunteered at the school through extended services who subsequently

employment gained skills and accreditation which led to paid employment. This was viewed as

an especially positive outcome in small and remote communities where

employment opportunities were scarce.

The involvement of local businesses with extended service schooling, e.g.
Improved providing sponsorship, work placements, mentoring etc, was considered to drive

business greater connections with the community and therefore improve business
opportunities
performance.

It is also worth noting that several stakeholders reported that some extended

School service schooling enabled the school to generate an income which was able to
(AL boost school funds and provide additional services and resources. For example,
N Out of Hours Care, catering and the hire of facilities were examples cited of
revenue generating services some schools had developed which had become
profit making initiatives — even if that was not the intention at the outset.
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11. Sustainability of approaches

With the range of potential positive outcomes for children, parents and care-givers, community, schools and
school staff, and the economy, it is essential that consideration is given to whether extended service
schooling is sustainable, and develop a comprehensive understanding of the factors that will enable and
impede its sustainability and success. The following chapters explore this in detail.

When asked to consider the sustainability of their school’s approach, the majority of schools (66%, ‘Principal
Survey’) currently providing extended services anticipate that their extended services will expand within the
next three years (refer Chart 29).

Chart 29: Anticipated future movement in extended service provision
Source: Principal Survey, Those who offer extended services (n=221)

Survey question: In your personal opinion, what do you think your extended service provision will look like in
the next three years?

CHART SHOWS %

Itwill expand 66
It will stay the same 28

Itwill contract |85

(o
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Chart 30 below confirms that this intended expansion voiced by Australian Schools is, well placed as many
of the prompted services were considered more desirable to access via their child’s school and a relative
minority considered the services less desirable to access through the school by parents (‘Parents Survey’).

Chart 30: Service desirability
Source: All respondents (n=4568)

Survey question: Please select whether each of these services would be - ‘considerably less desirable’, 'no
difference to you either way’, or ‘considerably more desirable’ for you to be able to access them through your
child’s school even if you currently do not / can not). Note that the school would not necessarily need to ‘run’
these services / activities, just provide access tot hem via the school / on the school property’.

CHART SHOWS % -20 .
. No difference
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28 17
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g
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The most frequent spontaneously mentioned reasons for this greater desirability for access of services via
schools are shown in Chart 31 on the following page, and relate to ease of accessibility; the familiarity of
schools with children; the familiarity of schools to families; and the potential to contribute to community
development. These are all in-line with the philosophy that underpins extended service schooling

approaches.

™
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Chart 31: Reasons for desirability of access via schools
Source: Parent survey

Survey question: For several of the programs / services in the previous question, you selected that it would
be more desirable to access them through the school. In the space below, please type in all the reasons
why you feel it would be more desirable to access them through the school.

Note: This was only asked of parents who selected ‘more desirable’ for more than four services.

BASE: Those who consider it more desirable (n=3017) %
It would be closer to home / you go to school anyway 18
It is easier / more convenient (general) 17
It is easier to access because the school is centralised 12
It is easier to find out about things through the school 10
The school is a trusted / familiar / safe place 18
Teachers are familiar with your child and can help best 7
It is important for schools to deliver more than education 10
It can help generate community spirit 5

Chart 32 below highlights that parents fundamentally believe schools should provide more than just
education (77% agree). Additionally, 85% agree that schools should be supported by Government so
they can provide more than just education. This indicates in principle support from parents for the
philosophy that underpins extended service schooling.

Chart 32: Parental attitudes

Source: Parent survey
Survey question: Please select the extent to which you agree or disagree with the following statements.
Total

Total .
-100 100 v
CHART SHOWS % disagree agree e

Schools should be appropriately supported by

0,
Government so that they can provide more than 5% 85% 9%
just education
Schools should be supported by their surrounding )
community so that they can provide more than 4% 83% 12%

just education

Schools should provide more than just education

% 7% 15%

;
It takes an entire community to educate a child 7% *3 16 75% 16%
‘

Families can learn a lot from schools

6% 17 75% 18%

e

The school is a major resource to the local community

8% 4 15 66% 24%

With the school-level expected continuation and expansion of extended service schooling, it is imperative to
understand the potential inhibitors and enablers of sustainability. These are discussed in detail in the
sections which follow.
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12. Enablers and inhibitors

12.1.

The most common enablers

The six most consistent themes that emerged throughout the case studies in terms of enablers
related to the ability to access to multiple and consistent funding sources; having a school culture
and team of staff that were committed to the model’s success and sustainability; engaging and
involving parents and the local community; having sufficient human and physical resources to
support the model; forming meaningful partnerships; and having a broader ‘systems thinking’
approach. Schools that are considering, or have already implemented, an extended schooling approach
need to consider these areas to assist success and sustainability.

1. Multiplicity
and consistency
of funding
sources

2. A committed
school
culture

and team

3. Engaging the
community

4. Appropriate
physical and
human
resources

The ability to secure consistent funding was considered essential to the
ongoing viability of extended service schooling by almost all of the case
study schools. As noted previously in this report, the case study schools
considered a successful model of funding one that drew from a variety of areas,
rather than being reliant on a single-source. Most case study schools had sought
additional funding sources to that of the National Partnerships as a means of
ensuring continuity and increasing sustainability.
Having a school culture that was committed to the success and
sustainability of the approach by actively driving it forwards was considered
paramount to ensuring the success of extended service schooling by the
case study schools. This included having a Principal that advocated for the
model; having a clear leader and driver of the school's model; having a team of
passionate people central to the model; and ensuring that teachers were
supportive of the model. Case study schools felt that the ideology of extended
service schooling needed to be inculcated throughout the school.

Meaningful engagement of the local community was considered a key
enabler to implementation, sustainability and success among the case study
schools. This included allowing time to understand the community and its needs
from the outset such that the model could be tailored and continually evolved to
address these needs; identifying and building relationships with key community
advocates; understanding community networks and utilising these; and also
included the engagement of parents.

Case study schools frequently discussed the importance of physical
resources and human resources to enable their models. This included having
dedicated physical spaces within the school that supported the long-term focus of
the model and enabled spaces for partners. In addition to this, the schools
highlighted the importance of a dedicated human resource (although, not a full-
time role) to deliver coordination and structure to the model.
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Most case study schools considered the development and integration of
5. Forming partnerships to their extended service schooling an enabling factor. The

meaningful importance of partnerships included the ability to find and form partnerships as
partnerships

well as continually evolve and refine them; ensuring the joint development of goals
and objectives; and having mechanisms to foster good communication between
partners and the school.

6. A broader Many case study schools discussed the importance of access to system
‘systems’ level support for providing extended service schooling within their
thinking jurisdiction or sector as a critical enabler. For some schools, this meant that
approach the Government, or their sector, had greater involvement in the community itself

(ie. not just the school); or, that there was a supportive policy structure which

meant that extended service schooling fit within a broader program — rather than

being considered ad-hoc. For others, it meant that their Department or sector
actively forged relationships with other agencies to ‘pave the way’ for schools to

access them more easily.

These are discussed in more detail in the sections that follow as well as additional enablers that were raised
throughout the case studies which relate to the system, the community, parents, the school itself, the
school’s staff and partners.
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12.2. The most common challenges and inhibitors

It is equally important to identify the major inhibitors or barriers faced by schools in adopting extended
service schooling approaches, because it is claimed by interviewees that these will need to be accounted for
in order to achieve success and foster sustainability.

There were nine frequently cited challenges throughout the case studies which related to the
continuity of funding; engaging parents; the complexities of processes and the system; the potential
negative stigma associated with accessing services through schools; establishing and managing
partnerships; staff retention; resources; the potential impact on the school’s core business; and, the
lack of definition in extended service schooling approaches. These are summarised below.

The continuity of funding was a major concern expressed by almost all case
1. The study schools and it was apparent that the level of servicing provided
continuity of through the schools could not be sustained without funding. Case study
funding schools mentioned three challenges associated with funding which related to
competition for funding sources; the inconsistency of funding received; and the
complexities associated with locating and applying for funding.

Literature that investigates the influence of parental engagement on child and
2. Lack of adolescent education confirms the value of engaged parents on a childs
parental educational experience. It was frequently noted throughout the case studies

engagement included in this research that lack of parental engagement reduced both
child and parental likelihood to participate in the school’s extended service
schooling approach. [1, 4 , 17 and 24] It is noted that there are a range of
variables that will influence parental engagement — including demographics (such
as parental educational background) and process (such as their personal
historical experience at school).

This research suggests that programs which seek to help parents overcome those
variables are required as a part of the extended service schooling approach in
Australia. It is noted that at the time of authoring this report, there is a separate
project funded through the National Partnerships Program related specifically to
understanding, and enhancing parental engagement in schooling — the Parental
Engagement Project. Parental engagement programs need to be integrated to
extended service schooling approaches to facilitate their success.

There are a number of factors that will impact on parental engagement in these
models in addition to the demographic and process variables usually present in
the literature. These include the perceived ‘stigma’ associated with accessing
services through the school, perceptions around levels of privacy, the extent to
which the program is tailored to the individual school’s needs and the accessibility
of parent specific programs and services.
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3. System
complexities

4. Negative

stigma and
privacy

5. Establishing
and managing
partnerships

6. Staff
retention

7. Resources
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The apparent complexities of the system itself were considered an inhibitor to
successful extended service schooling by many case study schools. This
was in relation to the perceived complexity for administrators and teachers to
understand and navigate the system; the alleged presence of ‘red tape’ in
paperwork (for example, that required in grant applications); as well as perceptions
of changing policies, approaches and program availability.

Case study schools felt these inhibited their ability to move ‘effortlessly’ through the
process of establishing and maintaining an extended service schooling approach.
Some Principals acknowledged that their perceptions of complexity were influenced
by the steep learning curve that must be undertaken to start an extended service
schooling approach. None of these schools referenced use, or knowledge of,
system guidelines and support systems to establishing extended service schooling.

In many case studies, there was discussion around perceptions of a negative
stigma associated with accessing services from the local school. This was
mentioned by school staff, but also by parents themselves. In several cases, this
was borne from a sense of reduced privacy whereby it was felt that school staff, and
other parents, would be aware of the parent and / or child accessing particular
services. This lack of privacy was mentioned in metropolitan, regional and remote
school locations and was considered an inhibitor to accessing, and participating in,
services and programs through the school. As extended services schooling
approaches increase in prevalence, and become more normalised in Australian
communities, these concerns may dissipate.

Several schools considered the establishment and maintenance of partner
relationships a challenge of the extended service schooling approach. This
was discussed previously in Section 8.2 of this report and primarily related to their
ability to source potential partners and establish relationships with them; low
awareness of the system level support structures available to help schools pursue
partnerships; and the physical practicalities of some partnerships.

A high level of staff turnover was considered an inhibitor because it was felt
to weaken the extent to which the approach would become embedded in the
school’s culture. It was felt that successful extended service schooling required a
core of stable long-term staff. It was not apparent which was the precursor, that is,
whether system instability caused staff to leave or staff changes increased
instability.  However, many schools cited the challenges of staff retention,
particularly those in regional and remote locations but also in metropolitan schools.
[1, 5 and 11]

Case study schools identified that the ability to address some of the
presenting issues, particularly the most serious, requires the school to be
adequately resourced otherwise any interventions will be ineffectual and may
even become counterproductive. Resourcing included funding for service
provision, but also access to facilities and physical space. In regional and remote
locations, this also referred to the availability of specialist resources which were
sometimes considered difficult to access in regional and remote locations.

79



Many case study schools identified that
an extended service schooling
PUNSNNINESSWEIN approach could drain the school’s wf schools think Hhat ﬁqm@ to

human resources in terms of the undusmdmsqsﬁm wil

Principal’s time, and the time of other
school staff. This was expressed in terms 1’&1@ wNM WCYOYV\ HM {OGVS on

of drawing the Principal and teaching staff the three s, HM@ will be
away from the core business of education Y@\UCﬁlIﬂ'
(in its more traditional meaning — refer to

the quote alongside this paragraph), and -5 d— V\/OTI'V\ 1'a,k|h@ (ﬂ()w @VJ@
the challenge of achieving the right balance oft the oall — i @UU'Y@ de@Zd

in this regard. In some case study schools, on \@wm'm@ W|'CUVV\eS Uh\lﬂ?"
it also related to the impact that delivering
additional services and programs could
have on the work-life balance of school
staff.

8. Impact on

(Principal, Case Study 1)

The provision of extended services schooling was considered by many
9. Lack of schools a complex, evolving, and often new, approach to schooling. This
definition in meant that many school staff members (including Principals) found it difficult
ERRICECh to describe their school’s approach and clearly articulate what it comprised (a
consistent observation of the researchers).

It appears that the ad hoc nature of local programs and strategies has blurred the
parameters of many school’'s approaches. This is a potential inhibitor to
sustainability and success as the problems in articulation may impede the process
of gaining all of the school and its community’s support, as well as the ability to form
meaningful and beneficial partnerships. It may also impede the longevity of the
school's approach if the primary driver within the school leaves because the
knowledge typically rests with one or two key individuals.

As shown in Chart 33, among schools not currently providing extended services, the most frequently cited
perceived barriers related to the investment involved, by way of human resources (time), financial
resources (money), as well as the challenges of securing funding and the potential for this to impact
sustainability. These aligned to the barriers perceived at schools already providing extended service
schooling.
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Chart 33: Barriers to school’s provision of extended services
Source: Principal survey, Those who do not offer extended services (n=186)
Survey question: What do you believe are the barriers to your school’s provision of these services? (Q24)

CHART SHOWS %

The cost associated with implementation and maintenance (time
and financial)

The ability to source ongoing funding

The paotential that it may increase the workload of teaching staff
Concerms about sustainability of providing services

The ability to access and source volunteers

The paotential reliance on school resources for delivery

Other initiatives take priority

The amount of administration required to maintain

Too much unnecessary red tape

Insufficient information and resources available on how to provide
extended services

Lack of support from Fed. Government
System isvery difficult to navigate and link

Lack of suppart by my state's department in delivering extended
SEIVICES

The ability to form partnerships to assist in service delivery
Gaining suppart from parents

Insufficient physical space / facilities within the school to provide
The ability to maintain relationships with volunteers

Insufficient evidence on benefits of providing extended services

Difficulty dealing with other agencies/partners

Gaining support within the schoaol from staff

Lack of passionate people in the school to drive service delivery
Insufficient physical space / facilities in community to provide
Gaining support from the community

Lack of need for services within the school / community

Significant cultural barriers to accessing services existing

Gaining suppart from the school's governing body

The range of challenges and inhibitors are discussed in more detail in the sections that follow and relate to
the system, the community and parents, the school itself and the school’s staff and partners. In most cases,
challenges and inhibitors were expressed equally as enablers and thus, the discussion which follows is also

combined.

™
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12.2.1. System enablers and inhibitors / risk factors

The system enablers and inhibitors discussed in the research related to both national and state Government
and sector policies and procedures. Schools in jurisdictions with a greater level of support at this level for
extended service schooling (either via funding structures and resource allocation, and/or via supporting
structures), were considered better able to provide sustained services and programs. However, they still
describe many of the factors, throughout this section summarised.

The model below is a framework of the range of system enablers and inhibitors raised in the research. The
key system factors that will either enable or impede extended service schooling are: funding; resources;
program availability; the presence of, and mechanisms supporting, policies; and, collaboration.

Chart 34: Summary of system enablers and inhibitors / risk factors

Elements that inhibit / risks — Elements that enable

Inconsistent funding

Consistent funding

Factor:

Funding

Single source funding Multiple sources of funding

No centralised, accessible support Factor: Centralised, accessible support
resources Resources resources
- . Factor: Existing programs of relevance to
No existing programs accessible
Programs access

Availability of guiding documentation

No guiding documentation available
around process

Specificity of guidelines for early

No guidelines for early years (0-3s) years (0-3s)

Flexibility to tailor and

Enforced rigidity of approach Factor: evolve the model

Policies and
Constant policy changes and shifts in documentation
sector focus

Consistent policy and sector focus

Established and accessible

No access to evaluation tools . .
mechanisms for evaluation

Narrow and restricted focus within
sector

Lack of coordination and Factor: Strong interagency collaboration
collaboration between agencies Collaboration 9 gency

Each element is described in further detail in the pages that follow.

Broader focus enabled within sector
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The following is a more detailed discussion across the individual system related elements which can either
enable or impede.

Funding and resources were seen equally as a potential barrier and enabler to
successful implementation and sustainability of extended service schooling. Case
of funding and study schools felt that where systems supported extended service

resources schooling with on-going, guaranteed funding and access to resources,
those schools were better able to provide services and programs which
made a difference in the long-term.

Accessibility
and continuity

While schools are able to access a wide range of funding from a variety of
sources, the system-level funding was often the source that provided schools with
a greater sense of support, stability and security.

The perceived ease by which centralised support systems could be
Accessibility of accessed was considered an enabler, and equally a barrier, by many case

centralised study schools. In the quantitative survey of Principals, close to half (46%) stated
SR e A S they did not feel supported by their state’s sector in delivering extended service
schooling. A similar proportion (49%) stated they did not feel supported by the
Federal Government. The case study research can clarify this, consistently
indicating two factors driving this result:

= Principals were often not aware of the various support mechanisms and
structures available to them at State or Federal levels and/or were unaware
of how to investigate the potential support structures in existence within their
sector.

= Extended service schooling is a new area to many Principals and they
therefore, have a strong desire for guidance and assistance during the early
stages of inception and implementation.

This lack of awareness, and access, of centralised support systems contributed to a
sense of system / sector complexity. The mechanisms by which sectors can
support schools moving forwards are therefore included as discussion in Chapter
15 where recommendations are provided.
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Availability of a

wide range of
programs

Availability of
guiding
documentation

Specific guiding
structures for
CEVATCETS
(0-3s)

Level of
flexibility
within the

system

Facilitation of
service co-
location

Case study schools considered the ability to identify and access the many
pre-existing programs available throughout the system paramount as this
enabled them to adequately address the range of issues many students
face.

While schools can achieve a lot with local initiatives and agencies, the availability
of multiple and varied programs from different sources makes it easier to address
issues quickly, appropriately and consistently. [5, 18 and 21] Schools currently
providing extended service schooling generally had high levels of awareness of
these programs and the avenues by which to access them. The provision of
targeted programs was also valued because they concentrate on one aspect of
behaviour or need.

Frameworks, guidelines and related documentation make it easier for those
referring to, or administering the programs and initiatives, to be aware of and
understand the specific purposes of the programs. Importantly, documentation also
provides clarification of roles. [7, 14 and 19] Some case study schools describe
these guiding structures as evidence that extended service schooling fits within
a ‘broader program’, displaying sectorial and governmental commitment. [13,
14 and 15] The absence, or lack of awareness, of such guiding documentation was
considered a barrier to successful implementation and sustainability.

In jurisdictions where early years (0-3s) was not included in the same
agency’s remit as school aged children, some case study schools (which
included primary years) noted the importance of guiding structures on how to
include this area within extended service schooling. [3, 20] The absence of
specific guiding structures for programs and services relating to early years was
considered an inhibitor to the ability to successfully address the need for early
intervention.

Many case study schools noted that the current level of flexibility within
extended service schooling at a system enabled the design,
implementation and sustainability of their approach. This was because this
flexibility allowed schools to individually tailor their approach from the outset
according to their community and their school’s needs. In addition, because of the
nature of the issues that were being dealt with, the system’s current flexibility to
allow schools to adapt or change direction as needed was also noted as an enabler
to sustainability. [2, 12 and 21]

level

Because co-location of services was a core element of many school’s approaches,
system level facilitation of the ability to provide services directly from the
school was considered, by many case schools, an enabler. Some schools felt
that development of some common guidelines around co-location would be
beneficial as this was considered by some, a ‘grey area’ in terms of lines of
responsibility and ownership. Case study schools considered that these guidelines
should include areas such as ‘whether the facilities are accessible after school
hours / during school holidays’, as well as ‘building design structures’ etc.
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Administrative

processes

Consistency of
policy and focus

Presence of
evaluation and
monitoring tools

In a number of case studies, the processes involved in establishing and
maintaining an extended service schooling approach were noted as complex
and often thought to involve a high amount of administrative paperwork.
These perceptions were exacerbated because:

= jt assumed existing knowledge, and required detailed understanding of the
services available and the various access points by school staff;

= it often required dealing with multiple external agencies and there were no
standard practices in place for this; and/or

= there was limited understanding of how to establish and maintain relationships
with partners.

Each of these factors were felt to make the administrative processes time
consuming, requiring additional staff resourcing time, thereby impeding their ability
to move effortlessly through the process of establishing and maintaining and
extended service schooling approach. Feedback indicated that this could
compromise educational outcomes if not anticipated from commencement.

In several case studies, it was claimed that policy changed as state and Federal
Governments changed, and new programs unfolded. In these case study schools,
changes in Government and/or sector policy and foci were expressed as a
potential inhibitor to the sustainability of extended service schooling as this
would add to the complexity and management of their approaches. [5, 7 and
17] This was also discussed in relation to the impact that potential changes in
Governmental, or sector focus, could have on funding allocations. [12]

Some case study schools indicated the importance of accessibility to
evaluation tools to assess the impacts and outcomes of the programs and
services that were accessed or implemented. Among these schools, there was
a perception such tools were not currently available. It is highly likely that ongoing
tracking and monitoring will play a critical role in future Government and non-
Government funding allocations and the continuation of partnerships, and this
should therefore be an issue of some concern.

In schools which indicated this importance, there was a perception that without
established and accessible tools and strategies for evaluation, there would be a
tendency to rely on NAPLAN as an indicator of success. This was considered an
inhibitor because the foci of NAPLAN did not match the breadth of objectives that
are often encompassed in extended service schooling. In turn, it was discussed
that this limited focus would potentially mean that schools were unable to prove the
efficacy of their approach. [1, 3 and 20]
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Breadth

of focus

Collaboration

Some stakeholders and case study schools were of the opinion that the
high focus of resources on the provision of services to schools in lower
SES communities could be detrimental to the middle band of ‘average’
schools and the communities they serviced. [1, 10] These participants noted
that extended service schooling could be beneficial to all communities and felt
that it should not be restricted purely to low SES areas. The prevalence of, and
interest in, extended service schooling among schools (‘Principal Survey’) cited
previously in this report supports this.

Interdepartmental, or interagency, collaboration was expressed as both an
inhibitor and a vital enabler in several of the case studies. Several expressed
concern that when a number of agencies worked in parallel to provide various
services as part of the model, there was a tendency for the agencies to work in
‘silos’ towards their own goals rather than collaboratively. This, in turn, was felt to
impede the model working to achieve goals collaboratively and build off the
strengths of all agencies involved.

Support at Commonwealth and state Government level was seen as vital to
the sustainability of extended service schooling — not just via funding, but
also through policies, procedures and systems that work in harmony to
support collaboration across agencies, sectors and Governments as
required.
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12.2.2. Community and parent enablers and risk factors

There were a number of enablers and inhibitors identified throughout the case studies and stakeholder

interviews which related specifically to

local communities. These

were often at a broad level and were

evident across the majority of communities, but most prevalent in remote schools and those with high

Aboriginal populations.

The key community factors that will either enable or impede extended service

schooling are; the relationship between the school and it's community; centrality of the school; normalisation

of access via the school; and, stability of

the community itself.

Chart 35: Summary of community enablers and inhibitors / risk factors

Elements that inhibit / risks — Elements that enable

Distrust between community and
school

Trusting culture between community
and school

A history of non-participation of
community within the school

A community that participates in the
model

No existing links with community and
school

Factor:

Existing links with community and
school

No existing links with community
elders/opinion leaders

School

relationships

Existing links with community
elders/opinion leaders and school

Inability to source volunteers

Ability to source volunteers to
support the approach

No communication mechanisms
within the community

Existing communication mechanisms
with community

School is one of many access points
for services - high overlap

Factor:
School centrality

School is a central access point for
services - no overlap

Perceived stigma associated with
accessing services through school

Factor:
Normalisation

Normalisation of accessing services
through school

Transient community

Factor:

Stability

Stable community
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The following is a more detailed discussion across the individual community-related elements, which can
either enable of impede.

Engagement,
participation

and trust of
community

Presence of

existing
community links

Connecting with
community
elders

Sourcing
volunteers

Having an engaged and participative local community was described by the
case study schools as an enabler to both implementation and sustainability
of their approach. Some schools noted that this could be difficult to achieve,
particularly if there was scepticism or insecurity of the school within the
community. [7, 8 and 22] Therefore, the extent to which the local community
is trusting of the school will either impede or enable its adoption and delivery
of an extended service schooling approach.

In order to ensure that communities are engaged and participative, it was
considered important to ensure that the extended service schooling approach was
designed from the outset to take into account community need, and to evolve to
address changing needs. This meant that a part of the community engagement
process needed to include developing an understanding of the community and its
networks.

Many of the case study schools referenced the benefits of leveraging
existing, or known, links which staff within their school (permanent and / or
volunteer staff) may already hold within their community in order to engage
community, source potential volunteers [5, 22 and 23], and identify potential
partnerships.

Those schools in small centres or those with Aboriginal teaching assistants, found
this particularly useful as staff members could often provide links to local
community through their own extended family connections. This worked in two
ways: it enabled the two-way flow of information between the school and its
community, and it smoothed the passage of parents’ or community members’
dealings with school staff (i.e. it is sometimes easier to deal with an issue through
an intermediary). [7, 15 and 20]

Related to community engagement is the degree to which community elders
interact, and are involved, with the school. For Aboriginal students, parents
and care-givers, this communicates that the school is not only willing to work with
the community but also supports Aboriginal culture, and is an enabler to extended
service schooling — particularly for schools with high proportions of Aboriginal
students. [12 and 19] Some schools had access to a community liaison officer to
facilitate this and this was referenced as a resource that enabled their school to
connect with their community’s elders.

Case study schools often considered the ability to source volunteers important
to the sustainability of extended service schooling. This was particularly true
during inception where there may be fewer school-level resources available to
implement and run the services. Sourcing volunteers was noted by most schools
as a challenge. This was, however, noted as a challenge for schools in terms of
developing these relationships, and in finding meaningful ways to recognise and
reward volunteers such that relationships could be maintained. [23]
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Existing The presence of existing communication mechanisms used by the school from

el 11l ety A which it could proactively communicate and consult with its local community was

consultation also raised by the case study schools as an enabler. Community consultation was
mechanisms

an essential element of design and implementation and the presence of existing
structures would enable this process.

The ability of the school to
provide access or direct links
STl T We-1alic: [1AA tO various services means that
the school can become the
centre of focus of the
community. This results in
parents and other community
members becoming increasingly
habitualised to attend the school,
and deal with school staff, in the
process of utilising various
services. [16, 17, 18 and 22] An
approach whereby the focus was
on services that were considered
difficult to access outside the
school, or less prevalent, was
considered an enabler to
success.

The extent to which accessing services through the school was a
OCIUETEEUTDRCN normalised behaviour in the community was also considered an enabler by
th:cscc:;c;o;:isn:m the case study schools. A finding in most of the case study schools was that
there was potential stigma from accessing services through the school via loss of
privacy and lack of anonymity. This was true in metropolitan, regional and remote
locations. The extent to which schools are normalised as access points for
service delivery will therefore inhibit (with lower levels of perceived normalisation
in the community) or enable (with higher levels of normalisation in the community)
successful extended service schooling throughout Australia. [3, 11 and 23]

Some of the case study schools — particularly those in remote locations —
Community noted that the stability, or transience of the community was an important

stability consideration in determining and maintaining an extended service
schooling approach. This meant that the less transient the community, the
easier the development and facilitation of the model. [8]
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12.2.3. School and staff enablers and risk factors

The school itself — its human resources, communications, culture, physical resources and foci — was a core

enabling factor in the provision of extended service schooling with a number of individual elements discussed

as key facilitators. The below is a summary of these factors.

Chart 36: Summary of school and staff enablers and inhibitors / risk factors

Elements that inhibit / risks — Elements that enable

No individual with primary
responsibilty and ownership

Insufficient personnel to manage and
run the approach

Lack of support from the Principal

High staff turnover

Exclusion of parents

Lack of (ongoing) communication of
the model throughout the school

School does not market its approach
within the community

Resistant, non-supportive school
staff

No understanding of the school's
surrounding community

Low focus / lack of prioritisation
within the school

No parent advocates within the
school

Attempting to commence with a large
scale approach

No focus on evolving the approach
over time

Factor:
Human
resources

Factor:
Communication

Factor:
School culture

A school-level driver / individual with
primary responsibility and ownership

Sufficient personnel to manage and
run the approach

Advocacy of the Principal

Low staff turnover

Inclusion of parents throughout
design and evolution

Ability to communicate the model
(ongoing) throughout the school

School proactively markets its
approach within the community

Committed, participative and
supportive school staff

Sound understanding of the school's
surrounding community

High priority and focus of extended
service schooling within the school

Parent advocates within the school

Recognition of the need to start small

Recognition of the need to evolve the
approach

No physical spaces

No access to relevant professional
development opportunities for staff

Factor:
Resources

Appropriate physical spaces that can
be used

Access to relevant professional
development opportunities for staff

Narrow focus on a minority of
students

No culturally specific programs
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Breadth of service focus and school
delivery to all students

Provision of culturally tailored
programs
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The presence of
a ‘driver’

Appropriate

staff
resources

Advocacy of the
Principal

Level of staff
turnover

This research suggests that the ability of one

person to ‘make or break’ an extended service "LwldéYSWP: 1o e honest;

schooling approach is starting. The case
study locations which appeared to consider

Hhad s vaking o e

themselves most successful were those in d]‘H'@mn(;g_ &/gmﬂ\m@ S

which there was a keen ‘driver’ and advocate
for extended service schooling.

Cear and divective, there is

o discipling there wiereas n

While many schools had leadership and / or
case management teams, the presence of

other places it's all very] easy

someone who kept the ‘vision’ in mind and had AoINA and people 4L otk
a strong desire to enact change, was a ﬁaﬁk Md d() HM\Y own
frequently noted key to success. [1, 21 and 24] )

Notably, this did not necessarily need to be the H/\\h@."
school's Principal. And, in some jurisdictions (Learning Support / Community

and sectors, this ‘driver’ is appointed at a
system-level.

Several case study schools had a dedicated resource (albeit not in a full time role)
in a coordination role and this was discussed in Section 8 of this report. The
extent to which schools can appoint staff in these coordination roles was
considered a school-level enabler.

The ability to appoint staff members who fill special requirements means that
additional skills and strengths can be utilised in dealing with issues as they arise.
In some cases, many issues can be circumvented. An example includes the
presence of Aboriginal Teaching Assistants in Aboriginal community schools
which means that issues related to comprehension or understanding of the
purpose of services, or the school’s approach, can be immediately addressed. [5,
8 and 12]

Advocacy and involvement of the Principal was considered critical by many.
It should, however, be noted that the Principal does not necessarily need to
be the leader and primary coordinator of the school’s approach. Strong,
stable leadership from the Principal was, however, essential and they were often
the facilitator of embedding a culture of support for the model throughout the
school’s staff cohort. [3, 19, 21 and 24]

Staff turnover, with high attrition was considered by schools a threat to
sustainability. While it was considered unavoidable, its effects were considered
to potentially result in a break-down of relationships between staff members and
students or parents / care-givers; loss of knowledge, loss of skills and capacity
resulting in a need to retrain new staff members; and, could even create
perceptions of instability of the school and its extended service schooling
approach. [1, 9 and 11]
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Ability to involve
parents

Communication
processes

Cultural
change
within
the school

There s oo wiho's in et 2 and

Many of the case study schools noted
the importance of being able to

he's stil weaxing nappies .. first

meaningfully involve parents such referred 1o s W\YWQ\’\ the school
that any achievements made by the nurse W\d PS(QCV\O\U@'\Sf We Wm

school with children were continued

and reinforced at home. Supporting w’{’”md 1—0 0 PMd-‘MT-‘G-‘M e
continuity between the school and home "mplgm@y\‘i'@d 0 1—0“\@1—‘m6 proAyam ot

was considered an important element in
success at an individual child level —

school i now works at schod, ot it

and therefore to the extended service V\a,snLl' been '\mp\emerﬂ'&d 0,1' lhowie.»
schooling approach. [1, 5] (Case management team, Case study 1)

In addition to involving parents in the progress of their child, it was considered
important to involve parents in decision making and to encourage their
participation / volunteering in the model, and their personal access of
services or programs targeting parents. [16, 17 and 19] Active participation of
parents felt to increase the likelihood of success and sustainability of extended
service schooling.

The process for involving parents was acknowledged as needing to be tailored to
the individual school and its community, to be incremental and to build over time
once trust and belief in continuity of the approach was established.

Establishing strong internal and external processes for communication was
considered an important school-level enabler to successful extended
service schooling by many of the case study schools. Communication
processes were required between school staff, with existing and potential
partners, with parents, and with the community. Communication was discussed in
detail in Section 6.3 of this report and is therefore not repeated here.

The ability of school staff to promote the objectives of extended service
schooling was considered a key enabler - sustainable change needed to
occur across every facet of the school. [11, 18 and 21]

In several case studies, it was recognised that this may involve a cultural change
within the school because extended service schooling required a broader focus.
The international literature on extended service schooling supports this as a
critical enabler, highlighting that there needs to be a collaborative culture at a
school level in order for the approach to be sustainable.
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Gaining staff

support for the
approach

Securing staff

participation in
approach

Case study schools considered the support of

teachers paramount to ensuring the success T eallhers e ng{' ﬁmmd

and sustainability of extended service
schooling. Teacher support enabled inculcation of

for this becowse H/\aﬁ

the ideology of the programs into the culture of the d0h+ leauwrn woouf '\1' l}d' vni

entire school. Teachers need to be convinced the
program(s) will work, and some case study schools

s a Very difterent

highlighted the importance of communication WM of W]V‘k\“@ .ot
throughout  inception, implementation  and 1’@MWYS wil be on bv{ud

maintenance in order to gain their support and

participation. The mechanisms by which school aj’ 1°|r31“’
leaders facilitated communication with teachers (Principal, Case study 3)

were previously noted in Section 6.3.1 of this
report.

In addition to gaining the in-principle support of school staff, many case
study schools noted the value of school staff having a form of active
participation in the model. This often meant fostering a culture whereby
knowledge was shared between teachers and the case study team (if there was a
‘team’ component within the school’s approach); teachers and partners; as well as
teachers and the school’s leadership team. That is, teachers did not necessarily
need to be involved in program delivery, but were an essential conduit for
measuring the progress of individual children because of their direct, and daily
interactions with them. [1, 7, 11 and 19]

Some case study schools did, however, note that the passion and dedication of
staff to be involved in their own time provided invaluable support and contributed
strength to the model. This was more frequently observed in smaller schools and
remote schools.

oo feel The vpu are part
In general, teachers agreed with the philosophy of { + d
seeking and providing their input and maximising 0T O Tedm an @WY
their detailed knowledge of the children. This (;oyﬂ'ﬂbuhgns (u\d b\a)(d
enabled them to feel a valued part of the school’s
part ot ¥ work are volved’
approach, empowered them to provide input to the
model, and to raise and develop ideas. (Teacher, Case study 19)
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Having an engaged and participative community was noted previously as a
community enabler of extended service schooling. Case study schools
considered it crucial that all school staff had a clear understanding of the
complexities of the surrounding community. This was considered important in
delivering an understanding of the needs of individual students and thereby better
identification and delivery of the services they required. [10, 16 and 17]

e \ﬁ\%\t =0 efforts made locally to engage the WI' W\d l,‘{bW|' B
ﬁ % % % % community (and more specifically,
T I parents) in school activities. The o hawe 1o A0
é % % % % % )\ wider social events were usually iy Hyy COMMVhﬂTﬁ
: : : : : : considered more effective than
gl ) ) ) ) ! narrower  education focused and show V)WW’
' % % % % % : meeting  approaches. For W]\\'m6 h moke
= = = = Aboriginal communities, events .
_ . connections”
% % % % . - ‘ with a cultural focus were Coordimator Cace
i . f\‘\ " ‘f\‘\ -‘ ‘f\‘\ -‘ ‘f\~ reportedly more effective. [5, 7 ( stu,dy 12)

Understanding
the community

Many schools reported various Nou have fo @@1’

and 11]

Establishing a clear vision for the approach from the outset is important for
schools undertaking an extended service schooling approach. It was
believed that this vision should be revisited and adapted as necessary over time.
These schools discussed that this vision allowed them to prioritise their approach
as a school and was a key contributing factor to both its day-to-day success and
overall sustainability. [1, 12 and 19]

A strong vision,
and prioritisation

Forming relationships with people inside

e the school who cou’ld act as. advocate.s .,H, s crvcid {DY . mﬁr)n ‘
— level advocates (such as the school’s governing council, + 1'\/\
students themselves, and the parent 0 be on Tre Same pase
representative body) was considered an beCowse "{r ‘ﬁ”” d0n+ H,\m d—

enabler by some case study schools. ) . )
These internal advocates were felt to be wil ‘{;a‘“ n o b'@ W[LP"
important in gaining and maintaining wider (Teacher, Case study 19)
support for the approach.

Some case study schools referenced the perceived benefit of starting small,
Starting small and evolving the extended service schooling approach post implementation.
and evolv_e,_be This was considered an enabler to the initial implementation of the approach, as
clearonvision well as its eventual sustainability because it allowed the concept to be introduced
slowly, and grow collaboratively within the school and its local community. [2, 3,
and 10]
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Appropriate

physical
spaces

Providing
professional

development
opportunities

Appropriate physical space for extended service nd— [the additional space]
schooling was considered important to its

sustainability. Having dedicated spaces indicated has Mﬂdé 0 b‘@
to many - both within the school and the local d’\{’{gmn% d’ {’g@\s
community - that the approach adopted by the .

/ P pree by less ad hoc it has
school had permanency and longevity, thus
creating a sense of stability. [1,16] re'\nv‘\@r)rod'ad"

(Teacher, Case study 1)
However, it should be noted that some case study schools did not consider

the absence of dedicated physical spaces an insurmountable barrier to
starting an extended service schooling approach. These schools commenced
their approach to extended service schooling utilising only their existing physical
spaces, and had been able to secure additional physical space as the delivery of
extended services grew. In some cases, additional buildings were secured via the
Federal Capital Grants program, but new buildings on school premises had also
been funded via grants and partnerships within the private sector.

The importance of physical space lays in

school’s anticipation of growth in their Nov wil V(U\Ck\lﬂ UV'I'@YUW
extended service schooling approach. It was HM blfl\d]hﬂj W\d
felt that having available physical space meant

they would be better equipped to facilitate new resowces ..there's no
partnerships and additional service delivery as susi'ounab\a {Vhd'\h@ qd—n

both the need, and opportunity, arose. (Coordinator, Case study 3)
Having dedicated physical space was considered particularly important if the
school’s approach was to include facilities or services for the local community to
access. [7,8, 17]

Some case study schools noted the benefits of enabling teachers to access
professional development opportunities on topics that held broad relevance to
extended service schooling. Some examples of topics cited related to
‘development during the early years (0-3s) / the impact of trauma during the early
years’ (for primary schools) and ‘understanding poverty’ (primary and secondary
schools). The case study schools included in this research were not aware of any
professional development opportunities that related specifically to extended
service schooling.

The benefit of on-topic professional development was that it was felt to
ensure clear understanding of the origins and governing philosophy of
extended service schooling, what resources it enables and how it operates. It
was also claimed that staff training engenders ownership, builds dedication and
commitment, and ultimately increases staff morale as it illustrates that they are
valued and supported. [13 and 19]
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Access to
culturally
appropriate
programs

Breadth and
balance

The provision of culturally appropriate curricula and programs — content and
language - was seen as integral to the success of Aboriginal education and to
extended service schooling approaches in schools with high Aboriginal
populations because, without cultural relevance it is difficult to engage Aboriginal
students. [4 and 5]

In some case study schools, parents indicated the importance of the extended
service schooling approach being one that was balanced. That is, targeting ‘all
children’ as well as marginalised and at risk children; providing academic and non-
academic services and programs; and, in cases were incentivisation was
integrated to the approach, assuring that all students had equal opportunity to
receive such rewards and recognition.

The ability for the model to provide breadth and balance across these dimensions
was considered an enabler because it did not alienate or target individuals and,
instead, could be considered an ‘all of community’ approach. In turn, this
approach was considered to have greater potential to normalise access of
services and programs through schools.
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13. Learning from good / best practice

Taking into consideration all that has come before, what does good / best practice look like? Given that one
of the key factors in the success of extended service schooling is a high degree of flexibility to allow schools
to meet the differing and changing needs of their diverse communities, it is clear that there is not one single
model — or even several — which would ‘fit’ for all schools. This inherent attribute observed throughout all
stages of the research makes it difficult to define what ‘good’ looks like — but there are a number of common
attributes identified as essential to success.

Much of the discussion here is a version of the enablers and reversals of the inhibitors revealed in previous
sections, so detailed descriptions are not repeated. Instead a topline overview is given of the common
attributes observed that contribute to a successful extended service school.

13.1. Identify an appropriate starting point, and evolve

The philosophy of ‘starting small’ and continual evolution appear to be critical elements of good practice.
This recognises that extended service schooling is complex and often undertaken in addition to the
Principal’s role. Allowing the model to grow naturally creates less initial impost on the school and its
Principal.

Throughout the inception process (the ‘starting point’), feedback indicates that it is considered of utmost
importance to access what is already available within the community, rather than reinventing the wheel. This
means schools should consult with local government and non-government agencies to understand the
programs and services which either are available, or could be provided, to their community.

Continual evolution of the model was considered critical — not only during establishment, but throughout
implementation and maintenance. This was in recognition of the changing needs of children and student
cohorts, and communities. A best practice model does not ‘stand still’, rather it evolves over time.

13.2. Integration of consultation andre-consultation

The need to continually engage multiple audiences was considered essential by many of the case study
schools and is therefore identified as an element of good / best practice in extended service schooling.

The critical stages in which to consult include:

When to = inception and establishment (from the outset);
consult = implementation;

= maintenance; and

= evaluation and review (to its evolution).

That is, engagement is critical from the outset and remains important
throughout the life of the extended service approach. It is not a ‘one-off’
process that occurs during inception. It is ongoing, consistent and
purposeful.
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This research reveals a variety of stakeholders to consult, and information sources
that are considered important, namely:

Teachers and staff: The broad guidance given here is for schools to expect
that not all teachers will be supportive from the outset. Some will require
additional information and evidence as to the theory of extended service
schooling and its prevalence in Australia. Others will require time to
experience the model before accepting its worth. The ultimate goal, however,
should be to achieve a staff cohort who are fully supportive of the model.
Parents and care givers: can help schools identify the key areas of need and
priority and provide valuable feedback on their perceptions of the model’s
efficacy and impact.

The school’s governing body: It is beneficial to secure the support of the
school’s governing body throughout all stages and gain their advocacy for the
approach.

Local stakeholders / potential partners: should be consulted — particularly
during establishment, but also throughout maintenance. If there are known
contacts within the school, these are credible starting points from which this
can occur.

Potential advocates: should also be identified and sought. These can
include local politicians, senior members of government agencies, senior
business people, philanthropists etc.

Other schools: can provide good examples of how to implement and are
worthwhile consulting.

Students: can be consulted once the model has started, but are not
considered as critical to consult during establishment.

Use existing data: Maximise the use of school-level data to understand the
school’s position from the outset and monitor changes. Refer to community
data (such as ABS SES indicators, and AEDI) to profile your community.
These are valuable tools in communicating to people outside the school.

Both formal and informal methods of communication are appropriate. Most
schools are utilising existing communication methods, including:

discussing the model / its inception / its progress at school assemblies.
discussing the model / its inception / its progress in the school’s newsletter.
talking directly to the school board / school governing bodies.

talking directly to key parent drivers — either via personal invitations to a
discussion, or via meeting them in the car-park (or similar)

using ‘open days’ when parents are already invited to the school to
communicate about the model / its inception / its progress.

using staff meetings to communicate about the model / its inception / its
progress.

talking directly to key local stakeholders and businesses. Some schools
recommend the use of a ‘Business Plan’ within these discussions and
guidelines for this are provided within the ‘Recommendations’ section of this
report. Many schools utilise stakeholders and businesses as referral points to
locate other potential partners.
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This engagement process was considered one that was time-consuming, but critical, by most schools. In the
Northern Territory, this is the role of the ‘Business Coordinator’ and is not undertaken by the school’s
Principal. However, in other jurisdictions, most recommended that a coordinator be responsible for
managing, driving and delegating the engagement process.

13.3. Balancing the need for of formalisation of the approach

Schools recognise the importance of formalising objectives / partnerships / evaluation criteria etc. However,
it was equally stated that there is a considerable risk in over-formalising arrangements as this essentially
locks the model into a situation of ‘status-quo’. Rather, there needs to be an appropriate balance achieved
whereby the model is formal enough such that the school, its stakeholders and partners have clarity on the
model and it’s impact, but informal enough such that growth and evolution are facilitated.

13.4. Identification of a passionate leader

School level leadership of the approach is critical to achieve best practice. Many schools discuss the
importance of having a leader who is committed to the model and its success. This leader has the ultimate
responsibility for driving the model forwards, and it becomes a key part of their role. This leader does not
need to be the Principal, however the Principal must provide full support and advocacy to this leader. Small
leadership teams can also be appropriate.

13.5. Securing a ‘critical mass’

While a leader / driver is important, it is also considered best practice for there to be a team of individuals
who are committed to the model. This is particularly true for schools where staff retention is an issue as
increasing the familiarity and ownership of the model among multiple staff members will help reduce the risk
that if the leader / driver leaves the school, the model will collapse.

13.6. Accessing a variety of funding

Most schools are not reliant upon a single source of funding. Rather, they rely on multiple sources to ensure
the sustainability and growth of their model. Sourcing this funding — in jurisdictions where this is not a
specified role — becomes a shared role of the leader / driver and the Principal. Generating funding
opportunities was considered something that evolves naturally over time and was not always considered
necessary for establishment. Commonly, the starting point for garnering funding would be a known agency
or an existing contact.

13.7. Garnering sectorial support

Most schools agree that the ‘learning curve’ for establishing an extended service school is considerable.
However, they equally agree that schools should seek the support of their central agency or office.
Recommendations are provided in this report for the type of support that needs to be provided to schools.
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13.8. Resourcing the model appropriately

Many best practice models have a staff member allocated to the role of coordinating the model — and this is
sometimes separate to that of the leader / driver (discussed in 13.4). These schools utilise a variety of
funding sources to facilitate this. Few models appeared to rely solely on volunteers to sustain their model.

13.9. Setting long-term goals

Best practice models understand that their objectives are long-term from the outset and are clear about the
ability of hard statistics (such as NAPLAN) to effectively evaluate the school’'s model. Rather, they have
alternative evaluation mechanisms (refer 13.10) which can be accessed. Further, these schools operate
under the premise that schools should celebrate ‘small wins’ — wins that are about individual students /
parents / community members, rather than entire student cohorts / entire communities etc.

13.10. Inclusion of evaluation

One of the essential tools to secure and maintain funding is evaluation data — to identify whether, or in what
ways, the model is effective. In order to achieve this, it is important that the measures and methods for
collecting data are sound from the outset. Some guiding principles for this can be found in the
Recommendations section of this report. However, some of the fundamental considerations for achieving
best practice in evaluation include:

= collecting baseline data;

= developing or enhancing systems to monitor individual student level data (attendance, behavioural,
academic attainment);

= including all relevant target audiences in the evaluation process; and,

= disseminating the evaluation results.
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14. Conclusions

14.1. Reflections from the Literature Review

The review of literature under Stage 1 of this project noted that the concept, terminology and implementation
of extended service schooling has developed considerably over the last two decades in Australia, as it has
internationally in the United Kingdom and the United States. Despite this development, there remains
considerable differentiation in terms of the definitions and parameters of extended service schools. This has
made knowledge sharing, and learning from, models of best practice difficult for both schools and
Governments.

Despite this variability with the overarching definition, there is more commonality in the starting points
associated with their implementation which are consistently articulated as relating to the needs of children
and the difficulties of current education systems around the globe to adequately account for and address
them. It is largely agreed that these needs are both evolving and complex and that there is a fundamental
requirement for them to be met in order to enable children to function at optimal levels throughout their years
in the education system, and consequently throughout their adult lives.

The literature review found that extended service schooling, both in Australia and globally, has been
characterised by approaches that are flexible and tailored to specific community, student cohort and school
needs. Because of this, they take a variety of forms in terms of their delivery (for example, school-based or
school-linked); their goals (for example, from those centralised on children, to parents, to community and
school staff); their depth (for example, from extended practice to full service); as well as their management,
source of practice, extent of collaboration and resourcing (for example, central steering or local
entrepreneurship).

This uniqueness of approach means that there is no single blueprint for the way extended service schooling
is initiated, implemented, managed nor sustained. The need for primary research to explore the nature of
extended service schooling within the Australian context was thus significant. This finding aligns with key
findings of the Stage 2 research which is presented in the following.
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14.2. The focus of practice to date in Australia

This research suggests that around half (53%, ‘Principal survey’) of Australian schools are delivering
extended services in some form and this is largely uniform by jurisdiction, sector and location.

There is generally a high level of consistency between schools in terms of the starting points for extended
service approaches. While the complex needs of children are frequently central to the identification of need
and inception, the development of the approach usually reflects a broader scope which includes school-level,
parental/care-giver and community needs in the equation.

The case studies explored this in depth, with the centrality of children being in relation to reducing barriers to
learning and improving educational outcomes; the health and wellbeing of children; addressing attendance
and behavioural management issues; fostering ambitions and expectations; developing customised solutions
for “at-risk” students; transitioning children through school and post school; as well as promoting a positive
sense of culture and identity.

The below is a summary of the commonly articulated areas of foci in Australia (from the ‘Principal survey’
and the case studies).

Areas of need / overall foci
(BASE: Schools providing extended services, n=221)

/ Children \

Student outcomes — education
(84%)

Reducing barriers to student learning _.olowing the potential
(77%) child to be maximised

Health and wellbeing (Teacher)
(59%)

Transition to employment, further
\ education or training (39%) /
4 School )
School culture and school capital v.it's holistic, so the teachers
(79%) can focus on teaching
Teaching and support staff (Principal)
\_ (37%) )
[ Parents / Care-givers \
Parental engagement v..people and service Wurk'mﬂ_)
69%
(69%) tonyether for the common
Connecting the school to home 600d o€ families and children
[0)
(&) (Principal)

Parents and care-givers

(55%) j
~N

Community

~

Connecting the school to community
(GIL)]

Building communities

(69%) )
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Consistent with the overall foci of extended service approaches in Australia, the most prevalent types of
services delivered by, and through, schools are those focussed on the child (child welfare and engagement —
35% of schools; recreation and sports programs — 31% are the most frequently mentioned), as well as the
family (family support — 32%). However, in many approaches there is additional depth of service delivery,
extending considerably further than these one or two areas, to be inclusive of to the community.

Importantly, in many cases, the services being delivered by Australian schools are considered ‘new’
services by the schools in that they would not otherwise be accessible within the community. This is
particularly true of services relating to early childhood learning and development (where half, 49%, of schools
providing access to this service consider it to be new) and adult / family learning (46%).

Those schools not currently providing extended service schooling are not doing so because of a
perceived lack of need — 100% of these schools consider there to be a need. The most frequently cited
barriers to undertaking an extended service schooling approach relate to the investment involved (by way of
human resources and financial resources), as well as the challenges of securing funding and the potential for
this to impact on sustainability.

Their specific areas of perceived need are largely consistent with the areas of foci among schools
providing services. Family support is the most frequently mentioned area of need (82% of those not
providing extended service schooling consider this an area of need). The areas of student health and
student welfare / engagement (66% and 69% respectively); adult/family learning (69%); as well as primary
school readiness (63%) and early childhood learning and development (61%) are also consistently
mentioned.

14.3. The growth of extended service schooling in Australia

The impetus for the development and adoption of extended service schooling throughout Australia is most
frequently attributed to a recognition among schools and stakeholders alike, that the education system and
schools need to evolve in order to maintain relevance. Their potential to impact today’s children was noted.

In many cases, the driving force for the model’s inception and maintenance is an individual — most
frequently the Principal. This invariably highlights the centrality and importance of Principals in driving
extended service schooling in Australia. However, there are also alternative models in existence which are
more ad-hoc in their implementation and maintenance, those which are managed via a case-management or
school leadership team and others which are sustained via inter-agency collaboration.

This research suggests that partnerships have been central to the evolution of extended service
schooling in Australia, with only 6% of schools providing extended services, doing so without partnerships.
Partnerships most frequently occur with community based organisations (39% of schools with extended
services in the ‘Principal Survey’ have partnerships with) and not-for-profit agencies (26%). All case study
schools considered partnerships central to the sustainability of their model.

The recent Australian Government funding cited by schools (the National Partnerships Funding and
Federal Capital Grants program) has also undoubtedly assisted in the evolution and sustainability of
extended service schooling in Australia. Australian schools access a variety of funding and partnership
sources to maintain their delivery of extended service schooling and it is unlikely that any school is reliant
upon a single-source. However, the Federal Government’s funding programs are considered to have
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reinvigorated the approaches of schools already providing extended services, and greatly assisted those
schools within which extended service schooling has only just commenced.

14.4. The outcomes of extended service schooling

This research suggests that the reported outcomes of extended service schooling in Australia are diverse,
and extend considerably further than just academic results. The child is frequently at the centre of the
perceived outcomes of extended service schooling and the three key areas relate to behavioural
improvement of children; social skill development and school transition; and educational attainment.
The chart below summarises the range of outcomes uncovered through this research. It is, however,
noted that these outcomes lack school-level quantitative datato support.

Chart 37: Perceived outcomes of extended service schooling
Source: Case study research
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This research provides some quantitative evidence to support the presence of these outcomes, however it is

acknowledged that this is not an experimental design which monitors the strength of impacts.

As

summarised in Chart 38, in the Parent Survey, those who accessed extended services (blue line) through
their child’s school were significantly more likely than those who did not (black line) or were lapsed (yellow
line) to:

be connected to their community (statements 1-9 in chart 38, which relate to community connectedness

of parents);

be engaged in their child’s school (statements 10-16 below);

consider their child to be engaged in their school (statements 17-23 below); and

have positive perception of their child’s school leaders (statements 24-27 below).

Chart 38: Perceived outcomes of extended service schooling
Source: Parent survey
Survey question (Q1, Q3): For each statement, please move the slider to which one you personally feel
applies to you/your child’s school the most. You can select any number between 1 and 7.
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CHART: Proportion agreeing (5-7/7) with each statement (%).

| generally feel safe in my community.

| enjoy living in this community.

The school my child/ren attends is a central part of the community.
There are lots of different activities you can participate in/do within
the community.

Most people in my community can be trusted.

| find it easy to balance my family and other commitments.

There are lots of people working together to achieve common goals
in my local community.

| know a lot of people in my local community.

| feel a strong sense of connection to my local community.

The teachers in this school are easily accessible by parents.

I have a good relationship with most of the teachers at this school.
This school regularly provides opportunities for parents to
participate in ongoing school activities.

The school (e.g. teachers and principals) consult / talk with parents
about decisions that directly concern our children.

There are lots of opportunities for me to interact with other parents
of this school.

The school (e.g. teachers and principals) communicate well with
parents.

| feel involved in this school.

™
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My child is generally happy going to this school.

I would recommend this school to other parents like myself.
My child has a very high level of support at this school.

My child is very engaged at this school.

This school really understands the needs of its students.

My child has transitioned easily (eg. into kindy, into year 1, into high
school) through school.

This school focuses on the needs of all students at the school.
This school has effective leaders (Principal / Deputy Principal /
Senior Teachers).

This school’s leaders are easily accessible by parents.

I have a high level of trust in the leaders of this school.

This school is very coordinated.
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Stakeholders qualitatively identify broader outcomes which relate to the economic benefits of extended

service schooling:

= Extended services are considered a cost-effective intervention for tackling social issues in the
longer term when compared to the financial cost of dealing with social issues in adulthood if they are not
addressed in early years.

= Facilitation of student employment and career pathways by improving potential career opportunities,
thereby reducing social inequality and helping to break the cycle of welfare dependency.

= Improving local economies via a better-skilled workforce.

= Employability of parents through increasing the skill set of volunteering parents.

= Improved performance of local business by cultivating opportunities for work placements, mentoring
and sponsorships etc.

= Generation of school income via provision and accommodation of additional outside school activities.

14.5. Key findings relating to sustainability and success

This research has provided considerable clarity around the current status of extended service schooling
across Australia (in terms of the extent of practice and its evolution — summarised previously) as well as
identifying many of the essential components for the inception, implementation and ultimate sustainability for
high quality successful models of extended service schooling.

These ‘essential elements’ discussed below are core considerations for schools that are either currently, or
considering, providing extended service schooling. Fundamentally, it is felt that these factors are each of
critical importance and that failure to acknowledge one or more in this suite will impede implementation,
sustainability and ultimately success.

Consistent
funding and

partnerships
are required

The support of
school staff

must be
secured

Consistent funding and partnerships are essential components of sustainable
extended service schooling.

Schools are accessing a variety of funding sources and are not reliant solely upon the
Federal Government. The search for, and securing of, a variety of funding sources
and partnerships is a key enabler of sustainability.

Importantly, securing funding and partnerships, is most often described as a process
that is iterative and continually evolving. The importance of this factor therefore
resides not only throughout inception but also during maintenance.

The support of teachers is seen as paramount to ensuring the success of
extended service schooling.

Teacher support is essential to inculcate the principles of the programs into the
culture of the entire school. For this to happen, teachers need to be fully supportive
of the approach and aware that it is considered a joint responsibility across school
and Government.

The support of the majority (rather than a minority) of school staff will also reduce the
negative impact that staff turnover can have on the continuity of extended service
schooling.
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The community
must be

consulted and
engaged

Parents must

be consulted
and engaged

Strong, stable
leadership is
required

Existing
programs
should be

integrated

Community engagement in this context refers to involvement at a broader level
than individual parents and is critical if the model is to be embraced more
broadly and gather support, momentum and achieve sustainability.

In some communities, community support for the actions of the school has the
capacity to bring about watershed changes. While many of the initiatives and
strategies in the case study schools were focused on increasing community
involvement / engagement, and positive progress was reported, albeit slow, in some
communities this remains an ongoing challenge.

Equally, a lack of community involvement is noted as an inhibitor to sustainability and
success. That is, its presence can drive and its absence, impede, extended service
schooling.

Parental engagement brings advocacy and support for the model, and often
extends more broadly to fostering active participation in, and access to,
services themselves.

Engaging parents positively remains one of the key challenges for many schools.
While many schools note that positive engagement of parents in their children’s
education is a challenge, it is equally considered a key enabler to the success and
sustainability of extended service schooling.

This is evidenced by the suggested impact that lack of parental engagement has on
children disengaging from the school, and more importantly from the entire
educational process.

The ability of one person to make or break the model is startling, but was noted
in a number of the case study schools.

Thus senior staff changes can signal either the beginning of great things or the
probable future decline of existing programs and approaches.

The ability to identify, and link with, existing programs was paramount for
schools to be able to adequately address the range of issues students face. It
is not necessary to ‘re-invent the wheel’.

The range of programs available and utilised is diverse. These programs support
schools in addressing specific needs quickly, and in minimising impost on school staff
time and resources. While schools can achieve a lot with local initiatives and
agencies, the existence of multiple and varied programs available from many different
sources makes it easier to address issues quickly and consistently.
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Sector support

is required

Appropriate

staffing is
required

The profile
needs to be
raised

Flexibility and
adaptation are
important

Those driving extended service schooling (usually Principals) face competing
demands in terms of their time and focus. Extended service schooling
programs comprise only a portion of the scope of their responsibility and
sectoral support is essential.

This was described as sector-specific assistance to navigate the complexities of
external systems such as the legal system (restraining orders and subpoenas) or the
health system as well as assistance in navigating and forming funding and
partnership arrangements.

The majority of partnerships are initiated by schools themselves. However, schools
are quick to acknowledge that they receive little training or professional development
in the skills required to initiate and maintain partnerships. This lack of knowledge will
inhibit some schools from seeking partnerships, and could negatively impact the
sustainability of existing partners if the relationships are not managed according to
best-practice.

Schools need to seek this support from within their jurisdictions, but Government also
needs to raise awareness of the mechanisms by which support can be accessed and
ensure that information is widely shared.

The capacity for schools to appoint new staff members is often a key enabler.

Being able to appoint staff members who fill special requirements means that
additional skills and strengths can be utilised in dealing with the issues that arise, and
in fact many issues can be circumvented e.g. the presence of Aboriginal Teaching
Assistants in Aboriginal community schools means that issues of comprehension and
understanding can be addressed immediately.

Additionally, the allocation of funding to a proportional FTE position of an existing role
in a coordinator role can facilitate sustainability in some cases.

Generating awareness within schools of extended services as a means of
developing a new way of thinking is considered an important enabler.

Many schools operating as extended service schools are unable to articulate and
accurately define their model. This is, in part, due to the evolving nature of their
models however, is also partly a function of the lack of clarity around extended
service schooling throughout the education sector. The more solid the understanding
base, the greater the chance of sustainability and success.

The importance of flexibility, adaptability and the ultimate continual evolution
of extended service schools should not be underestimated.

Extended service schooling is not articulated by schools as a ‘set and forget’
approach. Rather, it is something that requires consistent review, appraisal and
adaptation to ensure it remains relevant.
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The ‘success’ of extended service schooling is difficult to both define and

e evaluate because the sphere of influence is far-reaching (often outside the

monitoring is ]
essential school) and impacts and outcomes are often long-term.

This aside, it is important that schools are able to articulate and provide evidence of
the success of their approach in order to maintain and / or extend the provision of
services; to strengthen partnerships and funding arrangements; and to effect long
term positive outcomes for children and students.
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15. Key

themes and potential
solutions

In light of this research and its findings, the following section provides an overview of the key themes, and
potential solutions that schools believe will enhance successful implementation and sustainability of quality
models of extended service schools in Australia.

It is noted that these themes and suggestions emerge from school-level discussions and may therefore

present ideas that would be considered difficult to implement at a broader Governmental level.

It is important

to note, however, that this discussion is nonetheless reflective of the environment in which jurisdictions will

be operating in terms of the perspectives of schools, the issues they deal with, and the support they seek.
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Theme 1. Maintaining flexibility in extended service
schooling such that it remains adaptable to changing

needs of the school community

Theme \ Potential solutions and implications

This research confirms that extended services
offered within schools are not a ‘one size fits all’

approach. Policies and structures that provide
flexibility for schools to be responsive to the needs
of their local community and their school

community and to offer relevant and appropriate
services are essential.

Schools need to acknowledge that to engage the
cooperation and involvement of students, staff and
parents, they need to identify their needs, the
services available, and then ensure that the
services are adequately directed towards
addressing the school’s priorities.

Over-defining what and how services are
offered will impede the natural evolution of
extended service schooling and its ability to
adapt to changing needs.

&social research

: At a system level, maintaining flexibility is critical.

Jurisdictions and sectors need to continue to
acknowledge that flexibility is a core component of
successful extended service schooling and support
schools in this regard. Flexibility enables synergy
between the needs of the school and its local
community.

This research suggests that system/sector policies
need to remain broad enough to encourage innovation
and flexibility at the school level while still providing
guidance to support informed decision making.
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Theme 2: The importance of providing funding, and

supporting schools

sources

to access

alternative funding

Theme E Potential solutions and implications

The ability for schools to secure ongoing and
consistent funding is considered one of the primary
enablers (and conversely, inhibitors) to the
sustainability, and success, of extended service
schooling in Australia.

Schools currently access a wide variety of funding
sources, including National Partnership funding,
and express challenges associated with this as well
as concern regarding the potential negative impact
of inconsistent and / or one-off funding sources.

Navigating funding opportunities in terms of
applications and grants procedures can be difficult,
and schools frequently acknowledge this lies
outside their core skill set as educators. In
addition, some schools refer to a low desire to
develop this skKill.

Given that securing funding is an ongoing process
for schools, it is considered a continual
administrative burden on the provision of extended
service schooling.

Overall, NP funding is considered important but
insufficient in isolation. Raising awareness and
assisting in the securing of additional funding
sources will decrease school reliance on a
single source and increase the likelihood of
sustainability of models of practice.

&social research

| 1. National Partnership funding is important, and
should ideally continue.

The National Partnership funding is an important part of
funding extended service schooling in Australia.
Although the research indicates that extended service
provision would continue if National Partnership
funding ceased, it would likely result in a reduction of
scope of extended service delivery. The level of
resourcing currently available through the National
Partnership funding is considered important to
maintain.

2. Schools would benefit from assistance -
particularly during the implementation stage — in
identifying, securing and maintaining, additional
external funding sources.

School Principals, in sectors where funding and
partnerships are pursued at a school level, would
benefit from communication from their sectors to:

awareness of
sector/systemic roles that are designed to assist
schools with this process;

= provide schools with assistance in discovering the
variety of funding / grant opportunities in their
jurisdiction;

= create and disseminate materials that provide
schools assistance in writing / navigating funding
grants;

= encourage and generate participation in any
professional development opportunities related
to funding / grant application processes; and

= develop guidelines to support schools in
communicating their school’'s profile and its
achievements to funding partners to build and
maintain strong relationships with funding partners.
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Theme 3: Maintaining, and/or establishing dedicated
roles to provide ongoing support in the implementation
and maintenance of extended service schooling

Theme E Potential solutions and implications

Effective and stable leadership and governance are | In jurisdictions where this does not already exist,
noted as key factors in successful models of 1 schools would benefit from dedicated roles that
: provide ongoing support in the implementation and

practice. This leadership is often (but not always) | maintenance of extended service schooling.

provided by the school and frequently, undertaken
by the Principal. There is a significant amount of
time involved in developing and delivering
extended service schooling and the impost on a
Principal’s already full workload can be an issue.

|
:
: The National Partnership funding has, in part,
| facilitated this. If continued, it is recommended that
: schools are made aware that utilising the funding to
| finance this coordinator/leadership role is a viable

I .
Some schools are using funding to fund 0.2 or 0.4 1 OPtoN-

FTE coordinator/leadership roles to take on this
important task, and assist the main driver of the
model of extended service schooling.

In jurisdictions where there is a dedicated role for this
(for example, in the 29 Remote Service Delivery
locations in the Northern Territory and in South
Australia via ICAN), this must continue to be supported.

This coordinator role was consistently
described as essential to the sustainability and
ongoing evolution of the model.
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Theme 4. Establishing and articulating processes for
effective interagency collaboration

Theme F Potential solutions and implications

For schools that are accessing services and
collaborating with different agencies as a part of
their extended service provision, interagency
collaboration was discussed as an inhibitor, and
equally a vital enabler. This was also expressed by
stakeholders.

Achieving a model of effective interagency
collaboration will contribute significantly to the
ease of implementing and managing extended
services within schools.

&social research

:A holistic Governmental approach would simplify
1 the process for schools.

= At the agency level, development of shared
memorandums  of understanding  regarding
participation in extended service schooling would
benefit schools.

= At the school operational level, collaborative
decision making is required in considering such
matters as the co-location of staff (desk space etc),
joint systems of reporting and accountability, etc.

This collaboration should be initiated at a governmental
level and not create an impost on individual schools or
agencies during its inception, and its implementation.

If memorandums are developed, they should be easily
accessible by schools.

The resulting structure would need to incorporate
elements of flexibility.

As evidenced throughout the report, extended service
school models are not a ‘one-size-fits-all’ approach and
any overarching joint memorandums understanding
across agencies will need to incorporate elements of
flexibility. An overly prescriptive memorandum will
create complexities and barriers of delivery.
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Theme 5. There is a desire, and need, for targeted
professional learning opportunities for school leaders,

teachers and other staff

Theme E Potential solutions and implications

Schools would benefit from professional learning

This report acknowledges that extended service
schooling is a relatively new area to Australia and
thus, new to school leaders and teachers.

The limited awareness and understanding of
extended service schooling as a concept may
impede the likelihood it will be embraced and
supported at a school level.

Principals invariably need to communicate to
teachers and other staff about extended service
schooling, the potential models and their
efficacy during the inception stages.

&social research

opportunities

relating to extended service

schooling.

If provided, such professional learning should include:

a short history of extended service schooling and
its adoption within education globally;

examples of ‘common starting points’ (Section 4);
methods of implementation (Section 5);

best practice guidelines (Recommendation 5);
funding and partnerships;

review and evaluation; and

developing a business plan.
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Theme 6: A suite of online resources is developed to

guide and
schooling

support

schools

in extended service

Theme E Potential solutions and implications

. Schools would benefit from easy access to a suite of
. online information resources to guide and support
i them [further details are provided in Appendix A.
These could include:

The need for flexibility does, however, create
difficulties for schools in the process of establishing
and sustaining a successful model of extended
service schooling. Many will seek clarification and
guidance.

While approaches should not be over-defined
or prescribed, it would nonetheless be
beneficial to develop accessible materials that
will guide schools in the implementation,
maintenance, monitoring, evaluation and
communication of extended service schooling.

A package providing key information in relation to
the process of establishing, implementing and
sustaining a model of extended service schooling;

Materials that outline to schools how to draft a
‘Business Plan’ that can be utilised in securing
appropriate resources and for communicating with
potential partners — should they consider this a
necessary process within their school,

Best practice guidelines for schools to facilitate
consultation, work with external agencies, tailor
programs, provide options for professional
development, share learnings and methods of
evaluation, particularly for those schools
implementing a model of extended service
schooling for the first time; and

Evaluation tools to provide advice on designs,
methods, frameworks and communicating data to
stakeholders.

&social research
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ADDITIONAL INFORMATION

& social research 117



Theme 6:

A suite of online resources is developed to guide and support schools
In extended service schooling, including:

6.1 A package providing key information in relation to the process of establishing, implementing and
sustaining a model of extended service schooling should be accessible to schools and include
information in relation to:

= Inception — initial consultations, engaging parents / community / stakeholders. This should
include discussion on areas such as:

o Engaging teaching staff and nominating a driver / lead individual.
o Engaging the school community (school council / parent bodies / parents etc).
o Engaging the broader community.
o Finding local advocates.
o The processes for developing a shared philosophy and participation.
o Maintaining awareness of the model.

= Forming and maintaining partnerships;

= Funding and grant applications (referenced earlier);

= The variety of services / activities / programs;

= Therange of outcomes and impacts;

= Options for research and evaluation (discussed further in this section);

= Case study publications. (Overall, while the case study templates that were used for this
report are quite long, it is felt that this level of detail is necessary for schools who may be
initiating extended services in their school.)
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Theme 6 (contd):

A suite of online resources is developed to guide and support
schools in extended service schooling, including:

6.2

Best practice guidelines for schools, particularly those embarking on extended service schooling
for the first time, to support the development of a business plan to guide consultation, working with
external agencies, tailoring programs, professional development options, the sharing of learnings
and methods of evaluation.

As mentioned throughout this research, some schools that are currently providing extended services
find it difficult to articulate their model in terms of its goals, its design and its outcomes and in order
to author the case studies, the researchers were ‘piecing together a puzzle’.

The difficulty and complexity in describing the models at a school level (if experienced) will
impede their ability to source external funding as funding partners will require clarity across
these areas. This is of particular relevance for schools where there is no over-arching sector-
level structure that guides extended service schooling (such as ICAN in South Australia).

Materials need to be developed that outline to schools how to draft a ‘Business Plan’ that can
be utilised in funding applications, communicating with potential partners and clarifying the
approach at all levels of the system/sector.

This could be provided via:

= Online communication materials to assist schools — either in written format, via webinar
sessions, or through professional development. Some guidance on this is provided below and
overleaf.

= Assistance in the identification of potential partners that could participate in assisting schools to
develop their business plan.

This research suggests that the essential elements for inclusion in a business plan include:

=  An overview of the school’s vision — what the school is trying to achieve.

= A description of any progress of the model/approach to date.

= How the proposed model/approach will support the school’s vision and the objectives of the
model/approach.

= The perceived and / or actual (if evaluation data exists) outcomes of the model for children,
parents, teachers and staff and community.

= The funding requirements and opportunities to sustain the model — what the school is seeking.

= Accountability - the mechanisms in place to evaluate and monitor the model and the school’'s
proposed way for communicating this to partners.

Further guidance is provided overleaf to assist schools. Of note, it is recommended that the
Business Plan will need to include evaluation data (as it becomes available) and therefore, this
Business Plan will need to be updated to maintain its currency. The Business Plan will need to be a
concise document — it is recommended a length of no longer than 8-12 pages is adopted.
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Area of business plan f Questions to guide potential content

Section 1: Your school and its vision i At an overall level (that is, not limited just to the
additional services your school currently / is seeking to
provide), what is your school trying to achieve? What
is your school’s mission?

Section 2: Background to the model Who is your school and your community? What are

their needs?

What was the starting point for the need for this model?
What was the catalyst for its inception? Why do you
have extended service schooling?

What is already in place / what are you trying to start
with? What have you implemented to date?

Section 3: Link to the school’s visions What is the overarching strategy of the model within
your school — what are you trying to achieve? Who are

you targeting? How are you targeting them?

How do these objectives fit with your overarching
school vision?

How do these objectives fit with the needs of your
community more broadly?

Section 4: Outcomes What do you believe the successful implementation
and continuation of this model will achieve — among

children, parents, teachers, staff and community?

Do you have any evidence of this which could be
included — either anecdotal or numbers-based? Note
that the inclusion of specific vignettes will be beneficial.

Section 5: Opportunities What do you need from partners / potential funders?

What are you seeking and why?

Section 6: Accountability How will you keep them abreast of the model and your
school? What measures do you have in place to
evaluate the model which you can communicate to

them?
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Theme 6 (contd):

A suite of online resources is developed to guide and support
schools in extended service schooling, including:

6.3 Best practice guidelines to assist schools in sharing learnings need to be provided, particularly to
support those schools introducing extended service schooling for the first time. This report has
discussed the range of extended service schooling provision and the differing appearances it can
take in individual schools, according to the needs of students and the community.

Thus, it is clear that there is not one single ‘best practice’ model or example which would fit all
schools. However, there are a number of common attributes identified through the research as
critical to the success of extended service schools.

Both schools that are new to extended service schooling and those who are more
established, would benefit from understanding the experiences and critical learnings of other
schools. Best practice guidelines need to be developed for schools to facilitate shared
learnings and assist schools who are introducing extended services for the first time.

Aligning to the business plan detailed above at 5.2, guidelines to facilitate shared learnings should
include advice or best practice examples regarding:

= ways to effectively consult with, involve and engage the community, staff, students and their
families;

= ways to access the range of programs and relevant funding sources;

= relevant/ suitable partner organisations and strategies to initiate and build collaborative partner
relationships;

= frameworks for effectively working with other agencies and organisations, developing
= communication networks, facilitating feedback and fostering collaborative partnerships;

= ways in which services and programs can be tailored to meet the specific student and
community needs;

= options for professional development which can assist teachers and other staff to implement
extended services.

= methods of evaluation, review and the monitoring of services and programs to measure change
and progress.

This set of guidelines will better enable schools to develop the services they provide and ensure the
avoidance of some common ‘pitfalls’.
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Theme 6 (contd):

A suite of online resources is developed to guide and support
schools in extended service schooling, including:

6.4 A suite of evaluation tools should be developed providing advice on designs, methods, frameworks
and communicating data to stakeholders. Without the creation of guidelines for the effective
evaluation of models of practice, there is a risk that their evaluation will rely solely on hard statistics
such as NAPLAN. As evidenced throughout this research, this will almost certainly mask the
plethora of benefits extended service schools can provide.

Good evaluation data will be invaluable to schools moving forward as it will provide
assistance in maintaining and strengthening the relationships of funding / partners, guide the
evolution of the model, build confidence in the purpose of the approach and provide
invaluable information to guild informed decision making. However, schools do not always
have the skill sets to develop their own evaluation criteria.

These tools should provide guidance on:
= the importance of evaluation — what it can provide schools;

= potential audiences for inclusion in the research (for example, researching parents rather than
children);

= potential designs (for example, pre and post inception collection of data, annual collection of
data once established);

= potential methods of data collection for individual target audiences;
=  potential survey questions, or at least constructs and measures;
= potential frameworks for analysis / examples of outputs; and

= appropriate ways to communicate evaluation data to stakeholders / partners / funders.

Some guidelines for this are provided overleaf. However, it is critical to note that any evaluation
framework must be tailored to the individual school. These guidelines should not, therefore, be
viewed as prescriptive and rather as a starting-point for schools to utilise, discuss and contextualise.
Guidelines are provided for:

= Teachers and school staff
= School boards / school governing bodies

= Parents
=  Children under case management / children
= Partners
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Target
audience

Data collection options

Key questions

Dissemination

Teachers and
school staff
To ensure
that  school
staff remain
supportive,
and a central
part of the
model’s
evolution.

Obtaining
feedback
from teachers
and school
staff is an
integral
component of
the
evaluation.

In most schools, the
recommended approach for
consulting with teachers and
school  staff  would be
qualitative techniques rather
than, for example, structured

surveys.

The key questions should be
utilised as discussion points to
frame the sessions and it is
envisaged that a mixture of
individual interviews would be
conducted (for example, with
more senior staff or those
integrally involved the
model), to smaller group
discussions with teachers.

in

A dedicated time to conduct
this discussion should be
allotted such that it receives
the necessary priority and

Highlights: What is working well?
What should we maintain?

Opportunities: What could we
improve on? What could we do
differently?

Risks: What are our potential
risks that we may need to flag and
consider over the next six

months? How can we address
these?

Expansion: Do we want to
expand our model — are we

looking to change or maintain our
position? How can we grow /
maintain?

Assistance: Are there any areas
we feel we need additional
assistance with?

These  discussions
should be
summarised by the
Principal and
communicated back
to school staff.

It is recommended
that this be done
relatively informally.

importance within the school. Successes:  What is  this

contributing?  What have we

achieved? What are our

successes? If we did not

continue, what would happen?

School board, , In most schools, the , Similar  discussion  questions | These discussions
school recommended approach to, could be asked as noted for , should be
governing these target audiences is one , teachers / school staff above. summarised by the
bodies, of consultation, rather than Principal and
parent evaluation and thus, it is communicated back
governing qualitative in nature. to this target
bodies audience. It is
recommended that
To ensure this be done
they remain informally and link in

abreast of the
model and its
objectives.

&social research

with existing meeting
structures held by
these target
audiences.
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Target

Data collection options

Key questions

Dissemination

audience

Parents

To
understand
perceptions
of the school,
its extended
service
schooling
and maintain
parental
inclusion.

&social research

If the school conducts a parent
satisfaction  survey, it is
recommended that some
additional questions are placed
on this existing data collection
mechanism.

If the school does not conduct
a parent satisfaction survey, or
the existing parent satisfaction
survey can not accommodate
additional  questions, then
consideration should be given
as to whether this is possible.

In schools where a quantitative
survey is not culturally
appropriate, these could be
done on a more informal basis
by school staff speaking one-
on-one with parents.

This research suggests that it will
be important to capture both
rational and emotional elements

of the school to sufficiently
understand the impact of the
model.

There are several questions that
are highly recommended for
inclusion (that were utilised in the
Parent Survey of this research),
namely agreement/disagreement
that:

= My child is very engaged in

this school

= | would recommend this
school to other parents like
myself

= This school really understand
the needs of its students

= | feel very involved in this
school
= This school is very

coordinated — teachers and
administrators are all ‘on the
same page’ working towards
common goals

= This school understands its
community  well the
characteristics, local issues
and resources available within
the community

Monitoring progress across these
dimensions will assist schools in

their understanding of their
model’s potential impact.
These questions should not

override any standard satisfaction
guestions, but rather complement.

The results of these
surveys should be
disseminated to
teaching staff, school
governing bodies as
well as partners.

In  addition, they
should be
communicated back
to parents (where
appropriate) via
existing school

communication
methods (such as
school newsletters,
or school
assemblies).
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Target
audience

Data collection options

Key questions

Dissemination

Parents with
children
participating
in early
childhood
interventions

To
understand
the potential
impact prior
to entering
school.

An option for collecting data
among parents with younger
(prior to school) age children is

for parents to rate their
perception of their child’s
development  across  key

indicators on commencement
of their participation with the
services, and then 6-12
months post to enable
observation of change post
participation.

The potential flaw of this
approach, however, is that if

the programs are raising
parental awareness of their
child’s development across

key indicators, then there is
high potential that results may
appear to decline as a result of
this increased
That is, as their knowledge
increases, their ability to self-
rate their child becomes more
accurate.

awareness.

Rather than using this method,
therefore, any observational
data of young children should
be recorded by the individuals

running the early learning
centre (or similar) once
parental permission is
obtained. While this is still
qualitative  and  anecdotal
information, it will be the most
efficient to collect and
potentially more accurate.

These parents can still be

asked similar questions to that
above for ‘all parents’.

&social research

If there are existing jurisdiction-
level measures of child
development then these should
be utilised.

Importantly, the same questions
should be answered on the child’'s
commencement in the program,
and then one year post their
commencement.

All  surveys that are on
‘commencement’  should be
marked as such so that they can
be separated in analysis and “pre”
/ “post” analyses tabulated.

Frequency tabulations are all that
are required at a school level and
these can be done in Excel with
no requirement for specialist
software.

The results of this
data  should be
analysed no more
than annually with
the goal to observe
whether there are
any changes across

key developmental
indicators on
commencement to
one year post.

This information
should be
communicated to

teaching staff, school
governing bodies as
as partners
where appropriate.

well
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Target
audience

Data collection options

Key questions

Dissemination

Children
under
management

case

To
understand
the impact of
case
management
children.

It is recommended that
existing tools for monitoring
academic, behavioural and
attendance data are

maximised rather than creating
new measures.

Rather, it may be the
development of ‘ways’ to
capture and use this data
which will be of more benefit to
schools.

&social research

Where a case management
model is employed, it is
recommended that individual
students under case management
are tracked across key
behavioural, academic and

attendance data.

Where possible, this should be
collated before they enter case
management and during their
case management. It should
capture and monitor attendance
and behaviour by week such that
progress can be tracked.

It is recommended that academic
data be recorded at an individual
level for these students and this
should be provided by term.

It is noted that this does require
additional work from schools,
however, the benefits it
potentially provide in terms of

will

monitoring  the  efficacy  of
interventions is potentially
significant.

An example is provided overleaf.
This shows how simple data
collection can enable automatic
reporting across key measures.
Thus, once the template is agreed
and designed, the analysis is
generated automatically.

The results of this
should be available
to teachers who have
a child under case
management so they
are able to observe
and comment on any
progress — or, lack of
progress.

These tools should
be used to assist in
the understanding of
both where models
appear to, and not to,
impact.
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Target
audience

Data collection options

Key questions

Dissemination

Children

To
understand
the impact of
extended
service
schooling on
children.

As referenced throughout this
report, monitoring the impact
on an entire student cohort is a
complex issue.

A pseudo-measure of child
engagement school is
recommended for inclusion in
the parent survey — however,
this is reflective of the parent’s
perspective rather than the
individual child.

in

Collecting student-level survey
data would be a considerable
impost on schools and
therefore not recommended.
Rather, it is recommended that
existing tools for
understanding school and
student  performance are
utilised. However, these need
to be caveated with the
understanding that impacts
observed at a school level will
be long-term.

is

&social research

Existing academic indicators (ie.
NAPLAN, AEDI) should continue
to be monitored at a school level,
however, this is a long-term
evaluation tool and should not be
utilised as a hard indicator for the
model’s success either over short
or long-term periods.

It should also be noted that using
a data source such as this will
potentially ‘muddy the water as
students may leave the school
and enter the school. Thus,
monitoring a school’'s cohort of,
for example Year 3's, through the
years will need to include the
proportion of students who have
remained in the school throughout
the waves of data collection and
reporting.

These indicators are
already publicly
available at a school
level.

As these are more
likely to be useful as

a longer-term
indicator, it is not
recommended that
any additional
analysis of these
statistics is
necessary in the
short to medium
term. Rather, these
are tools for the
school to monitor
over longer periods
of time as their
model becomes
more established
and entrenched

within the school.
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Target
audience

Data collection options

Key questions

Dissemination

Partners

To monitor
and build on
relationships.

Maintaining and building on
partnerships is a critical
element of successful
extended service schooling.

Thus, it is important that these
relationships are cultivated by
schools.

It is recommended that this
occur via a qualitative
technique (one-on-one
informal discussions) in order
to allow partners to hold open
lines of communication with
schools.

It is not recommended that a
wider guantitative technigue to
survey partners across
jurisdictions be pursued as
some partners will undoubtedly
have relationships with several
schools and it is this individual
relationship that must be
fostered.

&social research

Highlights: What is working well?
What should we maintain?

Opportunities: What could we
improve on? What could we do
differently?

Risks: What are our potential
risks that we may need to flag and
consider over the next six
months? How can we address
these?

Expansion: Do we want to
expand our partnership — are we
looking to change or maintain our
relationship? How can we grow /
maintain?

Assistance: How can this school
help you? Is there anything you
need from us in terms of reporting
etc?

Successes: What is this
contributing?  What have we
achieved? What are our
successes? If we did not

continue, what would happen?

Ideally, the same
individual within the
school would
conduct these

interviews such that
they can synthesise
any commonality of
discussions between
partners.

This information
should be made
available to partners,
school governing

bodies and school
staff on request. The
reporting of this does
not need to be a
significant

undertaking — rather,
it should highlight

one or two
consistently  points
across  the key
questions.
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