BOARD OF EDUCATION Board Auditorium

Portland Public Schools Blanchard Education Service Center
STUDY SESSION 501 N. Dixon Street
February 3, 2015 Portland, Oregon 97227

Note: Those wishing to speak before the School Board should sign the public comment sheet prior to the start of
the meeting. No additional speakers will be accepted after the sign-in sheet is removed, but testifiers are
welcome to sign up for the next meeting. While the School Board wants to hear from the public, comments must
be limited to three minutes. All those testifying must abide by the Board’s Rules of Conduct for Board meetings.

Public comment related to an action item on the agenda will be heard immediately following staff presentation on
that issue. Public comment on all other matters will be heard during the “Public Comment” time.

This meeting may be taped and televised by the media.

AGENDA
1. PUBLIC COMMENT 7:00 pm
2. STUDENT REPRESENTATIVE REPORT 7:20 pm
3. 2015-16 BUDGET AND UPDATE: 7:35 pm

HIGH SCHOOL GRADUATION RATES AND
HIGH SCHOOL ACTION TEAM UPDATE

4, UPDATE: TALENTED AND GIFTED 8:30 pm
5. UPDATE: EQUITY IMPLEMENTATION PLAN 9:15 pm
6. BUSINESS AGENDA 10:00 pm
7. ADJOURN 10:15 pm

Portland Public Schools Nondiscrimination Statement

Portland Public Schools recognizes the diversity and worth of all individuals and groups and their
roles in society. The District is committed to equal opportunity and nondiscrimination based on
race; national or ethnic origin; color; sex; religion; age; sexual orientation; gender expression or
identity; pregnancy; marital status; familial status; economic status or source of income; mental or
physical disability or perceived disability; or military service.




" Board of Education Informational Report

MEMORANDUM

Date: 1/28/15

To: Members of the Board of Education

From: Antonio Lopez, Assistant Superintendent, Office of School Performance

Subject: Graduation and Completion Rate Data & Early Warning System Update

This Memorandum provides an overview of the high school graduation and completion
data, an update on the Early Warning Systems work with a focus on the broader context
of our college and career readiness plan. It highlights how we have been implementing
the recommendations of the High School Action Team in relationship to the work
established by the high school graduation initiative project within the reconnection
services department previously under Multiple Pathways.

High School Action Teams during the 2013-14 school year were comprised of teachers,
parents, students, community members, principals, and board members. The Teams
were charged with coming up with recommendations in five areas:
e Attendance
College and Career Readiness
9" Grade Outcomes
High School Alignment/Early Warning Systems
Mentorship

The Early Warning System committee recommendations require the implementation of
a systemic approach that:

Sounds the alarm sooner

Consistent elements of intervention

Personalization and

Aligns between middle school and high school

The Office of College and Career Readiness is developing a 3 -5 year strategic
roadmap that systemically aligns all five areas. For the February 3™ board meeting, we
are featuring an update and overview of our 2013-14 graduation and completion rates
and the work of the early warning systems committee. The presentation will show the



intersection between the initiatives and the high school action team committee
recommendations.

High School Graduation and Completion Data Overview

e New State Modified Diploma Graduation Guidelines

e High School four and five year cohort graduation rates

e High School four and five year completion rates

e Graduation and completion data disaggregated by race, ethnicity, gender and
other groups

e Graduation and completion data disaggregated by school, including alternative
schools

Early Warning Systems

e Work leading to Early Warning System Implementation
Define Early Warning Systems
High School Graduation Initiative Project overview & impact
Early Warning Systems Continuum of Services
New Reporting and Family Communication Tools
Early Warning System engagement Strategies

Enclosed are graduation and completion rate data, as well as Early Warning System
and Re-Engagement Guides. The guides enclosed were produced out of Johns
Hopkins University and The Millennium Group with funds provided from the U.S.
Department of Education, with a contribution from a technical working group, that
included our Director of Early Warning System, Jocelyn Bigay-Salter. These
publications affirm the direction the District and Board are moving toward and also
highlight the recommendations set forth by the High School Action Team. The Office of
College and Career Readiness is aligning early warning systems to best practices
referenced in this guide. These include, but are not limited to:

Early warning indicators

Early warning system reports

Defining the population

Implementation of systemic infrastructure that incorporates:
o0 Outreach & Attendance Coordinators
0 Social/Emotional Support
o Continued Reconnection Services

We are designing a sustainable and collaborative school level approach that functions
as a continuum of services to support all students from prevention to reengagement.



Keeping Students on Track to Graduation

The high school dropout crisis has significant economic and social consequences: lost income for
individuals, difficult labor markets for communities, a lack of civic participation, lost revenue for
the U.S. economy and a threat to global market competitiveness. Therefore, it is necessary to
develop a system to respond early and engage students in school before they drop out.

It may seem that students drop out suddenly, but upon a closer look, warning signs can be
spotted well in advance. In fact, education researchers are finding that students are sending out
warning signals years before they leave school. In the early 2000s, researchers set out to find
those factors most predictive of students dropping out of school.* What they found were three
consistent indicators, regardless of student gender, race, socioeconomics, and other
demographics: Attendance, Behavior and Course Performance

Attendance
e Missing 20 days or being absent 10 percent of school days
e Missing 5 consecutive days
Behavior
e Two or more mild or more serious behavior incidents
Course Performance
e Aninability to read at grade level by the end of third grade
e Failure in English or math in sixth through ninth grade
A GPA of less than 2.0
e Two or more failures in ninth grade courses
Failure to earn on-time promotion to the tenth grade

Portland Public Schools currently tracks these indicators as a part of its data system. One of the
objectives of the Early Warning System is to provide accessible, relevant and timely data reports
to the schools in order for Student Intervention Teams (SIT Teams) to easily identify students
who are off track, and intervene early with the appropriate support services.

As we move toward implementing an Early Warning System we have begun the process of
instituting SIT Teams in collaboration with Rick Kirschmann, Program Director of Support School
Discipline, from the Office of Equity & Partnerships. We are in the process of training Student
Intervention Teams, similar to the Hillsboro CARE Teams, three of our high schools: Franklin,
Jefferson and Roosevelt.

Each school is unique and has a number of student support services specific to its community.
The SIT Team’s role is to fully understand and know the support services and interventions
available to the students and families in their buildings. This knowledge allows the SIT Team and
staff to fully leverage the interventions to address the barriers and challenges that face students
before they enter or after they leave the classroom. This model also allows for school personnel
to consider student needs by name.

Keeping students on track to graduation and beyond is a shared goal and priority among school
staff, support service providers/community partners and families. The involvement and

*Balfanz, R., Hornig Fox, J., Bruce, M., Bridgeland, J. (Nov 2011) On Track for Success, The Everyone
Graduates Center at Johns Hopkins University and Civic Enterprises



collaboration of all of these stakeholders will enable us to better culturally support students and
families to succeed in school.

*Balfanz, R., Hornig Fox, J., Bruce, M., Bridgeland, J. (Nov 2011) On Track for Success, The Everyone
Graduates Center at Johns Hopkins University and Civic Enterprises



PREVIEW 2013-14 4- and 5-year grad and completion rates: All Students by

Subgroup

Students entering high school in 2010-11 formed the 2013-14 4-year graduating cohort.
Students entering high school in 2009-10 formed the 2013-14 5-year graduating cohort.

2010-11 Cohort 4-Year Graduation || 2009-10 Cohort 5-Year Graduation
and Completion Rates and Completion Rates
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American Indian/Alaska Native 57 27 47% 34 60% 66 39 59% 44 67%
Asian 315 258 82%| 260 83%| 269 230 86%)| 236 88%
Black/African American 425 257 60%| 282 66%| 478 301 63%| 333 70%
Hispanic/Latino 465 260 56%| 282 61%| 509 319 63%| 366 72%
Multi-Racial 198 131 66%| 140 71%| 200 146 73%| 166 83%
Native Hawaiian/Pacific Islander 34 25 74% 25 74% 29 21 72% 24 83%
White 1824 1378 76%| 1494 82%| 1916 1460 76%| 1667 87%
Gender
Female 1619 1220 75%| 1308 81%| 1698 1277 75%| 1425 84%
Male 1699 1116 66%| 1209 71%| 1769 1239 70%| 1411 80%"
Program Membership
Economically Disadvantaged 1745 1063 61%| 1179/ 68%| 1820 1198 66%)| 1388 76%
LEP 263 130 49%| 135 51%| 268 163 61%| 173 65%
SpEd 517 260 50%| 297 57%| 542 299 55%| 362 67%
TAG 565 515 91%| 528 93%| 584 544 93%| 565 97%
Historically Underserved Groups
Historically Underserved Races 981 569 58%| 623 64%| 1082 680 63%| 767 71%
Historically Underserved
Combined 2110 1277 61%| 1418 67%| 2211 1426 64%| 1659 75%
District Totals
Total| 3318 2336 3467 2516 73%[ 2836 82%||
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_2009-10 cohort 4-year rates

2008-09 cohort 5-year rates ||

Total

3424 2291 67%|

2572 75%

3447 2274 66%|

2746  80%||

Gain 2012-13 to 2013-14

Beginning in the 2013-14 reporting year, Graduation includes Modified and Regular Diplomas.
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Completion includes Extended and Adult Diplomas as well as GEDs.
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PREVIEW 2013-14 4- and 5-year grad and completion rates: All Students by School

Students entering high school in 2010-11 formed the 2013-14 4-year graduating cohort.
Students entering high school in 2009-10 formed the 2013-14 5-year graduating cohort.

2010-11 Cohort 4-Year Graduation and Completion Rates || 2009-10 Cohort 5-Year Graduation and Completion Rates
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Benson 179 153 85% 157 88% 225 202 90% 211 94%
Cleveland 419 349 83% 365 87% 400 353 88% 371 93%
Franklin 325 281 86% 289 89% 331 301 91% 315 95%
Grant 374 336 90% 343 92% 414 375 91% 387 93%
Jefferson 113 75 66% 79 70% 115 88 7% 89 7%
Lincoln 396 359 91% 367 93% 371 343 92% 354 95%
Madison 297 224 75% 229 7% 283 213 75% 223 79%
Roosevelt 208 111 53% 120 58% 180 127 71% 139 77%
Wilson 336 291 87% 301 90% 362 322 89% 343 95%
Total 2647 2179 82% 2250 85% 2681 2324 87% 2432 91%
Accountable Alternatives: MLC, Alliance and Charter Schools
Alliance 126 27 21% 39 31% 136 46 34% 66 49%
MLC 37 30 81% 34 92% 32 21 66% 29 91%
LEP 149 57 38% 71 48% 143 46 32% 68 48%
Trillium 20 13 65% 15 75% 25 17 68% 23 92%
Students not assigned to accountable school (including students whose last accountable enroliment was Marshall campus)
Unassigned 339 30 9% 108 32% 450 62 14%|| 218 48%
District Totals
Total 3318 2336 70% 2517 76% 3467 2516 73%| 2836 82%
___———2009-10 cohort 4-year rates 2008-09 cohort 5-year rates |
Total 3424 2291 67% | 2572 75% 3447 2274 66% || 2746 80% ||

Gain 2012-13 to 2013-14
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Beginning in the 2013-14 reporting year, Graduation includes Modified and Regular Diplomas.
Completion includes Extended and Adult Diplomas as well as GEDs.
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PREVIEW 2013-14 4- and 5-year grad and completion rates: By

Race and Gender

Students entering high school in 2010-11 formed the 2013-14 4-year graduating cohort.
Students entering high school in 2009-10 formed the 2013-14 5-year graduating cohort.

4-Year Grad and Completion Rates 5-Year Grad and Completion Rates

FEMALE STUDENTS MALE STUDENTS FEMALE STUDENTS MALE STUDENTS
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American Indian/ Alaska Native 33 18 55%| 21 64%| 24 9 38%| 13 54%| 39 26 67%| 29 74%| 27 13 48%| 15 56%
Asian 152 134 88%|[ 134 88%| 163 124 76%| 126 77%| 135 121 90%|[ 123 91%| 134 109 81%| 113 84%
Black/ African American 223 146 65%| 162 73%|[ 202 111 55%| 120 59%| 242 162 67%| 181 75%| 236 139 59%|| 152 64%
Hispanic /Latino 203 127 63%| 136 67%| 262 133 51%| 146 56%| 261 183 70%| 205 79%|| 248 136 55%| 161 65%
Multi-Racial 105 73 70%|[ 80 76%| 93 58 62%| 60 65%| 94 69 73%|[ 80 85%| 106 77 73%| 86 81%
Native Hawaiian /Pacific Islander 18 15 83%|[ 15 83%| 16 10 63%| 10 63%| 15 10 67%|[ 12 80%| 14 11 79%| 12 86%
White 885 707 80%| 760 86%| 939 671 71%| 734 78%| 912 706 77%| 795 87%| 1004 754 75%|| 872 87%

District Totals

Totall| 1619 1220 75%| 1308/ 81%]|| 1699| 1116 66%| 1209 71%|| 1698 1277 75%|| 1425 84%| 1769| 1239 70%|| 1411 80%]|

Beginning in the 2013-14 reporting year, Graduation includes Modified and Regular Diplomas.
Completion includes Extended and Adult Diplomas as well as GEDs.

tiacksol@pps.net
X63076
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Four Year Cohort Graduation Rate by School
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PREVIEW 2013-14 4-year cohort grad rate: all students and subgroup breakdown

Gender Program Membership
Economically
All Students Female Male Disadvantaged LEP Special Ed TAG
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Schools | § | & |6&| S [ o6 |62l S| 6 (62| S |16 (628|656 S| 6l6c[8]6 |5
Benson 179 153 85% 67 53 79% 112 100 89%| 144 121 84% 14 10 71% 19 15 79% 25 23 92%
Cleveland 419 349 83%| 214 195 91% 205 154 75%| 164 115 70% 23 15 65% 44 28 64% 112 106 95%
Franklin 325 281 86%| 138 128 93% 187 153 82%| 198 169 85% 37 33 89% 58 45 78%| 49 46| 94%
Grant 374/ 336 90%|| 200 183 92% 174 153 88%| 117 99 85% 1 0 0% 46 32 70% 97 93 96%
Jefferson 113 75 66% 62 44 71% 51 31 61% 87 62 71% 13 6 46% 14 5 36% 8 8 100%
Lincoln 396/ 359 91%|[ 207 191 92% 189 168 89% 75 58 7% 6 6 100%| 38 28 74% 114 113| 99%
Madison 297 224, 75%| 158 126 80% 139 98 71%| 225 166 74% 51 33 65% 56/ 33 59%| 24 21| 88%
MLC 37 30 81% 25 21 84% 12 9 75% 12 7 58% 6 5 83% 10 9 90%
Roosevelt 208/ 111 53% 94 61 65% 114 50 44%| 178 97 54% 39 16 41%| 45 17 38% 19 13| 68%
Wilson 336 291 87%| 165 151 92% 171 140 82%|f 108 81 75% 14 9 64% 43 23 53%| 73 71 97%

Totall| 2684 2209 82%]|[ 1330 1153 87% 1354 1056 78%]|[ 1308 975 75% 198 128 65% 369 231 63% 531 503 95%
Accountable Alternatives: Alliance and Charter Schools
Alliance 126 27 21% 58 12| 21% 68 15 22%|| 100 16| 16% 7 0 0% 32 7 22%| 12 3 25%
LEP 149 57 38% 78 32 41% 71 25 35%| 113 40 35% 7 2 29%| 30 11 37% 6 3 50%
Trillium 20 13 65% 9 6 67%| 11 7 64%| 13 7 54% 4 1 25%| 7 4 5T%
Students not assigned to accountable school (including students whose last accountable enroliment was Marshall campus)
[Unassigned]] 339 30 9% 124 T7 12%] 199 I3 7% 21T 25 12%| oF 0 0% ©2 10| 12%] 9 Z 0%
District Totals
Total" 3318 2336 70%|| 1619 1220 75%)]| 1699 1116 66%|f 1745 1063 61%| 263 130 49% 517 260 50%| 565 515 91%

2009-10 Cohort 4-Year Graduation Rates
| Total]| 3424 2291 | 67%| 1676 1176 70%| 1748 1115 64%]| 1789 1033 58%| 260 132 51% 531 200 38%| 584 529 91%|
Gain in pctage points 3% 5% 2% 3% -2% 12% 0%



PREVIEW 2013-14 4-year cohort grad rate: all students and subgroup breakdown

Gender Program Membership
Economically
All Students Female Male Disadvantaged LEP Special Ed TAG
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Schools | § | & |6&| S [ o6 |62l S| 6 (62| S |16 (628|656 S| 6l6c[8]6 |5
Benson 179 153 85% 67 53 79% 112 100 89%| 144 121 84% 14 10 71% 19 15 79% 25 23 92%
Cleveland 419 349 83%| 214 195 91% 205 154 75%| 164 115 70% 23 15 65% 44 28 64% 112 106 95%
Franklin 325 281 86%| 138 128 93% 187 153 82%| 198 169 85% 37 33 89% 58 45 78%| 49 46| 94%
Grant 374/ 336 90%|| 200 183 92% 174 153 88%| 117 99 85% 1 0 0% 46 32 70% 97 93 96%
Jefferson 113 75 66% 62 44 71% 51 31 61% 87 62 71% 13 6 46% 14 5 36% 8 8 100%
Lincoln 396/ 359 91%|[ 207 191 92% 189 168 89% 75 58 7% 6 6 100%| 38 28 74% 114 113| 99%
Madison 297 224, 75%| 158 126 80% 139 98 71%| 225 166 74% 51 33 65% 56/ 33 59%| 24 21| 88%
MLC 37 30 81% 25 21 84% 12 9 75% 12 7 58% 6 5 83% 10 9 90%
Roosevelt 208/ 111 53% 94 61 65% 114 50 44%| 178 97 54% 39 16 41%| 45 17 38% 19 13| 68%
Wilson 336 291 87%| 165 151 92% 171 140 82%|f 108 81 75% 14 9 64% 43 23 53%| 73 71 97%

Totall| 2684 2209 82%]|[ 1330 1153 87% 1354 1056 78%]|[ 1308 975 75% 198 128 65% 369 231 63% 531 503 95%
Accountable Alternatives: Alliance and Charter Schools
Alliance 126 27 21% 58 12| 21% 68 15 22%|| 100 16| 16% 7 0 0% 32 7 22%| 12 3 25%
LEP 149 57 38% 78 32 41% 71 25 35%| 113 40 35% 7 2 29%| 30 11 37% 6 3 50%
Trillium 20 13 65% 9 6 67%| 11 7 64%| 13 7 54% 4 1 25%| 7 4 5T%
Students not assigned to accountable school (including students whose last accountable enroliment was Marshall campus)
[Unassigned]] 339 30 9% 124 T7 12%] 199 I3 7% 21T 25 12%| oF 0 0% ©2 10| 12%] 9 Z 0%
District Totals
Total" 3318 2336 70%|| 1619 1220 75%)]| 1699 1116 66%|f 1745 1063 61%| 263 130 49% 517 260 50%| 565 515 91%

2009-10 Cohort 4-Year Graduation Rates
| Total]| 3424 2291 | 67%| 1676 1176 70%| 1748 1115 64%]| 1789 1033 58%| 260 132 51% 531 200 38%| 584 529 91%|
Gain in pctage points 3% 5% 2% 3% -2% 12% 0%



PREVIEW 2013-14 4-year cohort grad rate: all students and subgroup breakdown

Historically Underserved Groups
Historically Historically
Underserved Underserved
All Students Races Combined
Comprehensi|| ~ o= o
verigh | S | € |gel 2 [8|se|l 2|8 [ze
Schools | S | & |6@| S |65 (66| S | 6 |6
Benson 179 153 85% 86 71 83% 155 130 84%
Cleveland 419 349 83% 68 52 76% 189 135 71%
Franklin 325 281 86% 72 61 85% 217 185 85%
Grant 374 336 90% 73 62 85% 135 115 85%
Jefferson 113 75 66% 86 57 66% 102 68 67%
Lincoln 396 359 91% 46 39 85% 96 78 81%
Madison 297 224 T75%| 117 86 74% 233 171 73%
MLC 37 30 81% 6 3 50% 16 10 63%
Roosevelt 208 111 53%| 120 60 50% 186 99 53%
Wilson 336/ 291 87% 53 41 77% 124 94 76%
Totall| 2684 2209 82%| 727 532 73% 1453 1085 75%||
Accountable Alternatives: Alliance and Charter Schools
Alliance 126 27 21% 39 3 8% 102 16 16%
LEP 149 57 38% 64 18 28%| 120 43 36%
Trillium 20 13 65% 6 4 67% 15 9! 60%

Students not assigned to accountable school (including students whose last accountable enroliment was Marshall campus)
[ Unassigned|| 3559 SUL 9%[ 149] 14 8%| 494 <95 10%]|

District Totals

Tota||| 3318 2336/ 70%| 981 569 58%]| 1944 1179 61%

2009-10 Cohort 4-Year Graduation Rates
| Total|| 3424 2291 | 67%]| 1083 592 55% | 2170 1231 57%||

3% 3% 4%



" Board of Education Informational Report

MEMORANDUM

Date: January 29, 2015

To: Members of the Board of Education
From: Melissa Goff

Subject: Talented and Gifted Education Update

This Memorandum provides an update on the Talented and Gifted (TAG) program. The
TAG staff and the TAG Parent Advisory Council (TAGAC) have been collaborating over
the past two years on improving educational service to our Talented and Gifted
students, utilizing various sources of data, including a survey administered to TAG
families in 2013. This work includes a commitment to equity of access for
underrepresented students within Portland Public Schools’ TAG population. The
TAGAC representatives are joining us to share their recommendations for improvement
in TAG services. Office of Teaching and Learning staff will provide the Board with an
update on the work that has been done to address these recommendations, including
next steps to continue our collaboration.

Through monthly meetings with TAGAC, Portland Public Schools has been reviewing
current practice and identifies opportunities for improvement of our service to students
and families.

As of January 2015, the TAG department has hired a full time (1.0 FTE) TAG Program
Director to support the work of our TAG teachers on special assignment. We are
currently hiring for 2 vacant TAG teachers on special assignment to provide instructional
resource and professional development support to teachers. Potential budget
implications for 2015-2016 include expansion of teachers on special assignment,
purchase of instructional resources for teachers to better differentiate (particularly in the
area of mathematics), and investment in assessment tools affording teachers and
families more precise information about individual student strengths and areas of
growth,

The next steps identified to support the work identified are:

e Review TAG identification and acceleration Board policies and administrative
directives through and equity lens.



e Review and procure digital learning resources to support differences in rate and
level of learning.

e Review with Strategic Planning and Performance current reporting of TAG data
and potential improvements.

e Provide Board with comprehensive update in Talented and Gifted services and
performance in Fall 2015.

ATTACHMENTS

March 1, 2013 Letter to TAG Families

Full Results of 2012 TAG Parent Survey

Estimate of TAG Students Using Lottery to Search for TAG Services
Additional Information on ACCESS Academy Growth

2013-14 Reading Gains by Income & Ethnicity

2013-14 Math Gains by Income & Ethnicity

January 7, 2015, Education Week, “Differentiation Doesn’t Work”
Winter 2011, Education Next, “All Together Now?”

2012, Teaching Gifted Kids in Today’s Classroom, 3" edition, “Grouping Gifted
Students for Learning”

Board Policy 4.10.032-P

Administrative Directive 4.10.033-AD

Board Policy 4.20.010-P

Board Policy 6.10.015-P

Board Policy 2.10.010-P

August 2014, Quality Education Model Final Report, p.49

January 27, 2015, Education Week, “ Differentiation Does, in Fact, Work”
NCTM Access and Equity in Mathematics Education Position Statement
February 16, 2012, TAG Timelines for Grade Acceleration and Single Subject
Acceleration in Mathematics

Criteria for Student Placement in Compacted Math



TAG parent Advisory Council (TAGAC)

4 4 1 7 J | ] |
Charge (TAGAC Bylaws)

® Review aspects of the Portland Public Schools Talented and Gifted
program

® Make recommendations to TAG Administrator, Superintendent and
School Board

Makeup

* Members: 11 parent members (1 open seat)

O 6 additional seats available to facilitate recruiting member diversity
*  Active Committees: Differentiation, Equity, Communications
o Monthly Tuesday meetings, lively discussions with PPS representatives

and parent guests
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Our Values
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All students deserve a challenging education
o Let students reach full potential
o Meet all students’ rate and level of learning
O Every student should make academic gains during the school year
Equity
O Requires district-wide consistency and transparency
0 TAG Services should be provided regardless of race or socioeconomic status
O TAG services shouldn’t require heroic parental effort

Strong Neighborhood schools...

o ..Require Strong TAG Services
o Neighborhood schools should meet educational needs of 99% of students
o It shouldn't be necessary to leave neighborhood school to “search” for TAG
services -
P&y
v

i)

1/29/2015



Our Goal
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See Oregon Law and PPS Policy be realized consistently, with equity, district-wide
® Oregon TAG law, OAR 581-022-1330(4)
0 “The instruction provided to identified students shall be designed to accommodate their

assessed levels of learning and accelerated rates of learning.”

® Board Policy 6.10.015 P - Talented and Gifted Education
0 “Curriculum and instruction designed to meet the level and rate of learning of talented
and gifted students is an integral part of this [district’s] commitment.”
® Board Policy 6.10.010 P - Student Achievement
0 “A central component of the mission of Portland Public Schools is to “support all students

in achieving their very highest educational and personal potential. ...”

® Board Policy 2.10.010 P - Racial Educational Equity Policy
0 ‘“..remedy practices ... that lead to ... the under-representation in programs such as

talented and gifted and Advanced Placement.”

® Board Resolution #4718 - Jefferson PK-8 Cluster Enrollment Balancing

0 “..promote strong capture rates and academic programs at every grade leve

TAG Services Not Meeting Need:s...
41 4 1 7 1 1 1

2012 PPS Survey of parents showed high dissatisfaction with TAG services
« Some differences among schools but nothing stood out
o Comments pointed and negative — “There are no TAG services?”
Survey showed ACCESS Academy effective and appreciated
o Alternative Education program not TAG program
« Limited capacity and growth plan
« Admittance criteria appears vague and opaque

PPS has de-facto SSA which rarely serves students well
o Documentation hidden from parents without informed networks
« Often denied by Principals & discouraged by math TOSA's
o Inefficient — staff & parent intensive, evaluation may take a year
o National 99th percentile level of mastery too high - Lake Oswego:
80%

1/29/2015



...50 Families Keep Searching
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TAG Parents using lottery system to find better options
® SACET suggests only 11% vs. 13% district TAG (June 2, 2014
Recommendations)
® District-wide TAG testing: 2nd grade
® Elementary School lottery: Kindergarten (vast majority)
® Middle School data: 22% lottery applicants are TAG identified

O “Data show that TAG students transfer through the hardship process more than
the “choice” lottery process.” (SACET Recommendations, March 3,2010, p.8)

Huge wait list for ACCESS — close to 2X for last 3 years
2012-13: 113 applicants for 38 slots (75 waitlisted)
2013-14: 190 applicants for 80 slots (110 waitlisted)
2014-15: 282 applicants for 100 slots (182 waitlisted)

“Differentiation Doesn’t Work”

-Education Week, January 7, 2015
g 1 ! | 1 | |

PPS Instructional Philosophy
0 All teachers should differentiate for all students in all subjects

TAGAC Conclusion
O The wide range of abilities in classrooms mean it is not possible
for all teachers to differentiate for all students in all subjects.
O Narrowing classroom ability range will help make it possible

Evidence
O Parent anecdotes, in person, in survey
0 Ongoing educational debate - See References
0 Studies: 2008 (teachers), 2010 (ed-school professors):
8 in 10 believe that differentiation is “very” or “somewhat”
difficult to implement. {

1/29/2015



Equity Concerns
3 1 ! | ] | |

Equity Committee investigating
® Under identification of TAG students by race and SES
® Information dissemination about TAG services

Heroic parent effort often required
® Single Subject Acceleration evaluation and later driving to school
every day
® Solving behavior problems related to student being bored in class

ACCESS Academy lack of growth to admit all qualified students
From 2016-17, 22% openings in 1st grade — before district TAG testing

TAG student achievement gains lower for underserved student groups who
Exceed

Themes for Improvements
g 1 I | 1 | |

Offer concrete and effective TAG services at all neighborhood schools
® Adopt best practices from ACCESS Academy and elsewhere
® Offer services consistently and transparently across district

® Teach students at their level

Try to make differentiation feasible

® Narrow range of achievement levels in classrooms.

® Keep classrooms heterogeneous -- different levels, but fewer levels
® Find non-tracking solutions

Improve equity
Clearly and transparently document TAG services
Schools and teachers should initiate services to reduce need for parent advocacy
® Encourage teacher discretion to recommend non-identified students for TAG
services £

® Gather data for further investigation of equity issues -
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2013 TAGAC Recommendations
[ I D D S D D e

1.Place Elementary and Middle School Students in
Appropriate Level Math and Reading Classes

2.Reform Screening for Single Subject Advancement.

3.Use Flexible Grouping to Narrow Range of
Achievement Levels per Teacher.

4.Eliminate and Repurpose School TAG Budgets.
5.Expand ACCESS Academy.
6. Post AdditionalTAG Statistics on the PPS Website.

o,

TAGAC Proposed Model
o I I O I N S
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Students Study at Their Level
3 1 ! | ] | |

Benefits of Acceleration Well Documented — See“A Nation Deceived”

One grade level advancement available at each school
80% content mastery level starting bar
Decided at school by teachers and principal

More than one grade level, follow District Single Subject Acceleration Policy
Evaluate students until level of mastery is reached
Done quickly

Student at 99™ percentile achievement may qualify for ACCESS Academy

O Successful Examples
Lake Oswego School District -10% students accelerated
Odyssey Program accelerated school-wide in math until stopped by district
ACCESS Academy evaluates all and accelerates many in math

g@h

Example of Flexible Ability

Grouping 1 1 | 1 1 | |

Current PPS Classroom Ability Grouped Classrooms
6 small ability groups per 3 large ability groups per room
room
i

A A

g@%
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1.

Requests
1 1 [ [ T [ |

Work with TAGAC to define and adopt SSA Board Policy for 2015-16, as per:

® ODE TAG Corrective Action #7, June 2010 (for PPS resolution of TAG complaint)
SSA Framework for Mathematics, signed by CAO Carla Randall, October 2010
Draft Administrative Directive 4.20.XXX AD, October 1, 2010
TAG Dept memo on SSA Math Timelines, Pat Thompson, February 16, 2012
Single Subject Acceleration Pathway, September 9, 2013

Provide data requested by Measure 6 for 2014-15 (work with TAGAC to refine)

DBRAC considers expanding ACCESS to admit all qualified students starting 2017-18
0 Different from the current limited expansion plan

PPS continue conversation with TAGAC about implementing Recommendations

Include TAGAC in broader SACET and DBRAC district discussions on enrollment and
transfer, boundary redefinition, and strengthening neighborhood schools

14
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Dr. Kimberly Matier, Director PORTLAND PUBLIC SCHOOLS
Instruction, Curriculum & Assessment 501 N. Dixon, Portland, OR 87227

Office of Teaching & Learning (503) 916-3749 « Fax: (603) 916-2608

March 1, 2013 -

Dear PPS TAG Family,

Portland Public Schools and the TAG Parent Advisory Council (TAGAC) thank you for your participation in our TAG
survey. PPS and the TAGAC are committed to improving TAG services for students. The survey is part of an effort by PPS
and the TAGAC to identify the needs of TAG students and to help determine priorities for the Council. We are also
seeking increased participation and feedback from our underrepresented families to ensure we have a comprehensive
picture of student and family needs for improved service to schools. Below is a summary of results as well as a draft list
of Council priorities far our wark beginning this year.

Survey Summary

There were 1215 parent responses to the survey, which is approximately 22% of all TAG identified families. No school’s
responses accounted for more than 5% of the total survey responses and the average was 1.5%, so no school dominated
the results. Schools with less than 5 responses were not examined individually.

While the overall tone of responses generally varied among schools, those from ACCESS Academy parents stood out as
uniformly positive on all 14 questions. No other school’s responses were positive for more than 8 questions and the
average was just under 4 questions. District-wide, parents expressing an opinion were positive about three topics:

General Attitudes of TAG Students
e 91% feel that in general, their child has a positive attitude.

Parent Teacher Communication about TAG Services
® 62% do not worry that they are overwhelming their child's teacher, or negatively impacting their child’s
relationship with the teacher by asking how tasks and assignments meet their child's rate and level of learning.

Teachers’ Understanding of TAG students
® 55% feel that their child's classroom teacher({s} understand the characteristics of gifted students and the needs
of their child.

Conversely, amaong parents expressing an opinion, four areas of concern stood out and have been highlighted for focus
and further investigation:

Appropriate Learning Opportunities and Challenges for My Child
® 80% feel that their child does not receive appropriate learning opportunities and challenges as an individual.

Opportunities for Peer Learning
* 80% feel that their child Is not provided with many opportunities to work with peers who have similar abilities

Improved Academic Achievement as a result of TAG Services _
e 83% feel that the TAG services provided by their child’s school have had no impact on improving their child’s
academic performance

Consistent TAG Services Across Grades/Classrooms
® 385% feel that their child receives inconsistent TAG services and that the quahty of the services is dependent on
who their chiid has for a teacher



Dr. Klmberly Matier, Director PORTLAND PUBLIC SCHOOLS
Instruction, Curriculum & Assessment 501 N. Dixon, Portland, OR 97227

Office of Teaching & Learning (503) 916-3749 + Fax: (503) 916-2608

Page 2

In order to promote improvement district-wide, school specific results of all questions have been made available to
school principals. {All identifying information in the comments has been removed.) For more detailed information
about survey results, please contact your school’s TAG Coordinator or principal.

~ Future Work & Prigrities
This survey was the first in a series of activities where we will be gathering information about parent and student
experiences with TAG services, so that we can work collaboratively with principals, teachers and parent leaders to
support our schools. Based on these initial results, other school data provided by PPS and direct parental input, the TAG
Advisory Council has set the folowing draft priorities for their work:

1 Improved Parent Communication about TAG Services. Survey results suggest that we must seek ways to
provide additional information about TAG services, ongoing enrichment activities and best practices for TAG
education. Improved communication should help parents and students to better understand and use existing
TAG services as well as empower them to collaborate at their schools.

2 Equity in TAG Identification. Demographic data of TAG students continues to show that racial sub-groups of
TAG students are underrepresented. PPS is actively recruiting parents of color for the TAG Parent Advisory
Council and are investigating improved processes for identifying TAG students in these underrepresented racial
sub-groups. ‘

3 Equity of Access to Curriculum. Parental in'put suggests that curriculum options for middle school and high
school TAG students may be limited by class availability or other factars. Examining this may help schools better
plan, support and communicate TAG-suitable course sequences to students.

4 Consistent Differentiation. Some survey results that differed widely among district schools suggest that
classroom differentiation may be inconsistent. Investigating enhancements to professional development
models for teachers and sustainable funding options for improved differentiated services/resources across
schools may help even out any disparities. '

We welcome TAG parents to participate in regular TAGAC meetings or to serve on a subcommittee to help PPS explore
these priorities. TAGAC meetings are held in the Mahonia Conference room on the second floor of the Blanchard
Education Service Center at 501 N. Dixon, in Portland. The remaining meeting dates for the 2012-13 school year are:

Tuesday March 12 6:30—-8:00 PM
Tuesday April 3, 6:30-8:00PM
Tuesday May7 6:30-8:00 PM

Please contact us via the Office of Talented and Gifted at 503-916-3358 or by email at tagac@pps.net for further
information. The PPS TAG website also contains a variety of additional resources and information that you may find
useful:

http://fwww.pps.k12.or.us/departments/tag

Sincerely,

D bt

Dr. Kimberly Matier, Office of Talented & Gifted
Brenda Ray Scott {chair), Cathy Biber, Terese Bushnell, Amy Doan and Mark Feldman, 2012-13 TAGAC members
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Exhibit 2: Estimate of TAG Students Using Lottery to Search for TAG Services

SACET Data on TAG Students Applying to the Lottery May Be Misleading.

PPS tests all students for TAG identification in 2nd grade. Although some students may be tested earlier by recommendation or privately, the
majority of students who are TAG identified become so in 2nd grade. The TAG demographics on p. 48 and 49 of the June 2 SACET Preliminary
Recommendations highlight several focus schools that admit a large number of students by lottery hefore 3rd grade. Therefore, these tables
are probably unreliable and misleading. This seems to be the only mention of TAG demographics in any of the PSU, SACET or other public
documents available conecerning the recent discussions on Boundary Revision and proposed changes ta the Scheol Choice lottery.

Conversely, students applying to middle schoel do so in 5th grade, long after district wide TAG testing, Therefore, the tables here present
TAG demographics for lottery applications to Middle Schools only, which should provide a more representative picture of lottery applicants.
The data on this handout show that Middle School lotiery applicants appear to be TWICE as likely to be TAG students as the data in the
SACET report suggest and higher than the 18% identification rate for all Middle Schools. it therefore seems plausible that many students are
applying to the lottery in an attempt to locate TAG Services. Further investigation could tell if Elementary Schoal lottery applicants may be
TAG at an even higher rate.

Please cantact the TAGAC Chair, Mark Feldman if you have any questions. email: ppsmark@feldmark.com
1st choice Lottery Applicants (2012-13)

Total  {Students of Color LEP FRL TAG SpEd

All Middle Schools (MS) Lst Choice | # white | # color % color # % # % ki % # %

Beaumont MS 66 28 38 58% 1 2% 17 26% 16 24% 2 3%
DaVinci MS 364 273 91 25% 0 0% 76 21% 93 26% a7 13%
George MS 0 0 4] NA 0 NA 0 NA Q NA 0 NA
Gray MS 24 16 8 33% 9 38% 4 17% 3 13% 4 17%
Hosfard MS 10 5 5 50% 2 20% 2 20% 3 30% 0 0%
Jackson MS 16 . 13 3 19% 0 0% 1 6% 3 15% 2 13%
Lane MS 3 1 2 67% 0 0% 2 67% Q 0% 0 0%
Mt. Tabor MS 36 15 23 58% 3 8% 12 33% 3 8% 6 17%
Sellwood MS 25 13 12 A8% 2 8% 10 40% 2 8% 2 8%
West Sylvan 26 15 11 42% 1 4% 8 31% 4 15% 2 8%
Lottery Applicants {MS) 570 379 191 34% 18 3% 132 . 23% 127 22% B5 11%
District (MS) 5365 3335 2030 38% 203 4% 2029 38% 987 18% | 770 14%

Approved Transfers, All Choices {2012-13)

Total |Students of Color LEP FRL TAG SpEd

All Middle Schools {6-8) Apprud # white | #color % color # % # % # % # %
Beauront MS 36 18 18 50% 1 3% - 10 28% 9 25% 1 3%
DaVinci MS 150 124 26 17% 0 0% 37 25% 40 27% | 18 | 12%
George MS 1 0 1 100% 1 100% 0 0% o 0% G 0%
Gray MS 27 17 10 37% 4] 0% 5 19% 4 15% 4 15%
Hosford MS 22 13 9 41% 2 5% 5 23% 5 23% 1 5%
Jackson MS 11 9 pa 18% 0 0% 1 9% 2 18% 2 18%
Lane MS 5 2 3 60% 0 0% 3 60% 0 0% 1 20%
ML, Tabor MS 35 17 13 51% 3 9% 12 34% 3 9% 6 17%
Seliwood MS 17 10 7 41% 1 5% 7 41% 1 6% 2 12%
West Sylvan 24 14 10 42% 1 A% 5 25% 5 21% 1 A%
|Lottery Approvals (6-8) 328 224 104 32% 9 3% 86 26% 62 21% 36 | 11%
District {6-8) ) 5365 3335 2030 38% 203 4% 2029 38% 987 18% | 770 14%

NOTES

1. Lottery data based on data from PPS Enroflment and Transfer website at http://www.pps.k12.or.usffiles/enrcliment-transfer/12-
13_FM_Lottery_Results_with_demographics.pdf

2. Percent openings in grades K-2 based on data from

http:/fwww.pps.k12.or us/files/enroliment-transfer/EM_Slots_Applicants_1213.pdf

3. District data is from http://www.pps.ki2. or.usffiles/budget/2012-13_Profiles_Enrollment_Data.pdf

4."1st choice applicants” give direct information an applicants while the "approved" statistics reflect lottery weights and preferences that a program or
school might have as well as students whose first choice was not approved In the lottery.




TAGAC Exhibit 3: Additional Information on ACCESS Academy Growth

School Fotal Open or Waitlisted Non attrition Open Enrollment
Year Enrollment Admitted Qualified Seats (#2) plus
seats (*1) Students ' ‘ Waitlist
- 2012-13 219 38 75+ 1% (15 / 44%) 294,
2™ (8 / 24%)
6" (11/32%)
2013-14 236 80 110 1 (107 17%) 346
3" (26 / 45%)
4° (8 / 14%)
6" (14 / 44%)
2014-15 303 100 182 1¥(10 / 13%) 487
3" (38 / 48%)
620/ 25%)
7% (12 7 12%)
2015-16 362 57 TBD 1™ (13 /17%) L
3" (40 / 51%)
, 6" (25 / 32%)
2016-17 362 56 TBD 1st (13 /22%) -
and beyond 3rd (56 / 88%)\
*3) no 6" grade openings

Table 1: ACCESS Enroliment, Openings, and Waitlist from 2012-13 onward

Notes: (*1) Open seats for 2014-15 and earlier are estimated from changes in district enrollment data from the previous year. All 1% grade seats
are considered new open seats. 2013-14 and later also checked against public reports of students admitted to ACCESS.

(*2) Large groups of open seats are considered nen-attrition open seats, but in some cases could include large attrition events. 2015-16 and later
based on Principal data provided to PTA for current growth plan. The total non-attrition open seats for purpose of caleulating the percentage only
includes the non-attrition open seats,

(*3) Based on current plan of none or unknown growth past 2015-16 and ignoring possible limitations due to lack of space. Since district-wide

TAG testing occurs in 2™ grade, applying in 1st grade requires parental advocacy for early TAG testing or non-free testing outside of the school.
This suggests that undesserved groups could be systematically disadvantaged for 22% of ACCESS enrollment from this year forward,

Description Raw 75% Raw Notes

Estimate Estimate (1)
1% of 2014-15 district ES+MS 327 245 ES+MS = 27,015+5,680 = 32,695
enroliment .
Current ACCESS enrollment + waitlist 487 NA All inherently expressed interest.
One-third of 2014-15 district TAG 1,322 1,068 ES+MS TAG = 2,165 + 885 = 30350
students in BS, MS identified at 97" , 173 x3,050+305=17322
percentile plus current ACCESS students 0,75 X 1,017+ 305 =
2008 PPS Research and Evaluation Dept 1,320 990 2008-9 district enrollment = 46.046
estimate of eligibility (¥2)
R&E adjusted for 2014-15 enrollment 1,389 1,042 2014-15 district enroliment =

48,459

Table 2; Various Estimates of Eligible Demand for ACCESS Academy 1-8 Enrollment (Not all will meet
alternative education criteria and not will in Raw Estimate would choose to attend )

Notes: (%1} A 2001 Survey of qualified PPS students and their parents suggested that 75% of parents and 70% of qualified students would be
interested in attending ACCESS. ‘

(¥2) See PPS report entitted “ACCESS Alternative Program For Bighly Gifted Students : Report and Recommendations”, January 2008.



TAGAC Exhibit 4: ‘
2013-14 Reading Gains by Low-& Exceeds Performing by Income & Ethnicity"
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TAGAC Exhibit 5:
2013-14 Math Gains by Low-& Exceeds Performing by Income & Ethnicity”
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COMMENTARY

- Differentiation Doesn’t Work
By James R. Delisle

Let's review the educational cure-alls of past decades: back to basics, the open classrcom, whole language, 4
constructivism, and E.D. Hirsch's excruciatingly detailed accounts of what every 1st or 3rd grader should
know, to name a few. It seems America's teachers and students are guinea pigs in the perennial guest for
universal excellence. Sadly, though, the elusive panacea that will solve all of education's woes has remained, well,
elusive,

But wait! The solution has arrived, and it's been around long enough to prove its worth., What is this magical elixir?
Differentiation!

Starting with the gifted-education community in the late 1960s, differentiation didn't get its mojo going until regular
educators jumped onto the bandwagon in the 1980s. By my count, the Assoclation for Supervision and Curricutum
Development (now known simply as ASCD) has released more than 600 publications on differentiation, and countless
publishers have foliowed suit with manuals and software that wilt turn every classroom into a differentiated one.

There's only one problem: Differentiation is a fallure, a farce, and the ultimate educational joke played on countless
educators and students.

In theory, differentiation sounds great, as it takes several important factors of student learning "By having
into account; ' dismantled many
of the provisions

+ It seeks to determine what students already know and what they still need to learn, we used to offer

o It allows students to demonstrate what they know through multiple methods. kids on the edges
of learning, ... we
» It encourages students and teachers to add depth and complexity to the learning/teaching have sacrificed the
pProcess. learning of
virtually every
Sounds wonderful, doesa't it? The problem Is this: Although fine In theory, differentiation In student.”

practice is harder to implement in a heterogeneous classroom than it is to juggle with one arm
tied behind your back.

Case in point: In a winter 2011 Education Next article, the Thomas B. Fordham Institute's Michael Petrilli wrote about
a University of Virginia study of differentiated instruction: "Teachers were provided with extensive professional
development and ongoing coaching. Three years later the researchers wanted to know if the program had an impact on
student learning. But they were stumped. "We couldn't answer the question ... because no one was actually
differentiating,” " the researcher, Holly Hertberg-Davis, told Petrilli.

And, Ms. Hertberg-Davis herself wrote in a 2009 article in Gifted Child Quarterly: "It does not seem that we are yet
at a place where differentiation within the regular classroom is a particularly effective method of challenging our most
able learners."

Too, Mike Schmoker, in a 2010 Commentary for Education Week titled "When Pedagogic Fads Trump Priorities,”
relates that his experiences of observing educators trying to differentiate caused him to draw this conclusion: "In every
case, differentiated instruction seemed to complicate teachers' work, requiring them to procure and assemble multlple
sets of materials, ... and it dumbed down Instruction.”

As additional evidence of the ineffectiveness of differentiation, in a 2008 report by the Fordham Institute, 83 percent
of teachers nationwide stated that differentiation was "somewhat"® or "very" difficult to implement.

It seems that, when it comes to differentiation, teachers are either not doing it at all, or beating themselvaes up for not
doirng 1t as well as they're supposed to be doing it. Either way, the verdict is clear: Differentiation Is a promise
unfuifilled, a boondoggle of massive propartions.

The biggest reason differentiation doesn't work, and never will, is the way studants are deployed in most of our nation’s
classrooms. Toss together several students who struggle to learn, along with a smattering of gifted kids, while adding a
few English-language learners and a bunch of academically average students and expect a single teacher to differentiate
for each of them. That is a recipe for academic disaster if ever I saw one. Such an admixture of students with varying
abilities in one classroom causes even the most experienced and conscientious teachers to flinch, as they know the task

7|



of reaching each chiid is an impossible one.

It seems to me that the only educators who assert that differentiation is doable are those who have never tried to
fmplement it themselves: university professors, curriculum coordinators, and school principals. It's the in-the-trenches
educators who know the stark reality: Differentiation is a cheap way out for school districts to pay ip service to those
who demand that each chiid be educated to his or her fullest potential.

Do we expect an concologist to be able to treat glaucoma? Do we expect a criminal prosecutor to be able to decipher
patent law? Do we expect a concert pianist to be able to play the clarinet equally well? No, no, no. However, when the
education of our nation's young people is at stake, we toss together into one classroom every possibie learning strength
and disability and expect a single teacher to be able to work academic miracles with every kid ... as long as said teacher
is willing to differentiate, of course.

The sad truth is this: By having dismantled many of the provisions we used to offer to kids on the edges of learning
(classes for gifted kids, classes for kids who struggle to learn, and classes for those whose behaviors are disruptive to the
learning process of others), we have sacrificed the learning of virtually every student. In the same Fordham Institute
report cited eariier, 71 percent of teachers reported that they would like to see our nation rely more heavily on
homogeneous grouping of advanced students, while a resounding 77 percent of teachers said that, when advanced
students are paired with lower-achieving students for group assignments, it's the smart kids who do the bulk of the work.

A second reason that differentiation has been a failure is that we're not exactly more oPINION
sure what it is we are differentiating: Is it the curriculum or the instructional
methods used to deliver it? Or both? The terms "differentiated instruction" and
"differentiated curriculum® are used interchangeably, yet they are not
synonyms. Teachers want and need clear guidance on what it is they are
supposed to do to reach differentiated Nirvana, yvet the messages they receive
from the "experts" are far from consistent. No wonder confusion reigns and
teachers feel defeated in trying to implement the grand goals of differentiation.

Differentiation might have a chance to work if we are willing, as a nation, to

return to the days when students of similar abilities were placed in classes with Visit Opinion.
other students whose learning needs paralleled their own. Until that time,

differentiation will continue to be what it has become: a losing preoposition for both students and teachers, and yet one
more panacea that did not pan out.

James R. Delisle is an educational consultant and the president of Growing Good Kids Inc., which works with gifted youths
and has its headquarters in North Myrtle Beach, 5.C., and Washington. He is the author of Dumbing Down America:
The War on Our Nation's Brightest Young Minds (And What We Can Do to Fight Back) (Prufrock Press, 2014). A
former university professor, he now teaches part time at Scholars Academy High School in Conway, 5.C.
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The greatest challenge facing America’s schools today isn't the budget crisis,
or standardized testing, or “teacher quality.” It's the enormous variation in the academic level of
students coming into any given classroom. How we as a country handle this challenge says a lot
about our values and priorities, for good and ill. Unfortunately, the issue has become enmeshed
in polarizing arguments about race, class, excellence, and equity. What’s needed instead is some
honest, frank discussion about the trade-offs associated with any possible solution.

U.S. students are all over the map in terms of
achievement (see Figure 1). By the 4th grade, public-
school children who score among the top 10 percent
of students on the National Assessment of Educational

Progress (NAEP) are reading at least six grade levels -

above those in the bottom 10 percent. For a teacher
with both types of students in her classroom, that means
trying to challenge kids ready for middle-school work
while at the same time helping others to decode. Even
differences between students at the 25th and at the 75th
percentiles are huge—at least three grade levels. So if
you're a teacher, how the heck do you deal with that?
In the old days, “ability grouping” and tracking
provided the answer: you'd break your students into
reading groups, with the bluebirds in one corner,

tackling advanced materials at warp speed, and the
redbirds in another, slowly making their way through
basic texts, Likewise for mathematics, And in middie
and high school, you’d continue this approach with
separate tracks: “challenge” or “honors” for the top
kids, “regular” or “on-level” for the average ones, and
“remedial” for the slowest. Teachers could target their
instruction to the level of the group or the class, and
since similar students were clustered together, few
kids were bored or totally left behind.

Then came the attack on tracking. A flurry of books
in the 1970s and 1980s argued that confining young-
sters to lower tracks hurt their self-esteem and life
chances, and was elitist and racist to boot. Jeanne
Oakes’s 1985 opus, Keeping Track, was particularly

By MICHAEL J. PETRILLI
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effective in sparking an anti-tracking movement that swept
through the nation’s schools.

According to Brookings Institution scholar Tom Love-
less, this advocacy led to fundamental changes at breakneck
speed. In a report for the Thomas B. Fordham Institute last
year, he wrote,

An eighth grader in the early 1990s attended. mid-
dle schools offering at least two distinct tracks in
[each of] English language arts, history, and science.
Mathematics courses were organized into three or
more {racks. The eighth grader of 2008, however,
attended schools with much less tracking. English
language arts, history, and science are essentially
detracked, i.e., schools typically offer a single course
that serves students at every level of achievement
and ability. Mathematics usually features two tracks,
often algebra and a course for students not yet ready
for algebra.
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One of the reasons that detracking advocates claimed
so many victories is that they painted their pet reform as a
strategy in which everybody wins. Oakes and others insisted
that detracking would help the lowest-performing stu-
dents (who would enjoy better teachers, a more challenging
level of instruction, and exposure to their higher-achieving
peers) while not hurting top students. But by the mid-1990s,
researchers started to compile evidence that this happy out-
come was just wishful thinking,

In 1995, scholars Dominic Brewer, Daniel Rees, and
Laura Argys analyzed test-score results for high-school
students in tracked and detracked classrooms, and found
benefits of tracking for advanced students. They wrote
in the Kappan magazine, “The conventional wisdom on
which detracking policy is often based—that students in
low-track classes (who are drawn disproportionately from
poor families and from minority groups) are hurt by track-

ing while others are largely unaffected—is simply not sup- -

ported by very strong evidence.”

And this was before the policy incen-
tives shifted sharply to prioritize low-
achieving students. In another study for
the Fordham Institute, Loveless found a
clear pattern in the late 1990s when states
adopted accountability regimes: the per-
formance of the lowest decile of students
shot up, while the achievement of the top
10 percent of students stagnated. That’s
not surprising; these accountability sys-
tems, like No Child Left Behind (NCLB)
in 2002, pushed schools to get more stu-
dents over a low performance bar, They
provided few incentives to accelerate the
academic growth of students at the top.

This dynamic might have been most
pernicious for minority students. Ear-
lier this year, an Indiana University
study found that the “Excellence Gap,”
the racial achievement gap at NAEP’s
advanced level, widened during the
NCLB era. One possible explanation is
that high-achieving minority students
are likely to attend schools with lots
of low-achieving students, and their
teachers are focused on helping chil-
dren who are far behind rather than
those ready to accelerate ahead.,

The Power of Peers
The attack on tracking also claimed an
innocent bystander: ability grouping,
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which became suspect in many circles, too, Yet in
recent years, the “peer effects” literature has shown
the benefits of grouping students of similar abili-
ties together. One clever study, by economists Scott
Imberman, Adriana Kugler, and Bruce Sacerdote,
looked at the fallout from Hurricanes Rita and
Katrina. They wanted to know what happened when
. students who were evacuated from New Orleans
ended up in schools in Houston. They found that the
arrival of low-achieving evacuees dragged down the
average performance of the Houston students and
had a particularly negative impact on high-achieving
Houston kids. Meanwhile, high-achieving evacu-
ees had a positive effect on local students. As Bruce
Sacerdote told me, “The high-achieving kids seemed
to be the most sensitive. They do particularly well
by having high-achieving peers. And they are par-
ticularly harmed by low-achieving peers.” He added,
“I've become a believer in tracking.”

In 2006, Caroline Hoxby and Gretchen Wein-
garth examined the Wake County (North Caro-

lina) Public School System. For the better part of
two decades, the district, in and around Raleigh,
had been reassigning numbers of students to new
schools every year in order to keep its schools
racially and socioeconomically balanced. That created
thousands of natural experiments in which the composi-
tion of classrooms changed dramatically, and randomly,
and that, in turn, provided Hoxby and Weingarth an
opportunity to investigate the impact of these changes on
student achievement,

They found evidence for what they called the “boutique
model” of peer effects, “a model in
which students do best when the envi-
ronment is made to cater to their type.”
When school reassignments resulted
in the arrival of students with either
very low or very high achievement,
this boosted the test scores of other
students with very low or very high
achievement, probably because it cre-
ated a critical mass of students at the
same achievement level, and schools
could better focus attention on their
particular needs.

Does that mean students should
. be sharply sequestered by ability? Not
exactly. Here’s how Hoxby and Wein-
garth put it in their conclusion: “Our
evidence does not suggest that com-
plete segregation of people, by types,
is optimal. This is because (a) people

Bertram Generlette, “Mr. G.,” principal of Piney Branch Elementary in Takoma
Park, Maryland, leads his school in its commitment to differentiated instruction,

“The high-achieving kids
seemed to be
the most sensitive.
They do particularly well
by having
high-achieving peers.
| And they are
particularly harmed

by low-achieving peers.”

do appear to benefit from interacting with peers of a higher
type and {b) people who are themselves high types appear
to receive sufficient benefit from interacting with peers a
bit below them that there is little reason to isolate them
completely. What our evidence does suggest is that efforts
to create interactions between lower and higher types ought
to maintain continuity of types.”

In other words, a little bit of varia-
tion is okay. But when the gap is too
wide—say, six grade levels in reading—
nobody wins.

Enter Differentiated
Instruction

So if grouping all students together
leads to pernicious effects, but divvy-
ing kids up by ability is politically unac-
ceptable, what's the alternative? The
ed-school world has an answer: “differ-
entiated instruction.” The notion is that
one teacher instructs a diverse group
of kids, but manages to reach each one
at precisely the appropriate level. The
idea, according to Carol Tomlinson of
the University of Virginia (UVA), is to
“shake up what goes on in the classroom
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Piney Branch Elementary serves an incredibly diverse group of 3rd, 4th, and 5th graders, from the children of itbereducated white and

black middle-class families, to poor immigrant children, to low-income African American kids.

so that students have multiple options for taking in informa-
tion, making sense of ideas, and expressing what they learn.”
Ideally, instruction is customized at the individual student
level. Every child receives a unique curriculum that meets that
individual’s exact needs. A teacher might even make special-
ized homework assignments, or provide the specific one-on-
one help that a particular kid requires.

If you think that sounds hard to do, you're not alone. T asked
Holly Hertberg-Davis, who studied under Tomlinson and is
now her colleague at UV A, if differentiated instruction was too
good to be true. Can teachers actually pull it off? “My beliefis
that some teachers can but not all teachers can,” she answered.

Hertberg-Davis worlked with Tomlinson on a large study
of differentiated instruction. Teachers were provided with
extensive professional development and ongoing coach-
ing. Three years later the researchers wanted to know if the
program had an impact on student learning. But they were
stumped. “We couldn’t answer the question,” Hertberg-Davis
told me, “because no one was actually differentiating.”

Teachers admit to being flummoxed by this approach. Ina
2008 national survey commissioned by the Fordham Institute,
more than 8 in 10 teachers said differentiated instruction was
“very” or “somewhat” difficult to implement. Even ed-school
professors are skeptical. A 2010 national random survey of
teacher educators asked them the same question and got the
same result: more than 8 in 10 said differentiated instruction
was very or somewhat difficult to implement.

But that doesn’t mean it’s impossible. Twas curious to see dif-
ferentiated instruction in action, so I visited my local elementary

school in Takoma Park, Maryland. Piney Branch Elementary
serves an incredibly diverse group of 3rd, 4th, and 5th graders,
from the children of iibereducated white and black middle-
class families, to poor immigrant children from Latin America,
Ethiopia, and Eritrea, to low-income African American kids.

I sat down with the school’s principal, Bertram “Mr, G.”
Generlette, who has the friendly, laid-back manner of his
native Antigua. I cut right to the chase. I'm wondering if I'd
be making a mistake to send my son to a school like Piney
Branch, Ts it going to slow him down if his classmates are
several years behind or still learning the language? (Of course,
not all poor or minority children are low-achieving, nor are all
white students high-achieving, $till, achievement gaps being
what they are, the range of academic diversity does tend to
be larger at schools with lots of racial and social diversity.)

It was pretty obvious that Mr. G. had heard these questions
before, particularly from white folks like me. I asked him if
that was the case. “Parents come in, yes,” he told me. “They
are new to the neighborhood. Or their child is in kinder-
garten, or they are moving from private school. After a few
minutes, you get the idea.” However, he said with a sly grin,
“they very rarely ask the question directly.”

But he wasn’t afraid to answer me directly, “We are com-
mitted to diversity,” he started. “It’s a lens through which
we see everything. We look at test scores. How are students
overall? And how are different groups doing? It’s easy to see.
Our white students are performing high. What can we do to
keep pushing that performance up? For African American
and Hispanic students, what can we do to make gains?”
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“There’s no such thing as
a homogenous group,”
Mzt. G. shot back. “One kid is
a homogeneous group.
As soon as you bring another student
in, you have
differences. The question is:
how do you capitalize on
the differences?”

Since Mr. G.’s arrival five years ago, the percentage of
African American 5th graders passing the state reading test
is way up, from 55 to 91 percent. For Hispanic children, it’s
up from 46 to 74 percent. It’s true that scores statewide have
also risen, but not nearly to the same degree.

And there’s no evidence that white students have done
any worse over this time. In fact, they are performing bet-
ter than ever, Before Mr. G, arrived, 33 percent of white 5th
graders reached the advanced level on the state math test; in
2009, twice as many did. In fact, Piney Branch white students
outscore the white kids at virtually every other Montgomery
County school.

What's his secret? Was he grouping students “homoge-
neously,” so all the high-achieving kids learned together, and
the slower kids got extra help?

“There’s no such thing as a homogenous group,” Mr. G.
shotback. “One kid is a homogeneous group. As soon asyou
bring another student in, you have differences. The question
is: how do you capitalize on the differences?”

Well, that sounds OK in theory. But come on, Mr. G., how
are you going to make sure my kid doesn’t get slowed down?

“My job as a principal is to let my parents know that your
child will get the services they need,” he answered patiently.
“We are going to make sure that every child is getting pushed
to a maximum level. That’s my commitment.”

And that’s when I was introduced to the incredibly
nuanced and elaborate efforts that Piney Branch makes to
differentiate instruction, challenge every child, and avoid any
appearance of segregated classrooms.

So how do they do it? First, every homeroom has a mixed

group of students: the kids are assigned to make sure that
every class represents the diversity of the school in terms of
achievement level, race, class, etc. Then, during the 90-min-
ute reading block, students spend much of their time in small
groups appropriate for their reading level. (Redbirds and
bluebirds are back!) However, in the new lingo of differen-
tiated instruction, the staff works hard to make sure these
groups are fluid—a child in a slower reading group can get
bumped up to a faster one once progress is made.

For math, on the other hand, students are split up into
homogeneous classrooms, All the advanced math kids are in
one classroom, the middle students in another, and the strug-

- gling kids in a third. This means shuffling the kids from one

room to another (a process that can be quite time-consuming
for elementary school kids). But it allows the highest-per-
forming kids to sprint ahead; one of the school’s 3rd-grade
math classes, for example, is tackling the district’s Sth-grade
math curriculum. (Because of large achievement gaps at the
school, these math classes are more racially and socioeconom-
ically homogeneous than the student population as a whole.)

The rest of the time—when kids are learning science or
social studies or taking “specials” like art and music—they
are back in their heterogeneous classrooms, Even then, how-
ever, teachers work to “differentiate instruction,” which often
means separating the kids back into homogeneous groups
again, and offering more challenging, extended assignments
to the higher-achieving students.

It sounds like some sort of elaborate Kabuki dance to me,
but it appears to succeed on several counts. Allkids spend most
of the day getting challenged at their level, and no one ever sits
in a classroom that’s entirely segregated by race or class.

Reading War

Test scores indicate that the strategy is working, too, but
that doesn’t mean all parents have been thrilled. Three years
ago, Mr. G. told me, a group of white parents pushed to get
the school to move to homogeneous classrooms for reading
as well as math, “Parents felt that the only way to get kids
to read at a high level was to have other kids around them
who read at a high level,” he explained. (That didn’t sound
so unreasonable to me.) “We had a lot of meetings. The staff
overwhelmingly supported the diverse approach, the hetero-
geneous approach., That was good for me as an administrator
because the staff was behind me.” .

I tracked down one of the “troublemaker” parents. ITer
name is Sue Katz-Miller and she personifies much of what
makes Takoma Park great: she’s smart, she’s an activist, and
she’s committed to helping make the city a welcoming com-
munity for families of all incomes and backgrounds. (A neigh-
bor of mine called her “a force of nature.”) A former Newsweek
reporter and now a regular columnist for The Takoma Voice,
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she spent a year as PTA president at Piney Branch and is an
enthusiastic booster of the school and its diversity. “My kids
have both benefited enormously from being in a Piney Branch
social milieu,” she told me.

But the reading decision still sticks in her craw. “Why is
it OK,” she asked, “to have homogeneous grouping in math
and not have it in reading? The answer you get is: well, we
can’t do both, they would be switching classes all the time,
it would be like middle school and
they won’t be able to handle it.... It’s
a huge disservice to the kids who are
ready for rigor in the humanities and
are not math kids. It's bizarre. We've
said we're going to accommodate kids
in math but not in reading. It’s com-
pletely insane as far as I'm concerned.
It makes me angry.”

She lost that battle, but Mr. G. and
his teachers didn’t ignore the parents’
concerns, either. He went out and found
reading programs suitable for advanced
students, like William and Mary, Junior
Great Books, and Jacob’s Ladder. He
trained his teachers on these programs,
ensuring that the students in the top
reading groups would be challenged with
difficult material. (The teachers loved it.)
He tried hard to live up to his promise to
push all students as far as they could go.

Piney Branch staff everwhelmingly support the heterogeneous approach to teaching reading.

Differentiating
instruction requires
“extensive planning

and tra_ining;”
not to mention
someone who is
well-organized and
creative.
But even that’s not

always enough,

Competing for Kids

Mr. G. and Piney Branch face some
healthy competition. Montgomery
County offers a half-dozen “Centers for
the Highly Gifted,” magnet schools that
are designed for supersmart kids and
located in elementary buildings through-
out the district. Pine Crest, just a few
riles away from Piney Branch, hosts one
such center, and an increasing number
of Piney Branch 3rd graders were testing
into it for 4th and 5th grades.

A year ago, 25 Piney Branch kids
were accepted—more than any other
elementary school in the district. Ifthey
all took up the offer, Mr. G. said, “That’s
a teacher walking out of my building.”

So in 2009-10, in cooperation with
the district, Piney Branch launched
a pilot program to bring the “Iighly
Gifted Center” curriculum into its class-
rooms. This wasn’t easy; there wasn’t a
curriculum, per se, at the centers, Teachers had the freedom
to do what they wanted. So the district helped the teachers put
down on paper everything they were doing in the classroom.

Mr. G. arranged to have a 4th-grade and a 5th-grade teacher
trained on the Highly Gifted approach, and formed a “cluster
group” of gitted students in their classrooms. This means that,
in one classroom in each of these grades, there are 12 or so
gifted students, along with another 12 or so “on-level” kids.
While they are taught together some
of the day, they are frequently broken
into small groups, so the gifted kids can
learn together at an accelerated pace.

Pulling this off takes an energetic
and gifted educator; 4th-grade teacher
Folakemi Mosadomi, who has the
gifted group in her classroom, appears
to fit the bill perfectly. Now in her 5th
year of teaching (all of them at Piney
Branch under Mr. G.), Ms. M. acknowl-
edged that differentiating instruction in
this way requires “extensive planning
and training,” not to mention someone
who is well-organized and creative. But
even that’s not always enough.

In the first year of the pilot, she had
four different reading groups in one
classroom, from kids still learning Eng-
lish to the highly gifted students. “I went
from sounding out the ‘A’ sound with
one group, to talking to another group
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about how the Exxon Valdez oil spill was like the Battle of
Normandy.” That range was simply too much for one teacher
to handle-—remember Caroline Hoxby’s finding about “con-
tinuity of types?”-—-so the next year she had just two groups:
the gifted students, and the next level down. “Now it’s easier to
do more with both groups of students together,” she told me.

And the strategy seems to be working in one important
way: last year, about half of the gifted children chose to stay
at Piney Branch.

Fragile Compromise

So with a well-trained and dedicated staff, and lots of support,
“differentiated instruction” can be brought to life. But even
at Piney Branch, which benefits from the vast resources of a
huge, affluent school system in Montgomery County, Mary-
land, it sure seems rickety, held with lots of duct tape and
chewing gum, and subject to collapse without just the right
staff and parent support.

Ifthe school community placed its highest value on pushing
all kids to achieve their full potential, including its high-achiev-
ing students, it would probably organize its classrooms differ-
ently, It would embrace “ability grouping” and homogenous

classrooms wholeheartedly, and would skip all the gymnastics
required to keep classes academically, racially, and socio-
economically diverse throughout the day. But Piney Branch
understandably seeks to balance its concerns for academic
growth with its interest in maintaining an integrated environ-
ment, so this uneasy compromise is probably the best it can do.

Piney Branch and Ms. M. might be able to pull it off. But
how many Piney Branches and Ms, M.’s are there?

Technology may someday alleviate the need for such com-
promises. With the advent of powerful online learning tools,
such as those on display in New York City’s School of One,
students might be able to receive instruction that’s truly indi-
vidualized to their own needs—differentiation on steroids.

Perhaps. But until that time, our schools will have to
wrestle with the age-old tension between “excellence” and
“equity.” And that tension will be resolved one homogeneous
or heterogeneous classroom at a time.

Michael J. Petrilli is executive editor of Education Next,
research fellow at Stanford University’s Hoover Institution,
and a vice president at the Thomas B. Fordham Institute. He
is working on a book for parents considering diverse public
schools like Piney Branch,
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of two practices: cooperative learning and cluster
grouping. This chapter describes both strategios
in detail. Although their benelits are similar, they
are distinet practiees, and therefore discussed
separately.

Cooperative Learning

Cooperative tearning hus been suggested ag one
response to the chiallonges inherent in teschs
ing a cluss with a wide range of ahility, In some
classrooms, gifted students who have already
mastered grade-level carriculum are expeeted (o
menlor their peers. This ts grossly untuir wo the
gifted students, who arve then heing denied the
opportunity to muake [wward progress in their
own learning,

Unoperative learning is an edueational prac-
tice that ean provide achievement pains and
mprave social interaction. Just as the demands
ol the adult workplace often require all people
Lo work in groups from time 1o time. cooperative
learning skills are vatuable tor all students, includ-
ing those who are gifted, ICis important o note,
however. that on-the-joh groups arve varely totally
heterogensous in parure. In nwat cases. team
hienthiers have commmon wraining and experience.

Litted students may have much o lose and
little tn gain trom traditional cooperative learn-
ing practices. As you will see, it’s not difficult 1o
ereste appropriate cooperative learning experi-
onees for vour gifted students,

It's not difficult to create appropriate
cooperafive learmning experiences for
your gilted students.

> . - ¥
Scenario: Kim Liy
Kim Liu was g very wnlappy sisth grader, His
science teacher used copperative learning almos

all of the time, and Kim Liuv had exhibited somes

decidedly iltlcutl]'ﬁer*at'i\fe behaviors in his group.
Most often, he insisted on Jdoing his work slane,
sulked when he was forced o join the groug, and
refused to carry out the jobs o which le was
assignod.

Sometimes, he would act as though he had
decided to participate in Lhe cooperative learning.
ackivity, but he would soon take over the group.
regardless ol his assighed job, and try io boss the
uthers into doing things his way, At other times.
e simply told his weammates the solutions s
he could get some veliel for a few minutos at the
end of seience class, Kim Lin's leacher was using
a lot of energy trying to come up with wavs to
vonvinee him to cooperaie, No stratepy seemed to
wark, and almost everyone involved was totally
frustrated, '

During this period, his teacher attended one
of Susan’s workshops on teaching gifted kids.
She was startled to hear Susan deseribe chil-
dren whose reactions were similar to Kin Liv's.
Using guidelines presented in the workshop and
detailod in this chapten she was able to help Kim
Liu and her other gifted students develop a more
positive attitude about conperative learning. They
were vspectally thrilled with the regular opportu.
nities 1o work with each other on more advanecd
tasks in their own cooperative learning group.
which made evervong eoncerned much happier,

Coopercﬁvé Learning and
Gifted Students

Imagine yoursell at the first class theeting of
graduate conrse you need to take, Your profes
sur anpounces that a major course requirement,
which will count for 51 percent of vour grade, will
be w group project, To save time, she has divided
the class into groups based on your majors, She
will be providing a Tew minutes during class for
the group members tw get acquainted,

Visnalize voursell’ at the first meeting of
vour group when vou immediately discover not
anly vne, but twa stadents. in vour group who
give every indication of behaving like slackers, If
vob are a stadent whe is proud of veur perfect
4.0 graduate record. you know you will be doing
everything you can to make sure your record
is not threatened by these two people who are
already enumerating the various reasons why
they can’t or won't work very hard on this praject.

Nod your head it vou know that you are pirob-
ably going to be taking vver the management of
vour group. Nod if vou realize that vou are most

2
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likely gorng to end up doing much more than vour
fair share of the work. With cooperative learning,
wi oflen create situations in which some stu-
dents mve 1o do just what we wordd ey Lo avaid.
Imuagine that! There are, however, move sfee-
tive and pradociive methods for structuring vour
coaperalive groups.

Most training in conperative learning directs
teachors (o set up vompletely  heterogeneous
groups, Conperative learning trainers Lenek thut
a grovp of Tour students would idenlby inelude oe
higl uchiever two average achievers, and one tow
achiever. Many experts in cooperative learmng
enntend that all stadents, regardloss of theiv abil.
itv. realize achievement guins From partelpatinge
in heterngeneous cooperative lesrning groups.
Thiy elaim that high-ability students don’t suffor
amd acrually understand eoneepls better when
they explain thens to uther studoents,

Author vducator, and researcher Robert F.
Slavin has ohaevved, "Gifled students working in
heterogeneous eooperative learning groups are
na worse off than they are in more Leaditional
classrooms.” Statements such as rthas imply tha
it's perfectty acceptalde to place gifted siadent= 0
heterageneous groups fe learning, But consider
thi= Httle-knownt fact about Slavin's research It
systematically excludd the top & pereent of the
student body, meaning that his studies never
actually included gifted studenis, His data, then.
niiy e aceorate for bigh achievers, but nor nee-
exsarily for pifted kids, One nust also guestion
how mueh learning typically happens tor gifted
students in traditional classrooms, "No worge ofT”
15 0ot synonymous with “hetter off”

When gifted students are questinned alion
their attitudes toward couperative learning, 1he
naygnrity wvpieally sav that they do ot resdlv die
ke cooperative learning por se, They just pesent
being taken advantauge of in cooperative leartsng
groups and having te do most of the work, Muny
achudis can surely relate 1o thal sentimiens

When the learning task reguires tots of dil
and practice, ot when some stadents are b
ing signiflcant wouble leprimg nes staadirds,
it’s highly bikely that eifted <tudents in hetoros
Eenenus couperniive learniie sroups will spend

Bepgrs 1o
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most of thelr time tutering the other students.
They may actually do more teaching thin learn-
ing, With the increased pressure to bring the
feast enpable students up to the levels of learn-
ing reqguired by Cammon Core State Standards,
the pracuee of using gifted kids to teach others
mey appear evon move atbractivi, Pacvents do not
send their children o achool o teach others. Al
parents have o beliof that schoal is a place where
their ehildren ean make measurable academic
progress and that outeome should be available
o eff studeny s,

It's highly likely that gifted students in
heterogeneous cooperative learning
groups will spend most of their fime
tutoring the other students.

The implied message gifted students peceve
{rom always being placed in heterogeneous coop-
erative learning groups is that unce they master
the grade-level content, nothing is left for them
to learn. Most teachers would not consciousiy
choose to send sueh o messugze,

P Raren Hogers has stadied tor many venrs
which instructional practices actually prodoce
lestrning areowth Tor gifted students. According
to the data she bas gathered, traditional mixed-
ability conperative learning mroups in which stu-
dents are misxed purely ieterogeneosusly with no
special pttention paid to sifted students do riet
Tewel tor measurable forward progress for gitted
kids.” However, when the conperative learning
ks are problem-based and open-ended, and
the teachuer has enough training to moke sure
silted Kids are not being taken advantage of in
any way doring the vonperative group work, het-
erigenenlis enoperative groups may be detensible
for part of the learning time,

Gifted students emny benefit from learning
ow o work conperatively with other students,
Cooperative tearning experiences can specifi-
calhy teach them the important social interaction
skills they sometimes lack. while allowing them
1 enjoy e company of {heir age peers, The real
question 1+ nl whether gifted students helong in



)?{/Taachmg Gifred Kids i Today's Classronm

enuperative learning groups. Rather, the question
is under what conditions can they most benefit
from cooperative learning and be ‘motivated to
learn the social skills they need 1o suceced later
in life?

|
Cooperative Learning
Groups for Gifted
Students

When gifted students are removed from hetero-
geneous cooperative learning groups and placed
together in their own group with an appropri-
ately challenging task, their experience with
cooperative learning is much more positive than
when they are forced to tutor or voach other stu-
dents in heterngeneous groups. Eapecially {or
tasks that focus en drill-and-pracice, i is desir
able to plave gifted students in separate groups
to work on more difficult tasks, The rest of the
class 1s arranged in heterogensous groups, with

the high-achieving students in the group being

very capable students, althsugh not necessarily
aifted, Ansthier methad that works well is to place
two gifted students in a group with two students
of average sbility. This represents o mixed-ability
learning group, yet still allows the gifted students
to work together.

Teachers may fear that when the gifted stu.
dents are working in their own groups, the other
groups will lack appropriate role models, Nothing
coultl be further from the truth. Educatienal
researcher, author, and professor Dale H. Schunk
from Purdue University has documented that
for one person to serve as a viable role model for
another, there car’t be too much difference in
their abilities. This concept makes sense when
you compure it lo almost any other learning
process, For example, il you're learning to down-
hill ski, voure more likely to gain confidence by
watehing novices fall and get up unharmed than
hy watching expert skiers flv down a treacherous
slope,

[t is vsually true that high-achieving kids
make much more patient coaches than highly

gifted students. When gifted students in het-

erogeilecus cooperative learning groups try to
explain something wo the olhers, its as if they are
speaking a foreign languagpge. Their listeners may
nod their heads in agreement, but they may also
feel inumidated, and they won't ask questions
for fear of looking foolish or dumb, Additionally,
many gifted kids cannot explain things in a way
that athers understand. This is becouse grifted
kids wmake intuitive leaps in their thinking pro-
cess. and therefore cannol explain things in the
sequential wayv that other students learn. This
results in the oifted students feeling frustrated
aboat how long it takes the others to understand
an itleu they grasped at once. In frustration, they
may resort to tyranny—"Just write down what 1
wold vou and don't ask any questions, Trust me!”
Sinee the gifted students have not been trained in.
how v teach tnor should they bel they commonly
vesort 1o just giving the answers, Since the other
kids mav feel daunted in the presence of gifled
kids. they may rely on the gifted students to sim-

ply teli them the answers, thus feeling even more

inadegaate, No one benefits from this experience.

You may have seen @mple evidence in your
own classroom that hetervgeneous cooperative
jparning van be problematie for gifted students,
They nre the students who are most likely 1o com-
plain ubout having to do cooperative learning. It
iz thetr parents who tend to be most negative
abour cooperdative learning because they worry
that their children’s own learning thue will be
severalv limited.

After one second-grade teacher placed her
gifted students in ‘their own cooperative learn-
mmy graup. it took her elass several days to adjust.
One group approached her and declared they
couldn't do any work that day bocause, “We need
Josephine and she's absent!” The teacher verified
that Josephine was one of her gifted students.
Finally, the teacher’s firmness and confldence in
Lhe students paid off As the students realized
they were not going to be saved by the return
of the maost capable students, all of the groups
got to work, completed their tasks, and began



conperating lo learn, mstead of counting on the
gifted students 1o lead them to success,

Maogt teachers who have removed gifted st
dents fromt heterogeneaus wroups report thad
thev are very pleazed with the results, They
nbserve ther gilted students muoving guite hap-
pity through the more difficult material, learning
tte conprrnte on tasks fese can do alone. Teachors
are vepecially thrilled when they see new ace-
dennie lendership emersing in ather mronps,

iehilallll ot ol gifled students erjoy

wiorking irs groups and its oxoy 1o e Hem
otk clone of cenoin fimeas, Winen vou thing
abyot it mest adults seek oul cooperahion
only when they nead assistancs, We preter
103 work clone o [asks we can do easily
withow! help from other, i we want gifteg
studenis to learn how 0 coopernie. wa
must moke sure tay ars working an hosks
dgitficull enough 1o creaie a reed o Ccoop-
argtion, The vudents must parceive the
cooperaion i necessary, Forcing students
1o wark 1ogethes in groups without provice
g areasen for collabomtion i3 not o gond
practics ard wilt hindar their success,

Gifted Student Groups vs.
Heterogeneous Groups:
Which Is Better?

How ean yov decide when iUs boest to plage vous
gifted students in thelr owa cosperative Lsarnisn_
groups, atd when heterogencous mroups wild
probably be better for evervone? Hero are tw

approaches v might try

1. Assess the type of cooperative learning
task that has been assignoed, When thic L
is dritl and practice taath compagatea, <l
for a reeall-type test, answering comprelnstsai

ARELES

quustions aboui g story or nevel the oiiss s e
inge and vou have evidegee thas «ome <talent-
lave maztered that neterssl 3
tagether b their van g sn b sy
mure comples tsk, Feoooeo. Mttt
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an advaneed novel, wark on advaneed problem-
safving techniques in math, write story problems
for the rest of the elugs, vse the content o pro-
chiee wn anteractive activity for the elass, create o
digital dovumentary on the tepic, or work on resi-
dent expert projoets in snall groups.

For tasks that focus on eritical thinking. the
development of concepts and generalizations., or
problem-hased learning, placing gifted students
i heterpgeneous  groups may be appropriate
from time te time. Such experiences may be richer
when o varicty of viewpoints= 15 represented. Any

opei-eneed activity with many posaible answers
or salutions leids itsell to heterorencous wroup-
ing. 5o does any subject i which the content s
new Tor evervone, including the gified students
Hands-on zeience experiments und current events
discussions are other good choices for cooperiative
bearning experienees with heterogencous groups.

2. Ask yourself three key guestions.

“Hines the tusk requive inpot om different
tvpes of learning modalities and different
poerspeetjves?”

“Es the subfeer mater new Tor all studenes?

"Bt kb that the gifted students will be
stiginzed 1 real learning rather than eonting-
IEEN STHTI R TEr

I vou ran answer ves o all theee questions,
thwen Deterogencous cooperative learmog groups
are probably appropriate. If vou aaswer N0 Lo one
ar e of the guestions, the it will probably be
baetter 1o place the pted students in o separate
sratp o wark on the spone kind of content from a
e challenging perspective. Al other studeats
would wark in heterogencous groups comprised
gl ome af the strongest vomaining students. one
<tailent who may find the task difbenlt, and one
ar twpstudents i average ability, As vou circulate
amnng the vonperalive groups at work, et your
ubzervationnl =kills tell vons whether vour gifted
=tudents have been pluced where they belong foe
spiimal Juaraing for evervone.



e
L?ﬁ/ Teaching CHited Wids in Todavs Ulussroom

STRATEGY

Cluster Grouping

You have probably asked yourself questions such
as these numerous times while reading this bouk:

- “How am | ever going to find 1the time to
implement these strategies when I have the
eomplete range of students in my ¢lass?™

¢« “Is it fair to creaw learning extensions for
Jjust one or two students wha need this kind of
attention? After all, their grades secm to indi-
vate that they're doing just fine in schnol”

CUIspt it mere important that | spend my time
with the kids who really need me since my
prineipal is telling me to focus on helping my
struggling learners master the Common Core
State Standards?”

In most schigols, when teachers and principals
meel to set up classes for the following year. the
gifted students are separated frem cach other so
all classes can have one or vwo of the “best stu-
dents.” and erroneously, they commonly believe
that the gifted identified students are those “hest
students” So they separate them. This practice
creates the troublesome dilemmas previously
deseribed.

It is extremely difficult for gifted students to
work at their levels of potentinl when they are a
mineority of one or two in & heterogeneous class-
room. For many gifted students, being in a class-
roem in which they are always the amartest one,
with no one else working at their Jevel, beromes
an excruciating experience. They sometimes pro-
tend to be less capable than they really are just
tu fit in with the other kids, This situation urises
in abmost all sociveconomic conditions, within
all cultures, and in all geographic arcas. if very
smart kids pereeive it's not cool t0 be smart. their
potential contiibiitions to our society may be lost
forever.

For many gifted students, beingin o
classroom in'which they are always
the smartest one becomes an
excruciating experience.

Ad educators dedicated Lo ensuring academic
progress for all students, many of us wonder why
sooanany education pradtices appear to force us to
choose between meeting the needs of one group
while sacrificing the needs of another. School
district mission statements promise to serve all
students, Yet, in daily practice, gifted kids often
get less teacher attention and less opportunity to
work an challenging curriculum than anvone else
in the class. Their parenis may take their chil-
dren nut of pur schools to place them in alternate
learning environments, Since the state reim-
hursement {or these students also disappeass
from vour school when these families leave, this
problem is both ethical and econemic.

One increasingly pepular solution is to group
gifted students at each grade leve) into a cluster
group within an siherwise heterogeneous elass-
room. The teacher of Lhis class is one who has
same understanding of the social, emotional, and
academic needs of gilled students and training
in compacting and differentiation strategies. All
of the arguments used earlier aboul cooperative
tearning apply to the logic of purposefully cluster
ing gifted kids together,

Scenario: Third Grade at
Adams School
Six children at Adams Elementary School had
been identified as gifted at the end of sécond
grade. As the teachers and principal met to set up
the classes for the three third-grade sections, they
considered how to group the gifted students, The
traditional method called for them to divide the
six gilted students evenly, plaeing two in each of
the three classes so all teachers would have their
“fair share” of the brightest students. Under this
svstent, all three weachers would have to develop
appropriate compacting and differentiation oppor-
tunities to challenge their few gifted students.
The stafl at Adams decided to try some-
thing different. Instead of separating the gifted
students, they formed a cluster group of all six
students and placed them in the otherwise het-
erogeneous class of one teacher who had some
iraining in differentiated instruction, Knowing
that at Teast six students would benefit from any
compacting and differentiating opportunities she



created, the teacher (el justified i taking the
time to develop and use them.

When the gifted kids found themselves in o
grovp nf athers with similay abilivies, they started
taking risks to experience learning petivities that
were different (ram what the rest ol the oliss wis
doing They were abso nere willing to take advon.
tage of the differentiation opportunitics because
they would have learning companions [or those
tskos,

Students placed in the classroanm with the
gilted cluster had been ormally wentified s
gifted. This ineluded gifted students who were
of primary age, twice-exceptivmal, culturally or
Brnguistically <iverse, and  underschiovers or
nonprodluctive stodents. Productivity was nant
a factor in identifving a student as gifted, Ths
arouping method inchwles giited students who
have advanced abilities, even if they don't dem-
anstrate those abilities by vonsistently complot
ing their schoolwork, This represents o unigue
differenve feom many types of gilted programs: it
allows us e enfranchise gitted student= who may
not have previoushy been served.

The Schoolwide Cluster
Grouping Model (SCGM)

Cluster grouping works hest when s o soliond-
wide initiplive, It's not enough for ovbivieiuad
teachevs to simply doster gifted Kids 1oge by,
Ir ix essentia) that a principal or gitted arogram
coordinator carefully, monitor the clusterine e
ensure that eonsigtent eompaeting and Jifferens
Liation are aking place

Fa
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Schools that implement gifted eluster group-
ing are providing something that sounds almost
imposaible 1o achieve in nur current educa-
tional climote! attention to gifted education tha
requires only minimal funds for its support. This
ig because the nusdel’s structare becomes port of
the schont's syatent and whilizes many of the same
miterials purchased for other learners at tha
particular schoal, When cluster grouping mol-
vl ure implemented with tideliy, gifted kids can
have thebr learning needs met everyday, in every
sulect aren. Best of all. it prevents gifted kids
from becoming the group that benefits lesst from
heterogeneous grouping practices.

A three-vear study of cluster grouping af
an  elementary  school  documented  improved
achievement at all grade levels in which custer-
ing was done, ineluding elasses where there were
no gitted clusters. One factor that accounted for
that improvement was the uniue way in which
students were grouped inte classes. In the spring,
when ¢lass placenents were made, studenls were
sorted into the following fve gronps:

1. Gifted
2. Higl Achieving
3. Average
4, Bolow Average
a. Qigniﬁmmly Below Grade Level
Clssroom AL taught by a teacher with somae
troaning i gifled education, was assigned the

wuster wraup of gifted students 1 1and some stu-
dents from groups 3 und 4, Classes B and ¢ had

Example of a Classroom Composition for the SCGM
(For a Single Grade Levei)

30 studentsin3 | Group 1: Group 2 Group 3: Group 4. Group 5;
Classes - Gifted High Average Below Far Below
Achieving Average Avergge
[ Clossioom & 4 S 12 12 0
Clioarson B 3 = 12 & &
Clossaronm 12 & &
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Benefits of the SCGM*

Schools implementing the SCGM have reported a number of banefits. The way in which the
medel s implemented and supporied determings the berefits realized by the schogl commu-
nity. The school's population. demaographics, size. and other gifted services avoilable can influ-
ence the outcomes of the modet. Schools hat effecrively support the model commonly report
the Following benefits:

Gifted students receiva full-lime atfention to thell exceptional ipqrming needs, allowing hem
to progress at their own pace in an inclusionary sefting.

- The gitted education progrom in the disirict con move from part 1o full time without mojor
budget implications.

- Glfted sludenits who may not nave paticipated i fradinonal gilted programs, including
English language learrers, twice-exceptional students, ond underachieving gifted students,
become enfranchised ir this model.

= Although dll teachers still have heterogeneous classes, the student achievemeni range in
each class is slightly nomowed, which taciliiotes effective teaching.

- Achievement tends fo rise for ol kids across the grode level being clustered becouse of the
narrowed range of ability and achievement levels in sach closs, ond due to the emphosis on
trasining cluster feachers to provide and manage ditferentiated instruction in their classraors.

« When nol placed with identified gifted students, high-achieving siudems olten emerge Qs
new aocademic leaders In their own classes.
Parents of gifted students support schools thot provide anpropriche services for their giffed
children, Some districts find that families who hove left iheir home school return when the dis-

trict irmplemenits the model.
" Winatrenner and Brulles, 2008

students from Groups 2--5, Thus, Teachier A had
no students from Group 4, and Teavhers B and €
had no identified gifled students, See the chart on
page 195 for a visual model of this arrangement.

The 5CGM reduces the range of achieve-
ment in each classroom. It frees the gifted clus-
ter teacher (o spend more time with the pified

kids instead of being pulled away by the needs of

those students who are significantly below grade
level. Likewise, the nther teachers have a slightly
narvowed range of achievement, and alony with
support from the speeial education teachers,
they also appreciate (e narrowed range of abili-
ties and achievement levels i their dlasses, And
vet, all clagses still have a range of achievement
levels and all classes still have students who are
positive academic role models.

QUESTIONS & ANSWERS

Following are some selected questions  and
ansseers regarding cluster grouping for gifted
students For more detailed information on how
to creatt gifted cluster classes and implement a
schoolwine model, please refer to the References
and Respurces on pages 287-238. In particw:
lary, awr book, The Cluster Gretping Handbook:
A Schoslwide Muodel, addresses this  issue
Lhoroughis. ‘

“What does it mean to place gifted
students in cluster groups?"

Cluster grovping oceurs when a group of identi-
fied giftéd students is purposefully clustered in a
miixed-ability classroom. Gifted students are clus-
tored and placed with a teacher who participates

a
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in ongoing professional development in gited
education and differentiated instruction, 10 160 or
more gifted students are in one grade level, an
additional gifted cluster class may be designated,

“How should gifted students be identified

for the cluster group?”

Identification should be conducted each spring
with assistance from someonc with taining
in gifted education, Standardized ability tests,
using hoth verbal and nanverbal measies, e
recommended to identify students for placement
into the gifted clusters, If there will be mors
than one gifted cluster class in one grade level,
the gifted 1dentified students can be separatoed
into the ¢lasses by their areas of strength. such
ag math or reading. This warks capeciully well at
the middie gehaol level. See Chapter 1 for mare
infloroiation aboul identilving gifted students,

“Isn't cluster grouping the same as
fracking?”

No. there are =everal important differences
between cluster grouping and tracking, In a
tracking system, all students are grouped by abil-
ity for much of the seheol day and usually remain
in the same wrack throughout their schonl veurs,
When tracked. students arve assigned a set cup-
riculom basett an their ability level, Thoy gener-
ally de not veer from that curricolum: making it
unlikely they would move to a different track in
fulure years. In cluster classes, students work at
different levels for different subjerts, Al classcs

in the grade level have students with a range of

learning ahbilives: all classes have high-abiiny
or high-achieving students. In a cluster mods:
exiended learning oppertunities are apen to il
students in the elass. Teachers use studonts ent ey
points, or readiness, to determine levels and pivce
of curriculum. Student placements change vear!s
so anly the gifted students pemain wrougued

together yearly, However, since dassroom place-

ments change every vear the gited students con-
tinundly interact with diffurent aude-evel peors
every vear.

Fresniry, 3U0RG. 2o
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“Why should gifted students be placed in
a cluster group instead of being assigned
evenly to all classes?”

When placing gifted students evenly among all
clusses, wach teacher still has the full range of ahil-
ities, Teachers trying to meet the diverse {earning
needs of all students, (rom levels of very advanced
to very low, have difficulty pronding adequately
{or evervone. (Mien, the highest ahility students
are expected o “make it on their own.” However
when a teacher has a cluster of gifted students,
taking the time to make appropriate provisions
for several gilted students seems more realisyic
(Gilted students learn more when grouped with
other gifted students. When gifted studonts have
apportunities tw learn together they are more
comfortable warking at extended levels of depth
and complexity in a gven area, Gifted students’
willingnoess to take risks in learning experiences
increascs when they spend time learning with
prers who have similar interests and abilities

“Wili the clustered gifted students inhibit

the performance of the other students in

that class?” .

When the gifted cluster group is kepl 1o a man-
ageable size. cluster teachers report that there is
general improvement fn overall achicvement for
the entire elass. This suggestr the exciting pos-
sihility that when teachers learn how to provide
for what gifted students need and offer modified
versions of the same opportunities to the entire
vlusz, expeetations and the levels of learning are
raised for all students, Therefore. the cluster
grouping model can actually increase achieve-
men! for many studenis when the placement rec
ommendations of the model are closely followed.

“Do gilted clustered students alwaoys

work together?” , _

Gifted students have varving levels of achiove-
ment, interests, and experiences. Therefore, thelr
need for acceleration or extensions will alse vary
depending on the content being learned. There
are times when some students in the gifted clus-
ter group will be experiencing differentiation or
avceleration, and times when they won't. There
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are also times whon studenls who have not been
identified as gifted can benefit from available dif-
ferentialed learning opportunities. Opportunities
for moving faster or poing deeper into the cur
viculum are routinely offered to the entire class.

"Is clustering feasible at all levels—
elementary, middie, and high school?"
Cluster grouping may be used ar ill grade lev-
els dand in all subject areas, but the structure will
vary when incorporated at the middle school-and
high school levels. Gifted students may be clus-
tered inlo onte section of any heterngeneous team.
especially when there are not enough students to
form an advaneed section for a particular subjeet.
Variations of cluster grouping are ulso a welcome
option in small rural settings, and in almost any
grade level configuration.!

“Should cluster grouping praclices
replace our distict's current program
components in gified education?”

Not al all. Cluster grouping can supplement
existing program components, The complaint
many teachers (and parents' have about most
gifted programs ix that they comprise only a
small percentage of the student’s learning tinie.
Adding cluster grouping to a compreliensive
program already in place is a beneficial, cost-

effective option. The program makes the job of

the gifted specialist casier since she has fewer
teachers’ schedules o work with and is therefore
more aviatlable for the gifted cluster teachers.

If your school must ¢hoose between resource-
rogm programs or cluster grouping, our recuom-
mendation is to go with the cluster grouping, This

enry el it 2ing,

greatly improves the chances that gifled students
will receive appropriate learning opportunities
on a daily basis. IF your district has full-time, self-
contained clusses for gifted students, their compo-
sitien should be limited to highly gifted students.
If there are not enough highly gifted students
for an entire class, grades may be combined. The
gifted students who are not considered highly
gifted become the gifted cluster students at their
zschools. Therefore. cluster grouping ensily ce-
exists-and complements other components of your
comprehensive gifted education program. If vour
school has a teacher who serves as a gifted edu-
cation cvach or leader, that person’s time helping
teachers who have gifted students in their class is
spent much more efficiently and effectively when
vluster grouping is used. That person's presence
alsu allows cluster teachers access to additiona!
coaching and assistance to help provide the best
pnssible classroom program f(or their gified kids,

Chapter Summary

This chapter has pointed out how gilted students
need special considerations when grouping stu-
dents for the most effective learning outcomes in
heterogeneous classes. It should now be easier to
understand that the same grouping practices are
usually not equally effective for gifted students
as they dre for average and below-average siy-
dents. Sincd a eritical goal of all educators is to
provide documentation ol academic progress for
ull students every year, the techniques deseribed
in this chapter are designed to help you attain

* that goeal for all stadents in your class,

T
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4.10.032-P

4.10.032-P Early School Entrance

Early entry evaluations identify children who would be best served by beginning
school before they meet the state age requirement for school entrance. The intent
of early entry is to admit early those children whose needs will best be met through
advanced placement for the current year and throughout their K-12 education. The
child's advanced development in social, emotional, academic, intellectual and
physical functioning are taken into consideration in the evaluation.

Legal Reference: ORS 339.115

History: Adpt 1/11/96; Amd 9/9/02; BA 2420

Porttand Pubic Schoals Page 1 of 1 Poriland, Oregon
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ADMINISTRATIVE DIRECTIVE | 4.10.033-AD

Early Entry into
Kindergarten and First
Grade

A. Introduction:

In accordance with board Policy 4.10.032-P, early entry is granted for an
intellectually and /or academically advanced child who would not otherwise
be allowed to enter kmdergarten or first grade for another year due to their
date of birth.

B. Early Entry Into Kindergarten:

1. Students whose fifth birthday occurs after September 1% and on or
before October 1% may apply for Early Entry into Kindergarten. All
applications for Early Entry must be received by the Talented and
Gifted [TAG] Office by September 15,

2. Process: The TAG Office will make the final determination to accept a
student for Early Entry based on the following criteria:

(a) test scores; an intelligence quotient at or above the
95" percentile

(b) the child’s preschool history and experiehces

(c) the child is in good health and free of emotional
problems

(d) eye-hand coordination should suggest at least
average perceptual-motor skills

(e) evident reading readiness, if not reading ability

(f}  verbal and quantitative reasoning merit weight since
these abilities appear central to schoo! success

(g) observational and interview findings of the principal.
C. Early Entry Into First Grade:

1. Students whose sixth birthday occurs after September 1* and on or
before October 1% may apply for Early Entry into First Grade. All
applications for Early Entry must be received by the TAG Office by
September 157,

2. Process: The TAG Office will make the final determination to accept a
student for Early Entry based on the following criteria:

Portland Pubtic Schools Page 1 of 2
3/5/2009




EARLY ENTRY FOR KINDERGARTEN
AND FIRST GRADE

4.10.033-AD

(a)
(b)
(c)
(d)
(e)
| (f)

(9)

test scores; performance in reading and math at or
above the 95" percentile on the Iowa Test of Basic
Skills '

the child’s preschool history and experiences;

the child is in good health and free of emotional
problems;

eye-hand coordination should suggest at least
average perceptual-motor skills;

verbal and quantitative reasoning merit weight since
these abilities appear central to school success;

observational and assessment findings of
kindergarten teacher, preschool teacher, and parents;

observational and interview findings of principal.

Policy Implemented: 4.10.032-P
History and Reference: Adpt. 3/09

Portland Public Schools
3/5/2009
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BOARD POLICY | 4.20.010-P

PROMOTION AND
RETENTION OF STUDENTS

The curriculum and instruction program of the district is arranged in a manner
designed to present the student with learning experiences appropriate to the
student's level of maturation and academic ability. Satisfactory completion of the
instructional program during the academic year is normally sufficient for the
student to progress to the next grade level. However, the district recognizes that all
students do not learn at exactly the same rate or level. Some students may benefit
from additional instruction at a certain level, while others may benefit from
accelerated placement beyond the normal grade level assignment.

Scope of Policy: This policy shall apply to all students enrolled in the Portland
Public School District including students who qualify for Special Education and
students who are on Section 504 plans. Early entry may be granted for the
intellectually. advanced child who would not otherwise be allowed to enter school for
another year due to date of birth. (See 6.10.015-P, Talented and Gifted Education,
for early entry into Kindergarten)

Policy:

(1) The decision to promote, retain or accelerate (e.g., double promote} a
student:

(a) Shall be made by the school principal upon recommendation of the
school staff and with the involvement of the student’s parents or
guardlan

(A) The recommendation shall be made to the parents or guardian
in a timely manner that allows sufficient time to develop an.
appropriate plan for the coming schoo! year.

(B) The decision to separate a student from his/her age/grade peer
group should be considered with caution and only if other
strategies appear unlikely to improve the student's
performance to the degree necessary to sustain a satisfactory
rate of growth.

(C) If a student is recommended for acceleration or retention, the
appropriate administrative directive shall be followed.

(b) Shall be based upon careful review of the student’s academic
progress and in consideration of the student’s physical development,
psychological development, emotional maturity, and social
development.

Portland Public Schools Paw
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PROMOTION AND RETENTION OF 4.20.010-P

STUDENTS

(¢) Shall be accompanied by the development of a plan that identifies
the best placement option for the student and appropriate
intervention strategies. The plan also shall specify the types of
instructional strategies to be used to assist the student.

(A) Intervention strategies and available programs, such as,
summer school, tutoring, the Talented and Gifted program,
remediation, etc., shall be considered in plans to assist the
student.

(B) In the event that the plan is unsuccessful, the procedures and
timeline set forth in the appropriate administrative directive
shall be followed to best meet the future education needs of
the student.

(2) All schools shall monitor student achievement and progress. Those
students who achieve substantially below grade level standards will be
provided intensive, corrective instruction in the academic areas below
standard. If a recommendation for retention is made, the plan should
specify the changes in instructional methodology and materials that will
be utilized to assist the student in the new academic year.

(3) Should a student be recommended for accelerated placement, the process
set forth in the accompanying administrative directive will be followed.

(4) The superintendent shall develop administrative directives to implement
this policy.

Legal References:

History: Adpt. as AD 6/71; Amd. 2/78; made into policy and Amd. 9/09/02, BA
2425

Portland Public Schools Page/z,aff
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6.10.015-P Talented and Gifted Education

(1) The district is committed to an educational program that recognizes the
unigue value, needs and talents of the individual student. Curriculum and
instruction designed to meet the level and rate of learning of talented and
gifted students is an integral part of this commitment. Talented and gifted
students means those children who require special educational programs
or services, or both, beyond those normally provided by the regular school
program in order to realize their contribution to self and society and who
demonstrate outstanding ability or potential in one or more of the following
areas:

(a) Intellectual ability;
(b) Unusual academic ability in reading or mathematics.

(2) The Board, therefore, directs district staff to provide classroom or school
programs designed to promote educational opportunity for talented and
gifted students commensurate WIth thelr abillty

(3) The district has established an appea[s process for parents to utilize if
they are dissatisfied with'the identification process or appropriateness of
programs and sewlpe._s__p_r_oylcjed__.er the_lr_talg_n_tgd‘ and gifted student.

Legal References: ORS 343.391; ORS 343 395 ORS 343 407 ORS 343 409; ORS 343.413; OAR
581-015-0805 n0825; OAR 581 02201310 T

History: Adpt 3/10/83; Amd 10/26/95 Amd 9/9/02 BA 2421

Portland Public Schools Page 1 /dy‘f/ Portland, Oregon
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BOARD POLICY | 2.10.010-P

‘Portland Public Schools
Racial Educational Equity Policy

The Board of Education for Portland Public Schools is committed to the success of
every student in each of our schools. The mission of Portland Public Schools is that by
the end of elementary, middle, and high school, every student by name will meet or
exceed academic standards and will be fully prepared fo make productive life decisions.
We believe that every student has the potential to achieve, and it is the responsibility of
our school district to give each student the opportunity and support to meet his or her
highest potential.

In light of this mission and our beliefs, Portland Public Schools’ historic, persistent
achievement gap between White students and students of color is unacceptable. While
efforts have been made to address the inequities between White students and students
of color, these efforts have been largely unsuccessful. Recognizing that there are other
student groups that have not reached their achievement potential, this policy focuses on
the most historically persistent achievement gap, which is that between White students
and students of color. Closing this achievement gap while raising achievement for all
students is the top priority of the Board of Education, the Superintendent and all district
staff. Race must cease to be a predictor of student achievement and success.’

In Portland Public Schools, for every year that we have data, White students have
clearly outperformed Black, Hispanic and Native American students on state
assessments in every subject at every grade level. White students consistently
graduate at higher percentages than students of color, while students of color are
disciplined far more frequently than White students. These disparities are unacceptable
and are directly at odds with our belief that all students can achieve.

The responsibility for the disparities among our young people rests with adults, not the
children. We are aware that student achievement data from school districts across the
country reveal similar patterns, and that complex societal and historical factors
contribute to the inequities our students face. Nonetheless, rather than perpetuating
disparities, Portland Pubiic Schools must address and overcome this inequity and
institutional racism, providing all students with the support and opportunity to succeed.

! For the purposes of this policy, “race” is defined as “A social construct that artificially divides people into distinct
groups based on characteristics such as physical appearance (particularly color), ancestral heritage, cultural
affiliation, cultural history, ethnic classification, and the social, economic, and political needs of a society at a given
period of time. Racial categories subsume ethnic groups.” Maurianne Adams, Lee Anne Bell, and Pat Griffin,
editors. Teaching for Diversity and Social Justice: 4 Sourcebook. (2007).

Partland Public Schoals ' Page },ﬂf{ /i




BOARD POLICY 2.10.010-P

Portland Public Schools
Racial Educational Equity Policy

Portland Public Schools will significantly change its practices in order to achieve and
maintain racial equity in education. Educational equity means raising the achievement
of all students while (1) narrowing the gaps between the lowest and highest performing
students and (2) eliminating the racial predictability and disproportionality of which
student groups occupy the highest and lowest achievement categories.2 The concept of
educational equity goes beyond formal equality -- where all students are treated the
same -- to fostering a barrier-free environment where all students, regardless of their
race, have the opportunity to benefit equally. Educational equity benefits all students,
and our entire community. Students of all races shall graduate from PPS ready to
succeed in a racially and culturally diverse local, national and global community. To
achieve educational equity, PPS will provide additional and differentiated resources to
support the success of all students, including students of color.

[n order to achieve racial equity for our students, the Board establishes the following
goals:

A. The District shall provide every student with equitable access to high quality and
culturally relevant instruction, curriculum, support, facilities and other educational
resources, even when this means differentiating resources to accomplish this
goal.

B. The District shall create multiple pathways to success in order to meet the needs
of our diverse students, and shall actively encourage, support and expect hlgh
academic achlevement for students from all racial groups.

C. The District shall recruit, employ, support and retain racially and linguistically
diverse and culturally competent administrative, instructional and support
personnel, and shall provide professional development to strengthen employees’
knowledge and skills for eliminating racial and ethnic disparities in achievement.
Additionally, in alignment with the Oregon Minority Teacher Act, the District shall
actively strive to have our teacher and administrator workforce reflect the
diversity of our student body.

D. The District shall remedy the practices, including assessment, that lead to the
over-representation of students of color in areas such as special education and
discipline, and the under-representation in programs such as talented and gifted
and Advanced Placement.

E. All staff and students shall be given the opportunity to understand racial identity,
and the impact of their own racial identity on themselves and others.

% Glenn Singleton and Curtis Linton Courageous Conversations About Race, p. 46 (2006)
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BOARD POLICY | 2.10.010-P

Portland Public Schools |
Racial Educational Equity Policy

F. The District shall welcome and empower students and families, including
underrepresented families of color (including those whose first language may not
be English) as essential partners in their student’s education, school planning and
District decision-making. The District shall create welcoming environments that
reflect and support the racial and ethnic diversity of the student population and
community. In addition, the District will include other partners who have
demonstrated culturally-specific expertise -- including government agencies, non-
profit organizations, businesses, and the community in general -- in meeting our
educational outcomes.

The Board will hold the Superintendent and central and school leadership staff
accountable for making measurable progress in meeting the goals. Every Portland
‘Public Schools employee is responsible for the success and achievement of all
students. The Board recognizes that these are long term goais that require significant
work and resources to implement across all schools. As such, the Board directs the
Superintendent to develop action plans with clear accountability and metrics, and
including prioritizing staffing and budget allocations, which will result in measurable
results on a yearly basis towards achieving the above goals. Such action plans shall
identify specific staff leads on all key work, and include clear procedures for district
schools and staff. The Superintendent will present the Board with a plan to implement
goals A through F within three months of adoption of this policy. Thereafter, the
Superintendent will report on progress towards these goals at least twice a year, and
will provide the Board with updated action plans each year.

References: “The State of Black Oregon” (The Urban League of Portland 2009); “Communities of Color
in Multnomah County: An Unsettling Report” (Coalition of Communities of Color/Portland State University
© 2010); “The Economic Cost of the Achievement Gap” {Chalkboard Project 2010); “The Hispanic/VWhite
Achievement Gap in Oregon” (Chalkboard Project 2009); "A Deeper Look at the Black-White
Achievement Gap in Multnemah County” (Chalkboard Project 2009); ORS 342.433.

History: Adopted by Resolution No. 4459, 6-13-11
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® For a given level of academic performance, Asian and Hispanic students have a higher probability
of graduating from high school than White students {White students represent the baseline ethnic
category in the model), while American Indian/Alaska Native students have a lower probability of
graduating than White students.

® The coefficients for Black and Pacific Islander students are positive but not statistically significant,
so being part of these ethnic groups cannot be said to either increase or decrease the probability of
graduating from high school, compared to White students, at a given level of academic
performance. N —

Males, economically disadvantaged students, Talented and Gifted students, and Pregnant and
Parenting students have a lower probability of graduating than other students who are not part of
those groups but who are at the same level of academic performance.

ora gien level of academic performance, students with higr attendance rates have a higher
probability of graduating from high school. The coefficient of 1.7205 means that if a student’s
attendance rate increases by 5 percentage points (say from 85% to 90%), the student’s probability
of graduating from high school goes up an estimated 8.6 percentage points (5 percentage points
times 1,7205)

'®  TFor a given level of academic performance, being Limited English Proficient (LEP) does not have
a statistically significant effect on graduating from high school. However, for LEP students who
exit LEP status prior to entering high school, the probability of high school graduation increases by
3.47 percentage poinis.

Some of these results may seem counter-intuitive if you don’t remember that the model statistically
controls for academic performance by including students’ OAKS scores in the model-—that is, we are
isolating the impacts on high school graduation of factors other than academic perforinance. One way to
better understand this 1s to think about a room full of students, all of whom are at the same level of
academic performance as measured by OAKS scores. Those students who are male, American
Indian/Alaska Native, special education, economically disadvantaged, TAG, or Pregnant and Parenting will
graduate at lower rates than students who are not part of those groups. Students who are Asian, Hispanic,
were LEP but exited LLEP status prior to high school, or have above average attendance rates will graduate
at higher rates.

The value of this analysis is that it is able to isolate factors, independent of academic performance, that
impact high school graduation. These types of factors are likely to require interventions that are very
different than ones aimed primarily at raising academic performance. The coefficient for economically
disadvantaged students, for example, is -0.085, indicating that for a given level of academic performance,
those students’ likelihood of graduating from high school is 8.5 percentage points lower that for students
who are not economically disadvantaged. This means that programs aimed at raising the high school
graduation rate for economically disadvantaged students must focus on helping those students overcome
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the non-academic barriers they face, not just the academic ones.
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EDUCATION WEEK
Published Online: January 27, 2015
Published in Print: January 28, 2015, as To the Contrary: Differentiation Does Work

COMMENTARY
Differentiation Does, in Fact, Work

By Carol Ann Tomlinson

Editor's note: The Commentary "Differentiation Doesn't
Work,"” by James R. Delisle, provoked an avalanche of
reader comments. Because of the extraordinary level of
interest in the essay, Education Week is publishing this
Commentary by one of differentiated instruction’'s foremost
proponents. (See also Mr. Delisle's letter to the editor in
response to the online comments and our primer on the
issue.)

It will not surprise educators who know my work to learn

that my experiences and beliefs regarding academic Where
diversity in classrooms differ from those of James R. Delisle,

who recently made the case in an Education Week

Commentary that differentiated instruction can't work in to focus
today's classrooms. : . ®

Based on a‘COHYICtIOH t-hrfnt corvgrsatlon around differing See Wthh Common Core
vantage points is beneficial, I'd like to respond. t d ds are the

I'll begin with the idea that teachers don't differentiate Stanqar '
instruction. In fact, they do. I work with teachers regularly— mOSt Cha“enging‘

in the United States and around the world—whose teaching ' '
consistently reflects the principles and practices of
differentiation. It's how they do business. They don't, as Mr.
Delisle writes, "beat themselves up for not doing it as well
as they are supposed to be doing it," but they do
understand that the pursuit of expertise in teaching is a
career-long endeavor. They aren't sprinters expecting quick

success, so much as marathoners in the race for the long
haul.

W'Ready

“Reading & Mathematics
| Grdeks

Then there's the assertion that the only peoplé who think
differentiation is doable are those who have never tried to
imptement it.

Speaking first for myself, I taught for 20 years in

differentiated middle school classrooms, greatly enriched by working with a group of colleagues who did
the same. Like many other teachers, then and now, we invented instructional approaches we hoped
would benefit our diverse learners, keeping those practices that worked and jettisoning or modifying
those that didn't. '

http:/ fwww.edweel.org/ew/articles/2015/01/28/differentiation-does.,.ork.htm|7tkn=YXQFiMEFNInfUKBse%2 F%2BnARXD pkaKCwD%2 F3FP%2F&print=1 Page-1-of-4-
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In my second life at the University of Virginia, I continue t
differentiate in my classes. I also work often with school-
based academic coaches and principals who share with
colleagues the practices of differentiation they used
successfully in their own classrocms. And there are many
specialists—in special education, English-language learning,
reading, gifted education—who ceontinue to differentiate in
particular settings, even as they share what they know
while working alongside teachers in general education
classrooms.

Mr. Delisle's fundamental argument, however, doesn't seem
to be so much that differentiation can't work under any :
circumstances, but rather that perhaps it could if we'd just
group students by ability. While I know of no aspect of
education on which all studies are in total agreement, this
one comes close.

For many reasons, students in lower-track classes don't
achieve as well as they do in heterogeneous settings. Those
classes tend to be taught by newer or less engaged
teachers. The quality of curriculum and instruction is less
robust than in most heterogeneous settings. The intellectual ;
climate in tracked classes is further damped by students —Chris Whetzel for Education Week
who know they are siloed because adults consider them to be less able than many of .their peers—and
they respond accordingly.

Common sense and experience tell the story, as well. As the wise Bart Simpson told his teacher in one
episode of "The Simpsons": "You think I'm not smart so you're gonna put me in a remedial class and
slow down what I do. At the same time, the other kids will keep moving ahead, and you think someday
I'll catch up?" Follow a remedial class throughout several school days, and it becomes very difficult to
assert that students in all tracks have any degree of equitable access to excellent educational
oppoertunity,

One outcome of tracking that should be of particular concern in the current school year—the first in
which "minority" students became the majority in U.S. schools—is the reality that low-track classes
continue to be disproportionately composed of students of color and/or low-income students, while

high-track classes remain disproportionately white and/or Asian and middle class.

Educator Martin Haberman spoke of low-track classes as supporting a "pedagogy of poverty,” a label he
- used to reflect two realities. First, most students in the low-track classes are from low-income
backgrounds. Second, the quality of learning in those classes seems a guarantee that the students in

them will remain poor.

"I absolutely | Llater, Helene Hodges, a former official of the education association ASCD,
understand that | wrote about "a pedagogy of plenty,” describing the nature of rich learning
differentiating | experiences in high-track classes, where more privileged students are the norm.

http:,’/www.edwaek.org/ew/articles/ZDlS/Oi/ZSjciifferentiationgdoes...ork.htmI?tkn=YXQFjME}»"NInfUI(Bse%ZF%ZBnARxDpkgKGwD%ZFBFP%ZF&printz1 Page 2 of 4



Differentiation Does, in Fact, Work — Education Week 1/29/15 8:59 AM

instruction well is | Detailing the kind of inteilectually rich environment typical of those classes, she
not easy. But then, | concluded that they were not only heavily populated by students whose lives
I've never felt that | were marked by "plenty,” but that continual engagement with the kind of
teaching should be fearning opportunities in those classes predicted a continuing life of plenty for
easy." | students in them.

Recent work in neuroscience and psychology reveals two findings that should be central in educational
planning. First, virtually all brains are malleable. When we teach as though students are smart, they
hecome smarter. Secondl, a related but separate body of research indicates that teachers who believe
firmly in the untapped capacity of each learner, and thus set out to demonstrate to students that by
working hard and working smart they can achieve impressive goals, get far better results than teachers
who believe some students are smart, others are not, and little can be done to change that. It's
difficult to grow brains and help students develop growth mindsets in remedial contexts.

That undermines a chief point of Mr. Delisle's argument that bright learners can’t fare well in
heterogeneous classrooms. Studies have shown, after all, that advanced learners achieve more in
homogeneous settings. I am a firm believer that schools owe every student what the noted researcher
John Hattie calls "plus-one learning” in his book Visible Learning for Teachers. With plus-one learning,
teachers are obliged to ensure that each learner—including those who are most advanced—moves .
forward consistently from his or her starting point. -

I have no more patience with classes where advanced learners stagnate than I do with classes that
shortchange kids who struggle with school. Here are a couple of points worth considering, however. The
studies most cited in terms of benefits of homogeneous instruction for bright learners examined two
conditions: heterogeneous classrooms in which little or nothing was done to provide plus-one learning
for advanced learners, and homogeneous classrooms in which teachers regularly planned for plus-one
learning.

In the two decades since those studies, I've observed and studied schools in which the entire faculty
focused on providing a third condition: differentiation in mixed-ability classrooms where regular
planning for a full spectrum of learners—including advanced learners—was a given.

Teachers in those schools typically "teach up,” planning first yore oPINION
for advanced learners, then scaffolding instruction to enable
less advanced students to access those rich learning
experiences. Further, they extend the initial learning
opportunities when they are not sufficiently challenging for
highly advanced [earners. In those schools, achievement for
the full spectrum of learners—including advanced learners—
rose markedly when compared to peer schools where this
approach was not pervasive.

Visit Opinian.

For the record, I've never felt differentiation was a panacea.
I have never advocated what I'd call "Noah's Ark" classrooms assighed two of every kind of learner in
the school. I absolutely understand that differentiating instruction well is not easy. But then, I've never
felt that teaching should be easy. ' ‘

I work with a growth mindset about teachers, as about students. I believe that with intelligent,

http:/ ,fwww.edweek.org/ew,’articlés,f20 15701728/ differentiation—does...ork.htmI?tkn =YXQFJMEFNInfUKBse%2 F%2BHARXDpkg KGwD%2 F3FP%2F&print=1 Page-3-of-dq-
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sustained support, most 'teachers can learn—step by step and over time—the attitudes and skills
necessary to provide plus-one learning in the context of classrooms that are both academically rich and

academically diverse.

Carol Ann Tomlinson is the William Clay Parrish Jr. professor and chair of educational leadership,
foundations, and policy at the University of Virginia's Curry School of Education, in Charlottesville. She
is also the author of numerous books on differentiated instruction, including The Differentiated
Classroom: Responding to the Needs of All Learners, 2nd Edition (ASCD, 2014) and Assessment and
Student Success in a Differentiated Classroom (ASCD, 2013). She leads the Differentiated Instruction
Cadre for ASCD Professional Learning Services.

Vol. 34, Issue 19, Pages 26,32
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Access and Equity in Mathematics Education
A Position of the National Council of Teachers of Mathematics

Question
What is required to create, support, and sustain a culture of access and equity in the teaching and
learning of mathematics?

NCTM Position

Creating, supporting, and sustaining a culture of access and equity require being responsive to
students’ backgrounds, experiences, cultural perspectives, traditions, and knowledge when
designing and implementing a mathematics program and assessing its effectiveness.
Acknowledging and addressing factors that contribute to differential outcomes among groups of
students are critical to ensuring that all students routinely have opportunities to experience high-
quality mathematics instruction, learn challenging mathematics content, and receive the support
necessary to be successful. Addressing equity and access includes both ensuring that all students
attain mathematics proficiency and increasing the numbers of students from all racial, ethnic,
linguistic, gender, and socioeconomic groups who attain the highest levels of mathematics
achievement.

Practices that support access and equity require comprehensive understanding, These practices
include, but are not limited to, holding high expectations, ensuring access to high-quality
mathematics curriculum and instruction, allowing adequate time for students to learn, placing
appropriate emphasis on differentiated processes that broaden students’ productive engagement
with mathematics, and making strategic use of human and material resources. When access and
equity have been successfully addressed, student outcomes—including achievement on a range
of mathematics assessments, disposition toward mathematics, and persistence in the mathematics
pipeline—transcend, and cannot be predicted by students’ racial, ethnic, linguistic, gender, and
socioeconomic backgrounds.

To close existing learning gaps, educators at all levels must work to achieve equity with respect
to student learning outcomes. A firm commitment to this work requires that all educators operate
on the belief that all students can learn. To increase opportunities to learn, educators at all levels
must focus on ensuring that all students have access to high-quality instruction, challenging
cutriculum, innovative technology, exciting extracurricular offerings, and the differentiated
supports and enrichment necessary to promote students’ success at continually advancing levels.
Providing all students with access is not enough; educators must have the knowledge, skills, and
disposition necessary to support effective, equitable mathematics teaching and learning.

Achieving access and equity requires that all stakeholders—
» ensure that all students have access to a challenging mathematics curriculum, taught
by skilled and effective teachers who differentiate instruction as needed;
¢ monitor student progress and make needed accommodations; and
¢ offer remediation or additional challenges when appropriate.
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Taking these steps requires that mathematics teachers work collaboratively with other education
specialists, including those in special education, gifted education, instructional technology, and
English language development. This collaboration is essential to ensure that all students have the
necessary support to maximize their success in the mathematics classroom. In addition, teachers
need to collaborate with colleagues to implement the mathematics teaching practices that
promote a growth mindset in their classrooms and school. High-quality educational opportunities
for teachers across the professional continuum are imperative for realizing this vision.

States, provinces, districts, and schools must review policies to ensure that systemic practices are
not disadvantaging particular groups of students. This review should include an examination of
the use and impact of tracking, protocols for student placement in mathematics, the availability
of opportunities for both remediation and enrichment, and student outcomes, including
persistence within the pre-K—12 mathematics pipeline over time.

Aprit18,2014



PORTLAND PUBLIC SCHOOLS

. OFFICE OF TALENTED AND GIFTED EDUCATION
Office Address: PPS Rice Professional Development Center
6433 NE Tillamook $t, Portland, OR §7213
(503) 916-3358 (PPS TAG Office)

Thursday, February 16, 2012

Timelines for Grade Acceleration and Single Subject Acceleration in Mathematics

Dear PPS Principals and TAG Coordinator for 2011-2012,

I want to share two important changes relating to Grade Acceleration and Single t
Acceleration in Mathematics practices that are being implemented immediat the
PPS Office of Talented and Gifted Education.

+
These changes reflect the question of when these processes will be im@d
throughout the course of a given school year.
LY

Grade Acceleration {GA) studies will be conducted annuall pring window
(Sept.-mid Oct. and again in May) using the lowa Acceleratioigcal€ (administered by the
PPS TAG Office) to assist Principals in this important decjgion. Xrequest for a GA study
must be sent to the PPS TAG office to begin the GA stud%ocess. GA Studies will be
scheduled on a first come first serve basis. An appl@ or Grade Advancement is also

conducted annually in a Spring/Fall y and Sept) per the SS Framework (also
attached) on a case-by-case basis. stWor SS acceleration outside of this window will
be scheduled for the next available me (Spring or Fall). Considerations may be made
for individual students new to a schod™at the time they enroll.

attached for future reference. 2
Single Subject Acceleration in Mathemat@' ework (SS acceleration) studies will be

Please read the detailed ir%n%n on the following pages that explains the rationale for

each of these implemené hanges.
Respectfully, CJ

o Y |
Patri®Mg A Thompson Pat
Program Administrator

PPS Office of Talented and Gifted Education

Cc: Melissa Goff, Executive Director, PPS Teaching and Learning
Ewan Brawley, Interim Director for Rti & K-5 Mathematics
Van Truong, Assistant Director of Curriculum Grades 6-12
Regional Administrators:
Harriet Adair (Jefferson), Larry Dashiell (Cleveland/Wilson), Karl Logan
(Grant/Madison), Antonio Lopez (Franklin), and Sascha Perrins (Lincoln/Roosevelt)
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Grade Acceleration

Two important changes have been made relating to Grade Acceleration practices in PPS.
The first relates to the implementation of the lowa Acceleration Scale to gather important
achievement and social/emotional data before a decision on grade acceleration is made.
The second change is the window of time when grade acceleration for a student will now be
made available annually.

Iowa Acceleration Scale - The Parent Guide to Whole Grade Acceleration is found on the PPS
TAG website at hitp://www.nps.k1Z.or.us/departmenis/tag/1394 . him .

In that document, you'll note that the decisions relating to Grade Acceleration
fundamentally rests with the Principal. However, since the Fall of 2009 - and pe
recommendation of the Oregon Department of Education — the PPS Office of T@ed and
Gifted Education has returned to the practice of using the lowa Accelerati o assist
Principals in making this very important decision.

The lowa Acceleratien Scale includes classroom observations, par@d teacher surveys,
along with the administration of the lowa Test of Basic Skills#®go ading and
Mathematics at the current and next grade level under con

When should Grade Acceleration be considered? - T PS TAG Office receives calls
concerning Grade Acceleration from hoth schools a ANgats throughout the school year.
However, as you might expect, any serious conaj e@ for possible grade acceleration
should always be addressed either at the end o I year for the following year’s
placement or at the very beginning of the scho r in the case of a new student enrolled
who is demonstrating high levels of achi t across the board.

For the remainder of this school will be scheduling grade acceleration studies for
possible implementation in 201 urmg the month of May 2012, There is a Grade
Acceleration Assessment applj 10n(GA2] attached to this memo and this request form will
also be found on our PPS % Page under Grade Acceleration.

Beginning in the Fall de Acceleration studies will be conducted from the beginning
of the school year ober 15t and again during May annually. Roxanne Coleman, PPS
TAG Achlevement@dmator will assist schools in the administration of the lowa
Acceleration tifat takes an average of five hours to complete for each student under
consider%@de Acceleration studies will be scheduled on a first come first serve basis.

At ent¥ Grade Acceleration Assessment Request (GAZ)



Single Subject Acceleration in Mathematics

We have implemented the use of the Single Subject Acceleration in Mathematics Framework
in a number of schools across the district since its approval in the Fall of 2010. This year,
with the adoption of the Bridges to Mathematics Curriculum at Grades K-5 plus the initial
implementation of Common Core State Standards in Mathematics between now and 2014,
we have learned some valuable lessons in working with Principals, Teachers and Parents to
best support our students as we continue to implement this framework.

Among lessons learned, we have discovered that the new curriculum does not spira
concepts, so we are now faced with possible decisions about single subject accelexgtpnthat
might actually set students behind in the long run. Likewise, the new Mathem

Standards Crosswalk reflects content standards that have moved to new g Isasa
result of the CCSS adoption. In either or both cases, if a student is accele %
Mathematics without demonstrating high levels of mastery, this may 41%1 tly affect
his/her ability to be successful in achieving academic success in M matics at their next
level of education.

While the SS Framework will still be available as a tool, reme r that the Framework is
intended to guide schools, including teachers, administrg#ors aifd parents when a student is
consistently achieving at a very high level in Mathemati

Therefore, future requests relating to Single Stuty eleration in Mathematics will be
reviewed in May annually for the following sc @ ar. Likewise, we will open a 30-day

window during the month of September a M or students who may be considered as a
candidate for Single Subject Acceler Mda&hematics in that current year.
Any requests that are received outsMg ofthat window will be addressed in the Spring/Fall

annual cycle to ensure that stuggnts are not missing valuable content at their existing grade
level. Considerations may be for students new to a school at the time they enroll.

students) in any cor tfnt area regardless of their grade level. The Single Subject

Acceleration Fram@ for Mathematics should be implemented on a case-by-case basis in
a handful of ca a student is consistently achieving above grade level standards in
Mathematic O

ease contact the PPS Office of Talented and Gifted Education for additional

Teachers are always e@ o differentiate instruction for high ability students (and all

info tlon

Attachment: Single Subject Acceleration in Mathematics Framework



Criteria for Student Placement in 7 Grade Compacted Year 1

The following process, chart and sample are meant to be used as a tool by school administrators and content teachers to
assist in making student placement decisions for 7" grade mathematics.

DEFINITIONS

Performance Task: A Performance Task is a several part task where students create answers or products that demonstrate
their knowledge or reasoning skills. The task used was designed by and is being used by other regional school districts.
Compacted Assessment of Readiness (CAR): The CAR assessment is a Common Core-aligned, 14-question test covering
a variety of 6 grade topics. CAR is an assessment that was designed by and is being used by other regional districts.
Portfolio: A portfolio consists of classroom assessments and work samples. To earn a strong (S) rating, students must
consistently demonstrate a high level of mastery on unit assessments and have received an exceeds rating on at least one
work sample.

EVIDENCE. TO GUIDE DECISTONS

The following criteria will be used for student placement into the 7% Grade Compacted Year 1 Course:

» Performance Task score
e Compacted Assessment of Readiness (CAR) score
e Portfolio Rating (when necessary)

PROCESS STEPS

Portland Public Schools
Updated: 1/16/2015



PATHS FOR RECOMMENDATION OF 7" GRADE COMPACTED YEAR 1

This describes the 3 avenues for a student to be identified for the 7™ Grade Compacted Year 1 course.

SAMPLE OF DATA COLLECTION

(

\.

N\

Compacted
Year 1

J

This is a sample of how data will be collected during the identification process. Following the scoring of
the CAR assessment in May, school principals will receive a document similar to the spreadsheet below.

|
!
1
i

Student Placement in 7th Grade Math Courses

. School-based Placement Decisions
This box will be feft blank for schoois

 to collect portfolio ciata and . :

T determfne placement in the Spr

Ramirez, Aiﬁ o

Everson, Matthew  INP - 1P ot

Backus, Alisha NP NP NA

Williams, Trey NP NP NA

Hendrickson, limmy |NP NP NA Math 7

Katz, Lily NP NP NA Math 7

Regan, Belinda - INP NP NA Math 7

Woaod, Janet NP NP NA Math 7
{CompactedAsessmentof A
éReadiness(CAR) S

Portland Public Schocls
Updated: 1/16/2015




Dear 6t Grade Families,

Below you will find some information about placement for middle school Common Core State Standards
(CCSS) math courses in Portland Public Schools. Here are our course pathways:

CCSS 6 Grade M‘athematics

Heterogeneous grade level math instruction
, *Single Subject Acceleration

& .
CCSS 7t Grade . Compacté;l Math Year 1
Mathematics sf:;f:t Full 72 Grade CCSS and Partial

Full 7t Grade CCSS .|  Accelefation gth Grade CCSS

CCSS B Grade bt  Compacted Math Year 2

Mathematics Partial 8% Grade CCSS and Full
Full 8th Grade CCSS CCSS Algebra (9™ Grade)

‘High School Algebra Credit

*Single-Subject Acceleration (SSA): A process in the Talented & Gifted department for accelerating a student to a higher grade-
level course in only one subject, like math. SSA testing windows are in May, June & September.

The Compacted Math courses are different than any advanced math course that PPS has offered in the
past. In these courses, students are expected to complete 3 years of math over 2 years. This means that
these courses are fast paced. Students are expected to master a topic with minimal practice before
moving on to the next topic. 6t grade students must have highly mastered the 6t grade topics and skills
when given ample practice time in order to show readiness for this kind of pace.

All students enrolled in 6™ grade math will take two assessments: (1) a Performance Task, in February,
and (2)the Compacted Area Readiness (CAR) test, in April. The Performance Task has a 20-minute sense-
making group activity followed by an hour-long individual assessment. This assessment emphasizes a
student’s reasoning skills. The CAR assessment is a one-hour test has four areas of focus: operations with
fractions, expressions & equations, proportional reasoning, and the number system. This assessment
shows which topics that a student has mastered. These assessments will be used as two of three data
points for determining readiness for the compacted pathway. The third data point is a student portfolio
of classroom data.

Performance Task: A Performance Task is a several part task where students create answers or products that demonstrate
their knowledge or reasoning skills. The task used was designed by and is being used by other regional school districts. For

more informatien about Performance Tasks: http://www.smarterbalanced.org/sample-items-and-performance-tasks/ .

Compacted Assessment of Readiness (CAR): The CAR assessment is a Common Core-aligned, 14 question test covering a
variety of 6% grade topics. CAR is an assessment that was designed by and is being used by other regional districts. For more

information about CCSS: http: //www.pps.k12.or.us/departments /curriculum /8775.htm

Portfolio; A portfolio consists of classroom assessments and work samples. To earn a strong-(S) rating, students must
consistently demonstrate a high level of mastery on unit assessments and have received an exceeds rating on at least one work
sample.

Work Sample: Work Samples are what the Oregon Department of Education calls their problem solving tasks. These tasks are
scored using a state rubric that scores students in five areas: Making sense of the task, Representing and Solving the Task,
Communication, Accuracy, and Reflecting & Evaluating. These tasks are done every year from 3¢ grade through high school.

For more information about work samples: http://www.ode.state.or.us/search/page /?=2666.

A::.," ;; :
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Below is the process that all students will go through to determine their appropriate math placement:

—n

Passing CAR nggg: dN_ol
Asgessmen “*\__‘ Placement:
Compacted

Year 1

—

™ - Partol
Passin Not Pasain artfolic -
— Performagce » CAR CAR ¢ ™7 Placement
Task Assessment Assessment Compacted
Year t
Pordolio
MNeedsd [ |

Passing /
CAR Not Strong
l N Assessment |, Paondolio -

Performance
Task

| Placement
Not Passing
o CAR ,7 CCSS Tth
EEg Perfg;r::nce *| Assessment Math
—B Pottiolio Not
Not Passi Needed -
o1 Passing Placement:
I
CAR CCS8S th
Assassment Math

If you have any questions, feel free contact your child’s teacher, your school principal, or me.

Sincerely,

Drew Robinson
6-12 Math Specialist
drobinso@pps.net




./ Single Subject Acceleration Framework for Mczthemahcs
‘ Portland Public Schools 1)

This Single Subject Acceleration Framework for Mathematlcs is infended fo be available to all PPS studenis
grades K-12, Consistent criteria must be used i every case being considered throughout the disirict.

Guidelines for implementation:

1. Single subject accelerat:on in Mathematics must be addressed on a case-by-case basis for all students within the K-12
system.

2. The method for providing single subject acceleration should take into account a student’s social-emotional needs
when considering this option,

3. Single subject acceleration must be determined on the basis of substantiated evidence that a student is consistently
_performing above the grade level standards after consultation with district Mathema’ucs Spedialists re!atlng to
content standards and district-adopted curriculum. .

4. Aportfolio will be created for each student that is requesting consideration for single-subject acceleration in
Mathematics. This pertfolio may include multiple assessments including end-of-year assessments, curriculum-
embedded assessments, work samples, classroorn observations, outside assessments (optional; provided by parents
and a student interview with the district Mathematics Speciafist. For students at grddes K-2, additional assessments
will be determined by the Mathematics Specialist to include within the portfolie. £

el

5. The principal will designate a school contact to facilitate the review team meeﬁhgand monitor the student’s
progress when a plan for single subject acceleration in Mathematics haybeen approved

6.  Areview team consisting of building level teacher{s), administrator(sj’ the school contact and centrat team
specialists in Mathematics wiif meet with the studept and parents fo disciiéé the possible creation of a plan for single
subject acceleration once the portfolio is complete, The PPS TAG, Offace will provide support as needed throughout
this process. Flexible grouping strategies and curricular ex! nSIons bfu;gmde fevel will also be considered in the
creation of a customized plan. i

e,

7. Aplan for single subject acceleration for Mathem‘atlrs wu‘ll be created upon a review of the student’s assassment
portfolig and with agreement of the review team ;nciudmg parent{s} and school officials. This plan will be writtenin
a multi-year sequence, reflecting both short’ term{gwen schoo year) and long term goals to project Mathematic
lavels beyond the immediate school years. Th[s plan for single subject acceleration should include transition ta grade
tevels bayond the current year, trans:ﬂon to the,next school within a cluster alignment, and transition options to a
school within the cluster when the presentschool doesnat offer the appropriate aceelerated Mathematics option.

Specific details concerning transportatmn{ Aime of day from sending school to receiving school, etc, will be indluded
- Tn this transmon plan- i

8. ifastudent’s accelerated needs ln ‘Mathematics are not available at their home school, the sending building principal
or designee will imtnate commumcatmn ‘with the receiving cluster school to create a schookto-school traasition plan.

9. Foridentified TAG.'"tucients, the single-subject acceleration plan for Mathematics will be placed in the student’s
salmon folderin i'l[s[her permanent records and reviewed annually.

10. At%airty-day (30} tﬂal period will ba created upon the implementation of the plan with a three-week checkpoint
during which time artifacts and evidence will be collected to menitor the student’s progress at the new leved of
Mathematics instruction, If it appears that the student is not consistently performing at the new level of instruction,
the review team will re-convane te adjust the single-subject acceieration plan.

Single Sublect Acceleration in Mathematics Work Group = Spring 2010; Craig Daniels, TAGAC Chair, Cheryl Ogburn, PPS
Mathernatics Specialist, RaeAnn Suckow, PPS Mathematlcs Specizlist, Jere Fitterman, CST Achievement Coordinator, Christine
Reeder, RST Achievement Coordinatar, Pat Thompson, TAG Program Administrater

vi i : Cralg
Daniels, TAGAC chair, Pat Thampson, TAG Program Administrator, Jeff Daniels, PPS TAG Parent, Valerie Underwood PPS TAG
Parent, Alison Abell, PPS TAG Parent, Margaret Delacy, OATAG

Approved by Cana Randall, PPS Chief Academic Officer, October 2010




SUSAN CASTILLY:
State Superintendent of Publie Instruction

OREGON DEPARTMENT OF EDUCATION
Puble Service Bullding, 255 Capitol Street NE, Salem, Oregon 97310
Phone (§03) 947-5608 + Fax (503) 378-5156 « www.odestatepruy -

July 1, 2011

Carole Smith, Superintendent
Portland Public Schools

501 North Dixon Street

PO Box 3107 *

Portland, OR 97208-3107

Dear Supetintendent Smith:

The purpose of this letter is to inform Poriland Public Schools that the district has met
the criteria to bé released from Corrective Action for Talented and Gilfted (TAG)
Education, effective July 1, 2011. The dishict returns to “standard” status for TAG
Education, as outlined in Oregon Administrative Rule 581-022:0807. The Oregon
Department of Education will not withhold any portion of State School Funds,

The Corrective Action items fromi which Poriland Public Schools is 'relé‘ased'are the:
following:

+ Corrective Action #6: Instruction for TAG.sludénts in the general education
classroom which demonstrates that TAG students are receiving instruction at the-
TAG students’ appropriate Rate and Leval, ’

= Corrective Action # 7: Systemization of accelerated leaming opportunities for
TAG students and access to information about accelerated learning
opponunities.

. ‘Corrective Action # 6, TAG Lesson Planning:

A. Previous Status: TAG embedded lessan plans were submitted from 17 PPS
sohools. In the May 3, 2011 lefter from ODE to Porttand Public Schools, the
district had achleved a 26.4% compliance rate with 9 out of 34 schools
dsmonstrating proficiency in TAG lesson planning.

B. Current Status: As of reviews in April and June 2011, the remaining 25 schools
have Improved the compliance rate to 100% proficiency in TAG lesson planning: -

Every Student, Every Day—aA Specess

o

Y



Carole Smith, Superintendent
July 1, 2011
Page 2 of 3

il. Corrective Aclion # 7, Accelerated Learning Options:

A. Pravious Status;

¢ Exemplary Rating: Cleveland and Wilson High Schools

s Adequate Rating: Grant and Benson High Schools

» Inadequate Rating: Franklin, Jefferson, Lincoln, Madison, Biz Tech, Pauling
Academy, Renaissance Arts Academy, Metropolitan Learning Communlty
School, and Roosevelt

The following high schools were directed to clearly define accelerated learning
opportunities for high schoot TAG students and to post immediately the
information on the school’s website in order to be in compliance with the original
Corrective Action #7 as outlined in the June 17, 2010 letter:

» Franklin, Jefferson, Lincoln, Madison, Metropolitan Learning Community, and
Roosevslt

e The Marshall Schools, Biz Tech, Pauling Academy, and Renéissance Arts
Academy were exempt because the schools closed in June, 2011.-

Current Status: Franklin, Jefferson, Lincoln, Madison, Matropolitan Learning
Community, and Roosevelt High Schools complied with the request to post
accelerated learning opportunities. Grant High School also updated its
accelerated learning opportunities on the high school website. As of the June 30,
2011 review, all high school websites earned a 100% pass rate with 10 out of 10
high schools now in compliance.

.. Sustained Efforts: In recognition of the significant improvements which have

resulted from addrassing major TAG topics through the Corrective Action, ODE will
. continue to expect a sustained effort in the following areas:

Continued efforts to identify and serve students who are English Language

Learners who demonstrate the potential to be identified as TAG siudents.
Parental Involvement in'writing TAG Leaming Plans for identified TAG students.
TAG buiilding plans that reflect how individual scheols are servmg TAG students
within their own curricula,

Continued efforts to provide direct instructional services to TAG studems
appropriate to the students' rate and level of Instruction.

/C




Carole Smith, Superintendent
July 1, 2011
Page30f3

¢ Continued efforts for classroom teachers to be knowledgeabls about students in
their-classrooms who are TAG identified, resulting in instruction that is aligned to
students” intellectual and acadeniic needs;

o Continued efforts to support K-12 TAG: learners through rich academic
-experiences; both within the PPS instructional system and outside of the PPS
system, fhrough advanced opporiunities as-outlined through the high school

accelerated learning options,
o Continued efforts in TAG professional development to ensure éngoing teacher
- suppcrt for veteran and new teachers..

ODE would like to recognize the significant efforls by Patricia Thompson, PPS TAG
Program Administrator, for her work in coordinating the extensive efforts on Corrective
Action #6, TAG lessan planning documents, and Corrective Action #7, the TAG-high -
school website alignment and review. Pat's oversight of these improvements is directly
linked to the district's successiul removaf from Corrective Aclion,

if there are further questions about the information in this letter or about Talented and
Gifted Education, please contact Rebecca Blocher, ODE TAG Speci ahst at
503-947-5931 or rebecca.blocher@state.or.us.

Again, congratulations on the district's removal from Corrective Action for Talented and
Gifted Services.

Sincerely,

Colieen Mileham, Ph.D.

Assistant Superintendent ,

Office of Educational improvement and Innovation
503-947-5663

Collesn.mileham @state.or.us

cc: Rebecca Blocher, ODE TAG Specialist
Gary Cordy, Oragon Depariment of Justice
Carla Randall, Chief Academic Officer, Portland Public Schools
Pat Thompson, TAG Pregram Administrator, Portland Public Schools




TAG Presentation
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Board of Education Informational Report

MEMORANDUM
Date: February 3, 2015
To: Members of the Board of Education

From: Lolenzo Poe, Chief Equity & Diversity Officer and Partnership Director

Subject: Equity Update

This Memorandum provides an informational update on our district-wide Equity work.

RACIAL EQUITY PLAN UPDATE

2013-2014 Equity Plan Year-end Progress Report

On June 13, 2011, Portland Public Schools Racial Educational Equity Policy (2.10.010-P) was
adopted by Resolution No. 4459. This Policy directs the Superintendent to develop action plans
with clear accountability and metrics, including prioritizing staffing and budget allocations, which
will result in measurable results on a yearly basis towards achieving the policy’s stated goals.
These action plans must identify specific staff leads on all key work, and include clear
procedures for district schools and staff. The Superintendent was directed to present the Board
with a plan to implement goals A through F within three months of adoption of this policy.
Thereafter, the Superintendent is to report progress towards these goals at least twice a year,
and will provide the Board with updated action plans each year.

While the Superintendent and her Executive Leadership team are responsible for
execution of the Equity Plan, the Office of Equity was tasked with leading the
development and implementation of the Racial Equity Plan and monitoring District
progress towards equity outcomes.

Attached is the 2013-2014 Annual Equity Work Plan indicating year-end progress through
September 2014.

2014-2015 Annual Equity Plan

Also attached is the 2014-2015 Annual Equity Work Plan which outlines key equity work
currently underway this school year.



Equity Key Performance Indicators

Portland Public Schools has committed to significantly changing its practice in order to achieve
and maintain racial equity in education. Progress towards racial equity is ultimately measured
by the District’s ability to eliminate the racial predictability in student achievement across the
Milestones Framework.

The PPS Equity Key Performance Indicators were developed to provide another system-level
measure of progress towards racial equity in Portland Public Schools. The seven KPlIs identify
racial opportunity gaps in our system that we believe contribute to disparities in student
achievement.

The seven indicators measure:

1) Overrepresentation of students of color who do not advance at least one tier in K-3
reading

2) Overrepresentation of students of color in Special Education

3) Overrepresentation of students of color experiencing exclusionary discipline

4) Underrepresentation of students of color in Talented & Gifted (TAG)

5) Underrepresentation of students of color in AP, IB & dual credit courses

6) Underrepresentation of teachers of color compared to the student population

7) % of contract dollars paid to minority-owned businesses

Attached is a more detailed description of the KPIs along with graphic representation of
KPIs #1-6. For each of the KPlIs, the graphs visualize over- and under- representation of
students by race/ethnicity over a period of time. The KPIs have been updated to reflect 2013-
2014 data.

KPIs #1 and #7 are still in progress. Regarding KPI #1, we will have district-wide K-3 DIBELS
data this year. Regarding KPI #7, we are currently in the process of purchasing and
implementing tracking software which will enable us to track and report contract dollars paid to
minority-owned businesses.

COLLABORATIVE ACTION RESEARCH FOR EQUITY (CARE) OVERVIEW

The Board presentation will highlight our CARE program which is being implemented district-
wide:

CARE School Teams consist of racially conscious teacher leaders who participate in
collaborative classroom research to discover, develop, document, deliver, and disseminate
culturally relevant learning and teaching practices. The CARE Team accelerates
responsiveness to the learning needs of students who are historically in the lowest performing
student groups (African American, Latino, American Indian, Alaska Native, Pacific Islander and
Southeast Asian students). CARE teachers, working in collaboration with the principal and
Equity/CARE TOSA, and supported by their Equity Team, improve learning for students of color,
increasing school-wide achievement.

In collaboration with the school administrator, the CARE Team explicitly and intentionally
designs, plans and delivers culturally relevant pedagogical practices that improve engagement
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and achievement for underserved students of color. Each CARE Team includes a school
administrator, CARE teachers, and an Equity/CARE TOSA each with a unique set of
responsibilities, as described below:

Identify focal students of color currently in their classrooms

Engage in learning and personal reflection to deepen understanding of Critical Race
Theory and culturally relevant pedagogy

Identify, examine, and “de-center” the role and presence of whiteness in their own lives
and classrooms

Use CARE frameworks to plan, design, and teach CARE lessons

CARE Pre-Observation, Observation, and De-Brief, using the Cycle of Inquiry.

Monitor progress of focal students

Make anecdotal notes during CARE lessons; record reflections on teaching CARE lessons
(areas of strength/growth needed), and adjust lesson planning/design accordingly
Maintain ongoing record of reflections on own growth and development as a culturally

relevant teacher, sharing with CARE Team members during regularly scheduled meetings
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Progress Key

Indicates "On track"
Indicates "Generally on track with considerations”
- Indicates "Behind schedule"

Indicates "n/a"

Please note: due to changes in leadership this year, those in "Lead" and "Sponsor" roles may have changed. Names that appear in parentheses are those who were in charge of the work throughout
the 2013-2014 school year but are no longer serving in those role(s). Those listed who are not in parentheses are now responsible for the stated work.
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Year-End Intended

Sept 2013

Sept 2014 Progress

Teaching & Learning

Priority Strategy 2013-2014 Action Outcome Baseline Metric(s) Indicator(s) Sept 2014 Progress Lead Sponsor
Ensure students of color have both (1) Implement the Successful Schools Establish an overarching The Successful Schools For 2014-2015, all schools All the focus and priority schools  [Greg Wolleck Antonio Lopez
access to and success in the core Framework (SSF) to operationalize research{framework with common Framework was developed |will develop SIPs around have a Comprehensive Assessment|(Kimberly Matier) Melissa Goff
program: eliminate over-identification [based strategies to close achievement gaps [vocabulary & methodology  [by Academic Cabinet and  |components of the SSF Plan that is mandated by the state. |(Willa Campbell) Harriet Adair
of students of color for special for students of color. across the District. Ensure  |shared with District using the Indistar All non-focus/priority are using (Sue Ann Higgens)
education and remedial classes, and schools effectively plan for  |leadership. assessment & action Indistar assessment to do a self
under-identification of students of color and assess progress towards planning tool. assessment. Self assessment to be
for talented and gifted services and racial equity. completed before Winter break.
college credit bearing courses. Draft of their CAP will be due in

March.
(2) Review with counselors racialized Fall 2014 course enrollment  |2013-2014 college credit  [Forecasting data indicates Data reviewed with counselors. In |Tammy Jackson Harriet Adair

enrollment data in college credit bearing

courses by high school.

reflects 1:1 relative rate of
enrollment. First progress
grades of 2013-2014 show
1:1 relative rate of passing
college credit bearing
courses.

bearing course enrollment
data (racially disaggregated)

1:1 relative rate of
enroliment of students of
color to white students in
college credit bearing
courses.

2013-2014, 8.3% of students who
took at least one AP, IB or dual-
credit class were Black, up from
6.5%. 12.1% were Hispanic, up
from 11.5% the previous year.

(Sue Ann Higgens)

(3) Redesign the instructional professional
development model in order to provide
integrated supports so teachers can provide
all students with rigorous instruction that is

culturally and linguistically responsive.

Eliminate departmental silos in order to

provide a more integrated approach.

Newly developed, integrated
professional development
model ready for
implementation in 2014-2015
school year.

Surveys indicated
dissatisfaction with current
professional development
model.

"Best Practices Institute"
kick-off conferences hosted
in August for all schools.
Conference is highly
attended and feedback
indicates a more effective
model.

Each school selected a PD planning
team to attend the BP Institutes in
August. Schools chose 4-5 modules
from the Best Practices Institute to
roll out as part of their professional
development plan this year based
on their specific needs and
priorities. These teams have been
assigned designated OTL staff
(from ICA, DLI and ESL) to meet
with them to help plan and support
the implantation of the new learning.
The level of support is differentiated
as Heavy Coaching, Light Coaching
and Consultancy based on the
specific needs of the school.

Ewan Brawley
(Kimberly Matier)

Melissa Goff
(Sue Ann Higgens)
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Priority Strategy

2013-2014 Action

Year-End Intended
Outcome

Sept 2013
Baseline Metric(s)

Sept 2014 Progress
Indicator(s)

Sept 2014 Progress

Lead

Sponsor

Teaching & Learning

Ensure students of color have both
access to and success in the core
program: eliminate over-identification
of students of color for special
education and remedial classes, and
under-identification of students of color
for talented and gifted services and
college credit bearing courses.

(4) Intervention Resource Team (IRT)-
ensuring supports are in place prior to
moving to a more restrictive setting.

Decrease in students of color
moving to restrictive settings.

Number of students of color
referred to IRT

Process for getting support
has been completely
revamped with the goal of
using data to mobilize more
efficientyl and earlier.
Implementation begins
September 2014. Reflective
practice survey used
(google form) to track
progress.

All stakeholder groups have been
informed about restructure. Re-
design is being implemented fully.
Triggers are established, data is
now processed through a cycle of
inquiry and action, and supports are
mobilized based on data. Lastly, a
reflective practice survey was
vetted at the Courageous
Conversations Summit, and
innovations were made based on
feedback from the Summit
attendees.

Ed Krankowski

Melissa Goff
(Sue Ann Higgens)

(5) Special Education to work with ESL to
complete revision of pre-referral process.

Pilot implementation begins
and IT begins specs for
incorporating process as part
of Synergy.

Research best practices to
develop and implement a
standard process used
district-wide to match
students to appropriate level
of tiered instruction and
intervention.

Process and forms are
vetted by larger OTL
department and then
approved for pilot
implementation.

Next steps: Provide building-level
training and collaborate with IT to
incorporate into Synergy.

Van Truong
Mary Pearson

Melissa Goff
(Sue Ann Higgens)

Partner with culturally-specific
community organizations to provide
culturally-responsive supports for
students and families of color.

(1) Contract with five culturally specific
organizations (SEI, BPI, Latino Network,
NAYA and IRCO) to provide appropriate
family engagement supports aimed at
increasing home-to-school and school-to-
home communication as well as fostering
learning at home.

Increased home-to-school
and school-to-home
communication & learning at
home for students in target
schools.

Schools identified to receive
SErvices.

All contractors fully
implementing program
components.

Contractors implemented program
per logic model and majority of
participating parents reported an
improvement in communication and
learning at home.

Dunya Minoo

Lolenzo Poe
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Teaching & Learning

community organizations to provide
culturally-responsive supports for
students and families of color.

increase school connectedness and improve
school climate for target populations who
have historically been over represented in
discipline data through the Student
Assistance Coordinator (SAC) and The | AM
Academy.

connectedness and improved
school climate for program
participants.

services.

Coordinator fully
implementing program
components.

worked with 3 schools for the entire
year and added a 4th during the last
quarter. All schools requested
services again this year and
reported improvements.

Year-End Intended Sept 2013 Sept 2014 Progress
Priority Strategy 2013-2014 Action Outcome Baseline Metric(s) Indicator(s) Sept 2014 Progress Lead Sponsor
2 |Partner with culturally-specific (2) Provide culturally appropriate services to |Increased school Schools identified to receive [Student Assistance Student Assistance Coordinator Dunya Minoo Lolenzo Poe

(3) Partner with Native American Youth and
Family Center (NAYA) to bring culturally
specific services through joint development
of Foster school site to include low income
housing and an early childhood center

Capital and operating
programmatic details have
been finalized.

N/A

Oregon Solutions
Declaration of Cooperation
among project partners
signed. Draft funding
outlined. Housing portion of

Proceeding with schematic design
and site planning.

Tony Magliano

Tony Magliano

4

bilingual (EB) students in their native
language through dual language
programs where we have a critical
mass of native speakers.

and identify barriers to enrollment for native
and heritage language speakers in our
established dual language programs.

language program increased
by 70 students

enrollment in each dual
language program.

language program increased
by 70 students

DLI expansion classrooms (St.
Johns, Roseway Heights, King). In
2014-2015, 37% of ELLs in
kindergarten are now in DLI
programs, up from 26% the
previous year. And 8.25% of Black
students are in DLI at kindergarten,
up from 3.77% the previous year.

project funded.
3|Implement high leverage ESL (1) Implement classroom-based Content-  |Provide authentic language (1 CBELD pilot school in Positive shift in ELPA data Van Truong Melissa Goff
instructional strategies district-wide in  [based English Language Development and content area knowledge |2012-2013. for students in CBELD (Sue Ann Higgens)
all K-12 core content classrooms. (CBELD) in 9 schools in K-2 science. learning for emerging schools.
bilingual students.
(2) Successfully open Portland International |Provide newcomers with All students earn 8 credits Van Truong Melissa Goff
Scholars Academy (PISA)--a newcomers'  [accelerated English language and move up at least one (Sue Ann Higgens)
academy for students in grades 9-12. development & academic language proficiency level.
supports to access to core Build school foundation for
content. expansion in 2014-2015.
Provide instruction for emerging (1) Define role of dual language programs  |EB enrollment in dual October 2012 ESL student  |EB enrollment in dual There are 136 students in the new [Debbie Armendariz  |Melissa Goff

(Sue Ann Higgens)
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

6

support staff with school-based
professional development on
implementing culturally responsive
positive behavior support systems.

development for school staff and leaders to
move the next step forward in
implementation of positive behavior
intervention and supports (PBIS),
recognizing the need for culturally
responsive strategies in coaching for
teacher success with students.

discipline data indicates
reduction of exclusionary
practices for all students of
color and measurable
progress toward 1:1 relative
rate of exclusion.

exclusionary practices in
response to student
behavior (SY 2013-2014)

exclusion for K-12th grade
(through June 2014)

Teams received PBIS training. %
of students experiencing
exclusionary discipline decreased
from 14.8% to 10.5% year over
year. For Black students, it
decreased from 4.7% to 3.3%,
resulting in a slight decrease in the
relative rate of exclusionary
discpline from 4.9 to 4.6.

(Tammy Jackson)

Year-End Intended Sept 2013 Sept 2014 Progress
Priority Strategy 2013-2014 Action Outcome Baseline Metric(s) Indicator(s) Sept 2014 Progress Lead Sponsor
5[Define, identify and build capacity for  [(1) Strand 3 Schools will receive Each teacher has participated [Strand 3 CARE teams have |Schedule for classroom The eleven Strand 3 CARE teams  [Cynthia MacLeod  |Lolenzo Poe
culturally relevant instruction. professional development on culturally in at least one classroom engaged in introductory observations using the completed the six introductory
relevant teaching. observation using the CARE [seminars on culturally CARE protocols seminars focused on culturally
protocols. relevant teaching and are relevant teaching. Each teacher on
identifying focal students the team identified focal students of
currently not being color and used the CARE protocols
successful academically. to debrief CARE observations three
times during the year. Teachers
design lessons using the 4Rs of
culturally relevant instruction. (rigor,
relevance, relationship and
realness)
=
% (2) Strand 3 School PASS teams will receive |[PASS Schools have families [Strand 3 schools will form  |Feedback from PASS teams Strand 3 school teams attended the |Cynthia MacLeod  |Lolenzo Poe
9 professional development on parental engaged in advocy for PASS Teams in January indicate they are engaged in first 3 introductory PASS seminars.
o advocacy for student success. student success. 2013. practicing PASS protocols to These teams will complete the final
g engage families in three seminars in 2015.
= advocating for student
= success
R
Provide school leaders and central (1) Provide calendared professional 2013-2014 exclusionary K-12th grade relative rate of |Relative rate of disciplinary 21 K-8 schools PBIS/Climate Rick Kirschmann Lolenzo Poe

(Sue Ann Higgens)
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Year-End Intended

Sept 2013

Sept 2014 Progress

Teaching & Learning

professional development on
implementing culturally responsive
positive behavior support systems.

professional development in areas of PBIS
and restorative justice (RJ), expanding on

practices we have seen to impact
disciplinary data by decreasing the

disproportionate over-representation of

students of color while simultaneously

decreasing exclusionary discipline for all

students.

reduction of exclusionary
practices for all students of
color and measurable
progress toward 1:1 relative
rate of exclusion.

response to student
behavior (SY 2013-2014)

(through June 2014)

Asst. Director of SPED, HS Vice
Principal & HS School Psych.) The
Team met 5-6 times and developed
implementation readiness indicators
and implementation logic relative to
the high school setting. % of
students experiencing exclusionary
discipline decreased from 14.8% to
10.5% year over year. For Black
students, it decreased from 4.7% to
3.3%, resulting in a slight decrease
in the relative rate of exclusionary
discpline from 4.9 to 4.6.

Priority Strategy 2013-2014 Action Outcome Baseline Metric(s) Indicator(s) Sept 2014 Progress Lead Sponsor
6 |Provide school leaders and central (2) Collaborate with the Office of High 2013-2014 exclusionary K-12th grade relative rate of |Relative rate of disciplinary A High School PBIS Leadership Richard Kirschmann [Lolenzo Poe
support staff with school-based Schools to develop instructional leader discipline data indicates exclusionary practices in exclusion for K-12th grade team was formed (PBIS TOSA, (Tammy Jackson)  [(Sue Ann Higgens)

Workforce Development

Employ recruitment and retention
strategies to increase the racial and

linguistic diversity of staff at every level

in the organization.

(1) Enhance current onboarding process,

ensuring our employees of color feel
welcomed and included.

All new employees will have
an introduction to our
District's equity mission and
goals set forth by the Board.
All new employees will also
have information that will help
them at the start of their new
positions. We will
disaggregate by race to
ensure that all new hires have
the tools to successfully start
in their positions.

HR revised their onboarding
program based on a new
hire survey report conducted
2011-12 and 2012-13. We
expect 2013-2014 new hires
to have a more satisfactory
onboarding experience. We
will gather feedback from
the survey to enhance our
revised onboarding process.

Data analysis completed to
identify possible areas of
improvement.

The onboarding process was
revamped and supported by all
members of the Talent Managment
Team. The new onboarding video
highlights District committments to
student success [equity goals,
strategic plan and milestones,
framework of schools] for new
employees.Satisfaction survey was
revised to incoporate the goals of
the Minortiy Teacher Retenton
Grant. The survey will be sent
separately to the 13-14 hires and 14
15 hires.

Loretta Benjamin-
Samuels

Sean Murray
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Priority Strategy

2013-2014 Action

Year-End Intended
Outcome

Sept 2013
Baseline Metric(s)

Sept 2014 Progress
Indicator(s)

Sept 2014 Progress

Lead

Sponsor

Workforce Development

Employ recruitment and retention
strategies to increase the racial and

linguistic diversity of staff at every level

in the organization.

(2) Expand exit survey to all employee

groups sent within 30 days of final work day.

All employees who exit the
district will be provided an exit
survey for completion.
Information will be
disaggregated by race to
inform our retention strategy
for employees of color.

HR currently sends exit
surveys to certified
employees; we will expand
the exit survey to all
employee groups to better
inform our recruitment and
retention strategies.

Implement an automated
system to provide exit
surveys to all employee
groups.

Exit survey is complete and will be
sent to each employee who is
exiting the district. We are meeting
with R&E to determine which
electronic survey to use inorder to
best systhesis the data and trends
to support retention and employee
engagement especially for our
employees of color.

Ross Hume

Sean Murray

(3) Identify and create workforce diversity
planning reports that include metrics for

schools and departments.

As we continue to increase
our partnerships with targeted
universities/organizations we
will see an increase in the
diversity of our applicant pool.

Meet with internal
stakeholders to develop
workforce planning reports.

Timeline will have been
identified for delivery of
workforce planning reports.
Draft communication to
hiring managers on the
utilization of reports will
have been completed.

The specs for the reports have been
identified and the next phase will be
working with HRIS/IT to identify how
to create reports that can be run
easily by hiring managers; this work
will connect with our Affirmative
Action Reports as they are the first
priority.

Loretta Benjamin-

Samuels
(Bonnie Gray)

Sean Murray

(4) Human Resources will identify and
develop partnerships with

universities/organizations to increase the

diversity of our applicant pool for all
positions.

As we continue to increase
our partnerships with targeted
universities/organizations we
will see an increase in the
diversity of our applicant pool.

Identify and create
partnerships with three new
universities/organizations to
increase the diversity of our
current applicant pool.
Develop a recruitment
budget.

Will have increased the
racial and linguistic diversity
of our teacher applicant pool
through our current and new
partnerships by 5%

Creation of 5 new relationships with
the following universities helped
increase the number of diverse,
culturally responsive and bilingual
candidates in the applicant pools
and hired for the 2014-2105 hiring
year: University of Texas at El
Paso, New Mexico State University,
University of New Mexico, California
State University at Fullerton,
California State University at Chico,
Heritage University.

Loretta Benjamin-

Samuels

Sean Murray
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Workforce Development

Year-End Intended Sept 2013 Sept 2014 Progress
Priority Strategy 2013-2014 Action Outcome Baseline Metric(s) Indicator(s) Sept 2014 Progress Lead Sponsor
Employ recruitment and retention (5) New employees of color will be invited to |We will have documented the [New administrators of color |We will have a method to Organized social mixer for new hire |Loretta Benjamin Sean Murray
strategies to increase the racial and  [community organizations such as Say Hey!, |number of new hires who from 13-14 school year were |better connect diverse hires teachers of color in conjuction with  [Samuels

linguistic diversity of staff at every level
in the organization.

Oregon Association of Latino Association,
Oregon Association of Black Educators
events to get connected to local
communities of color in Portland.

have been informed of local
community of color networks
and tracked the success of
this method.

recognized at the Say Hey!
event; we will have an
identified method that
connects our new hires of
color to local communities.

to local communities of
color.

the Office of Equity. Facilitated Say
Hey Introduction to Portland
Community.

(6) Expand our recruitment efforts to solicit
referrals for racially and/or linguistically
diverse applicants from PPS employees.

5% percent of new hires will
come from employee
referrals.

There is no formal strategy
in place to solicit employee
referrals.

Gather employee referral
data from Jan. 2014-Sept
2014.

This goal was placed on hold due to
the lack of systems to track the
employee referals.

Samuels

Loretta Benjamin-

Sean Murray

(7) Continue early letters of intent for high
need areas including immersion, special
education, elementary, etc. and PTP/BTP
partnerships.

Early hires will be increased
by 15%.

Identify the hiring needs for
the 2014-15 school from
resignation and retirement
data, schools and
departments. Applicant
pools for high need areas
will be posted in November.
Monthly recruitment events
that contribute to early hiring
strategies will be held.

Will have analyzed our 2014-
15 recruitment strategies
and document strategies
that were effective.

We offered 68 early Letters of Intent
for teachers; 39% were teachers of
color and 53% were bilingual; this
was a 21% increase over the
previous year.

Samuels

Loretta Benjamin-

Sean Murray
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Priority Strategy

2013-2014 Action

Year-End Intended
Outcome

Sept 2013
Baseline Metric(s)

Sept 2014 Progress
Indicator(s)

Sept 2014 Progress

Lead

Sponsor

Workforce Development

Employ recruitment and retention
strategies to increase the racial and

linguistic diversity of staff at every level

in the organization.

(8) Enter into strategic partnerships that will
develop a diverse educator pipeline and
retain staff of color after hire.

We will have documented
Year 1 progress towards
developing a bridge program
for diverse students to enter
into the field of teaching.

Awarded grant from
TeachOregon to partner with
N.Clackamas, David
Douglas & PSU to recruit
diverse future educators and
support them for successful
completion of their BA and
MA and licensure; Employ
rigorous, meaningful clinical
practice collaboratively
designed by both university
and districts; Provide
support for new hires to
ensure long-term retention
and success in the schools.

Development of strategies
for Year 2 implementation
begun.

Year 2 strategies have already
begun and we are contracting with
Cultures Connecting to improve our
Recruitment and Selection process
for all three districts. The outcomes
will include a staffing reflection
summary that reflects our
Superintendent's Three Prioritites
and expanding on our equity-
focused interviews. Cultures
Connecting will also be providing
2.5 days of training for all of
TeachOregon partner schools which
could be expanded to other
administrators. The training is
focused on cultural responsiveness,
implicit-bias and a train-the-trainer
model so that administrators are
able to train their interview teams.

Loretta Benjamin-
Samuels
(Bonnie Gray)

Sean Murray

(9) Create a system using PeopleSoft
(HRMS) to identify the linguistic diversity of
staff.

We will be able to report on
linguistic abilities of our
workforce.

Have a module that will hold
linguistic ability for all staff.

Creation of module and
business process is
complete; and ready to store
linguistic data in PeopleSoft.

Module and business process are
created. Next step is to create
communication with employees to
send out via email.

Patty Blanchard

Sean Murray

(10) Create an employee survey to collect
information on language abilities of our
workforce

We will have data on the
linguistic ability of our current
workforce to create the
baseline data for our Racial
Equity Plan and Affirmative
Action Plan.

We currently do not collect
language abilities of our
workforce.

Survey will have been sent
and information will be
collected.

A new linguistic tracking module
was created that will allow PPS
employees to update their linguistic
ability and if they are a native
speaker through our Employee Self
Service (ESS) system. We will be
emailing employees letting them
know how to update their
information; target date is March
2015.

Patty Blanchard
(Bonnie Gray)

Sean Murray
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Priority Strategy

2013-2014 Action

Year-End Intended
Outcome

Sept 2013
Baseline Metric(s)

Sept 2014 Progress
Indicator(s)

Sept 2014 Progress

Lead

Sponsor

Workforce Development

Employ recruitment and retention
strategies to increase the racial and

linguistic diversity of staff at every level

in the organization.

(11) Focus on diversifying the substitute
hiring pool.

Current racial and linguistic
diversity of substitutes hired
into the substitute pool.

Increase the racial and
linguistic diversity of
substitutes hired into the
substitute pool.

Identified strategies
implemented.

Have identified recruitment
networks not previously used for
substitute teacher hiring. Recruited
high needs and racially and
linguistically diverse candidates that
were not hired during the 14-15 SY.
We had a slight increase in the
number of sub teachers of color that
were hired this year. We will have
the diversity data for our total
substitute teachers available mid-
November.

Patty Blanchard

Sean Murray

12) Ensure benefit plan changes will not
unintentionally negatively impact the
District's employees of color, thereby
preserving workforce diversity.

PPS benefit plans should be
attractive to diverse
candidates and encourage
retention of all employees
specifically our racially
diverse employees.

Any proposed changes to
benefit design or eligibility
are consistently examined
using the District's Racial

Equity Lens.

A finalized process will be
developed; we will further
examine the benefit
changes for 2014-2015 and
its impact on the racial
diversity of our workforce.

A finalized process will be
developed; we will further examine
the benefit changes for 2014-2015
and its impact on our racial diversity
of our workforce. Analysis should
begin in February 2015 in order to
capture both OEBB/Trust open
enroliment periods.

Terri Burton

Sean Murray

(13) Continue to utilize an equity lens in
contract decisions to support the recruitment
and retention strategies that enhance the
racial and linguistic diversity of our
workforce.

We will have documented
language on how the Racial
Equity Lens was used in our
contract proposals and
decisions.

Contract proposals and
agreements will protect and
add language that supports
the goals of the District's
Racial Educational Equity
Policy.

Contract proposals and
decisions in negotiations
with SEIU, ATU and DCU
support the District's equity
goals.

SEIU, ATU and DCU contracts were
all renegotiated outside of formal
bargaining and addressed primarily
wages and heath insurance
premiums. The parties did not
engage in full scope bargaining or
preparing formal proposals.

Brock Logan

Sean Murray
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Priority Strategy

2013-2014 Action

Year-End Intended
Outcome

Sept 2013
Baseline Metric(s)

Sept 2014 Progress
Indicator(s)

Sept 2014 Progress

Lead

Sponsor

Workforce Development

Redesign hiring processes to include
cultural responsiveness as a criterion
for staff positions at every level in the
organization.

(1) To gain a greater understanding of the

district's core business: educating our

students. We will observe and identify how

HR processes align with and impact the
District's equity work.

Completed comparative
analysis of the school visits
that identify indicators for
recruiting, hiring, and
retaining educators that can
successfully perform equity
work.

Identify selection criteria,
teams and schools that are
successfully performing
equity work in assisting with
closing the achievement
gap.

Four schools visits are
completed and observation
reports for each school are
completed.

This goal was put on hold this year
due to contract negotiations. We will
revisit this goal and how best to
implement it in 2014-15.

Sean Murray

Sean Murray

(2) Create, review and implemented an

administrator evaluation to include cultural
responsiveness as an evaluation competent.

We will have documented a
preliminary assessment of
cultural responsiveness of our
administration and received
feedback on the evaluation
tool to enhance the tool and
its effectiveness.

A draft of the revised
administrator evaluation has
been created. RA's and HR
will gather additional
feedback from building
administrators,
Administrators of Color
(AOC) and PAPSA in this
pilot year.

All building administrators
evaluated for this year will
have experienced the
revised evaluation tool. We
will use this feedback to
enhance the effectiveness of
the evaluation tool.

Building Admin Data was collected
and shared with Senior Directors.
This year we are updating the tool
to be aligned with ODE's Student
Learning Growth Goals Rubric and
the ODE Matrix for 2014-15
evaluation tool.

Michelle Riddell

Sean Murray

(3) Offer Beyond Diversity trainings to all

substitutes.

We will have an increase in
the number of substitutes who
have taken Beyond Diversity
for current school year
compared to last year.

All substitutes will be offered
to take Beyond Diversity
training to enhance their
candidacy for employment
with the District.

We will have tracked the
number of substitutes who
have taken Beyond Diversity
and identify how many have
been hired for the 2014-15
school year.

We had 74 substitutes take BD
training in 2013-14; this was an
increase from 59 in 2012-13.

Patty Blanchard

Sean Murray

Facilitate development, adoption and
implementation of an affirmative action

policy.

(1) Develop affirmative action plan

District-wide Affirmative
Action Plan developed and
ready for implementation with
the goal of increasing
workforce diversity.

Affirmative Action Policy
adopted.

Affirmative Action Plan
developed and
implementation begun.

Affirmative Action plan has been
developed by each division of the
organization. All direct reports have
identified affirmative action liaisons
for their divisions. There will be a
November/December check-in
meeting on the progress of the
affirmative action strategies.

Bonnie Gray
(Jeanine Fukuda)

Lolenzo Poe
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Year-End Intended

Sept 2013

Sept 2014 Progress

capacity for staff to facilitate department e-

team work

staff indicate that they have
(a) deepened their personal
and collective racial
consciousness in order to
disrupt institutional and
structural racism and (b)
increased their confidence in
their ability to facilitate/lead
CCAR activities.

of department staff to utilize
the Courageous
Conversations About Race
(CCAR) protocols to
facilitate monthly equity
focused professional
development, and (b)
department leaders'
willingness to mentor staff to
build capacity.

actively engaged in
deepening their own
development in the CCAR
Protocol and in their
facilitation skills.

taking increased leadership roles,
and in so doing, are deepening their
own personal development. Staff
and team members are also
developing their facilitation skills. As
a result of some reorganization at
PPS, some divisions have new
Equity Team members and leaders,
and new central office divisions are
just now embarking on their work.

Priority Strategy 2013-2014 Action Outcome Baseline Metric(s) Indicator(s) Sept 2014 Progress Lead Sponsor
10|Engage every teacher, school-based |(1) Schools will receive differentiated equity |Feedback from the school Self reported capacity to School-based Equity Teams Each school has an Equity team Cynthia MacLeod  [Lolenzo Poe
administrator, and central office-based |focused professional development. staff indicate the use of an |utilize the Courageous us the CCAR protocols to and the Equity teams plan monthly
administrator in monthly equity Equity lens for decision Conversations (CCAR) discuss building issues such professional development to focus
professional development. making. protocaols to facilitate as achievement and on topics such as discipline, school
monthly equity focused discipline. climate and student achievement.
professional development.
(2) School-based Equity Teams will School-based staff responses |Site based professional Feedback from school- School-based Equity teams are Cynthia MacLeod Lolenzo Poe
facilitate equity-focused monthly to annual Equity survey will  |development plans will based Equity Teams providing professional development
professional development with their indicate the positive impact of |reflect monthly equity indicate that monthly with a focus on culturally relevant
buildings. equity professional professional development  [facilitated equity focused instruction to prepare the school
development and modeled at Leadership professional development staff for collaborative action
engagement in CCAR. Academy sessions. activities are useful in research for equity (CARE) teams.
— helping staff engage in CCAR protocols are used to discuss
c ) X
@ CCAR. issues that impact the
é implementation of changes in
% instruction necessary to accomplish
& the Superintendent's top three
O priorities.
S
£
(=)
=
(3) Operational support e-teams will build  |Feedback from department  |(a) Self reported readiness |Department staff will be Staff and Equity Team leaders are |Hector Roche Lolenzo Poe
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2013-2014 PPS Annual Equity Work Plan
Year-End Progress Update

Priority Strategy

2013-2014 Action

Year-End Intended
Outcome

Sept 2013
Baseline Metric(s)

Sept 2014 Progress
Indicator(s)

Sept 2014 Progress

Lead

Sponsor

Workforce Development

10

Engage every teacher, school-based
administrator, and central office-based
administrator in monthly equity
professional development.

(4) Operational support department leaders

will receive coaching support on how to build
on their CCAR leadership, while sequencing
to introducing Critical Race Theory (CRT) to

the equity work.

Leaders will exhibit increased
racial consciousness and
equity leadership behaviors,
and increased use of CRT in
department practices and

policy.

Self reported readiness of
leaders to build on the
Courageous Conversations
(CCAR) protocols with CRT
in providing leadership to
their Equity Teams and staff.

Leaders will exhibit
increased confidence in
leading discussions using
the CCAR Protocaol, in
preparation for introducint
CRT.

While there are new staff and
leaders engaging in the equity work,
those leaders and staff who have
been engaged in the work for
awhile, now routinely use CCAR
protocol in their meetings.

Hector Roche

Lolenzo Poe

(5) Central office leadership to engage in
SPELL (Special Education/ESL) equity
training.

Central office leadership team
will gain a deeper
understanding of how to
better support our buildings in
this work. Professional
development will help District
develop internal capacity to
lead SPELL Equity
Walkthroughs in following
years.

Special Education, ESL
Department and Equity
Office worked with Pacitic
Educaitonal Group to plan 3
Professional Development
days related to SPELL.

Completed scheduled three
days of Professional
Development. Continue
Equity Walkthroughs next
year as part of our
Professional Development
for the roll out of Common
Core.

Mary Pearson
Van Truong

Melissa Goff
(Sue Ann Higgens)

Cultural & Organizational Transformation

14

Apply a Racial Equity Lens to key
policies, programs, practices and
decisions in core business areas with a
focus on differentiating resources to
better support students of color.

(6) Develop Equity@PPS website to Equity@PPS website Equity@PPS website Erin Barnett Jon Isaacs
facilitate communication of racial equity completed and launched. completed and launched.

work.

(1) Practice use of Equity Lens Tool with Increased capacity and Evidence from first attempts |Evidence from Equity Lens While leaders regularly, and Hector Roche Lolenzo Poe

operational and instructional leadership.

confidence of leadership to
use the Equity Lens Tool.
Increased use of the Equity
Lens Tool in major
departmental decisions.

in using the Equity Lens
Tool documents.

Tool documents indicates
increased consideration of
race in decision-making.

increasingly consider race in
decision making, all of the equity
teams and divisions need more
practice in using the Racial Equity
Lens as a tool in decision making.
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the ability to provide better
support and services to
underrepresented
communities of color.

updates.

Year-End Intended Sept 2013 Sept 2014 Progress
Priority Strategy 2013-2014 Action Outcome Baseline Metric(s) Indicator(s) Sept 2014 Progress Lead Sponsor
14|Apply a Racial Equity Lens to key (2) Apply Equity Lens Tool in budget Increased consideration of 2014/15 budegt seen to From CBRC report to Board: "We |David Wynde Yousef Awwad

policies, programs, practices and development and adoption process for SY  |race in decision-making reflect application of Racial continue to appreciate district (Neil Sullivan)

decisions in core business areas with a[2013-2014 budget. during the budget Education Equity Policy. leadership in pursuing the

focus on differentiating resources to development and adoption objectives of the Racial Education

better support students of color. process and ultimately, more Equity Policy. That commitment is

equitable funding allocation. evidenced in the 2014-15 budget
priorities." And "This budget puts us
intentionally on the path to improve
_5 outcomes for our historically
I underserved students, thereby
% improving outcomes for all
k7 students."
g
|_
g 15[Outcomes at every level in the (1) Work with Student Services and IT to Report available on Report on discipline Report available on Suzy Harris Jollee Patterson
= organization are disaggregated by race [have real-time access to data on use of Administrative Dashboard incidents for special Administrative Dashboard
N and ethnicity exclusionary discipline for special education |that shows discipline education students by that shows discipline
< students by race/ethnicity. incidents for special race/ethnicity not currently  |incidents for special
g education students by available on Administrative [education students by
o3 race/ethnicity. Dashboard. race/ethnicity.
E
=
S | 16/|Adopt culturally relevant data and (1) Research & Evaluation and Data Policy |More detailed and accurate  |Existing data collection New race/ethnicity section of New race/ethnicity section of Sarah Singer Amanda Whalen
O research practices. & Analysis will develop a new race/ethnicity [data collection of student method & recommendations [student registration form student registration form introduced |(Joseph Suggs) (Sue Ann Higgens)
section of the student registration form. race/ethnicity will result in from the Coalition of implemented for 2014-2015 in Sept 2014 for both new student  |Jeanine Fukuda Lolenzo Poe
more accurate analyses and |Communities of Color. school year. enrollment and current student
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Year-End Progress Update

support implementation and identify
additional actions necessary.

and career learning equity
fields.

implemented.

Established OCIP to improve
MWESB contractor access; revised
solicitation documents to eliminate
barriers; added budget for MWESB
reporting software and initiated
solicitation process; renewed and
revised contract with City for
administration of workforce equity
program; increased number of
career learning opportunities offered
to students.

Year-End Intended Sept 2013 Sept 2014 Progress
Priority Strategy 2013-2014 Action Outcome Baseline Metric(s) Indicator(s) Sept 2014 Progress Lead Sponsor
17 [Balance enrollment through boundary |(1) Provide equity professional development |SACET has built the SACET members have SACET recommendations to SACET analyses and Jon Isaacs Jon Isaacs

changes, grade reconfigurations, and staff support for SACET knowledge, will and skillto  [varying and mostly limited  |the Superintendent reflect recommendations clearly reflect use |Judy Brennan

policy updates, etc. to ensure that (Superintendent's Action Committee on apply the Racial Equity Lens |exposure to racial equity use of a racial equity lens. of the Racial Equity Lens tool. Hector Roche

every student of color has access to a [Enrollment & Transfer) to help the tool to its analyses and training and use of a Racial Jeanine Fukuda

strong core program. committee apply a Racial Equity Lens to its |ultimately recommendations |Equity Lens tool.

analysis of enrollment & transfer policies.  |to the Superintendent
regarding recommended

= changes to align the District's
.g enroliment & transfer policies
g to the Racial Educational
.§ Equity Policy.
0
g
|_
g 18 |Establish and implement an Equity in  |(1) Develop Administrative Directives (ADs) |EPPC Policy & ADs in place. |EPPC Policy adopted. David Wynde Yousef Awwad
= Public Purchasing & Contracting to support policy. (Neil Sullivan)
E (EPPC) policy.
= (2) Review systems and processes to Impact of EPPC visible System improvements David Wynde Yousef Awwad
S across business, workforce planned and/or (Neil Sullivan)
o3
<
=
=
O
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2014-2015 PPS Annual Equity Work Plan

(version 1.28.15)

reading specialists and library/media
specialists at 6 prioritized schools:
Harrison Park, King, Scott, Cesar
Chavez, Rigler, Rosa Parks

receive added direct reading
support.

6 schools.

and interviews completed.

working in school buildings.

Year-End Sept 2014 Jan 2015 Sep 2015
Priority Strategy 2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
Ensure students of color have both  [(1) Coordinate district efforts to support  |School schedules reflect maximal |Implementation of SWIFT SWIFT Coordinator hired. School schedules reflect maximal [Van Truong Melissa Goff
access to and success in the core inclusion and literacy success of special [inclusion of students in core inclusive practice begun at 5 inclusion of students in core
program. education and emerging bilingual literacy instruction; processes for |schools. literacy instruction; processes for
students building upon work from implementing inclusive practices implementing inclusive practices
University of Kansas partnership at five |captured on onboarding new captured on onboarding new
current schools through Project SWIFT.  [schools and programs. schools and programs.
(2) District and building leadership teams [District and building leadership ~ [2012-2013 SPELL walkthroughs |Contracts signed with providers. |Action plans developed. Veronica Magallanes [Melissa Goff
will develop shared understanding about |teams develop action plan for completed to identify best Trainings underway. Mary Pearson
best practice in providing a continuum of [supporting special education and [practices.
literacy services focusing on serving emerging bilingual students based
o special education and emerging bilingual |upon shared understanding of
g students. best practice.
&
3
'g (3) Provide professional development for [Leaders are knowledgeable in Building administrators will have [Van Truong Melissa Goff
= building administrators on the Successful {core content, assessment and completed trainings and will be
S Schools Framework with a focus on instruction, and can support knowledgeable about core
o assessment and instruction that is teachers in closing opportunity content, assessment and
= culturally responsive to our students of  [gaps for our students of color. instruction that is culturally
color. responsive to our students of
color.
(4) Provide culturally responsive, certified [Students in prioritized schools 3rd Grade reading achievement at|Selection committees identified |By March, staff hired, placed, and |Van Truong Melissa Goff
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2014-2015 PPS Annual Equity Work Plan

(version 1.28.15)

Teaching & Learning

Year-End Sept 2014 Jan 2015 Sep 2015
Priority Strategy 2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
Ensure students of color have both  [(5) Expand learning opportunities for K-3 |K-3 Students participating in the  |3rd Grade reading achievement of{30 high-need students from By March, we will have Van Truong Melissa Goff
access to and success in the core students by providing access to Imagine [program will achieve target target students. each of four schools (Whitman, |purchased enough iPad Minis to
program. Learning software through afterschool  |reading/literacy outcomes and Lent, Harrison Park, Markham) |be able to send one home with
SUN programming and providing tablets [(benchmarks. will begin participating in after-  [each participating student. In
for students to use at home. Pilot family school activities during the addition to serving school-based
engagement through use of tablets. second or third week of January. |activities, the devices will be
connected to a 4G network,
providing access to literacy-
building content for students and
families who would otherwise not
be connected.
(6) Sustain existing early response Components of an early response Credit recovery plan and funding [Established school improvement |Shay James Antonio Lopez

system at HSGI (High School Graduation
Initiative) schools and build components
of an early response system within select
schools (including data to support this
system, school intervention teams
within high schools and a focus on
eliminating barriers for students to
recover credits).

system in place including (1) All
high schools having functioning
School Improvement Teams (2) At
least 3 new/improved dashboard
reports to support SIT teams (3)
Students recovering at least 5%
more credits than previous year
and (4) Budget in place to support
existing infrastructure.

options communicated to high
schools. Budget request to
sustain existing infrastructure
submitted. Final mock-up of
improved dashboard report
related to attendance
completed. Research
completed on impact of credit
recovery earned through
Summer Scholars.

teams to monitor student
progress and intervene when
students are off track. First set of
reports generated and sent to
families. Credit Recovery plan
established and available to all
comprehensive high schools for
implementation. Data available
on impact of credit recovery
earned through summer scholars.
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community organizations to provide
culturally-responsive supports for
students and families of color.

organizations (SEI, BPI, Latino Network,
NAYA and IRCO) to provide appropriate
family engagement aimed at increasing
home-to-school and school-to-home
communication as well as fostering
learning at home.

school-to-home communication &
learning at home for students in
target schools.

Services.

implementing program
components.

program components.

Year-End Sept 2014 Jan 2015 Sep 2015
Priority Strategy 2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
1|Ensure students of color have both  |(7)Sustain and improve upon existing 8th {Improved 8th to 9th grade Budget request submitted to 8th to 9th grade transition Shay James Antonio Lopez
access to and success in the core to 9th Grade transition programs for transition program(s) in place with sustain existing infrastructure.  |program developed and Jocelyn Bigay-Salter
program. academic priority students a more sustainable funding Lessons learned documented  |implemented in Summer 2015.
structure (i.e. for summer school) regarding existing programs; Summer Data available on impact
includes identification of of program - how many students
curriculum and programming  |impacted, credits earned, etc.
needs.
(8) Intentionally provide every student  [Increase the number of dual credit Working with consortium and  |Process in place that allows Shay James Antonio Lopez
= with acceleration courses and strategies |certified teachers, and AP/IB develop a process for effectively [access to accelerated courses to
< for success with a focus on increasing  |trained teachers. Increase number providing access to all students. [student without dramatic impact
% access for our students of color. of teachers to teach dual credit to financial aid plan and process
o classes. in place for identifying the most
o3 appropriate courses for students.
o))
=
=
o
o]
3]
|_
2 [Partner with culturally-specific (1) Contract with five culturally specific  [Increased home-to-school and Schools identified to receive All contractors fully All contractors fully implementing |Dunya Minoo Lolenzo Poe
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(2) Expand native language literacy
support within the general education
classroom. DLI to hire limited term
employees to develop K-3 native
language curriculum for Somali and
Chinese students.

language curriculum will be
prepared for next year. Emerging
bilingual students receive
authentic language and content
area knowledge learning.

language curriculum already
developed.

language curriculum will be
completed and prepared for 2015-
2016.

Year-End Sept 2014 Jan 2015 Sep 2015
Priority Strategy 2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
Partner with culturally-specific (2) Expand the work of culturally specific {Improved school climate, Successful Schools Survey will be [All contracts will be executed  [Successful Schools Survey will  [Dunya Minoo Lolenzo Poe
community organizations to provide  [partners in select schools in the areas of |increased school connectedness |completed to use as baseline. and partners will have started  |be completed to use as baseline. |Robin Mack
culturally-responsive supports for student leadership development, and decrease in disciplinary Individual pre/post survey from  |working in identified schools. Individual pre/post survey from
students and families of color. mentoring, and empowerment. incidents of students of color. targeted students to measure targeted students will measure
engagement and school climate. engagement and school climate.
Student level discipline data from Student level discipline data from
students being case managed. students being case managed.
(3) Partner with Native American Youth  [Improving pre-school efforts to Proceeding with schematic design|Proceeding with pre- Project financing, operating Sara King Tony Magliano
and Family Center (NAYA) to bring better serve Males of Colorand  |and site planning. development agreement and  |agreement and shared space
culturally specific services through joint  [their academic and social schematic design agreement in place.
development of Foster school site to development.
o include low income housing and an early
= childhood center.
=
I
3
o
=y
= Implement high leverage ESL (1) Expand content-based English All teachers at CBELD sites get  |CBELD in progress in 20 schools |CBELD school visits begin. Science mainstream and ESL Van Truong Melissa Goff
Q instructional strategies district-wide in {language development (CBELD) within  [additional training and support.  |in K-2 science. teachers are trained in co- Veronica Magallanes
ﬁ all K-12 core content classrooms. the general education classroom. ESL to|Emerging bilingual students teaching.
provide additional training for CBELD receive authentic language and
teachers at current sites. content area knowledge learning.
Somali and Chinese native Spanish & Vietnamese native Somali and Chinese native Debbie Armendariz  [Melissa Goff
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Priority Strategy

Teaching & Learning

Implement high leverage ESL

instructional strategies district-wide in

all K-12 core content classrooms.

4

Provide instruction for emerging
bilingual (EB) students in their native
language through dual language
programs where we have a critical
mass of native speakers.

Define, identify and build capacity for
culturally relevant instruction.

professional development on parental
advocacy for student success.

engaged in advocacy for student

SuUccess.

year of PASS training.

PASS Teams that attend the
parent advocacy seminars.

indicate they are engaged in
practicing PASS protocols to
engage families of color in
advocating for student success.

Year-End Sept 2014 Jan 2015 Sep 2015
2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
(3) Expand early learners' access to PreK, Head Start and K-3 Books to be procured and Veronica Magallanes [Melissa Goff
literature honoring students' cultures and [students who speak the top 5 distributed by March. Debbie Armendariz
native languages. ESL and DLI languages will see themselves in
departments will purchase culturally and (the literature in their classrooms.
linguistically responsive books for PPS
PreK, Head Start and K-3 classrooms
with a critical mass of students who
speak the top 5 languages.
(1) Increase percentage of district- ELL  {40% of ELLs are enrolled in DLI  [October 2013 ESL student Enrollment data shows 5% Debbie Armendariz  |Melissa Goff
students in DLI (dual programs. Increased numbers of |enroliment in dual language increase in the % of ELL
language/immersion) programs through [native speakers of Spanish and  [programs. students enrolled in DLI
student recruitment and new programs.  |Vietnamese are enrolled in DLI programs.
New programs include Mandarin at King, |programs at kindergarten.
Vietnamese at Roseway Heights and
Spanish at James John and Sitton.
Woodstock lottery will be adjusted to
capture more ELLs students as well.
(1) 87 Schools will receive professional  [Each teacher has participated in (87 CARE teams have engaged in |Expansion of the CARE process |All 87 schools will be actively Cynthia MacLeod Lolenzo Poe
development on culturally relevant at least one classroom introductory seminars on using CARE protocols, the engaged in the CARE process,
teaching observation using the CARE culturally relevant teaching and  [selection of focal students and |using CARE protocols, selecting
protocols. are identifying focal students classroom observations in focal students and conducting
currently not being academically |progress. classroom observations.
successfully.
(2) 11 School PASS teams will receive  [PASS Schools have families Schools will have completed 1st |11 PASS Schools will have Feedback from PASS teams Cynthia MacLeod Lolenzo Poe
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(3) SIT Teams (Student Intervention
Teams) in target schools to receive
training and coaching support from
School Climate (PBIS) coaches. This
work connects with the ERS (Early
Responsive System) work at the middle
and high school levels.

making process with an equity
lens in order to provide both
classroom and non-classroom
based supports. Decrease in the
number of students of color being
referred for special education
evaluation.

be used to gather baseline data
on Teaming practices and
intervention implementation.

for implementation of Tier 2/3
teaming practices and
interventions and supports
based on the TFI.

on the TFI as related to Tier 2/3
teaming practices and
supports/interventions.

Year-End Sept 2014 Jan 2015 Sep 2015
Priority Strategy 2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
6 |Provide school leaders and central  [(1) Hold Administrator Action Research |Increased capacity of building The 12 schools do not have a 12 school administrators will have |Rick Kirschmann Lolenzo Poe
support staff with school-based Meetings for senior directors and school |administrators and central office  |common structure and process for met five times and will have Regina Sackrider
professional development (and administrators at 12 selected schools.  staff to provide the necessary developing and implementing implemented a common process
supports) to implement culturally Leaders will develop, implement and supports for school-based staff ~ |School Climate Plans, and the for developing and monitoring
responsive positive behavior support  [progress monitor School Climate Plans |and students to eliminate PBIS, RJ & CARE work are not their School Climate Plan.
systems. that integrate PBIS, RJ & CARE work to [discipline disparities. integrated. School Climate Implementation tools indicate
eliminate discipline disparities. They will Survey from last spring used as high levels of implementation of
also identify and share successful baseline. School Climate Plans.
practice. Exclusionary discipline and
disproportionality will have
decreased by 50%.
(2) Provide 2-day CR-PBIS training for 12[School teams will have developed [School Climate Plans based on  |School Climate Team Leaders |School Climate Team Leaders  |Rick Kirschmann Lolenzo Poe
= selected schools and 24 schools already [and successfully implemented MTSS CRPBIS Framework. with administrators will have with administrators will have
é engaged in CR-PBIS. School Climate Plans. Implementation measures, CR  |participated in the first session. |attended both sessions. Action
3 Team Implementation Checklist |Teams will have completed the |plans will be completed,
— (CRTIC) , School Evaluation Tool [CR TIC which will provide implementation scores on the CR
g (SET) and student discipline data |["current reality" and be used to [TIC and SET will have increased.
= will be used to determine baseline |develop a School Climate Plan.
:__% and monitor progress.
RS
Teams use a data-based decision |The Tiered Fidelity Tool (TFI) will |Teams will develop action plans |Increased implementation scores [Rick Kirschmann Lolenzo Poe
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Priority Strategy

2014-2015 Action

Year-End
Intended Outcome

Sept 2014
Baseline Metric(s)

Progress Indicator(s)

Jan 2015

Sep 2015
Progress Indicator(s)

Lead

Sponsor

Teaching & Learning

6

Provide school leaders and central
support staff with school-based
professional development (and
supports) to implement culturally

responsive positive behavior support

systems.

(4) Engage historically underserved
families in the development and
implementation of School Climate Plans
in 12 selected schools. Partner with
culturally specific partners to host events
to bring family voices into target schools
around values, needs and climate.

Intentional engagement of
historically underserved families in
development and implementation
of CR-PBIS in 12 schools.

Baseline data of current reality of
activities around family
engagement.

Increased implementation of
School Climate Plan as measured
by implementation measure items
specific to family engagement.

Rick Kirschmann
Dunya Minoo

Lolenzo Poe

(5) Provide selected schools with
culturally specific Student Assistance
Coordinators (SACs)

Improved school climate,
increased school connectedness
and decreased disciplinary
incidents of targeted students.

1) Successful Schools Survey will
be completed to use as baseline
2) individual pre/post survey from
targeted students to measure
engagement and school climate
3) student level discipline data
from students being case
managed.

All new SAC positions will have
been hired and placed in

schools.

1) Successful Schools Survey will
be completed to use as baseline
2) individual pre/post survey from
targeted students to measure
engagement and school climate
3) student level discipline data
from students being case
managed.

Dunya Minoo
Chris Williams

Lolenzo Poe

(6) Revise Student Rights &
Responsibilities documents.

Revision of Student Rights and
Responsibilities documents
completed in order to provide
consistent interventions, supports
and consequences for students
that support equitable discipline
practices.

Feedback from stakeholders on
current Student Rights &
Responsibilities documents.

Timeline for stakeholder input
and project completion will be

established.

Updated and completed Student
Rights and Responsibilities
documents delivered to schools
with consensus from community
stakeholders, teacher union and
district leadership.

Rick Kirschmann

Lolenzo Poe

(7) Develop and conduct district-wide
Successful Schools Survey (school
climate survey). Goal of 40%
participation district wide; 40% average
participation by school; 50% participation
among historically underserved
communities.

The survey will provide PPS
administrators, teachers & staff
with transparent, comprehensive
data that measures the differential
experience and perceptions of
PPS students, parents/guardians,
and staff of all races &
backgrounds in all PPS schools.

Climate Survey working group
formed and research completed
on model climate surveys to
adapt for PPS.

Climate survey finalized.
Parent/guardian participation
plan approved. Climate survey

launched.

Climate survey results released to
the community and PPS Board.
Plan for using results to improve
schools approved and
implemented. Debrief of 2015
survey completed to improve
2016 survey.

Jon Isaacs
Sarah Singer

Jon Isaacs
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Priority Strategy

2014-2015 Action

Year-End
Intended Outcome

Sept 2014
Baseline Metric(s)

Jan 2015
Progress Indicator(s)

Sep 2015
Progress Indicator(s)

Lead

Sponsor

Workforce Development

5

Employ recruitment and retention
strategies to increase the racial and
linguistic diversity of staff at every
level in the organization.

(1) Use data to analyze and ensure
benefit plan designs and costs do not
negatively impact the District's
employees of color, thereby preserving
workforce diversity.

All proposed changes to benefit
design or eligibility are
consistently examined using the
District Equity Lens tool.

Trust open enrollment plans and
rates have had the equity lens
applied. Negative impacts have
been mitigated.

Both the Trust and OEBB open
enroliments have had the equity
lens applied

Terri Burton

Sean Murray

(2) Identify and create partnerships with
at least three new
universities/organizations to increase the
racial & linguistic diversity of our
applicant pool for all positions. Continue
to develop new partnerships created
during the 2013-14 SY. Develop a
recruitment budget and calendar.

We will have increased the
number of racially and
linguistically diverse candidates
applying for positions from the
new partnerships and evaluated
the effectiveness of the
partnerships.

Expand/increase
universities/organization
partnerships that specifically
focus on the recruitment from
racial and linguistic diverse
populations.

Will have created partnerships
that support our ability to recruit
from the targeted
universities/organizations.

Will have increased the racial and
linguistic diversity of our teacher
applicant pool through our current
and new partnerships by 5%

Loretta Benjamin-

Samuels

Sean Murray

(3) Increase retention of new hires of
color by inviting them to community
organizations such as Say Hey!, Oregon
Association of Latino Administrators, and
Oregon Association of Black Educators
events to get connected to local
communities of color in Portland.

New hires of color will feel more
connected to local communities of
color, decreasing feelings of
isolation and improving employee
retention.

Developed processes to identify
and communicate with new
hires.

New administrators and
educators of color from the SY
2014-2015 will have been
recognized at the Say Hey!
Event. A community resource
guide to introduce new hires to
communities of color in the
Portland -Metro area will be
developed.

Loretta Benjamin-

Samuels
Aisha Hollands

Sean Murray

(4) Expand recruitment efforts to solicit
referrals for racially and/or linguistically
diverse applicants from PPS employees.

Referrals from PPS employees
will be formally solicited,
improving recruitment efforts.

There is no formal strategy in
place to solicit employee referrals.

Strategies to solicit employee
referrals and a process for
tracking referrals will have been
identified.

Loretta Benjamin-

Samuels

Sean Murray
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2014-2015 PPS Annual Equity Work Plan
(version 1.28.15)

Priority Strategy

Year-End

Sept 2014

Jan 2015

Sep 2015

Workforce Development

Employ recruitment and retention
strategies to increase the racial and
linguistic diversity of staff at every
level in the organization.

2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
(5) Continue the early "Letter of Intent"  [We will have increased the Identify the hiring needs for the  |Data on the diversity of the We will have increased the Loretta Benjamin- Sean Murray
process that focuses on early recruitment [percentage of Letters of Intent by [2015-16 SY from resignation and |applicant pool will be reviewed |percentage of Letters of Intent by |Samuels
and outreach for racially and linguistically {10% which will positively impact  [retirement data, schools and and recruitment strategies will  |10% which will positively impact
diverse candidates for high need the percentage of racially and departments. We will post be adjusted as needed. the percentage of racially and
endorsement areas including: linguistically diverse hires for the |applicant pools for high need linguistically diverse hires for the
Elementary, Dual Language, Multi- 2015-16 SY. areas earlier to better attract 2015-16 SY.
lingual, Special Education and World racially and linguistically diverse
Languages. populations.
This will also include enhancing the
"Letters of Intent" process with our
PTP/BTP partnerships which specifically
focus on recruitment of racially and
linguistically diverse populations.
(6) Evaluate job descriptions to ensure  [New job classification Completion of Phase 1 - draft ~ |Completion of Lisa Gardner Sean Murray

they (a) accurately reflect work being
performed (b) do not include minimum
qualifications that unnecessarily exclude
underrepresented groups and (c) reflect
traditional and nontraditional/alternative
paths into the PPS workforce and (d)
include language which identifies cultural
responsiveness to meet the needs of
traditionally underserved student
populations as an essential element of
PPS employment.

Racial Equity Policy, elim
unnecessary minimum
requirements and ensure
equitable pay.

specifications which support the

inate

specs for review

classification/compensation study
for non-represented employee

group.
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2014-2015 PPS Annual Equity Work Plan

(version 1.28.15)

implementation of an affirmative
action policy.

delivered to all hiring managers
district-wide. Progress made
towards division and departmental
affirmative action goals.

created.

action trainings underway.

knowledgeable about the
Affirmative Action Policy and their
division goals and strategies.

Year-End Sept 2014 Jan 2015 Sep 2015
Priority Strategy 2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
7 [Employ recruitment and retention (7) Review classification and New reclassification processes  [Quarterly review and reporting of |Review of data collected over  |Review of data collected over the |Lisa Gardner Sean Murray
strategies to increase the racial and  |reclassification processes to ensure based on data acquired through  |reclassification requests by the last 6 quarters last 9 quarters; review of any
linguistic diversity of staff at every equitable reclassification processes job analysis and market metrics.  [ethnicity/gender of requestor and inequities and determine
level in the organization. based on job duties. Gather and person for whom they request corrective actions.
disaggregate data to ensure that reclassification as well as
employees of color are not excluded from approval/denial of requests.
the reclassification process or Track/trend possible inequities
disproportionally denied reclassification. and report to District
administration.
(8) Examine employee discipline with an |A report will be drafted to By January, assignments will be |By September, preliminary data [Brock Logan Sean Murray
equity lens to ensure there are no signs [document the findings. Ensuring determined and data to be will have been collected, holes in
of disproportionate discipline based on  [that employee discipline is not collected will be identified. the data will be identified, and a
race. disproportionately applied to plan for completing the data
minority and historically collection can be framed.
= underserved populations should
g help to ensure that PPS is a
8- comfortable and supportive
) workplace for all employees,
> which should help support
a recruitment and retention of
g employees of color.
=
o
=
8 [Redesign hiring (evaluation, and (1) Revise and enhance the Non- Create a better Non-rep Will have created a team with  |Will have an improved Non-rep  [Michelle Riddell Sean Murray
promotion) processes to include represented Employee Evaluation Tool to|evaluation tool that aligns with our multiple perspectives to assist in [evaluation tool ready to share
cultural responsiveness as a criterion |better represent our Racial Equity Policy [Racial Equity Policy and supports recommending changes to the  [with supervisors and employees
for staff positions at every level in the increasing employees' cultural non-rep evaluation tool. for the 2015-16 evaluation
organization. responsiveness. process
9|Facilitate development, adoption and |(1) Implement Affirmative Action Plan Affirmative Action training 2-year Affirmative Action Plan Division-specific affirmative All hiring managers trained and  |Bonnie Gray Lolenzo Poe
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capacity for staff to facilitate department

equity team work.

indicate that they have (a)
deepened their personal and
collective racial consciousness in
order to disrupt institutional and
structural racism and (b)
increased their confidence in their
ability to facilitate/lead CCAR
activities.

department staff to utilize the
Courageous Conversations About
Race (CCAR) protocols to
facilitate monthly equity focused
professional development, and (b)
department leaders' willingness to
mentor staff to build capacity.

engaged in deepening their own
development in the CCAR
Protocol and in their facilitation
skills.

engaged in deepening their own
development in the CCAR
Protocol and in their facilitation
skills.

Year-End Sept 2014 Jan 2015 Sep 2015
Priority Strategy 2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
Q|Facilitate development, adoption and |(2) Create workforce diversity data Division and department heads  [Division and department-level Affirmative Action coding Workforce metrics reports will be |Patty Blanchard Sean Murray
implementation of an affirmative reports for all department and division  [will have the knowledge and data [reports difficult to access. entered by job code into created and shared with Division
action policy. heads to use (disaggregated by race, necessary to support workforce PeopleSoft. Team of HRIS and |and department heads. Division
gender and linguistics). diversity efforts and our IT will have met and scoped out |and Department Heads are
Affirmative Action Plan work. the requirements for report consistently using the AA reports
creation. to inform their hiring
opportunities.
10|Engage every teacher, school-based |(1) Schools will receive differentiated Self reported capacity to utilize the|School-based Equity teams School-based Equity Teams us |Feedback from the school staff ~ [Cynthia MacLeod Lolenzo Poe
administrator, and central office-based|equity focused professional Courageous Conversations facilitate CCAR using resources |the CCAR protocols to discuss |indicate the use of an Equity lens
administrator in monthly equity development. (CCAR) protocols to facilitate such as their school discipline building issues such as for decision making.
professional development. monthly equity focused and achievement data, achievement and discipline.
professional development. community programs, book
— studies.
o
e
S
© (2) School-based Equity Teams will Site based professional School based Equity Teams Feedback from school-based  |School-based staff responses to  |Cynthia MacLeod Lolenzo Poe
> facilitate equity-focused monthly development plans will reflect facilitate monthly professional Equity Teams indicate that annual Equity survey will indicate
a professional development with their monthly equity professional development to engage building  |monthly facilitated equity the positive impact of equity
= buildings. development modeled at staff in CCAR. focused professional professional development and
E Leadership Academy sessions. development activities are useful [engagement in CCAR.
o) in helping staff engage in CCAR.
=
(3) Operational support e-teams will build [Feedback from department staff  [(a) Self reported readiness of Department staff will be actively |Department staff will be actively [Hector Roche Lolenzo Poe
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Priority Strategy

Year-End

Sept 2014

Jan 2015

Sep 2015

Workforce Development

10

Engage every teacher, school-based

administrator, and central office-based

administrator in monthly equity
professional development.

Family & Community Engagement

13

Facilitate parent/family trainings with
targeted outreach to underserved
families of color.

2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
(4) Operational support department Leaders will exhibit increased Self reported readiness of leaders [Leaders will exhibit increased  |Leaders will exhibit increased Hector Roche Lolenzo Poe
leaders will receive coaching support on [racial consciousness and equity  [to build on the Courageous confidence in leading confidence in leading discussions
how to build on their CCAR leadership, |leadership behaviors, and Conversations (CCAR) protocols  [discussions using the CCAR using the CCAR Protocol, in
while sequencing to introducing Critical |increased use of CRT in with CRT in providing leadership |Protocol, in preparation for preparation for introducing CRT.
Race Theory (CRT) to the equity work.  |department practices and policy. [to their Equity Teams and staff.  |introducing CRT.
(1) Partner with culturally specific Parent Conferences in top 5 Planning for Latino Parent Parent Conferences in top 5 Van Truong Melissa Goff
organizations to conduct Parent languages will inform parents Conference underway. Monthly {languages completed. Debbie Armendariz
Conferences. Inform parents about the [about the Superintendent's 3rd Somali community meetings
Superintendent's third grade reading grade reading priority, and access have begun.
priority and recruit families to DLI to PPS programs.
programs. Parents will also learn about
ESL services.
(2) Collaborate with Office of Student Development of opportunities for Mock-up completed of essential |Letters are completed and sent  [Shay James Antonio Lopez

Supports to create meaningful Family
Engagement Plan for all students around
College and Career Readiness.

historically underrepresented
communities to engage in
discussions about college and
career readiness. Families will
know if their students are on track
to graduate through the
development of a family-friendly
Notice of Progress. Development
of a family engagement plan.

skills letter to families; focus
group set up with families to
gain their feedback on clarity
and helpfulness of letter.

out to families.

Yeng Dhabolt
Marita Ingalsbe
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Priority Strategy

2014-2015 Action

Year-End
Intended Outcome

Sept 2014
Baseline Metric(s)

Jan 2015
Progress Indicator(s)

Sep 2015
Progress Indicator(s)

Lead

Sponsor

Cultural & Organizational Transformation

14

Apply a Racial Equity Lens to key

policies, programs, practices and
decisions in core business areas with

better support students of color.

a focus on differentiating resources to

(1) Practice use of Equity Lens Tool with
operational and instructional leadership.

Increased capacity and
confidence of leadership to use
the Equity Lens Tool. Increased
use of the Equity Lens Tool in
major departmental decisions.

Evidence from first attempts in
using the Equity Lens Tool
documents.

Evidence from Equity Lens Tool
documents indicates increased
consideration of race in decision-
making.

Evidence from Equity Lens Tool
documents indicates increased
consideration of race in decision-
making.

Hector Roche

Lolenzo Poe

(2) Apply Equity Lens Tool in budget
development and adoption process for
SY 2015/16 budget.

Increased consideration of race in
decision-making during the budget
development and adoption
process and ultimately, more
equitable funding allocation.

Board, district staffing team, and
budget leadership team trained
on Equity Lens Tool. Key points
of lens tool application in budget
process identified.

2015/16 budget reflects
application of Racial Educational
Equity Policy.

David Wynde

Yousef Awwad

(3) Apply Equity Lens Tool to the
background check process in regards to
volunteers. Development of a
transparent screening process for
volunteers, contractors and employees
that ensures our students get the
supports they need to be successful.

Increase in volunteer applications
and volunteers approved from our
underrepresented families.

Background check committee
established.

Aggressive recruiting campaign,
transparent screening process
and appeals process developed
and ready for implementation.

George Weatheroy

Tony Magliano

17

changes, grade reconfigurations,
policy updates, etc. to ensure that

strong core program.

Balance enrollment through boundary

every student of color has access to a

(1) Provide equity professional
development and staff support for
SACET (Superintendent's Action
Committee on Enrollment & Transfer) to
help the committee propose
recommended changes to the
Superintendent to align enroliment and
transfer policies with the Racial
Educational Equity Policy.

SACET has built the knowledge,
will and skill to apply the Racial
Equity Lens tool to its analyses
and ultimately recommendations
to the Superintendent regarding
recommended changes to align
the District's enroliment & transfer
policies to the Racial Educational
Equity Policy.

SACET members have exhibited
increased racial consciousness
and increased skill in utilizing the
Racial Equity Lens tool.

SACET will have presented final
recommendations to the
Superintendent.

SACET will have reconvened and
begun addressing additional
issues not covered in latest
recommendations.

Judy Brennan
Jon Isaacs
Hector Roche
Jeanine Fukuda

Jon Isaacs
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Priority Strategy

2014-2015 Action

Year-End
Intended Outcome

Sept 2014
Baseline Metric(s)

Jan 2015
Progress Indicator(s)

Sep 2015
Progress Indicator(s)

Lead

Sponsor

Cultural & Organizational Transformation

17

Balance enrollment through boundary
changes, grade reconfigurations,
policy updates, etc. to ensure that
every student of color has access to a
strong core program.

(2) Participate in the District-wide
Boundary Review Committee by having a
staff seat on the committee; providing
equity professional development to the
committee members; and applying the
Equity Lens in the development of a
boundary change framework and
analysis of new boundary map options.

DBRAC will have developed a
new values-based framework and
updated policies to guide future
boundary review with racial equity
in enrollment, program offerings
and boundary lines as a core
value.

DBRAC is formed and has
agreed on a timeline for
completing its charge leading to
PPS adopting a new, more
equitable school boundary map
in January 2016.

PPS School Board has approved
new boundary review framework
and policy. PPS staff has
developed new boundary map
options to present to DBRAC and
the community at large for
feedback.

Judy Brennan
Jon Isaacs

Jon Isaacs

18

Establish and implement an Equity in
Public Purchasing & Contracting
(EPPC) policy.

(1) Purchase and implement MWESB
tracking software to track percentage of
contract spending in construction,
architecture, engineering, and related
services (Division 48 and 49) going to
Oregon certified MWESBS.

MWESB tracking software
implemented and data collection
and reporting started.

Currently only tracking spending
in the Bond program.

Software vendor selected via
RFP and contract in draft form;
implementation process started.

Tracking software system fully
implemented and beginning to
obtain data on MWESB spending
on Div. 48/49 contracts.

David Wynde

Yousef Awwad

(2) Improve Workforce Equity program
implementation and processes in
conjunction with City of Portland
(program administrator).

Continue to meet or exceed goal,
on construction contracts
>$200,000, of 20% of eligible
labor hours performed by state-
registered apprentices.

Completed first summer of
construction work with Workforce
Equity program in place. Met or
exceeded 20% goal on average,
but process improvements
needed.

Staff will meet with City of
Portland to clarify roles and
improve communication and
processes to better assure
contractor compliance with
Workforce requirements.

Obtain timely monthly reporting of
apprenticeship data from City.
Meet or exceed 20% goal for
IP15 summer work and other
construction work. Fewer
contractor compliance issues.

David Wynde

Yousef Awwad

(3) Obtain feedback and revise Good
Faith Effort (GFE) program as needed to
ensure that it is working to increase
opportunities for MWESB contractors.

Improve efficacy of GFE program
to increase opportunities for
MWESB contractors.

GFE forms and processes revised
to improve solicitation outcomes.
Little or no feedback from
MWESB contracting community
received.

Design outreach plan and
deadline to establish advisory
group of MWESB contractors
regarding our GFE program and
outcomes.

Gather and report feedback from
MWESB contractors. Use
feedback to plan next steps to
improve program efficacy.

David Wynde

Yousef Awwad
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Cultural & Organizational Transformation

Year-End Sept 2014 Jan 2015 Sep 2015
Priority Strategy 2014-2015 Action Intended Outcome Baseline Metric(s) Progress Indicator(s) Progress Indicator(s) Lead Sponsor
18 |Establish and implement an Equity in [(4) Continue and improve outreach to Increase MWESB participation in  {In hiring process for new EPPC  |EPPC Manager hired and Increased MWESB vendor David Wynde Yousef Awwad
Public Purchasing & Contracting certified firms and to minority and women-{PPS contracting Manager renewed outreach efforts registration in PlanetBids and
(EPPC) policy. owned businesses. underway; update website to participation in bidding
clarify upcoming opportunities  |opportunities. Obtain feedback
and instructions for bidding with |from firms that chose not to
PPS; begin monitoring MWESB  |submit bids or proposals.
vendor registration in PPS's
electronic bidding system
(PlanetBids).
(5) Plan and implement Minority Thorough evaluation of best Purchasing & Contracting does  |Meet with City of Portland/PDC's [Continue work begun in David Wynde Yousef Awwad

Evaluator Program to be applied to
Requests for Proposals under Division
48 (Architecture, Engineering, and
Related Services) and Division 49 (Public
Improvements). The Minority Evaluator
Program ("MEP") would require that
district departments use one or more
external evaluators from the minority
contracting community, such as minority
Chambers of Commerce, in evaluating
RFP responses.

practices, processes, procedures,
and costs associated with Minority
Evaluator Program. Begin
implementation of MEP in
Divisions 48 and 49.

not currently have any rules or
processes governing choice of or
use of evaluators. Process for
choosing evaluators occurs at
department level.

MEP Program Administrator to
discuss City's program and
progress. Begin process of
collecting data and evaluating
and exploring program
parameters.

December/January. Draft
Administrative Directive for
Superintendent's review and
approval. Begin implementation
process.
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PPS Equity Key Performance Indicators (KPIs)

The Equity Key Performance Indicators provide a system-level measure of progress towards racial equity in Portland
Public Schools. The 7 KPls identify racial opportunity gaps in our system that we believe contribute to disparities in

student achievement.

The seven indicators measure:

1)
2)
3)
4)

Underrepresentation of students of color who met benchmark or advanced at least one tier in K-3 reading
Overrepresentation of students of color in Special Education '

Overrepresentation of students of color experiencing exclusionary discipline

Underrepresentation of students of color in Talented & Gifted (TAG}

Underrepresentation of students of color in AP, IB & dual credit courses

Underrepresentation of teachers of color compared to the student population

% of contract dollars paid to minority-owned businesses '

Explanation of Over- and Under-representation: Tolented & Gifted Program Example

Ideally, with no racial bias in our system, TAG Program enrollment would mirror total PPS Student Enrollment by
race/ethnicity. For example, in 2012-2013, where 11% of students identify as Black/African-American, approximately
11% of students enrolled in TAG would identify as Black/African-American.

2012 - 2013 PPS Student Enrollment

B Asian
B Black/African American
B Hispanic/Latino

@ Multiple Races (Non-
Hispanic)

B Native American or Alaska
Native

#® Native Hawaiian or Other
Pacificislander

9% B’ White
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In reality, however, only 3% of students enrolled in TAG are Black/African-American. The difference between these two
percentages represents the underrepresentation of Black/African-American students enrolied in TAG. (3% minus 11%
equals -8%.) Thus, Black/African-American students are underrepresented in TAG by 8%.

2012 - 2013 TAG Program Enroliment

#@ Asian
& Black/African American
B Hispanic/Latino

# Multiple Races (Non-
Hispanic)

& Native American'or Alaska
Native

B Native Hawaiian or Other
Pacific [slander

# White

Using similar calculations, Hispanic/Latino students are 10% underrepresented, Native American or Alaska Native
students are 1% underrepresented, and Native Hawaiian and other Pacific Islander students are 1% underrepresented.
Multiple Race students are 1% overrepresented, Asian students are 1% overrepresented and White students are 18%
overrepresented in TAG.
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The following table highlights the underlying TAG program enrcllment and PPS student enrollment data along with the

calcutation of over- or underrepresentation for each racial/ethnic group.

2012-2013 TAG Program KPI| Data

District Over or
TAG Program Underrepresentation of
. - Student Enrollment .
Demographics Demogranhics Students in TAG by
grap Race/Ethnicity
A B C D E
#of
#t of TAG % TAG Studentsin | % of Students
Students by | Students by | the District | in the District % TAG Students

Race/ Race/ by Race/ by Race/ Minus

Ethnicity Ethnicity Ethnicity Ethnicity % of Students in District

Race/Ethnicity N=5,793 N=5,793 -} N=47,523 N=47,523 . (Column B —Column b)
Asian 501 8% | 3850 - 31% +.5%
Black/African American 204 - 35%’ e >436 114" . 8%
Hispanic/Latino 334 58° Co 7668 161£ 10%
Multiple Races (Non- 441 7.6% - 3155 6.6% +1%

Hispanic) ‘ L D
Native American or 33 0.6% 550 12% -1%
Alaska Native T L
Native Hawaiian or 15 1 0.3% 427 0.9% -1%
Other Pacific Islander o o
White 4265 73.6% 26437 55.6% +18%
TOTAL 5793 47,523

The KPI charts that follow illustrate the over- and under-representation of different racial/ethnic groups in different

areas over multiple years.

Longer bars above and below the x-axis indicate greater racial disparities.

*Note: KPI#1 & #7 are still in progress and currently unavailable.
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BOARD OF EDUCATION
SCHOOL DISTRICT NO. 1J, MULTNOMAH COUNTY, OREGON

INDEX TO THE AGENDA

February 3, 2015

Board

Action

Number Page
Purchases, Bids, Contracts
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Purchases, Bids, Contracts

The Superintendent RECOMMENDS adoption of the following item:

Number 5017



RESOLUTION No. 5017

Revenue Contracts that Exceed $25,000 Limit for Delegation of Authority

RECITAL

Portland Public Schools (“District”) Public Contracting Rules PPS-45-0200 (“Authority to Approve District
Contracts; Delegation of Authority to Superintendent”) requires the Board of Education (“Board”) to enter
into and approve all contracts, except as otherwise expressly authorized. Contracts exceeding $25,000 per

contractor are listed below.

The Superintendent recommends that the Board approve these contracts.

RESOLUTION

NEW REVENUE CONTRACTS
No New Revenue Contracts

The Board accepts this
recommendation and by this resolution authorizes the Deputy Clerk to enter into agreements in a form
approved by General Counsel for the District.

NEW INTERGOVERNMENTAL AGREEMENTS / REVENUE (“IGA/Rs”)

Responsible

Contract Contract Administrator,
Contractor Term Contract Type Description of Services Amount Funding Source
Canby School District 1/26/2015 Intergovernmental Columbia Regional Program $36,026 H. Adair
through Agreement/Revenue | will provide classroom services Fund 299
6/30/2015 IGA/R 61439 to regiqnally eligible‘deaf/hard Dept. 9999
of hearing students in the Grant S0031

Canby School District.

AMENDMENTS TO EXISTING REVENUE CONTRACTS

Amendment
Amount Responsible
Contract Contract Administrator,
Contractor Term Contract Type Description of Services Amount Funding Source
Concordia University 6/24/2014 Cost Sharing Funds additional architecture $773,191 T. Magliano
through Agreement services for the joint $879.304 Fund 438
9/30/2017 R 60832 development of Faubion. Dept. 5511

Amendment 2

Project J0177

Y. Awwad






