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difference. The effect of high-effect teachers compared with low-effect teachers is about
d = 0.25, which means that a student in a high-impact teacher’s classroom has almost a
year’s advantage over his or her peers in a lower-effect teacher’s classroom (Slater, Davies,
& Burgess, 2009). A major claim in this chapter is that the differences between high-effect
and low-effect teachers are primarily related to the attitudes and expectations that
teachers have when they decide on the key issues of teaching — that is, what to teach and
at what level of difficulty, and their understandings of progress and of the effects of their
teaching. It is some teachers doing some things with a certain attitude or belief system
that truly makes the difference. This brings me to the first set of attributes that relate to
‘visible learning inside’:|passionate and inspired teachers.

We start with the teachers’ and school leaders’ mind frames. For example, Sam Smith
(2009) introduced a very powerful target-setting program in a large urban high school,
and many of the teachers refused to participate, claiming that they were not responsible
for whether students met targets or not: ‘If they did not do their homework, failed to
complete assignments, did not attend class, then why should teachers be held responsible
for students meeting targets?’ The teachers argued that teacher targets were related more
to ensuring coverage of the curriculum, providing worthwhile resources and activities,
and ensuring order and fairness in the classroom.

Russell Bishop (2003) has provided one of the most effective interventions available
for minority students in mainstream classrooms and he starts with the beliefs of teachers.
He argued that teachers come into classrooms with very strong theories about students
and often resist evidence that their students do not conform to these theories. These
teachers have theories about race, culture, learning, development, and students’ levels of
performance and rates of progress. One of the first acts in Bishop’s intervention is to survey
students’ views on these matters. He then shows the teachers the difference between the
students’ beliefs and the teachers’ own. Only then can Bishop start the intervention, which
1s about teachers’ beliefs, first and foremost.

VISIBLE LEARNING — CHECKLIST FOR INSPIRED AND PASSIONATE TEACHING

1. All adults in this school recognize that:
a. there is variation among teachers in their impact on student learning and achievement,
b, all (school leaders, teachers, parents, students) place high value on having major

positive effects on all students; and

¢. all are vigilant about building expertise to create positive effects on achievement for
all students.
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c. helps teachers to know how to provide effective feedback,
d. attends to students’ affective attributes; and i
e. develops the teacher's abllity to influence students' stirface and deep learning.

a. Expert teachers can identify the most important ways in
which to represent the subject that they teach

In Visible Learning, it was shown that teachers’ subject-matter kng_wledge had little effect
on thg_qllality of student outcomes! The distinction, however, is less the ‘amount’ of
knowledge and less the ‘pedagogical content knowledge’, but more about how teachers
see the surface and the deeper understandings of the subjects that they teach, as well as
their beliefs about how to teach and understand when students are learning and have
learned the subject. Expert teachers and experienced teachers do not differ in the amount
of knowledge that they have about curriculum matters or knowledge about teaching
strategies — but expert teachers do differ in how they organize and use this content
knowledge. Experts possess knowledge that is more integrated, in that they combine the

“introduction of new subject knowledge with students’ prior knowledge; they can relate
current lesson content to other subjects in the curriculum; and they make lessons
uniquely their own by changing, combining, and adding to the lessons according to their
students’ needs and their own teaching goals.

As a consequence of the way in which they view and organize their approach, expert
teachers can quickly recognize sequences of events occurring in the classroom that in some
way affect the learning and teaching of a topic. They can detect and concentrate more on
information that has most relevance, they can make better predictions based on their
representations about the classroom, and they can identify a greater store of strategies that
students might use when solving a particular problem. They are therefore able to predict
and determine the types of error that students might make, and thus they can be much
more responsive to students. This allows expert teachers to build understandings as to the
how and why of student success. They are more able to reorganize their problem-solving
in light of ongoing classroom activities, they can readily formulate a more extensive range
of likely solutions, and they are more able to check and test out their hypotheses or
strategies. They seek negative evidence about their impact (who has not learnt, who is not
making progress) in the hurly-butrly of the classroom, and use it to make adaptations and
to problem-solve.

These teachers maintain a passionate belief that students can learn the content and
understandings included in the learning intentions of the lesson(s). This claim about the
abi]jty_t_c?'}-l.a;e_a_deep understanding of the various relationships also helps to explain why
some teachers are often anchored in the details of the classroom, and find it hard to think

outside the specifics of their classrooms and students. Generalization is not always their
strength.,
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FIGURE 3.1 Effect sizes of differences between expert and experienced teachers
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. demonstrating respect for all in the school;
g. showing passion for teaching and learning. and
h. helping students to understand compiexity.

Steele (2009) has used our studies to develop a model of ‘inspired teaching’. She made
distinctions between the ‘unaware’, ‘aware’, ‘capable’, and ‘inspired’ teacher; that inspiration
comes both from teachers being evaluators of their own effect and from teach.e.;;t_a—l-(‘i.ng
ihspiration from the students — their reactions, learning, aridﬁa]le;g_es_. She traces the
pafhm?fﬁq_e dimensions: the path to solving instructional problems; the path
to interpreting events in progress; the path of being sensitive to context; the path to moni-
toring learning; the path to testing hypotheses; the path to demonstrating respect; the path

to showing passion for teaching and learning; and the path to helping students to under-
stand complexity. /

Take, for example, showing passion for teaching and learning. Steele notes that passion
is not mysterious: it relates to the level of enthusiasm that the teacher shows, the extent
of commitment to each student, to learning, and to teaching itself, and it can be seen when
listening to teachers talking about student learning.

These teachers are firmly convinced that they are responsible for student learning and
consistently bend their efforts toward doing a better job every day.

(Steele, 2009: 185)

These teachers see better ways in which to teach their students; they believe that how
they talk about the specific topic and the ways in which they lead students to experience
it can make each lesson more engaging; and they believe that they are personally respon-
sible for student learning. Most of us recall our favourite teachers because they cared deeply
that we shared their passion and interest in their subject, they seemed to take extra effort
to make sure that we understood, they tolerated and learned from our mistakes, and they
celebrated when we attained the success criteria. These passionate teachers had the same
time, same curriculum, same exam constraints, same physical settings, and the same class
sizes as other teachers, but they certainly communicated the excitement of the challenge,
and their commitment and caring for learning.

Steele notes that nearly all enter the teaching profession with a sense of idealism and
purpose. As we confront the realities and challenges of schools and classrooms, we can then
choose four roads: quit (as do about 50 per cent within the first five years); become dis-
connected and simply perform the role of teaching; work to become competent and seek
promotion out of the classroom; or learn to experience the joy of inspired teaching. The
difference between the inspired teacher and the capable teacher is large. T do acknowledge
that some commentators prefer to talk about inspired teaching (rather than teachers), arguing
that individual teachers can be inspired on some days, but not necessarily on all days —
and maybe not for all students all of the time. This is indeed the case. We know;, for example,
that Roger Federer is not a brilliant tennis player with every shot — but this should not
mean that we can speak only of inspired tennis playing, and not of inspired tennis players.
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Teachers: the major players in the education process

There is so often a rush to solve the problem of ‘the teachers’, but this is a mistaken
direction. The messages in this book should not take us into the territory of measuring
teachers, paying better teachers more, changing the training, and fixing entry into the
profession — albeit that these are important and fascinating questions. Instead, the message
of this book is to enable each teacher to better understand his or her effect on his or her
stu.c_l_ents, and to assist teachers to develop a mind frame of evaluation to help them to move
intc@g&gf_hig_l_l_lx_eﬁ’g@ye_tg@_rs (that is, those who regularly have impacts d <
0.40) that we all should be inspired to join.

This is how a profession works: it aims to help to identify the goal posts of excellence
(and they are rarely simple, uni-dimensional, and assessed by a test alone, as the outcomes
of education outlined above should clearly show); it aims to encourage collaboration with
all in the profession to drive the profession upwards; and it aims to esteem those who show
the competence. Too often, we sce the essential nature of our profession as autonomy —
autonomy to teach how we know best, autonomy to choose resources and methods that
we think are best, and autonomy to go back tomorrow and have another chance of doing
what we have already done many times. As I noted in Visible Learning, we have good
evidence that most, if not all, of our methods, resources, and teaching do have a positive
effect on achievement — and many attain greater-than-average effects. The profession needs
to be embracing the notions of what it is to be successful in teaching, helping all in a
collaborative manner to attain this excellence, and recognizing major effects when they
are evident. We have no right, however, to regularly teach in a way that leads to students
gaining less than d = 0.40 within a year.

Clearly, this approach of evaluating the effects of teaching places more emphasis on
student learning; often, we have been much more concerned wdrh_tg:g}ﬁ_ng_r_a_ther than
learning. At best, for some, learning occurs if the students complete the task, show interest
and engagement, and ‘pass’ tests. Moving towards understanding learning, however, means
starting with the private world of each student and the semi-private world of peer
interactions, as well as the more public teacher-managed effect on students. Nuthall (2007)
noted that 25 per cent of the specific concepts and principles that students learn are
critically dependent on private peer talk or the choice of resources with which students
can engage. The key is what is going on in each student’s mind — because influencing these
minds is the point of the lesson!

When students are interviewed as to what they want from teachers, the same theme
of understanding their learning comes through. Mclntyre, Pedder, and Rudduck (2005)
summarized an extensive series of research on student voice and concluded that students
want a constructive focus on learning. Students do not digress to complaining about
perceived injustices, or describing personal teacher characteristics; they wanted to talk about
their learning and how to improve. As Chapter 7 will show, our studies underline the
importance that students place on ‘moving forward’. The students preferred concise
explanations, recognition that students can learn at different rates, tasks that connected new
with the familiar, and a greater independence and autonomy in their classroom learning
than that to which they were often accustomed. As McIntyre et al. noted, it is as easy as
it is legitimate for teachers to claim that students’ suggestions rarely take adequate account
of the complexity of the teacher’s task, but it is only those teachers who have the mind
frame that students’ perceptions are important who make the sustained efforts needed to
engage students more in learning.
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The lessons

The aim of the next five chapters is not to suggest that there is a linear route through
from planning to impact, but to frame the findings from Visible Learning into the key stages
of decision making through which teachers work when they are engaged in the staccato
of teaching and learning. Decisions are so often made to engage students in interesting
activities, to excite them to participate in learning, and to ensure that, when the bell rings,
they have completed the assigned tasks and at least enjoyed the activity. Such dull aspirations
for students may entice the willing, the bright, and those with high levels of ‘inhibitory
control’, but will not ¢ontinue to challenge students to reinvest in the game of schooling.
Lingard (2007) and his team observed 1,000 classroom lessons and noted the low levels
of intellectual demand, and there are many observational studies that highlight the
overpowering presence of teachers talking and students sitting passively waiting. The claim
is that these behaviours are not the case in all classrooms. Instead, the claim is that teachers
must have the mind frame to foster intellectual demand, challenge, and learning,'because
these are the more powerful predictors of interest, engagement, and higher level and
conceptual thinking that make students want to reinvest in learning.

‘There is an emphasis on planning, being clear about the purposes and outcomes of
lessons (both by the teachers and students), having expectations or targets of what the
impact should be, and then continually evaluating the impact of the teacher on the learner.
It is important, however, to note that while the emphasis in this book is very much on
the teacher, this does not mean that students cannot learn via other sources (such as the
Internet, peers, family) or that they cannot become their own teachers. Such self-learning
is surely a goal of our teaching efforts.

The methods and processes outlined in these next chapters often cite the importance
of teachers critiquing each other, planning together, evaluating together, and finding many
other ways in which to work together. I acknowledge that this is a resource-intensive claim.
The plea is to find ways in which to resource this learning together within schools, because
this would be a much more effective and efficient use of educational funding than that
typically spent on the peripheries and structural issues of schooling — which so often have
less effect, such as offering summer school (d = .23), reducing class size (d = .21), ability
grouping (d = .12), open learning communities (d = .01), extra-curricular programs

(d = 17), or retention (-.16). Accomplishw_&ct_wie}nt learning

depends on teams of teachers working together, with excellent leaders or coaches, agreeing







