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A major theme of this book and of Visible Learning is that the quality of teaching makes
all the difference. Yes, it would be nice to have eager, well-groomed, invested students with
financially gifted parents, but our neighbourhood schools must take all who walk through
the gates. We could ask that students need to be ‘ready’ and motivated, and come to school
well fed, having been supported at home to do their homework, and are attentive and
calm. This would be wonderful, but a major role of schooling is to help students to acquire
these habits; we should not discriminate against students whose parents may not know
how to help them to do so. We could remonstrate about the quality of teacher selection,
preparation, promotion and so on — but the chances of making differences in these matters
has thwarted so many for so long with little evidence of change. These issues are important,

o but history has shown that resolving them has not made much difference to student
'u 3 learning to the degree that is required. For example, there is not a lot of evidence that

N improving teacher education colleges has improved the overall quality of teaching (but,

L of course, this is not to say that we should stop trying to find better ways in which to

(-;:; educate teachers to have these impacts). We have used tests to measure the surface know- I
s ledge and used these data to name, shame, and blame — and teachers have learnt to play

| this game — but playing the testing game even more smartly will not make the difference.

We have spent billions on buildings, restructured curricula to align with tests and vice

versa, and engaged in wonderful debates on the peripheries of what really makes the

difference. We love to talk about the things that do not really matter. Perhaps the greatest

resistance to change of the current system is that we have asked millions of teachers to

improve this system — and they have applied their creative thoughts, and thus improved
and sustained the current model far beyond its use-by date.

We know that the major source of controllable variance in our system relates to the
teacher, and that even the best teacher has variability in the effect that he or she has on
his or her students. The message in this book is that teachers, schools, and systems need
to be consistently aware, and have dependable evidence of the effects that all are having
on their students — and from this evidence make the decisions about how they teach and
what they teach. The message is that the evidence is about student learning — particularly
progress ~ provided that the learning intentions and success criteria are worthwhile,
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meaningful to and understood by the students. It can be done
_ a5 is the case in so many classrooms around the world every day. Our role 1s to make
this learning more transparent, so that it can be critical in driving decisions.

This chapter starts at the top of the system and asks what some of the implications are
for the system level; it then asks what some of the implications are for school leaders and
goes on to outline a model of change that may lead to the optimal impact on student
learning, Finally, it elaborates on the all-important, key, undeslying mind frames suggested
for all. It is these mind frames that need to pervade our thinking about teaching and
learning, because it is these ways of viewing our world that then lead to the optimal

decisions for the particular contexts in which we work.

challenging, and become

A model for systems

s influenced me is Ben Levin’s How to Change
ful academic, but has also been a deputy
He starts from the premise that the heart
practices in schools,

One of the more powerful books that ha
5,000 Schools (2008). Levin is not only a success
minister for education in two Canadian provinces.
ent rests in improving daily teaching and learning
balanced with the notion that the school is the appropriate unit of evaluation — that is, that
ne in the school needs to collaborate to ensure that the daily teaching and learning
hool, and all are responsible for its success. This ties directly
to the claim in this book that teachers and school leaders are fundamentally evaluators. It
ties with claims that the culture of the school is the essence of sustained success. Elmore
(2004) also reiterates this claim — that the school leaders are responsible for cultural changes
in schools; they do not change by mandate, but by specific displacement of existing norms,
structures, and processes by others — ‘the process of cultural change depends fundamentally
on modelling the new values and behaviours that you expect to displace the existing ones’
(p. 11). It is about how the way in which we think leads to the changes that we want. It is
about our mind frames in relation not only to having major impacts on students in our
schools, but also knowing about the magnitude and nature of these impacts.
Improvements relate to building a collective capacity of teachers in a school to show
success — not only in achievement, but also in making learning a valued outcome, by retain-
ing students’ interest in learning, in making students respect themselves and others, by
recognizing and esteeming diversity, and by building community. Students are never
‘owned’ by a teacher, but by the school. Collectively, schools need to agree about the key

knowledge, skills, and disposition to be learnt, to agree about how all will know the impact

and effects of their teaching and the school on students (in a regular and{dependable way),
the school’, to have plans

to have a specific person responsible for ‘student success across
in place to identify when students are not learning or when they are excelling in learning,
to ensure that all provide multiple opportunities to learn and to demonstrate learning, and
most importantly to share errors, share successes, and constantly share the passion of
teaching. Christine McAulliffe, the astronaut, summed up this underlying passion of
teaching perfectly: ‘1 have touched the future: I teach’

Levin calls for ‘Lasting and sustaining improvement in student outcomes’ — both in 2
greatly reducing the gaps in outcomes among

broad range of important areas, but also in
different populations, so that all in society can benefit from public education. He is clear

about what does not work. It does not work to assume that:
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the starting place is governance and policy;
new curriculum ‘

and standards can, by themselves, foster betterment: and
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outcomes:

e . . focusing on
He advocates nine essential practices for improved

high expectations for all students:

strong personal connections between students and adults:

greater student engagement and motivation; ’

arich and engaging formal and informal curriculum;

effective teaching practices in all classrooms on a daily basis;

effective use of data and feedback by students and staff to in’lprove learning;
early support with minimum disruption for students in need; "

strong positive relationships with parents; and

effective engagement with the broader community.
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sibility for professional development havin

g an impact on students (and not only on
teachers)

»and a renewed urgency to create more debates about learning. A lot of my own
work is spent helping systems and schools to devise ‘dashboards’ of what success looks like
and where on the pathway to this success is the school. The e
more on progress and less on levels of proficiency,
exhibited in the dashboards. As always, the key ¢

to create the right debates; the systems do not resolve the debates. Professional judgement
is key and it is important to focus the accountab

ility more on the overall teacher Jjudge-
ments that are made about progress. The two key questions here are: what is the quality
of evidence that informs the teacher judgement, and what is the quality of the conse-
quences for the teaching and learning from this evidence? Note that the attention is not
on the data, not on reports of the data, but on the professional Jjudgements and conse-
quences of the key person in the student lear

ning debate over whom we have some
influence: the teacher. The sobering comment is t

hat some schools do not like these debates
about their impact — because it is easier not to know.

As has been noted, the reward is teachers knowing, in a dependable and public manner,
the quality of their impact (see Amabile & Kramer, 201 1), and the New Zealand system
rewards schools that are engaging in their debates with ‘earned or supported autonomy’,
There is a quasi-inspection system (the Educational Review Office, or ERO), which visits
schools and then provides a public report on the quality of the school in many aspects. If
the inspection finds major evidence of schools having dependable systems about their
impact and they are having positive impact, then the school earns a degree of autonomy
— that is, inspection every four or five years; if not, the inspection is more frequent (in one
case, every four months, and the ERO provides direction for these schools to improve

knowing their impact). This is the focus that was referred to in early chapters: a focus on
having dependable knowledge of the impact on stude

nt learning by evaluating and )
esteeming the quality of the teachers’ professional judgements.

mphasis on a daily basis is
but the targets of proficiency are clearly
omponent is providing quality evidence

A model for school leaders

A major reason why teachers stay in a school or st
the school leaders so that teachers can have a

teacher would stay in teaching: teacher autonomy; leadership; staff relations; the nature of
the students; facilities; and safety. The factor that explains the decision to stay or not — by
a long way - relates to the nature of leadership (Boyd et al., 2011; Ladd, 2011). It is the
leaders’ motivation of teachers and students, identifying and articulating high expectations
for all, consulting with teachers before making decisions that affect teachers, fostering
communication, allocating resources, developing organizational structures to support
instruction and learning, and regularly collecting and reviewing with teachers data on
student learning. Learning leadership is the most powerful incentive to stay in teaching.
To give permission to teachers to engage in evaluating their impact and then using this
evidence to enhance their teaching requires leaders who consider that this way of thinking
and acting is valuable. The core lever with which to create schools that lead to enhanced
impact is the leader’s beliefs about his or her role. There are many ways in which we can

consider how school leaders think and work. Two well-used ways are ‘transformational’
and “instructional’ leaders.

ay in teaching relates to the support by i
positive impact. Think of reasons why a
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m Transformational leaders are attuned to inspiring teachers to new levels of energy and

commitment towards a common mission, which develops the school’s capacity to work
together to overcome challenges and reach ambitious goals, and then to ensure that
teachers have time to conduct their teaching.

Instructional leaders attend to the quality and impact of all in the school on student
learning, ensure that disruption to learning is minimized, have high expectations of
teachers for their students, visit classrooms, and are concerned with interpreting evi-

dence about the quality and nature of learning in the school.

Robinson, Lloyd, and Rowe (2008) conducted a meta-analysis comparing these two forms
of leadership. Based on 22 studies and 2,883 principals, the impact of transformation
leadership on student achievement was 0.11, whereas the impact of instructional leadership
was 0.42. The effects were strongest on promoting and participating in teacher learning
and development (0.84), establishing goals and expectations (0.42), planning, coordinating,
and evaluating teaching and the curriculum (0.42), aligning resource selection and
allocation to priority teaching goals (0.31), and then ensuring an orderly and supportive
environment (0.27). The authors concluded that the reason for these enhanced effects is
that transformational leaders are more focused on the relationship between leaders and
teachers, and that the quality of these relationships is not predictive of the quality of student
outcomes. In contrast, instructional leaders are more focused on the quality and impact
of teaching in the school, and on building appropriate trust and a safe climate in which
teachers can seek and discuss this evidence of impact.

These findings align with the fundamental argument in this book that leaders in schools
(teachers, principals, boards) need to be fundamentally concerned with evaluation of the
impact of all in the school. In schools that regularly have evidence of high levels of impact
on students, the leadership can be more indirect in supporting teachers in their work
towards higher levels of impact. Conversely, schools with lower levels of impact are more
in need of direct leaders creating an orderly and safe environment, working directly with
teachers in the school to set appropriate goals and expectations, and explicitly providing
resources that help teachers to know their impact and to discuss the consequences for
change to improve this impact (Bendikson, Robinson, & Hattie, 2011; Rdbinson, 2011).

The argument is that such instructional leaders can truly make the difference, and it is

the beliefs and construction of their role that serves to make this difference and inspire all
in their schools. The important distinction, however, is to move from the notion of
“instructional leaders’ (which places too much emphasis on the instruction) to ‘learning
leaders’ (which places the emphasis on student and adult learning). The focus is not “Was
it taught?’ and ‘How was it taught?’, but ‘Did students acquire essential knowledge and
skills?”, ‘How do we know?’, and ‘How can we use that evidence of student learning to
improve instruction?’

A key role of learning leaders is to construct the learning of the adults in the schools.
There are features of teacher learning or professional development that we know have an
impact on student achievement. Such features include coaching over an extended time,
the use of data teams, a focus on how students learn subject matter content, and teachers
working collaboratively to plan and monitor lessons based on evidence about how students
learn in light of this planning (see Bausmith & Barry, 2011). Timperley, Wilson, Barrar,
and Fung (2007) completed a synthesis of the effective professional development systems,
and they promoted a five-step process (see also Timperley, 2012).
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1. What knowledge and skills do our students need?

2. What knowledge and skills do we, as teachers, need?
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A model for change
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At B S e e

a. Develop a foundation for delivery

L. Define an aspiration. In this case, that aspiration is knowing and valuing the impact that
all in the school have on the learning of the students. The recommendation is:“To ensure
that all students gain at least d = >0.40 each year in this school on valued learning’
This also means that schools need to address some key prior questions: “What do we
want our students to learn?’; " Why does that learning matter?’; “What do you want your

students to do or produce?’; ‘How well do you want them to do_it?’; ‘How will you

know how well the students are understanding?’ (Gore, Griftiths, & Ladwig, 2004). Know
thy impact.

2. Review the current state of delivery. As with all learning,

knowing prior achievement and
what the student brings to the class (

from his or her culture, motivation, expectations)
is critical for moving forward, and particularly for setting defensible and reasonable
targets for enhancing student achievement. This step may entail a needs assessment and
a review of current evidence (its quality, appropriateness for the mission, strengths and
gaps), but also knowing about whether all in the school understand the delivery
challenge and whether there is a culture of delivery.

3. Build the delivery unit. This is not about accountability methods or external Imperatives,
but about a commitment to action to achieve the aspiration. The unit is not necessarily
the teachers or school leaders, but a small group responsible for ensuring delivery. The
question arises: who is in charge of ensuring success in this school
‘dean of success’? Of course, the answer is ‘everyone’, but the d
focused on ensuring that all systems are going to meet the targets.

that the unit be small, reside outside the school hierarchy (beca
the school as well)

— that is, who is the

elivery unit is more
Barber recommends
use it must influence
, and have time and sufficient resources to ensure delivery.

4. Establish a guiding coalition that can remove barriers to change, influence and support the unit’s
work at crucial moments, and provide counsel and advice. This does not need to be a formal
group and may change in membership,
probability of success. The coalition is
important in school change.

with all aiming to help to ensure a maximum
essential for developing the trust that is so

b. Understand the delivery challenge

L. Evaluate past and present performance. What is the evidence most indicative of
performance? How dependable and credible is this evidence to the teachers, school
leaders, students, and parents (and whomever else)? What are the target indicators?
What are the correlates of these target indicators, and the indicators of unintended

consequences? Does the school share a program logic of how learning occurs in this
school?

- Understand drivers of performance and relevant systems activities. Do all in the school

understand the drivers of student learning? Are they drivers over which they have some
control? Are there mindsets that inhibit the impact that we need to have on learning
(for example, ‘Give me bright students and I can achieve’; ‘But it is all about poverty

and the home’; ‘If they do not come to class prepared, that’s not my fault’; “We know
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that Group X are underachievers and do not value education’), or do the teachers in
the school see themselves as change agents, recognizing that all students can learn, that
they can have marked positive impacts on all students, and that they are tasked primarily
with knowing their impact on students?

c¢. Plan for delivery

d.

158

1. Determine your reform strategy. Strategy is primarily the role of the school leader, and
the role of the delivery leader is to inform this strategy. There is no magic formula, no
program, and no quick way in which to achieve systematic, genuine, and identifiable
impacts on student learning. Doing so requires all in the school to want to have this
impact, to adopt theories of change that allow the best ways of getting there, to build
capacity, capability, and culture, and to evaluate strategies. Remember: in education,
everything works if d = >0 is desired; so evaluating strategy against the higher
benchmark is required and removing some past practices that have met d = >0, but
not d = >0.40, may be needed. This usually entails changing the way in which teachers
see the nature, quality, and acceptability of evidence of their impact.

2. Set targets and trajectories. Setting challenging and defensible targets is critical for all levels
in the school — from the front office, through school leaders, teachers, and students.
The advice earlier in this book was to set targets at each student level and work forward,
and certainly not the other way around. School-wide targets are often averaged across
all students and thus leave many students behind — this is the flaw of the average. Decide
on the trajectories to attain these targets, and then devise systems to evaluate the success
in this trajectory. Given that there are likely to be many targets (please, other than test
scores), it is also necessary to agree on the nature, quality, and acceptability of the
evidence.

3. Produce delivery plans. Planning is everything: it is a work in progress, and it requires
revision, rework, and realistic support. This is wltere school leadership comes to the

fore.

Drive delivery

1. Establish routines to drive and monitor performance. This is where effort exceeds
expectations by having all being aware of their roles in the plan to the targets, planning
stock takes, and being transparent in reporting progress or otherwise in a timely manner,
being aware of the challenges, and creating the trust in the culture of the methods to
attain the mission.

2. Solve problems eatly and rigorously. In a sense, every student’s progress is a ‘problem’, and
if every student is allowed a major problem each year, in a typical school this means at
least one major problem a day! Accepting that the problem is real for the person with
the problem is important; there is then a need to reassess the priority and severity, and
evaluate the criticalness for solving the problem relative to the delivery of the target.

3. Sustain and continually build momentum. Momentum is very much a product of the
quality of the routines, the willingness to problem-solve, and the evidence of success
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e. Develop, identify, and esteem success
This is the fifth step that I add to the above four.

, change, esteem, and problem-solve
mprovement rather than blame, which is the
and to create g cohesive group of educators

These processes of change are powerful
the current case is very much related
learfxipg n our schools. The essence u
participants think about th
mechanisms of change ¢

, bl}llt they are ‘destination-free’ The destination in
to havt . o

’ aving major and positive mmpacts on student
e n erlying these changes is the ways in which the

» their impact, and their syce is 1 i
, ess. This is movine
' o

owards the meaning and purpose of change, g the
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also relate to minority students, started by showing teachers students’ stories of what it

was like for them in these teachers’ classes. To encourage teachers to adopt some of the
‘theories of practice’ outlined in this book requires not lecturing or hectoring them, but
th listening to these theories of practice, and then secing how their own theories
can be modified or ephanced to consider the fundamental message about them knowing
their impact — as the starting point for having theories (not the end point). In working
with many teachers and school leaders, it does not take long to show them the power of
estions about knowing their impact, but it requires a lot of
s mind frame. As many have said: ‘Tt was casier not to know’
These mind frames, or ways of thinking, are identified based on the claims made in the
preceding chapters. The claim is that teachers and school leaders who develop these ways

of thinking are more likely to have major impacts on student learning.

starting wi

starting with the evaluation qu
change to sustain and-embed thi

Mind frame 1: Teachers/leaders believe that their
' fundamental task is to evaluate the effect of their teaching

on students’ learning and achievement

I I Among the most powerful of all interventions is feedback or formative evaluation —
providing information to the teacher as to where he or she is going, how he or she is
going there, and where he or she needs to g0 next. The key factor is for teachers to have
mind frames in which they seek such feedback about their influences on students and thus
change, enhance, or continue their teaching methods. Such a mind frame — that is, seeking

P evidence relating to the three feedback questions ("Where am 1 going?’; How am 1 going

f there?’;"Where to next?’) — is among the most powerful influences on student achievement

N that we know.
B, Knowing what is optimal does not alway
resources, sequence, and so on, and then implemen

s mean deciding on a teaching method,
ting these to the best of our abilities.
o use’, ‘what works’, and so

- It does not mean a prescription of the ‘seven best strategies ¢
i\‘-'._ on. Instead, what is optimal means altering the instruction ‘on the fly’ during the class,
i with the many students at differing stages of knowing and understanding on the basis of

feedback to the teacher about the value and magnitude of their teaching decisions. Hence
the importance of seeking feedback about our effects both in a formative and summative

manner.
The interactions between what we do as educators and what students are doing as
Jearners is the key: it is the interaction — and being tuned into the nature and impact of

these interactions — that is critical. This means evaluating what we are doing and what the
s of students, as well as evaluating

student is doing, and seeing learning through the eye
the effect of our actions on what the student does and the effect of what the student does
on what we then need to do — and, together, this is the essence of excellent teaching.

The operative notion is that of ‘evaluating’. Teachers need to enhance their evaluation
Only then are teachers best

Jkills about the effects that they are having on students.
s of

equipped to know what to do next to enhance students’ improvement. Over a serie

lessons, if the typical impact is not high (that is, at least 4 = >0.40), then change in the
‘ teaching methods is likely to be necessary. Offering ‘more’ is probably the worst solution;
what is needed is more likely to be “different’ methods. This is a ‘win-stay, lose—shift’ strategy-

» Mind frames of teachers, schoot leaders, and systems

The key questions underlining Mind frame 1 are as follows

How do I know that this is working?’
How can I compare “this” with “that”?’
“What i i i
at is the merit and worth of this influence on learning?’

“What is the magnitude of the effect?’

¢ : - : 3
C(/ hat CVlde W W sSing these (&)
NCE W( )uld convince me that I as rong in u h
g g S thOdS and

“Where is i
the evidence that shows that this is superior to other programs?’

; }1313 ha € I seen thls FIaCthe lIlStZlHed llere it }135 FIC C[LICSd EﬂeCtl ¢ Iesults (“ thh
Ouid convince me an [15 ::l fZngES on t}lf taSIS Cf the lelgnltude Cf the effeCtS)'

® ‘Do Ishare a i
common conception of progress with other teachers?’

fl\g::ld fr_ame 2: Teacher§lleaders believe that success and
| :re in §tuden_t learning is about what they, as teachers or
eaders, did or did not do . . . We are change agents!

] . .
equatIOIl, or that success or raiure 1S indeed the IeSpOnSl lty of the teache] N Iathe], 1t
] ]l f ] j j h b] f h B

is claiming that the i
greatest impact relates the teacher’s mi
cher’s minds iti i
that need to be fostered include the following ot Some ofthe posiive beles

® ‘All students can be challenged.

[3 b
® ‘It’s all about strategies, never styles.

‘ . . . - - -
It 18 lnlpoltallt to develop hlgll eXpeCtath
118 1()] 3“ StleCIHS relative to
thelr Startlng

e
It is important
to encourage help-seeki i
ng behaviours.
‘It is important to teach 1 i ) .
each multiple learning strategies to all students.
‘I .. .
tis important to develop assessment-capable students.
‘De . . . . .
veloping peer interactions is powerful for improving learning’

‘Critique, erro
que, r, and feedback are powerful opportunities for improving learning.

‘Developin, i
ping stuc.lent self-regulation and developing “students as teachers”
mechanisms for improving learning. e povertd

‘Don’t blame the kids.

. .
Handi i
caps of social class and home resources are surmountable.

“There is no pl it thi

. . .

e place for deficit thinking — that is, there is no labelling of student

ere low expectations of students. T

Ieac}lers .Ile. ed to S.ee the.]llsel\/es as (:llange agents — not as facﬂitators, developers, o1
constructivists. I helI r()le 1S to Change Students from VVha.t they are to VVhat we want the]ll
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is constructed.
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A studen

strate to that student that we have listened.

achievement gains (

Mind frame 6: Teachers/leaders enjoy the challenge and
never retreat to ‘doing their best

brace this challen
. e Tifm | nee — and we need to em - .
in most class’s life is a challeng eaching is that what is challenging

t be (o] (0) (0) t O o the llldlvldual
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Mind frame 7: Teachers/leaders believe that it is their role
to develop positive relationships in classrooms/staffrooms

So often, we are concerned about the classroom climate, but for
trustworthy, empathetic climates. The primary purpose is to
about making mistakes and not knowing,

get the purpose of warm,
allow students to feel okay
and to establish a climate in which we welcome
€rror as opportunities. Learning thrives on error: a fundamental role for teachers is to seek
out misconceptions, misunderstandings, and lack of knowledge. While teachers may have
warm interpersonal interactions, this is not the point. The point is: do the students believe
that the climate of the class is fair, empathetic, and trustworthy? Can students readily

indicate that they do not know, do not understand — without getting snide comments,
looks, and sneers from peers? The

the right classroom climate is about
learning; in the same way,

power of peers is pervasive, and much about creating
creating a safe harbour for welcoming error and thence

it is critical for school leaders to create a safe staffroom climate,
so that all teachers can talk about teaching and their impact on student learning,

Mind frame 8: Teachers/leaders inform all about the
language of learning

In many aspects of daily interactions, we take on many foles that are formally undertaken
by professionals. We are travel agents, bank tellers, store assistants, bloggers of news, and so
on. Such co-production is becoming more common, but it has hardy dented schools. We
still see parents as those who receive biannual reports, supervise homework (or no

accommodation, and feed and look after students in the
lives.

t), provide
other eight hours of their waking

While all parents want to find ways in which to help to co-educate their children, not
all parents know how to do this. A major barrier for these latter parents is that they are
often not familiar with the language of learning and schools. For many of them, school
was not always the most pleasant experience. In our multi
schools in the lowest socio-economic area in New Zealand, we found many positive

consequences when teaching parents the language of schooling (Clinton, Hattie, & Dixon,
2007). The Flaxmere Project involved a series of innovatio
home-school relations, and included
former teachers as

-year evaluation of five of the

ns related to improving
giving a sample of families computers and employing
‘home—school liaison persons’ to help the families to learn how to use
the computers. The evaluation demonstrated that it was these former teachers who were
informing the parents about the language of schooling that made big differences — that
is, the parents learned the language about the nature of learning in today’s classro
learned how to help their children to attend and engage in learning,
speak with teachers and school personnel. Parents who co-understan
deliberate practice, concentration, the difference between surface an
the nature of the learning intentions and success criteria are more
with their children. Teaching parents the language of learning led to
by students in their schooling experiences, improvements in readin
skills and jobs for the parents, and higher expectations, higher s
endorsement of the local schools and the Flaxmere community

from d = 0.30 to d = 0.60 and occasionally were much higher ac

oms,
and learned how to
d the importance of
d deep knowing, and
able to have dialogue
enhanced engagement
g achievement, greater
atisfaction, and higher
(the effect sizes ranged
ross many outcoines).
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These are suggested starting points — because these can help you to understand the
delivery challenge and help you to decide on plans for delivery;

Conclusions

Once again, I am not claiming that it is teachers that make the difference. This mantra
ignores that there are as many teachers who have impact on learning below as above the
mean of d = 0.4. As I wrote in Visible Learning, this mantra:

has become a cliché that masks the fact that

the greatest source of variance in our system
relates to teachers

— they can vary in many ways. Not all teachers are eftective, not all
teachers are experts, and not all teachers have powerful effects on students.

(Hattie, 2009: 22)

That we do have so many teachers who can regularly attain above average impact and
attain above the typical growth within their c
and should be the essence of teachin
goes’ de-professionalizes teaching: if
success if they exceed the typical lo
that there is no practice of teaching

lassrooms is to be acknowledged, esteemed,
g as a profession. Allowing the notion that ‘everything
anyone with a pulse can teach and be allowed to show
w threshold of demonstrating d = > 0, then this means
, there is no professional set of skills and understandings
that allows more positive impacts (for example, d = > 0.40), and that we might as well
open the classroom doors to anybody. Sometimes, this seems already to be occurring and
the argument in this book is that this is detrimental to the en@rmous number of teachers
who are systematically having high positive tmpacts on student learning,

As noted earlier, this book is not about a new program that entails fundamental change
in what most schools are doing; it is about a frame of reference for thinking about the
effects or consequences of what occurs in a school. It is asking for more evaluation by all

¢ effects that the key personnel are having in schools. It
easurement, but about asking for more evaluation of the
effects of this measurement (and if the measurement is not having much evaluation value,

then maybe it should be reduced, modified, or dropped). The key factor is the mind frames
that teachers and school leaders have about the quality of evidence of their im

consequences from this evidence of impact.
As Michael Fullan (2012) has so long argued, teachers are not unfamiliar with change
— change is their life to the point at which many are inured to it —

but so often schools
are asked to change programs, to introduce New resources, or to

tl’y 4 NEW assessment

collaboration, confidence, and commitment to evaluating our effect on students. School

leaders and systems must take the lead in this evaluation process, and create a safe and
rewarding environment in which the evaluation process can occur.

The major message in this book is that enhancing teacher quality is one of the keys —
and the way in which to achieve this is through ensuring that e
has the mind frame that leads to the greatest positive effect
achievement. This is not going to happen with short-

very teacher in the school
on student learning and
term interventions, by naming and
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attention to both the short-term and the longer-term effects that we have on students, a

move from seeing the effect of one teacher on a student in one year towards seeing the

effect of many teachers on students over many years (which requires more longitudinal

interpretations), a move from teachers secing their professionalisms in terms of autonomy

(which usually means ‘Just leave me alone to teach as I wish’) towards seeing professionalism

in terms of the positive effects that so many teachers already have on so many students.
We need to replace ‘presentism’, consetvatism, and individualism with the longer-term

school effects of those teachers who are ‘evidence-informed’ and who take collective
responsibility for the success of our schools.

What is asked is not a restructuring, but a recapturing, of schools to optimize and esteem

the positive impacts that all can have on student learning. It is not a ‘one size fits all’ solution;
there are many evaluation processes and models, and it takes time and a climate of safety to
implement and nurture these changes. It needs attention to and an esteeming of teacher
Judgements, because it is these Judgements that the evaluation process is aiming to influ-
ence. It is using the preponderance of evidence to make professional judgements and to see,
as far as possible, beyond reasonable doubt that all in a school are having a sufficiently high

impact on all of the students. It also means that there is a powerful criterion of success for

all of our teachers and school leaders — that is, that success is learning from evaluating our

effect.You can all do this . . .You can focus . . . You can deeply implement . . . You can
Know thy impact

Exercises

1. Administer the Checklist in Appendix A to all in the school and then use it as the basis

for discussion about the future goals for the school, and to monitor your progress
towards becoming a ‘visible learning inside’ school.

2. Administer the following personal health check to yourself. Share the results with your
coach.
YOUR PERSONAL HEALTH CHECK FOR VISIBLE LEARNING
1. I'am actively engaged in, and passionate about teaching and learning.
2. | provide students with multiple opportunities for learning based on surface
and deep thinking.
3. I know the learning intentions and success criteria of my lessons, and [
share these with students.
4. 1 am open to learning and actively learn myself.
3. I have a warm and caring classroom climate in which errors are welcome.
6. | seek regular feedback from my students.
7. My students are actively involved in knowing about their learning (that is,
they are assessment-capable).
8. | can identify progression in learning across multiple curricular levels in my
student work and activities.
9. I'have a wide range of teaching strategies in my day-to-day teaching repertoire.
10. I use evidence of learning to plan the next learning steps with students.




Mind frames

tudents to
Consider the following ten questions that I have used to help pa}ientls and stu
nsi : : |
> idZntify great schools. Consider them in relation to your own schoo R
. 5 .
In the playground, do the students look each other in the eye? Or do they
a. )
o 5
each other or sit in cliques? -
b. Diversity breeds fresh thinking. Can the parents and students show you g
’ . . . d?
evidence that it is encourage ' i
How do parents and the students measure success? By the achievements o
c. Ho
or of the many? S
d. Ask to meet the best teacher. If the parents and students tell you that theyre all g
. they’re not thinking clearly. L
T . hom do students turn to? Every student should have someone who know:
e. Tow . .
they are doing and who will spend time with them.. e
i in the first month? It is a critical ind1
" Do new students make friends in t : ' ?
' how does the school make sure that it happens with all scudents N
Do students like mistakes? Learning starts from not knowing, so il(; thez1 ;r;io i
¢ h to talk about errors or not know1 7
Do students feel confident enoug e
h. Are students ‘assessment-capable’ in this school? Can they talk about how w v
. i ing next?
are doing, and where they are going .
i Does the school use acceleration for all? Are students enabled to learn at differ
i. Does
speeds? . .
j \;)/hat feedback do students get? Ask one: “What did you get told about your
J-
e in this one.
Look at the following books and see how they complement the arg}lni;n?e mages )
* (I\(;I(;ny provide more specific examples of the concepts developed in these p

] ] ] thesis
' ] i dents in schooling: Best evidence syn
- 003). Quality teaching for diverse stu . : : thet
Alt(')n ItJ'eQ’ é(.fe(llzingt())nQNevg Zealand: Ministry of Education, available online at http
1. , . -
Wwwltem weducationcounts.govt.nz/ publications/ ser(l;as({1 25(;)5/ i?ijyork. T
' e :
h: The journey of a teacher (3rd ed.).
Ayers, W. (2010). To teac
oy ] : Hodder.
Claﬂl::SS (2011). Active learning through formative asses§ment.'Londoanr; e CER il
Dinhar,n .S (2008). How to get your school moving and 1171pr011i;ng. Satrrr:cte“hwl. AP
R 011). Leaders of learning: How district, ool,
Four, R.., & Marzano, R J. (2 : ! - e
Duleao:ilers improve student achievement. Bloomington, IN: SoluAt1on Tree r?eaming. -
ieoins, S., Kokotsaki, D., & Coe, R. (2011). Toolkit of strategies t(.) 1mpro1/eh .//V;,WW e
nggl?csl:toéis spending tize pupil premium. London: Sutton Trust, a.vallable a't. t;p2.6 o 2.011)'
fo: ust.com/research/toolkit-of-strategies-to-improve-learning/ (retrcl:f;:zel 126 May 2
Pet?yrG .(2009a) Evidence based teaching: A practical approach (2nd ed.). Che :
ooty : Thornes.
_j(TZOO(Jr’;Ib) Teaching today: A practical guide (4th ed.). Cheltenham.(l;ﬁl;z;e ,_OBaSS'
Robinson, V.M.]. (2011). Student-centred leadership. San Francisco, b. o Kl R
St(e)ele C l; (é009). The inspired teacher: How to know otie, grow otie, or be ofie.
, itive scienti. jons about
'A'SC}? D.T.(2009). Why don’t students like school? A cognitive scientist answers\;/ujfstzogls Saom.
Wﬂlilr:ugthinrzim.i u./orks and what it means for the classroom. San Francisco, CA: John Wiley
0
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