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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, \ 

Cw 

but history has shown that resolving them has not made much difference to student 

. 

learning to the degree that is required. For example, there is not a lot of evidence that 
ae   

    

improving teacher education colleges has improved th 
i 

of course, this is not to say that we should stop tryin 
os 

educate teachers to have these impacts). We have used 
a 

ledge and used these data to name, shame, and 
this game — but playing the testing game even 
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 
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. 

e overall quality of teaching (but, 
g to find better ways in which to 
tests to measure the surface know- ‘ 

blame ~ and teachers have learnt to play 
more smartly will not make the difference. 

    
     

        

      
       

  

   

   matter. Perhaps the greatest 

    
     

  

   
   

  

   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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challenging, and become meaningful to and understood by the students. It can be done 

— as is the case in so many classrooms around the world every day. Our role is to make 

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, underlying mind frames suggested 

for all. It is these mind frames that need to pervade our thinking about teaching and 

hese ways of viewing our world that then lead to the optimal 

this learning 

learning, because it is t 

decisions for the particular contexts in which we work. 

A model for systems 

s influenced me is Ben Levin’s How to Change 

fal academic, but has also been a deputy 

He starts from the premise that the heart 

practices in schools, 

uation — that is, that 

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. 

of school improvement rests in improving daily teaching and learning 

balanced with the notion that the school is the appropriate unit of eval: 

everyone in the school needs to collaborate to ensure that the daily teaching and learning 

practices are the focus of the school, 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 1s 

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 

d’ 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); 

to have a specific person responsible for ‘student success across the school’, to have plans 

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, sammed up this underlying passion of 

teaching perfectly: ‘I have touched the future: I teach’ 

Levin calls for ‘Lasting and sustaining improvement in student outcomes’ — both in 4 

greatly reducing the gaps in outcomes among 

benefit from public education. He is cleat 

‘owne 

broad range of important areas, but also in 

different populations, so that all in society can 

about what does not work. It does not work to assume that: 

  

a sing] i gle change can create improvement in a short time frame: 
a fe | ew strong leaders can force a school to improve by itself; 
simplisti icati i i | plistic application of incentives will be a successful strategy; 
the starting place is governance and policy; 

new curriculu , m and standards can, by themselves, foster betterment: and > 

an accou ili i ntability system with oodles of data will create improvement 

Instead he argues for a balance betwee Oo y 
2 n fc cusing on a few k utcom I at rela e to cy o omes 

better t achi g earning (minimizing the 1S ctions), putting ff nt bu Id 
€) n and 1 d trai effort into 1 ng 

capacity for improveme ildi ivati Pp nt, building motivation by taking a positive approach, and increasing 
support for an effective, th , thoughtful, and sustained i 
the will (motivation) and vee wea 
outcomes: 

focusi 
skill. i i proved He advocates nine essential practices for improved 

high expectations for all students: 

strong personal connections between students and adults: 

greater student engagement and motivation; . 

a rich 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 improve learning; 
early support with minimum disruption for students in need: ° 
strong positive relationships with parents; and 

effective engagement with the broader community. 

th: na school, c need to collab orate to build a team orking togethe to sol c the 
dile S y 

ty 
gy Clr el h: u th nature ar uali evidence € d q € e UW 

mmas 1n learnin to colle tiv snare and criti d q oO d 
that shows our 1 Pp t on stu Pp Pp q 

mpac $s dent learnin. and to cooperate in Jannin and critiqui 8) 
& 1 ng 

? gs ? 
? 

lessons learnin: intentions and S SC aona regu. b ucces: riter1, lar asis. Yes this takes time to 

eS > y S 

( > 

work to: ether but ma be les debate about other structural concerns lower class Size 
different tracking methods; professional development sessions not related to these debates) 

could mak i e way for financing more teacher planning.and review time 
Michael Fullan 

together. 
2011) al i i selon meen ‘ a so has written on choosing the right drivers for whole systems 

wn chang the wa yor messages is that the right drivers are those that work direct 
g the culture so that students are achieving better measurable result ~ ults. 

The glue t b dst ee 
y »p P y; 

hat 1nd hi ffective drivers together 1 the U de I t tude iloso hy Ss nN rl Ng atti h 

and theory of action. I he mur rdset tl lat wor ks for who € syste. n reform 1S the one that 

ine itably g nerates 1 ctive 
i 

V e e. I dividua and colle ve motivation and corresponding skills to 

(Fullan, 2011: 5) 

identi ed our wrong dr Ivers: ACCOU. ty pp Pp 9 ( 
Cc nta using test results to aj raise, unish or 

ard); promoting individual teacher and leadership solutions; assuming, that technology 

151 

p
o
  



    

  

Mind frames 

i he day; and fragmented strategies. His four ‘right’ drivers are: creating a power 

vies af the Teaming. instruction-assessment nexus; using the oe ° a ee on 

Teatnin i r new teaching 

sane vctthe hors Be cand buildin systematic synergy between ee in 

eae the “fo “driver are among the core of the messages reiterated in this oe , 

be ae add » fifth: the system needs to provide resources to help schools to know 

thie sect chon shools that have sufficient impact can then earn a degree of sukonomy: 

me Sainte roles of the system is to provide mandates about these ene oe 

orovide vesources to enable schools to efficiently Raw fer mp - vee they are 

A or ee Aaah won ae seve San a cmative interpretations. Instead, we is 

Pe eaee ee ore é ' mative interpretations. The asT Tle package that we designe °" 

ae ‘New Zi land was based on ‘backward design’ principles — that is, we nae 

schools in New Zea - tations that we considered teachers and schools should be me re 

ane wi imp wee We then devised interpretative reports that passed two tests: di me 

a ately ke the interpretations that we wanted them to make from . 

aac and what ve theit consequences from interpreting the reports? When we started, 

Seance than 80 focus groups to satisfy these two tests, but we become more 

: ee ver th fs e Hattie, 2010b). After creating seven reports, we then begin ° 

acl al with items ve at all times gave teachers much control ot the Cao ae : 

‘peaause« 1 i i to ensure that asse 

Cae en ets “hs aes ° net each and to what the curriculum meant for ns 

on in we s tial . osure, it takes teachers a few minutes to set the parameters (for 

ane of st varricular objectives, difficulty of test, method [paper, nen 

eee w . lus many other choices) and the linear programming engine ni : 

See to build the optimal test, from the 12,000+ een ey caooht - ; 

copereh i i edback about whom 

me “wha nn Test neees and so on. The system is nina 

aa cotake i “hi h in elementary and primary schools. Last year alone, over a mi 7 

ee roth - e about 750,000 students in New Zealand), and the message 7 

ee er scome feedback about their impact — provided that it relates fo vee “y “ 

veaching i 1 f help offered in interpreting ae 

Oe tin “ aoe howe inbes (because numbers are often the oo 

The repornns st tion and consequences), is rich in detail while highlignting t a 

aan sheen din many schools to help to drive teacher debates about their me 

Se the: sore leasing use is by students, many as young as 7-9 years old, 7 - 

oa ae the reports about their own learning, and know how to then create discussi 
can interp 

ee eeee ane enott ie ce more oe ton accountability or ‘predictive’ a but 
is not to introduce TP! al 

to aoe ae nore resources to assist in the interpretation of See ee mares ° “id 

see 

a tee eae se to sea en nc of dependable information about where 
concentrate m 

New Ze land has now gone a step further, in that contracts for offering profes 
; ve oe schools must demonstrate agreed effect size gains. This has mean * spo 

vlienment of professional development, more coaching and less telling, a shai 
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Mind frames of teachers, school leaders, and systems 

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 c 
to create the right debates; the systems do not res 
is key and it is important to focus the accountab 
ments that are made about progress. The two ke 
of evidence that informs the teacher judgemen 
quences for the teaching and learning from this 
on the data, not on reports of the data, but on 
quences of the key person in the student lear 
influence: the teacher. The sobering comment is t 
about their impact — 

mphasis on a daily basis is 
but the targets of proficiency are clearly 
omponent is providing quality evidence 
olve the debates. Professional judgement 
ility more on the overall teacher judge- 
Y questions here are: what is the quality 
t, and what is the quality of the conse- 
evidence? Note that the attention is not 
the professional judgements and conse- 
ning debate over whom we have some 
hat some schools do not like these debates 

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

A model for schoo! leaders 
A major reason why teachers stay in a school or st ay in teaching relates to the support by the school leaders so that teachers can have a positive impact. Think of reasons why a 

my; 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. 
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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; Robinson, 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). 

Mind frames of teachers, school leaders, and systems 
  

  

1. What knowledge and skills do our students need? 
2. What knowledge and skills do we, as teachers, need? 
3. How can we deepen our professional knowledge and refine Our skill g s 

4. How can we enga € students 1n new te experie: e 
gi g n 1 arming neces 

5. What has been the impact of our changed actions? 

eat understanding 
» Privacy, and personal pref- 
> coined by Jackson | 968 > relates to the relative em phasis on current and lit imediate classroom needs, robles satisfactions instead of on | i ong-term impact and plans. Jacks¢ i i ae way m which teachers relied on their own independem rae oe ofthe dan 

“ 
io © one ee mw well they were doing, and that there was little significant s ng and techniques (see Hargreaves, 2010). Hence the i 

ns of their students 
haring of common 

achievement, - 

I have 0: ed y 
y > y ’ 

Ww rk closel with one elementar school close to m home over the past eight years, T he impact of these teachers IS stunning. 

oe 
' and every year I i i and 2 for all students; well in excess of the d = >0.40 fon which | “n nen ‘this asking in this book. I know the dedicati . 1cation, the commitment to i i driven hard work that all put in at this school oss vtcally the noe the ene 
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. : i is book 
Developing a defensible model for change is important t Boe mE ee 

be achieved. It is important to note that there is nothing rior literature, on Vi. i earning The messages and evidence are based on a study ° Prior hon 
isible : . noted in the introdu , 

a ee ee Cee. ee let’s do this for a while!’; insteat 
is no new cee he critical importance of understanding how excellent teachers 

t se Nove cbane i. ding to all teachers in the schools thinking in powerful ways a - 
Iris about hing act, and their collegiality in asisting all to have high expectations ei 
ne on i about having multiple sources of evidence about impact on all students, 

s. 

i ivati ing — this evidence of impact. 

Fa ae ea aw ofen de by having information about their 

succes 

esteeming 

The good news is that teachers are often “en ne an ange that can Boost 

i 2011: 22) noted that ‘o ; 
impact. Amabile and Kramer ( that can bow 

cm tions, motivation, and perceptions during a workday, the ning’ a am Ps viectly 

nak ress in meaningful work’. They noted the power of catalysts (a _— 

' 
i — agal - 

support work — especially from fellow workers) and nourishers (events g in espe 

way from hat show respect and words of encouragement). Negative in 

"ction ly hinder work), and toxins 

for teachers, I would 

ially from others \ 

aad inhibitors (actions that fail to support or eer i 

(discouraging or undermining events). The notion of mean Te en eit mow ws setting 

is having positive impacts on students learning. es,some I See a eoihe 

chrough he curriculum, keeping kids busy until the bell rings, doing one’s reo 

er vaders however, support teachers in their daily progress in this at 0) 

i" thos set a positive feedback loop into motion. Amabile and Kramer 
an 

concluded that if leaders: 

facilitate their stee chy progress salient to them, and treat them ell, they il cp erence 

+ 
; . 

the emotions motivations and perceptions necessal y for great performance Their 

Z > > " , 

101 ork ill contribute to organizational SUCCESS. And here’s ty 

super Ww Ww 
the beau of it 

They will love their jobs. 
- 

Fullan (2012: 52) echoes this claim: It 1S the actual experience of being more effective 

that spurs them to repeat, and build on the behaviour. 

A model for change 

Learning leaders need clear processes for impleme aan et to be, ought tO 

fi e spend too much time on saying what lea TS © > nee 

Food ought vo valve d need to spend more time considering how to effectively 

es an llow, and encourage all to know about 

e to low levels 

1 ; 1 in this nting the mind frames outlined in 

do, and ought to value; ines weed 60 spree 

ond eens on suadent learning. So many good ideas fail du ra 

lew ‘of in jementation fidelity, or dosage. Michael Barber (2008) has- deve ore 

Otte uve se f methods with which to accomplish successful delivery of suc ral 

sons or vl termed ‘deliverology’. While there has been criticism of the re 4 

that ao bee v introduced via this method, the method is the message. The fo oa : 

ie sed oth oi ciples developed by Barber and it is worth reading more ‘bow 4 

ean ot course, there is no one way in which to achieve ‘deliverology i see Barbet, 

Matte & Khe 201 1). There are four steps, as follows, to which I add a fifth. 
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a. Develop a foundation for delivery 

1. 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, Griffiths, & 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 E work at crucial moments, and provide counsel and advice. This does not need to be a formal 
group and may change in membership, with all aiming to help to ensure a maximum 
probability of success. The coalition is essential for developing the trust that is so 

—_ important in school change. 

b. Understand the delivery challenge 

1. 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 

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. 

. 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. 

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. 

d. Drive delivery 

158 

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 early 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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€. Develop, identify, and esteem success 
This is the fifth step that I add to the above four. 

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

These processes of change are powerful the current case is very much related learning in our schools. The essence u Participants think about th 
mechanisms of change t 

, Put they are ‘destination-free’, The destination in to havi ; oe ° aving major and positive unpacts on student cree, n erlying these changes is the ways in which the » Nelr Impact, and their succ is i i 
, ess. This is moving fj xe) owards the meaning and purpose of change. Semmes 

Eight mind frames 

  

 



  

Mind frames 

hers students’ stories of what it 

teachers to adopt some of the 

ring them, but 

also relate to minority students, started by showing teac 

was like for them in these teachers’ classes. To encourage 

‘theories of practice’ outlined in this book requires not lecturing or hecto 

th listening to these theories of practice, and then seeing how their own theories 

can be modified or enhanced to consider the fundamental message about them knowing 

their impact — as the starting point for having theories (not the end point). In working 

1 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: ‘It was easier 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 

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

starting wi 

with many teachers and schoo 

starting with the evaluation qu 

change to sustain and embed thi 

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

1 on students’ learning and achievement 

| { 
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 go 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 

f evidence relating to the three feedback questions (“Where am 1 going?’; “How am I going 

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

that we know. 

Knowing what is optimal does not alway 

on, and then implemen 

s mean deciding on a teaching method, 

ting these to the best of our abilities. 

resources, sequence, and so 
© use’, ‘what works’, and so 

i, alk 

. . 
: 

ae It does not mean a prescription of the ‘seven best strategies t 

a on. Instead, what is optimal means altering the instruction ‘on the fly’ during the class, 

hi 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 

cts both in a formative and summative 

the importance of seeking feedback about our effe 

manner. 
The interactions between what we do as educators and what students are doing as 

ners is the key: it is the interaction — and being tuned into the nature and impact of 

lear 

these interactions — that is critical. This means evaluating what we are doing and what the 

5 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 

skills 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 1s 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?’ 

W at evidence wou. convince me th t I was Wrong 1n usin tl ese etno a a g g ds nd 

“Where is t i he evidence that shows that this is superior to other programs?” 

a V here ha € I seen this practice installed here it has pro duced effecti Cc results (w hich 

ould convince me and ny col cagues on the basis of the magnitude of the effects)? 

m ‘Do I share a 1 common conception of progress with other teachers?’ 

fates frame 2: Teachers/leaders believe that success and 
Se ein student learning is about what they, as teachers or 

aders, did or did not do... We are change agents! 

This proposition 18 not makin the claim that students are not involved in the lea ni 1g g 

equation, or that all SUCCESS OF failure 1S indeed the responsibility of the teacher 3 rather, it 

is claiming that the 1 greatest impact relates the teacher’s mi cher’s minds iti i 
that need to be fostered include the following st ome fe postive belies 

w ‘All students can be challenged’ 
‘ % 

= ‘It’s all about strategies, never styles. 

‘It is important : to develop high ex : 
- o> 

ectations 
: : 

point. P for all students relative to their starting 

ess 
It is important to encourage help-seeki i ng behaviours.’ 

‘It is important to teach i i . “ each multiple learning strategies to all students’ 

‘Tt is i | is important to develop assessment-capable students. 

“‘Developi i ions i | eloping peer interactions is powerful for improving learning’ 

“Critique, error que, , and feedback are powerful opportunities for improving learning’ 

“‘Developin i ‘ ping student self-regulation and developing “students as teachers” 

mechanisms for improving learning. sees pow 

‘Don’t blame the kids’ 
“ . 
Handic i aps of social class and home resources are surmountable? 

“There is no pl. it thi ac i i ne place for deticit thinking — that is, there is no labelling of stud 

ere low expectations of students.’ ° nner 

Teachers ne ed to . ce themselves as change agents — not as facilitators, developers, or 

: change S nts from hat hey are to W hat we want the constructivists I heir role 1s to tude: Ww t e mM 
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Mind frames 

gu g 
classes 1n many countries and noted marked differences in the lan: age used in the class 

rooms. He concluded that: 

teachers value the development of a spoken 

f the goal of classroom mathematical activity 

matics, then the teacher may give 

ken mathematics. On the other 

ding resides in the 

it is clearly the case that some mathematics 

mathematical vocabulary and some do not. I : 

was fluency and accuracy in the use of written mat “ " 

little priority to students developing any fuensy = rex ae 

hand, if the teacher subscribes to the view that s ue eae tion to vech 

ity to justify and explain the use of mathematic proc . eae elas 

pn in carrying out these procedures in solving mathem pro * 

then ae eof seadent proficiency in the spoken language of mathemauss i. 

tee see ieed both for its own sake as valued skill and also because of the key role 
e prior , 

is constructed. 
language plays in the process whereby knowledge is (Clarke, 2010: 35) 

i i ‘ her claims 
i ion on this topic read “Researc 

aper heading about my presentation ae ened 

te hers yhould shut up’ (although I liked the letter to the editor the ne a on 

a he claims researcher should shut up’). While the heading may have cape see seneected 

hea wor message is more about the balance of talking and _ “S ok 

that teachers ‘shut up’ and then students engage in busy work, comp a idence 

of mila tasks, fill in worksheets, or talk among themselves Thee is iy ae to eater 

that i i dent talk necessar1 
i talk and increasing stude 

that reducing sae arab Wilkinson, Soter, Hennessey, & Alexander, 200). my : 

: d deeper comprehension, 
i d to promote surface an 

ticular type of talk is neede ee 

a ‘aca particular type of listening is needed to better understand new " ce 

send wn ve learning, and it may be that a particular type of reaction en eating up Ae 
a ; 

oe vole using rapid formative feedback) is the essence of the power ° hae ee 

Cal R s, the famed psychotherapist, demonstrated, active beni sea eed 

Ncmonsteate li a, but also that we ha ly have’ listened, te to the other that we not only tes Ae icine ail 

sedentend and show that we have listened. Providing formative eo — 8 i 

st dent to know what to do next is among the most powerful ways in w. 
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 

in most class 8 life 1s a challenge _ and we need to embr ace this challenge and 

eaching 1s that what is challenging 

t b Oo otner; ne € e cons ention to the ind 
no e to al tt L; I ¢ th constant att fl Vv. dua 

irerence: and seekin the commor ality oO tl t peers can wo! k to! ether with the teacher 
Ss al p $ Cal g 

d fife $s g 

to make the difference. The teachers role is not to decide ont 

at it 1s ¢ tu. ents; instead, his Or her role is to 

1t down into mana: eable bits sO th: s§ easier for 8 di 
8 

decide on how to engage students in the challenge of the lear ning. This 1S why Jearning 

hen students 
i i rongly, because w 

j been emphasized so st x 

oe eer hee f s that are so critical to success 

Every day 

make it the challenge that we want it to be. The art of t 

intentions an 

understand these, they can see the purposes of the challeng 

in learning. 
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Mind frames of teachers, school leaders, and systems 

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 error as opportunities. Learning thrives on error: a fundamental role for teachers is to seek out misconceptions, nusunderstandings, 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 power of peers is pervasive, and much about creating the right classroom climate is about creating a safe harbour for welcoming error and thence learning; in the same Way, 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-year evaluation of five of the 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 

| 

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 reading achievement, greater 
skills and jobs for the parents, and higher expectations, higher satisfaction, and higher 
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   
       (the effect sizes ranged 

ross many outcomes), 
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When this co learning occurs then more evidence about the impact on learnin can 

€ derst p tentially acte y ] volvement in home work. in 

b un ood and oO Cc d upon b all. he im ol 3 

i i ress of their children, 
ing and promoting schools based on evidence of impact on pro vMocyee inthe home 

emun lc "= 

snd avid t and opportunities to engage in worthw’ theh 

eee in piocres uators and learned citizens. . : 
e al 

can all assist in progressing students to become critical V 

2 
a Ng 

y 

I hese el ht mind frames are the essence of creat schools that can claim the have 

g y 
hich schools need t Cul 

V1S sle 
oO otions on W. 

jearnin: inside .The are the core notior 
O TO Ss if there 

is to b cess a ha 1 g Tk I impacts on all students in their learn g . 

€ SUCCE: t vin ajo. 
ar d achieven ent 

It wa way of thinking that makes the difference and we need to turn away from finding 

g p 
i etho or c * 

Cc: the teaching mi ; 
the thin: the rogram, the resource, h d th structure Ww hen we 

b & the evaluators of our impact > then e ha € the basis for g g 

ecom 
Ww V the reatest sin. le 

improvement in our schools. 

Where to start this change process? 
e have been nd purposes for chang s, the agents, processes, and purp t?’ The start- 

ctions 

th t section In e above hree 

‘ , e in the dire 
t is evaluating whether you and your school are ‘ready’ for ne perenne 

h i ions lecturing staff abo 
i 1 st running sessions le 7 

i this book. I do not sugge Does shone da 

en because this ignores the mind frames that teachers cay a ee | 

of th 1 of defence. , 
eee f their own teaching. War stories are so often the currency eee hes sve 

ot i 1 j to see 
succ st inviting teachers to evaluate their own mind frames an 1 ee abowe teacher 
“haved ‘oss other teachers. For example, it is worthwhile ening : eth aang 

sad amude ise 2 in Chapter 8)31 , i f feedback (see Exercise ae 
dents’ conceptions 0 aoe veh alae 

nt ool available standardized assessment to calculate effect sizes On Coon Gece sine 

wd ea h dent — and asking about the value of the interpretations 
and each student — 

| 

Se th a nk ‘ne inside’ takes time, cannot be rushed, and requires 
is i i ‘visible learning insi , ee 

introduction to ‘visib Kes sooo ened 

h tn ch groundwork be done before you can drive “ehvery The vats ii highly 
u . . : 

‘ a ™ sna ement are critical, because if there 1s any sense 0 secon eae ncept of 

sek, . 9 fail they need to be learning leaders. This is a developmen a Z stone ction on 

i len d impact, which needs to involve all staff in shared succe 
excellence ani ; 

: f teachers, provide in the school. The process must be seen as supportive 0 - a all students in the . beliefs and concerns about the natu 

‘know its impact, 

ing poin 

opportunities for teachers to discuss their Fee een aides wo 

vidence and the meaning of the ways in which the s e . . . 
and see the value and esteem that comes from engaging moe pros +g journey is that 

at will soon become evi - 

Sree nen most schools may not be of much use — because a 

me , . ted because we collected it these past years, and because i i 

: ee ‘d. ne dee ). It is so often of little use for formative interpretations : 

Sono car we nc insider the vature and quality of the learning intentions and ad 

ree and how these" late to the different levels of surface and deep understanding e ms 

vheon m ey a how a uld vou be convinced that the student has attained these suc a 

oe oe elt ve ee he or fhe began at the start of the lessons? Simply creas “dl 

cee hon amos nts and administering them (or a sample of them) at the start and ag 

seen provide a worthwhile basis for beginning to estimate the effects. 
at the en 

  

  

Mind frames of teachers, school leaders, and systems 

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 effective, 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 classrooms is to be acknowledged, esteemed, and should be the essence-of teaching as a profession. Allowing the notion that ‘everything goes’ de-professionalizes teaching: if anyone with a pulse can teach and be allowed to show success if they exceed the typical low threshold of demonstrating d= > 0, then this means that there is no practice of teaching, 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 engrmous number of teachers who are systematically having high positive impacts 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 (teachers, leaders, students) of the effects that the key personnel are having in schools. It 

easurement, but about asking for more evaluation of the 
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: 

effects of this measurement ( 

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 try a 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 occut. 
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 every teacher in the school has the mind frame that leads to the greatest positive effect on student learning and achievement. This is not going to happen with short-term interventions, by naming and 
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i $. 
blaming, by more testing, by more accountability, by new curricula, or by 2 eh : 

It is going to happen through enacting deliberate policies to nur ney. (be schools) 

resources to know about their impact, and esteem them whe 

demonstrate their impact on all of their student: veation’ and we need to help 

We need policies that make the school the unit of eva uati so outcomes that 

h school to get its staff to work collaboratively on determining so 

iw hes to evaluate. We need to help schools to collect dependable vider ie tee 

levee and the desired levels of achievement for each student, and, oi ~ ° a 

the progression from the current to desired levels. It then requires a acne bat 

together with all students in a school to attend to this monioens - ‘ ae 

wo keep what to share, what to put in place to give second an i ir “ a ce 

advance and how to constantly challenge, engage, and give con ene oe el te be 

they can do better, do more, and can attain the goals. Most imporean st ee ee ets 

recognition and esteem when these progression targets are met, and suc 

Fe ee at cos space in which this can happen. It is not about asking for 
e need to create space 

a 

note vrofesional learning circles or communities of practice, ease * onen a ne 

dominated by matters that do not make the difference ~ that se yee en 

is needed is more space for teachers to interpret the evidence al ° nee ple in much 

student. This may require some major rethinking of teachers’ work. See nents 

Western world, teachers spend about 1,100 hours a year oe 

Tht 36 per cent more time in front of classes when compared to 30 nacions ane 

vi , 
Onganisation for Economic Co-operation and Development Ore) eee 

for example, they spend about 500 hours in front of students —an ae Dane. 

differently to allow this to happen; the mind frame in Japan aaa owes in 

Hammond (2010: 193) argued that the countries that have made the gr p 

achievement allow teachers with: 

© 

15 to 25 ho urs a W eek ... to plan cooper atively and engage in analyses of student 

help them continually improve their practice. 

iti 1 ret 
T want them to spend such time working together to plan na crimane isons _ i" 

and deliberate in light of evidence about their impact on eac ee e A een: dhol 

other’s classes observing student learning, and continually eva uating ee cadena 

how ‘we as teachers in this school’ can optimize worthwhile outcomes eerie 

and share the errors, the enjoyments, the successes about the impact sa aenine a 

are excellent at critique; let’s use this critique to evaluate whet er we nate. 

ciently high impacts on all students, whether the nature of how we ame SO ae io toed 

can be made more effective and efficient, and to make decision: 

on this positive impact on learning — together. se cur oftheir clases, each’ 

So often, in schools, when time is created for teachers to e oul an. 

want to spend the time marking, preparing, and seeking es nn etl 

unimportant activities — but what is asked for here isa culture in * see dang in vache 

more time together pre-planning and critiquing this FEE eed aa 

groups to interpret the evidence about their effect on students. 
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Mind frames of teachers, school leaders, and systems 

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’, conservatism, 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. 

- Administer the following personal health check to yourself. Share the results with your 
coach. 

  
YOUR PERSONAL HEALTH CHECK FOR VISIBLE LEARNING 

1. lam actively engaged in, and passionate about teaching and learning. 
2. | provide students with multiple opportunities for learning based on surface 

and deep thinking. 
3. | know the learning intentions and success criteria of my lessons, and [ 

share these with students. 
4. | am open to learning and actively learn myself. 
5. | 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. | have a wide range of teaching strategies in my day-to-day teaching repertoire. 

10 

      

. Luse evidence of learning to plan the next learning steps with students.      
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Mind frames 

tudents to 
Consider the following ten questions that I have used to help paren and stu nsi i 

» identify great schools. Consider them in relation to your own schoo te chev oid 
. 5 e 

In the playground, do the students look each other in the eye? Or do they 
a. , 

Le: 5 
each other or sit in cliques? ine 

b. Diversity breeds fresh thinking. Can the parents and students show you g 

, . . . d? 

evidence that it is encourage . sthe few 

How do parents and the students measure success? By the achievements o c. Ho 

or of the many? sc cllwood 

d. Ask to meet the best teacher. If the parents and students tell you that they're all g 

. they’re not thinking clearly. “sow 

T ‘ hom do students turn to? Every student should have someone who know: 
e. Tow t 

they are doing and who will spend time with them. <scclinicator for ances 

i in the first month? It is a critical indt . Do new students make friends in t 

. how does the school make sure that it happens with all students cae tha 

Do students like mistakes? Learning starts from not knowing, so “° hey eo a 

° h to talk about errors or not know1 ? 
Do students feel confident enoug ae 

h. Are students ‘assessment-capable’ in this school? Can they talk about how w y 

. 1 ing next? are doing, and where they are going ein 

; Does the school use acceleration for all? Are students enabled to learn at differ 
i. Does 

speeds? 
a 

j What feedback do students get? Ask one: ‘What did you get told about your 
j. 

a in this one. 
Look at the following books and see how they complement the ‘guineas oe 

* (Many provide more specific examples of the concepts developed in these p 

i thesis | i dents in schooling: Best evidence syn - 003). Quality teaching for diverse stu . ‘ the 

“ee fae Walingtom, New Zealand: Ministry of Education, available online at http i. , 

wean veducationcounts.govt.nz/ publications/ oad ob a Vorke ee 

e : h: The journey of a teacher (3rd ed.). Ayers, W. (2010). To teac 

he j : Hodder. Clarke, § (2011). Active learning through formative epuiipmgaiarta oT RCER Pel 

Dinham S (2008). How to get your school moving and improving rn Sensi 

'R 011). Leaders of learning: How district, ool, Four, R., & Marzano, RJ. (2 a ee improve student achievement. Bloomington, IN: Solution Tree i cant 

igeins, S., Kokotsaki, D., & Coe, R. (2011). Toolkit of strategies to improve i : mt 
rhea spending the pupil premium. London: Sutton Trust, available at: or My sot 

a ust.com/research/toolkit-of-strategies-to-improve-learning/ terriers oa ey else 

Petty, G (2009) Evidence based teaching: A practical approach (2nd ed.). Che : 

0096). : Thornes. e009) Teaching today: A practical guide (4th ed.). soe eae homes 

Robinson, V.M_J. (2011). Student-centred leadership. San Francisco, i * 2 ee avi 

Steele Cc F (2009). The inspired teacher: How to know one, grow one, ot be one. 

ASCD. 

j : jley & Sons. 
how the mind works and what it means for the classroom. San Francisco, CA: John Wiley 
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