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‘Effective teachers are not satisfied with ‘business as usual’,
as they are constantly looking for new and more effective/adaptive ways of
accelerating students’ progress’. Education Review Office Report: May 2013
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Part A: Introduction:

The World New Zealand Mangere

‘All teachers have an ethical responsibility to help those students that need to catch up to their peers. This is
essential if we are to raise the achievement of New Zealand students relative to their international
counterparts. The disparity that has existed for decades and continues to exist between the achievement of
different groups of students within our schools must be removed to ensure all our students can go on to realise
their potential’. ERO May 2013

The New Zealand Government claims that primary schools have a significant role in contributing to the
government’s goal of students achieving NCEA Level 2 by ensuring the students leaving their schools are achieving
at a level that enables them to succeed at secondary school.

In particular the Ministry of Education has established a goal to increase the proportion of learners achieving at
or above national literacy and numeracy standards to 85% by 2017. To achieve this goal outcomes must improve
for key priority groups, including; Maori students that are not achieving well, Pasifika students who are not
achieving success, special needs students and those from low income families/communities who are below or
well below the national standards in literacy and numeracy.

Accelerated learning is the approach that the Ministry of Education believes will have one of the greatest effects
on lifting student achievement for priority learners. Progress is considered to be accelerated when the student’s
achievement has moved from well below to below, at or above a national standard, or from below to at or above.
This means the student has made more than one year’s progress over a year. Progress is also considered to be
accelerated when the student’s progress is noticeably faster than might otherwise have been expected, from their
own past learning, when using norm-referenced tools that assess the breadth of reading, writing and
mathematics.

So what has driven this sudden unrelenting focus on lifting the

\ academic achievement for priority learners in reading, writing
and mathematics to meet national standards in Years 1-8? The
answer seems to lie in the outcomes of student’s international

BETTER POLICIES FOR BETTER LIVES results based on the testing tools of PISA (15 Year old students)
and TIMSS and PIRLS (Year 5 students).



Part B: International Influences that Shape the New Zealand Education Sector (PISA, TIMSS & PIRLS)

The Programme for International Student
Assessment (PISA) assesses students who have
completed around 10 years of compulsory schooling.
PISA results are an important source of information
in New Zealand, measuring progress toward:

Kiwli children’s
intermnational
rankings decline

15-year-olds’ scores

v" building a world-leading education system that
equips all New Zealanders with the knowledge, skills
and values to be successful citizens in the 21st
century;

v"  reducing underachievement in education and

v' driving the improvement of educational
performance across our education system to improve
educational outcomes for all young New Zealanders.

QECD average
Source PISA 2012 NZ summary report

@Herald-Sunday SN only provides measurement of New
Zealand’s progress toward these goals over time, but also New Zealand’s performance in equipping students with
skills and reducing disparities in achievement relative to other countries. PISA results also help to inform future
policy developments and contribute to the sector’s understanding of the teaching of reading, mathematics and
science.

PISA evolved out of a need recognised by 34 countries that belong to the OECD (Organisation for Economic Co-
operation and Development). Members of the OECD wanted to know how well 15 year olds (who were about to
complete their compulsory schooling) were equipped to participate in society. In other words, what 15-year-olds
know and what they can do with what they know.

Two hour tests on reading, maths, science were developed and delivered on a three yearly cycle with the
underlying goal of assessing how well the students could apply what they had learnt at school to real life problems.

PISA results are presented per country and are also aligned against other countries, in order to show similarities
and differences between educational systems, approaches and policies that drive those countries education
systems.

The key outcome of the PISA results is to reflect on each
countries performance, to learn from other countries
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approaches and, where necessary, governments can amend
policy to drive the new direction they want to see within
their education sector. It is also common for governments
to set benchmarks based on these PISA results.

Click this link to learn more about the roles and functions of PISA =
= http://www.youtube.com/watch?feature=player_embedded&v=q119tuScLUA


http://www.youtube.com/watch?feature=player_embedded&v=q1I9tuScLUA
http://youtu.be/q1I9tuScLUA

The following are the key outcomes of the most recent PISA data (PISA Report to NZ & MOE December
2013) that | believe have influenced policy changes within our education sector:

1) The 2012 results for New Zealand show a decline in mathematics, reading, and science ability since 2009. The
proportion of students at the lowest levels of achievement has increased. While New Zealand’s results are still
above the OECD average in mathematics, reading and science, New Zealand is being overtaken by more
countries and caught up to by others.

2) The system, as it is arranged in New Zealand, does not easily support the spread of good practices between
schools, and direct interventions in schools that struggle with student achievement have not always been as
effective as expected.

3) New Zealand’s average scores in mathematics, reading and science have declined since 2009 and New
Zealand’s performance in these subjects has also declined relative to other countries.

4) Compared to earlier cycles of PISA there are larger proportions of New Zealand students with low performance
in mathematics and science (below PISA proficiency Level 2). The OECD considers proficiency Level 2 as the
baseline level at which students begin to demonstrate the competencies that will enable them to participate
actively in life situations.

5) The average score in mathematics for Maori students was 452 points in 2012 and 477 points in 2003. The
average score in reading for Maori students was 466 points in 2012 and 482 points in 2000.The average score
in science for Maori students was 469 points in 2012 and 480 points in 2006.

6) The average score in mathematics for Pasifika students was 431 points in 2012 and 455 points in 2003. The
average score in reading for Pasifika students was 446 points in 2012 and 459 points in 2000. The average
score in science for Pasifika students was 439 points in 2012 and 453 points in 2006.

Figures 6.1 — 6.3 PISA average Mathematics, Reading and Science performance of 15 Year Old Maori Students
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Figures 7.1-7.3 PISA average Mathematics, Reading and Science performance of 15 Year Old Pasifika Students
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TIMSS & PIRLS — Year 5 Students

The Progress in International Reading Literacy Study (PIRLS) and
The Trends in International Mathematics and Science Study
(TIMSS) are international research studies that are designed to
measure trends in student achievement. They are coordinated by
the International Association for the Evaluation of Educational
Achievement (IEA). PIRLS looks at reading literacy achievement of
middle primary school students. New Zealand’s Year 5 students

take part in PIRLS. It is administered every five years, with the first
cycle in 2001, the second in 2005/06, and then the third in 2010/11.

TIMSS looks at the mathematics and science achievement of both middle primary and lower secondary school
students. New Zealand’s Year 5 and Year 9 students take part. TIMSS is administered on a regular four-year cycle
with the first cycle in 1994/95, and then again in 1998/99, 2002/03, 2006/07, and then the fifth cycle in 2010/11.

TIMSS also provides information on the relative progress of the middle primary school cohort four years later
when they are in lower secondary school. For example, although not exactly the same students, the Year 5 student
cohort assessed in TIMSS in 2006/07 formed the Year 9 TIMSS cohort in 2010/11.

PIRLS looks at the two main reasons why students at the middle primary level read. They are reading for literary
experience and to acquire and use information. As well as looking at the reasons for reading, the study looks at
the processes and skills of reading comprehension. For example, when students read they often need to interpret
and integrate ideas in order to understand the underlying message of a story; in other situations they are required
to locate a specific piece of information from part of a text to answer a question that they bring to a reading task,
or to be able to check their understanding of some aspect of the text’s meaning.

TIMSS is organised around two aspects: content or subject matter within mathematics and science; and the
cognitive or thinking processes involved when answering questions. Three cognitive areas are assessed in both
mathematics and science and are defined under three broad descriptions, with each encompassing skills and
behaviours specific to mathematics or science areas: knowing, applying, and reasoning.

Click this link to learn more about TIMSS & PIRLS International Results 2011;
= http://timssandpirls.bc.edu/data-release-2011/index.htmil: =



http://timssandpirls.bc.edu/data-release-2011/index.html

TIMSS & PIRLS Academic Trends in New Zealand & Against the International Mean
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TIMSS - Trends in Year 5 Students’ Maths Achievement by Ethnic Grouping 1994-2011
500 scale is the International Mean Score
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PIRLS - Trends in Year 5 students’ Reading Achievement by Ethnic Grouping 1994-2011
500 scale is the International Mean Score
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In summary the PISA, TIMSS and PIRLS results all show there is an urgent need to have an unrelenting focus on
raising the academic achievement of priority learners within the New Zealand Education sector. As a result of this
and previous year’s data, the New Zealand Government has set national standard goals for both the primary and
secondary education sectors which they aim to achieve by 2017.



NZ Governments Goal - Secondary Schools
By 2017, 85% of all secondary school students will achieve NCEA Level 2 or equivalent.

Overall NZ Secondary School Students are achieving at 81.2% NCEA Level 2 (PAI 2014)

2013 2014 2013 2014
Asian 86.9% 89.0% European/Pakeha 83.4% 85.1%
Pasifika Students 71.4% 75.0% Maori Students 63.3% 67.7%

NZ Governments Goal - Primary Schools
By 2017, 85% of all students are achieving at or above the National Standards
in Reading, Writing and Maths

2013/2014 PAI Student Achievement Rates:

2013 2014 2013 2014 2013 2014
New Zealand Reading 77.9% 78% Writing 70.6% 71.1% Maths 74.6% 75.2%
European/Pakeha Reading 84.1% 84.3% Writing 76.3% 76.8% Maths 79.8% 80.5%
Asian Reading 79.0% 79.1% Writing 74.6%  75.1% Maths 83.2% 83.2%
Maori Reading 68.7% 68.6% Writing 60.9% 61.2% Maths 64.6% 65.0%
Pasifika Reading 64.1% 65.1% Writing 57.6% 59.6% Maths 60.8% 62.0%

Additional Schools National Standards Data 2013/2014
(Education Counts Website -Territorial Authority Summary)

Decile 1 in NZ Mangere/Otahuhu Schools Auckland Schools

2013 2014 2013 2014 2013 2014
Reading 59.7% 60.2% 62.1% 66.1% 76.7% 76.9%
Writing 50.8% 52.1% 51.4% 56.9% 70.6% 71.0%
Maths 56.4% 56.8% 60.0% 64.6% 75.0% 75.8%

In order to be able to achieve these national goals, the Ministry of Education has identified and offers the following
programmes to schools:

Accelerated Learning in Maths (ALiM), Accelerated Learning in Literacy (ALL), Reading Together, Leadership &
Assessment, Digital Technologies, Mutukaroa, Reading Recovery and Pasifika Success.

The government has also developed the following education strategy plans with the aim of lifting academic
achievement for all priority learners: Ka Hikitia- Accelerating Success 2013 -2017, Pasifika Education Plan 2013 -
2017 and Success for All — Every School Every Child 2010 -2014

Following is the latest statistical report on National Standard achievement located on the Education Counts
website spanning the Government’s goals for Early Childhood, Primary School and Secondary School 2011-2014.
Despite our efforts (Ministry of Education, professional development providers and those working in school and

across schools), it is interesting to note that achievement levels in primary schools across New Zealand have only
rose between 1.8% and 3.1%.
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Part C: Accelerated Learning:
So what is accelerated learning and what are the principles that underpin effective practice in this
area?

Ministry of Educations Definitions of Accelerated Learning:

+ Accelerated learning is the student’s learning progress showing a noticeably faster, upward movement than
might otherwise have been expected by the trend of their own past learning.

+ Accelerated learning is learning at a rate faster than classmates progressing at expected rates in order to catch
them up.

+ Accelerated learning is learning at a rapid rate that brings the student achievement level to that consistent
with, or beyond, a set of benchmarks or standards (NZ Curriculum Reading and Writing Standards).

+ Accelerated learning is an intervention that is in addition to effective classroom teaching in reading, writing
and maths.

4+ Long term, accelerated learning is about “How do we develop effective intervention practices that sustain
student acceleration and ensure intervention coherence at a school-wide level?’.

Currently the Ministry of Education provides a 3 year accelerated learning support programme. In the first year
of this programme learning is focused on identifying key levers for improved literacy/maths teaching and learning
through the development of short and intensive supplementary support programmes that run for 15 weeks, for
up to two experienced and effective teachers working with between 4-8 students from their classrooms. At this
time the teacher inquires into their own practices with the aim of (a) trialling teaching approaches that more
effectively meet/align to the learning needs, strengths and interests of their students, (b) strengthening learning
focused relationships with the students and their parents/whanau and (c) participating in regular collaborative
reflection sessions that focus on strengthening one’s teaching practice.

In the second and third years of this programme, schools focus on continuing cycles of inquiry to build knowledge
of acceleration and the strategies and learning conditions that support this in their school. This refocus extends
the accelerated learning practices across other student groups and to other teachers.

It is noted that while many schools provide some sort of additional instruction (supplementary programmes) that
aim to accelerate students’ progress so they can catch-up to their peers and access the school curriculum,
research has shown that these additional practices: ‘.....can neither substitute nor compensate for poor-quality
classroom instruction. Supplementary [additional] instruction is a secondary response to learning difficulties.
Although supplementary [additional] instruction has demonstrated merit, its impact is insufficient unless it is
planned and delivered in ways that makes clear connections to the child’s daily experiences and needs during
instruction in the classroom’ (Snow et al., 1998, pp. 326—327).

Finally, schools that effectively accelerate students’ progress fully use school-wide data to determine the specific
extra teaching that individual students need. Leaders in these schools collate teachers’ analysed data that identify
individual student’s specific strengths and next learning steps. Leaders also look for achievement trends over time
to establish how well the school systems and programmes are working.



Accelerated Learning Practices/Procedures

(a) The Best Evidence Synthesis (BES) indicates the following key aspects of high quality practices in effective
schools. The points below, when implemented effectively, are significant factors in accelerating student
achievement.

1) The school maintains an ‘unrelenting focus on student achievement and learning’.

2) Whole school alighment is around evidence-based practices.

3) Teaching is responsive to students’ learning processes.

4) The relevance of the learning is transparent to students with links made to their daily lives.
5) Teaching builds on students’ prior experiences and knowledge.

6) Tasks and classroom interactions help students understand each incremental step they need to make
progress.

7) Students receive specific, frequent and positive feedback.
8) Students have a strong sense of involvement in the process of setting specific learning goals.
9) Effective home-school partnership practices focus on student learning.

10) Teachers collaboratively reflect on practice to improve teaching.

(b) The roles of the Principal and Leadership team in leading accelerated learning: (ERO May 2013)
The role of the principal & leadership team is
vital in schools that are successfully

High Quality Achievement Information | StrongLeadership

accelerating learning. Leaders in these

Information about what students needto | Ensures whole school alignment and

schools communicate a clear vision that all

know and do is used to identify what coherence across policies and practices that
teachersneed to know and do focus on, resource and support quality students are able to succeed and share with

teaching. trustees and staff a good understanding of

Anunrelenting focus on student what constitutes accelerated progress.
achievementandlearning

Leaders promote an inquiry-based teaching
Trustees Teachers and learning approach. Leaders also access
and facilitate relevant professional learning
development designed to focus on teaching

Board decision-making focuses onimproving | Teaching is focused on student achievement ) )
student outcomes and monitoring progress | and facilitates high standards of student practices that are needed to improve for

towards achieving goals. outcomes students not succeeding.

An example of specific professional learning is seen when children start school. Each child’s literacy and numeracy
experiences and knowledge differs. Some will progress quickly and others may need periods of more deliberate
and tailored teaching to accelerate their progress. To do this, teachers need to identify the skills and concepts
each child needs more practise with, and the contexts they could use to maintain the child’s interest while
reinforcing the skill or concept.

The teacher then inquires into their own teaching practice to see if they have the necessary skills to ensure the
student will have success with their learning. When gaps in teaching practice are identified (knowledge, skills and
context) then support is co-ordinated through the leadership/school inquiry team to assist in strengthening the
teacher’s practices.



(c) The role of the teachers in implementing accelerated learning practices in their classrooms:
Teachers need extensive knowledge of each of the curriculum areas in which the student needs to accelerate their
progress. Teachers need knowledge of:

1) The student’s strengths, interests and what they have already learnt.

2) The skills and knowledge that students need to acquire, and an understanding of the usual patterns of progress
learners make with these aspects or concepts of learning.

3) Arange of instructional strategies and processes they could use to teach the student.
4) Relevant contexts for learning.

5) How well their teaching practices are contributing to the student’s achievement and progress.

The chart below (ERO May 2013) presents a model of inquiry that encapsulates the intent of points 1-5 above.
This model requires the teacher to reflect deeply not only on the student’s strengths and learning needs, but also
on their own capacity to provide effective daily instructional programmes (that will accelerate the learning) for
priority learners. In this model the teacher must know themselves, their curriculum strengths and gaps, and seek
ways to strengthen such gaps (individually or as a collective of teachers) in order for the students who are below
the national standards to make the required gains.

How is the school
ensuring it has leant
from this focus on
acceleration so there
areimproved
outcomes formore

What

students? triggered the
Identification of learning needto do
strengths and needs, and something

setting priorities in different?

relationship to school goals
How did the
school know
what worked,
when, why and

What
triggered
knowing what
todo
differently?

forwho?

Responding to the impact
of innovations that
accelerated and improved

student outcomes

Research indicates (Accelerating the Progress of Priority Learners in Primary Schools May 2013) that teachers with
highly effective practices use assessment data well to identify those students for whom they need to accelerate
progress. They have good knowledge of their students’ strengths and needs. These teachers develop flexible,
responsive learning plans for individuals and groups of students. They are reflective practitioners and follow an
inquiry cycle of teaching and learning by using assessment data to review the impact of their teaching, and change
their teaching strategies as necessary.

Highly effective teachers use a range of appropriate teaching strategies. They are deliberate in their teaching
choices to ensure students develop the specific literacy and numeracy skills or knowledge that they require to
meet the national standards. Effective teaching includes:

1) modelling successful approaches, strategies or ways of solving problems that students could apply when
working independently and in groups.

2) opportunities for students to critically talk about what they are learning and how they are learning.

3) prompting students to remind them of strategies or skills they had successfully used before.

4) questioning to clarify or expand the students’ thinking.

5) giving feedback about what has been mastered and what the student should focus on next.

6) explaining the specific details about concepts or skills on which the students needed to focus.
)

7) using strategies 1-6 above for both individual and group teaching.



Effective  teachers also  develop
partnerships with parents and whanau
to support students’ learning.

Parents/family/whanau join with the
teacher in planning the students’ next
learning steps. Teachers support and
guide parents and whanau by providing
them with strategies to continue their
child’s learning at home through daily
notebooks or parent evenings where
aspects of the school’s learning
programmes or assessment processes
are shared.

As mentioned previously, effective
teachers are proactive in identifying the
teaching skills that they need to develop and seek out professional learning and development (PLD) to enhance
these. They are not satisfied with ‘business as usual’ and are constantly looking for new and more effective ways
of accelerating students’ progress. This includes ways of increasing the levels of family/whanau engagement with
their children’s learning.

Effective schools developed student achievement tracking templates that are completed by teachers as part of
the schools self-review process at staff/team/curriculum meetings. These templates record every student’s
progress compared to expectations in relation to meeting the national standards. These templates record the
progress of each learner under the following headings:

v' What is the shift that happened?
v" What intervention/s caused the shift?

v Where to next?

(D) Ministry of Education guiding principles that underpin Accelerated Learning in Literacy (ALL) & Accelerated
Learning in Mathematics (ALiM) in New Zealand Schools:

1) Accelerated Learning in Literacy (ALL) and Mathematics (ALiM) focus on using the expertise within the school
to successfully undertake a short-term intervention (15 weeks), that focuses on accelerating the progress of
these students. This intervention is in addition to effective classroom teaching.

2) In developing an Accelerated Learning in Literacy and Mathematics intervention, teaching and learning should
be innovative and based on sound evidence of effective teaching practice for acceleration.

3) National Standards data is used to identify cohorts of priority learners who are below or well below the national
standard in mathematics, reading and writing.

4) The role of the Lead Teacher (math/literacy) is to ensure the school has a curriculum and achievement map
that clearly identifies the range of interventions for priority learners at risk of underachieving. This includes in-
class, out- of class (for example, Reading Recovery and RTLit), and specialist support. The mathematics/literacy
leader would also ensure that the supplementary supports chosen are those that are known to be
educationally powerful and cost effective, are well implemented, and monitored for impact in both the short
term and long term.



5)

6)

7)

8)

9)

It is suggested that schools set up a supplementary inquiry team, based on the roles described above, during
their participation. The key role of this team is to ensure there are adequate conditions for sustaining and
embedding effective practices. For example, one of the roles of this group is to support other classroom
teachers to inquire into the effectiveness of aspects of their own practice and transfer learning from the
supplementary programmes to the classroom.

Accelerated Learning in Literacy and Mathematics (ALiM and ALL) is designed as a three-year inquiry. Year One
Inquiry focuses on "What is acceleration and how do we achieve it?" In the first year of inquiry the focus is on
identifying key levers for improved literacy teaching and learning through the development of a short and
intensive supplementary support. This is to accelerate the literacy and mathematics learning of identified
students and is in addition to an effective classroom teaching programme. In years two and three of the
inquiry, the focus shifts to “How do we develop effective intervention practices that sustain student
acceleration and ensure intervention coherence at a school-wide level?” In the second and third years of
inquiry, schools focus on continuing cycles of inquiry to build knowledge of acceleration and the strategies and
learning conditions that support this in their school. This refocus extends the literacy practices across other
student groups and to other teachers. A further focus is on developing the school wide coherence of literacy
interventions and developing a Curriculum and Achievement Plan (CAAP). In the third year the CAAP will be
further developed across other supplementary programmes with a strong focus on critiquing the school’s
programmes and monitoring their effectiveness.

Schools with effective teaching and effective leadership have the inherent capability to undertake a
supplementary teaching programme to accelerate progress for learners. This means identifying priority
learners who are below or well below expectation for their year level, identifying what the most effective next
learning steps would be (based on educational need and aspirations of learners, and their families/whanau),
designing and implementing a programme that will support the acceleration, is culturally responsive and
identifies the support they need to do this. The focus is always on the learner and their progress.

A school curriculum and achievement action plan would describe what is worthwhile learning, what is
achievement and how the school will respond if students are not achieving to ensure there is a period of
accelerated progress.

Teacher competencies required in order to participate in ALL & ALiM are;

a) Have strong pedagogical and content knowledge; knowledge of mathematics/literacy at all levels ensuring
a deep understanding of progression.

b) Be open to learning and confident to try new things.

c) Notice and observe practice and refine and reflect on their own practice.

d) Be flexible with the ability to employ multiple strategies to work with these students.

e) Have high expectations of the students.

f) Have ultimate patience.

g) Be a permanent member of teaching staff.

h) Have credibility — other staff need to find them credible and they need confidence to deliver to other staff
and work across the school.
i) Be approachable.

j) Have the ability to encourage staff, parents and students.
k) Be organised.

10) ‘Mentoring is provided to support and encourage teachers to manage their own learning in order that they

may maximise their potential, develop their skills and improve their performance.’ The mentors need to carry the

theory and ideas into schools and be ready to challenge practices that are not effective, efficient or equitable

before they become ‘the way we do it around here’ Parsloe (2000).



Part D: In Summary: Core principles that underpin accelerated learning.

From my research, the smartchart below identifies some of the critical key factors that make a positive difference
to a school’s effectiveness in responding to underachievement through providing effective accelerated learning
programmes to priority learners.

Of interest, in relation to student achievement, Hattie states; ‘great things happen when teachers see learning
through the eyes of their students and plan instructional programmes accordingly, and when students see
themselves as their own teachers’.

Effective teachers and leaders are not satisfied with ‘business as usual’ and are constantly looking for
new and more effective/adaptive ways of accelerating students’ progress.

Teaching that builds on
students’ prior
experiences and
knowledge especially of
all proirity learners

Teachers displaying
extensive knowledge of
each of the curriculum
areas in which the
student needs to
accelerate their progress

Students receive specific,
frequent and positive
feedback

Teachers individually and
collaboratively reflect on
instructional practices to improve
their own teaching. At this time
teachers will specifically inquire
into effective strategies and
approaches used to accelerate
English Language Learners,
special needs students and any
students making minimal traction
to accelerate progress.

Effective home-school
partnership practices that
focus on student learning

and achievement

Whole school alignment
is around evidence-based
practices within a
'Teaching Inquiry ' model.

Effective teachers / leaders have assessment and evaluative capabilities to understand
and use data, and know what works, when and why for different priority students.



Case Study 1.
Decile 1 Primary School U6

Principal’s Understanding of Accelerated Learning:

‘Accelerated learning is enabling any student who is below or well below the national standards in reading, writing
and maths, to catch up and reach the national standard (up to an additional 12 months learning) within the
calendar year. This requires teachers to know the needs of these students and explicitly teach to the students
learning gaps’.

Examples of Accelerated Practices/Programmes/Strategies this school uses are:
v' Pasifika Maths Programme
v' Reading Recovery
v' Accelerated Learning in Maths (ALiM)
v" Rainbow Reading Programme
v' Oral Language programme based on the work of Dr Jannie van Hees
v' ESOL programmes that have a focus on supporting students with dyslexia
v' English Literacy Learning Assistant (ELLA) and TESOL trained school staff
v' Formative assessment practices especially in the area of:

a) Building Learning Focused Relationships. The success of teaching and learning is founded on the quality of
the relationship built between the teacher and the student. The teacher must know how to manage the
motivational climate of the classroom and how to foster and build a learning-focused relationship with
students whereby there is a shared ownership and responsibility for learning. This provides students with
the maximum opportunity to build their own motivation to learn.

b) Clarity about what is to be learnt. Teachers and students will be clear about: what students are to learn;
how and why they are going to learn it; and how they will know when they have been successful.

c) Assessment Literacy. Assessment literacy is about the understandings and strategies teachers need in order
to gather dependable information about the status of a student’s (or group of students’) learning; gather and
aggregate information dependably, skilfully interpret and evaluate information for individuals and groups of
students in order to decide on what to do next to support learning, and contribute evidence to partnerships
of learning (parents/whanau, colleagues, boards etc).

d) Active Reflection. Active reflection requires both teachers and students to evaluate the effectiveness of the
learning. It is about monitoring every aspect of the teaching and learning process (planning, learning,
teaching, assessing and student achievement) so connections can be made about what has worked well and
what has not been so successful, so that programme adjustments can be made.



School practices that focus on effective teaching and learning that lead to accelerated learning for students:

1) There is a relentless focus on questioning ones teaching practices — Teacher Inquiry. This is aligned to the
school appraisal cycle where teachers are expected to identify gaps in areas of curriculum knowledge that
they aim to strengthen during the year.

2) There are ongoing school wide practices that aim to strengthen teaching practice. These include: (a) regular
teaching observations, (b) giving and receiving feedback (both oral and written), (c) collaborative learning,
research (Professional Learning Groups) and (d) evaluation of the effectiveness of one’s teaching practices.

3) The schools leadership structure sees the Principal, Deputy Principal, Assistant Principal and Senior teachers
all involved in regular classroom observations, specific teaching observations (maths, reading, writing
lessons) and a review of all teachers planning and assessment folders. These reviews are completed on a
cyclic rotation each term. During these reviews alignment is looked for in teaching actions being implemented
from syndicate meeting minutes, implementation of short and long term teaching plans and best teaching
practices as expected by the school. Some students in each classroom are selected at random and their
learning progress is reviewed.

4) There is a shared understanding amongst the teachers/leaders of what is good teaching practice and that
these practices are evident all day, every day.

5) There are weekly target student review meetings where deliberate acts of teaching that aim to accelerate
learning of target (priority) students are discussed. At these review meetings, all teachers are expected to
present evidence that back up their claims of academic progress of the target students against the set goals.
Teachers not only outline what has been achieved but also share what the next learning steps are for these
students. Any teachers at these meetings can ask questions, give suggestions and offer help.

6) The school uses their expert teachers to share their curriculum knowledge and effective instructional
teaching practices with other staff through general staff/syndicate meetings, coaching and mentoring.

Current Leadership Challenges:

a) To more closely align the espoused theory of good teaching practice to theory in use. That is, all teachers to
implement effective teaching practice all day, every day as outlined in the schools documents and as expressed
at teacher meetings.

b) To strengthen the place of data as evidence of effective teaching practice. In the past (as the stakes were high)
it was evident that some data was inaccurate and showed gains in student achievement that, when moderated,
were not correct.

c) Getting the teachers to recognise the need for urgency in providing effective teaching (that is showing
accelerated learning for all target students) all day, every day.

d) For all staff to be on the same bus. That is to fully commit to the vision, aims, goals and targets as outlined in
the schools Charter, Strategic and Annual plans.

e) To keep staff motivated and to remind them that they come to work each day with the sole focus of helping
students have success with their learning and not for any other reasons like | just need a job to pay the bills.

f) To help teachers recognise that there is not one single recipe that tells us what to do to fix the problem of
underachievement for priority learners. There are many strategies contained within different programmes (as
mentioned above) and the challenge is to help the teachers understand the principles / strategies that
underpin these approaches and then assist them to integrate these into their daily teaching practice.



The teacher will devleop
efFective relationships with
all children, their parents &

whanau and all staff
members

The teacher will share their
indepth curriculum
knowledge/effective
instructional teaching
approaches with other
staff through coaching and
mentoring

The teacher will have a
relentless focus on
questioning the
effectiveness of their
teaching practice through a
Teacher Inquiry model

Case Study 1
Decile 1 U6 Primary School

Qualities of an effective teacher
who has the ability to accelerate
students learning at this school.

The teacher will present
evidence at review
meetings that will back up
their claims of academic
progress of the
target/proirity students
against the set goals

The teacher will know the
needs of their students and
explicitly teach to the
students learning gaps.

There will be a shared
understanding amongst the
teachers/leaders of what is
good teaching. The teacher

will then put these
practices into place all day,
every day.




Case Study 2
Decile 1 Contributing Primary School U6

Principal’s Understanding of Accelerated Learning:

‘It is the natural maturation rate of learning plus added amount of learning that has been missed. For example a

student who is below the national standards in reading, writing and maths at December in Year 4 might need to

successfully achieve 15 months of learning within a 12 month learning window in Year 5 depending on the learning

gaps that were missed at the end of Year 4.

Examples of accelerated programmes/practices/strategies the school uses:

v

v

v

v

v

Rainbow Reading Programme
ALIM

Mutukaroa Programme
Reading Recovery Programme

Reading Together Programme

School practices that focus on effective teaching and learning that have a positive impact on accelerated

learning for students:

1)

2)

3)

4)

5)

Teachers reflect and act upon student achievement data located in their schools SMS (Student Management
System).

Staff meetings are held that focus on the expected rates of student learning with schoolwide, team and
classroom based achievement targets set.

It is expected that all target (priority) students will receive additional teacher instructional time on top of
their normal instructional group time. For example, the teacher might see their normal instructional groups
3 times a week, however if you are a target student, then the teacher will find extra time (2 additional
instructional sessions) within the same week.

The staff collectively agrees to the amount of uninterrupted instructional teaching days they have available
each term. For example EOTC and special assemblies would be deducted from the total number of available
instructional teaching days. If we take Term 3 as an example, then out of a total of 50 focused instructional
days (5 days x 10 weeks) minus EOTC, special assemblies, speech competitions etc (say 5 days) then staff
accept that they have a minimum of 45 focused instructional teaching days. It is then expected that all
teachers would be able to produce evidence of 45 pieces of work in reading, writing and maths for all
students. This could in the form of work in group modelling books, students work books, student/class blogs,
students work on display. It is expected that this work shows learning progressions for all students. The
leadership team then chooses students at random per class and audits these pieces of work to look for (a)
that target students are making the required learning progress and (b) that the required uninterrupted
instructional learning programmes had been delivered.

The staff collaboratively identifies adult behaviours that would be challenged if noticed at school because
these behaviours would undermine the high work standards expected by all staff. These were (a) possible
work avoidance behaviours exhibited by staff and (b) unacceptable excuses staff may state as to why work
had not been completed. There has been a lot of work and PLD completed on “Learning Conversations” and
challenging assumptions/reasons for not being as successful as targeted, and/or barriers to learning and
delivering the intended programmes.



6)

7)

8)

9)

Senior leaders completed classroom observations, specific teaching lesson observations, teachers videoed
their own practice and sent the video link to their appraiser after which reflection sessions were held and
goals established to strengthen the teachers practice. Through reflection journals located in the schools SMS,
or personal appraisal portfolios, teachers are expected to record/upload their evidence as to how they are
meeting the professional standards. This evidence needs to prove that the teacher’s instructional programme
is having a positive effect on student achievement, especially against the national standards. This will be a
basis for evidence needed to be presented at appraisal meetings.

One strategy that has been used is that teachers are placed in professional learning groups (PLG's) of four. In
these groups they plan lessons together and three of the teachers watch the delivery of that lesson by the
fourth teacher. After the completion of the lesson there is a group reflection on what went well and what
needed to be strengthened. Then another member of the group teaches the same lesson (but builds on the
feedback given) to their students with the others watching on. This process is repeated four times. The
reflection on teacher practice is the focus.

The implementation of the Mutukaroa programme is having positive effects in engaging parents/whanau
with their children’s teachers. Through this engagement the students’ current learning goals and next steps
in learning are discussed with actions agreed to. While this programme is only implemented for Years 1-3,
the school is looking at ways of implementing this for Years 1-6 commencing 2015. A fully released Mutukaroa
co-ordinator meets with family/whanau and discusses the child’s learning and how the family/whanau can
help with this at home. The family/whanau are given individual home learning packs to assist with the child’s
next steps in learning. Students are assessed at 5, 5.5, 6 & 7 years old. This assessment data is fedback to the
family/whanau.

The school provides curriculum evenings for parents/whanau once a term (Terms 1-4) between 6:00pm-
7:30pm. At these evenings specific curriculum areas are chosen for discussion with parents/whanau. At these
times parents/whanau are given learning packs to take home that include home based resources that will
support the learning that is occurring at school. For example curriculum centres/workshops are located
around the hall for Year 1/2, 3/4 and 5/6. Sausage sizzles are provided for everyone attending.

Current Leadership Challenges:

a)

b)

c)

d)

To strengthen the quality of work output by the students. This means to continue to deliver and refine the
student work output levels, but to also have a future focus on the quality of the work being delivered and
presented by teachers. This challenge also requires processes to be in place to ensure that the work will be
of sufficient to high quality.

To strengthen the quality of instructional curriculum delivery that has a clear alignment to the learning
goals of the students. This will see differentiated instructional programmes being delivered that build on
prior learning of all students leading to alignment of the national standards criteria for achievement.

To strengthen middle school leadership so that they can coach, mentor their teachers in ways that
continually raise the bar of excellence in relation to instructional programme delivery.

To continue to build the confidence of the parent community to a level where they become equal partners
in the learning outcomes/achievement of their children.

To strengthen a shared understanding/responsibility that says; ‘when any student enters our school
grounds and/or learning environments, let them experience levels of excellence and deliver this level of
excellence all day, every day’.



Is an innovative teacher and
uses mixed media
technologies when

deliveriing teaching and
learning programmes like

I-Pads and Interactive
whiteboards

To offer opinions even
though they might be
contrary to views held by
others

Case Study 2
Decile 1 U6

Contributing Priamry School

Bring a solution based focus
to life/school. Have
personal drive and sets high
personal standards in all
that they do.

Qualities of an effecitve teacher
who has the ability to accleerate
students learning at this school
While displaying positive
attitudes to colleagues and
to work requirements, will
not be very tolerant of
unacceptable excuses from
others when tasks /
responsibilities have not
been completed on time.

Displays depth of current
curriculum knoweldge and
effective teaching pedagogy

Is able to work successfully
in diverse teams and will
have a great drive for self
and the team to succeed




Case Study 3
Decile 1 State Integrated Primary School U5

Principal’s Understanding of Accelerated Learning:

‘Children making progress beyond the normal years learning, that is, students making greater than expected

learning rates. Through accelerated programmes all students are expected to be at national standards in reading,

writing and maths by the time of their anniversary (Years 1-3) or by December each year (Years 4-8)’.

Examples of accelerated programmes/practices/strategies the school uses:

v' Pasifika Maths Programme (Mathematical Inquiry Community)
v" Reciprocal Reading Programmes

v Employment of an additional literacy teacher to accelerate learning of priority students (over staffing
entitlement)

v' Mutukaroa Programme

School practices that focus on effective teaching and learning that have a positive impact on accelerated
learning for students:

1)

2)

3)

4)

5)

6)

Teachers use the following sources of information to gather a picture at the start of the year of what students
have achieved and what their learning goals are. They then plan their instructional programmes accordingly.
These sources of information are: e-asTTle, student portfolios, STAR, GLoSS/JAM, PROBE, Running Records,
end of year OTJ’s and report comments.

At team meetings teachers’ share strategies that are having a positive impact on priority student achievement
with the aim that other teachers will also try these same strategies.

At full staff/team meetings, teachers unpack the principles that underpin specific programmes and apply them
to teaching throughout the day. For example, co-operative learning underpins the approach of the Pasifika
Maths programme.

Aligning teacher practice to what research says. For example, linking the teacher’s practice to what is identified
in the Best Evidence Synthesis (BES).

In some classrooms the teachers run integrated programmes. In these rooms the teacher allows the student’s
to design their weekly learning timetable, there is shared understandings of the achievement levels students
need to reach. The teachers also spend a lot of time at the start of the year establishing social norms around
learning which then forms the base of the ongoing learning focused relationships (one of the key formative
assessment principles). In these classrooms students have lots of exemplars which they use to moderate and
assess their own work against.

Additional literacy support is provided by a specialist teacher. Both the specialist teacher and classroom
teacher agree on the learning goals for the student and both teachers work on these goals during the week.
For example the same student will be working on the agreed goals with the specialist teacher (withdrawal
sessions) as well as with the class teachers in their normal instructional group time.



7)

8)

9)

10)

Student led conferences are held in Terms 1-3. Here the student, parents/whanau and the class teachers
celebrate learning goals that have been met as well as identifying next learning goals. At this goal setting time,
the student, teacher and parents/whanau will all make commitments as to what they will do to make sure the
learning goals can be met.

Professional Learning Groups (PLG’s) are established of around four colleagues. When these groups meet they
share/discuss their reactions to professional readings, they trial new approaches to their instructional teaching
practice and share how these went and they are also encouraged to use some of their classroom release time
(CRT) to observe their colleagues teaching.

There is an expectation that all teachers have ‘Teaching as Inquiry’ goals in reading, writing and maths and this
is linked within the school’s appraisal process. Appraisal folders /portfolios are online which enables teachers
to add entries (evidence of practice) at any time. Team leaders and the senior leadership team can also go on-
line and correspond with teachers about the evidence that has been posted (on going learning conversations).
Within the inquiry focus teachers reflect on what went well and what they need to do differently in order for
the students (especially the priority students) to have success with their learning. When setting these goals,
teachers will also seek alignment to the schools overall goals and MOE targets.

Some teachers are trained in the coaching/mentoring of other teachers with the main focus on strengthening
formative assessment practices and assessment literacy, that is, how to use the information from assessment
tools to inform teacher’s planning.

Current Leadership Challenges:

1)

2)

3)

4)

5)

6)

7)

To encourage teachers to share with each other the learning strengths and goals of students when they move
from one class to another class.

To develop ways/practices where teachers are able to respond successfully to the multiple learning challenges
of priority students.

To find ways of balancing the requirements of delivering curriculum programmes that enable all students to
have success against the national standards and the requirements of the integrated special character
programmes as there are only 25 hours of instructional time per week.

To help more teachers understand (a) what accelerated learning is and (b) what it might look like when
students and teachers are having success with this approach.

To shift teachers thinking who, at times, are stuck in a deficit model of thinking, therefore leading to low
expectations for the achievement of priority students.

To strengthen the schools moderation processes in order to help teachers make stronger/more reliable overall
teacher judgements (OT/J's).

To assist teachers in Year 5-8 in the understanding of the rates of progress needed in order for priority learners
to reach the national standards by December of each year.



The teacher simplifies their
teaching strategies into key areas
to focus on — first being social
norms. That is what learners do
and what learning interaction looks
like in the classroom.

The teacher combines new
information they have
researched with other

professional development the
school offers and integrates
this into their teaching practice.

The teacher has an inquiry
approach to their teaching.

Case Study 3
Decile 1 U5
State Integrated Primary School

Qualities of an effective teacher
who has the ability to accelerate
students learning at this school

The teacher seeks out further
information through research to
shape their thinking and
teaching practice.

i.e Best Evidence Synthesis.

The teacher expects to deliver
quality programmes. They also
display self ownership and
responsibility for student's
progress.

The teacher thinks about the
students in front of them and
their needs and delivers what is
known as effective ways to
accelerate their learning.




Case Study 4
Decile 1 Contributing Primary School U4

Principal’s Understanding of Accelerated Learning:

‘Ensuring that priority students are working on a trajectory that enables them to meet and/or achieve beyond the
national standard’.

Examples of accelerated programmes/practices/strategies the school uses:

v' Reading Recovery
v Accelerated Literacy (ALL) programme
v Accelerated Maths (ALiM) programme

v’ PBAL — Positive behaviour for learning

v Schools Learner Profile (Educating the whole child) Te Whare Tapa Wha

SIS T

Taha Tinana Taha Wairua Taha Whanau Taha Hinengaro

School practices that focus on effective teaching and learning that have a positive impact on accelerated
learning for students:

1)

2)

3)

The school focus is on educating the whole child. They have high expectations for respectful relationships
(social & learning), they expect their students to do their best each day, they provide safe learning and social
environments and have developed a matrix that shows the students/parents/whanau the expected
progression of these standards to be achieved from Years 1-Year 6.

The school has developed the role of a ‘critical friend’. This friend provides advice/guidance within trusting
relationships through (a) giving advice as to how to strengthen one’s teaching practice within identified
appraisal goals (instructional teaching skills) (b) sharing curriculum knowledge with each other and (c) generally
supporting the colleague to have success in raising student achievement for all students in their classroom.
The key principle that underpins the role of the critical friend is for them to be an advocate for the success of
the work of that teacher. It is noted that the teacher will align their appraisal goals with those that are
identified in the school’s annual plan/strategic plan. The teacher and their critical friend also keep reflective
journals via google docs. All staff receive professional development training on the role and responsibilities of
being a critical friend.

The school is one of four that belongs to a community of schools that meet once a term to moderate students
work. These meetings are held between 9:00am-12:00noon with teachers in Years 1-3 and in Years 4-6 bringing
samples of students work for moderation. During this time references are made to the NZ Curriculum, learning
progressions and expectations aligning to the relevant national standards. These meetings are collaborative,
with all teachers making constructive contributions to discussions. At these meetings two external
representatives attend to facilitate the meeting focus. At the conclusion of the meeting, staff go back to their
schools and share the process and outcomes of these meetings.



4)

5)

6)

The school plans and reviews the learning goals for all priority students. Once a student’s learning goals have
been identified, the school sets markers which they expect the students to reach. These markers (specific
learning objectives/goals) when met, enable the student to successfully progress towards the overall end goal,
that is, meeting the national standard. These goals are reviewed at agreed checkpoints and are either
celebrated or reset due to barriers encountered. At this time additional professional support is offered to the
teacher, student and/or parent/whanau as deemed appropriate.

Student progress is aligned to the school’s appraisal cycle. Teachers are expected to clearly identify deliberate
acts of teaching (DATSs) that will add to the acceleration of the students’ progress. Teachers are also expected
to identify the levels of support they require in order to successfully deliver the deliberate acts of teaching
(DATS).

The Board of Trustees and an external corporation provide additional funds that enable the school to employ
a teacher above its Ministry of Education staffing entitlement. This teacher is respected by their colleagues as
being a teacher of excellence. This teacher leads the ALL and ALiM programmes both in class and in withdrawal
lessons for priority students in Years 3-6. This teacher also models best practice in class settings and will
observe teachers practice and provide specific feedback on that focus area.

Current Leadership Challenges

a)

b)

c)

d)

e)

f)

Building more in-depth and regular learning focused relationships with parents/whanau.

Accessing greater levels of support via: SWiS workers and health teams from the District Health Board.

Finding workable approaches that sees students who are below the national standards in reading, writing and
maths receive accelerated learning programmes each day.

How to provide multiple effective teaching and learning interventions (with urgency to priority learners)
without burning out the staff who are providing these programmes.

How to find ways of sustaining the current effective accelerated learning programmes that are currently being
funded through finite funding sources.

How to build the capacity of all staff to provide effective accelerated learning programmes in the event that
the current specialist staff leave the school, get sick, leave the profession etc.



The teacher displays a
passion and belief that all
student can and will have
success with their learning

The teacher has indepth
curriculum knowledge as
well as knowedge of how to
accelerate learning for
priority students .

Case Study 4
Decile 1 U4

Contributing Primary School

The teacher delivers
differentiated teaching and
learning progammes to the

students.

Qualities of an effective teacher
who has the ability to accelerate
students learning at this school

The teacher has an indepth
understanding of the strengths
and needs of the whole child
and finds ways to support
/develop these.

The teacher has a depth of
academic understanding of
where the student has come
from and what their next
learning steps are.

The teacher has a sense of
urgency to lift student
achievement for all learners
and is especially mindful of the
need to provide accelerated
learning programmes for all the
priority learners in their
classroom.
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Conclusions:

1)

2)

3)

4)

5)

It is clear to me that international results from to PISA, TIMSS and PIRLS have had a direct correlation to the
current direction in the New-Zealand education sector, that being the unrelenting focus to lift student
achievements, especially the achievement of all priority learners. Currently the Government has set a standard
that by the end of 2017 all primary school students will be achieving at 85% percent in reading, writing and
maths.

In the recent results released by the Ministry of Education through the Public Achievement Information (PAI)
2014, achievement rates in NZ primary schools are 78.0% in reading (an 0.5% increase in student achievement
between 2012-2014), 74.6% in maths (an 1.0% increase in student achievement between 2012-2014) and
71.1% in writing (an 0.9% increase in student achievement between 2012-2014).

In all decile 1 schools across New Zealand student achievement rates are: 59.7% in reading, 56.4% in maths
and 50.8% in writing and in decile 1 schools in Mangere/Otahuhu (which is the area my school is clustered in)
students achievement rates are: 66.1% in reading, 64.6% in maths and 56.9% in writing.

Bearing in mind that across New Zealand the rate of achievement is tracking at less than 3% over the past three
years, the challenge for decile 1 schools is how to make over 25% gains in student achievements in the next 36
months? The conclusions contained in the following pages indicate approaches that need to be embedded in
school practices in order to shift student achievement to the 85% success rate the Government is aiming for.
In order to achieve this goal (or even get close to it), | believe the Ministry of Education professional
development programmes need to be provided on an evidenced based approach. That is, build on from where
the school needs are, rather than a current model that tends to say, here is the package of professional
development with its key performance indicators (KPI’s) which the school may only need a certain part of that
professional development package.

Four key school based approaches emerged that | believe linked very clearly to accelerated learning. These are
(a) school based inquiry teams (b) teachers of excellence (c) evidence based differentiated teaching
programmes and (d) high levels of family/whanau engagement in learning focused relationships. | have
addressed each of these four themes in executive summaries that are located in the following pages. Where
schools were embedding these four themes effectively, they put a lot of effort into the professional
development for their teachers as well as strengthening school based systems/processes that enabled ongoing
sustainability of these four key areas.

The concept of schools collaborating around the moderation of student work was another powerful model
that | believe had a direct correlation to lifting student achievement. When teachers from the various schools
met, they brought examples of students learning that was then presented for discussion in terms of unpacking
the features of that work and aligning it to the appropriate curriculum level. Instructional teaching approaches
were also discussed along with unpacking specific curriculum documents. This model was powerful in the fact
that a community of teachers were working across schools to strengthen a shared understanding of what was
effective teaching, what student achievement looks like (despite a school’s decile rating) and, through
discussions, strengthened curriculum understandings.

Encasing a school’s success in accelerating learning for all students are four teachers/leaders
attitudinal/behavioural values that emerged in this study; (a) effective teachers and leaders are not satisfied
with business as usual and are constantly looking for new and more effective /adaptive ways of accelerating
students’ progress (b) effective teachers/leaders demonstrate in their actions a passion and belief that all
students will have success with their learning while maintaining a relentless focus of questioning their
effectiveness of their teaching programmes and rates of student learning (c) effective teachers/leaders have
assessment and evaluative capabilities to understand and use data, and know what works, when and why for
different priority students and (d) there is a shared understanding between all teachers and leaders of what
effective teaching practice looks like and that these practices are evident in all classrooms all day, every day.

The roles of coaching, mentoring and the place of a critical friend within the schools operation appeared to
have significant impact in strengthening teacher practice leading to increased levels of student achievement.
Schools who had put people in these roles all said they were significant in (a) leading change (b) challenging
poor teaching practices and (c) aligning teaching practice with the school’s appraisal processes.



Teachers of Excellence / ACET Teachers
‘Great teaching is as much about passion as it is about reason. It’s about not only motivating students to learn,
but teaching them how to learn, and doing so in a manner that is relevant, meaningful, and memorable. It’s
about caring for your craft, having a passion for it, and conveying that passion to everyone, most importantly
to your students’. Richard Leblanc 1998.

Throughout this study the notion of priority students requiring excellent
teaching in order to help them achieve their goals is a reoccurring theme.
NZEI and TeachNZ have created very clear statements that signal what
_J teachers of excellence need to be demonstrating in their teaching practice
each day.

Teachers of

Excellence

Learning

In the NZ Primary Schools Collective Agreement for Teachers, it defines the standards for experienced teachers.
It states: ‘Experienced teachers are highly skilled practitioners and classroom managers. Their teaching methods
are well developed and they employ an advanced range of strategies for motivating students and engaging them
in learning. In environments where it is possible, they support and provide assistance to colleagues’.

On top of this is the ‘Advanced Classroom Expertise Teacher’ (ACET) is a classroom teacher whose practice has
been formally recognised as being demonstrably higher than the Experienced Teacher Professional Standards.

The goal for school leaders is to assist in the development of all their experienced teachers so that they are not
only delivering programmes at a highly skilled practitioner level (experienced teacher) but are also able to reach
noticeably higher (exemplary) levels of the ACET teacher criteria below:

(a) Exemplary use of evidence and research to inform practice. This requires the teachers to provide multiple
sources of evidence and research referenced that informs and develops their practice. A clear link between theory
and its application to practice must be apparent. This should include evidence of the way it has developed the
teacher’s practice.

(b) Leadership in developing practice amongst peers. This requires teachers to provide evidence of their strong
professional relationships with colleagues that demonstrate leadership in teaching practice.

(c) Exemplary engagement with families/whanau in improving outcomes for their children. This requires
teachers to provide evidence of the pro-active approaches and effective engagement they have had with
families/whanau that supports student learning.

(d) Exemplary ongoing professional learning and development. This requires teachers to provide evidence of
their ongoing professional learning and development as part of a regular, in school, appraisal process.

Reflective Question — For the Reader of this Report:

What school based or external provider based professional development is planned for, that builds teacher
capacity from one of being an experienced teacher who is meeting the professional standards, to one that is
acknowledged as performing within the ACET teacher criteria?



Advanced Classroom Expertise Teacher’ (ACET) Framework
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Self-Sustaining School Inquiry Teams:
‘The fundamental purpose of the ‘Teaching as Inquiry’ cycle is to achieve improved outcomes for all students.
Less obviously, but very importantly, the cycle is an organising framework that teachers can use to help them
learn from their practice and build greater knowledge’. Ministry of Education, 2007

Another reoccurring theme in my study was that of teacher inquiry. Where
. a school’s inquiry model was working effectively, the teachers reflected
‘ . ’ deeply not only on the student’s strengths and learning needs but also on
, . their own capacity to provide effective daily instructional programmes that
S €5 would accelerate the learning for priority learners.

Learning

In effective school based inquiry models, the teachers knew themselves, their curriculum strengths and gaps and
sought ways to strengthen such gaps (individually or as a collective of teachers) in order for the students, who
were below the national standards, to make the required gains.

In the focusing inquiry, teachers identified the outcomes they wanted their students to achieve. They considered
how their students were doing in relation to those outcomes, and they asked what their students needed to learn
next in order to achieve them

In the teaching inquiry model, teachers select strategies that will support their students to achieve these
outcomes. This involves asking questions about how well current strategies are working and whether other
strategies might be more successful. Teachers search their own and their colleagues’ past practice for strategies
that may be more effective, and they also look in the research literature to see what has worked in other contexts.
They seek evidence that their selected strategies really have worked for other students, and they set up processes
for capturing evidence about whether the strategies are working for their own students.

In schools that had developed effective inquiry models, professional development had taken place in upskilling
staff in the areas of coaching, mentoring and in the role of being a critical friend. These staff provided key school
based support to others in both formal and informal settings. For example some schools had schoolwide inquiry
team meetings where individual teachers presented evidence of priority students’ progress on a three/five weekly
cycle. At these meetings the teacher shared approaches they had tried that were very effective and sought
assistance with any barriers they were still coming across in terms of (a) student underachievement and/or (b)
gaps in the teachers’ curriculum knowledge or instructional teaching skills.

Another aspect of the school based inquiry model encourages teachers to video their own practice in Week 3 and
Week 7 of each term and then share this video with the inquiry team for analysis, discussion and possible next
steps to strengthen teacher practices. In this way the teacher is not working in isolation but they are part of a
team that has much expertise to share with each other in building teachers capacity.

Reflective Question — For the Reader of this Report:

What evidence does your school have that shows your teacher/school inquiry model is strengthening teacher
practices and that this has had a direct correlation to raising the achievement of your schools priority learners?



Differentiated Learning Programmes

‘Differentiated instruction is the way in which a teacher anticipates and responds to a variety of student needs
in the classroom. To meet student needs, teachers differentiate by modifying the content (what is being
taught), the process (how it is taught) and the product (how students demonstrate their learning)’. Nicholas
Meier, 2013.

In successful schools where differentiated learning programmes are
embedded, there is an unrelenting focus on raising student

achievement, especially for all priority learners. In such schools, E:]g:::i:’:t’;‘;d
effective teachers and leaders were not satisfied with ‘business as usual’ teaching
AW and they were constantly looking for new and more effective/adaptive programmes
., Actereraled ways of accelerating students’ progress.
Learning

In a differentiated classroom, the teacher sees everything a student says or creates as useful information both in
understanding that particular learner and in crafting instruction to be effective for that learner, rather than the
more typical pattern of teaching the class as though all individuals in it were basically alike. These teachers also
have assessment and evaluative capabilities that enable them to understand and use data, and to know what
works, when and why for different priority students and planned instructional teaching programmes accordingly.

In differentiated classrooms, the teacher's main goal is to ensure that each child feels challenged most of the time.
Differentiation does not presume different tasks for each learner, but rather have just enough flexibility in task
complexity and working arrangements so that the students find learning a good fit most of the time.

Consideration can also be given to students learning styles when planning differentiated programmes. Research
tells us that each person prefers different ways to learn and, that within us, we all have a mix of learning styles.
While we may find many of us have a dominant style of learning, others may find that they use different styles in
different circumstances. Research tells us that there is no right mix nor are one’s learning styles fixed. People can
develop an ability in their less dominant styles, as well as further developing styles that they already use well. If a
teacher has an understanding of their student’s learning styles and applies this to the learning opportunities
during the day, then this can only enhance the chances of their students having success with their learning goals.

The seven recognised learning styles are: (1) Visual (spatial): You prefer using pictures, images, and spatial
understanding (2) Aural (auditory-musical): You prefer using sound and music (3) Verbal (linguistic): You prefer
using words, both in speech and writing (4) Physical (kinesthetic): You prefer using your body, hands and sense of
touch (5) Logical (mathematical): You prefer using logic, reasoning and systems (6) Social (interpersonal): You
prefer to learn in groups or with other people and (7) Solitary (intrapersonal): You prefer to work alone and use
self-study.

Reflective Question — For the Reader of this Report:

(a) What evidence does your school have that shows instructional teaching programmes are being
differentiated?

(b) Do you have any evidence that all students (especially priority students) learning styles have been
considered and acted upon?

(c) Are teachers’ differentiated instructional programmes designed from current assessment data and do
such programmes show alignment to the students learning progressions?



Engagement of Family & Whanau in Authentic Learning Focused Relationships

‘Children learn best when the significant adults in their lives, for example their parents, teachers, and other
family/whanau and community members work together to encourage and support them to achieve’.
James P. Comer 1997.

Core documents from the Ministry of Education stress the importance of

knowing the child (learner) and engaging the family & whanau in authentic High levels of
student family

learning focused relationships. & whanau
engagement

"~ Accereraled
. Learning

In an Education Review Office (ERO) report 2008, they defined a framework for community engagement as;
Community engagement is one of the principles of New Zealand Curriculum. The school community is a term used
to include staff, students, parents/whanau, other people connected with the school, people living in the area, or
any combination of these. In many New Zealand schools, it would be appropriate to talk specifically about their
Maori or Pasifika community. Similarly, engagement can mean anything from giving information, through
consultation to full collaboration.

An ERO evaluation of schools’ engagement with parents, whanau and communities defined engagement as ‘a
meaningful, respectful partnership between schools and their parents, whanau, and communities that focused
on improving the educational experiences and successes for each child.’

Many schools have developed Student Led Conferences with associated portfolios as a powerful way of engaging
parents/whanau in the learning of their children. If we compare the traditional parent teacher conference with
the student led conference we can see immediately the benefits of the latter; (a) teacher driven versus student
driven (b) short time frame conversations versus longer time frame conversations (c) more focus on social and
emotional versus focus on academic (d) low student accountability versus high student accountability (e) lack of
real goal setting versus wider opportunity for personal goal setting and (f) auditorium/hall type venue versus
classroom environment.

In research completed by Ascher, 1988; Comer, 1991; Gorinski, 2005; Hamilton-Lee, 1988; Martinez & Velazquez,
2000; Peterson, 1989, they identified a number of effective strategies for enhancing parent community-school
partnerships:

(a) The provision of a regular schedule of activities and programmes that are stimulating, informative and
enjoyable, for example, science fairs, young enterprise projects, fairs, concerts and celebration dinners.

(b) Bilingual community liaisons that helps bridge language and cultural differences between home and school.
(c) Childcare, transportation and weekend activities that increase the likelihood of minority parent involvement.
(d) Curriculum that reflects the culture, values, interests, experiences, and concerns of families.

(e) Social and health efforts co-ordinated within local school communities.

(f) Workshops for parents to help them develop a repertoire of home-based support strategies, and co-
constructing with parents, learning activities that parents and children can do together.

(g) Career education promoting higher aspirations amongst families.
(h) Thinking "family" rather than "parent" when planning activities.

(i) Getting parents involved in special activities for example as Teacher Aides, Parent Teacher Association, Board
of Trustees, and incorporating them on planning and management teams.

Reflective Question — For the reader of this report:

What approaches does your school use to build learning focused relationships with families and whanau
through giving information, through consultation and through full collaboration.



Final Thoughts:

After reflecting on literature relating to accelerated learning in the New Zealand education sector, considering the
wisdom shared by four colleagues which is reflected in their schools case studies and considering the context
where my own school sits, the following have emerged for me as focus areas that | will be discussing with my
school staff and Board of Trustee members in relation to embedding effective practice across our school. These
five work streams are:

(a) Establishing/embedding schoolwide the practice of ‘Teacher as Inquirer’.

(b) Establishing/embedding the skills required so that our staff can coach, mentor and be a critical friend with
each other.

(c) Work with a cluster of schools across decile ratings to strengthen school moderation, shared curriculum
understandings and share what effective teaching practices are being used within maths and literacy
programmes.

(d) Embed differentiated learning programmes in all classrooms where teachers’ will meet student needs by
modifying the content (what is being taught), the process (how it is taught) and the product (how students
demonstrate their learning).

(e) Alignment of student progress and achievement to teachers’ appraisal goals and accountabilities against
the registered teacher criteria (especially the expectations of experienced teachers/ACET teachers).

Finally, many thanks to TeachNZ/Ministry of Education/NZEIl/Mangere East School Board of Trustees for providing
me with the opportunity to complete my sabbatical, as it provided me with valuable thinking/research time on a
key impact in our current education landscape, being Accelerated Learning in Primary Schools, and how this
approach needs to be further embedded in the teaching practices in all classrooms at my current school.

Anthony Noble-Campbell
Principal — Mangere East Primary School
September 2015
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The Big Picture — The National Standards Overview 2012-2014 & Reading by Decile Rating 2013-2014
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Appendix B
The Big Picture — The National Standards Achievement Overview by Decile Rating in Writing & Maths 2013-2014

Figure &: Proportion of students achieving at or above the National Standards for mathematics, by decibe (2012201
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Appendix C
Westmere School Teacher Inquiry Model

Westmere Teacher Inquiry 2014

Who are the
learners | need to
focus on? What are
their most
important learning
needs? What does
the datafevidence
tell me?

What do | need to
know/learn in
order to
effectively
respond to their
learning needs?

How did this new
practice impact on
my effectiveness

as a teacher?
What next with
this practice?

Use evidence to support each step of

the inguiry
Keep evidence e.g. for my coaching Thinking
inquiry Ellhuut m:,r
i earners
What effect did Reflect at each step needs and my

my new practice(
have on outcomes
for my learners?

own learning,
what is my
goal?

Plan and
participate in
professional
learning (school,
team, own) to
achieve my goal

Integrate my new
learning into my
classroom practice




Appendix D

Westmere School Reflective Questions 2014

Components of the

process

Some key questions to ask

Who are the learners | need to
focus on? What are their most
important learning needs?
What does the data/evidence
tell me?

Have | worked through the data in a deliberate and ordered way? (line by line
and column by column)

Who achieved to expectations? Who didn’t? How much value was added for
each student?

What concepts did they understand or nor understand? What gaps do the
data show?

What does the data tell me about why my students might be
misunderstanding/not getting these concepts?

Do I need to collect more information?

Were there any other factors within my control that might have contributed
to the results?

Are there competing explanations?

What do | need to know/learn
in order to effectively respond
to their learning needs?

Based on what | have discovered, how should | address the gaps/needs
identified?

How is my teaching linked to this result?

What am | going to do differently? Content? Strategies? Organisation?
What craft knowledge do | already have?

What has worked for other teachers? In other contexts?

What intervention/strategies are going to give me the best results for these
students? What evidence is there that these are best practice strategies?

Thinking about my learners’
needs and my own learning,
what is my goal?

Does my goal have a timeframe? (By....)

Do | identify the intervention/practice(s) | am going to put into place? (I
am/have....)

Is there an outcome for the students? Is it linked to their achievement? Is
there an outcome for me? (So that....)

Integrate my new learning into
my classroom practice

Thinking about the learning | have done, what intervention/strategy will
address my students’ needs/next steps?

What steps can | take to integrate this intervention/strategy into my
practice?

Will this intervention/strategy create problems elsewhere and how can |
resolve them?

How can | scaffold this for my students/ for me?

What are the best methods to monitor and record student
change/achievement and how often? When and how will know if the
intervention/strategy is working/has worked?

What effect did my new
practice(s) have on outcomes
for my learners?

What progress did the students make? What did they achieve? Were there
any discrepancies? Outliers?

What aspects of the intervention/strategy worked and what didn’t? How do
I know?

What conclusions can | draw?

What are the next steps for each of the students?

How did this new practice
impact on my effectiveness as
a teacher? What next with this
practice?

What have | learned about my practice from this inquiry?

What will | continue to do (make a habit)?

How can | extend this practice with these students? Or other students? Or
other learning areas?

Do | need to learn more about this intervention/strategy?

How will I share what | have learned with my colleagues? Who? When?
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Appendix E
PISA RESULTS 2009/2012

PISA 2009 Ranking by Mean Score for Reading, Mathematics and Science

No Country Reading Mo Country Mathematics No Country Sclence
1 Shanghai-China 556 1 Shanghai-China 600 1 Shanghai-China 575
2 Korea Lkl 2 Singapore 562 2 Finland 554
3 Finland 536 3 Hong Kong-China 555 3  Hong Kong-China 549
4  Hong Koeng-China L] 4 Korea 546 4  Singapore 42
5§ Singapore 526 &  Chinese Taipei 543 5§ Japan 538
6 Canada 524 6  Finland 541 6 Korea 538
T MNew Zealand 521 7 Liechtenstein 536 7 Mew Zealand 532
g8 Japan 520 8  Switzerland 534 8 Canada 529
& Australia 515 g9  Japan 529 8  Estonia 528
10 Netherands 508 10 Canada 527 10 Australia 527
11 Belgium 506 11 Netherlands 526 11 Metherdands h22
12 Norway 503 12 Macao-China 525 12 Chinese Taipei 520
13 Estonia 501 13 New Zealand 519 13 Gemany 520
14 Switzerand 501 14 Belgium 515 14  Liechtenstein 520
Pisa results 2012
- Maths, mean score Reading, mean score Science, mean score in
Ranking  Country mame o 2012 Pisa 2012 PISA 2012
—_— DECD average 494 438 501
Shanghai- c - -
Chira 213 570 280
2 Singapors 573 542 B
Hong Kong- - - i
3 c_n"a - JEi 343 :|5:|
4 Taiwan 260 523 523
5 5.Korea 554 535 538
5 Macau-China 538 509 521
7 Japan 338 338 547
] Liechtenstein 535 18 Bl
9 Switzarland 531 5039 515
10 Matherlands 523 1| 522
n Estonia 521 516 541
12 Finland 313 524 345
12 Canada z18 Exd Rl
14 Poland 518 518 526
5 B=lgium 515 503 505
1 Germany 514 s08 524
17 Vietnam 1l 02 523
12 Austria 0E 480 0E
19 Australiz 504 512 521
20 Irelznd 500 512 522
21 Slovenia 501 481 514
2 Denmark s00 438 432

= 22 Maw Zealand 500 512 516



Appendix F
BES Exemplar 3 Nga Kete Raukura — He Tauira 3 Teacher and student use of learning goals

Figure 1: Board of trustees cycle of target setting and review®

L, -

; Principals and their staff :nllectx'

::'-'IEWUW:;ITI-HFE;;E _ha.t reliable data from assessments

ve you achieved w and teacher knowledge.

you set out to ithlE"-'E'? This helps to determine the

Iif ﬂﬂt.klrm]r I‘l':'ITi% W";.at levels of students and groups

is working well? What of students who are not

gmy'ﬂu I:;!Ed tf:: do . achieving at the level they
itfterently next year? should be. Considering this

information forms the basis for

your targets.

GATHERING
EVIDEMCE

WORKING
WITH DATA

READYING AND
AMALYSING DATA

Your targets should

focus on accelerating
achievement of students
whao need more support.

Analysis of the data
shows where you need to
focus your efforts to raise
student achievement




References:

Accelerated Learning: A User's Guide — May 31, 2005
By Alistair Smith
e ISBN-10: 1904424724 ISBN-13:978-1904424727

The Accelerated Learning Fieldbook: Making the Instructional Process Fast, Flexible, and Fun — October 15, 1999
By Lou Russell
e ISBN-10: 0787946397 ISBN-13: 978-0787946395

Accelerated Learning Pocketbook (2ed) — January 1, 2011
By Brin Best
e [ISBN-10: 1906610347 ISBN-13: 978-1906610340

The Accelerated Learning Handbook: A Creative Guide to Designing and Delivering Faster, More Effective
Training Programs Hardcover — July 20, 2000
By Dave Meier

e ISBN-10: 0071355472

e [ISBN-13:978-0071355476

Accelerated Literacy Learning (ALL) and Accelerated Learning in Mathematics (ALiM): New Zealand Curriculum
On-line — August 2014

Accelerating the Progress of Priority Learners in Primary Schools. Education Review Office (May 2013)

National Report - Raising Achievement in Primary Schools ALiM and ALL. Education Review Office (June 2014)
Ka Hikitia - Accelerating Success: The Maori Education Strategy 2013-2017. Ministry of Education

Pasifika Education Plan 2013-2017. Ministry of Education

Evaluation at a Glance: Priority Learners in New Zealand Schools: Education Review Office. August 2012

School Leadership and Student Outcomes: Identifying What Works and Why Best Evidence Synthesis Iteration
[BES]. Viviane Robinson, Margie Hohepa, and Claire Lloyd The University of Auckland

The New Zealand Curriculum Up-date: Understanding Teaching as Inquiry August 2011

Feedback in Schools: From Sutton, R., Hornsey, M.J., & Douglas, K.M. (Eds., 2011), Feedback: The
communication of praise, criticism, and advice. Peter Lang Publishing: New York.

Parents’, Families’ and Whanau Contributions To Educational Success: Children’s Commissionaire July 2013

Learning Together: Engaging Parents and Families in School Learning. Catholic Education Office Archdiocese
Melbourne. 2013

Success for All. Every School — Every Child. Ministry of Education 2010.

The Home-School Team: An Emphasis on Parent Involvement. Students thrive when their parents become part
of the classroom. James P. Comer, Norris Haynes. JULY 1, 1997

Quality Teaching for Diverse Students in Schooling: Best Evidence Synthesis [BES] (2003).



