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INTRODUCTION

The 2008 NASDAP Scholarship gave me the opportunity to attend a summer institute in school
leadership from the 9to the 18" of July at the Harvard Graduate School of Education in Cambridge,
Massachussetts. The 138 participants were school leaders, mainly from the United States, but
including others from Canada, Australia, New Zealand, South Africa, India and the Caribbean.

The institute, entitled_eadership: An Evolving idis, was designe for experienced school leaders to
revitalise their personal vision of leadership as well as refining their leadership and management
skills in a highly interactive environment. The programme consisted of 66 formal hours of
instruction as well as a codgirable number of readings prior to and during the course. Most days
consisted of plenary sessions followed by a period of reflection and falfpdiscussion in smaller
groups. The second day was spent in a tdarniding outdoor experience run by Projestiventure,
which was highly successful in creating an atmosphere of challenge, trust and support within the
groups.

The programme was a comprehensive, stimulating opportunity for professional growth, which
enriched my understanding of school leadership imumber of areas. In many cases it provided
affirmation of directions being taken in New Zealand and in particular at Waitakere College; in
others it provided a challenge and some possible improvements we could be working on.

The time following the aarse has enabled me to explore some of these directions in more detail.
Interestingly, this has often led me back to research generated within New Zealand, in particular, the
best evidence syntheses (BES) on quality teaching for diverse students, osipreedevelopment

and the forthcoming one on leadership as well as the recent work of Jane Gilbert of NZCER on new
conceptions of knowledge and on the senior secondary school curriculum.

In this report | aim to share some insights which may be usefuher @eputy and Asistant
Principals natioswide, along with some of the challenges we face trying to prepare clc@itury
students for an ever more complex and uncertain futurguill also be doing this with my colleagues
and the Waitakere Colledgoard of Trustees with a more particular focus on the needs of our
students.

The guestions | began with were very broad, but highly applicable to my own leadership interests
and responsibilities and to the direction of our endeavours at Waitakere College.

e How can school leaders improve the quality of teaching across a whole school in order
to lift student achievement?

e How can we improve our leadership of initiatives to improve the quality of teaching
and lift student achievement at Waitakere College?

I havechosen to explore four main ideas which resonated strongly with me. References and contact
details are provided to enable readers to follow these up in more detail if you wish.
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FOUR BIG IDEAGhapters 1 to 4)
The fourideas areall closely related to learninglhey are:

1. School improvement, what really matters Pagest to 13
Understanding the school context for school improvementoving from the technical to
the cultural (Richard Elmore)

2. Making the learning robst Pagesl4to 24
Important insights from cognitive and neuroscience(Kurt Fischer)

3. Assessment for learning Pages25to 36
The potential of ithe-moment and interimassessments. (Kim Marshall)

4. Howemerging technologies can support 2tentury learning Pages37to 49
Using emerging technologies to create situated learning (Chris Dede)

| have tried to structure this report so that busy Deputy and Assistant Prinaipalsee at a glance

the main ideas and explore those you find most relevant to your own school and circumstances. |
have deliberately kept it simple and visual, but the report is based on a combination of the readings,
the lectures themselves and my ovallow-up investigation. If you wish to pursue an issue further,
you will find refereces at the end of each chapter, along with a series of questions which you may
wish to explore with your colleagues.

I hope this will prove a useful resource for my fellow NASDAP membeans.happy to respond to
guestions and can be contacteds#@waitakerecollege.school.nz

Shona Smith
DeputyPrincipal
Waitakere College
September 2008
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CHAPTER ONE

School improvement; what really matters?

Understanding the school context for school improvemenimoving from the technical to
the cultural

Major source: Richard Elmore.

1. The central task of leadersp ¢ to reduce variance between classrooms by-de
privatizing teaching

Elmore arguethat a vital component of school improvement is to-gevatize teaching, to move

Fgle& FTNRBY (GKS KAAG2NRO OGAK FAlY ayKRA (KR dalgikiSizRGB2yNIR 2
f S Nigsksywithandividuateachers in isolated classroomgg O2 Yy OS LIiI K8 d2DX @ i/ & Q®f 2
(Elmore R. i., 2008)

One of the most compelling examples he gives to show why this is important is illustraibed in
graph below:

Student gain scores in readingproportion
of variance

By school, 1

H By class
m By student
By school

The graph shows much higher levels of variance between teachers than between schools or
between students. The data fMathsrevealed a similar pattern ( Class52%; Student 19%;
School 1680%)

Meaning¢ It matters 56 times as muchvhich teacher you get as which school you go to.
Consequently a major task of school leadership is to decrease the level of variability between
classrooms in order to improve the quality of instruction for every student.

This is strongly supported by othechool improvement literature. For instance Michael Fullan
adzYYFNAasSa NBaSINOK FAYRAy3Ia FTNRBY wmopym GAff GKS
on effective professional learnimpmmunities:areflective dialogue, dgrivatization of pratice,

O2ftft SOGADS F20dza 2y aidzRSyd € SI NI XRilRE 20082 € € F 6 2 NI
revised and updated second editi¢t84.
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Fullan places derivatizing teaching at the head of his Six Guidelines For Pala@pd identifies it

asa i KS 0 A 33 S g fo estaBlishia KuBiureTinktt® kedching profession where it is normal and
desirable for all teachers to observe and be observed teachimg.norm of privacy has withstood
decades of attempts to changeéi(Fullan, pp. P52). This throws some light on the challenges
faced by some New Zealand schools, including Waitakere College, as we implement the Te
Kotahitangaprofessional development programme. To-plévatize teaching practice is to challenge
a longestablished culture of the autonomy of individual teachesnall wonder it meets some
resistance along the way!

Figurel De-privatizing teaching- Fullan's starter list(Fullan, 2008, revised and updated second edition)

Declare deprivatisation as the goal.

Combine transparency (access to one another's
teaching), nofudgementalism and good help.

Support teacher leaders in clarifying and legitimising the
roles, as well as helping to develop thier capacities.

Hammer home a moral purpose, linked to instructional
improvement and its causal connection to student
achievement.

Foster peer interaction without micromanaging it.

Deprivatiang teaching also mear®ing transparent about student achievememtat only at school

level, but also at the level of individual teachers. Fullan comments on the power of assessment
literacycd 0 KS &GN §S3IAO0 dz&aS 2F REGF G2 AYLINRGS (S| OKA
and the capacity to monitorresultsBn Sy 31 38 G KS SE G SNy (Fdlanlp@PS3® dzy | 6 A
Some aspects of this topic will be discussed in Chapter 3.

2. Internal accountability :Achieving alignment between individual teachers and the
collectivevision

In the American context, EImore points out tensions between externally imposed systems such as
the test result based accountability systems of No Child Left Behind and distsiet! efforts for

systemic improvemeni{Elmore R. , 2008)/e are comparatively fortunate in this regard in New
Zealand at present, but the American example remains as a salient warning. Nevertheless, there are
helpful insights for all schools everywhere in his analysis of what constttutegnternal

accountability.
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Elmore points out that all schools have concepts of accountability, whether or not they are explicit.
He reports on a large scale accountability study which examined the variety of ways in which schools
decide to whom they araccountable , for what and why in an essay entitled When Accountability
Knocks, Will Anyone Answei2imore R. e., 2004The key questions explored with teachers were:

e To whom are you accountable in your daily teaching jica@t
¢ How are you required to give an account of your actions?
e What are the consequences for failing to do so?

The default mode of accountability is closely related to the notion of teacher autogamgchools
where there was no other system, accountabilvas atomised, resting solely on the individual

sense of responsibility of each teacher. Other schools had achieved a culture where the collective
expectations of the staff provided an informal internal system of accountability.

However, ElImore argudbat in the effective schools in the study there was also a formal system to
SyadzNB (KIG GKS F3INBSR 02ttt SOGAGS SELISOGFGAZ2YE |
expectations gelled into highly interactive, relatively coherent, informal and fosgsiems by which

teachers and administrators held each other accountable for their actiors@ida & & (0 dzZRSy (1 & ®§
(Elmore R. e., 2004)

I S NBLINBaSyida GKA&E RAFANIYYFGAOFEtE & Fy fA3IYyY
responsibility and the shared collective expectations, reinforced by a system of consequences for
non-compliance.

Figure2 Accountability

Internal alignment
of responsibility,

Individual i Collective
. expectations, .
responsibility . accountability expectations
system

How was this achieveth the case study schools?

e High and explicit expectations influertter workedA y O2y 2dzy O A2y SAGK (S|
sense of responsibility;

¢ Recruitment interviews placed considerable emphasis on discovering how the teacher
LRaAGA2YSR (KSYaSt@gSa oAGK NBIFNR (G2 GKS &aOK

e Leaders had ensured there werensequencesstarting with support and professional
development, righthrough to fronting up and making hard decisions) if teachers continue

not to meet expectations
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The importance of teacher beliefs and expectations

9f Y2NB | NHdzS & (i Késand befiefs $f individiial thadiRrS, &rkl adthinistrators

about what students can do, about what they can expect of each other and about the relative

influence of student, family, community and school on student leargiate key factors in

determinild G KS &d2fdziAzya (GKF(d a0K22f a (Ehoe®REeN2D@) (2 0

This resonates with the emphasis placed on teacher positioning in the Te Kotahitanga programme or

for that matter in any school whiokxpects all teachers to commit to raising the achievement of all

students. In a school where most or all staff have developed a shared belief that they can make a
RATFSNBYOS>: Al Aa y20G dzyO2yYY2y (G2 KSIFINJ G§SIF OKSNA
i K S 2 Nih atHerywdrisblaming students and their parents for their failuceachievé rather

than relentlessly taking responsibility as a teacher for raising student achievement, even in difficult
circumstancesThis would appear to be asigialK I & G SF OKSNARQ AYRAGARdZ £ &I
increasingly aligned with the collective.

Conversely, the continued presence of deficit theorising is a reminder that when dealing with human

beings perfect alignment is unlikely to be achieved. Achieving this state is not a simple task, nor is it

ever really finished. It is part of the compleglwof school improvement. A major task of leadership

Aa G2 FAY FT2NJ al adNRBy3 y2NXNIGADBS SYGANRYYSYy(d Ay
and efficacy of teachers and principals to influence student learning coupled with the knowledge and
skhffa ySOSaal N (EMbrORie.2004)i K2aS 0StASTadddpé

3. Focus on the academic tasks to improve performance
9f Y2NB ale&a G4KSNB IINB & olaaolrtte 2yte GKNBS g1 ¢

¢ increasethe knowledge and skill of teachers.

e change the content

e FfGSNI GKS NBfFIA2YAKAL 2F (K§JEndoie®RBhg (onlyfi 2 G KS
three ways to improve performance in schools, 2008)

Thesehedefi§d | & WGKS AyadNHzOGA2YyLFf O2NBQO®

Figure3 Points of entry for improvement of instruction

Content

Teacher Student

The
instructional
core

7| Page



Academic tasks, he believekfine the real accountability system in your schadhe culture is
present in the academic tasks studente askedtodoL ¥ & 2 dz Ol yigstiuct@drl€oreA & Ay (K
Al Qa yizEfmoré R.SMdBidy from the Technical to the Cultural: What's a leader to do?, 2008)

So for leaders to decrease the variability betweersgtaoms, it is essential to focus on what is
KILIWSYyAy3I Ay OflaaNez2yazr (2 Ww2LSy (G(KS ofl O]l o02E
understanding of instructional practice and be skilled at developing this in others. We need to be

able to desche objectively what is happening in the classroom, then move to the analytical and

inferential level, with questions such as these:

a) What academic tasks are students being asked to perform?

b) If you were successful in accomplishing the task, what would yow kow to do?

c) 2 KId Aa GKS aiddzRSyiQa NRtS Ay GKS AyaidNHzOGA 2\
d) What do students have to know in order to gain access to the task?

e) What do teachers have to know in order to provide access to the task for the students?

Schools need to develop a commtanguage for classroom observations and to articulate the
RSAANBR LISRFI2IAAOFE | LILINRFOK® b2G G2 R2 a2 YSIya
FRGAOSQ AS O2yTFdzaAaAAyYy3ID

This is affirming of the direction taken by Te Kotahitanga schools, weachérs have had extensive
professional development around the observation tool used and its rationale. In the case of

Waitakere College we have developed our own complementary Effective Teacher Profile which now

forms the basis for our professional despinent and performance review systems. In addition all

subject Departments are currently reviewing all junior units to ensure that they meet salidel

expectations in terms of literacy, thinking skills and differentiation. One further developmemigarisi

FNRY 9fY2NBQa ¢2N)] Aa (2 221 FG K2g G2 Sy3aSyRSNH
tasks themselves as part of our professional learning and accountability systems.

The role of the Principal (and in most cases other senior managers) is to model instructional

leadershipci KS aS0O2yR 2F CdzZ fIyQa DAZARStEAYSa F2NJ t NR Y (
GKS a0K22tQa YA&aaA2y | NP dzyaRdzf LIS RAly3 23TAdERIBy, @A YE LSNPNI/SAY
P53)Cdzf t Iy | faz2 LRAydGa (G2 +AQ0AlLYyS w20AyazyQa 2N
GKIG 62Nl a yR gKeéDPDdPe Al Aa U(HeSanOedretkay | GA2Yy 27
SELX FyFidAz2zy GKI YF1Sa F2NJ LR SSNFdzZ LINRPFSaarzyl
AAIAYATFAOLIYG Fa yed 20KSNI O GKIFIG w2o0Ayazy F2dzyR C
directly participates with teache’ssy F2 NX I £ 2 NJ Ay F 2 NNRobinsdaiNBOTFS 4 a A 2 y I €
S YySSR (G2 Y2RSt AyadaNHzOGA2y!l t (Fuldn )RF5ME KA LI Wg A (K

4. The work of improvementfrom technical to cultural

Ol mprovement , t h edirection,sustaitedave gmew ithatimoves entire
systems, raising the average level of quality and performance while...decreasing the

variation among units and engaging people in analysis and understanding of why some actions
seem to work an¢EmoreR.r2008)dondt . o6
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Elmore distinguishes between the technical and the cultural aspects of school improvement.

Figure4 The work of improvement: from technical to cultural

® Letting

.Using the the

work to culture
change drive the
o .

Learning he work
Technical Cultural
Schedules Beliefs about student learning
Structures Pedagogical content
Roles Knowledge
Types of PD Norms for group work
Protocols, rubrics Discourse about practice
Assessments Mutual accountability
Accountability systems Distributed leadership

In the early stages of turning around an organisation it may be necessary to focus first on technical
matters such as timetables, roles and structures. During this period leaders may find themselves
getting respect for the wrong thingsmaybe because thegre seen as taking a strong line on
discipline or improving systems.

However it is vitally important for leaders to know where they want to get to with the culture. Any

changes to the technical must be carefully designed to support the central purpas@m@ving
AYaiuNdzOidAz2yd ¢KAa Aa (GKS LI IFOS F2NJ CdzZ f 1 yQa TFATFI
GiGF1AYy3 +y SELXAOAG LINBFOGAGS FLIWNRFOK (G2 YI yl 3A
assign certain tasksto othersand mak&s® Gl a1 a 246 (EuNanyp2PEAINR 2 NR G A Sa P

oOLeaders need to create a common culture
knowledge, and hold individuals accountable for their contributions to the collective
r e s u(Elmoré&R. i., 2008)
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Emotional intelligence ialsocentral to successful leadership of chand®e need to remember that

schod improvement usually means askihgS 2 L S (2 R2 a42YS{iKAy3 (KS& R2
In the process of changing an institution people may go through the seven stages ahgrlegs

with as much intensity as for the loss of a person. For many teachesij\dgization of their

practice and transparency about assessment results would engender such a reaction. It is often not
possible to make the changes without making unoeeble demands, but it is essential to ensure

that the commensurate support is there as well.

Figure5 Developmental processes

.Supply the
support
.Apply the
pressure

®Create the
expectation

As the school begins to turn around we have to move more towards the cultural and do things
differently. This means sharing power and distributing leadership, trusting that the newly developed
culture is not entirely dependent on the willpower and charisma of a single heroic leader. ElImore
notes that careful judgement is needed at this paijnt leadershp is distributed injudiciously before

the culture is embedded things can snap right back to the way they were before!

The work in fact becomes more complicated. If a leader is not able to respond to the changes as the
organisation develops they may not tiee right person for Stage 3. Leaders need to have a trusted
reference group who can help them grow along with the school.

Fullan offers capacitgp dzA t RAy 3 &  OSYyGNIt StSYSyid Ay AYLINERC(C
G§SFOKSNARZ R2y Qi fpbrabsed8idv thier & endble thém tfid\thetway....
Enabling theowA & G KS 188 (2 F2NBINR Y208YSyGidé 1S |fas

Gy2i o0& RAalGFyd RStS3AFGAZ2Y odzi o0& F2adGSNRAy3a O2I f
FNB 62NJAy3 (G23SGKSNI 2Fuldnypp. PMEYOGA2Y I AYLINRISYSy

OPerhaps the best shipasyas atask of arahitecting ergatiezational
systems, teams and cultures & as establishing the conditions and preconditions for others
t o s uc (Pefled& Saitton, 2006)
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Comment

This work has led me to think about a number of questions with regard to my own school, including
how to engender better conversations about the academic talskgding strong internal
accountabilityand exploring where we sit on the curve from techhiacultural.

For Deputy and Assistant Principals the question of how power is shared and leadership is
distributed within our school is particularly pertinent. Are we ourselves afforded opportunities to
lead and to grow professionally? What role do waypand our senior management colleagues in
building capacity in others within our schools?

On the next page | offer some questions which may be helpful for senior management teams to
explore or to share with staff.
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Some questions we could ask aboaoitir own schools

Accountability¢ do we and all our teachers walk the talk?

|l 2¢ ¢Sttt FEtAIYSR INBE 2dzNJ S| OK
and learning with our stated collective goals?

How might we achieve closer alignment?

How do we address thesae when teachers are not able or willing to
62N] 6AGK FyR (26l NRa (GKS aoOKz2

How private is our teaching practice?

Have we made derivatization of teaching practice a goal?

How do teachers in our school respond to being observed and
observing others?

How do teachers in our school know what we mean by good practic
Do we have a common language to describe it?

What practices do we have to help teachers and senior managers
observe each other, seek to identify, copy and develop goodipest

How well do we focus on the academic tasks?

What practices do we have to bring about thoughtful conversations
about the nature and quality of academic tasks and teaching practic

Moving from technical to cultural?

Where does our school currently sih the curve from technical to
cultural?

Do our technical/structural/organisational systems support the cultu
we are trying to create?

How is leadership (formal and informal) distributed within our schoo
How do we build capacity in order to grow thext generation of
leaders within our school?

12| Page




ﬁ]e majorsource of ideagor this chapter was \

Richard Elmore
Gregory P Anrig Professor of Educational Leadership
richard _elmore@harvard.edu

Check welsite:

Usable Knowledge

www.uknow.gse.harvard.edu

Has relevant articlesnterviewsand videos from Richard and other

\Harvard GSE staff. /
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CHAPTER TWO

The brain andobustlearningginsights from cognitive and neuroscience
Major source: Kurt Fischer

Professr Kurt Fischer is a leader in the new field of Mind, Brain and Education, who has founded an
international socety which brings together cognitive and neuroscientists and educators. He has a
Grarz2y 2F al NBOALINROFf NBtFOGA2yaKALI 0SisSSy NB
0SG6SSy oAz2t238 YR YSRAOAYSE d | SichSwuiplaylaad Sa NB a
NREfS AAYATINI G2 GKIG 2F GSFOKAYy3 K2aLWAGHfar oK
OF NNB 2dzi NB&aSFNOK GGKIG Aa NBf S JGHisgher&ingervidddd OG A OS
by Hnton, 2008)

N Q)X

N>

Fischer points out that whereas schools were once considered effective if they had a significant

impact on 25% of their students, now we are expected to succeed with everybody. The purpose of

the Mind, Brain Education movement (MBE) istpport this purpose. His presentation showed

clearly how new knowledge from brain science can give us a scientific underpinning for theory and

LIN} OGAOS | 62dzi f St NY Ay 3 dsitd hit pNIBMWWNIROWEgse.harvaddfeds Yy 2 g S
is a useful source for future updates in this fast moving area.

1. Brain scams: lllegitimate claims from neuroscience

Fischer points out that misleading claiaisout the brain are often made on a supposedly scientific
basis. These simplistic biological or genetic attempts to explain how the brain works have had a
powerful influence on the way we approach teaching and learning.

Figureéb lllegitimate claims from neuroscience

uBrains cannot be directly filled with world knowledge.

=N s) gl ohe brain dowdoad misconception leads to...
J

w..the false conclusion that people teach and learn by transmitting knowledg}
objects to each other .

Teaching & Lo . .
transmissior weaching is seen as pumping knowledge into the student. J
~
w'he claim that we are right brain or left brain people is not correct.
=i ey oWe all use both sides of our brains.
right brain y

people

oY he claim that girls and boys have fundamentally different brains is not correct.

Boys' brain o he differences within each gender are much larger than those between each
gender.

girls' braing
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Fischer also argues that our culture has some pervasive metaphors about the brain which are
unhelpful for our understanding of how students learn. These are variations on the theme of
knowledge as objects that we givo each other.

ldeas are objects an wldeas are objects and they can be exchanged

between people: Sally gave the idea to Sam; Sally
can be EXChanged took the idea from Sam; Sally traded ideas with Sam,;
between people Sally put the idea aside.

IGERNIRGREEREE ) K @S +y ARSIET L OFyQid 3Si
container for Objects What did you have in mind?

Other common
metaphors for the
mind

wa blank slate to be written on
wa bucket or empty vessel to be filled

In teaching, this has led to the transmission model, where we treat students as disembodied brains
into which we pump knowledge.

2. A better model¢ grasping and feeling with the mind

A better model is to see intelligence, knowing anddiing as active; we need metaphors of

grasping and feeling with the mind, actively adapting and structuring experience into

understanding. Fischer points out that this is literally correct in terms of brain acttyishenever

neurons fire in a region dhe brain, they create brain waves of electrical energy, mainly cortical,

which can be measured using EEG (electroencephalogram) technology. There is a direct relationship
between the amount of brain activity and the learning taking place, which caedein EEGs.

/| KAt RNBYQa ONIAyad INB dGeLAOrfte Y2NB FOGABS GKIy
yS¢ GKAy3Iaz (GKFG Aaz ANRgAYy3I ySg ySdzaNIf LI GKgl &3
areas where learning has already taken plateless brain energy is needed. Some synapses have

0SSy LINHzySR 0SOldzaS 6S RARYyQUG ySSR GKSY Ay SI NI &
such as learning languages later in life, although it is not insurmountable, because the brain can

regrow a find new pathways. However, we have all experienced situations as adults when we are

learning something new, where our brains are once again having to expend more energy.

CKA& O2yySOla ¢6A0K WHYyS DAfOSNIQa YifiestheSRIS 2 | @€
historical view oknowledg as a noun to the Zicentury verbto know.Most recently she has

developed this understanding along with Rachel Bolstad in their thepigivoking look at the
senior secondary school curriculuBisciplining and fting, or 2£' century learning
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/ OKnowl edge Age economies rely not on e)
manufacturing, but on /deas. However, knowledge in this context does not mean
6stuffd that people 6getd and store awa)
major ways from the one that underpins our education system. Knowledge, in the
Knowledge Age does things; it makes things Aappen As one commentator put it,
knowledge is no longer thought of as if it were a kind of matter: instead, it is
seen as being mdBolstadl&iGikert,2008er gy . 6

N

/

This presents us all with a serious challenge as we rethink the senior secondary stedgint of

the key competencies and the new curriculum. It goes well beyond the scope of this report, but will
undoubtedly help to inform ongoing discussions in my own school and others throughout New
Zealand.

3. Legitimate educational principles from cogive and neuroscience

Fischer outlines the following principles which have major implications for educators.

Figure7 Legitimate educational principles from cognitive and neuroscience

~
{ wWe build knowledge throughctive experience
Active
experience
¥ 'he brain has remarkabjgasticity.
wPeople can adapt and learn in many circumstances, with support.

W,
alevels in cognitive and brain development can be used to assess Iearnmg.
w'he goal is for students to learabust knowledge , not just for the test, but

[EE1{llplep | «Robust learning is hard and takes time. )

Teachers need to understand thatowledge & not simply transmitted: each person builds it

anew. Our role as teachers is to provide the optimum conditions for each learner to build their
understanding and to recognise that different students will find different pathways to the learning.
This call®n all our pedagogical skills to build relationships with students, help them access their
prior learning to find ways into the new learning, plan appropriate strategies and interactions, assess
in-the-moment to discover individual learning difficultiesdagive academic feedback and

feedforward to help each student get over the blocks and make progress.
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Because knowledge is active, not an object, we need to be clear that robust learning involves
understanding concepts, not just memorising fact/here teabers still see learning facts as the

primary goal, robust learning is unlikely to occur. Getting through the necessary content can obscure

the pointlessness of doing so at the expense of understanding. In secondary schools we are often

under pressuretom@S 2y (G2 GKS ySEG G2LIAO Ay 2NRSN G2 wo?2
for external qualifications. But if we do this without ensuring that the concepts have been

understood, the outcomes are countproductive, even in terms of the limited godl&xam

success.

This supports the direction of the schools which are working to introduce the explicit teaching of
GKAY1Ay3 aiAatta FyR OFffta (G2 YAYR (KS SEOStf Syl
Harvey and Jennifer Glenn of Team Sohai This shows very clearly the literacy and thinking skills

which are required in most cases even to achieve the standard and the higher order skills which are
prerequisites for merit and excellence grad@darvey & Gnn, NCEA Analysis for Teaching and

Learning, 2007)

We need to recognise thabbust learningis slow and hardTeachers may believe that students

have learned something because we have taught it. Students may have been able to perform at an
optimum level once or twice when the teacher provided the ideal context and personal support.
They may even be able to perio well in an initial test. However, it takes a lot of time and practice
for learners to fully grasp new concepts and be able to use them in unfamiliar contexts, let alone for
life.

We should also be aware thihowledge is not staticeven once robusehrning has taken place. it

is natural for people to fall back from a peak of understanding if the knowledge is not used. In that
sense the brain can be seen as similar to a muscle; it needs training and practice to stay fit. Teachers
need to be cognisardf this when students are being expected to use previously mastered skills and
understandings after a long gap. The impact of the long summer break is a case in point!

These principles are not new to me as an English teacher, nor, | am sure to manylétivegser, in

the past, good teachers had to stumble onto them or discover them through more qualitative forms

2F SRdzOF GA2y It NBaSINOKd 2KFEi CAaOKSNRa NBASIE NDF
which have underpinned truly good pedagogurther, it presents a very strong challenge to

teachers and schools still stuck in a culture which focuses primarily on content and testing, or where

failure is largely attributed to deficits in the students and their families.

4. The power of plasticity

Hscher illustrates the remarkable plasticity of brain development and learning through examples of
what can be achieved by children with who have had serious brain surgery. He gives evidence of
two boys who each had half of their brain removed in infancy:

Nico, a true left hemisphere persqgris cognitively normal at age 17, performing above
averge in school, with many friends. He learned to draw and also to use the melody of
speech and plays sport.

Brooke learned to speak with no left hemisphere anal$® coping well at school.

17| Page



20K 0284Q O6NIAYAd KFIR YIyF3sR G2 FRFLWG FYyR FAYR

The point he is making is that we cannot prejudge what an individual will achieve. In the cases of
serious brain injury we canntie sure that all the skills will be regained, but we can be sure that if
S R2y Qi (GNRBRI GKS& RSTAYyA(GSte g2yQiH

/C)The message is that in a supportive envir\
with whatever capacities they possess.

The skills seem to be the same, but kids learn them through different processes. This
is robust | earning, not (KisohertBrain&Sems Mythgand o r
Knowledge about the Brain and Learning, 2008)

/

Another group who reveal considerable plasticity are dyslexic individuals. This is another area where
scientists are making progress. Learning disabilities are part of the normal distribution of abilities
within the human race. Dyslexia is not a singlecdfiiedisorder in the brain; rather there are many
different genetic loci which bring about learning difficulties. The condition of dyslexia is highly
heritable. However, environmental influences can strongly shape the abilities and disabilities of a
person with dyslexia.

w23l fAS CAy|1Qa adGdzRe 2F KAIKEe &adz00SaaFdzZ | RdzZ {3
found their own pathways to readin@~ink, Promoting Success With An InteriBased Model Of
Reading)Fischer cited the case of a boy who was finally switched on to reading when his parents

took the advice of a wise teacher to let him follow his passions and read the lawnmower manual!

There is also interesting new research on the visual talents ofxggcientists which has revealed

that some dyslexics have fewer cells in the centre(fovea) of their retina and more in the periphery.

This is a disadvantage for reading, but an advantage for some kinds of skills such as scanning wide

fields and detectig patterns¢ hence dyslexia may be a plus for an astrophysicist or an artist.

Most dyslexics and other students with learning disabilities are relatively normal cognitively. The
spread of abilities reflects the normal range within the human population.

The lesson for us as teachers is to have faith that all children can learn, and to remember that

different students may need support to fintheir own pathways.For some students with

disabilities simple drilling and repetition may help them overcome a particular hurdle or learn a
particularskilll 2 4 SOSNE GKS Y2ald AYLRNIFYy(d GKAy3I Aa F2N
strengths and work out how to use that séngth to support the next phase of learning.

. N

0 Teachers who try to find out what <childr

directed to this) are looking for initial points of contact in the wrong places. What
they need to do is find points of contact in a childds prior | ear
children can do, and spend a little time helping children firm up their grasp of what
they alreadladi®8k now. 6

o

J

18| Page






