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Abstract

This report documents a study carried out during the 2011 ASB/APPA
Travelling Fellowship. The focus of the study was to observe and collect
information on how schools gain successful achievement outcomes with

students who are culturally and linguistically diverse learners.

The report presents some of the New Zealand research that is available to
inform New Zealand school leadership in making decisions for raising
student achievement for all students. It then focuses on students whose first
language is not English and what conditions for successful learning might

look like for these students.

The report does not explore the pros and cons of bilinqual education.

It describes what was learnt from visiting a wide range of educational
environments gaining a more in-depth insight into what works and what
doesn’t work when making decisions for bilingual learners in schools at
leadership level. The focus has been more on mainstream schooling than in

bilingual education settings.

Its intention is to lead educational leaders in mainstream schools to make
decisions for culturally and linguistically diverse students that allow them to

access the curriculum confidently, and improve achievement outcomes.




Background

The study has grown out of both personal and professional experiences in
education. My own schooling began at Richmond Road School in the days
of the Pacific migration in the 1960°’s and the experience became the
foundation for a life-long observation of educational initiatives, which have
been introduced to have an effect on schools with bilingual learners. | have
observed these initiatives through the eyes of a student, as well as a
teacher, Deputy Principal, Ministry of Education Schooling Improvement Co-
ordinator and Principal. In recognizing that our demographic in New Zealand
has changed rapidly, it seemed appropriate to promote awareness and raise
questions around what our demographic means to us as educational
leaders, and to explore theories and methodologies which might lead to an
increased understanding of how our students might be better prepared to
access the curriculum confidently, and ultimately enjoy achievement
success. How much do school leaders know about second language
acquisition?

The topic involves all ethnicities and cultures, and will not distinguish
between groups, but rather presents ideas in a general sense, which might
alert the reader to some of the key principles of teaching English Language
Learners. This topic arose out of the recognition that our schools are
becoming more and more diverse and that many of our learners, from a
growing number of ethnicities are able to speak more than one language.
My own experience as an educator has been mainly in schools with diverse
populations. The experience has provided a ‘lens’ on culturally and
linguistically diverse learners for four decades now, and the changes that

have occurred for schools along the way.
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Literature Review

Introduction
E nga mana, e nga reo, e nga iwi katoa
Tena koutou, Tena koutou, Tena koutou katoa.
Ko te reo tuakiri
Ko te reo toku ahurei
Ko te reo te ora
Language is my identity
Language is my uniqueness
Language is my life.
(NZ Curriculum Pg 18)
Our demographic in schools has rapidly changed — there are a growing
number of children in school whose first language is not English and who
struggle on a daily basis to navigate their way through a complex curriculum.
There are teachers in classrooms struggling on a daily basis to deliver the
curriculum confidently to students whose first language is not English.
What is effective pedagogy for these students, and how do we lead the
teaching of culturally and linguistically diverse students so that they may
access the curriculum with confidence and enjoy positive outcomes in their
achievement?
How do leaders in schools describe student engagement for English
language learners and ensure continual cognitive engagement happens for

every child, in every class, every day.




Raising Awareness Of The Statistics — Our Current Situation in NZ

In 2010, there were 33,161 ESOL funded students from 1301 schools
162 different ethnicities speaking
112 different languages
This is an increase of 1082 from 2009

71% are in the Northern Region

In 2011, there were 33,207 ESOL funded students from 1301 schools
163 different ethnic groups speaking
116 different languages
from 159 different countries

71% are in the Northern Region

In 2012 there will be 52% of students (up to 14 years) who will be either

Maori / Pasifika / Asian cultures — many of whom speak more than one
language

This statistic will continue to rise at a rate of 1% per year, so by 2020 it will be
60%

(MQOE statistics 2010)




THE ROLE OF RESEARCH - INFLUENCING LEADERSHIP

New Zealand has a healthy ‘bank’ of quality research to influence school
leadership and the teaching of culturally and linguistically diverse students.
Schooling Improvement in New Zealand, has also catalyzed a wide range of
evaluative research, which has informed both leadership and teacher
practice and provides rich information and guidance for schools. ‘The
central professional challenge for teachers is to manage simultaneously, the
complexity of learning needs of culturally and linguistically diverse students.’
The Best Evidence Synthesis: Quality Teaching for Diverse Students in
Schooling, describes ‘diversity’ and differences in students as ‘central to the
classroom and to the focus of quality teaching in Aotearoa, New Zealand.’
There is evidence to show that ‘teaching that is responsive to student
diversity can have very positive impacts on low and high achievers at the
same time.” The ten research-based characteristics of quality teaching
identified in BES Quality Teaching For Diverse Students in Schooling
(2003), provide principles of teaching and learning to apply in practice and
our role as leaders is to explore and impart to our teachers, the intricacies of
what counts as effective practice when responding to our culturally and
linguistically diverse classes. (Appendix One)

Student performance in New Zealand schools has shown between-school
differences when measured internationally, but it is the within-school
disparities in student achievement that have been highlighted as a concern
when compared with other countries. (BES School Leadership and Student

Outcomes, 2009). It’s about what’s happening in classrooms EVERYDAY.



BILINGUAL LEARNERS AND THE CLASSROOM

Bilingual learners in New Zealand schools are mostly English language
learners. English language learners are a historically underperforming
population that many mainstream classroom teachers seem least
comfortably prepared to teach.

Himmele, P. and Himmele, W (2009) suggest that “several assumptions are
often made when it comes to teaching English language learners:
Assumption One — a well developed ESOL programme will take care of the
needs of the English language learner.

This is especially true for low incidence schools and schools who use the
‘pull-out’ model of ESOL instruction . The reality is that students can often
spend the majority of their time in mainstream classes, with minimal
accommodations for their learning.

Assumption Two — the “world” of ESOL can only be understood by those
with highly specialized linguistic training.

Successful teaching of bilingual students includes a holistic approach
incorporating innovative strategies and a socio-culturally supportive
classroom environment. Thomas and Collier (2002)

Assumption Three — teaching ESOL students is no different than plain old
‘good teaching’.

Good instructional methods are important, but there is a risk in forgetting the
linguistic and academic scaffolds that must be provided on a DAILY basis

for the bilingual learner. It takes more than plain old ‘good teaching’.”
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A SCHOOL WIDE EFFORT AND A “MEETING OF MINDS”
Teaching bilingual learners takes more than “GOOD” teaching — it takes
linguistic scaffolding that is informed by an understanding of students’
language development. Himmele,P. and Himmele, W. (2009).

Educating bilingual learners well, must be a school wide effort. Everyone,
including managers and all teachers and support staff must have an
understanding of the importance of their role in the content learning and
language acquisition process. There is a ‘cost’ in terms of student
achievement if schools continue to make assumptions about their English
language learners. It is these assumptions that have lead to the historically
low performance and high drop out rates of a large population of English
language learners. By developing a ‘consistency of practice’ across the
whole school, the students are not confused, and are better able to
participate confidently in their schooling.

Mc Naughton (2002, Pg 12) states that “the more teachers and learners
come to share understandings about goals, performance of tasks,
participation and the meaning of guidance in the classroom, the more
effective the interactions between them will be.”

The curriculum and its associated activities constitute a set of ‘classroom
conditions’ — the main ground for the ‘meeting of minds’ between teachers
and learners. A school-wide focus on the special features of these
conditions may enable teachers and learners to make diverse connections
for optimum instruction via curricular and planning of activities.

Mc Naughton, (2002. Pg 38).
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KNOWING THE LEARNER
In responding to the ‘special features of these conditions’ talked about in
‘Meeting of Minds’, there is guidance within our own Ministry of Education
documents in New Zealand. The New Zealand Curriculum forms the
expectations for all learners, including our bilingual learners. Remaining fully
cognisant of what our guiding curriculum document says enables us to lead
our schools in the implementation of the curriculum by ensuring our
decisions are what is best for all learners.
“As language is central to learning and English is the medium for most
learning in the New Zealand Curriculum, the importance of literacy in
English cannot be overstated.” The New Zealand Curriculum, page 16

What do the current documents guiding education in our schools say?

1. Effective Literacy Practice. (2006. Pg 10)
“Knowledge of the learner encompasses knowing about the pathway of
progress for each student and about the patterns of progress for literacy
learners in general at different points in their development. Teachers need
an extensive and continually developing knowledge of each students’
language and literacy practices outside school as well as in school.”

2. New Zealand Curriculum, (2007. Pg 34)- Effective Pedagogy
“Effective teachers foster positive relationships within environments that are
caring, inclusive, non-discriminatory and cohesive.
Effective teachers attend to the cultural and linguistic diversity of all their
students.”

3. National Standards in Reading and Writing, (2009. Pg 6)
“It is essential that the teacher respects and values each learner for who
they are, where they come from, and what they bring with them. Students

bring their lived experiences — their culture, language, and identity — with
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them. 'Knowing the learner' is a critical aspect of making decisions about
using the reading and writing standards with students who are English
language learners.”

Literacy Learning Progressions, (2010)

“Literacy is a sociocultural practice. Students bring their lived experiences
— their culture, language, and identity — with them into the classroom.
Students are more likely to achieve when they see themselves and their
culture reflected in curriculum subject matter in all learning contexts.
Effective teachers actively seek opportunities to build on the skills and
experiences that their students bring to the classroom. They deliberately
choose texts and tasks that reinforce each learner’s lived experience, so
that each learner can integrate their own culture, language, and identity into
their learning and achievement.”

The rapidly changing demographic highlights the need for us as leaders to
be sure we “know our learners” — who they are, what they bring with them.
“ Effective pedagogical leadership creates the conditions that can ensure
quality teaching in every classroom and reduce within-school variance in
student achievement.” While recognizing that Principals have an ever-
growing wide range of tasks within their workday, ‘the more leaders
concentrate their influence, their learning, and their relationships with
teachers on the core business of teaching and learning, the greater their
influence on the well-being and achievement of students.’

( BES School Leadership and Student Outcomes, 2009)
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The Study

The focus for the study grew out of a growing interest to continue exploring
what works and what doesn’t work when teaching culturally and linguistically
diverse learners. In the northern region schools of New Zealand, there are
26 schools who offer a bilingual education model to English language
learners. The majority of English language learners are in mainstream
schooling situations. Our current statistics highlight how diverse we are and
only identifies students who are accessing ESOL funding — there are also
those who have recently come off the funding roll because their time for

support is complete, but who still remain in need of classroom support:

In 2011, there were 33,207 ESOL funded students from 1301 schools
163 different ethnic groups speaking
116 different languages
from 159 different countries

71% are in the Northern Region

Some key questions that arose out of knowing about our statistics:

* How prepared are we as leaders to lead the rapidly changing
demographic?

* What is effective pedagogy for bilingual learners?

* How do we lead the teaching of bilingual students so that they may best
access the curriculum with confidence?

A great deal of time was spent researching current relevant documentation

within our New Zealand education system, making comparisons to

education systems in other countries within the Organisation for Economic

Commonwealth Development (OECD) and making connections to what is

useful in our educational developments of 2011 and beyond.
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From the two key questions came the study questions:
1. How do schools provide successful programmes for bilingual
learners?
2. What curriculum and assessment resources underpin the school
programme?
3. What policies and community engagement levers are present within
the school?
4. What are the key factors of success that attract children and families
to the school?
During the travelling fellowship study, | visited a range of schools and
scheduled focused discussions with key personnel in leadership roles within
the field of English language learners in mainstream schooling. | interviewed
teachers, students, families as well as Principals, educational leaders, and
professional development providers. | attended a conference with Michael
Fullan on Motion Leadership and attended the International Congress of
Principals 2011 World Convention: Leading Student Achievement: An
International Odyssey. The ICP 2011 was in Toronto Canada, so | also
interviewed Canadian educators who had themselves been participants in
the Ontario Focused Intervention Project lead by Dr Avis Glaze, also
presenting at ICP 2011. The schools visited throughout the study were
selected to show a range of policies and pedagogies, a range of
cultural/linguistic diversity, a range of communities — high & low deciles.
Time was spent living in each of the school communities, so observations
were able to further inform the study as families entered school at the
beginning of the school day, and left at home-time each day. Interactions

during these times were as valuable as the interviews themselves.
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Findings

Models of Schooling Observed

A selection of schooling models (Appendix Two) was chosen to conduct
observations, interviews and focused discussions within the parameters of
the key questions. Schools visited included a private school in the Pacific
Islands; several Charter schools as well as state funded public schools in
California; participants in a Schooling Improvement initiative in Canada.
Common themes emerged around the characteristics of sound leadership;
quality teaching and learning practices; and community engagement levers
driving the school. The relationship between access to funding and quality
professional development and government expectations for assessment and
reporting student achievement was discussed with agency personnel
responsible for supporting teachers in the schools.

The testing regimes for English Language Learners was a specific point of
interest, as was the differing philosophies offered by each of the schools, in
enabling their second language learners to access their curriculum with
confidence.

While writing this report, New Zealand parliamentary elections were held,
and two weeks later, our government announced that Charter schools were
a model of schooling to be implemented in New Zealand schools. This was
an unknown agenda at the time of my visits to Charter schools in USA and
government policy implementation around the introduction of Charter

schools in New Zealand is coincidental to this study.
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Western Samoa

Vaiala Beach School is a private school offering education to Year 1 — 8
students, as well as having an on-site preschool. The school began with a
female Principal teaching one child as a private student in a ‘fale’! by the
beach in Western Samoa in 1984. The respected quality of the teaching
lead to other students being ‘enrolled’ via word of mouth and very quickly
became a ‘school’ of two classes. Two successive major cyclones, left the
school devastated and in need of finding replacement resources resulting in
a realization that operating by the sea was a risk, in case of further cyclones
on the island. Through courage, determination and an intuitive sense of
business acumen, a school was born. The Principal challenged cultural
boundaries by applying to the development bank of Samoa to establish a
school. The school building was opened in 1994 — the school now operates
at maximum capacity with a stable roll of 260 students with a waiting list of
100. The Principal has won the “Entrepreneur of the Year” award in
Western Samoa while on this journey. Of the students, 90% are Samoan,
with another 10% mixed cultures as many children arrive from other
countries from ex-patriot diplomats sent to work in Samoa. The school has
enjoyed successes by entering students into education competitions in a
global arena, and has had students win international awards resulting in
students travelling to participate in children’s conventions around the world.

TUNZA International Youth Conference in Japan Oct 2010.

TUNZA International Youth Conference in the Republic of Korea Oct 2011.
Asia Pacific Children’s Conference in Japan — at least 1 delegate at this
conference annually for the last 10 years.

Pacific Forum Regional Art Competition Winners 3 times

! Fale — a traditional Samoan house
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The school offers a mix of the Samoan and New Zealand curriculums with
specialization in Samoan language and Science. It monitors students’
learning through individual assessment practices, common to New Zealand,
and achieves consistently high scores in the national end of year
examinations for Year 8 students. The school has celebrated individual
students gaining the highest scores for subject areas within the examinationZ.
It is a highly regarded school within the community, and is known for its
quality implementation of teaching and learning programmes. Students
interviewed reported an understanding of their school as a quality
environment and identified the characteristics of sound leadership and very
sound teaching across classes. They were very much aware of their
curriculum and could easily articulate the qualities of what counts as a
“good” school. The school enjoys a consistently high percentage of parents
attending school events, including the sharing of achievement and reporting
to parents. The teachers access on-line professional development and use
New Zealand assessment tools, with a high level of analysis to keep up to
date with current practice. At times New Zealand educators travelling
through the Pacific have offered staff at the school, current professional
development in Literacy and Numeracy so students leaving the island to
travel to school in New Zealand, were better able to succeed in their
transition. The school benefits from computer/technology support through
philanthropic offers from key businesses on the island, wanting to help to
maintain the quality of education at the school. Vaiala Beach School is

viewed by its community as a quality educational environment.

% The national examination for Year 8 students in Samoa includes English, Mathematics, Social Science,
Science and Samoan language.
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France — Rectorat de Bordeaux

Experiences of schooling in France provided a wide contrast for how
differing models of education best serve their communities.

Within the ‘Rectorat de Bordeaux’ (school district) a small primary school
called ‘Ecole Reptou Elementaire’ offers a bilingual Basque / French
language curriculum to a roll of 200 students. The school community also
has immigrant families from Asia, Portugal, Morocco, Brazil and Indonesia
who enter the school with limited to no French language. The second
language acquisition requirements for these students is learning the
language of instruction, being French.

The school sits within a community where many of its families live in ‘social
housing’” complexes and the majority live in their own homes, with both
parents in full time employment. The school is in Biarritz, France and lies
within half an hour out of San Sebastian, Spain. The Basque language is
very evident in road signage and local media around the area, as dual
Spanish/Basque signs are exhibited in the area. The Basque language is in
a state of revival and parents make a conscious choice to send their children
to attend the school to learn the heritage language of their community.
Families either choose a Basque or a French speaking class for their
children to learn in, however teachers at the school are required to teach a
second language option to their students. Second language options are
mostly either Spanish or English, however the English teaching is not
always the best model of English language as teachers’ fluency in English is
variable, given their first language is French. The choice of the second

language option is up to each individual teacher, so it is not uncommon for a
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student to be taught Spanish by a class teacher in one year, then have the
next teacher offer English the following year because that is his/her strength.
The teaching of the second language, therefore, is more of an ‘interest’
subject than a full learning of a new language. Continuity of use and
development of fluency is affected with this model of learning a second
language.

Ecole Reptou Elementaire (Reptou Primary) operates a school structure
typical of French schools — a four-day week with a two hour lunch time.

In 2008, the schooling system changed to the four-day week, with
Wednesdays as a recognised day of non-attendance. Prior to 2008, children
used to go to school on Saturday mornings, but this has now changed so
that the number of school days attended is 160 days in the year, with 24
hours of teaching time throughout the week. Along with the reduced
teaching and learning hours, the students enjoy 16 weeks of school holidays
throughout the year. Teachers in the area are not expected to be at school
on Wednesdays or the hours of non-contact time throughout the week. The
teachers interviewed taught high school aged students while their own
children attended Ecole Reptou Elementaire. The teachers had a teaching
requirement of eighteen hours of full contact time per week in their high
school and were only required to be at school during those hours.

At primary school level, the students’ day was typically from 8.45am —
4.30pm with a break of two hours for lunch. Lunch was eaten in a ‘cantine’
(canteen) and for the cost of €40 euros per month which averages out to
€2.50 per meal, the children enjoyed a healthy hot cooked meal daily.
During the two -hour lunchtime, the canteen staff were responsible for

supervising the students once they had finished their meals, for ‘recreation’
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time. Teachers did not do duty during their lunch breaks.

During the Wednesdays that students are not expected to be at school
parents often enrol children in activities that may include sports training,
drama, art lessons, or music lessons. For those parents who work on
Wednesdays, each town has a ‘Centre Airé’ which is essentially a day care
operating from 8am — 6pm and offers a wide range of extra curricular
activities for the children to be engaged in.

At Ecole Reptou Elementaire, the Expeditionary Learning model is used
which offers students excursions to far away places to gain experiences
outside of their local area. The children interviewed had been skiing in the
Pyranees in 2010, and were planning their Term 2 excursion for this year at
a ‘Futur Scope’ fun park in Poiters, near Paris — a four hour train journey out
of Biarritz. These excursions are part of what the school offers, and a parent
volunteer committee, the ‘Amicale Laique du Reptou’ supports the
excursions by meeting once every six weeks to organize fundraising and
social events to subsidise the cost of the trip for each child.

Parents are involved in the school's development in a social role more than
a role to support their child’s learning needs. The parents interviewed did not
have home school partnership experiences involving supporting their child’s
learning at home, or hearing about the learning programmes within the
school. The curriculum is delivered in a prescriptive way, and it is not
unusual for children to remain in the same class level another year and not
be promoted until they have passed the work at that class level. There was
very little stigma around students ‘staying behind’ another year, as parents
viewed it as normal within the system, and said it gave the children

confidence in their learning once they had gained the competencies at their
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learning level. It meant children were properly ready to progress into the
next level of their learning. The school offers parents a conversation about
their child’s learning before a decision is made to hold a student back, and
ultimately the decision is the parent’s but up to ninety percent agree with the
suggestion as it is viewed as advantageous to learning in the long term for
that child. Being confident in their learning, and gaining appropriate level
achievements was an important priority for families, as was the high trust in

the school’s provision of education for their children.

California — Vallejo Unified School District

“Because this recession has been deeper and more painful than any in 70 years, our state and
local governments face a vicious cycle. The lost jobs and foreclosed homes caused by this
financial crisis have led to a dramatic decline in revenues that has provoked major cutbacks in
critical services at the very time our Nation’s families need them most. Already this year, we
have lost 84,000 jobs in state and local governments, a loss that was cushioned by the
substantial assistance provided in the Recovery Act. And while state and local governments
have already taken difficult steps to balance their budgets, if additional action is not taken
hundreds of thousands of additional jobs could be lost. (....) Because the urgency is high — many

school districts, cities and states are already being forced to make these layoffs” (Obama, 2010)

The experiences gained from visiting schools in California provided an
insight into the impact of reduced funding to schools due to the economic
climate of the country. Vallejo’s bankruptcy is a story worth telling.

Vallejo is an area of California with ‘high complex needs’ and time spent in
the district allowed for an insight into what happens to schools whose
funding has been so severely reduced as to affect the ability to function
effectively as a school. Due to an economic crisis exacerbated by a crash in
the housing boom, and an increase in the foreclosure of home loans among
the factors, Vallejo was the first district to make a formal application to file

for bankruptcy under Chapter 9 of Municipalities Laws and Regulations. The
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impact of the cost cutting in trying to move Vallejo out of the state of
bankruptcy, was evident during the school visits in the area. An elementary
school Principal was required by the school district, to lead two schools at
once in close proximity to each other — resulting in neither school feeling like
they had any leadership support and in one school, systemic breakdowns
were evident with a declining roll as families moved away from the school.
California schools have mandated the English-only immersion approach to
educate students who need to learn the language. These programmes
“deliberately place children in an English-language-rich environment where
they have far greater opportunities to hear and practice standard English
usage” (Lee and McMahon). Since the passage of Proposition 227 in
California in 1998, most bilingual programs were replaced by English-only
instruction methods. As summarized by the State Attorney General,
Proposition 227 “requires all public school instruction be conducted in
English and provides initial short-term placement, not normally exceeding
one year, in intensive sheltered English immersion programmes for children
not fluent in English” (“Proposition 227”). The goal of these programmes is
for children to reach fluency in English as quickly as possible. Many
immigrant parents are in support of such programs. According to a 2003
Public Agenda survey, “63 percent of immigrants were in favour of English-
only immersion programmes for their children because of the tremendous
social, economic and personal importance of English language skills” (Lee,
McMahon).

State expectations for the testing and reporting of English Language
Learners were intense, with students being assessed every six weeks and

teachers reported their teaching had become very prescriptive. Teachers in
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all the upper grade classes unanimously used large text-books as the main
medium of instruction, with students filling in answers into the responding
practice workbook. Answers were mostly either right or wrong and teachers
interviewed expressed frustration at the fact that if they had a class with
combined grade levels such as a Grade 5/6 class, they were expected to
teach from two separate grade level text books — one for the grade 5
students, and one for the grade 6 students. It was difficult to see where the
processes of inquiry learning and critical thinking had room to grow within
the prescriptive delivery via text book content but easy to see how the gains
being made were mostly for the publishers designing text book material for

teachers, in response to the state testing expectations.

(Ethnical composition of Vallejo (Data: US Census, 2010)
(28% White; 22% African American,; 21% Hispanic, 25% Asian; 4% Other races)

¥

Grade 6 class lesson — demonstrating text book use for engaging learners and the
inside of one child’s desk storing his books for the week.
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{ The Teacker Creed :

As your teacher, | will not aliow you
to do anything that is not in your best
interest or in the best interest of this
classroom.

As your teacher. | will not aillow you
to stop anyone from learming for any
reason whatsoever.

As your teacher. | will not allow you
o stop me from teaching for any
reason whatsoever.

- No manipulations
- Never question my management

system while | 23 a7 2011 182 15

Toois for Scivools - i877) 725-9626 - wwe iundesstond com

A poster called “Teachers’ Creed” displayed in all upper grade

Grade One Class (6 year olds)- 34 level classes as a tool to support behavior management

students with little room to move around
the class, monitoring student learning

California — Napa Unified School District

Schools in California have a rigorous testing system to adhere to. To provide a

context for the demonstration of the affect of testing on English Language Learners, a

selection of a few of the main assessment protocols in California are outlined below:

 The Academic Performance Index (API) is a measurement of academic
performance and progress of individual schools in California, United States.
It is one of the main components of the Public Schools Accountability Act

passed by the California legislature in 1999. API scores range from a low of

200 to a high of 1000. The interim statewide API performance target for all
schools is 800. A school's growth is measured by how well it is moving
toward or past that goal. An API score is calculated for all students in a

school as well as numerous API scores for each subgroup at the school

(such as by race, English Learner Status, students with disabilities, and

A



socioeconomically disadvantaged pupils). (Wikipedia definition)

* Students in California who are designated as English Language Learners
from their enrolment information and a Home Language Survey, are tested
using the California English Language Development Test (CELDT). This test
specifically measures their growth in proficiency in English language
learning.

* A further assessment called the California Standards Test (CST) - is a state
published test given to all students from 2nd Grade through to 12t Grade
with an increasing number of subjects tested as students move up their
grade levels.

* Another state wide assessment completed is the Standardised Testing And
Reporting (STAR) test which is tied directly to Federal funding and is a
specific programme of testing within each of the schools in California.

As students are tested, teachers can make recommendations for the English

Language Learners to be re-designated if their scores in CELDT and CST are

high. These students then continue to be vigorously monitored, and if slipping

in their results, get re-entered into the ELL roll and back onto the CELDT
testing regime. Students don’t actually exit the ELL roll until they prove
proficient in both CELDT and CST scores. English Language Learners are
tested constantly and a high proportion of a teacher’s time throughout the week
is dedicated to assessing and reporting on English Language Learners.

Brown’s Valley Elementary, a highly functioning, well-resourced school

with a supportive, actively involved affluent community, ‘inherited’ one hundred

students who had been designated as English Language Learners, as a result
of another school within the area closing down. The school’'s Academic

Performance Index (API) was directly affected as a result, and the school

responded by developing specialized ELL programme support across all
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classrooms. The school had received $50,000 from the Barack Obama
Stimulus Fund — money distributed to help stimulate the economy — and
subsidized a further $20,000 to pay for an extra teacher and purchase an
expensive reading support programme, ‘Read 180’ — a scholastic readers’
programme with high interest levels for low level readers. The Napa Valley
Unified School District was designated $10m for supporting special education
programmes and the whole district purchased the scholastic reading support
programme with the aim of increasing their scores across the district.

At Browns’ Valley, ‘Read 180’ provides support by offering the programme to
twenty students from each grade level plus a computer to support the learning.
The school has a strong school culture, and all staff took ownership of all
student data and shared best practice in the development of student learning
and ELL programmes. The English Language Development Standards are in
place supported by English Language Development classes for 30 minutes

daily — set in place to improve ELL students’ reading assessment results.

Vallejo and Napa Charter Schools

CHARTER SCHOOLS - What are they and how are they different?
Charter schools are public schools, but differ from traditional public schools in
that they are independent and are operated by educators, parents, community
leaders, educational entrepreneurs, or others. Funding for charter schools is
based on designated local or state educational organizations. Those
organizations are responsible for monitoring and assessing the quality and
effectiveness of education, but permit the schools to operate outside of the

traditional public school education system.
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Charter schools are tuition-free public schools with unparalleled innovation and
flexibility. By forming a strong partnership among parents, students and
teachers, charter schools are able to create an environment that’s specially

tailored for the students who go there. An environment where:

* Parents are encouraged to be involved

. Teachers have the freedom to innovate

. Students have the chance to learn

* All three are held accountable for improving student achievement

(see the California Charter Schools Association website, www.myschools.org )

How are charter schools different from traditional public schools?

"Charter schools are generally exempt from most laws that apply to regular
public schools, so administrators, faculty, staff and parents have considerable
autonomy in designing an educational program, facilities and budget that meet
the needs of their students. In exchange for this increased autonomy, charter
schools are held much more strictly accountable than most non-charter public
schools. Charter schools must meet all of the student performance and

operational goals listed in their charter, or their charter may be revoked.”

Napa Valley Language Academy, a charter school in the Napa Valley
Unified School District, has offered a Spanish/English dual language immersion
program for 14 years. The Academy enrols a balanced number of native
English and native Spanish speakers, creating a much sought-after, vibrant,
and fully integrated school community in the city of Napa. In addition to
students acquiring bilingual competency, they are also given the opportunity to
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explore their talents in visual and performing arts through such enrichment
classes as world music, ballet folklore, hip hop, classical ballet, science, garden
explorations, and multicultural art classes. A school-wide instrumental music
program works in partnership with the Napa Valley Symphony called "Heart
Strings" that provides weekly violin and band classes for all 700 students.
NVLA enjoys a strong parent body who support the school by fundraising to
sustain their enrichment programmes. The school offers twenty classes per
week of after-school programmes which include dance, homework, garden
club, boys & girls clubs, and allows the school to remain open until six o’clock
each evening. The staff are committed to addressing their own needs of
professional development in school collaboratively in teams, rather than going
out of the school to attend sessions elsewhere.

River Charter School on the other hand, offers the Ho’ala Educational
Philosophy from Hawaii, and teaches its middle school students based on an
‘implicit’ and ‘explicit’ curriculum based on The 4 R’s:

Responsibility — seeing oneself as a cause rather than a victim
Responsiveness — acting with empathy/compassion for the good of the whole
Resourcefulness — being able and willing to take effective action

Respect — honouring each person’s ability to make good choices for him/herself.
Student engagement at both of these schools was strongly evident, as was the
strong sense of “team” among the staff and community members met.

River Charter School shares its grounds with Harvest Middle School and as
they both serve Grade 6 — 8, parental choice defines which educational

experience their children engage in.
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Schools Harvest Middle 64% Hispanic/Latino
i : 33% White
harin
S : 0 l\?EO NE site School 3% Asian/Native American
an it River Charter 68% White
community. hool 26% Hispanic/Latino
Schoo 6% Asian/Native American

Harvest Middle School has recently established a Spanish bilingual unit, so
the students from Napa Valley Language Academy have a continuation of their
bilingual education experience once they leave NVLA. The ethnic breakdown of
the schools indicates which communities favour which of the educational
opportunities on offer. All three schools have strong community ‘buy in’ and
engagement at all levels.

Vallejo Charter School offers an Expeditionary Learning model design as

their chosen philosophy. www.elschools.org The school operates within a

highly diverse, socioeconomically challenged community and enjoys successful
scores within the Academic Performance Index (API) state testing regime.
Vallejo Charter School was granted its charter status as recently as August
2007, and began with just over 200 students (now at 357).

“‘Expeditionary Learning Schools are models of comprehensive school reform
based on the educational ideas of German educator Kurt Hahn, the founder of
Outward Bound. They are exemplified by project-based Learning Expeditions,
where students engage in interdisciplinary, in-depth study of compelling topics,
in groups and in their community, with assessment coming through cumulative
products, public presentations, and portfolios. The model emphasizes high
levels of student engagement, achievement, and character development.”

www.wikipedia.org

The Vallejo community experienced a district wide bankruptcy between 2008

and 2011, yet the educational provision at this school has resulted in them
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being able to show a 2011 achievement of the API target of 821. The
expectation of the state is for schools to reach a score of 800. While funding
cuts were having effects on schooling in other areas of Vallejo, the Vallejo
Charter School has been able to maintain its provision of quality programmes
and results.

The experience gained from visiting Charter Schools was very positive, in that
these schools exhibited a tangible sense of collaboration and unity. There was
an obvious display of ‘student voice’ in each of the schools and although each
offered a different philosophy to their school communities, they were all offering
a strong delivery of education, and enjoying very strong community support.
All schools offered dual language options for their school newsletters and
ongoing communication was in both English and Spanish as was the expected

practice across both Vallejo and Napa Valley Unified School Districts.

Professional Development

The state of California has an expectation that teachers will access the Cross
Cultural Language Acquisition credential (CLAD). Teachers enrol in the
qualification (similar to our Grad Dip TESSOL in NZ) and gain expertise in the
teaching of second language learners. It is a teacher training credential that is
required from ALL teachers, in the supporting the teaching of students who are
learning English in schools.

Project G.L.A.D. (Guided Language Acquisition Design) is another programme
offered by the Project GLAD National Training Centre of the Orange County
Department of Education. It provides and supports a systemised collaborative

organisation of certified educators. Project GLAD is a curricular model of
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professional development dedicated to building academic language and
literacy for all students, especially English Language Learners.The strategies
and model promote English language acquisition, academic achievement and
cross-cultural skills. Project GLAD offers three components as the course:

* Theory and Research over a two day period

* The demonstration lessons over a four day period in all classrooms

* Follow-up and Coaching to provide assistance in the implementation
The District pays for the substitute teachers needed to release teacher to
attend the course, because the original “need” for GLAD grew out of concerns
around low student achievement results for the English Language Learner
group of students. Teachers interviewed who had attended the GLAD training,
were celebrating the programme and reported having gained useful practical
strategies for immediate use in classrooms with English Language Learners.
An interview with the professional development trainer working alongside
schools described her role as ‘helping teachers to plan a standards-based

yearly plan and providing strategies for support in implementing the plan.’

Canada

A schooling improvement initiative in Ontario, Canada has been celebrated at
school level as they enjoy success in their classrooms from participating in the
intervention. Teachers interviewed were willing to discuss their experiences
from being part of the Ontario Focused Intervention Partnership (OFIP).
The goals of the intervention were to engage staff, schools and boards to:

» Build instructional leadership capacity

* Foster a culture of research and inquiry in classrooms/schools/boards
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* Improve school board planning
* Design targeted interventions for lower performing/struggling students,
schools and boards.

The OFIP programme has had a highly positive impact on Ontario’s education
system — one of the main ones being that ‘at a classroom level, more time is
devoted to Literacy activities, and instructional capacity has increased.’
The Ministry of Education in Toronto has developed a * School Effectiveness
Framework’ to support schooling improvement and student success. The
framework promotes a key phrase — Reach Every Student — and has been
written to promote the inclusion of EVERY student in data collection, collation
and analysis, as some groups of students in some schools were not featuring in
the reporting of school data in the early days of the programme. The Canadian
Language and Literacy Research Network (CLLRNet) carried out the research
of OFIP and focused on the benefits of change for teachers and students — not
just test scores, so they could use the findings to strengthen ongoing
improvement in the schools.
At the beginning of the initiative, 1100 schools and boards across Ontario had
been identified as having difficulty in achieving continuous improvement, so in
2006 — 2007, a $25 million funding boost was allocated to develop the schooling
improvement programme with a further $8 million to promote before and after
school tutoring initiatives. The same amount was allocated in 2007 — 2008 and
could be utilised in implementing professional learning for teachers, resources,
coaching and release time for teachers for ongoing training.
Teachers reported the strategies that were most useful to them in the teaching
of their diverse learners, were the uninterrupted blocks of time for literacy (and

numeracy) and the assessment tool developed that was used by all the schools
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in OFIP. Dr Avis Glaze added a further factor being the schooling improvement
intervention team working alongside schools to promote high levels of student
achievement. There have been positive developments in a wide range of the
schooling improvement project’s goals and a resulting capacity-building for
school staff in improving instructional effectiveness. What was evident, was how
the schooling improvement project helped their school, from the alignment of
teaching and learning to purchasing of resources and school-wide vision for
their EVERY student. Teachers discussed their shifts in thinking and while
admitting that it was difficult to be challenged in the beginning stages of OFIP,
there had been good results. Some of the shifts were in their own personal
beliefs about students being challenged and their views on accommodating
diverse learning styles for diverse students.

Statistical information viewed during the ICP 2011 World Convention, reflected
a yearly increase in the achievement levels of students across all schools in
OFIP, with a matching graph showing a yearly decrease in the number of
students achieving below their level across all schools in OFIP. The Ministry of
Education’s resources developed were integral to the success of the schooling
improvement initiative and schools in the project who utilized the Ministry’s
‘Frameworks for School Effectiveness and Leadership’ were reflecting on the
strengths it provided and how it contributed to their positive participation in the
initiative. The classroom/school strategies included:

* dedicated blocks of uninterrupted time for literacy and numeracy

* acommon assessment tool used across all OFIP primary schools

* school and classroom organization and scheduling

* a school culture that makes school improvement a whole school priority

These ‘high-yield’ approaches have resulted in improved student achievement.
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Parent Engagement AND Partnership
In California, ‘Community Schools’ are one of the most efficient and effective
strategies to improve outcomes for students as well as families and
communities. Community schools leverage public and private investments by
generating additional financial resources from partners and other sources. They
are built on the simple logic that schools and communities are mutually
dependent and that strong and purposeful partnerships between them are
essential to students’ academic success. Schools visited had an established
‘Site Council’ which is a group of elected representatives made up of a group of
parents, teaching staff representative, Senior Manager or Principal, Janitor or
Secretary and a student representative. The council meets monthly and are
elected on two year terms. The Site Council examines the school’s
disaggregated assessment information and works together to make decisions
about the discretionary Categorical Funding for the school. The Site Council
must give approval for all spending allocated to Categorical Funding, and five
percent of the funding is required to be for Parent Education and family
workshops. At Harvest Middle School, some of the favoured ‘best decisions’
about the discretionary funding were:
e Spanish speaking parents using on-line portals to access students’ learning
via night class meetings, encouraging involvement in school programmes
* Purchasing personnel support to extend a special Maths programme to the
students in Special Education classes
* Funding a group of teachers to attend a Science conference and providing
payment of relief teachers for those classrooms
* Target funding to the students in the after-school programme by supplying

teacher assistants to reduce the adult/child ration from 1:16 to 1:7
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In Canada, a ‘Parents’ Engagement Policy for Ontario Schools’ promotes a
Parent Engagement Action Plan which features as separate indicators within
the Ontario School Effectiveness Framework. The goals for Parent Engagement
are fully aligned with all other school goals. Targets and achievement results
are communicated to the school community, both to build public confidence and
to engage parents in student learning. The Ministry of Education’s foundation

documents are aligned and are useful ‘living’ documents in the schools:

Parents in Partnership — A Parent Engagement Policy for Ontario Schools

Equity and Inclusive Education Strategy

School Effectiveness Framework

Leadership Framework for Principals and Vice Principals

Ontario had developed a ‘School Climate Survey’ in the form of a questionnaire
which when analysed, provided schools with an insight as to how their families
viewed their response to their culturally and linguistically diverse communities.
Keys to successful school-family-community partnerships were defined by Dr
Joyce Epstein’s ‘Six Types of Involvement’ and schools were exploring and
sharing their experiences in recognising that each type of involvement promoted
different kinds of results for student learning:

* Parenting — understanding child and adolescent development

* Communicating — understanding school programmes and student progress

* Volunteering — recuiting and training families to support school programmes

* Learning At Home — involving with interactive curriculum activities

* Decision Making — through governance, advocacy, action teams, committees
* Collaborating with Community — co-ordinating resources and services for
students, families and the school with business agencies providing services to

the communities.
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The Ontario schools were researching “What will well-designed and well-
implemented family and community involvement activities DO?” and were
identifying strengths for parents/guardians, for community, and for school staff.
All groups reported more awareness of student progress and effective
responses to problems and an increased understanding of families’ goals for
their children along with an increased appreciation of teachers’ work and skills
as well as increased ownership of the school.

Dr Steven Constantino presented his “New Standards for Global Family
Engagement” logic model to the Principals at the ICP2011 conference in
Toronto. Dr Constantino has been studying Family Engagement in Schools
since 1995 and presented the new standards as being:

» Standard 1: Creating a culture that includes every family

* Standard 2: Communicating and building relationships with every family

» Standard 3: Every family participating in decision-making

» Standard 4: Empowering every family for learning

» Standard 5: Building civic capacity by engaging the greater community
Successful parent engagement in schools requires a parent engagement ‘action
plan’ which includes a range of groups in a wide range of parent engagement

activities across the school, working together in a culture of mutual respect.
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Recommendations

Schools who are successful in developing quality programmes for culturally and
linguistically diverse students and families, provide a wide range of strategies that
work together as an intricately interwoven fabric of teaching and learning.

The ASB/APPA Travelling Fellowship provides a vehicle for sharing new
knowledge and experiences gained by visits to different education environments.
It enables a different ‘lens’ for exploring a topic by visiting international settings,
and allowing comparisons to be made to schooling provision in New Zealand.
‘Raising the Bar for Bilingual Learners’ was a topic identified to raise awareness
of a rapidly changing demographic in New Zealand schools, and what that
demographic might mean to school leaders — 163 different ethnic groups speaking
116 different languages from 159 different countries. Schools that are ‘raising the
bar for bilingual learners’ have the positive student achievement results to support
them and are already implementing the effective strategies for bilingual students.
Whether the terminology used is bilingual students, English language learners or
culturally and linguistically diverse students — the recommendations shared are
part of the interwoven intricate fabric of teaching and learning that have been
recognised in supporting the identified students to access the curriculum with
increased confidence.

Recommendation One: Alignment

Recommendation Two: Professional Development

Recommendation Three: Consistency of Teacher Practice

Recommendation Four: Effective Parent Engagement

Recommendation Five: Knowing the Learner
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Alignment — School leaders ALIGNED the systems in schools in order to support

the teaching and learning of their bilingual students. This alignment promoted a
consistency of teacher practice in classrooms and an ownership of all students
from governance through to the classrooms and into the community. The
students’ learning needs were better catered for within strategically aligned school
planning and reporting. School systems that were strategically aligned were:

- school goals acknowledging and identifying groups of bilingual learners without
the label of ‘special needs’

- school timetables unified with a dedicated literacy block, numeracy block which
allowed for shared instruction across year levels and teacher assistant support for
students of similar levels across classes

- school budget allowing release of school personnel to support students in
targeted curriculum activities to strengthen their learning needs

- school assessment protocols set in place allowing in-depth discussions around

data analysis and ‘where to next’ conversations for the bilingual students

Professional Development — School leaders prioritised ongoing and current

professional development with a school-wide focus, in Literacy and Second
language acquisition, which allowed class teachers and Senior Managers access
to current trends in the teaching of bilingual students. The professional
development was strategically chosen to increase the learning levels of the
students, and schools with successful achievement results had teachers who had
experienced changes in their teacher practice, along with a personal belief shift in
their expectations for their students. Professional development chosen lead to

changes in the school’s assessment protocols and subsequent school documents
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Consistency of Teacher Practice — School leaders took ownership of what
was happening in classrooms on a daily basis by strategically planning for a
development of consistency of teacher practice across the school. A focus on the
learning requirements for bilingual students was recognised as a priority to
support teachers to collaborate in their planning, assessment, data analysis and
reporting. Follow up discussions were timetabled during school hours so that
quality in-depth discussions could be held among staff. This resulted in a school-
wide development of shared instructional language across the school benefiting
students moving from one teacher to the next as they moved up their year levels.
Students who are accessing English for the first time, find it difficult to navigate
their way around the language of instruction with a range of different teachers.
Schools who prioritised a consistency of teacher practice as important for raising
the learning levels of their bilingual learners, celebrated improved results along
with increased professional dialogue among staff as their successful teaching
strategies were shared. Reflective discussions between staff and senior managers

were critical to the development of consistency of teacher practice in the schools.

Effective Parent Engagement — School leaders engaged with parents with a
genuine affinity for family involvement in students’ learning. Families gained
insights into the school’s processes around raising achievement and gained
increased understanding of how learning happens in the classrooms. Family and
school personnel collaboratively planned for effective family engagement with a
consistent regularity within the school’s yearly plan — all stakeholders were fully
cognisant of their roles in supporting the students’ learning needs and stages of

development within both their home and educational setting.
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Knowing the Learner — School leaders shared information with staff
reciprocally about their learners by strategically planning discussion times with
individual teachers to discuss students in their class. Staff felt ‘validated’ in being
able to share their knowledge about the students and teacher capacity was
increased as a result of feeling recognised for knowing their learners. Knowing the
learners included being able to identify and discuss the learning abilities and
language development of students and whether they were able to access
curriculum areas with confidence. Students were discussed positively and in
return participated in school programmes effectively as they knew their learning
needs were being met. Learning goals between school leaders, staff, students
and families were collaboratively shared with ongoing scheduled updates showing

shifts in progress and a subsequent celebrating of results.

Conclusion

“Raising the Bar for Bilingual Learners” requires systemic alignment and a
prioritised urgency in allowing for effective teaching in classrooms to respond to
the cultural and linguistic needs of bilingual students.

Raising student achievement for bilingual students is entirely possible, given the
right conditions are created to support both the teaching and learning in both the

school and the wider community.
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Appendices

Appendix One: Quality Teaching for Diverse Students in Schooling:

Best Evidence Synthesis June2003 — The Ten Characteristics of Quality Teaching
1. Quality teaching is focused on student achievement and facilitates high
standards of student outcomes for heterogeneous groups of students.
2. Pedagogical practices enable classes and other learning groupings to work
as caring, inclusive and cohesive communities.
3. Effective links are created between school and other cultural contexts in
which students are socialised, to facilitate learning.
Quality teaching is responsive to student learning processes.
Opportunity to learn is effective and sufficient.

Multiple task contexts support learning cycles.

N o o &

Curriculum goals, resources including ICT usage, task design, teaching and

school practices are effectively aligned.

8. Pedagogy scaffolds and provides appropriate feedback on students’ task
engagement.

9. Pedagogy promotes learning orientations, student self-regulation,

metacognitive strategies and thoughtful student discourse.

10. Teachers and students engage constructively in goal-oriented assessment.
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Appendix Two: School Visit Overview

450 students
Kgtn — Grade 5

3% Others

Name Location Ethnic Makeup Description
Vaiala Beach Apia, 90% Samoan Popular private school with large
School Western 10% European waiting list and excellent results in
260 students Samoa national examinations
Year 1-8
Ecole Reptou Biarritz, 50% Basque Bilingual school, reviving the use
Elementaire France 50% French and mixed of Basque language — family
200 students races including Asian, interviews conducted with
Portugal, Morocco, Brazil, students and teachers in the area
Indonesian
Elsa Widenmann | Vallejo, 48% Hispanic/Latino Vallejo is rebuilding after school
Elementary California 35% African American district went bankrupt. Principal
530 students 15% Asian was leading two schools at once
Kgtn — Grade 5 2% Native American/Other | ~ Mgh complex needs community
Vallejo Charter Vallejo, 34% African American Expeditionary Design Learning
School California 34% White Model School operating in
360 students 20% Hispanic/Latino high/complex needs community
Kgtn — Grade 7 11% Asian achieving good results
1% Others
Napa Valley Napa, 73% Hispanic/Latino A Spanish/English Immerson
Language California 26% White Charter School, which won an
Academy 1% Asian/Native American | International award from the
(NVLA) Ministry of Education in Spain.
750 students
Kgtn — Grade 6
Harvest Middle Napa, 64% Hispanic/Latino Grade 6 — 8 school, recently
School California 33% White opened a bilingual
830 students 3% Asian/Native American | Spanish/English class for the
Grade 6-8 NVLA students to transition into
River Charter Napa, 68% White Based on Ha’ala Education
School California 26% Hispanic/Latino Hawaiian philosophy — Four ‘R’s
360 students 6% Asian Respect/Responsibility
Grade 6-8 Responsiveness/Resourcefulness
Browns Valley Napa, 74% White Higher decile school — well
Elementary California 23% Hispanic/Latino resourced and supported by an

actively involved community
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