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Abstract

This is the first of two papers on outcomes of évaluation of the National Accelerated
Literacy Program (NALP) in the NT. NALP was an at to rapidly improve literacy
outcomes for Indigenous students in 100 schoaisarNorthern Territory by implementing a
method of teaching known as Accelerated Literady)(AThe authors present findings of the
evaluation of the implementation of NALP (2006-2pd8cusing on the degree to which the
implementation program was effective in changingchkéng practices according to the
requirements of the Accelerated Literacy methode Elvaluators conducted a survey of
practitioners, focus group interviews with teachemd coordinators in schools and
systematically observed AL teaching in 68 class®@@m36 schools. It confirms that within
four years, NALP had achieved the implementatiobfin a large number of NT schools
such that teachers and principals in close todtget number of schools had been engaged in
the process of change. However, notwithstanding frogress in implementation of the
program in NT schools, the results of this evabratsuggest that by early 2008 there had
been uneven success in changing teacher practmehteve the levels of teaching of AL to
desired standards in classrooms. The evaluatiostigne whether the policy commitments
were always insufficient to support and sustain ithplementation of AL to appropriate
levels in terms of quality and completeness ofesyst support.
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Introduction

This paper reports findings of an evaluation of itinplementation of National Accelerated
Literacy Program (NALP) in the Northern Territory2005-2008, focusing on the
implementation strategy and the uptake of the Adclbéng method by teachers. Drawing on
published program materials, an overview of the [RAmplementation program is provided,
followed by an outline of the evaluation strategyd anethods: these included focus group
interviews, a survey of all AL practitioners and @vservational study in of AL teaching in
36 schools. The evaluation was conducted underaxinto NT DET by a team based at
Charles Darwin University. The evaluation team watblished as an independent unit that
was separate from the University’'s NALP implementateam, the chief partner of NT DET
in development and implementation of AL in the NTndar contracts with the
Commonwealth of Australia. The development of thal@ation design and instruments
entailed extensive formal consultation betweenewauation team and the DET and CDU
implementation teams, with the assistance of egpeed consultants.

NALP in the Northern Territory

Before the decision to expand implementation in &, Scaffolding Literacy, as
Accelerated Literacy (AL) had until then been knowad been trialled in approximately 30
schools in Western Australia, South Australia anegténhsland and later in six schools in the
NT. Student outcomes from these pilots, including six NT schools were said to be
promising. Gray & Cowey (2005, p. 22) reported timaa period of two years (1999-2001)
‘unprecedented literacy gains in some of the mdusillenging educational contexts in
Australia’ had been achieved as a result of thdeampntation of AL and claimed that, (2005,
p. 6) ‘students involved in this project are in r®cess of achieving a major shift in their
developmental progression.’

From late 2004, Accelerated Literacy was adoptethbyNT Government as the mainstay of
reforms intended to improve literacy teaching oates in the NT. The National Accelerated
Literacy Program (NALP) was an ambitious attempiniplement AL method of literacy
teaching and was the largest project of its kindh@ Northern Territory. The NALP was
charged with implementing AL in 100 schools andhwiriaining of 700 teachers in order to
reach a target of 10,000 students in predominaetiyote locations by the end of 2008. To
meet these targets it was necessary to simultalysoiisg a large number of schools into the
program and to rapidly train new teachers and &athiners (coordinators) in the AL
approach. The aim was to support the capacity lmdas to sustain the program by building
a critical mass of expertise in AL that would béfisient to overcome the impact of turnover
in teaching staff that is a feature of Northernrifery schools.
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The rapid transition from pilot to scale presentsiynificant challenges for the
implementation of NALP: the AL professional deveatognt program and teaching resources
were being developed and written as the implemientairoceeded; DET AL coordinators
received training as Professional Development (RD)kshops became available; teachers
and Accelerated Literacy school-based coording®itSBCs) were bought into the program
before they had received much if any professioeaktbpment. As such, far from evaluating
a program that was fully developed and resourcedimplemented by appropriately trained
personnel, the evaluation had to examine what wasgféct an ongoing process of capacity-
building across a substantial sector of the NT atlao sector.

During the period reported here, (2005-2008) psiteml development was delivered using a
train-the-trainer model. Accelerated Literacy depelrs at Charles Darwin University
provided training for a team of Accelerated Litgraexperts based in regional centres
throughout the NT, known as the DET AL team, or DEIT coordinators (NTDET, 2006a,
2007) through three PD workshops (referred to ad,PBD2 and PD3, and a fourth
Assessment Workshop). PD1 was an introduction tonsdthodology with an overview of
theory and examined the first two stages of thehieg sequence (low order and high order)
in detail. PD2 focused on the third, “transformatiband “spelling” stages of the teaching
sequence. PD3 focused on the writing stage andtbessment Workshop on AL assessment
protocols. PD workshops were timetabled reguldrhpighout the year and also on a needs
basis. The DET AL team in turn provided in-schobl $upport based on these workshops in
response to the needs of teachers and ALSBCs aolsciALSBC were appointed to manage
the program at the school level, support teacherslay-to-day implementation and to
coordinate the assessment of students (NT DEET/&QG0 1).

Accelerated Literacy teaching sequence strategies

The AL teaching sequence consists of four key ehmeliterate orientation; the
transformations strategy; spelling and writing. Téaching sequence centres on a single text
(and/or passages from a text) which is studiednsiely over time. The study text
constitgtes the literacy resource upon which dieotteaching strategies in the sequence are
centred.

Literate orientation.Literate orientation is divided into two key partsow order literate
orientation focuses on the general meanings in the textisrite starting point for every
teaching sequence and is part of every AL lessamw§y, 2005, p. 11)High order literate
orientation shifts the students’ focus from the text as a wtliola close examination of the
author’s word choices (intentionality).

Transformations.This element of the sequence “is designed to chahge student’s
orientation to the text from that of a reader logkifor meaning to that of a writer learning
how to use a writer's techniques” (Cowey, 20051p). Gray notes that Transformations
“follow up on, intensify and focus understandindggamuthor] intentionality already explored
within the Literate Orientation stage” (2007, p).Zbhe Transformations strategy “allows a
closer look at grammatical features of a text, @l as punctuation” and is used “to teach
word recognition skills that lead to spelling atdtes” (Cowey, 2005, p. 12).

! Seewww.nalp.edu.adior more information about the NALP sequence sgis
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Spelling strategiesThese strategies are “devoted to teaching wordysisaskills and the
system of English spelling” (Cowey, 2005, p. 12heTkey spelling strategy ishunking
whereby words are broken down into manageable amiommonly encountered letter
groups or patterns (chunks). The etymology of wordst-words or familiar letter patterns
may also be discussed. Students practice sayingwatidg each chunk, committing the
visual pattern to memory, before re-combining tlepasate chunks to spell the word
correctly.

Writing activities.These strategies follow from transformations (vifie support of spelling
knowledge) and writing workshop activities range degree of teacher support. Joint
reconstructed writing is a highly supported strgtednere teacher and students jointly re-
write the study passage used for transformationthasgh they are authors. Independent
writing represents the end goal of the entire tempisequence, where students use their
knowledge of readers’ expectations, writers’ iniemé and techniques, knowledge of
spelling, grammar and vocabulary, and shared inadig resources to compose their own
texts independently.

Classroom interactionThe interrelation of the various strategies witk theracy resource
provides a recursive context for developinfiteracy resource base of texts and knowledge
about texts and authors to support future liter@arning. The teaching-learning cycle is
directed towards building common knowledge aboxitstand the skills and understandings
of the successful learner. Throughout each ledserdévelopers of AL emphasise the need
for positive and affirming interactions with studersuch that the teacher promotes student
engagement, participation and access through ceglyitchallenging questions, which are
pre-formulated when appropriate, and affirms antbmeeptualises students’ answers and
includes students with different levels of underdiag in the lesson (CDU, 2008, p. 17).

In summary, although resting on well-establisheebthtical foundations, the AL teaching
strategy is complex and multi-dimensional. Its efifee implementation required significant
changes in practice on the part of teachers, agrdfisiant ongoing support from outside the
school and classroom.

Research questions, evaluation design & methods

The phase of evaluation reported here commence@0D6, and was subject to the
circumstances outlined: that is, the evaluationighesconfronted an already ongoing
implementation effort and had to flexibly and pradially respond to the realities of uneven
program implementation after the fact. AL was inmpémted cumulatively, as different
elements of capacity could be assembled: resoproesiced and disseminated, coordinators
and teachers trained, schools inducted into andwaiving from the program, et cetera. This
unavoidably imposed constraints on the design aedwion of the evaluation.

The evaluation took a dual strategy. Firstly, itswaecessary to establish whether the
implementation effort had lead to the required ¢jeasnin teaching practice and the actual
teaching of AL in classrooms to requisite standadsording to the model of the teaching
sequence as outlined above. The centre of the ai@iuof the implementation was therefore
an empirical study of AL teaching in a sample oftipgpating schools by direct observation.
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The observational data were then interpreted dmgwon findings of a survey of all
practitioners and of focus group interviews witadieers and coordinators.

The secondly element of the evaluation strategysisted of a quantitative analysis of
system-wide outcomes fa@ill participating schools using available assessm#ntmation
and applying advanced statistical techniques tionast the contribution of AL and of key
contextual variables to measured progress in Gtetaarning by participating students. At
the time, it was not possible to measure learnimganes of students taught by teachers in
the observational study. The findings of the syst@de learning outcomes are reported in a
second paper.

In this study of the implementation program, it visgpothesized that

1. The NALP implementation would lead to teaching ediog to the validated methods of
Accelerated Literacy in classrooms in participatisghools, that is, that observed
classroom teaching strategies would accord withtédching strategies described in the
AL professional development and program literature

2. Variations in observed practice could be explainederms of levels of training and
support received as reported by practitioners tlgiosurvey and interview.

In order to establish the framework to test thespgsitions, a systematic review of relevant
literature on AL and its antecedents was conductelthwed by a series of extensive
consultations with AL developers, managers and mxpaordinators in NT DET. These
consultations reviewed both the survey design hacktements of the observational protocol
for the study of AL teaching practices.

The questionnaire was divided into a number ofescaRespondents provided information
about their teaching experience, experience tegchln time at present school and a range
of other characteristics, including the number &f Workshops they had attended and the
total number of hours of PD support including imaaol support they had received.
Respondents were then asked to rate support rec&ive the principal; support from the
ALSBC; support from the DET AL coordinator; accedssteaching materials and their
usefulness. They were asked to rate their confielém¢heir AL skills and knowledge; their
satisfaction with workload and a range of otheuéssrelating to AL pedagogy. Responses
were rated using kikert scale: strongly agree, agree, neutral, disagrdes@mangly disagree.
Questionnaire responses were analysed using arsitt locate the mean response either for
individual items-where that was informative-or aggpted subscales of the questionnaire.
The analyses compare scores for teachers, priscpal AL school based coordinators.

The survey was made available both by mail andnenliA total of 259 practitioners
responded to the survey, including 184 teachersA48BCs and 29 principals. Of these,
136 were in schools classed wasry remote(Tennant Creek and all remaining remote
community schools), 28 in schools classedemsote(Alice Springs and Katherine) and 62
wereurban based in Darwin.

After detailed consultation with NALP experts, afmcol was developed for the classroom
observations, called The Accelerated Literacy SeceeStrategies Observation Record
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(ALSSOR) following the Classroom Observational Stle developed by Louden et al.
(2005). ALSSOR rated the effectiveness of the teashmplementation of the sequence
strategies using nine scales: 1) low order litecatentation: focus on language and content;
2) high order literate orientation: focus on wogliof the text 3) transformations: focus on
text as a model for writing 4) spelling: focus oord analysis and decoding knowledge 5) re-
constructed writing 6) jointly constructed writing independent writing 8) whole lesson
interaction and 9) whole lesson organisation. Issmiibenchmarks were developed for each
of these subscales.

The ALSSOR rating scale applied by observers th eathese criteria was:
1. Expected but not attempted
2. Attempted but not effective (teacher observed imaleting AL sequence strategy
listed on the ALSSOR but not as required by ALtsigg guidelines);
3. Effective (observed implementing AL sequence styates required);
4. Outstanding (observed implementing AL sequenceeglyan exceptional manner).

Each teacher was observed across three lessonscares from individual lessons were
aggregated to provide a single mean response ¢brteacher on each ALSSOR item, so that
for each of the observed teachers, their obseresfbnnance on each item of each scale
represented a mean aggregated across two or tessenk. After, training using video
samples of practice, inter-rater reliability wasessed scoring live classrooms in a number of
pilot schools. On all scales, intra-class correfaiof 0.89 or more were attained.

For the observational study, the final sample idetli 36 participating schools, where 68
teachers were observed teaching 183 Al lessonsotéh, 168 of those practitioners who

completed questionnaires were in those schoolshichvobservations were conducted; this
was byéfar the majority of teachers who were aciivthe less 50 schools in the program at
the timé.

Adopting a parallel mixed methods approach (Tasbakknd Teddlie, 2003), focus group
data were analysed for convergence with quantéadivalysis of the teacher questionnaire.
Focus group responses of teachers and coordinaters analysed separately using an
inductive approach; subjectivity and bias were adsed through the use of multiple analysts
to assess the reliability of coding and the intetige analysis.

Findings of survey and focus group interviews
Teacher experience and professional development training

Table 1 summarises years of teaching experiencegXerience, time teaching at present
school, AL PDs attended, and total (including ihesa) PD support received.

2 The schools not participating in the observatiasatly were in the main very small schools or sthoot far
advanced in their participation in Al.
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Survey respondents reported an average of fivesyafateaching experience with only two
years of AL teaching experience — reflecting thesmess of the AL program in 2008. There
was clear evidence of high turnover of school staffi 33% of teachers in their first term at
present school at the time of survey and only 15%iny stayed for 24 terms. Average
school tenure was 9.29 terms. In absolute tereaghers attended an average of 1.97 PD
workshops, ALSBCs attended an average of 2.50 Pikskiops, and principals attended an
average of 1.5 PD workshops. The average for alleyurespondents was attendance at 2.0
PD workshops out of a possible 4.0. Attendanchatissessment Workshop was by far the
lowest at only 16% of practitioners surveyed.

Table 1: yearsof experience and AL PD and support received

N Min. Max. Mean Std
Deviation
Teaching Experience (years) 211 1 6 4.97 1.66
AL Teaching Experience (years) 210 1 6 2.09 1.35
Time at Present School (terms) 212 0 24 9.29 8.96
PD1 Attendance 257 0 1 82% 3.90
PD2 Attendance 257 0 1 61% 4.90
PD3 Attendance 255 0 1 43% 5.00
Assessment workshop attendance 255 0 1 16% 3.70
Total no PD Workshops attended 257 0 4 2.02 1.26
Total hours all PD participation 216 5 50 25.90 17.57

Teachers’ comments regarding PD workshops wer@dakut a general view was that the
three PD workshop packages (PD1, PD2 and PD3) imadequate. Teachers often stated
that the delivery of PD in separate workshops ditl provide a sufficient overview of the
whole AL teaching sequence and that theory was esipbd over practice. There was a
widespread call from teachers for more comprehenBi» with demonstration lessons and
support for text analysis and lesson planning andoilow-up in the classroom.

Access to PD was reported to be a problem for maitis, some teachers reporting that they
had been expected to teach AL before undertaking & some reporting that they had
been teaching AL for years, even though the thidwrkshop — the writing PD — had not

been made available to them. In conclusion, exgosoirPD for a significant number of

practitioners was still incomplete in early 2008.
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Participant Opinions of the Value of AL PD and in-school PD support

The survey responses concerning participants’gatof the effectiveness and helpfulness of
support provided by the DET AL team, by principatsd by ALSBCs are informative. All
rate the effectiveness and helpfulness of thesecesuof support positively, but range
between midway betweereutralandagreeand betweeagreeandstrongly agreé

The perceived level of support given by principalscording to teachers, ALSBCs and
principals themselves varied widely with statigticaignificant differences between ratings
of teachers (positive but well short @gree and principals themselves. While focus group
data did not clearly indicate whether principalsraevgenerally supportive of AL in their
schools, those teachers and ALSBCs who reflectsiiyely on the implementation of AL in
their school usually cited the importance of th@incipal’s support. Such support included
championing the program, attending PD, making iows for all staff (especially ALSBCs
and new teachers) to attend PD and fostering stdithboration. Such views were strongly
supported by both ALSBCs and members of the DETesm.

Principals’ rating of ALSBCs’ support was signifitey higher than that of teachers: the
latter were positive but short @igree while principals edged towarstrongly agree This
raises the question of whether principals underegéd the challenges faced by the ALSBCs
and overestimated their effectiveness, possiblyast of appreciation of their need for
support. At interview, many teachers (and some ACSPBreported the lack of a clear and
well understood role for ALSBCs, suggesting thagytthad typically low levels of AL
experience and/or training. Many ALSBCs reporteat their effectiveness/availability was
undermined by other responsibilities (such as teagh The availability of ALSBCs to
support teachers was linked to the variable comemtrof principals to time allocation, time
release for PD and other resources to enable ALSBGarry out their role. Nevertheless,
teachers reported isolated cases in which the ALSRE well supported, experienced and
readily available, effectively complementing therlwof the DET AL team.

In summary, internal, in-school expertise was idiet by most participants as being
necessary to maintain teachers’ engagement wittptbhgram and to cope with the major
systemic issue of staff turnover. Teachers werdefss certain that this had been achieved
than were either ALSBCs or principals. The positraéing of the importance of support
offered by the DET AL coordinators, practical sugipsuch as joint lesson planning,
observation, feedback on teaching and support fiatyais of textset ceterais consistent
with feedback about the need for practical follogv-on PD workshops. These kinds of
feedback led to the introduction of an intensiverfoof PD workshop in 2008, aiming to
overcome the separation between theoretical wogsshad practical demonstration.

Taking all of the major categories of implementatsupport identified in the survey, it is
conspicuous that practitioners rated their configenvith skills and knowledge of AL
pedagogy, awareness of program outcomes and assesfn lower than other elements.

* A neutralresponse was 2.0; 3.0 wagreeand 4.0 wastrongly agree
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Figure 1 below shows variation in agreement with #¢ffectiveness and usefulness of nine
areas of implementation.

Figure 1: Practitioner ratings of nine areas of implementation”
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The following figures compare responses of teachats ALSBCs, the latter clearly feeling
confident in their skills and knowledge of the teiag sequence, the teachers clearly much
less certain.

Survey items such as agreement with the usefulofeassessment clearly in part reflect the
low levels of formal training in these specific aseof low PD workshop attendance and
follow-up. Thus for all respondents and locatioparticipation in the four PD workshops

declined from around the mean of 82% to an ovenadrage of 14% participation in the final

Assessment Workshop.

* Note that this includes ALSBCs and principals wated all elements higher than did teachers.
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Figure2: AL PD and support have given me the skillsand knowledge to confidently teach each stage of
the teaching sequence
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Not withstanding positive ratings of various forofssupport, the test of the effectiveness of
professional development and support is in theident deployment of skills in practice by
practitioners who receive it. While there was sawielence of a lack of confidence in skills
and knowledge on the part of many teachers, thé imp®rtant test of the transfer of
training to practice was provided by the observatictudy.

Observational study: the transfer to practice

Compared to the non-observed teachers participatintpe full survey, this sample was
significantly less experienced (4.52 vs 5.13 yednayl significantly more PD1 attendance
(97% vs 76%), more PD2 attendance (81% vs 54%)waue not different in PD3 and
Assessment Workshop attendance. Overall they hmthdetd significantly more of total
available workshops (2.37 vs 1.89 for the full y)v To reiterate the significance of teacher
turnover: as for the full sample, for teachershe bbservational sample average reported
tenure was just above 8 terms or two years, (just © terms for the full survey sample).
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Table 2: Characteristics of observed teachers

N Mean Std
Deviation
Teaching Experience (years) 68 452 1.85
AL Teaching Experience (years) 68 1.90 1.08
Time at Present School (terms) 67 8.56 7.79
Total workshop & in-school PD received (hours) 66 25.92 17.55
Number of PD workshops attended 68 2.37 0.88
ALSSOR Total Score 68 79.66 31.71
Questionnaire Total Score 68 116.51 66.16

The observed teachers were not significantly dgfiéfrom the full survey sample of teachers
in terms of AL teaching experience, time at pressstiool, Total hours of PD support

(including in-school support) received, or ovejreement with the AL implementation as
measured by survey responses. Thus in generaih#racteristics of the observed sample did
not suggest that they were not unrepresentatiteachers in the program at that time.

Observed Confor mity to AL Teaching Practice

Figure 3 represents the confidence intervals fer iean item response of all observed
classes on each ALSSOR scale. For example, we earthatt on the low order literate
orientation scale, the average score across afirebd teachers was around 1.5 and we can
be 95% confident that the true value lies betwggraximately 1.4 and 1.6. An “effective”
rating lies at the 2.0 level. Note that all measurdated to writing related strategies were
close to the “attempted but not effective” ratirfdld. The wide confidence intervals were in
part due to the small number of observed classesich writing took place.
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Figure 3: Mean scores, nine ALSSOR subscales
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AL SSOR Whole L esson Organisation and Whole L esson I nteraction Subscales
The items for thevhole lesson organisatiaimension are:

Was the study text from an AL booklist?

Was the study text age-appropriate?

Was there evidence of teacher planning and prapafat

Did the teacher use AL resources?

Was the classroom organised in a way that maximiBedstudents’ ability to
participate at each stage of the lesson?

agrwnE

Unlike the other dimensions (or stages of the Aackeng sequence), this dimension is
mainly procedural and relates to access and usesoiirces required to implement an AL
lesson. Reaching criterion level for this dimensimguires an understanding of AL
procedures and does not necessarily presupposecadivanderstanding of AL methodology.
The findings for this dimension confirm that AL oesces were available and being used by
observed teachers as intended. Other studieseaftig# teaching, for example Louden al,
(2005, p. 68), have found that the most frequeatiguired teaching skills demonstrated by
teachers were those that related to supportingrdam procedures.
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Relationship of PD Support to Observed Teaching Practice

The observed sample of 68 was too small to genénatstatistical power for attribution of
causality to differences in observed teaching adciccording to tenure at present school,
PD workshops completed, teacher experience anceathing experience or other variables.
However, it was possible to estimate the relatapadrtance of these variables for observed
teaching performance as measured by the ALSSORscor

Regression analysis showed that 21% of variatioALirobserved teaching practice could be
accounted for by the Total level of PD (includingsichool support) received and that no
other variable contributed further explanatory pow&hus attendance at AL formal
workshops alone did not predict the level of obednL teaching practices as measured by
ALSSOR.

Figure 4: Mean item response on AL SSOR subscales (excluding writing) by total hours of
all PD support

2.4

2.1+
Effective AL

AL teaching

95% ClI

T T T T
5 15 35 50

Hours of NonWorkshop PD/Support

With 35 hours of Total PD support, ALSSOR mean oese error barapproach the
criterion level of 2.0 (This was about the sameeleequired for teachers to positively rate
the implementation overall.) AL teaching practicappeared to increase in a linear
relationship with total PD support such that aeHl-eported mean level of 50 hrs teachers
evidenced the criterion level of AL teaching in eb&d classes. This far exceeded the
guestionnaire sample’s mean level of total PD supmbserved teachers had received 26
hours of total PD support, ALSBCs 37 hours.

Figure 5 shows that improvement in AL related pcast with total PD support was primarily
due to the gains made in whole lesson organisatioth secondarily to whole lesson
interaction and, initially, to low order literateientation. This may not be surprising given
that the relatively low mean of participation ir® Tormal PD workshops largely focused on
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the first two — three PD workshops, with the otteems of PD support only partially making
up the rest of the ground.

Figure5: Mean item response, all ALSSOR scales by total hour s of all PD support
(criterion = 2.0)
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The remaining elements of AL practice show a weag&ktionship to the total hours of PD
support received, particularly after the first 1%43ours. Even allowing for small numbers,
independent writing varies wildly and shows no tietaship to hours of support received at
all. Interestingly, it appears that, after 35 hooi$D support, most elements do not further
improve, suggesting that not only were low workshaifendance levels were affecting
performance, but that other forms of in-school suppad reached a plateau in effectiveness.

In-school PD support reiterated elements of worgsi® and was the main source of
practical follow-through and reiteration of key tent in situ. It may be indispensible in

changing classroom teaching practice and in maimgisupport for change. Further, the
ability to maintain quality practice over time ikdly to be highly dependent on effective,
well targeted in-school support. The evidence #i ffoint suggested that a combination of
inadequate exposure to and/or limited effectiverodsaitial PD workshops, combined with

ineffectively targeted PD support render continuamgl sustainable improvement of practice
beyond initial gains and the adoption of basic pduces unlikely. To achieve gains in all
elements of AL practice, and in the advanced swmh&nd confident exposition of all skill

elements, a more effective combination of workshog follow-up support would appear to
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be necessary. This is all the more necessary teonsate for the high levels of teacher
turnover experienced by NT schools, in particukenywemote schools, as indicated above.

Table3: Yearsof experience and AL In-school PD support received by location of school®

N Mean

Years of teaching experience Darwin 49 5.10
Remote 25 5.40

Very remote 114 4.77

Total 188 4.94

Years of AL teaching experience  Darwin 50 2.06
Remote 23 2.96

Very remote 120 1.95

Total 193 2.10

Time at present school (terms) Darwin 50 9.62
Remote 25 14.76

Very remote 114 7.93

Total 189 9.28

Number of PD workshops attended Darwin 60 1.93
Remote 28 2.36

Very remote 136 2.01

Total 224 2.03

Total hours of all PD support Darwin 52 32.50
Remote 25 30.40

Very remote 115 21.91

Total 192 25.89

Data on survey respondents show that Alice SpramgsKatherine (remote) had significantly
higher levels of AL teaching experience, and longeure at their present school, than both
Darwin and very remote schools. However, very remoespondents experienced
significantly lower total levels of all PD suppo#t 21.91 hours, compared with the mean
received by major centres and with the overall n&a2b.89 hours. The variable, total hours
of PD support is a teacher reported estimate ofshotisupport ever received in the form of
both PD workshops and as provided in the form esanool PD support. Given that these
teachers appear to have attended as many PD wesksisoother teachers, the low number
clearly reflects access to other forms of suppociuding regional variations in supply of in-
school support from the central team, and the effetshorter tenure at present school. The
low number of total hours of PD received by teastarvery remote schools may therefore
be an indication of the limited achievement of sel§taining capacity in these schools, in the
form of the availability of experienced teachersl dhe availability of expert coordinators
able to provide high quality PD support to teachard to ALSBCs in locations subject to
highest turnover.

® Items in bold highlight statistically significadifferences from total means.
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Conclusions: the effectiveness of the NALP implementation strategy

In summary, the findings of survey, observationd &tus groups are consistent with the
view that by early 2008 — approximately four year® the program - there had been a
limited transfer of the desired AL teaching praesido the classroom, and that there were
indications that the effectiveness of the thenemtrcombination of PD workshops and other
forms of PD support had plateaued.

It is clear that high levels of support may be sseey — particularly when one considers the
impact of staff turnover within the NT system — woly to achieve, but also to maintain the
required standards of literacy teaching accordimghe AL method (or any comparable
system of practice). However, the evaluators diddnaw the conclusion that increasing the
guantum visiting in-school PD support to participgtschools should be the sole response to
the findings of the evaluation. Rather, improvirmgess to all forms of PD, and investigating
their effectiveness in circumstances of high teatlmmover, appeared to be indicated.

Practitioner views and school level implementation

The differences between respondents (coordinaporscipals and teachers) concerning the
effectiveness of the implementation combined witie tcomments of practitioners at
interview pointed to the need for effective leatigysand support for the program at school
level, and confirmed that achievement of these édeynents of capacity at school level was
elusive for many, if not the majority of schools.

While all practitioners positively rated the roletbe DET AL team in providing support at
school level — qualified by concern about lack ofess to the team in many schools — the
picture is not so positive about the role of ALSB®sincipals appear to significantly
overestimate the effectiveness of ALSBCs, compavetd teachers who gave at most a
neutral assessment overall, and at interview werg wixed in their views. As outlined,
there was critical opinion among teachers abouteffectiveness of PD workshops and in-
school suppoft However, the generally lower amount of PD trajnieceived by principals
combined with their apparent overestimation of défiectiveness of ALSBCs pointed to a
need to specifically target school leadership amttioning if school capacity were to be
strengthened and sustained.

Targeting Specific Areas of Concern

As findings of the evaluation of learning outconoéSNALP indicate (Robinson et al 2009;
Tyler et al, 2009), a major challenge for AL ismteet the needs of those students in the early
years and beginning readers in older years. Thgsamalatively new area into which the AL
approach had expanded, and here, the ability afleAthers to integrate AL with existing
practices and models of teaching did not appebetwell advanced. The findings suggested,
firstly, that then current levels of training angpport were inadequate to achieve quality AL

® There is considerable convergence between the gesssarived from quantitative and qualitative eleta®f
this evaluation concerning the effectiveness ofpifegram of PD and support. The professional devetnt
workshop model was not considered entirely adeduateany teachers who were more positive about in-
school PD support provided by the DET AL team. M&gchers referred to the need for follow-up assens
and quality controls around their implementatiorP&f workshop theory in classroom practice.
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teaching for early childhood and beginning readensl, second, that AL pedagogy and PD
needed to provide more effective direction in ealgracy instruction relating to
phonological awareness, letter-symbol knowledgepdimg, word attack, and spelling skills.

Observational findings regarding low levels of perfiance in writing and spelling suggested
that most teachers were not spending sufficieng fimthe writing stage of the AL teaching
sequence to ensure that students acquired wrikiflg. sThese findings were also consistent
with focus group reports: many early childhood teas at interview were particularly
uncertain about the AL strategies for early litgrakills acquisition and about how to
incorporate their existing teaching skills andrinag into the AL approach. The limitations of
the AL program in this area concern not only theaiveness of the PD and the pedagogy
itself, but also give some indication of the seaqenf steps needed to achieve a confident
synthesis of skills on the part of practitioners.

NALP: sustainability and policy responsibility.

The NALP partners clearly achieved the partial ienpéntation of AL in a large number of

NT schools in a relatively short period of timeyan the complexity of the intervention, and

the levels and complexity of training and suppeduired. Elements of the implementation
program appear to have been effective in buildiagacity and engaging a large number of
teachers and principals in the process of chanhs. fEpresented a significant achievement
of systemic capacity.

However, the results of this investigation suggesteat by early 2008 there had been only
partial and at best uneven success in achievingetighing of AL to desirable standards in
classrooms and that continuing work to improvedtiectiveness of PD workshops and other
forms of PD support were needed if desired stasdafdpractice were to be met and
maintained. Particularly in very remote school® tbtal amount of PD support received
needed to be lifted to achieve quality teaching endustain it against the higher levels of
turnover at these schools. Visiting support undedlyt needed to be backed by more
continuous presence of expert coordinators emplogied significant number of these
schools, rather than just accessed on a fly-irofliybasis. The program in 2008 fell short of
the goal of local, school-level sustainability.

The specific findings regarding early childhoodcteag and literacy acquisition for older
beginning readers highlight the complexity of thaltenges encountered by NALP. Not only
is AL a highly structured teaching model requirigggnificant changes to classroom
practices. As the program was developed for the &hd other jurisdictions, the
implementation challenge was extended across muclerwand more varied student
populations and, in effect, for all ages and stajésarning.

The extension of AL, originally developed in thedalie years, to take on early childhood and
all beginning readers significantly multiplied tloballenges which the scaling up of the

program already brought with it. This may have baeteptable, if the frameworks to test the
modified intervention, to effectively target the RIDd support and to evaluate outcomes in
order to build evidence for its effectiveness, teen adopted in an adequately designed
series of stages. However, they were not.
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Similarly, the policy commitments of time and resms to implement a program of this kind
were not sufficiently secured to ensure that tloeg@am could be implemented to the required
standards, and its effectiveness appropriatelyedebly evaluation. NALP appears to have
been subjected to unrealistic expectations aboat Witould achieve in a very short period
of time — particularly given the limited evidencer fits effectiveness based on the earlier
trials. At least a further four years would havemeequired to address the issues highlighted
in the 2008/2009 evaluation reported here. It guably a product of policy instability and,
perhaps also of policy irresponsibility that a peg on the one hand can be “rolled out”
with such conviction in its ability to solve the si@ressing problems and at the same time, is
not supported long enough or well enough to hawhance of even being properly tested
against evidence of its outcomes. In educatiorfarme as in other fields of policy, political
support — or lack thereof - is very often its owidence.
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