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President’s Comment

Jeremy Kedian
President

NZEALS is a national society that creates a cross sectoral forum for all of those concerned
with educational leadership. In addition to the national opportunities, NZEALS has a
Memorandum of Understanding with the Australian Council for Educational Leadership
(ACEL) that immediately creates international opportunities for our members. Many
NZEALS members make good use of this reciprocal arrangement, obtaining network-
ing opportunities and discounted access to various ACEL events including their Annual
Conference.

In the past NZEALS has provided a service to its members whereby NZEALS collects
annual ACEL membership fees and remits these to ACEL. NZEALS has decided not to
continue with this particular service as it is such a simple matter for NZEALS members to
arrange ACEL membership online. This reduces what is considered to be a non-core activ-
ity and frees members of the National Council to engage in other endeavours. In addition,
currency fluctuations have often created a context in which NZEALS has had to pay more
for ACEL memberships than it has collected. This obviously disadvantages those NZEALS
members who prefer not to join ACEL.

We are satisfied that this change in procedure will in no way disadvantage those NZEALS
members who wish also to belong to ACEL.

Similarly, NZEALS is affiliated to the Commonwealth Council for Educational
Administration and Management, soon to be re-named the Commonwealth Council for
Educational Leadership and Management. This allows NZEALS members to obtain the
CCEAM Journal and a number of other annual publications. Membership of CCEAM
is limited to members of affiliated organisations so those wishing to become members of
CCEAM need first to confirm their membership of NZEALS.

The National Council has completed its current phase of strategic development and has
now begun the next planning phase. The purpose of these strategic activities is to ensure
the relevance of the Society, to better serve its members, to provide innovative services and
identify and address emerging trends and issues in educational leadership. One such trend
that has been identified recently is the need to create mentoring opportunities for Principals
who have moved beyond the First-Time Principals’ Programme. As you will appreciate, this
is an enormous task, first of all in identifying the needs of serving Principals and their stage
of development, and recruiting a sufficiently large and appropriately qualified group to act
as mentors. It is thought that this initiative will assist Principals to continue their develop-
ment and assist them in meeting the new career progression requirements.

The Auckland Branch recently ran a week-long programme for middle leadership devel-
opment. This was advertised nationally, was over-subscribed and enormously success-
ful. These two opportunities represent yet another service that NZEALS will offer in the
future.

I am enormously grateful to the membership of NZEALS and the National Council
members (which includes all Branch Presidents) for their commitment and enthusiasm in
catering for the needs of the Branch-based membership. The success of the Society reflects
their commitment.

Jeremy Kedian
National President
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Juliette Hayes

Principal
Geraldine High School
August 2012

It is my privilege to bring to you this special edition of Leading
Lights based on leadership for children with special and complex
learning needs. It has been an honour to connect with passion-
ate and dedicated educators in a range of contexts who have been
willing to share their experience and stories with us. The moral
imperative and the ethic of care is heavy on the shoulders of all
educational leaders, and there is a growing insistence that funding
be made much more adequate for provision for the learning needs
of this increasing number of children in our systems.

As Professor Barry Carpenter told us in his keynote
address at NZEALS12, if we are thinking that the children
in front of us are different than they used to be — they are!
The introduction to the SSAT pamphlet series on children
with complex needs says:

Children with complex learning difficulties and disabili-

ties are described as the ‘new frontier’ in special education.

The disabilities of this new generation of children have previ-

ously rare causal base — for example, rare chromosome dis-

orders, assisted conception or premature birth, maternal drug
or alcohol abuse during pregnancy. With advances in medical
knowledge, children who would previously not have survived
into education are doing so. The educational needs of these
children are different to those we have traditionally known,
and as such are causing us to restructure our schools and edu-
cational approaches. (www.ssat.org.uk)
The extent to which schools are managing with high needs children
was examined in the 2010 Education Review Office (ERO) report
Including students with high needs, where it was found that the
most inclusive schools reflected “ethical leadership and standards”
(p- 11), where [leaders] “expressed the importance of meeting the
needs of the students, rather than fitting a student to the school”.
At the same time the Ministry of Education sought submissions on
its consultation document into special needs education, and devel-
oped its Success for All — Every School, Every Child strategy: “A
vision to create a fully inclusive education system of confident
schools, confident children and confident parents” (p.1)

I expect every reader will have some personal insight into the

challenges and rewards of educating and / or parenting a child with

use Soar’s
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complex learning needs or differences, and I would like to share
with you one principal’s story:

Lindsay Robertson of Geraldine Primary School describes his
philosophy of being an inclusive school, with ‘fairness to all’ one
of his core values. “We are all different in our own way, and take a
whole school approach to understanding this, so nothing is hidden.
It is important to explain how we are all wired differently and what
this can do to us through no fault of our own.” At the beginning of
each year Lindsay explains this message to his school assembly by
talking about the types of differences we have — physical, mental,
emotional; “some we can see and others we can’t.” He sometimes
uses role plays with children who volunteer to help demonstrate
his point. This year Lindsay read a new book to the school assem-
bly, It’s OK by Jo Heslop, and found it to be “a fantastic way to
share this message with all the children: that we are all different
and need to be treated with respect” (I have included information
about this resource for readers). He trusts his staff to always do
their best, in a no-blame culture, and to continue learning how to

“.we are MZWWW need to be
treated with respect”

reach out to everyone. “There is no bigger job on the planet, and
how often do we take our people for granted? The parents are also
trying their best and need our support.” Lindsay expects everyone
to be supportive in creating an inclusive school, including parents,
Board of Trustees, Home and School (PTA) and the Ministry of
Education.

The contributors to this special edition of Leading Lights pro-
vide readers with the data that proves the urgency of the need for
leadership in this field, along with practical strategies to support
us in acting on this growing area of need. Dr Jude MacArthur is a
researcher and advocate for inclusive practices for all children, and
Julie King is the national co-ordinator of the Clickspecial EDNZ
network of special schools. Professor Barry Carpenter was direc-
tor of the UK’s Complex Learning Difficulties and Disabilities
Research Project, and keynote at NZEALS12.

This edition touches briefly on the powerful leadership being
carried out in New Zealand on behalf of our most vulnerable
children. As my colleague, principal Lindsay Robertson said, “it
might only take one politician to have a special needs child for
the system to change for the better.” There is great potential for
NZEALS to be a cross-sector link for the work being done all
around New Zealand to support educational leaders of children
with special needs, and it is my hope that this will be beginning of
a powerful discussion.

NZEALS would like to thank SOAR Printing for their generous
sponsorship for 2012. We encourage our NZEALS members to
products and services in their workplaces.
information, see:

For more

http://www.soarprint.co.nz/index.cfm
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One day a little boy named Brody starts at a
new school. Brody has special needs and this
story tells how his classmates come to realise
that “It’s ok to be different!”

Writer Jo Heslop lives on a farm near Lawrence, Otago,

with her husband Ben and two boys, Cody and Jake.

Jo was inspired to write this book because of the difficulties she
experienced raising a child with special needs

Artist Annie Roska lives with her husband in Te Anau;
she has worked as a teacher-aide helping children
with special needs.
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Professor Barry Carpenter

Professor Barry Carpenter

A highlight for many of us at April’s NZEALS12 conference was the
keynote from Professor Barry Carpenter, a British consultant and spe-
cialist in the field of education for children with complex needs. He
says a new generation of children with complex learning difficulties and
disabilities need a new generation pedagogy. Barry directed the UK’s
Complex Learning Difficulties and Disabilities Research Project and
has been advising his government on the research he has done into the
changing needs of children in today’s schools, especially with regards
the rise in foetal alcohol spectrum disorders (FASD), and advocating for
the different pedagogies, systems and leadership that is required in order
to meet new and complex needs. He has helped to develop practical
resources that can be used by educators at all levels in schools all around
the world, in the form of web-based materials, a pamphlet series, and
a new book. In terms of leadership, Barry recognises that exceptional
children need exceptional teachers, who require exceptional leaders, and
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he promotes inquiry-based leadership: find out about the children you
are teaching. His work transcends health, education and social welfare
and he speaks all over the world on his vision for engaged learners in
all contexts. Barry speaks from the heart, from personal experience, and
throughout the conference he made himself available to delegates who
were fascinated by his work. I was fortunate to spend time with Barry
during the conference and asked him about his work.

What do leaders need to do differently to meet your vision?

Leaders must have an ethic of accommodating all children, where they
move beyond this being a philosophy to being a pedagogy. The only
way we will effectively include children will be through a pedagogy
built on engagement. Ask —how do we engage this child — whether with
gifted, dyslexic, or complex needs — and ask this in all subjects. Without
engagement there can be no learning. If children disengage we must re-
engage them.

What trans-disciplinary connections need to be made?
How responsible is all of society for these children? What
conversations needto happenin NZ so we are all active players
in dealing with the complex needs of today’s children?

The child and its family need to be at the heart. The family are key
contributors as the richest source of knowledge about their child, and
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we ignore this at our peril. Trans-disciplinary work requires leader-
ship: with many players involved we need a key person leading the
connection, but not necessarily in a hierarchical way. A trans-disci-
pline approach will improve engagement through shared goals, shared
styles of delivery. We need to operate outside the box sometimes —
lead beyond your own discipline. For example, you may be the OT but
you can also lead towards the speech therapist’s goals, etc. I'd love to
work on leading partnerships with families — families are much more
diverse and we need new ways of engaging with them.

In your keynote you shared some shocking data about
the complex needs we are finding in our schools and
the implications for education - is this data readily
available?

I’ve made sure it’s come into the education arena. The prevalence
rate of FASD is thought to be as high as 1:100. There is world leading
research being carried out in New Zealand on the effects of premature
births on child development, where survival rates are now at 90% for
pre-term babies, and in the UK data shows there are over 600,000
children on Ritalin. My new book Educating Children and Young
People with FASD (2012, Palgrave MacMillan) draws on more data
and puts it into context.

In the 2010 ERO report “Including Students with High
Needs” full inclusion of children classified as ‘high needs’
in their schooling was set as a benchmark. How do we
find a realistic balance for the child, their family and their
teachers?

We need a pedagogy for inclusion. It’s not just about placing a child
in a mainstream school — they are going there to be educated and
they have complex and diverse learning needs that need to be met in
a variety of ways, recognising their unique learning patterns. I can
say I’ve taught a great lesson, but if the learner hasn’t accessed the
lesson — because of their different language or needs then it hasn’t
been successful. Inclusive education is about being an active learner,
not a bystander watching the learning of others.

If what is good for complex needs children is good for all
children, what can mainstream children learn from those
who learn differently?

Empathy, understanding, to value difference. Different modes of
communication and how to value those — to sign is not less than to

LEADING LIGHTS:

speak, it is an equivalence. To see the person, not the disability, is a
lifelong attitude we can learn at school.

What tools are available for teachers and leaders in order
to be effective for children with complex needs?

There are new teaching tools on the complex needs website, such
as the Engagement Profile. Because these children demand we ask
many questions to create a personalised learning approach — there is
an inquiry framework on the website. These children are wired dif-
ferently so they learn differently. When we know how they are wired
then we will better know how to teach differently. New teacher train-
ing modules are now online that will be relevant to teachers every-
where — it doesn’t matter what country you’re in, its children you’re
trying to teach. But if I had one curriculum area I could really focus
on improving it would be maths.

Leadership qualities - what do we need, how do we get them?
We need leaders who can nurture a ‘finding out’ culture in schools —
teachers should not be afraid to ask questions, and leaders not afraid
to say, “I don’t know but let’s find out”. We need leaders who will
support personalised pathways for professional learning — how about
a teacher with a student with a rare disorder be given a day out of the
classroom to meet with the parents and research the disorder.

Is there a correlation between culture and FASD at
an international level and who can help to guide NZ in
addressing this?

Yes there is a correlation because female binge drinking in western
cultures is on the increase: 38% of women aged 18 — 25 binge three
times a week. Our health education programme must address alco-
hol awareness — if you don’t know your limits you will damage your
unborn child. The damage is lifelong. There is new research that sug-
gests the alcohol might affect the child’s genetics. Regardless, the
child who walks through the door deserves to get an education, but
we don’t know how to teach them. Now there are resources available
and we have to use them.

The SSAT (Specialist Schools and Academies Trust) in the UK has
undertaken a large project based on Barry’s research and has produced
resources for teachers of children with a range of learning needs. Find
this at http://complexld.ssatrust.org.uk.

Next edition deadline: 3 November 2012

Guidelines for writing a book review for Leading Lights
Reviews of current educational leadership material are welcome for publication in upcoming editions.
As a broad guide, reviews should follow this format:

A discussion of the author’s credibility
A general synopsis or chapter overview
Discussion of the text’s importance and / or relevance to leaders
Key messages from the text

Links to other texts or resources
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Dr Jude MacArthur

Lo L 4

Ahakoa he iti, he pounamu
Though small, it is precious

This whakatauki (proverb) encapsulates the unique essence of eve-
rything, and to those working in education it is a reminder of the
uniqueness and preciousness of every student. Inclusive education
is concerned with eliminating social exclusion and developing early
childhood centres, schools and school systems that respond in posi-
tive ways to diversity. The focus is on teaching and learning so that
all children are valued, belong, have friends and learn well. Australian
researcher Roger Slee (2011) says that inclusive education is not just
about changing our schools; it involves changing ourselves as teach-
ers and leaders. It is not a set of strategies or technologies, nor is it
something that is ‘done to’ particular groups of children and young
people. It is something that we as teachers must do to ourselves:

...inclusive education invites us to think about the nature of the

world we live in, a world that we prefer, and our role

in shaping both of those worlds. (p. 14)

Inclusive education is broadly understood as a reform in
education systems that welcomes and supports diversity
amongst all students and ensures access to education for
all. As a researcher interested in inclusive education my
focus has been on the experiences of students with dis-
abilities in their local school. At an international level,
though, some of my colleagues are concerned with chil-
dren who are unable to get to school because of poverty
and conflict.

British researchers Tony Booth and Mel Ainscow
are co-authors of the profesional development tool,
The Index for Inclusion. Mel’s and Tony’s research in
schools in the UK and around the world has helped us to understand
inclusive education as a process rather than a destination. Early child-
hood centres, schools and school systems that have inclusion on the
agenda are “on the move”, constantly working to break down barriers
to belonging and learning, and supporting the development of ideas
and processes that result in positive social and learning experiences
for all students. staff and the wider school community. Some of the
key ideas and related questions for centres and schools that arise out
of their work are:

Inclusion aims to eliminate social exclusion in society. In an inclu-
sive school children with and without disabilities learn about respect-
ing and valuing all people regardless of race, culture, religion, ability,
sexuality, gender or any other form of diversity.

e  What are our attitudes and responses to diversity in race, social
class, ethnicity, religion, gender and ability in our school/centre?

e  What messages about diversity do our attitudes, responses
and actions as teachers convey to others in our centre/school
community?

e  What kind of school/centre are we, and what kind of world are
we contributing to?

Inclusive education is about students’ presence, participation and

achievement.

Senior Lecturer, Massey University School of Education (Albany)

DO EDUSPEAK: Inclusive Education

Jude MacArthur

*  Are all students present in class or in our centre, learning along-
side and with their peers?

*  Are all students engaged and fully participating in the curricu-
lum and activities of the school alongside their peers?

*  Does the school community have high expectations for all stu-
dents, and are all students achieving well?

Values are the foundation. Schools working towards inclusion have

a foundation in key values and principles that are constantly being

questioned, discussed, and developed within and between school

communities. Values state how our school/centre community will

live, work and learn together. They are fundamental guides that give

a sense of direction and underpin all policies, actions, practices and

activities.

e What would our school/centre look like if it had values of hon-
esty, rights, joy, non-violence, trust, courage, love, hope/opti-
mism, and beauty? What would it look like if we did not have

“In. an incluswwve school chitdren with and
without disabilities learn about vespecting
and 'I/Wtflﬂ all people Veﬂa/oﬂm ﬁfmce,

culture, re@éon, ability, sexuality, gender

these values?
¢ Do the people in our school/early childhood community have a
shared values framework? Do we talk about values, revise them
and discuss what they mean in practice?
* Do our values and actions support inclusion, or are they a bar-
rier to inclusion?
Effective leadership by principals and centre supervisors is espe-
cially important if schools and early childhood centres are to provide
more effective educational responses for all children, whatever their
characteristics. The values, commitment, knowledge and skills of
principals and supervisors make the difference in our schools - how
leaders in education think about students and their rights to learn is
a critical factor in inclusive education, and the role of leadership in
supporting inclusion is explored further in the feature article in this
newsletter.

References

Booth, T., & Ainscow, M. (2011). Index for inclusion. Developing learning and
participation in schools (3rd edn). Bristol, UK: Centre for Studies on Inclusive
Education. http://www.csie.org.uk/resources/inclusion-index-explained.shtml

Slee, R. (2011). The irregular school: Exclusion, schools and inclusive education.

London: Routledge
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Leadevyﬂop wn the Dwe{o])mewt 7%0%% School Communities

Dr Jude MacArthur

Senior Lecturer, Massey University School of Education (Albany)

Children’s and young people’s perspectives are not always given pri-
ority , yet they can deliver some important messages that help us to
understand their school experiences. This article introduces some of
the themes from our research with children and young people who
have disabilities and considers the role of leadership in developing
inclusive schools. While the examples here come from the school
sector, similar issues are raised in early childhood research in New
Zealand.

Students’ perspectives on school
Feeling different

Students with disabilities want to be part of the group of “all stu-
dents” at school, and disliked being treated in ways that made them
feel different from their peers. Being removed from the class for ther-
apies or for ‘special’ support; having an ‘attached’ teacher aide; and
being grouped with other students with disabilities prevented a sense
of belonging in the peer group. Students felt that these approaches
imposed an unwanted identity on them that emphasised their disabil-
ity, and ignored all the other aspects that made them the person they
are. Joanne in Year 10 said:

Joanne : 1feel like I am an equal and that (being placed in a ‘special’

group) sets me down a bit, like thinking, ‘Oh well I have to go in this

group because I am different.’

Interviewer: Would you rather just be in with the other class?

Joanne: Yeah, just in the normal homeroom and like in the other

reading group.

Interviewer: Do you get any chances to say that to your teachers?

Joanne: No, not really.

Bullying
Bullying was also a common feature of students’ lives. Emma, in Year
9, had cerebral palsy and said that she was ‘scared’ to speak in class
because the boys would make fun of her voice. She said:

I don’t speak at all. I don’t say anything. I just say “Hi”.
Her teachers were unaware that she felt this way so no attempt had
been made to address the problem or to support her participation. In
some schools bullying was taken seriously and addressed, but in oth-
ers it persisted because it went unrecognised or, as Luke in Year 9
said, the teacher “did not do a good job because he didn’t believe me”.
Bullying often focused on students’ disabilities and threatened their
sense of self worth.

Isolation

Isolation and a lack of friends was an issue for some students. Emma
described herself as “sitting on my own” at lunch time inYear 9. At
primary school Luke played with very young peers or went to the
library and read by himself. He struggled to be accepted in his peer
group at secondary school, and while he wanted to be out in the school
grounds, staff required him to eat his lunch in the Learning Support
Centre where he described himself as “isolated”.

Some students experienced isolation in the classroom. Adam in
Year 9 sat on the edge of the class and played the same computer
game for a whole year in his IT class. His teacher rarely included
him in class activities, saying that she was not a “learning disabilities
teacher”. In contrast, Adam’s maths teacher prepared material that
was at his level every day. She greeted him, sat him in the centre of
the classroom, and supported his learning.
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Low teacher expectations

Students with disabilities are vulnerable to having their disability
viewed as a deficit, and teachers sometimes overlooked students’
strengths and capabilities. In Year 10 Joanne described how she chal-
lenged her teachers on this point:
Some people think that like being disabled is the worst thing ever,
but I just like proving people wrong like ’cos some people say ‘Oh
you can’t do that’ and then I show them that I can. ... I can try to
do everything. ... I proved my music teacher [was] wrong ’cos he
thought I couldn’t do it and when we had our test we had to do two
things in front of the classroom and he was like ‘Oh! Look at this
girl! She proved me wrong again’, and I am like, ‘Oh! Thank you.’

Not present

‘Presence’ is a key idea associated with inclusion, yet we have observed
students with disabilities being removed from class, and from their peer
group, for separate teaching or for therapies and other activities that do
not appear to have a curriculum focus. In one extreme example, Ian
spent less than two hours of the school day with his peers at intermedi-
ate school due to a daily programme of therapies, ‘wheelchair mainte-
nance’; and ‘social skills’ classes. Poor physical access also prevented
his participation in swimming and assemblies. Ian enjoyed being in
class and particularly liked maths, which he was very good at. He and
his Dad had talked about the school day and their perception was that it
was more about ‘special education’ and therapy (aimed at getting him
to walk) than it was about academic work. Ian wanted these priorities to
be reversed, and he told us that in his view:

It’s better to be in a wheelchair and know your maths than it is to

walk.

The effects of disability are not always understood

Some students felt that their teachers did not have a good understand-
ing of the nature of their disability or of the effects their disability had
on their learning. Some found it difficult to move between classes
and were tired. Others wanted their teachers to know that they were
capable and able to participate independently; and some wanted their
teacher and their peers to understand why they behaved in a certain
way. Joanne, in Year 10, was tired of being told off for being late to
class and wrote a letter to her teachers to explain how aspects of her
physical disability made it difficult for her to move quickly between
classes. She invited her teachers to “feel free to ask me” if they had
any questions about the effects of her impairment.

Leadership for inclusion
Students in our research illustrate how being in a centre or ordi-
nary classroom is not enough if teachers have low expectations or
believe they are not responsible for teaching students with disabili-
ties. Equally, if students are poorly understood; if the peer group is
unwelcoming or bullying occurs; or their school day is dominated
by ‘special’ and segregated activities that prevent access to the cur-
riculum and valued social experiences, students’ learning and social
experiences are compromised. While some teachers in our research
were switched on to the needs of all their students, some students
could walk a difficult path through the school day as they encountered
teachers who included and taught them, and others who did not.
What is the role of centre supervisors and school principals in the
scenarios described above? The beliefs of those in leadership posi-
tions are one of the most influential variables in the development of
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school cultures and teaching practices that contribute to inclusion. About
25 years ago, Canadian educator Dr. Gordon Porter, took a key leadership
position in the transformation of New Brunswick’s education system to
one system based on inclusion. Systemic efforts focused on supports,
resources and professional development for schools to include and teach
all students, and Gordon argues that inclusion necessarily turns our focus
to school improvement. As New Zealand researcher Adrienne Alton Lee
(2003) has pointed out, teachers develop pedagogically when they learn
to understand and meet the needs of a diverse student group. Leaders,
Gordon suggests, can begin to address inclusion and the kinds of issues
raised by students in our research by focusing on school change. There
are examples in this country of innovative leadership driving inclusive
schools (see, for example, IHC 2009a & b), and research has recently
opened up some new ways of thinking about how schools can progress
down this track.

Canadian researcher Ben Levin (2010) has looked at how schools
find, share and use research in their work. Principals, supervisors and
teachers value social processes - collaborative exchanges with respected
colleagues that consider new approaches (such as developments towards
inclusion) and critique existing practice (such as the scenarios described
by students in our research). Change is unlikely to occur when such
processes involve adding another task to the already overloaded days
and years of school principals and centre supervisors. However, schools
have and can use existing systems that are based on social processes to
critique practice and share research knowledge. This means that issues
relating to inclusion and research can be discussed through some mod-
est redirection of existing energies, rather than through new tasks. Staff
meetings; Board of Trustees meetings; newsletters; informal gatherings
of staff or staff and parents; and professional development events are
some examples. Leadership styles that encourage a range of individuals
to participate in leadership functions are most likely to foster an inclu-
sive school culture, enhance knowledge throughout the school/centre,
and build sound links with parents and communities.

Research suggests that principals and others in leadership positions
can support their schools or early childhood centres to move towards
inclusion by adhering to some key considerations. These include:

Attend to three broad tasks:

*  Fostering new meanings about diversity;

e Promoting inclusive practices within schools/centres; and

. Building connections between schools/centres and communities
(Ainscow & Sandill, 2010).

Engage in social processes, using existing structures and

energies to:

e Articulate collective purpose (a shared enterprise) and build com-
mitment (develop a common language for talking about teaching
and learning; inclusive values; respect for difference; a commit-
ment to teaching all students).

e Create safe environments for trying something new and different.

e Support comprehensive paradigm shifts (e.g. shifts in thinking
about education and ‘special” education; about who belongs in the
student group, in the regular classroom).

e  Build collective learning into the process of change (students are
likely to be more successful at school if their teachers are actively
engaged in learning how to teach within the local context of the
school)

. Develop a strategy for inclusive school development and guide-
lines for action (e.g. specialist provision will be made in the ordi-
nary classroom, rather than by withdrawal; students with disabili-
ties will be consulted and their views will be used in planning and
teaching).

e Uphold standards of inclusion while solving practical problems.

e Create a culture that encourages “learning by doing”.

new zealand educational

nzeals

administration & leadership society

e Establish collaborative teams within the school that act as deci-
sion making bodies that reference the philosophy and standard of
inclusion (collaborative teams assist leaders to embed sound prac-
tices throughout the school or centre and ensure that critical deci-
sions involving complex factors are never made alone). (Inclusive
Education Canada, 2011; Porter, 2008).

Network within and between schools

e Long-term strategies for inclusive school development can be fos-
tered through networking, collaboration and the sharing of exper-
tise and resources.

e When teachers have opportunities to collaborate and compare prac-
tices they can come to view students who have learning challenges
in a new light. Rather than viewing the student as the problem
(Adam is unable to learn in this class, and I do not have the training
to teach him), such students may be viewed as providing feedback
on existing classroom arrangements (Adam is disengaged in IT,
but is learning in maths, what is the maths teacher doing to engage
him in learning?). Students become a source for understanding how
classrooms can be developed to benefit all. (Ainscow & Sandill,
2010).

Inclusive education aims to ensure that all children and young people
experience an education that enhances their learning and social relation-
ships, and prepares them for a quality adult life in the community. Gordon
Porter reminds us that this happens when children grow up and learn with
their peers in their local early childhood centres and schools. Students
with disabilities in our research remind us that what happens within the
walls of our local schools and centres also matters. Principals and centre
supervisors who welcome and value all students provide a context in
which school change towards inclusion is possible. Just as importantly,
when leaders view inclusion as an evolving process in which all teachers
have roles and responsibilities, then collaborative and effective teaching
is likely to be found throughout classrooms and centres.
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Making Sense of the Key Competencies for Students Wovking Within Level
One of the New Zealand Curviculum: A New Zealand Special Schoot

Leaderstup Initiative
Julie King

National Coordinator of Click Special EDNZ

“The key competen-
cies element of The New
Zealand Curriculum
(NZC) brings with it
exciting possibilities for
making students’ experi-
ence of learning more
relevant, engaging,
meaningful and useful.
Giving effect to key com-
petencies in ways that
address their complex-
ity will entail significant
challenge and change.
Tackling those challenges
and compelling change to
support key competencies
is a vital role for school
leadership”. (Ministry of
Education, 2010).

Key Competencies Pathway

For Leamers working within Level 1 of the
New Zealand National Curriculum

We have a refpmbv'éo'tyto ensure our students

wwhwtdtomm

connedlted, adweé/ tnwotved Ly‘e{(mﬁ learners’

If you want to change systems, you need to increase the amount of
purposeful interaction between and among individuals within and
across schools and regions. (Fullen, 2003).

This article outlines the journey leaders in special schools across
New Zealand are undertaking to ensure the Key Competencies are
made accessible to all students.

As leaders and educators of students with special educational
needs and in particular those with complex learning difficulties and
disabilities we were faced with the challenge of not only making the
Key Competencies accessible to all students in our schools but also
of providing a means by which progress can be monitored across all
competencies. We have a responsibility to ensure our students will be
supported to become ‘confident, connected, actively involved lifelong
learners’. (Ministry of Education, 2007,p.7).

We are rising to the challenge and have produced a pathway to
support practitioners and students to have ownership of and make
progress towards developing Key Competencies, now known nation-
ally as the Key Competencies Pathway.

The Key Competencies Pathway is a collaborative initiative
involving school leaders from special schools and units across New
Zealand. The initiative has been supported and funded solely by the
special school sector in New Zealand. The aim of the project is to:
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*  Make the Key Competencies accessible for and inclusive of all
students with special needs

e Promote learning that is relevant, meaningful and connected

e Provide indicators for Key Competency development and next
learning steps

e Provide guidance and structure for curriculum planning and writ-
ing Individual Education Plans

The Key Competencies Pathway has four phases of development.

Phases 1 and 2 have now been completed. Phase 3 will commence in

2013 and Phase 4 in 2014.

Phase 1: The Key Competencies Pathway

In January 2009, ten Assistant, Associate and Deputy Principals from
Special Schools in Auckland, one special school in Hamilton and
myself as National Coordinator of Click SpecialEDY* embarked on
the challenge of making sense of the Key Competencies for students
working within level one of the New Zealand Curriculum (NZC).
Supported by the Principals of each school the group produced what is
now Phase One of the Key Competencies Pathway (KCP). Following
each meeting the leaders consulted with and piloted the KCP in each
of their schools. It was always the intention of the group to share the
resulting piece of work with schools across New
Zealand. Phase One of the Key Competencies
Pathways is comprised of seven components:

1. Statement for each Key Competency
Each statement is derived from the NZC key com-
petency statements. We extracted what we deemed
to be important for studenst working within level
one of the NZC.

2. Key Competency Dimensions

These relate directly to each statement and state what a student needs
to know and be able to do in order to develop a competency.

3.
For each Key Competency Dimension a series of ‘I can’ statements
have be written to show what a student is working towards being able
to do to develop a competency.

‘I can’ statements

4. Key Competency Indicators (KClIs)

KClIs are broad developmental skill based benchmarks which identify
skills a student needs to learn to develop a competency in relation to
an ‘I can’ statement. They have been written to assist practitioners to
write personalised learning intentions and IEP goals. There are eight
KClIs for each ‘I can’ statement.

5. Experiences/ Learning Contexts

A broad range of experiences and learning contexts were recognised
by the group as being instrumental to the learning and progress of stu-
dents, in particular the importance of differentiating them according
to age, ability and context. This component of the KCP is left open
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to encourage schools to develop their own range of experiences to
reflect their school community.

6 and 7. Pedagogy and Progress

Support schools to identify and cite approaches to teaching and learn-
ing and tools for monitoring progress used in their school context.

Phase One of the KCP took two years to complete and was pilot-
ed in Term lof 2010 across 27 special schools and units across New
Zealand. The pilot study affirmed the KCP as an invaluable docu-
ment supporting both the curriculum and IEP planning in particu-
lar. Since publication in Term 3 2010 four hundred copies of the
document have been purchased by both special schools, mainstream
schools and the Ministry of Education. Many special schools have
reviewed their IEP and curriculum planning templates to reflect the
Key Competencies Pathway.

Phase 2: Key Competency Indicators Descriptors
Feedback from the Pilot Study and ongoing communication with
schools working with KCP highlighted the difficulty they were hav-
ing in working with the Key Competency Indicators (KCIs) compo-
nent of the KCP. Many practitioners were confusing the KCIs with
Learning Intentions and not the ‘broad developmental benchmarks’
they were written to be; others experienced difficulty with inter-
preting and identifying which KCI best suited a student’s need. In
response to this,four special school Assistant, Associate and Deputy
Principals from the Waikato and Bay of Plenty and myself as the
National Coordinator of Click SpecialED™* undertook to address
this issue. Each of the four schools had embedded the KCP into their
school planning and culture prior to embarking this phase. The aim
was to:
Write a set of ‘Descriptors’ and a list of example activities for
each Key Competency to assist practitioners to identify what a
KCI looks like and thus further support them to write relevant,
appropriate and achievable learning targets.

PROGRESS

UL X XOK

I Statement for mach Koy Competency |

I Drimiensioas for each Bey Competency I

| can’ statements for aach key competency

PEDAGOGY
ADOOWOId  S3DNIEILNE

Key Competency Indicatars

Shills 'l newd 1o learn
for mach 1 can®statement

H Ky Competency indcator Descripbors
Q What 1o ook for’ itatements Tor each Key Competendy Indicator
§ Examprhe a tivities Tor KO D riptorn

= Thee Key Competencies Pathway Overview

The Descriptors have been piloted across nine schools and feedback
further affirms the KCP as an invaluable supporting curriculum docu-
ment for students working within level one of the NZC. This has

been completed and due for publication later this term. The overview
above, illustrates the additional Descriptors component of the KCP.

Phase 3: KCP Student Portfolio

This will commence in 2013 and will involve leaders from special
schools in the Central and South Island regions of New Zealand.

Phase 4: an e Key Competencies Pathway
Funding permitted the intention is to design a software programme for
practitioners to input information and produce documentation on Key
Competency progress.

The Key Competencies Pathways initiative is being actively led by
the special schools sector in New Zealand. This has begun to create a
nationwide culture and professional learning community. A common
language is evolving across and between schools and establishments
that previously worked in isolation. All special schools share owner-
ship of the document as it has been developed across the country. The
resulting culture of collaboration, sharing of resources and expertise
has been hugely beneficial to the sector and improvements in teaching
and learning.

Further information on the Key Competencies pathway can be obtained
from Julie King, Click SpecialEDNZ: info@clickspecialednz.com
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“The future belongs to a very different kind of person with a very oo’» é‘?z
different kind of mind — creators and empathisers, pattern recognis- ,,;-—?Q ﬁ
ers, and meaning makers. These people — artists, inventors, g’" §"

designers, storytellers, caregivers, consolers, big picture thinkers — 3‘ §
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Daniel H. Pink, A Whole New Mind

ZINQUIRY
This three-day event is a must-attend for everyone pursuing leadership in <
the educational sector. From top-tier leaders to teachers and administrators,
this conference is attended by those who will play a role in shaping the MI N DS ET

future of their organisations, schools and the wider community. Unleashing New Ideas for the Conceptual Age
Education in the Conceptual Age

Featuring high quality speakers and dynamic, engaging forums designed to What should a 21st Century classroom look like?

deliver practical theory from real life case studies, An Inquiry Mindset is the 3rd - 5th of October 2012

inclusive event for leaders at all levels and regions across the Asia-Pacific. Brisbane Convention & Exhibition Centre

Daniel Pink is the author of four provocative books about the changing world of work — His
long-running New York 7imes bestseller, A Whole New Mind: Why Right-Brainers Will Rule the
Future charts the rise of right-brain thinking in modern economies and describes the six abilities
individuals and organisations must master in an outsourced, automated age. His articles on business
and technology appear in many publications, including the New York Times, Harvard Business Review,
Fast Company, Wired, and The Sunday Telegraph. Dan has provided analysis of business trends on
CNN, CNBC, ABC, NPR, and other networks in the U.S. and abroad. He lectures to corporations,
associations, and universities around the world on economic transformation and the new workplace.

Rev. Tim Costello is one of Australia’s most sought after public speakers and every year addresses tens
of thousands of people from the public and private sector, and the wider community. Tim has written
several books including Streets of Hope: Finding God in St Kilda; Tips from a Travelling Soul Searcher;
Wanna Bet? Winners and Losers in Gambling’s Luck Myth (which was co-written with Royce Millar)

Lee Crockett is an international authority on teaching students the skills they need to acquire to succeed
in the 21st century. He is an international keynote speaker and the director of media for the Info Savvy
Group and the managing partner of the 21st Century Fluency Project. Lee is a “just in time learner” who
is constantly adapting to the new programs, languages and technologies associated with today’s
communications and marketing media. Lee is the author of: Understanding the Digital Generation, The
Digital Diet, Living on the Future Edge, Teaching for Tomorrow, Literacy is Not Enough and Teaching the
Digital Generation.

Register NOW at www.acel.org.au/conference2012
Group Bookings Available

Australian Council for Educational Leaders | PO Box 1891 Penrith BC NSW 275 | www.acel.org.au | events@acel.org.au | Phone: 1800 680 559 or 02 4732 1211

S W
W e -
O s————



BRANCH NEWS:

CANTERBURY

I /wc/emﬁ leadership: CW&’VW}/ aﬁgr the 7%&1

For NZEALS Canterbury, this year’s activities resemble those of past
years. Many of us were lucky enough to enjoy the NZEALS confer-
ence at Easter, we had a local principal, Peter Verstappen, lead an inter-
esting seminar in conjunction with our AGM in early May, and we are
now looking forward to the seminar by the NZEALS visiting scholar,
Ann Briggs, on 16™ August. For anyone popping into a Canterbury
early childhood centre, school or tertiary institution, except for a few
uneven surfaces and scaffolding on buildings, things appear quite nor-
mal, but as any Canterbury educational leader will tell you, this is a
new normal.

The 7.1 magnitude
earthquake on 4 September

I never undevstood how a man could dare

anxiety for some younger children. Under such circumstances, the
support of teachers and other school leaders is essential. Although
leaders are focusing on supporting children and teachers, they are also
faced with major physical and demographic changes.

Immediately following the February earthquake, 18 schools
were relocated or co-located, with 55% of secondary students being
involved in site sharing. Eleven early childhood centres have been per-
manently closed, ten have had their licences suspended, another seven
are in temporary premises and five more are on red zoned land that
is to be cleared. Nearly
all greater Christchurch
schools (207 of 215 state

, the devastatin, . 0 a 0 /i ) and 1ntegrated schools
2010, the d ing 6.3 to watch '%a/wntz‘:heﬂwm d i d schools)
earthquake on 22 February to ﬁe{ the tremors, have experienced some
2011, the 6.4 on 13 June hear the tmﬁ% cound. [7( WW damage to infrastruc-
and the unpleasant remind- o ; wheve ’ ture. The 10 hardest-hit
er (6.0) on 23 December “ be‘”‘”ﬁ e‘e’);d s schools alone will cost

ust when we thought : m to repair. The tota
2011 (just wh hough and not Ucrea Jyg=spact. $72 ir. The total

things were settling down)

have changed life in AWW

Christchurch forever. Since
4 September 2010, there

éw&ldmjcruméietoammdﬁfwtﬂeﬁrm
WWW:WWWjetoWAWMﬁMCdyWe.

cost of repair and rebuild
of schools is likely to be
between half and three
quarters of $1 billion

have been more than 10,000 Within my soul I made my towers /u'j/L. over 10 years (the likely
after-shocks and 39 of these lie in ruins, cost of maintenance and
have been magnitude 5 or P et I hais be_gm o W@M, rebulld's over tl'le‘ 10
greater. Furthermore, these . } years is $2.3 billion).
quakes have been close to ey to vestore what @‘e has shaken to the earth; Independent schools
or directly under our city and I WL](M#L shall build my towers towar ds the sun have also suffered sig-
and extremely close to the a W(Mﬁer a/t)/ than was there beﬁme. nificantly. Similarly,
surface by world standards. Christchurch’s three

As a result, many lives and
thousands of buildings have
been lost or damaged. For
educational leaders, along with everyone else, their city, communities,
and personal and professional lives have been put under great pres-
sure. The quakes have disturbed our equilibrium and made us very
aware how, in a flash, our circumstances can be profoundly altered.
Out of the devastation, however, comes a chance for people and insti-
tutions to learn and rebuild. As Ralph Waldo Emerson (1803 — 1882)
said, “Bad times have a scientific value. These are occasions a good
learner would not miss.”

In Christchurch we have followed the four classical disaster
response stages. There was an initial heroic phase where people helped
each other and didn’t count the cost; the honeymoon phase where peo-
ple from outside the city came to help and we felt the situation would
quickly improve; and the disillusionment phase, when people had no
idea when (or if) the after-shocks would end and realised the recovery
would take a very long time. Finally, people are now finding a new
equilibrium - a new normal - trying to regain some sense of control
over their lives while knowing that things can’t return to what they
were before the quakes.

Leaders in our schools and centres are dealing with many issues
in their own lives, as well as supporting their colleagues, teachers and
children/students. Many children and young people are coping well,
but for others there is an increase in sleep disturbances, irritability,
aggressive behaviour, angry outbursts and defiance, and separation
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Gertrude Ryder Bennett 1931

tertiary institutions are
facing major repair bills
(c $300m), a drop in stu-
dent enrolments and skyrocketing insurance premiums (e.g. University
of Canterbury $ 2.5m 2010 to $6.2m 2012)

As of February 2012, there were 5400 fewer students enrolled in
greater Christchurch schools than at the same time the previous year. A
further 1700 students moved to another school in the city. While there
has been de-population of some areas, there has been rapid growth of
student numbers in other areas of greater Christchurch. As a result, it
has become obvious that not all schools and teachers can remain, or
return, to where they were prior to the quakes. Several schools will
have to downsize and some will not be viable in the medium to long
term.

Despite the adversity, many educators see an opportunity for us
to learn and improve education in Canterbury. As Dr Fran Vertue,
Christchurch clinical psychologist, explains, people who have suf-
fered traumatic events often also identify positive ways in which their
lives have changed, following these events, a process Tedeschi, Park
and Calhoun refer to as ‘post-traumatic growth’. Such growth tends to
occur in five general areas. First, having faced a major life crisis, peo-
ple often see new opportunities that were not present before. Second,
there can be an increased sense of connection to others, such as people
getting to know their neighbours, as a result of the community banding
together for mutual support. Third, having survived the ordeal, there
can be an increased sense of one’s own strength (“ If I can survive this,
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I can survive anything’). Fourth, is a greater appreciation of life in
general and fifth, for some, a deepening of their spiritual life.

Hopefully, educators in Canterbury have now entered this period
of post-traumatic growth. Teachers and other leaders want the very
best for children and young people, and now see an opportunity to
do things better, not only responding to changes caused by the dev-
astating earthquakes, but also improving the things that we didn’t
do so well before this. Feedback to ‘Shaping Education ‘ (resulting
in the Ministry’s ‘Directions for Educational Renewal in Greater
Christchurch *), emphasised that in education one size does not fit all
and that parents want genuine local options, of high quality education
from early childhood to Year 13. Feedback also suggested a need for
greater co-operation and sharing of human and physical resources,
and greater collaboration between schools and their communities (les-
sons we learned from the aftermath of the quakes).

Through all this, educational leaders have done an exceptional job
in supporting their staff, students and communities. Hopefully they

Professor Ann R J Briggs

Our Visiting Scholar for 2012 is Professor Ann Briggs. Ann is Emeritus
Professor of Educational Leadership at Newcastle University, UK.
She retired to New Zealand in 2009 and is currently National Secretary
of NZEALS.

Ann is looking forward to making contact with Branch members
throughout the country, and sharing expertise with them. The topics
chosen by the Branches draw upon her specialist areas, and are impor-
tant in the professional lives of Branch members. This should mean
that the Visiting Scholar sessions are engaging and purposeful.

Ann had over 25 years’ experience as a teacher and middle leader
in schools and colleges prior to entering the HE sector. Her work with
BELMAS, CCEAM and with academic colleagues and postgraduate
students has brought her into contact with educational leaders from all
phases of education world-wide. Currently, she is working on leader-
ship development with her local schools in Northland.

Ann’s research has given her insight into the tensions between the
systems at work within education and the people who work and learn
there. She is interested in how effective contexts for learning are cre-
ated, and has investigated the work of middle leaders as well as prin-
cipals. This forms the foundation of her thinking about ‘Growing our
leaders,’ which is one of the seminar topics. Her recent research into
educational partnerships has developed her conceptual thinking in the
field of system leadership. Multiple leadership, which is another of
the topics chosen by Branches, combines thinking about system lead-
ership with a consideration of the multiple leaderships at work within
any educational organisation.

Ann Briggs is co-editor with Marianne Coleman and Marlene
Morrison of Research Methods in Educational Leadership and
Management, which reached its third edition in 2012. Her interest in
Research aware leaders draws upon this work, and upon her engage-
ment with leader-researchers worldwide.
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will now be rewarded for their care, efforts and resilience by a new
normal - education provision in Canterbury that caters even better
than before for our children and young people.

Reference
Tedeschi, R. G., Park, C. L. & Calhoun, L.G. (1998). Posttraumatic Growth: Positive
Changes in the Aftermath of Crisis. The LEA Series in Personality and Clinical

Psychology. Lawrence Erlbaum Associates.

Dr Barry Brooker
University of Canterbury
NZEALS Canterbury President

Ann will carry out a programme of visits to branches across the
country. Members should check with their local branch for details.
Visitors are always welcome to attend branch meetings but, again,
check with the President or Secretary for details since there is
often a small charge for non members. The outline programme is
available on the NZEALS website at: http://www.nzeals.org.nz/
VisitingScholar.htm.

Please pass on this information to interested colleagues, to make
the NZEALS 2012 Visiting Scholar tour a memorable sharing of
understanding and expertise.

1. Growing our leaders. There is world-wide concern as to
whether the pool of aspirant leaders is sufficient to meet the short-
and mid-term needs of our educational providers. In our profes-
sional development of teachers, do we give the same priority to
leadership skills as to curriculum knowledge and teaching skills?
Do we make leadership, particularly at senior level, attractive to
younger staff? This seminar explores ways in which we can engage
staff in leadership roles and enhance their leadership understanding
and experience.

2. Multiple leadership: managing priorities. Senior leaders in all
phases of education lead not only within their organisation but also
in partnership with other providers. Particular skills are needed for
inter-institutional leadership, where providers may be in competi-
tion as well as in collaboration, or may have very different priori-
ties and cultures within their organisations. This seminar explores
the position of those who lead both within and outward from their
educational organisation, and examines the priorities and skill-base
needed.

3. Research-aware leaders. This seminar considers the place of
research in the professional lives of educational leaders. For educa-
tional leaders, research may be a somewhat remote activity under-
taken by others, or it may be a way of gathering and analysing
local data which have a direct impact on educational practice in our
institutions. An ideal situation would be where educational leaders
were both confident users and practitioners of research. This semi-
nar explores ways in which educational institutions can be more
research-active and more research-aware, and considers the role of
tertiary institutions in this context.
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Newsletter of the New Zealand Educational Administration & Leadership Society

new zealand educational ,
administration & leadership society



NZEALS Council 2012-2013

Name Position Sector Address Email Phone
Jeremy Kedian National President | Tertiary University of Waikato Educational kedian@waikato.ac.nz 07 838 4500
Leadership Centre;
. . Ext, 6192
PB 3105 Waikato Mail Centre
Hamilton 3240
Juliette H ayes N.ational . Secondary | Geraldine H.igh School . j-hayes@geraldinehs.school.nz 03 693 0017
Vice President 85 McKenzie Street, Geraldine 7930
Kate Thornton Imn.lediate Pa'st Tertiary Fe'lcult.y of E.duca'tion, . kate.thornton@vuw.ac.nz 04 463 9776
National President Victoria University of Wellington,
PO Box 17-310, Karori,
Wellington 614
Paul Mathews National Treasurer | Primary 25 Midge.ley Road NZEALS.Treasurer@gmail.com 09 408 7030
Mangonui 0494
Ann Bri oS National Secretary | Tertiary 266A Gorge Road ann.briggs@ncl.ac.uk 09 431 8401
Maungaturoto 0588
Graeme Macann Auckland . Secondary Rose'hill College g.macann@rosehill-college.co.nz 09 295 0661
Branch President 5 Edinburgh Avenue
PO Box 72546 Papakura,
Auckland 2244
Alaster Gibson Bay of Plent}./ Tertiary Be.thlehem Tertiary Institute a.gibson@bethlehem.ac.nz 07 579 1730
Branch President Private Bag 02015, Tauranga
B3 ry Brooker Canterbury . Tertiary Col.lege .of Education barry.brooker@canterbury.ac.nz 03 343 7721
Branch President University of Canterbury
Private Bag 4800
Christchurch 8140
Pi D Wells Nelson Primary Tasman School, RD 1 principal@tasman.school.nz 03 526 6818
Branch President Upper Moutere, Nelson
Ross Notman Otago . Tertiary University of Otag(.) Ross.notman@otago.ac.nz 03 479 5461
Branch President PO Box 56, Dunedin 9054
Dawn Osman Taranaki ECE South .Ta.ranaki Free Kindergarten seniorteacherstfka@xtra.co.nz 06 278 0225
Branch Secretary Association
PO Box 313, Hawera
Marcus Freke Wail'<ato Branch Primary Vardon S.chool ' marcus.freke@vardon.school.nz 07 8492 451
President 36 Cunningham Road, Hamilton
Car olyn Stuart Wellington . Intermediate Tawa. Intermediate School. carolyn@tawaint.school.nz 04 232 5201
Branch President Ranui Terrace, Tawa, Wellington 5028
Chris Branson Member at Large | Tertiary Fac.ulty .of Educafion cbranson@waikato.ac.nz 07 856 2880
University of Waikato
Private Bag 3105, Hamilton 3240 Ext. 7904
Dion Crouch Member at Large | Careers Careers New Zealand — Mana Rapuara | dion.crouch@careers.govt.nz 06 834 3334
Aotearoa Level 1, Dundas House,
43 Station Streets, Napier 4140
Annette She ehy Member at Large | ECE Tauranga Region Kindergartens annette.sheehy @taurangakindergartens. | 07 578 0552
PO Box 951, org.nz
Tauranga 3140
Anne Malcolm Member at Large | Primary Ponsonby Primary School amalcolm@ponsprim.school.nz 09 3763568
44 Curran Street
Herne Bay, Auckland 1011
Member at Large | Intermediate | Fairfield Intermediate School awalters@fairfieldintermediate.school.nz | 07 855 9718

Angela Walters

261 Clarkin Road, PO Box 12026
Chartwell Square, Hamilton

NZEALS promotes and supports quality leadership for learning across all educational sectors.

To join NZEALS today, go to www.nzeals.org.nz and click on Join NZEALS.

You may join and pay your subscriptions online,

or download a form for direct debit or cheque payment.
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