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Curriculum Assessment & Qualifications

Evaluation of the implementation and impact of diplomas: findings from the 2009/10 survey of higher education institutions (University of Exeter) DFE research brief 093

Back to contents list
This report covered the second in a series of surveys investigating higher education institutions’ (HEIs) views and experiences of the Diplomas, first introduced in schools in September 2008. In the first survey a stratified, purposive sample of 19 English HEIs, educating 17 percent of the country’s undergraduates, was undertaken, and in this second survey, a further 19 institutions were sampled, educating 16 percent of the UK-based undergraduates attending English HEIs in 2008/09. In addition, using the UCAS website, the entry requirements specified by the 19 institutions were investigated for a range of 271 separate undergraduate courses which appeared to provide potential pathways from the first five Diploma subject areas.

Key findings from the report:

In common with senior managers in the 2008 survey, Pro Vice Chancellors (PVCs) in 2009/10 welcomed the breadth of learning inherent in Diplomas and their potential to widen participation. Also as in 2008, the range of learning styles fostered by Diplomas was considered well aligned to current developments in teaching and learning on undergraduate (UG) programmes.

Involvement in Diploma development was at a higher level amongst the institutions sampled in this 2009/10 survey than in the 2008 sample. Although none of the institutions in this sample was currently involved with delivery, there was a willingness amongst some, mostly teaching-led, HEIs to collaborate with schools and colleges in delivery, if additional resources were made available to HEIs for this.

All institutions in this sample had departments accepting one or more of the first five subject areas for entry onto undergraduate degree courses. Most senior managers were of the view that Diploma applicants could either stay within the pathway related to their chosen subject or branch across to another area of study at undergraduate level, so long as specific entry requirements (including components of Additional and/or Specialist Learning (ASL)) had been met.

There was some evidence that undergraduate courses in the broad areas covered by Creative and Media and Society, Health and Development were most likely to accept Diploma applicants from other subject areas. Courses in the broad areas of IT, Engineering and Construction and the Built Environment were more likely to accept only Diploma applicants studying this line. In practice, almost all applicants for 2010 entry had applied to undergraduate courses closely related to the Diploma they had followed, suggesting that young people embarking on level 3 Diplomas have carefully chosen a specialist pathway.

Across the 271 courses for which entry requirements for Diploma applicants on the UCAS website were reviewed, in only four cases (in three institutions) was it explicitly stated that the Diploma would not be an acceptable qualification for entry. These were: Psychology (2 courses); Adult Nursing (1); and Human Biology (1). However, Diplomas were accepted by other institutions offering these courses.

As expected, the number of Diploma applicants to HEIs for 2010 entry was small, matching the small number of learners starting a Diploma at level 3 in 2008. 

The quality of applications from Diploma students was reported to be in line with the quality HEIs receive from A level candidates. All institutions which had already processed applications from Diploma applicants had made some offers.

A large majority of institutions in the survey were willing, in principle, to recognise all of the first Diplomas as suitable preparation for undergraduate study. This did not always mean that every Diploma would be accepted for every course of study. Across the 271 courses investigated on the UCAS website as part of this study, only four (in three institutions) explicitly stated that the Diploma would not be an acceptable qualification for entry.

In a large majority of cases, A level and Diploma students were being treated similarly in terms of entry requirements. In a very small number of cases, Diploma students were required to achieve higher grades than A level candidates or, conversely, were required to achieve a lower tariff score than A level applicants. 

The accuracy of forecast grades for OCR A levels (Cambridge Assessment)

Back to contents list
This study examined the accuracy of forecast grades in OCR A levels, in relation to the final grade. The forecast grades were those reported by teachers to the exam board prior to the final examination session and were potentially different from the predicted grades sent to UCAS as part of the university application process. Any difference was likely to be due to the different reporting times, i.e. the deadline for reporting forecast grades to OCR is May whilst UCAS receive predictions during the applications period some four months earlier in January. Hence, by the time OCR receive the forecasts teachers will have more information about students’ potential, as more unit results will be available and there will have been more teaching time.  The report is based on analysis of data for students certificating in June 2009 in all OCR A level subjects which accounted for 27 percent of the A level results in the same year and was said to be representative of England exam data as a whole. 

Key findings from the study:
Overall, the forecast grade was correct 55.65 percent of the time. Forecasts were, in general, more optimistic (33.13 percent) than pessimistic (12.22 percent). 

In the vast majority of cases, the forecast grade was correct or was within one grade (93.04 percent) compared to 6.96 percent that were more than one grade out. 

In terms of accuracy of forecasts by school type: independent and grammar schools were the most accurate at forecasting A level grades (68 percent of independents and 60 percent of grammars made accurate forecasts) compared with 50 percent of comprehensives and 51 percent of six form colleges, whilst further education colleges were the least accurate with only 47.15 percent making the correct forecast.

FE colleges and comprehensive schools tended to be the most optimistic at forecasting A level grades, whilst independent and grammar schools were the least optimistic.  

Overall, it was easier for teachers to correctly forecast higher grades than lower grades. In particular grade A was by far the easiest to forecast (84.10 percent of A grades were accurately forecasted). The researchers suggested that this may be partly because the range of marks for an A is much larger than for lower grades (except perhaps grade U), in addition it is not possible to overestimate grade A students. The researchers also suggested that this pattern was also the most likely reason for the better accuracy in independent and grammar schools, where students achieved higher grades on average.

The percentage of optimistic forecasts was significantly higher at lower grades compared to higher ones. 

The researchers also looked at accuracy of forecasting for A level combinations for students taking three OCR A levels.  On average, the forecasts for combinations of A level subjects tended to be optimistic with forecast points slightly above final points score. (The points related to the UCAS tariff i.e. an A = 120 points, a B=100 points etc).  However, most of the differences were very small: 39 percent of forecast scores were exactly right and 72.9 percent were within 20 points – equivalent to an increase or decrease of one A level grade. 

Analysis of A level points score forecasts by school type showed, that the average forecast tended to be optimistic. As with the individual grades the most accurate forecasts were made by independent and grammar schools. They were also the forecasts that were least optimistic. The researchers suggested that this may be due to the nature of the students attending these schools in that they are likely to be the very able and it may be easier to forecast their grades correctly – as it is not possible to overestimate an A grade.

Hidden talents - exploiting the link between engagement of young people and employment (NFER)
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The Local Government Group commissioned this study to identify a range of opportunities for local authorities and businesses to work together for mutual benefit. The research also aimed to identify and provide case studies of how local authorities have and can create linkages between their work to engage young people, economic development and business support to achieve improved outcomes for young people and employers. The study was based on a review of the literature as well as NFER inviting all 152 local authorities to submit any relevant published and unpublished evaluations of relevant activities.  Some 54 reports and 26 case studies from local authorities were included in the final report.
Key findings of the study:
Nine themes emerged from analysis of the evidence in the report for improving linkages between local authorities and businesses and outcomes for young people not in education, employment or training (NEET):
· Simplify opportunities for the business community to work with young people not in education, employment or training; 

· Engage local businesses in strategy development and designing offers for young people NEET;

· Use communication processes to create opportunities for young people NEET;

· Support planning officers to work with businesses to create opportunities for young people NEET;

· Research the local drivers causing young people to become NEET and develop better targeted support;

· Raise awareness of how businesses and employers can offer opportunities for young people NEET, and support them to provide such opportunities;

· Take advantage of new funding arrangements to develop innovative early interventions for young people NEET;

· Identify and use potential links between initiatives for vulnerable young people NEET, enterprise development and business support. Involve local businesses in careers information, advice and guidance in schools. 
Some local authorities had examined the drivers underpinning NEET status in their areas through consulting with local young people. For example, young people who were NEET in Worcestershire said they wanted local authority provision to: have closer links with businesses and the world of work; have greater flexibility with regards to the time of year in which it commenced; and was personalised and recognised their interests. 
Examples of businesses’ partnerships with schools included Signet Trading Limited a major employer in several economically deprived wards in Birmingham.  The employer formed partnerships with local schools and created 12 month action plans for students in the schools which included: work experience placements; practice interview sessions; reading; numeracy enterprise and employability skills. The programme was very popular with students and as a result has been expanded across the city to include other schools. 

Evaluation of the functional skills pilot – summative report (Tribal)
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This evaluation examined the impact of the introduction of Functional Skills (FS) pilot (2007 – 2010)  and the ability of the FS qualifications, and their associated assessments, to meet the needs of all learners that will need to access them. The pilot initially involved approximately 1,000 centres and 12 awarding organisations, including unitary, vocational and specialist organisations, across all delivery routes (Diploma, GCSE, Apprenticeships, work-based learning and other adult contexts) and provider types (schools, sixth form and further education colleges, workplaces, custodial settings and training providers). Some 1,000 centres joined the pilot in 2008, including those offering Foundation Learning (FL) and additional adult centres. Further expansion occurred in the third year of the pilot to accommodate under-represented groups and learners starting Diploma programmes as new course or lines became available.  The evaluation used a mixed-method approach and included: visits to 106 case study providers involved in the pilot, consultations with the awarding organisations, analysis of 2,478 responses to provider surveys, and 2,3008 responses to a learner questionnaire.

Key findings from the evaluation:

Impact of functional skills:

· Key stakeholders generally understood and valued FS qualifications. 

· Employers saw clear benefits for learners in moving to FS but felt delivery and assessment placed additional burdens on them. 

· Most other stakeholders consulted thought FS improved learner preparedness for employment, with some citing the increased confidence they gave and the ability to transfer skills as key reasons. 

· Generally, FS and subject specialists believed that FS were capable of improving learners’ functional effectiveness in English, mathematics and ICT. 

· Learners were reported to have enjoyed lessons more, remained engaged and got more from lessons. Learners substantiated these points and also identified the value of FS in their everyday lives.

Delivery of functional skills:

· A range of delivery models had emerged, with the majority comprising hybrid models which involved a combination of discrete FS teaching and various degrees of embedding and contextualisation.

· FS were regarded by centres as more challenging to deliver than Skills for Life.

· There was evidence that as teachers and tutors became more familiar with FS and  FS were having a positive influence on teaching and learning.

·  Pre-16 centres were beginning to see the value of FS and the value-added benefits associated with learner motivation, and viewed FS as enriching curriculum provision.

Accessibility of functional skills:

· Few issues were raised by centres and other stakeholders. Issues that emerged were in connection to the challenge of developing scenarios and contexts that were appropriate to a wide range of learners.

· The pilot qualifications were considered to support diversity, access and inclusion.

· The gap in pass rates between candidates with English as an additional language and those without was closing, with the attainment of learners with English as an additional language improving in almost all subjects and levels.

Childhood obesity and educational attainment (EPPI-Centre, Institute of Education, London)
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Funded by the Department of Health, this systematic review explored the relationship between obesity and educational attainment. Some 29 studies met the inclusion criteria for inclusion in the final review.  

Key findings from the study:

An overall pattern emerged from the research evidence which suggested that there is a weak negative association between obesity and educational attainment in children and young people; i.e. that higher weight is associated with lower educational attainment. Obesity was also associated with other variables, such as socio-economic status, and when these other variables were taken into consideration, the association between obesity and attainment became still weaker, and often lost statistical significance.

Place of residence, ethnicity, occupation, gender, religion, education, socio-economic status and social capital were all explored as potential moderating variables in the included research. Twenty-three of 29 studies used a measure of socio-economic status as a moderating variable. Various factors appeared to contribute to low educational attainment to some extent, although given the variation in definitions, analyses and quality of data, the researchers suggested it was impossible to point to any causative or definite risk factors.

Most of the 29 studies explored the influence of obesity upon attainment. Only two studies examined the influence of attainment upon obesity. The studies suggested multiple causal pathways, many of which remained untested in their studies. The most frequently cited factors resulting from obesity and impacting upon educational attainment were poor mental health, stigmatisation and discrimination, disordered sleep, decreased time spent in physical activity and socialising, and absenteeism.

History for all (Ofsted)

Back to contents list
This inspection report evaluated the strengths and weaknesses of history provision in primary and secondary schools. It was based principally on evidence from inspections of history between April 2007 and March 2010 in 166 maintained schools in England (equal numbers of primaries and secondaries) and aimed to build on Ofsted’s previous subject report for history which was published in 2007. It also drew on inspection evidence from exam scores, inspection evidence from initial teacher education and from discussions with those involved in history education, including local authority advisers, consultants, academics and teacher trainers, as well as others within the wider history education community.

Key findings from the study:

In the schools visited history was generally considered to be a popular and successful subject, which many pupils enjoyed. Achievement was good or outstanding in 63 of the 83 primary schools and 59 of the 83 secondary schools visited. It was judged to be inadequate in only two schools.

Although pupils in primary schools were considered to generally have good knowledge of particular topics and episodes in history, their chronological understanding and their ability to make links across the knowledge they had gained were weaker. 

History teaching was judged as good or better overall in more than three quarters of the primary schools visited. However, teachers found it difficult to establish a clear mental map of the past for pupils. In part, it was suggested that this was because they lacked expertise in the subject and also because the National Curriculum specifications treat topics in a disconnected way.

In most of the primary schools visited, there was not enough subject-specific expertise or professional development to help teachers to be clearer about the standards expected in the subject and to improve their understanding of progression in historical thinking.

In just under half of the 35 primary schools visited where the teaching of foundation subjects, including history, had become based on cross-curricular topics or themes, planning for progression in developing historical knowledge and thinking was limited. 

In most cases, links between secondary schools and their local primary schools were seen as weak, so that expertise in the secondary schools was not exploited to support non-specialists in teaching history in the primary schools. 

History was successful in most of the secondary schools visited because it was well taught, notably in examination classes at GCSE and A level. The large majority of these history teachers were very well-qualified. In the large majority of the schools visited, the quality of the provision also reflected the strong leadership of the history departments. 

Attainment in history in the secondary schools visited was high and had continued to rise, particularly at GCSE and A level where results compared favourably with other subjects. 

Patterns of entry for GCSE history varied considerably between different types of school: only 30 percent of students in maintained schools took the subject in 2010 compared with 48 percent in independent schools. In academies, the proportion was lower still at 20 percent.

While most work in the sixth forms visited was well-resourced, in some schools an over-dependence on set text books, linked to specific AS and A-level specifications, did not prepare students well for the challenges of higher education. 

Overall, achievement was judged to be weaker in Key Stage 3 than in Key Stage 4 because of a number of factors: more non-specialist teaching; reductions in the time that schools allocated to history; and whole-school curriculum changes in Key Stage 3 in an increasing number of schools. Nearly one in every three lessons observed at Key Stage 3 between 2007 and 2010 was at best satisfactory.

The National Curriculum orders and programmes of study in Key Stage 3 were considered to have led to much high-quality teaching and learning in history. However, in one in five of the secondary schools visited, curriculum changes, such as the introduction of a two-year Key Stage 3 that allowed some students to give up history before the age of 14, and thematic approaches to the curriculum, were associated with teaching and learning that was no more than satisfactory.

The authors suggested the view that too little British history is taught in secondary schools in England is a myth. Pupils in the schools visited studied a considerable amount of British history and knew a great deal about the particular topics covered. However, the large majority of the time was spent on English history rather than wider British history. 

The report concluded that some three years after Ofsted’s previous report on history, teachers had responded positively to developing independent learning in history, and that most effective schools used a well-focused enquiry-based approach to achieve this. In addition, more schools were seen as incorporating ICT into history. However, its impact in accelerating gains in pupils’ historical knowledge and understanding varied, particularly in the secondary schools visited.

Improvement, Accountability and Intervention

How do pupils progress during Key Stages 2 and 3? (Education Standards Analysis and Research Division) DFE research report 096

Back to contents list
This report presents statistical analysis of pupils’ progress in reading, writing and maths during Years 3-9, based on a sample of termly teacher assessments for over 70,000 pupils in 10 local authorities. The main issues addressed are when most progress is made, who makes most progress, how termly progress adds up to expected threshold levels of achievement, and what progress through National Curriculum Key Stages 2 and 3 looks like empirically – the patterns and pathways actually followed by pupils.

Key findings from the analysis:

Learning Pathways 

· For many pupils, progress during Key Stages 2 and 3 is not linear and continuous; episodes of regression to an earlier level of attainment, or remaining at the same level for a period, are part of the norm.

· Patterns of progress are highly individual; there is low concentration of pupils into one pathway or another, especially in reading and writing.

· The more progress a pupil made in the previous term, the less likely they are to make progress the following term, and vice versa.

Timing of Progress 

· More progress is made per year in Key Stage 2 than Key Stage 3 in all three subjects, but especially in reading and writing.

· Pupils make most progress during the summer term and least progress during the autumn term.

Prior Attainment 

· Pupils who were behind at the previous Key Stage are less likely to make progress than those who had achieved the expected level or above.

· Differences in progress by prior attainment were largest for maths.

Expected Levels of Attainment 

· The percentages of pupils achieving the expected level, and above the expected level, increase steadily through KS2 and KS3, with average attainment rising from level 2 in year 3 to level 5 in year 9.

· By the end of year 5, significant proportions of pupils have already reached the expected level for the end of Key Stage 2: 62 percent in reading, 44 percent in writing, and 52 percent in maths. By the end of year 8, 66 percent have achieved the end of Key Stage 3 expected level in reading, as have 65 percent in writing, and 70 percent in maths.

· However, the rate of progress by high attainers in reading and writing is slower than expected during Key Stage 3: in reading, almost 30 percent of pupils begin the Key Stage at the expected level (L5), but only around 20 percent have reached the next level (L6) after two more years of schooling.

Pupil Characteristics

· Boys are less likely to make progress than girls in all three subjects; the differences are larger during Key Stage 3, when the probability of progressing each year decreases more for boys than for girls. Maths has the smallest gender progress differences, and reading has the largest.

· The gaps in attainment widen between pupils known to be eligible for Free School Meals (FSM) and their peers as there are greater differences in progress in years 4 and 5 during Key Stage 2, although pupils with FSM also make less progress during Key Stage 3. Reading has the smallest FSM progress differences, and maths has the largest.

· The widening of the attainment gaps between pupils with Special Educational Needs and their peers is spread across both Key Stages, with similar differences in progress in years 4-5 as in years 8-9; interestingly, in year 7, when the gap is actually narrowing in reading and writing, it continues to grow in maths at a faster rate than any other year.

· Chinese pupils progress the most, especially in maths; unlike other ethnic groups who may be “catching up” during KS2 and 3, Chinese pupils are already ahead of White pupils in attainment of the expected levels at Key Stage 1.

· Asian pupils also make more progress than White pupils, but this is concentrated in Key Stage 2, with their progress slowing to be more in line with other pupils in the latter part of Key Stage 3. Black pupils show a tendency for polarized progress performance in Key Stage 3, with more failing to progress, as well as more making three or more sub-levels of progress per year (compared with White pupils).

· Pupils with English as an Additional Language (EAL) make more sub-levels of progress than other pupils in all years in all three subjects. This represents “catching up” with other pupils, who tend to have higher prior attainment levels at Key Stage 1. The biggest difference is in reading, with smaller differences in writing and maths.


Evaluation of the Schools Linking Network – final report
 (NFER) DFE research report 090
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The Schools Linking Network (SLN) was developed by the previous government to facilitate links between schools to help bring young people together from diverse backgrounds and neighbourhoods as a way of reducing potential prejudices towards cultural, religious and racial differences.  The SLN was intended to strengthen integration at a local level.  The evaluation was based on a two sweep survey of pupils both pre and post involvement in the SLN together with a sample of pupils from comparison schools that were not part of the initiative. Some 3902 pupils took part in the surveys, and interviews with schools in eight local authority case-study clusters. 

Key findings from the report:

There was evidence that school linking could impact on pupils’ knowledge and  understanding, skills, attitudes, dispositions and behaviours, particularly those concerning self-confidence and self-efficacy. However, the picture was mixed about the impact of school linking on particular aspects and attributes, such as their willingness to express opinions and perceptions of school and community climate.

The impact and outcomes of school linking were greater where the co-ordination role was shared at both LA and school level

The key determinant of the impact and outcomes of school linking for pupils was the intensity of the school linking experience. The survey evidence showed that linking had greater impact where pupils linked with pupils from their partner school two or more times during the year.

The evaluation uncovered primarily positive outcomes for pupils, schools and LAs. This was due to linking being carefully planned, conducted and reviewed. However, there were a small number of examples of negative outcomes, where linking was less carefully thought through and merely reinforced existing attitudes and stereotypes about particular groups in society.

There was evidence that involvement in school linking could have an impact on participating LA and school staff in terms of their CPD, opportunities for self-reflection, and learning about their pupils through observation of them interacting with pupils from partner schools and their attitudes.

There was an interrelationship between cost-effectiveness and sustainability. The sustainability of school linking going forward was dependent on its cost-effectiveness, and vice-versa, for LAs, schools and funders.

The pilot phase of SLN was viewed as highly cost-effective by participating LAs and schools, both primary and secondary, in relation to its impact and outcomes achieved.

LA and school staff believed that for school linking to be effective and sustainable there was a need for money to support the whole process of school linking, i.e. to pay for coordination of links at local/LA level, CPD training and support for schools, the school coordinator’s time, monitoring and evaluation and post-link activities.

There was evidence from the evaluation that collecting and using monitoring and evaluation evidence could assist with issues of sustainability and funding at LA and school level, both within and across LAs and schools.

The majority of LAs and schools involved in the evaluation had plans to continue their involvement in school linking beyond the pilot phase in 2010/11 and had already secured funding and staffing to enable this to happen.

Surfacing bubbles of submerged talent: report on a research-based intervention for urban scholars (Brunel University)
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The Urban Scholars Programme is four year intervention programme developed by the Brunel Able Children’s Centre, for pupils aged 12-16 from disadvantaged backgrounds in urban areas who are at risk of not fulfilling their potential academically.  The development of the programme was informed by the findings of studies of research conducted in the US across 25 school districts on talent development of high ability pupils in urban areas.  Briefly, these studies found the following interventions were effective: early and systematic attention to the needs of pupils; experiential and hands on approaches to learning; mentors and role models; academic guidance; realistic plans for the future and being in networks of high achieving peers. One of the studies also looked at circumstances that were likely to lead to underachievement which included: strained relationships with family members; unstructured use of time; inappropriate curricular experiences and inappropriate coping strategies. 
In the current study the outcomes of 83 scholars who completed the four year programme (2006 – 2010) are considered (100 started the programme but 17 dropped out). The majority of participating students qualified for free school meals and came from backgrounds where there was no history of higher education. The  urban scholars programme they followed adopted a multi-faceted approach, incorporating an interactive teaching style. Specific teaching was offered in Mathematics, English, Critical Thinking and Science. Motivational speakers spoke to the scholars; undergraduate ambassadors worked with the students offering role models; and the scholars’ parents were also supported. The programme was evaluated through mixed qualitative and quantative approaches including: annual questionnaires and interviews; and analysis of test scores and attendance data.
Key findings from the study:
Attitudinal data showed that the number of scholars who enjoyed school increased in the four year period and increased engagement with learning. Scholars reported that the programme had helped them by teaching them things they would not have learnt otherwise and expanded their knowledge e.g. in maths and English.
Parents believed that the programme had influenced the scholars’ critical thinking skills as they had noticed improvements in their ability to structure arguments.

Scholars were asked to reflect on the features they liked and disliked about the programme. Factors they disliked were that it took place on a Saturday and that it involved an early start. Aspects they liked about the programme were that it helped them develop study and revision skills and had helped change their attitude towards work and school. 
The study was able to identify an enhanced orientation to higher education. Students  were able to demonstrate more systematic planning and thought about the next steps they needed to achieve their goals as a result of the programme.
In terms of academic outcomes there were some difficulties collecting GCSE data including predicted scores for all pupils. However, there was evidence to suggest that around three quarters met or exceeded their English language and maths predicted grades.  There was also some evidence to show that the extra tuition they received in English had contributed to their faster progression in the subject. 
Language4Reading 2009 – 2012 (University of York)
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Funded by the Nuffield Foundation, the Language4Reading project (2009 – 2012) seeks to explore the role of oral language in developing literacy skills for young children with oral language weakness and to test the effectiveness of Languages4Reading in combatting these problems.  The project is using a randomised control trial approach to testing the effectiveness of the programme by randomly assigning 18 pupils (identified as having oral language weakness) in each of the 15 participating schools in Yorkshire to either a Language4Reading intervention group, a waiting control group, or a peer comparison group (which acts like another control). Children allocated to the intervention group received 30 weeks of the Languages4Reading intervention in addition to the standard Nursery and Reception curriculum (spring 2009- summer 2010). In the spring/summer term of Year 1 (2011), the waiting control group will receive the intervention targeting language and literacy skills.

The Language4Reading programme ran for over 30 weeks starting with a 10 week block in nursery and continuing with 2x10 week blocks in Reception class. In each session, children were rewarded for following listening rules, taught new vocabulary and took part in a variety of activities to improve their knowledge of story structure, grammar and speaking skills. The sessions were designed to be multi-sensory and children were encouraged to join in and take an active role.

Key findings from the first year of the project:

Immediately following the 30 weeks of intervention, children allocated to the Language4Reading intervention group performed better than children in the waiting control group on all applied language and literacy measures. These wide-ranging improvements included expressive language skills, such as the use of vocabulary and grammar, with gains also in letter-sound knowledge and spelling.

The researchers are now in the process of analysing data collected a few months after the Languages4Reading intervention had finished to evaluate whether children have maintained the progress that they made during the intervention period. Any gains made by the intervention group will again be compared with those of the waiting control group.

Is the UK an outlier?  An international comparison of upper secondary mathematics education (King’s College, London and NFER) 
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This, desk study, completed between April and July 2010, compared participation in maths education for ages 16-19 in 24 countries, including the UK, mainly drawn from the OECD.  (Wales, Scotland and N Ireland were treated as separate countries and the USA, Canada and Australia were represented by single states or territories, namely Massachusetts, British Columbia and New South Wales respectively).

Key findings from the study:

The report found that of the 24, just six do not require compulsory participation in maths post-16, namely the four UK territories plus Ireland and Australia/New South Wales.  New Zealand has a hybrid policy in the sense that participation in maths becomes voluntary provided a pupil has reached a minimum standard.  For the other countries, maths is compulsory for all pupils in “general” education in 13 countries and compulsory for all in vocational education in nine countries.   

Where maths is compulsory this is part of a more general policy of requiring study of certain subjects and no country specifically targeted maths.  Thus the first language is almost always also compulsory together with a second language and often, science.  By contrast, in the UK (plus Ireland, the Netherlands and Spain), there is no compulsory subject or subject group that all upper secondary pupils have to take.  The UK is however unique in not prescribing any subjects post 16.

In terms of participation rates, in England, Wales and N Ireland fewer than one in five pupils tended to study any maths after age 16 (Scotland is slightly higher) but in 18 of the 24 countries over half the pupils study maths and in 14 countries over 80 percent do so.  In eight countries every pupil studies maths.  

The report also looked at the level of maths being studied (sometimes relying on broad estimates of numbers and level) and there the pattern was more diverse so, for example, in Finland, France and Germany “all” or “most” (81 percent+) studied maths but the proportions studying advanced maths were 16-30 percent, 16-30 percent and 15 percent or less respectively.  (In e.g. Japan and Korea not only were all pupils studying maths but at least 31 percent were doing so at an advanced level).

The report suggested that most of the 24 countries are devising policies to increase upper secondary maths participation although there is no supporting evidence for this in the text.

                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                  The report concluded by calling for a review of post-16 maths policy.

The impact of the Early Years Foundation Stage (Ofsted)
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This inspection study evaluated the impact of the Early Years Foundation Stage on the quality of provision and developmental outcomes for young children from birth to five years. It examined the work of providers across the sector from large primary schools to childminders working alone with one or two children. The survey focused particularly on two areas of learning: personal, social and emotional development and communication, language and literacy.  Data collection included interviews with staff in 12 local authorities, visits to 68 providers including 25 schools, a parental panel with 140 parents and data from around  54,000 inspections of early years provision since the introduction of the Early Years Foundation Stage in September 2008.

Key findings from the report:

Outcomes in personal, social and emotional development were judged as satisfactory or better in all the schools and childcare providers visited.

Children’s personal, social and emotional development was better where the providers visited were clear about the stages of learning and development and specifically planned activities to cover all aspects of this area of learning. 

Outcomes for communication, language and literacy were considered good or outstanding in 42 of the 68 providers visited. This was attributed to the practitioners providing planning opportunities to develop children’s speaking and listening, and early reading and writing skills. This could often be traced back to specific training, for example, in developing children’s language skills or in delivering phonics. 

In 18 of the 43 childcare providers visited, children’s speaking and listening skills were stronger than their early reading and writing skills, while in the others they were similar. This was explained through conversation being part of everyday activities, rather than because providers intended to prioritise this. 

Children’s language for thinking was weaker than their language for communication in 13 of the providers surveyed, including some good and outstanding providers. This was usually seen because practitioners missed opportunities to encourage children to explain and extend their thinking, or simply did not allow time for children to think. 

Assessment of children’s learning and development was good or outstanding in 21 of the 25 schools visited, but only in 15 of the 43 childcare providers. It was inadequate in seven childcare providers but no schools. 

Inspectors found that where assessment was underdeveloped it tended to focus more on children’s welfare or their interests, rather than their learning. 

Provision for different groups of children was variable in the providers visited. Schools were more likely to be evaluating the performance of different groups and to be familiar with strategies to overcome barriers to learning, particularly for boys. However, inspectors found that the extent to which schools identified and met the specific needs of different groups was mixed. 

Inspectors found little evidence of ongoing communication about children’s learning between the different Early Years Foundation Stage providers that a child might use during the course of a day or week. 
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This report presented a secondary analysis and an enlarged interpretation of the results on teachers’ professional development from the OECD’s Teaching and Learning International Survey (TALIS). TALIS is described by the authors as the first international survey to focus on the working conditions of teachers and the learning environment in schools. Its aim is to help countries to review and develop policies that foster the conditions for effective schooling. The first survey was undertaken in 2007/2008 and the UK did not participate. In this updated report ten further countries were added to the study. These included the UK (England and Scotland), Finland, France, Germany, Switzerland, the Netherlands, Sweden, Greece and Lichtenstein. In the case of these late additions, the study investigators sent a short survey to national contacts to investigate the availability of national level data for each area covered by TALIS. Additional information was sought in the international literature including national statistics, national and international sample surveys, research articles and reports. 
Key findings from the updated study:

Findings for countries in the original study

The level and intensity of participation in professional development varied considerably among countries. Nearly nine in ten teachers took part in some sort of activity, but since the definition of professional development was broadly defined, the fact that in some countries up to one teacher in four received none was seen as a source of concern.

The strongest relation found between non-participation in professional development and teacher characteristics was the qualification level: teachers with lower qualification levels showed relatively higher levels of non-participation than teachers with higher qualification levels.

This pattern was consistent across almost all participating countries. The non-participation rate also varied by gender (higher non-participation rates among male teachers) and age group (higher non-participation rates among the youngest and the oldest teachers).

Intensity of professional development varied  across countries more than participation, with Korea and Mexico seeing teachers participating on average for over 30 days in 18 months, twice the average rate. Among EU countries, Bulgaria, Italy, Poland and Spain reported teachers participating on average for about 26 days in 18 months, almost twice the average rate for participating EU countries.

There was a clear difference between western European countries and other countries with respect to the types of professional development undertaken by teachers. In particular, participation in “mentoring and peer observations”, “qualification programmes”, “reading professional literature” and“ observational visits to other schools ”was consistently lower in western European countries than in others. The pattern of participation in types of professional development was more similar in western European than in eastern European countries.

The principal cause of unfulfilled demand, according to teachers, is conflict with their

work schedule, but they also often cited lack of suitable development opportunities. Those who did not participate at all in professional development were most likely to cite the latter.  Teachers who reported a lack of suitable development opportunities spent much less time on professional development activities than other teachers.

The most effective types of development according to teachers, were those in which they participated least e.g. programmes leading to a qualification and, to a lesser degree research activities. The most effective types of development are also those for which teachers are more likely to have had to pay the full or partial cost and devote the most time to.

Professional development activities that took place at regular intervals and involved teachers in a stable social, collaborative context (i.e. networks or mentoring) had a  significantly stronger positive association with teaching practices than regular workshops and courses. Whilst, pupil-oriented teaching practices were more strongly associated with professional development than structuring practices.

Findings for additional countries

The authors noted that as expected, there was only a partial match between the areas covered in TALIS and the data that could be obtained from the non-participating countries. The percentages of teachers taking part in specific types of professional development activities in non-participating countries generally corresponded to the average in the EU TALIS countries. England was seen an exception, as a substantially larger proportion of English teachers undertook activities such as participation in a professional development network, individual and collaborative research, mentoring and peer tutoring, and reading professional literature.

Barriers to participation in professional activities were considerably lower in some non-participating countries for which data were available. In France and England some 10 percent of teachers were said to have experienced barriers such as “lack of employer support”, “conflict with work schedule” and “no suitable professional development”, compared to the EU TALIS average of about 40 percent for specific types of barriers. 

Unmet need for professional development activities was generally higher than the EU average in China, Cyprus, England, Greece and the Netherlands (differences of the order of 30-50 percent of teachers experiencing such needs in these countries against an EU TALIS average of about 15 percent). The aspects of the teaching and learning process for which sizeable proportions of teachers in the countries mentioned above reported development needs were “subject fields”, “instructional practices”, “ICT teaching skills” and “teaching special learning needs students”. 

With respect to induction and mentoring, England was seen as standing out as a country in which this is well established, with clear career implication for the beginning teachers concerned. All in all, the review of non-participating countries suggests that expanding the number of participating countries in the TALIS study would enlarge between-country variability. This in turn would enhance its policy relevance, as between-country differences are the most important sources of learning from international surveys.
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This report examined the provision and best practice of educational psychology services (EPS) in Scotland. EPS work with children and young people from birth to 24 years of age and advise education authorities, school staff and parents on the needs of young people with additional support needs and the educational provision made for them. The study was based on inspections of all 32 local authority educational psychology services in Scotland.

Key findings from the report:

The report from the majority of EPS tended to be good or better in relation to improvements in young people’s performance especially those with autism spectrum disorder, dyslexia, looked after children and those who have social, emotional and behavioural needs. In a majority of services, educational psychologists had helped to achieve a reduction in out-of-authority school placements as a result of targeted intervention for high risk children and young people with social, emotional and behavioural needs. 

Most services could show how they had made positive contributions to achieving local and national objectives. For example, services had played a significant role towards improving trends related to inclusion and reducing exclusion. EPS was also seen as providing  significant support to schools and centres in addressing aspects of health and wellbeing to better support the needs of children and young people.

The report suggested that EPS could make a stronger contribution to improving outcomes for all children and young people. Opportunities for this were seen as contributing their knowledge of child development and learning theory to support schools and centres to improve learning and teaching, and playing an active part in the development of approaches to assessment. 

Specific examples of EPS good practice included:

· West Lothian EPS – seen as working successfully as part of a multi-agency team to meet the targets for looked after children (LAC) . The service supported young people in improving their school attendance and increasing their achievements. The positive impact of the work of the multi-agency approach had included raised awareness of the needs of LAC, up-skilling of foster carers and improved attainment year on year.

· Shetland Islands EPS - in collaboration with wider council services, had developed high quality provision for individual children and young people with complex needs. This specifically included the flexible use of existing resources which had enabled children and young people to be included in their own community, minimising the need for placement on the mainland. These approaches and programmes had increased the skills and confidence of teachers, support staff and partner agencies in meeting more effectively the needs of children and young people with complex needs.

· Clackmannanshire EPS  - was seen as making a positive impact on the delivery of Scotland’s Curriculum for Excellence by supporting strategic developments across the education authority and carrying out high quality work with individual families including promoting the emotional competence of young people across the primary, secondary and college sectors.
· North Lanarkshire EPS - had been successful in identifying Active Literacy as a strategy to improve the learning experiences and literacy attainment of primary school children across the authority. Longitudinal data had confirmed that the strategy was having a positive effect on reading attainment. Stakeholder feedback had indicated that the strategy was associated with improvements in the quality of learning and teaching and learner behaviour.
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This review has been part of a multi-strand evaluation of the extended services initiative. This review asked what kinds of arrangements local authorities had made for the development and delivery of extended services – supporting local schools in the area and how they aligned them with their wider policies and strategies. The review drew on case studies of extended services arrangements in eight local authorities, selected to reflect the range of local authority types and contexts as well as a range of patterns of provision available. These case studies were based on interviews with a cross-section of local authority officers, and with head teachers, extended services coordinators, cluster coordinators and other relevant personnel in and around four schools in each authority area. Fieldwork took place between March and September 2010. 

Key findings from the evaluation:

In response to the immediate task of ensuring that schools were able to make what was then called a full core offer of extended services, local authorities appointed or designated one or more Extended School Remodelling Advisers, usually supported by a small team of personnel. The support offered by these personnel appears to have been widely appreciated by schools.

In response to the longer-term task of establishing structures and practices to ensure the sustainability of extended services and their alignment with broader strategies and policies, authorities adopted a wide range of different approaches. These responded to local circumstances and emerged from local histories, so were not transferrable in any straightforward way to other contexts.

The arrangements established by authorities were more fluid in the first instance. It was common for them to change as the authority learned more about what worked in their situation. This was particularly the case as the emphasis shifted from the initial start up phase of the extended services initiative to a focus on longer-term sustainability.

Despite this fluidity and the variation in arrangements between authorities, a common underlying pattern did emerge. Its main components were: a strategic lead from local strategic partnerships; the designation of a senior officer as having overall responsibility for extended services; the organisation of schools into clusters; and the appointment or designation of personnel to lead extended services in each cluster and/or area.

Authorities had to manage multiple funding streams in complex ways in order to support these arrangements. This typically involved a range of mechanisms for devolving funding from the centre to areas, clusters and schools whilst at the same time developing accountability mechanisms to ensure the efficient use of that funding in ways that were aligned with central strategy.

Authorities were aware of the need to realign funding in order to take into account the reduction in government support that was planned into the initiative under the last administration, and uncertainties arising around a new financial and political context. Because of this there were widespread concerns about the extent to which extended services would be sustainable in future.

Swift and easy access to specialist services was managed in ways that were compatible with structures and processes of this kind. A system in which individual schools referred direct to central services in the authority was being replaced by one in which schools had access to multi-agency teams. These teams might work with individual schools or at area or school cluster level. In this way, lower-level interventions could be handled locally, leaving only the most serious cases to be referred on to specialist services organised on an authority-wide basis.

