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Maths and science education: the supply of high achievers at A Level (DFE research report 079 
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This paper aimed to present a comprehensive set of statistical analyses building up a picture of the production function for the supply of young people in England with good A levels (i.e. grades A and B) in maths and science.  The focus was on traditional A level qualifications in maths, biological sciences (hereafter referred to as biology), chemistry and physics, which make up the majority of maths and science Level 3 qualifications.  The paper was not intended to provide figures which would be regularly updated.  It aimed instead to provide in-depth insight into the statistical evidence available at this point in time.

Key findings from the report:

Provisional 2010 data showed a continued increase in the number of entries to A level maths since 2003, now reaching 70 thousand per year; the rise on the previous year was 8 percent, a little lower than the previous year’s increase, when growth in entries achieved a record 12 percent.  These increases marked a successful recovery since maths entries fell by 18 percent following curriculum changes in 2002.

The number of A level biology entries reached 53 thousand in 2010, surpassing their previous peak of 49 thousand in 1998.  This increase by 10 percent on the previous year followed a one percent drop in 2009, preceded by small but steady annual increases since 2004.

Chemistry A level entries declined between 1998 (37 thousand) and 2003 (31 thousand), but then recovered gradually regaining their 1998 level by 2009, and reaching a new peak of 40 thousand in 2010; this latest peak represented a 9 percent increase on the previous year.

Physics A level entries were the weakest of the three traditional sciences, starting from the lowest base and falling continuously between 1999 and 2006.  Provisional 2010 data showed that the slow recovery since 2006 has continued, with the number of entries now standing at 28 thousand, which is two thousand fewer than in 1999.  Encouragingly, the 8 percent rise in entries in 2010 was the largest over the period, and double the size of the previous year’s increase.

The average grades achieved for all maths and science A levels have risen over the period from 1996 to 2010.  The main increases have been in the proportions of A grades, and to a lesser extent, B grades.   The proportions of C-D grades have remained fairly stable, with Ungraded results and, to a lesser extent, grade Es shrinking as a proportion of entries.

The pass rate for GCSE maths in 2010 was 97 percent, having remained stable at around this level since 2005.  The percentage of entrants achieving the highest maths grades (A* or A) has increased to 16 percent, up by 1 percentage point since 2005.

Entries in the separate sciences at GCSE have more than doubled between 2007 and 2010; in 2007, they stood at between 51 and 54 thousand for each of biology, chemistry and physics, but by 2010, the entries had reached between 112 and 116 thousand.  These entries were climbing much more gradually prior to 2007.

The pass rate for GCSE biology has remained stable at 99 percent, whereas the percentage of entries awarded grades A* or A has risen from 46 percent in 2005 to 48 percent in 2010.  By contrast, just 15 percent of GCSE additional science entries attracted these grades in 2010, reflecting the selection of higher ability pupils into the separate sciences.

The percentage of GCSE chemistry entrants achieving grades A* or A has risen slightly from 48 percent in 2005 to 49 percent by 2010.  For physics, the percentage of entrants achieving these grades stands at 49 percent having risen from this level since 2005, but then dropped back again in 2010.

By 2010, separate science GCSEs supplied more pupils with grades A* or A in each of biology, chemistry and physics than the number of A* or A grades in core science or additional science, despite separate science entrants being outnumbered two-and-a-half to one by core and additional entrants.

Achievement in the maths and science subjects has continued to increase despite the widening of access to separate science GCSEs during the last few years.

National GCSE and A level maths and science participation rates masked considerable variation between local authorities.  In 2010, the percentage of maintained mainstream pupils who took separate sciences at GCSE ranged from as low as 4 percent in one LA up to almost ten times this rate, at 39 percent, in another.  The range of A level uptake rates across LAs was 1 percent-16 percent for maths, 2 percent-21 percent for biology, 1 percent-13 percent for chemistry, and <1 percent-11 percent for physics.  

Female entrants had higher odds than boys of achieving grades A or B at A level in all four subjects.  However, a given girl at Key Stage 4 was only more likely to end up with these grades in biology; and less likely to end up with them in maths, physics or chemistry, because she had lower odds of taking on these A levels (but higher odds of entering biology).  The gender effects on A level entry were most pronounced for physics.

Pupils eligible for free school meals were less likely to achieve grades A or B at A level maths and science subjects; this reflected both a shortage of pupils with free school meals entering these A levels, and an achievement gap for those who did.  Again, physics was the most affected subject.

Chinese and Indian pupils have the highest odds of entry and achievement for maths and science A levels, followed by Pakistani, Black African and Bangladeshi pupils, with Black Caribbean pupils having the lowest odds for these outcomes.

For A level entry effects, all minority groups apart from Black Caribbean have stronger odds of taking A level maths and sciences than White British pupils, except in the case of physics, where only Chinese pupils are clearly ahead of the majority.

For the smaller effects on achievement of high A level grades, White British pupils fit in between Indian and Pakistani pupils (as the third ranked ethnic group), except in the case of physics, where they fit in after Chinese, but ahead of all other ethnic groups.































Personal, Social, Health and Economic (PSHE) Education: a mapping study of the prevalent models of delivery and their effectiveness (Sheffield Hallam University) DFE research brief 080 
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This study commissioned under the previous government looked at Personal, Social, Health and Economic (PSHE) education in primary and secondary schools in England, the prevalent models of delivery for PSHE education and their effectiveness in improving outcomes for children and young people.  The research was based on a survey of 923 primary and 617 secondary schools and in-depth case studies with fourteen schools (in five different local authorities), involving 260 individuals. 
Key findings from the study:
Almost all schools surveyed had a clearly identified PSHE education lead. There was a clear school PSHE education policy in more than 90 percent of primary schools and 80 percent of secondaries, and PSHE education was part of the school plan in about 70 percent of primaries and secondaries. There was a member of senior leadership team charged with supporting PSHE education in 72 percent of primaries and 86 percent of secondaries, with a governor supporting PSHE education in around half of primary and secondary schools. 
The predominant delivery model for PSHE education at both primary and secondary level was through discrete PSHE education lessons. At primary level, this was followed by social and emotional aspects of learning (SEAL) lessons, integration across the curriculum, and as part of the other subject lessons. At secondary level, outside of PSHE education lessons, the most common delivery models were drop-down days (specially themed teaching days), within other subject lessons, integration across the curriculum, and in tutor or form group time. 
28 percent of primary schools and 45 percent of secondaries surveyed had one or more members of staff holding the national PSHE education qualification; 38 percent of primaries and 32 percent of secondaries had members of staff who had undertaken non-accredited PSHE education CPD. However, it was not easy for primary teachers to be released or funded for PSHE education CPD and it was even more difficult in secondary schools. 
Immediate, informal teacher assessment in the form of teacher observation and verbal feedback from teachers was used to assess PSHE in 98 percent of primary schools surveyed, and 95 percent of secondary schools. Types of pupil feedback (pupil self-assessment and – less commonly – peer assessment) were used in around 90 percent of both primary and secondary schools. Written feedback in the form of pupil progress records/portfolios and other written assessment was used in around half of primary schools, and about two thirds of secondaries. 
A range of positive PSHE education outcomes were reported in the case studies (including by pupils themselves), such as valuing the opportunity to safely express views and ask questions; welcoming the break in intensity of other subjects; having the opportunity to learn about key issues affecting them in their future and present lives (the real world); improving relationships with others; improves attitudes to health; being able to deal with serious personal difficulties, and improved classroom and playground behaviour. 
The evidence from the study suggested that schools with successful PSHE education were more likely to have the following features: a coherent, progressive curriculum across the full range of elements, core curriculum time, well resourced delivery, and CPD opportunities. They were more likely to work in a context of clear support from senior leaders, and motivated, rewarded PSHE education leaders. These schools were more likely to see the role of PSHE education as supporting both life skills and pupil learning, and align this with their vision of the purpose of schooling more broadly. 
The least effective delivery was associated with a lack of a coherent PSHE education programme, often with elements missing or covered with repetition in different years, and severe weaknesses in elements beyond SEAL in primary schools. In these schools, PSHE education was less likely to be seen as central to leaders. Core curriculum time was often missing or easily subsumed by wider curriculum requirements, with some elements entirely or partly dealt with in drop-down days or via untrained tutors. In these schools, pupils often found delivery boring or not relevant to their learning, or wider lives. 


Curriculum and assessment models for the home language, ages 11-17 (NFER)
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Ofqual commissioned this INCA thematic probe to examine how different countries teach and assess the home language (the official language of instruction in a given country or state) for 11 – 17 year old students. INCA thematic probes are comparative education reports providing snapshot cross-national data on specific subject areas/themes of interest across the INCA countries. Those countries covered in the report included: Australia (at federal, national, Commonwealth level), Canada (nationally and the province of Ontario), Hungary, Italy, New Zealand, Northern Ireland, Scotland, Spain and Sweden. 

Key findings from the study:

Six of the countries (Hungary, Italy, New Zealand, Northern Ireland, Spain and Sweden) had a statutory national curriculum, and in three of these (New Zealand, Northern Ireland and Spain) the curriculum had undergone significant reform in the last few years (since 2007). In Canada there was no pan-Canadian statutory curriculum, but each province has its own statutory curriculum. In Australia there was currently no statutory national curriculum, but one was under development (being implemented from 2011). 

Five of the countries (Australia, Italy, Northern Ireland, Scotland and Sweden) had one home language/official language of instruction (English, Italian or Swedish). In Canada, and in the province of Ontario, there were two official languages (English and French). In Spain and Hungary there was a main home language but minority languages were also official of instruction. In New Zealand the principal language of instruction was English, but Maori was the language of instruction for students enrolled in Maori medium education.

Language was a core subject or area of learning throughout compulsory education in all the countries, except in Northern Ireland where it was an ‘entitlement’ rather than a compulsory element of the Key Stage 4 curriculum (14 – 16 year olds). The definition of study of the home language and the scope of the subject or area of learning varied from country to country. In some cases (for example, Hungary, Sweden) it could include literature study as well as language study. In others, study of the home language was part of a broader area of learning such as ‘Language and Communication’ (Scotland) or ‘Languages and Literacy’ (Northern Ireland). 

The way the home language was assessed for the 11 – 17 age range varied from country to country, with a greater emphasis in some on continuous assessment, and in others on periodic external testing, although there were areas of commonality. Broadly, it was possible to identify three main kinds of assessment:  continuous, school-based assessment; standardised national assessments; and national sample surveys.

There were a number of reasons for standardised testing of the home language. These were summarised as follows: diagnostic - formative assessment was used to identify areas of improvement and to feed back to students (for example, in Australia, Ontario and Spain); and assessment of students’ progress against national targets and standards to enable schools to compare their performance with nationwide results (for example, in Australia, New Zealand and Sweden).

From the information available for the nine countries and one province, and taking into account differences in terminology in their respective curriculum documents, all four main language learning skills: listening, speaking, reading, and writing were assessed as part of schools’ ongoing assessment of their students’ achievements.  However, with respect to the standardised national assessments or national sample surveys, on the other hand, assessment focused on reading and writing skills. 

The level of detail on how skills were assessed varied considerably from country to country, but some provide descriptions about assessment of the skills on their websites, and in some cases, examples of test papers. Australian schools, for example, could download sample and past papers from 2008 and 2009 from the web.






Curriculum review in the INCA countries (NFER)
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This INCA thematic probe examined the review and development of the curriculum in Australia, British Columbia (Canada), Ontario (Canada), Finland, France, Germany, Hungary, Ireland, Italy, Japan, Korea, the Netherlands, New Zealand, Northern Ireland, Scotland, Singapore, South Africa, Spain, Sweden, Switzerland, the USA, Kentucky (USA), Maryland (USA) and Wales. It aimed to answer questions about the scheduling of the curriculum review, coverage and drivers for curriculum reviews, and the extent to which consistency of the curriculum across phases is a feature of these changes. INCA thematic probes are comparative education reports providing snapshot cross-national data on specific subject areas/themes of interest across the INCA countries. 

Key findings from the review:

Regular, scheduled review of the curriculum was common in seven of the countries (or states) considered in the review. In the Netherlands, the attainment targets of the primary and lower secondary curriculum frameworks are reviewed every five years. Review cycles are longer in Japan, where the ‘Courses of Study’ are reviewed every ten years or so. In Finland, reviews tend to take place on a ten-year cycle although this is not legislated for. The curriculum planning and review process in Singapore was also previously based on an eight- to ten-year cycle. This has recently been reduced to six years, with a mid-term review at the end of the third year. The aim is to ensure that the curriculum is forward looking, remains relevant in the context of the Singaporean economy, and meets the needs, abilities and interests of students.  There are also regular curriculum reviews in Canadian states of British Columbia and Ontario. 

In all other countries and states included in the study, curriculum review appears to take place on an ad hoc basis, driven by external factors and emerging issues. These may be political, social, and economic. They can relate to developments in system structure or be subject-related. 

In the majority of the countries and states included in the desk study (including Australia, British Columbia and Ontario in Canada, Finland, France, Hungary, Italy, Japan, Korea, New Zealand, Northern Ireland, Scotland, South Africa, Spain, Sweden, the USA – Kentucky and Maryland, and Wales) recent reviews of the curriculum have tended to consider all phases of compulsory education simultaneously or in some form of ‘joined-up’ way.  Only in a small number of countries or states (including Finland, Germany, Ireland, Ontario (Canada) and Singapore) have recent reviews focused on specific phases of education.

Where the driver for review is not a regular or cyclical review programme, the curriculum in the countries covered by the review seemed to have four main driving factors – political change, curriculum overload, contributing to an excellent and equitable education system and curriculum modernisation to focus on the skills required for the demands of life and work in the 21st century. 

Attempts to ‘rebalance’ or ‘thin down’ the curriculum to combat curriculum overload were a driving factor in the curriculum review in several states and countries including Ontario (Canada), Germany - which talks about ‘decluttering’ the curriculum, Ireland, the Netherlands (at upper secondary level), Northern Ireland, South Africa and Sweden.  

The most cited reason for curriculum review (Australia, British Columbia and Ontario (Canada), France, Germany, Hungary, New Zealand, Northern Ireland, Scotland, Singapore, Spain, Kentucky and Maryland in the USA, and Wales) was to ‘modernise’ the curriculum. That is, to revise the curriculum to ensure it remains current and relevant; reflects changes in society and ensures that students are equipped to deal with these; and adequately prepares students for their future. 

The report provides rich detail on individual participating countries reviews, though does not reveal one single approach to curriculum review.






Modern languages: achievement and challenge 2007 – 2010 (Ofsted)
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The report analysed provision for modern languages in schools over the last three years (2007– 2010) and was based on evidence from survey visits conducted between 2007and 2010 in 92 primary schools, 90 secondary schools and one special school. The primary and secondary schools were located in urban and rural areas across England. Evidence was also drawn from primary school inspection reports and from five further education and sixth form college inspections in 2009–10. The report noted that during the time of the report studying a language had been compulsory in Key Stage 3; whilst in Key Stage 4, provision had been statutory but pupils were not required by law to study a language. 

Key findings from the report:

Primary

Progress in modern languages was judged to be good in half the 92 primary schools visited during the survey period and was outstanding in seven. Pupils made most progress in speaking and listening, which was thought to be the case because this was where most emphasis was placed in lessons. 

Although inspectors found some good examples of systematically planned reading, these were considered rare and even more so for writing. Around 10 percent of schools demonstrated good practice in writing such as the complex sentences pupils could form in Years 5 and 6. Examples of good practice in developing children’s modern language writing skills included linking up with a school in France and for the pupils to write and exchange letters.
 
Pupils’ enjoyment of language learning in the primary schools visited was clear. They were usually very enthusiastic, looked forward to lessons, understood why it was important to learn another language and were developing a good awareness of other cultures. 

Teaching was judged to be good in two thirds of the 235 lessons observed. In the better schools, pupils were often willing and confident speakers, with good pronunciation and intonation. This was usually as a result of input from a native speaker in the lessons, sometimes through the use of DVDs.

Senior leaders were generally very committed to introducing modern languages into primary schools. The initiative was found to feature well in whole-school planning with a clear rationale for how and when it would be taught and by whom. 

Areas of identified weakness were assessment, and the monitoring and evaluation of provision, often because leaders did not feel competent enough to judge language provision. 

Secondary 

Pupils’ achievement was judged to be good or outstanding in 55 of the 90 secondary schools visited, with 12 schools judged to be outstanding. 

In over half the lessons observed, pupils’ progress was considered good or outstanding and the overall progress made by students at Key Stages 3 and 4 was good or outstanding in over half of the 470 lessons observed. However, weaknesses were observed frequently in speaking, listening and reading in modern languages.

In many of the secondary schools visited, opportunities for pupils to listen to and communicate in the target language were often considered limited and tended to be due to teachers’ unpreparedness to use it. Pupils were not to be taught how to respond to everyday requests and thus routine work in the target language and opportunities to use it spontaneously were too few.

Inspectors evaluated reading in modern languages in 33 of the secondary schools visited as a specific issue. It was considered ill-thought through in over half of these schools. Reading was not taught beyond exercises in course books or previous examination papers and teachers made insufficient use of the wealth of authentic material available to develop pupils’ speaking, listening, writing, knowledge about language, language learning strategies and intercultural awareness. 

The schools visited did not begin teaching extended writing early enough in Key Stage 3 for pupils to make good progress in being creative and expressing themselves spontaneously from early in their language learning.

Numbers choosing modern languages in Key Stage 4 declined since the subject became optional in 2004, falling from 61 percent in 2005 to 47 percent in 2007 and remaining low at 44 percent in 2010. However, in the specialist language colleges visited, numbers remained high; they provided good teaching and an innovative curriculum. In half of the 28 specialist language colleges visited, the curriculum was judged to be outstanding.

Most secondary pupils had positive attitudes to learning languages despite low take-up in Key Stage 4 and they knew why languages could be useful to them in the future. Their intercultural understanding, however, was judged weak in the majority of the schools visited because they did not have good opportunities to develop it. 

Teaching in Key Stage 4 was focused on achieving good examination results, but this did not always prepare students sufficiently for study at a more advanced level, post-16. 

Assessment was considered better in the schools visited for this survey than for those in the 2004–07 survey. However, inadequate standardisation in Key Stage 3 assessments were seen to result in outcomes being unreliable. In over half the schools in the survey, marking remained inconsistent within departments. 

Further education and sixth form colleges

There was evidence that further education and sixth form colleges worked collaboratively with schools to provide a coherent offer and to ensure continuity for those students wishing to continue with languages or to start languages when they left school. However, colleges were said to find many students ill-prepared for study at advanced level, even when they had very good GCSE grades. Often, much of the first year of college study was used to give students a good foundation for their advanced studies, curtailing opportunities to give learners a wider range of extension activities to enhance their language learning.





























Successful science (Ofsted)
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This inspection report evaluated the strengths and weaknesses of science in primary and secondary schools and colleges inspected between June 2007 and March 2010. It was based on visits by inspectors to 94 primary, 94 secondary schools and two special schools which were selected broadly to represent the profile of schools in England, but excluded schools in Ofsted’s categories of concern. The study also drew on the outcomes of subject conferences organised by Ofsted, as well as 2009 - 10 inspection reports on post-16 science education in 31 colleges. 

Key findings from the study:
Achievement in science was judged either good or outstanding in just over two thirds of the schools visited. While this overall proportion of ‘good or outstanding’ was considered to be similar for primary and secondary schools, there was a larger proportion of secondary schools where achievement was judged to be outstanding. 

Science provision was judged to be good or outstanding in 15 of the 31 colleges where science and mathematics were a focus for inspection and was inadequate in five.

Overall levels of attainment in primary schools, as measured nationally by teacher assessment data, were broadly similar to those observed during the previous inspection cycle; however, attainment at the higher levels was slightly reduced. Over the same period, success rates for separate science subjects at GCSE level had increased significantly: in 2010 around 12,000 more students than in the previous year were awarded grades A* and A at GCSE in each of the three separate sciences of biology, chemistry and physics.

In the schools which showed clear improvement in science subjects, key factors in promoting pupils’ engagement, learning and progress were more practical science lessons and the development of the skills of scientific enquiry. 

The removal of the requirement to carry out statutory tests in science at the end of Key Stages 2 and 3 had been seen to encourage teachers to plan engaging schemes of work in science that avoided an undue focus on revision in Years 6 and 9. 

Standards at A level in science subjects as seen in national data had shown a steady rise over the period of the report. In the schools visited, this improvement was associated with teaching which, increasingly, engaged students more actively in their learning. This development was considered less evident in the colleges visited.

The introduction of the new science GCSEs in September 2006 resulted in a greater number of courses being provided to meet the needs of all students. In the schools studied, these were judged to have been successful, in the main, in allowing more higher-attaining pupils to study three separate sciences. This has contributed to the increased recruitment of students to A-level courses in the sciences.

The availability of vocational courses had a positive impact on the motivation and achievement of pupils for whom academic programmes were less suitable. However, some schools had used these courses too extensively, entering pupils for vocational rather than academic qualifications and, as a result, were considered to have restricted pupils’ opportunities to study A-level sciences. 

Despite some positive initiatives, such as the Primary Science Quality Mark and the Association for Science Education’s publication for primary schools ‘Be safe’, the report found that there had been insufficient professional development in science to tackle the lack of confidence among primary teachers, particularly in their understanding of scientific enquiry skills and the physical sciences. 

Lack of specialist training, and their normally short tenure in the role, limited the effectiveness of the science coordinator in developing teaching and raising achievement in some of the primary schools visited.

Secondary teachers in particular benefited from attending courses at the network of Science Learning Centres, but too few of the schools visited seemed to have taken advantage of this high-quality provision.

Effective classroom strategies for closing the gap in educational achievement for children and young people living in poverty, including white working class boys (NFER and the Institute for Effective Education, York) 
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Commissioned by the C4EO this report examined what worked in closing the gap in educational achievement for children and young people living in poverty, including white working-class boys. It was based on a rapid review of the UK and international research literature involving systematic searching of literature, and placed a focus on the highest-quality evidence of ‘what works’. 

Key findings from the review:

Overall, classroom strategies which were found to be effective for one ethnic or socio-economic group tended also to be effective for others. 

Across the international literature, the quality of teaching was found to make the biggest difference to learning outcomes.

UK evidence suggested that schools were adopting a number of promising strategies to improve outcomes for children living in poverty. These included: rigorous monitoring and use of data;  raising pupil aspirations using engagement and aspiration programmes; engaging parents and raising parental aspirations; developing social and emotional competencies; supporting school transitions; providing strong and visionary leadership.

International research evidence, based on experimental trials, identified some common classroom strategies that were found to work across different subjects and educational phases. These included:

· Coaching teachers and teaching assistants in specific teaching strategies was found to significantly raise outcomes for children living in poverty. Evidence-based approaches include cooperative learning (structured groupwork), frequent assessment and ‘learning to learn’ strategies.
· Adopting new curricula did not, in general, produce large improvements in learning outcomes. 
· Classroom interventions that closed attainment gaps often adopted proven classroom management strategies, for example a rapid pace of instruction, using all-pupil responses and developing a common language for discipline. 
· Traditional use of information and communication technology (ICT) (e.g. individualised, self-instructional programmes) had minimal impact on attainment for children living in poverty. Whole-class approaches, such as the use of interactive whiteboards and embedded multimedia, showed greater promise. 
· Whole-school reform models, which addressed multiple elements of school provision, were found to be able to produce substantial improvements in academic outcomes. 
· The most powerful improvements in achievement were produced through the use of well-specified, well-supported and well-implemented programmes, incorporating extensive professional development. 

The review of literature on strategies for struggling readers living in poverty found that:

· Structured phonics-based approaches, in general, worked better than non-phonics approaches.
· One-to-one tutoring by qualified teachers was very effective for improving literacy outcomes, but this was an expensive strategy. 
· Tutoring by teaching assistants and volunteers was found to be able to produce positive outcomes if they were well trained and use structured phonics materials. 
· Intervening immediately was most effective for primary reading, where preventative whole-class strategies were adopted first, followed by tutoring for the small number of pupils who still need it.










[bookmark: cooperative]Co-operative learning: what makes group-work work? (University of York and Johns Hopkins University) – published in The nature of learning: using research to inspire practice by the OECD 2010
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This OECD book chapter was written by the American school improvement researcher Robert Slavin and focused on identifying effective practices in co-operative learning in schools. It was based on a literature review which particularly focused on studies that compared outcomes in an intervention or treatment group to those in control group. The review found that co-operative learning has been used and investigated in almost every subject and every phase.  

The author noted that there are different forms of co-operative learning but all involve pupils working in small groups or teams to help one another learn academic material, and that co-operative learning usually supplements the teacher’s instruction by giving pupils an opportunity to discuss information or practise skills originally demonstrated by the teacher.  

Key findings from the review:

Co-operative learning showed convincing beneficial results for young people’s academic and behavioural and social outcomes. The factors that seemed to make the difference as regards to academic improvement were: firstly the presence of group goals (the learners were working towards a goal, reward or recognition); and secondly individual accountability (the success of the group depends on the individual learning of every member).

Particular examples of structured team learning with positive outcomes included:

· ‘Student team learning’ (STL). In classes that used STL, students assigned to working in teams earned certificates or other team rewards if they achieved above a designated score.  The team’s success depended on the individual learning of all team members, which was found to help members to explain concepts to one another that were first presented by the teacher and making sure that all members were ready for a quiz or assessment that would contribute to the team score, but would be undertaken individually within the team. By providing equal opportunities for success, pupils contributed to their teams by improving their past performances, so that high, average and low acheivers were equally challenged to do their best.   (To note that although STL is well evaluated it was developed by the author of this report).

· Teams-Games-Tournament (TGT). In TGT, quizes were replaced by pupils preparing for and performing in a weekly tournament.  In these tournaments students competed at ‘tournament tables’ against others with a similar past record in maths.  The review found positive evidence that the tournament approach led to raised attainment in the subject where the tournament focused.

· Co-operative integrated reading and composition (CIRC). In CIRC, positive attainment gains were made for pupils in equivalent to KS2 and KS3 classes with particularly large gains made by pupils with SEN. In most CIRC activities, pupils followed a sequence of teacher instruction followed by team practice. Teams comprised pairs of students who worked on reading engagement including reading to one another, making predictions as to how narrative stories would end, writing responses to stories and practising spelling.  Following paired team practice there was a pre-assessment and quiz which pupils do not take until their team mates are ready.  Certificates were awarded to the team based on the average performances of all team members on the reading and writing activities.  

Co-operative learning methods were found to work equally well for all types of pupils. The author noted that while ocassional studies found particular advantages for high or low acheivers, boys or girls, the great majority found equal benefits for all students. 








Reactions to education policy - British Social Attitudes 27th Report (NatCen)
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The British Social Attitudes survey is an annual study involving over 3,000 participants who are consulted on their views on key national issues such as inequality, the NHS and education.  Participants are selected using a technique called random probability sampling. This technique ensures that everyone has a fair chance of taking part in the survey and the results are representative of the British population. New areas of questioning are added each year to reflect current issues (e.g. the banking crisis was included in the latest survey) but all questions are designed with a view to repeating them periodically to chart changes over time. 

Key findings for responses on education:

Since 1983, education (with health) has always been one of the top two highest priorities for extra government spending. In the latest survey 59 percent of participants identified education as one of their two top spending priorities, down from 70 percent in 1997. 

Most people agreed with the status quo when it comes to how old children should be when they start school; 73 percent thought they should start full-time at four or five (as now). But 19 percent thought they should start later. 

When it came to when compulsory education should finish, attitudes were more divided: 48 percent thought 16 years was the ideal age and 33 percent thought leaving at 18 years old would be appropriate. Views on the content of compulsory education indicated widespread support for the increasing emphasis over the past decade on non-academic areas including practical and life skills.

The public was in favour of schools developing a broad range of qualities in children. The qualities most widely viewed as being “essential” ones to develop were skills and knowledge to get a job (48 percent), understanding about drugs and alcohol (45 percent) and being a good citizen (39 percent). “Gaining qualifications or certificates of achievement”, was less widely viewed as essential, with under one quarter thinking this was the case (24 percent).

Around three quarters (72 percent) thought schools should be judged on how well they teach children skills for life, even if this meant that less emphasis was placed on academic subjects.

There was a considerable increase in the proportion of people who thought that “good practical skills and training” give more opportunities in life than “good academic results” – up from 38 percent in 2002 to 60 percent in 2009.

Exams were widely, and increasingly, viewed as having too much priority and status as a method of assessment. The public was divided on whether formal exams were the best way to judge pupils’ ability; 43 percent thought they were, 30 percent disagreed and 22 percent neither agreed nor disagreed. The proportion who agreed with this view had fallen by 12 percentage points since 1994 (54 percent).

Around two thirds (61 percent) agreed “so much attention was given to exam results that a pupil’s everyday classroom work counts for too little” and that “schools focus too much on tests and exams and not enough on learning for its own sake” (64 percent).
CHAPTER 3
People thought secondary schools were doing well when it came to teaching basic skills but less well at preparing young people for work. Secondary schools were regarded as doing best at teaching basic skills such as reading or writing: 73 percent in 2008 thought schools performed well on this measure; and 58 percent thought schools did well in bringing out pupils’ natural abilities.







School inspection: recent experiences in high performing education systems (NFER)
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The CfBT funded report looked at inspection practices in a range of countries with developed education systems, including in particular: Hong Kong, New Zealand, Scotland, Singapore, the Netherlands and England. The report was based on the findings of a systematic thematic comparison of inspection systems, primarily on the six countries. The literature review examined research dating from 2000 onwards with the focus being literature and documentation relevant to school inspection in mainstream schools. 

Key findings from the review:

An early conclusion of the report was that almost all countries in Europe arranged for evaluation of their schools so as to improve the quality of compulsory education. 

Not all school inspection systems were compulsory. For example in Finland there were no national regulations or recommendations for the inspection of individual schools. In addition, the level at which inspection was instigated changed markedly between some countries, coming from either a national level (e.g. England (at the time of writing), the Netherlands) local level (e.g. Denmark). Other systems were described as centralised (e.g. South Korea) or decentralised (e.g. Hong Kong, New Zealand). 

The most common format for self-regulating systems as described in the literature was school self-evaluation. Self-evaluation was found to be on the educational agenda in all European countries, and a priority for the majority of economically advanced countries in the world. Self-evaluation was an important factor in the inspection system of each of the six countries focused on in this study. For example, in the Netherlands, there has been a legal requirement for more than a decade that schools develop a system of quality assurance through self-evaluation. Whilst in Singapore, the School Excellence Model (SEM) is used to guide schools in self-assessment. The model was said to be adapted from various quality models used by business organisations and provides a ‘systematic and holistic framework for self-assessment’.  

The amount of support and guidance schools received was found to differ between countries. Many countries tended to provide performance indicators or self-evaluation frameworks to enhance the process of self-evaluation. Teaching and learning, and management were two particular areas in which schools in most countries undertook self-evaluation. 

In terms of external evaluation, of the six countries focused on in this report, only the Netherlands externally inspected their schools every year. Annual visits were considered to be necessary for the frequent monitoring of schools. However, to maintain the proportional character of inspection, the annual visit only focused on a small selection of standards seen necessary to assess the functioning of the schools. External inspections were conducted on a fairly frequent basis in New Zealand (every three years), and less frequently in Singapore (every five years). In most countries the frequency of external inspection often relied on documents (including self-evaluation documentation) that the school submitted to the external inspectorate and schools were then visited according to their need. 

With respect to qualifications, in Europe to become part of an inspection team the qualification was normally teacher training and professional experience in education, and in some cases there were also obligations to complete a specialist course in evaluation or pass a qualifying examination.  

In Scotland and in Hong Kong, the inspectorate also consisted of ‘lay-members’ who specifically have ‘no professional qualification in teaching’ and ‘no working experience in the education field’, although they were required to attended a training course.  

In the Netherlands, spending time as an inspector was often part of a career path into school leadership or a senior position in local government. 

The report concluded that self evaluation and external inspection were complimentary activities and each of the countries focused on in the report tended to utilise self-evaluation to inform external inspection, although to varying extents. For example, in Hong Kong, external evaluation was used to complement schools’ self-evaluation process and to strengthen their accountability on the provision of quality education - an external review helped identify the strengths and weaknesses of individual schools, giving impetus to the school improvement process. 
Making the links between professional standards, induction, performance management and continuing professional development of teachers: a study (NFER) DFE research report 075
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This report set out the findings from a study evaluating the extent to which ‘new professionalism’ has been introduced in schools, and its impact on teaching and learning.  For the purposes of the research, ‘new professionalism’ was taken to include professional standards, performance management, ongoing continuing professional development (CPD) and newly qualified teacher (NQT) induction. The research was based on a literature review and survey returns from: 707 headteachers; 1392 teachers; 355 newly qualified teachers and second year teachers; 441 induction tutors; 955 governors; and 57 local authority (LA) officers. To note the average response rate across respondent groups was low at 20 per cent. 

Key findings from the study:
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Overall, staff at all levels were familiar with the professional standards – most to a ‘great extent’.  Headteachers and induction tutors reported being particularly familiar with the standards (more than four out of five reported this ‘to a great extent’). NQTs and second year teachers were slightly more familiar than other teachers (just over three-fifths of NQTs reported their familiarity ‘to a great extent’, while under three-fifths of teachers did so).

While about half of the teachers reported that using the standards had helped to contribute to whole school improvement or had led to improvements in their pupils’ outcomes/progress, more than one in ten teachers ‘disagreed’ or ‘strongly disagreed’ that the standards had impacted on either area (12 per cent and 15 per cent respectively).
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Awareness of the revised performance management regulations introduced in September 2007 was high amongst headteachers and school governors.

The vast majority of headteachers, school governors and induction tutors, and about two-thirds of teachers ‘agreed’ or ‘strongly agreed’ that the performance management arrangements had helped teachers to improve their teaching and learning practices, and overall, headteachers and teachers reported that their school encouraged teachers to engage in professional dialogue about their performance.
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Overall, headteachers and local authority respondents were aware of the revised induction arrangements introduced in September 2008, and a high proportion of respondents reported their schools had induction arrangements in place which took account of these revisions.

Staff at all levels reported that  their school’s current induction arrangements were providing NQTs with the statutory reduction in their teaching timetable, and the majority of headteachers, induction tutors and NQTs and second year teachers reported that their school’s current induction arrangements were tailored to NQTs’ individual needs.
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[bookmark: _Toc255391197][bookmark: _Toc255458465]In general, school staff and governors appeared to believe that their school enabled teachers to access relevant CPD opportunities. 

There were some differences in opinion by professional group and school type. Nine out of ten headteachers reported that the impact of CPD was evaluated, typically as part of the performance management process, and in terms of impact on pupils. Three-quarters of governors and two-thirds of local authority respondents reported receiving information from their schools on the impact of CPD.
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Making the links 
Overall, the majority of staff at all levels reported that their schools were making links between the strands, at least ‘to a small extent’ and the majority of headteachers reported that they had been able to link together the four strands to smooth the transition from induction to early career teaching, support teachers in developing their performance, and inform school improvement planning, at least ‘to a small extent’.

The majority of respondents agreed that as a result of new professionalism, they or teachers in their school were now more able to exercise their own professional judgement in their teaching and learning practices, gave more recognition to the importance of a good work-life balance, received the recognition they deserved for the contribution they made to teaching and learning, and had been more able to access pay progression opportunities.

Governors mean business – school governors’ one-stop shop volunteers: their contribution and added value to schools in England (University of Hertfordshire)
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School Governors One-Stop Shop (SGOSS) is a private company with charitable status which aims to recruit school governors with management skills for Schools ‘that need them most’, and has secured over ten thousand placements so far. SGOSS works across England and in partnership with local authorities, or works directly with schools. This relatively small scale evaluation of SGOSS recruited governors was based on interviews with 60 governors, 50 head teachers and 30 chairs of governors.  The research was funded by a consortium of corporate supporters of the scheme including Goldman Sachs, and PricewaterhouseCoopers. 

Key findings from the report:
The average length of service of participating governors was 2.88 years, ranging from one year to eight years.  In terms of occupation, the most frequent profession quoted by participating governors was accountancy and finance (13), education (8), general management (7) and law (7). 

In terms of the tasks most frequently undertaken by governors these were: chairing a committee; appointing school staff; head teacher’s performance review and helping to write the development and improvement plan.  

The roles in which the contribution by the SGOSS governors was judged by the head teachers and chairs of governors to be most significant were: challenging the leadership to effect improvements for pupils (92 percent), challenging the leadership to ensure all pupils’ needs are met (91 percent), getting to know the strengths and areas of development for the school (87 percent), supporting the head teacher and senior management team (86 percent), and involvement in school improvement planning (82 percent).

The authors noted there was previous evidence that showed some sensitivities about how easily governors from business with no direct links to the school prior to appointment, would integrate into their governing bodies.  The data from the current study however, found little evidence of this scepticism given 87 percent of head teachers and chairs regarded newly appointed governors as integrating “well” or “very well”. 

In terms of overall effectiveness of governors, the study found that while governors themselves felt they had made an effective contribution, they rated that input at a lower value than did head teachers and chairs. Some 51 percent of heads and chairs rated their governors as “very effective” compared to 15 percent of governors rating their own effectiveness as very effective. 

The majority of respondents in the study gave similar responses to a previous study on school governance published by CfBT in 2008, in that ‘governing bodies tended to be overloaded, overcomplicated and overlooked’.  Chairs commented in the current study that governing bodies were overloaded with volumes of paperwork and bureaucracy as well as lack of clarity.  

The most frequent complications in governance were stated as the use of data, the procurement of services through the local authority, ‘eduspeak acronyms’ and financial management in schools. 

In terms of suggestions for how recruitment and appointment of school governors could be improved – the main focus for positive change was seen as the recruitment of skills-based governors. There was also the suggestion that there was a need to audit governing body members for skills, and to be able to fill the gaps to avoid disparities between schools.  

A key recommendation from respondents was that the induction process for governors needed to happen before appointment in order to acclimatise governors to the tasks and responsibilities they would need to take on and deter anyone who may not be able to make the commitment. 

What is to be gained through partnership? Exploring the value of education-employer relationships (EdComms)
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Commissioned by the Education and Employers Taskforce this literature review aimed to improve understanding on what happens when employers are engaged in educational processes and particularly identifying the benefits of such partnerships. The Education and Employers Taskforce was launched in October 2009 as an independent charity supported by initial funding from the Department to ensure that every school and college in England has an effective relationship with employers. 

Key findings from the report:

There was recent evidence to show that employer engagement typically makes learning more enjoyable and interesting for young people. For example a 2008 survey of young people who had recently completed a work placement showed that 49 percent found it “very enjoyable” with a further 31 percent agreeing their experience had been “mostly enjoyable”.

There was evidence that young people, and their parents, valued and wanted more educational experiences which engaged employers because their involvement brings a new perspective to learning, creating relevance for pupils through real life connections.

Young people benefitted from employer engagements through having an increased motivation to succeed in school. A study of the impact of business mentoring found that the majority of students said that mentoring has affected their wish to do well at school. Three quarters of these said that mentoring had a lot of impact on their motivation in GCSE subjects. 

Inspection evidence found that the best engagements of employers in education have “significantly enhanced” pupil “learning and enthusiasm for the subject” of study. 

A survey conducted last year of 151 primary and secondary school heads showed that 75 percent of respondents agreed or strongly agreed that involvement of employers in pupil learning specifically had a positive impact on attainment. However the authors of the current report noted that while perceptions were important, they did not, in themselves, demonstrate a causal link between employer engagement and improvements in exam results. 

A 2008 literature review commissioned by the Department looked at reports and evaluations considering employer engagement in education. This study found positive impacts for young people in five specific programmes of employer engagement in the UK and US, demonstrating “evidence of measurable improvement in grades, or other measures of student attainment”.

Evidence from the United States showed that young people who participated in programmes with high levels of employer engagement did significantly better than their peers in the labour market. E.g. the Career Academies programme found that participants were earning 11 percent more than their peers at age 26, eight years after they graduated from high school. However, it is not clear from the research whether the difference in earnings was only due to contact with employers or other background effects.  

The authors found the research base on the influence of employer engagement on the performance of schools and colleges quite limited. However, perception data were clear with school leaders and classroom teachers overwhelmingly valuing and appreciating the engagement, and wanted more.

There was evidence that employers saw opportunities to work with schools and colleges as an attractive means of building awareness and positive reputation within a community. The perception and evidence from school leaders affirmed this. 







London Challenge (Ofsted)
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This inspection report reviewed the London Challenge programme. ‘Transforming London Secondary Schools’, the London Challenge Strategy was launched in 2003 and had three main aims: to transform key London boroughs; to provide support for schools to break the link between disadvantage and low attainment; and to provide a better deal for London pupils, teachers, leaders and schools. Ofsted collected evaluation data from London Challenge schools in a variety of ways. They organised two seminars for five primary and five secondary schools currently involved in London Challenge. These events explored the main features of effective support and partnerships with the aim of understanding the motivations behind supporting partnerships. Inspectors also visited three pairs of schools in both the primary and secondary phases: three were currently providing support and three were receiving such support. Inspectors also met headteachers and senior school leaders, teachers and pupils, and evaluated the impact of the training and support programmes. Finally, inspectors telephoned headteachers of a further five secondary schools and three primary schools that were active participants in the London Leadership Strategy, and a primary and secondary headteacher who were receiving support.

Key findings from the study:

The primary schools in London Challenge since 2008 were improving faster than those in the rest of England. The contribution of London Challenge to this improvement was evident in data on pupils’ progress since 2008. 

At their most recent inspection, 30 percent of London’s local authority controlled secondary schools were judged to be outstanding, reflecting the positive impact of London Challenge. This compared with 17.5 percent for the rest of England. 

Just 2.4 percent of London’s secondary schools were currently judged by Ofsted to be inadequate, compared with 4.1 percent in the rest of England, and 9 percent of London academies. Across England, 9.5 percent of academies had been judged to be inadequate. 

The leaders of London Challenge were considered to have motivated London teachers to think beyond their intrinsic sense of duty to serve pupils well within their own school and to extend that commitment to serving all London’s pupils well. This had encouraged successful collaboration between London school leaders and teachers across schools, which was seen as a key driver for improvement.

London Challenge was seen as having deployed its support strategically. London Challenge advisers had successfully established school improvement partnership boards for schools causing concern, ensured an accurate audit of needs and brokered the resources necessary to meet those needs. They chaired regular school partnership boards that monitor and review progress.

Networks of experienced school leaders from the London Challenge Leadership Strategy, coordinated by London Challenge, provided much of the expertise to tackle the development needs within supported schools and drive improvements in progress. A key strength of these leaders was seen to be their skill in matching people and schools, and creating a sense of mutual trust. The leaders of the schools that contributed to the survey stated positively that the support is implemented with them and not imposed on them.

Improvements as a result of schools’ involvement in London Challenge were sustained once the support ended because the schools continue to participate in development programmes for teachers. 

These improved schools also embedded the use of performance data to track pupils’ progress and steer intervention and have secured the quality of teaching.

