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How old are GCSE candidates? (Cambridge Assessment) 
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This descriptive, statistical report, presented recent trends from 2000, 2004 and 2009 in the age pattern of GCSE entrants in English schools.    

Findings from the analysis:

(To note:  the age convention is that, for example, a person taking GCSE in 2009 is aged 16 if their 16th birthday is some time between 1 September 2008 and 31 August 2009).

The table below summarises the main changes in age distribution of GCSE candidates:

	
	Number
	Percent

	Age
	2000
	2009
	2000
	2009

	10 or under
	52
	69
	< 0.1
	< 0.1

	11-13
	1,458
	3,398
	0.2
	0.4

	14
	4,428
	38,069
	0.6
	3.9

	15
	33,744
	187,113
	4.4
	19.2

	16
	557,175
	618,382
	73.3
	63.5

	17
	79,080
	61,751
	10.4
	6.3

	18
	25,755
	23,926
	3.4
	2.5

	19
	10,193
	10,094
	1.3
	1.0

	20-24
	11,548
	9,469
	1.5
	1.0

	25-54
	33,867
	20,668
	4.5
	2.1

	55+
	3,242
	1,623
	0.4
	0.2



Average number of GCSE entries by age:  2009
	10-14
	15
	16
	17
	18
	19
	20-24
	25-54
	55+

	1.1
	1.4
	7.6
	1.9
	1.3
	1.3
	1.3
	1.1
	1.0




Briefly, the tables showed that non-standard age GCSE entrants i.e. those not aged 16, typically took just one subject and this was true even of 15 year olds where there has been the biggest absolute growth in the percentage of candidates.  Looking at the extremes of the age range, boys were a slight majority of the 10 and unders (55 percent) but a minority of all 14-and-unders.  The 25-and-overs were very predominantly women.  Around 20 percent of the 10-and-unders took maths but almost all the rest took a modern foreign language with around a third taking Turkish GCSE.     

As for 16 year olds, the average number of GCSE subjects taken fell from 8.3 in 2000 to 7.6 in 2009. 

By school type, there was a sharp change in the number of 15 year old entrants in comprehensive schools between 2004 and 2009, up from 1.4 percent to 5.0 percent and in grammar schools (from 2.1 percent to 6.4 percent) but not in independents.  These latter had the highest proportion of pupils taking GCSEs at ages 15 or 17 at 8.9 percent compared to 6.2 percent in comprehensives (and just 2.4 percent for this sector in 2004).















Programme for International Student Assessment 2009: achievement of 15-year-olds in England (NFER) DFE research brief 069
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The Programme for International Student Assessment (PISA) is a three yearly survey of the educational achievement of 15-year-olds organised by the Organisation for Economic Cooperation and Development (OECD).  Some 65 countries participated in PISA 2009 including 33 OECD member countries and 24 members of the European Union (EU).  PISA assesses students in reading, mathematics and science, and in each survey one of these is the main subject. Reading was the main subject in 2000, mathematics in 2003 and science in 2006. In PISA 2009 the main subject was once again reading. As well as tests for students, the PISA survey includes questionnaires for participating students and schools. In PISA 2009 these included some general background questions but mainly focused on attitudes to reading and aspects of the teaching and learning of reading. In England, 165 schools and 4081 pupils participated in the latest PISA study. This represented 87 percent of sampled schools and 87 percent of sampled pupils.  The findings below are from the NFER’s England national report. The  overall OECD report can be accessed at: PISA 2009 Results

Key findings from the report:

Pupil achievement in reading
Twelve countries performed in reading at a significantly higher level than in England. These were: Shanghai-China, Korea, Finland, Hong Kong-China, Singapore, Canada, New Zealand, Japan, Australia, Netherlands, Belgium and Norway. This was similar to the set of countries performing significantly above England in reading in PISA 2006. However, two of these countries / jurisdictions were new to PISA (Shanghai and Singapore). Fourteen countries performed at a level that was not significantly different from that of England, while the remaining 38 countries performed significantly less well.

Pupil achievement in mathematics
Twenty countries performed in mathematics at a level significantly higher than England. These were: Shanghai-China, Singapore, Hong Kong-China, Korea, Chinese Taipei, Finland, Liechtenstein, Switzerland, Japan, Canada, Netherlands, Macao-China, New Zealand, Belgium, Australia, Germany, Estonia, Iceland, Denmark and Slovenia. Again, this was similar to the set of countries performing significantly above England in mathematics in PISA 2006, with the addition of Shanghai and Singapore. In 12 countries, mathematics attainment was not significantly different from that of England, while 32 countries performed significantly less well.

Pupil achievement in science
In science, ten countries performed at a level significantly higher than England. These were: Shanghai-China, Finland, Hong Kong-China, Singapore, Japan, Korea, New Zealand, Canada, Estonia and Australia. Once more, this was a similar to PISA 2006, with the addition of Shanghai and Singapore. In nine countries, science attainment was not significantly different from that of England, while the remaining 45 performed significantly less well.

Gender differences in attainment
Girls scored significantly higher than boys in reading, which was the case in every country participating in the PISA study. However, this gender difference in England, while statistically significant, was not as large as that in the majority of other countries.  

Impact of economic, social and cultural status on performance
The Economic, Social and Cultural Status (ESCS) Index was the measure of socio-economic background in PISA. It drew on pupils’ responses to questions about their parents’ background and education and possessions in their homes. England, in common with the general pattern among OECD countries, had an achievement gap between those who were highest and those who were lowest on the ESCS Index. Those in the bottom quarter of the ESCS Index had a mean reading score of 451 whilst those in the top quarter had a mean score of 544. This compared with England’s overall mean score of 495. In England, socio-economic background explained 14 percent of the variance in scores as compared to 9 percent in high-performing Japan.

Pupils’ reading habits
Almost 40 percent of pupils in England reported that they never read for enjoyment. This was similar to the OECD average. Both internationally and in England, there was a large difference in scores between those who never read for enjoyment and those who do, even if only for half an hour or less each day. Responses to statements measuring attitudes to reading were on the whole similar to the OECD average.

The most popular and frequent reading materials were magazines and newspapers. Pupils read fiction more often than non-fiction books and few ever read comic books. Pupils in England reported borrowing library books less often than the OECD average.

Pupils in England reported a high level of activity in online communication and less activity in other types of online reading. They spent more time chatting online and reading emails than the OECD average but were similar to their OECD counterparts in the frequency of other online activities.

Pupils in England reported reading poetry in class more frequently than their OECD counterparts, and this was the text type, which they had read most frequently for school in the previous month. Socio-economic background had a relatively high connection with reading scores compared with other OECD countries.

School autonomy and leadership
In common with those in high-performing countries, headteachers in England reported a high degree of school autonomy. They took a more direct role in the day-to-day teaching and learning in their schools than their counterparts in many other countries. They also reported more frequent involvement in instructional leadership activities. These included using pupil performance results to develop the school’s educational goals, and observing teaching in the classroom.

School Climate
Head teachers in England were more positive about their school climate than in many other countries and the extent to which issues such as unauthorised absence, disruptive behaviour, alcohol and drug-taking among pupils were a problem. However, almost a quarter reported that they had a problem with teachers not meeting individual pupils’ needs and teachers’ low expectations of pupils. By contrast, high expectation levels tended to be a feature of the best-performing countries.

PISA across the UK
England, Scotland and Northern Ireland performed similarly across all three subjects but the performance of Wales was significantly lower than that of the other three countries.



















How the world’s most improved school systems keep getting better (McKinsey & Company)
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This report analysed 20 school systems from different parts of the world that were considered to have achieved significant, sustained and widespread gains as measured by national and international standards of assessment such as PISA. The study was based on interviews with around 200 system leaders and educators across the 20 school systems and an analysis of around 575 reform interventions used in the systems. The school systems included Armenia, Aspire (a US charter school system), Boston (Massachusetts), Chile, England, Ghana, Hong Kong, Jordan, Latvia, Lithuania, Long Beach (California), Madhya Pradesh (India), Minas Gerais (Brazil), Ontario (Canada), Poland, Saxony (Germany), Singapore, Slovenia, South Korea, and Western Cape (South Africa).

Key findings from the study:

The authors concluded that a school system could make significant gains from wherever it starts – and these gains can be achieved in six years or less. For instance, in Long Beach, six years of interventions increased student performance in grade four and five mathematics by 50 percent and 75 percent respectively. Those systems starting from low levels of performance, such as Madhya Pradesh in India, Minas Gerais in Brazil, and Western Cape in South Africa, had significantly improved their literacy and numeracy levels within two to four years, while making strides in narrowing the achievement gap between students from different socio-economic backgrounds. 

Improving system performance was due to: changing structure (e.g. establishing new school types or decentralising system responsibilities); improving resources (e.g. adding more education staff to schools); and affecting processes (e.g. improving teaching or leadership). 

The study found that all improving systems in the sample implemented similar sets of interventions to move from one particular performance level to the next, irrespective of culture, geography, politics, or history. For example, systems moving from fair performance to good focused on establishing the foundations of data gathering, organisation, finances, pedagogy, while systems on the path from good performance to great focused on shaping the teaching profession such that its requirements, practices, and career paths were as clearly defined as those in medicine and law. The authors suggested that systems could not continue to improve by simply doing more of what brought them past success.

Systems further along the journey sustained improvement by balancing school autonomy with consistent teaching practice. For example, those systems in poor and fair performance achieved improvement through a centre that increased and scripted instructional practice for schools and teachers. However such an approach was not found to work for systems in ‘good’ performance onwards. Instead, these systems achieved improvement by the centre increasing the responsibilities and flexibilities of schools and teachers to shape instructional practice – one-third of the systems in the ‘good to great’ journey and around two-thirds of the systems in the ‘great to excellent’ journey decentralised pedagogical rights to the middle layer (e.g. districts) or schools. 

Those systems in good performance onwards also established collaborative practices between teachers within and across schools that emphasised making practice public – such as weekly lesson-planning for all teachers in the same subject, required lesson observations, and joint-teaching, that served to perpetuate and further develop the established pedagogy.












[bookmark: earlyorallanguage]Supporting early oral language skills for English language learners in inner city preschool provision (Institute of Education, London) - article published in the British Journal of Educational Psychology (2010) issue 80 pages 497 - 515
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Funded by the Esmee Fairbairn Foundation, this study began by examining previous research which showed that oral language is central to children’s ability to access the curriculum and develop literacy skills. Where oral language is compromised through disadvantage or being an English language learner then children are at risk of literacy difficulty and are also less likely to respond to literacy interventions.  

 This study specifically examined the development and trialling of a new oral language programme called Talking Time which was designed to improve the oracy of four year olds who were English language learners growing up in areas of disadvantage. The Talking Time programme comprised three dimensions: firstly teaching key vocabulary items including nouns, verbs and adjectives through play-acting; secondly teaching children inference and deduction skills through structured discussion using picture books; and thirdly teaching narrative skills by encouraging children to talk about common activities in the children’s local environment using pictures as a stimulus.  Some 142 four year olds with poor oracy skills in preschools in a disadvantaged London borough took part in the study. Most were English language learners.  Pupils were divided into three groups: group 1 took part in the Talking Time programme; group 2 took part in a different programme called Story Reading where children listened to adults read them stories in small group settings; and group 3 was the control where pupils received their usual oracy practice in preschool.  Participating children’s language and cognitive skills were tested before and after the study. 
 Key findings from the study:

There were no significant differences between the three groups on any of the non verbal measures. This was to be expected as neither Talking Time or Story Reading was designed to target these skills.  

English language learners in the Talking Time intervention group made significant gains in targeted language measures namely verbal comprehension and naming vocabulary compared to their counterparts in the Story Reading group and control group by the end of the 15 week programme (delivered in 15 minute activities twice a week).  There were no significant differences in outcomes between the Story Reading group and the control group in these two measures.

English language learners in the Talking Time intervention performed significantly better on tests of sentence repetition compared to the other two groups. Though, English language learners in the Story Reading group performed significantly better than the control group.   
There were no significant differences in narrative skills between the three groups which was counter to the researchers’ expectations as they had designed Talking Time to target narrative skills production.  They suggested that young English language learners require additional time and opportunities to develop these skills.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                              











Effective early childhood education programmes: a systematic review (University of York)
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This systematic review looked at evaluations of the outcomes of programmes which teach young children in a preschool setting. The quality criteria for this review were the use of a control group (experimental study), the measurement of before and after levels of attainment and that there was at least 12 weeks between these tests (although the programme itself could be of any duration).  There had to be at least two teachers and 25 children in the “experimental” group although the reviewers gave a higher quality rating to larger sample studies.  The review scope was English language studies since 1960. 

The authors examined 38 studies covering 27 different programmes, almost all of which (26) were evaluated just in the US (typically in a single state or even a county within a state and often in urban areas) plus one from Australia.  (Eight of the programmes were “available” in the UK in the sense that they were commercial packages for sale). The review looked at all impact data where available including in a few cases studies which sought to trace very long-term effects of pre-school through to early adulthood. 

Findings from the review:
Of the 27 programmes:

· six had “strong evidence” that they were effective (where effectiveness was based on passing a threshold for “effect size” determined by the authors).  All these studies addressed language skills. (These programmes were: Curiosity Corner, Direct Instruction, Interactive Book Reading, Let’s Begin With The Letter People, Ready Steady Leap! and ELLM).  
· five had “moderate” evidence of effectiveness
· three had “limited” evidence and the effects themselves were modest than above.

Of the remaining 13 studies the authors considered that, while evaluations of three of these found they were effective, they were based on just small numbers of pupils and so were of low reliability.  For the other ten there was no well-founded evaluation evidence of effectiveness.

The authors concluded that:
· some pre-school programmes do work and in the expected ways so, for example, those focusing on reading do raise reading skill levels; furthermore some studies find effects continuing into early schooling.
· there is however “a long way to go” before we know what are the most effective programmes for improving outcomes for children from low-income families.
· the available evaluations had important weaknesses, notably in tracking how far those running the programmes stuck to the letter and spirit of the design.
· none of the evaluations related to the UK and, while eight of the programmes were potentially available (i.e. to buy) in the UK, just one of these (Curiosity Corner) had strong evidence of effectiveness and one had moderate evidence (Breakthrough to Literacy).
· a few longitudinal studies had followed participating pupils into secondary school and even adulthood. These studies showed that comprehensive programmes focused broadly on cognitive development rather than solely academic skills had better long term affects on educational levels, employment levels and benefit dependency. 













Survey of teachers 2010: support to improve teaching practice (NFER)
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The GTCe’s 2010 annual survey of teachers explored teachers’ experiences of the different forms of support they receive to help them maintain and develop their teaching practice. The survey gathered the views of a nationally representative sample of teachers, drawn from the GTC’s Register of Teachers. The final response figure for the main sample was 4,392, which was 33  percent of the 13,500 teachers contacted. 

Key findings from the survey:

Professional development

On the whole, teachers had a positive attitude towards practice improvement and almost all felt that they had a professional responsibility to maintain and improve their practice. Teachers also felt strongly that they should have an entitlement to time and support in order to meet this responsibility.

About two-thirds of teachers were positive about the impact of professional development and learning activities on their teaching, and on the learning of their pupils. Collaborative (peer-to-peer) learning activities were the most common type of professional development activity teachers had been involved in over the last 12 months.

Further analysis of the responses, by teacher characteristics (age, role, length of service, gender, etc.), revealed that senior teachers and teachers with additional responsibilities were more likely to feel positively about the extent to which professional development could improve their teaching practice. While younger and less experienced teachers were also more likely to take a positive view of professional development as a means for improving teaching.

The survey findings suggested that there may be a ‘gap’, however, in terms of desired professional development and access to CPD activities and experience. Personal motivation to improve teaching appeared to be widespread, however many teachers felt that they did not have enough time, or did not have sufficient access or opportunities, to participate in professional development and learning activities.

Using research

One third of respondents (33  percent) said that they had undertaken their own research and enquiry to improve their practice in the last 12 months. Of those people who had used research, most had found it a useful way to help them to improve their teaching practice.

Statistical analyses revealed that teachers that had been involved in a higher  number of professional development activities in the last 12 months were more likely to have a positive view about the use of research to improve their teaching.

Performance management

Teachers held mixed views about how the performance management process
supported them to improve their teaching. Although around half of teachers agreed
that performance management helped them to identify areas for improvement and
areas of strength, fewer than three in ten teachers said that performance management was a key factor per se in helping them to improve their teaching. Working towards performance management objectives appeared to be considered more useful than the performance management process overall.

Professional standards

The professional standards framework was introduced by the Training and Development Agency for schools (TDA) in 2007. The aim was to provide a framework which teachers could refer to when considering their professional development, for example to consider gaps or strengths in their practice. Responses to the survey showed that although most teachers reported that they had a good understanding of the professional standards framework, overall, teachers had mixed views about how it could help them to improve their practice.

Teachers that had experienced a higher variety and frequency of professional
development activities within the last year were more likely to have a positive view
about how the professional standards could help them to improve their practice. In
addition, both senior teachers and teachers who were relatively new to the profession (although not necessarily younger teachers) were more likely to perceive the standards as helpful.

Views on different approaches to improving standards

A number of questions included in the survey sought to obtain an overview of how teachers felt about the usefulness of different approaches to practice improvement. 

The method of improving teaching that was valued by the most teachers was self reflection; almost all teachers (97 percent) reported that ‘reflecting on my own practice’ had been a very or fairly useful way of improving their teaching over the last two years. Although reflection on their own practice was by far the approach that the most teachers found useful in terms of improving their teaching, around three quarters also said that the following methods were very or fairly useful: observing my peers’ teaching; receiving feedback from pupils; peers observing my teaching and giving me feedback; reviewing my practice as part of school self-evaluation; using teacher assessment data.







































Findings from Black and Minority Ethnic teachers: survey of teachers 2010 (NFER)
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This survey explored BME teachers’ experiences of the different forms of support they receive to help them maintain and develop their teaching practice. The survey was undertaken as part of the GTCe’s 2010 annual survey of a nationally representative sample of teachers and a booster sample of BME staff.  The final response figures for the BME booster sample were 350 responses (26  percent of the 1350 teachers contacted). The 188 respondents from the main teacher sample who defined themselves as BME were also included in the reporting of the BME booster sample in the report, giving a total of 538 BME teachers’ responses. Although it was possible to sample a range of ethnic backgrounds, it was not possible to check if the BME booster sample was representative of the BME teaching population in England in terms of ethnic sub-groups, or indeed other characteristics, because the ethnicity data was not complete on the General Teaching Council’s Register of Teachers.

Key findings from the survey:

Most BME teachers were ‘active’ or ‘very active’ participants of professional learning and development activities and this reflected the finding that almost all BME teachers felt that they had a professional responsibility to maintain and improve their teaching. Many had experienced collaborative learning activities with colleagues both internally and outside of their school.

BME teachers made use of a wide range of approaches for improving their practice, but were found to be particularly positive about using observation and feedback to improve their teaching: 83  percent had found it useful or very useful to observe their peers; and the same percentage had found it useful or very useful to be observed by their peers; whilst 82 percent found feedback from pupils useful.

The researchers found a general pattern of BME teachers being ‘open’ to a variety of approaches to improving their teaching, and in some cases being more positive about particular approaches than their colleagues in White ethnic groups. Statistical modelling revealed that BME teachers were more positive towards observation and feedback, and to doing research, than their colleagues in White ethnic groups. It should be noted however, that other teacher characteristics also had a significant effect on teacher attitudes towards observation and to the use of research.

Statistical modelling revealed that BME teachers were more positive towards performance management and the professional standards, than teachers in White ethnic groups. The researchers could not explain the reasons behind these differences, but the modelling showed that a number of other characteristics also had a significant effect, and, as such the reasons might not be related solely to a teacher’s ethnic background.

















How teachers approach practice improvement (NFER) 
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Commissioned by the GTCe, this qualitative study examined what prompts teachers in England to improve their teaching, how they assessed their strengths and weaknesses and how they seek to improve.  The research aimed to complement the GTCe’s annual survey of teachers (published at the same time) and was based on phone interviews with 39 serving teachers in June and July 2010.  The sample comprised volunteers and so self-selected and it was therefore not possible to say how far their replies represented, even in broad terms, teachers in general. 

Key findings from the study

Incentives to improve
The main reported reasons for seeking to improve were the intrinsic desire to be a better teacher (“must avoid being complacent”), to meet the needs of their pupils, to keep up with their subject and career advancement.  Secondary teachers and those with less than 12 years experience were particularly likely to cite self-improvement as a means to raise the whole school’s performance in terms of pupil attainment.  Very few teachers mentioned the performance management system and none cited the government’s (non-mandatory) “professional standards for teachers” introduced some ten years ago. 

Areas for improvement
The main replies were: developing new teaching approaches in response to the changing needs of pupils, use of technology in the classroom, improving their subject knowledge and keeping up to date, and addressing the needs of particular groups of pupils such as those with special needs or English language learners.

How teachers try to improve their practice
Generally teachers preferred informal approaches such as self-reflection and peer support  to formal approaches especially where this was accompanied by assessment such as by performance management or external observation.  All the sample claimed to self-reflect regularly such as by reviewing particular lessons, typically soon after the lesson had ended.  Participating teachers tended to value external observation where any assessment was “constructive”, specific and sufficiently detailed.  Some teachers also used pupil performance data to self-assess.

Once they had identified areas for improvement, teachers tended to discuss suitable approaches with colleagues or sought to address these independently notably by using the internet or seeking suitable professional development courses.  Teachers generally felt that they benefited from professional development and that this had a favourable impact on their pupils but their choice of courses was usually limited to those areas identified in the overall school plan. 

Barriers to improvement
Lack of time whether for self-reflection, to attend courses or to attend courses when there was a direct opportunity to apply the knowledge learned was the biggest barrier.  Other factors were limited funding (often in the form of lack of supply cover), school culture, attitudes of colleagues in terms of openness to change where the individual teacher’s newly acquired knowledge and skills required other staff to change their practice too to be effective.  Finally, while teachers favoured informal, self-led improvement they sometimes lacked confidence in their self-teaching and would have valued access to “experts” to validate what they had learnt.   










[bookmark: impactofteachingassistants]The impact of teaching assistants on improving pupils’ academic achievement in mainstream schools: a review of the literature, by P Farrell, A Alborz, A Howes and D Pearson in Educational Review, November 2010
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This, fairly technical, paper summarised the findings of a recent “systematic review” of the impact of teaching assistants (TAs) on primary pupil attainment.  A systematic review is essentially intended to be a rigorous, objective synthesis of findings from research based on clear quality criteria about which studies to include and what weight to give to their findings.

In line with the systematic review approach the authors started by assessing a large number of potentially relevant English language studies, some 298 in total.  However, after reviewing these they found just 39 that were potentially relevant: 26 of these studied the impact of TAs on issues other than attainment such as pupil social adjustment, teacher workload while only 13 pursued the link with attainment.  Of these, nine used an experimental approach (“targeted interventions”)  where TAs were chosen to work with small specified groups of pupils with an identified learning problem and with tests of attainment before and after TA involvement.  In the other four, using a less rigorous education research method, the researchers correlated attainment of whole classes, schools or groups of schools to the presence of TAs.   

Findings from the review:
Eight out of the nine targeted intervention studies found that TAs did raise pupil attainment compared to a control group of pupils who did not have TAs.  Just one study, but the largest in terms of pupil numbers, found no effect from TAs.
 
In two of the nine targeted intervention studies, the TAs were much better qualified than would typically be the case in England so that, in one study all had psychology degrees whereas in the other, the majority were qualified teachers working as assistants.  Perhaps further limiting any clear conclusion, in four of the remaining seven studies, the researchers did not report the qualification level of the TAs even though this was potentially material.  In six of the nine studies the pupils were in Years 1 or 2 only and, in all, the TA intervention was primarily aimed at improving literacy.  The available research thus covered a limited range of schooling.       

As regards the four non-intervention studies, two of these related to 1974 and 1977 and covered a single (US) school in each case.  The other two, both published in 2001 were based on large samples - one US and one English (commissioned by the DCSF).  The two smaller studies, from the 1970’s found a positive correlation between TAs and pupil attainment; the two large scale studies found either zero or a negative impact of TAs on attainment with the US researchers concluding that pupils did better if “aides” (the US term) focused on administration rather than supporting teaching.  The lack of effect in the English study contrasted with a widespread teacher perception in the schools studied, that having TAs did boost attainment.  The same authors (Blatchford et al) conducted a further large-scale study of English schools which reported in 2009 (and so was formally out of the time period for the systematic review) and found the same lack of impact of TAs. 

In sum, even after a refined search, the research evidence seemed to be contradictory. Based on the evidence they found, the authors concluded, that for TAs  to be used to raise attainment, this works best if they “have a specific set of tasks to perform with an identified child or small group of children and they are provided with sufficient training, support and monitoring at all times”.










[bookmark: leadership]Leadership for learning: Does collaborative leadership make a difference in school improvement, by P Hallinger and R Heck, article published in Educational Management  Administration and Leadership,  2010
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“Collaborative” or ”shared” leadership refers to a school’s leadership team, typically the headteacher and various senior staff although intrinsic to the idea of sharing is that membership of such teams can be flexible and sometimes informal.  This study examined the impact of such teams on school improvement, here measured by changes in reading scores of a single year group of 12,000 primary pupils as they moved from Year 3 (aged 8-9) in 2003-04 to Year 5 (aged 11-12) in 2007-08 in around 200 schools in one (un-named) US state.  One central theoretical insight, which underpins the field research, is that school leadership largely affects pupil attainment indirectly, by building school capacity and promoting effective teaching and learning.  In broad terms, this indirect influence works through a vision, governance and resource allocation. 

The US state in question had recently introduced policies to promote collaborative leadership including: school councils for teachers (not pupils as in England) and a requirement that teachers and parents be involved in the development and implementation of school improvement plans.   The study measured shared leadership using annual attitude survey replies to all staff and a 20 percent random sample of parents.  The teacher response rates were high at around 75 percent but parental rates were much lower at around 23 percent so raising the risk of unrepresentative replies. Pupil reading performance was measured using a commercially available short test. 

Findings from the study:
The authors used sophisticated techniques to model the link between reading score and shared leadership and in essence they found that:

· school capacity (as measured in the study) was positively linked to initial reading score; initial levels of collaborative leadership had no material link with score.
· looking over time, increased collaborative leadership raised academic capacity and change in academic capacity had a strong and statistically significant impact on reading score.  
· schools which saw the fastest increase in reading scores tended to have lower initial attainment levels, above average starting levels of shared leadership and below average changes in this measure.

Whilst the findings are encouraging, the study assessed attainment gains solely by measuring reading and yet there was no particular link between school leadership and reading and it would have made for a more robust study if the authors had looked at change in other school subjects.  



















Developing leadership: National Support Schools (Ofsted)
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This inspection study aimed to identify the strategies used in 24 successful schools, to develop effective leadership skills and build capacity to sustain strong performance.  These schools were designated National Support Schools by the National College.  In order to become a National Support School, a school’s performance data must show a clear upward trend or consistently high levels of attainment, with contextual value-added data above the national average. Alternatively, the school’s local authority must provide evidence of the school’s upward trend or pupils’ high attainment that is attributable to the headteacher.  The report also studied good practice in the approaches these schools took in improving the performance of 20 client schools

Key findings from the report:

The best leadership was focused on teaching and learning with headteachers seeing this as their core business.

There was judged to be a strong emphasis on distributing leadership and creating opportunities to provide staff with meaningful and relevant leadership opportunities in a variety of contexts. 

The concept of ‘growing our own’ leaders was seen as a particularly strong feature of the schools visited. Potential staff leaders were identified quickly and their skills were developed systematically. This was seen to contribute significantly to recruiting and retaining high-quality staff and sustaining the schools’ good or outstanding overall effectiveness. 

There was no one model of successful leadership development. Instead, training and development were carefully tailored to meet the needs of the school and the individual, although the focus was always on improving teaching and learning.  Coaching and mentoring were seen to successfully underpin training and development opportunities to build up confidence. Staff were given time to reflect on their learning and discuss with other leaders how it could best be applied in practice.

For the client schools, working in partnership with successful schools had mutual benefits for the development of leadership capacity and effectiveness. Partnership provided professional challenge and support, offered examples of good practice, allowed a flexible approach and presented a wide variety of opportunities for staff to develop their skills within and beyond their own school context.  Partnership work got off to a positive start when clear protocols and shared aims were established across the partnership from the beginning. Where this was less evident, barriers (including some reluctance to engage) had to be overcome.

Opportunities for governors to work together in the partnerships to support their development and effectiveness were not as frequent or systematic as for other leaders.

The systematic evaluation of partnership working in building leadership capacity at all levels was found to be evident in only 11 of the 20 partnerships.
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Rooted in Reading is a reading promotion project based around a suite of 12 reading passports. Children complete a section after they have read a book and then their teacher, school or public librarian can stamp their passport with the project’s tree logo to endorse their reading. This study of the impact of Reading Passports was carried out by Lincolnshire School Improvement Service where the scheme was developed and is available to all schools in the local authority. By the time of the evaluation over 160,000 Reading Passports have been requested and distributed to schools in Lincolnshire and Rutland. The evaluation was based on survey responses from 46 schools: 29 secondaries, 16 primaries and one special. In addition, interviews were undertaken with pupils in two schools, and 84 pupils in 6 schools completed surveys on the impact of the passports on their individual reading.

Key findings from the evaluation:  
In primary schools that made extensive use of Reading Passports, the percentage of pupils gaining level 4 in KS2 English rose by 4.4 percentage points from 2007 to 2009. Across all schools in Lincolnshire the rise was 2 percent, whilst in the schools that did not request any passports, this figure showed a fall of 0.3 percent.

The vast majority of teachers (95 percent) in Lincolnshire who responded to the survey felt that the passports had a positive impact on the amount of reading that pupils undertake. 
Some 89 percent of teachers thought there was a positive or strongly positive impact on pupils’ fiction reading and 79 percent of teachers suggested that Reading Passports had a positive impact on non fiction reading. 
A significant proportion (68 percent) of participating teachers reported that the involvement in the Reading Passport scheme had had a positive effect on their teaching and 87 percent thought that reading resources within their school had improved because of the passport scheme.  The scheme was also seen by teachers as having a positive outcome for pupils’ writing skills (72 percent) and on reading stamina (86 percent). 
In terms of the pupil survey, 71 percent of pupils reported that the passports increased the amount of reading they did and 73 percent of pupils indicated that their enthusiasm for reading increased as a result of using the passports, whilst 75 percent said the passports enhanced their reading for pleasure. 
Some 80 percent of pupil respondents reported that the passports had a positive or strongly positive impact on following up an author, genre or theme and 69 percent of pupils indicated the passports had improved their reading stamina. 
Factors which made the scheme successful were: involvement of the public library; involvement of other teachers and the headteacher; and the extrinsic rewards such as stamps and certificates. 
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The Better Communication Research Programme (BCRP) was commissioned in response to the 2008 Bercow review of young people’s speech, language and communication needs. The aims of BCRP are to: provide an understanding of the cost-effectiveness of different interventions used to support young people with speech, language and communication needs (SLCN) and the factors that influence their efficiency; and the identification of good practice to improve services for children with SLCN.  The interim report covers the findings from the first year of the study and was based on: a literature review of systematic reviews; analysis of the National Pupil Database; and interviews with speech and language therapists and educational psychologists in 14 local authorities and primary care trusts.

Key findings from the interim report:

In terms of effective interventions, the literature review found that there was emerging evidence in many areas but in most cases there was not sufficient evidence to justify promoting a particular method as the intervention of choice.  
The literature review also identified gaps in the evidence primarily in the areas of: use of teaching assistants to implement interventions, factors that influence children’s responses to interventions, and the link between oral language interventions and later literacy. 

In terms of cost effectiveness of interventions, the literature review showed that there is a dearth of studies providing cost effectiveness data but parent focused interventions appeared to be very efficient in the early years if the uncosted  contributions made by parents was excluded. 
The interview data from speech and language professionals showed that: there were key differences in practice with speech and language therapists tending to categorise SLCN by type of impairment whereas educational psychologists focused on need; a wide range of interventions were identified suggesting that both education and therapy services were responding creatively to the needs of their population. 
The study examined the prevalence and academic progress of pupils with SLCN by analysing the National Pupil Database and Pupil Level School Census for all pupils in England. Pupils with SLCN in these national statistics were those with primary language difficulties with a statement or at school action plus, where outside professionals are called upon by the school. The analysis found:
· Overall, there was a marked decrease in the prevalence of pupils identified with SLCN at school action plus or with a statement from nearly 3 percent of the age group at 7 years to 0.63 percent at 16 years.

· Prevalence of SLCN remained stable for pupils with statements across 7-16 years of age at about 0.5 percent; for those at school action plus prevalence dropped from over 2 percent to about 0.5 percent for 7 – 11 years and then levelled, dropping to about 0.25 percent at 16 years. 
· Pupils with SLCN at school action and school action plus made similar progress to typically developing pupils, i.e. those without special educational needs, when full account was taken of their non-SLCN underlying characteristics (e.g. level of social disadvantage) and the characteristics of the school they attend.
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Commissioned by The Sutton Trust, this report compared the structures and admissions policies in lower and upper secondary education across the diverse and varied school systems of 30 OECD countries including England and particularly focused on how children get to go to the schools that they do. (Lower secondary school was defined as the first three years of secondary schooling and upper secondary school as the years of schooling that follow).  This was based on analysis of international comparisons data including the OECD’s 2006 Programme for International Student Assessment (PISA) and the IEA’s 2007 Trends in International Mathematics and Science Study (TIMSS) and individual country reports of the European Commission Network on Education (Eurydice). 

Key findings from the study:

Across the 30 OECD countries twelve methods of deciding school admissions were identified, ranging from free parental choice to pupils being assigned to particular schools by some authority. Some 14 countries attempted to give parents some measure of choice. Where applications exceeded places, residence was the main tie-breaker, followed by priorities expressed in a national admission code, and religion.

Upper secondary education differed from lower secondary education in being voluntary in 19 of the 30 OECD countries. In ten of those countries over 90 percent of the age group opted to stay in education to take the courses on offer without a requirement to do so. In 26 of the countries upper secondary education consisted of a clear array of pathways spanning pre-university, technical training and preparation for employment. In the United States, Canada and New Zealand the technical and work-related pathways opened up post-school. 

Entry to lower secondary education was determined by ability in nine countries. In addition 11 countries selected on entry to upper secondary education. The others differentiated by orientation years (where pupil ability and preference are determined), lower secondary leaving certificates or steering by teachers.

Drawing on individual country reports the researchers reviewed current practices in secondary school types. They found that countries beside England have been promoting a diversity of secondary schools. In the United States charter schools admit by random allocation. In Sweden the schools set up by for-profit providers are assumed to expand with demand so they can admit on first come-first-served. In the United States, Japan, Korea and Turkey there are specialist science schools, which the researchers suggested unlike those in England, admit on talent for the subject. The state of Victoria in Australia is opening new grammar schools to enable the government run system to compete with the independent sector. 

Allocation rather than selection or choice was the main method of deciding lower secondary school admissions in seven countries. In four there was little flexibility, while in the other three the decisions were ameliorated by parental preferences. In Greece and Poland parents were obliged to register their children in the nearest school, where as Korea assigned entry through a lottery within zones in an attempt to mitigate the wide differences that had emerged. 

