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Languages Trend 2010 (CILT, the National Centre for Languages)
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This was CILT, the National Centre for Languages’ eighth annual survey of languages provision and take-up in secondary schools in England.  Some 556 maintained secondary schools and 145 independent schools responded to the 2010 survey which represented an overall response rate of 36 percent. The authors suggested that the achieved sample was broadly nationally representative of schools in England. 

Key findings from the survey:

The authors noted that following the rapid decline in pupils being entered for a language at GCSE between 2004 to 2006 ( (68 percent fell to 51 percent) the decline had now slowed down. Some 43 percent of all KS4 school pupils in England were entered for a language at GCSE in summer 2010 which compared to 44 percent in 2008 and 2009.

In maintained schools, French was reported as being provided by almost all schools, followed by Spanish (76 percent) and then German (67 percent). Some 17 percent of all maintained schools offered Italian and 16 percent offered Mandarin. 

Independent schools reported a wider range of languages on offer. French was provided by almost all independent schools followed by Spanish (94 percent) and German (88 percent). Two out of five independent schools (40 percent) offered Italian and more than a third (37 percent) of independent schools reported offering Mandarin 

The main languages provided at KS4 were French followed by Spanish and then German, and these also remained the languages most commonly available post-16.

Some 80 percent of maintained schools in England reported that languages were now optional for their pupils at KS4. This compared with 11 percent of responding independent schools who said that languages were optional for their pupils. 

The majority of independent schools (97 percent), compared to around two thirds of maintained schools (67 percent), reported having pupils studying more than one language at Key Stage 4. 

Grammar schools were more likely to report a higher take-up of languages than comprehensive schools, as were schools with a higher educational achievement and from a more privileged social background (maintained schools only).

Regionally, schools in the South East remained most likely to report a take-up of 50 percent or over, and schools in the North East continued to be most likely to report take-up of less than 50 percent (maintained schools only).

Some 45 percent of maintained schools reported a decrease in French take-up or discontinuation of French at GCSE while 24 percent reported an increase. This was about the same proportion as in 2009. The increase of Spanish seen in previous years was still continuing but seemed to have slowed down since 2009.

Schools with Year 12 and Year 13 pupils were asked whether they had seen any changes in pupil take-up for each language over the last 3 years and to report on the general trend in language take-up post-16. A little over a quarter of schools (28 percent for maintained and 25 percent for independent schools) reported an increase in overall take-up in languages, as compared to a third (35 percent for maintained schools and 31 percent for independent schools) in 2009.  Approximately a third of maintained schools (34 percent) and a quarter of independent schools (27 percent) reported a decrease in overall take-up. This was compared to 26 percent for maintained schools and 22 percent for independent schools in 2009.

The 2010 survey saw more schools (97 percent maintained schools and 92 percent of independent schools) taking measures to improve pupil attitudes towards languages and to increase take-up. The most commonly reported measures among both maintained and independent schools were new teaching approaches (66 percent in maintained and 61 percent in independent schools) and international links/exchanges/visits (61 percent in maintained and 55 percent in independent schools). Other measures often taken by maintained schools included Information, Advice and Guidance within the school (46 percent) and other externally-organised activities (46 percent), the use of Languages Work materials (44 percent), participation of the Routes into Languages scheme (41 percent) and introducing alternative accreditation to GCSE and A level (37 percent).

Nearly half (45 percent) of all responding maintained schools offered another accreditation for languages apart from GCSE and A level. This proportion increased substantially from 22 percent in 2006, but was slightly down from 2009 (47 percent). For maintained schools, the most commonly offered alternative accreditations were FCSE (14 percent) and Asset Languages (11 percent) for KS3, NVQ (13 percent) and Asset Languages (7 percent) at KS4 and Asset Languages (4 percent) post 16. 

In the past year, almost half of the maintained schools (48 percent) took part in continuing professional development (CPD) training organised by local authorities whereas independent schools were more likely to use CPD organised by commercial providers (60 percent).  Some 15 percent of maintained schools and 21 percent of independent schools reported no participation in CPD in the past year.

In terms of the preferred length and format of CPD training, both maintained schools (82 percent) and independent schools (92 percent) overwhelmingly preferred a one-day course, if such courses were available. Slightly more than half of the schools also said they would prefer in-school sessions run by an external trainer. CPD sessions within the department were also favoured by 56 percent of maintained schools.





































[bookmark: alternativeprovision] Achieving successful outcomes through alternative education provision: an international literature review (CfBT Education Trust)
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This report examined good practice in alternative education provision (AEP) and focused on effective practice as well as those approaches which could potentially transfer and be useful to mainstream provision.  The study defined alternative provision as ‘schools or programmes that are set up by schools, local authorities community and voluntary organisations or other entities to serve young people whose needs are not being met and for, who for a variety of reasons are not succeeding in a traditional learning environment.  The report was based on an international systematic review of research undertaken between 2000 and 2010 mainly the UK, Australia, New Zealand, the US and Canada. Some 119 studies met the review criteria and were included in the final report. 

Key findings from the report:

A number of the studies usefully brought together what were believed to be effective characteristics and components of AEP. The report concluded however, that many of these characteristics and components related to effective education more generally wherever it took place. These characteristics included: high standards and expectations that build aspirations; small class sizes; high quality ‘caring and knowledgeable’ staff as well as ongoing professional support for all staff; and ‘a safety net of pastoral support including counselling and mentoring’.

The study looked at the approaches and interventions that supported specific target groups of at-risk young people including looked after children, NEETs, and young carers. The main finding was that a number of similar practices were found to be key to achieving positive outcomes. These practices were flexible and individually tailored provision that addressed a breadth of needs, based on accurate assessment of need, delivered by caring and knowledgeable staff, with continuity of strong relationships. The results for specific groups of students included:

Learners with disabilities including emotional and behavioural difficulties (ESBD) - five key components were shown to support learning:

· Persistence, continuity, and consistency e.g. to show pupils that there was someone who was not going to give up on them or allow them throughout the school year, the summer, and into the next school year - and that there was a common message about the need to stay in school.
· Monitoring: the occurrence of risky behaviours such as skipped classes, absenteeism, behavioural referrals, suspensions and poor academic performance, was consistently tracked, as were the effects of interventions in response to risk behaviours.
· Relationships: a caring relationship between an adult connected to the school and the student  Affiliation: a sense of belonging to school was encouraged through participation in school related
· Problem-Solving Skills: skills that students need for solving a variety of problems were taught and supported so students were able to survive in challenging school, home, and community environments. 

Young people who offend or are at risk of offending

Young people who offend were more likely than the general youth population to have multiple and
associated needs. These included combinations of low self-esteem; behavioural or emotional
difficulties; mental health difficulties; poor social skills; and low levels of numeracy and literacy. Thus when focusing on education, training and employment they cannot be viewed in isolation from other issues in a young person’s life. There was some evidence to suggest that for this target group, effective interventions were typically:

· Multi-stranded: addressing several of a young person’s problems (such as housing, health and welfare) at the same time helps him or her to move away from crime. Some of the most effective approaches to reducing youth offending recognised the breadth of challenges facing these young people, targetted different problems, and used a range of interventions. 
· Community based: delivering interventions in the community appeared to be more effective than delivering them in custody or institutional settings. Interventions carried out closer to young people’s home environments are more likely to be relevant to their everyday life.
·  Intensive: Programmes must be of appropriate duration and intensity to make a difference.

Young carers including young parents

Pupils who are young carers were often found to have complex support needs, and the support they received to address these complex needs was found to be crucial to their continued learning. There was also evidence that young carers are often highly self-motivated, achieve well against the odds and have to cope with difficult and complex family situations.

Effective practice that helped young carers achieve positive outcomes included the following features: 

· Flexible timetabling arrangements and creative option choices that allowed later starting and earlier finishing times 
· Courses that are modularised, allowing different entry points throughout the year 
· Learning materials uploaded to virtual learning environments, which help learners to catch up on work when they needed to miss a lesson 
· Close integration of support with teaching and good links with external agencies to enable multi-agency support.

 Young people not in education, employment or training (NEET)

Inspection evidence identified key characteristics that may contribute to reducing the proportion of NEETs are found in the following. These included:

· Young people were consulted about strategies and influenced decisions made about the shape and content of programmes. 
· Good collaboration between key workers from different agencies such as schools, the Connexions service and health, contributed to complementary and integrated services that met the full range of young people’s needs.
· Data were used to inform the planning of programmes, to monitor participation in them subsequently and to ensure resources were targeted at specific groups and in neighbourhoods where there were high numbers of disengaged young people. 
· Short courses with clearly defined goals maintained young people’s interest and gave them a sense of achievement. The young people interviewed particularly appreciated the opportunity to gain accredited qualifications and relevant skills for employment, including literacy and numeracy. 
· Teachers in the providers visited were successful in engaging young people positively in learning new skills. Good classroom management helped young people to concentrate and overcome personal behavioural problems.

White boys from low-income backgrounds

Inspection evidence identified examples of good practice in raising the attainment of white boys from low-income backgrounds. These included:

· Consistent support to develop boys’ organisation skills and instil the importance of perseverance; any anti-school subculture ‘left at the gates’
· A highly structured step-by-step framework for teaching, starting with considerable guidance by the teacher and leading gradually to more independent work by the pupils when it is clear that this will enhance rather than detract from achievement
· A curriculum which is tightly structured around individual needs and linked to support programmes that seek to raise aspirations. 






Community cohesion and PREVENT: how have schools responded? (MORI) DFE research brief 085
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This study assessed the effect on schools of implementing the statutory duty to promote community cohesion, and the extent to which schools are aware of and undertaking activities to contribute to PREVENT - the strand of the Government’s counter-terrorism strategy aimed at stopping people becoming or supporting terrorists. A quantitative postal/telephone survey of maintained primary and secondary schools, and local authority-maintained and non-maintained special schools, in England was conducted.  Data were collected from a representative sample of 321 primary, 348 secondary and 135 special schools.  

Key findings from the study: 

Almost all schools (95 percent) claim to know at least a fair amount about the statutory duty to promote community cohesion and are at least fairly confident (93 percent) that they understand the duty. 

Almost all schools (89 percent) say their understanding of community cohesion is better since the introduction of the statutory duty with over half (57 percent) saying it is a lot better.  Most schools (88 percent) also say that they are doing more to promote cohesion, although only 42 percent say they are doing a lot more.   

Most schools (84 percent) say they know at least something about their role in preventing violent extremism and only a minority (20 percent) regard this role as unimportant.  However, schools’ awareness of the PREVENT strategy is relatively low; only 50 percent of schools say they know a fair amount or more about the policy and only 48 percent are confident in their understanding.  

Awareness of the PREVENT strategy is higher in secondary schools than in primary schools; 67 percent of secondary schools say they know at least a fair amount about PREVENT compared with 47 percent of primary schools. 

Awareness and understanding of the cohesion duty is similarly high among faith and non-faith schools.  There are also few differences in the extent to which faith and non-faith schools recognise a role for schools in preventing violent extremism.
  
Schools in deprived areas and those in urban centres appear most active in promoting community cohesion. There is more variation in cohesion activity associated with these factors than with the degree of ethnic diversity in a school.

Schools with an ethnically diverse school roll or a large proportion of Black and Minority Ethnic pupils are more likely to be aware of and feel confident about PREVENT, as are schools in deprived and urban areas, especially London. 

There is a demand for more information and training, especially around PREVENT. Three quarters of schools (74 percent) say both their senior leadership team and teaching staff need more training related to preventing violent extremism.  















Mathematics and digital technologies (University of Keele)
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This report was commissioned by the National Centre for Excellence in the Teaching of  Mathematics (NCETM) in response to the findings of Ofsted’s last three yearly report on mathematics provision ‘Mathematics: Understanding the score (2008)’, and a report by the University of York on Enabling enhanced mathematics teaching with interactive whiteboards. These reports showed teachers’ difficulties in accessing ICT equipment for learners in mathematics lessons and suggested that there was a need for CPD for mathematics teachers and in supporting the use of ICT by learners. NCTEM commissioned the current study to identify how it could support the use of digital technologies in maths classrooms. This study included an international literature review of some 100 studies and consultation with an ICT group comprising organisations concerned with mathematics teaching and learning in schools such as subject associations.  

Key findings from the study:

The features of interactive use of digital technologies in mathematics classrooms were identified as:
· a collaborative classroom where learners work together and discuss their mathematical experiences using digital technologies as appropriate to support their work and where teachers and learners share a sense of responsibility for learning mathematics
· a wide variety of teacher and learner interactions are in evidence to explore and expand learners’ understanding around the mathematical concepts and ideas stimulated by the digital technologies generated problems
· learners are engaged and actively involved in the exploration and making sense of mathematics, using digital technologies, through meaningful activities that make connections across all areas of mathematics 
· computer projection displays are used to provide instant feedback to increase learners’ cognitive engagement, not only for purposes of demonstration and assessment.

The  prerequisites for using digital technologies in mathematics were seen as: regular and frequent use of a computer that is connected to a data projector (and IWB); all electronic resources are managed routinely (usually by storage in a single file); and ideally - free access by the learners to appropriate digital technologies during all maths lessons. 

There was tentative evidence to suggest that non-subject specialist teachers of mathematics in secondary schools, were less likely to use ICT in mathematics lessons. Moreover there was some evidence to suggest they had been less likely to have been involved in mathematics professional development of any type not just for use of technology in maths. 

In terms of the use of software, mathematics teachers alongside history teachers were shown to be the most likely to rate curriculum-related software highly and all teachers are reasonably satisfied with the software available for school curriculum use.

ICT training for mathematics staff comes from a variety of places including the Technology for secondary/college mathematics conferences (specifically ICT-related) in the summer holiday, and the Easter subject association conferences (usually have some ICT-related sessions) but for both these teachers have to decide to use their own time and are likely to have to fund the conference costs themselves. Otherwise out of school ICT related CPD is limited, is often targeted at what CPD professionals decide to offer and frequently only lasts a day with a limited amount of time to consider both ICT and pedagogic issues.

The report listed an extensive set of materials and resources that maths teachers had available to them to inform their use of technology in the classroom. These included: books on mathematics teaching that provide examples of ICT use throughout; guides or handbooks (sometimes with videos) for particular pieces of mathematics software; national strategy guides; ‘screen-videos’ of how to do particular things with mathematics software; and subject-leader materials that support subject leaders to lead practice and develop their department’s ICT capabilities.  However, the report also found evidence that teachers did not always know where to look for these resources.  The NCTEM planned to develop a digital technologies area of its website to list such resources. 


Special consideration: a statistical investigation on the number of requests and the impact of the enhancements (Cambridge Assessment)
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This study by Cambridge Assessment undertook research on special considerations in GCSE and A level subjects and their impact on exam outcomes.  The authors began by explaining that awarding bodies make provision for schools to present a case for special consideration if there are circumstances which may have affected pupils’ performance or their attendance at an examination. There are two types of applications for special consideration: present but disadvantaged (e.g. suffering from a temporary illness) and absent with good reason.  This statistical report examined special consideration applications from 1998 to 2009 (January and June sessions) and detailed analyses of special consideration applications in individual GCSE subjects (linear and unitised specifications) and A-level subjects in the June 2009 session. The reason for studying special consideration was in response to claims about increasing numbers of students receiving extra marks in their examinations due to special consideration, and criticism about how pupils and teachers might be abusing the system to boost results.  

Key findings from the study:

The numbers of special consideration applications was found to have increased in the last few years. For present but disadvantaged candidates, applications increased from about 30,000 in 2000 to about 80,000 in 2009. For absent with good reason candidates, applications increased from about 4,500 in 2000 to about 6,250 in 2009.

The authors suggested a range of reasons for the increase in the numbers of special consideration applications such as schools being increasingly aware of how the rules work, and exam officers in schools and colleges working very hard to ensure that candidates get the fair access they are entitled to.

For present but disadvantaged candidates

There were more special consideration requests at A-level than at GCSE (1.35 percent of GCSE entries requested special consideration vs. 4.52 percent of A-level entries in June 2009). 

In GCSE subjects, the percentages of candidates with at least one application for special consideration were lower than 5 percent. At A-level, the percentages were slightly higher but below 10 percent for all subjects.

Both at GCSE and A-level, candidates in independent schools were more likely to submit a request for special consideration than candidates in state schools.

In most subjects there were significant differences in ability among the students who applied for special consideration and those who did not.  It tended to be higher ability pupils who requested special consideration compared to their lower attaining counterparts.

In all subjects, both at GCSE and A-level, the percentages of candidates out of the subject’s entry who improved their overall grade as a result of a special consideration enhancement were very low, at less than 1 percent.

For absent with good reason candidates

There were fewer special consideration requests at A-level than at GCSE (0.10 percent of A-level entries vs. 0.15 percent of GCSE entries requested special consideration in June 2009). 

In GCSE subjects the percentages of candidates with at least one application for special consideration ranged from 0.28 percent to 0.35 percent. At A-level, they ranged from 0.21 percent to 0.45 percent.

In GCSE examinations, around 45 percent of comprehensive schools submitted at least one application for special consideration whilst only 17 percent of independent schools and 40 percent of grammar schools did so; at A-level, 60 percent of sixth form colleges submitted at least one request for an enhanced grade. This contrasted with 22 percent of the comprehensives and 16 percent of the independent schools.

In all subjects, both at GCSE and A-level, the percentages of candidates, out of the subject’s entry, who improved their overall grade as a result of a special consideration enhancement, were very low (less than 0.50 percent).

There were more applications for special consideration in modular/unitised qualifications than in linear ones. The authors suggested this might have been partly explained by the fact that with the introduction of modular specifications, examinations are spread over a wider period of time increasing the chances of a temporary illness, injury, or other unforeseen circumstances to take place.

















































Geography – learning to make a world of difference (Ofsted)
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This inspection report evaluated the strengths and weaknesses of geography in schools and assessed the challenges faced by the subject today. The study was based on visits to 91 primary and 90 secondary schools (including one special school) in England between 2007 and 2010, and built on the 2008 Ofsted report, Geography in schools: changing practice.

Key findings from the report:
The report found there was a marked polarisation in the quality of teaching and learning as well as the geography curriculum in the primary schools visited. Where provision was improving, it was usually because the headteachers acknowledged the value of geography, invested in subject-specific training and monitored the curriculum effectively to ensure coverage of and progression through the programme of study.

Achievement was at least good in half of the 91 primary schools visited. However, pupils’ progress was considered to be often uneven across classes and year groups.

In approximately one in 10 of the primary schools visited, geography was more or less disappearing, often where the foundation subjects were being taught through themes. 

Improvements were often being slowed down by primary teachers’ weak knowledge of geography, their lack of confidence in teaching it and insufficient subject-specific training.

In secondary schools, relatively weak achievement in Key Stage 3 often contrasted with the good progress of those who had chosen to study geography at Key Stage 4. Uninspiring teaching and the lack of challenge discouraged many students from choosing geography at GCSE.

The majority of pupils, especially at Key Stage 3 in the weaker schools, had poorly developed core knowledge in geography. Their mental images of places and the world around them were often confused and lacked spatial coherence.

Over half the schools visited had reduced time for geography in Key Stage 3 over the last few years. In addition, poorly planned and taught integrated units of work in the humanities in Year 7, often linked to general skills-based initiatives, had resulted in less geography being covered.

Half the secondary geography departments visited had adapted well to the changes required as the new Key Stage 3 curriculum was introduced. One reason was that subject-specific professional support had been sought out and utilised. 

Good fieldwork engaged pupils and encouraged a higher than average take-up of examination courses at a time when entries were falling nationally. However, just over half the primary and secondary schools visited did not use fieldwork enough. 

New technology was frequently in evidence in lessons with most teachers being competent users of digital projectors and interactive whiteboards to enhance presentations. However, more limited use was made of topical events in the news or geographical information systems to engage pupils in learning in geography.

A lack of opportunity for writing at length, especially in the secondary schools visited, limited the opportunities for students, particularly the most academically able, to show their understanding of geography.

Just over half the schools visited were not using geography to good effect to support pupils in understanding their role within their locality, their country or the wider world.

The best geography seen was usually in schools which were participating in the professional development proramme offered through the Action Plan for Geography, in specialist humanities schools where geography was one of the lead subjects or where the school shared good practice with local partner schools.

[bookmark: readingforpleasure]Reading for pleasure Research evidence note (Education Standards Research Team)
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Commissioned by School Standards Group to inform reading policy developments, this note highlighted research evidence on reading for pleasure from domestic and international literature; exploring evidence on independent reading amongst both primary and secondary-aged children, and evidence on what works in terms of promoting reading for pleasure.

Key findings from the note included:

Benefits of reading for pleasure
· Evidence suggests that reading for pleasure is an activity that has emotional and social consequences 
· There is a growing body of evidence which illustrates the importance of reading for pleasure for both educational purposes as well as personal development 
· Reading enjoyment has been reported as more important for children’s educational success than their family’s socio-economic status 
· There is a positive link between positive attitudes towards reading and scoring well on reading assessments 
· Regularly reading stories or novels outside of school is associated with higher scores in reading assessments 
· International evidence supports these findings; US research reports that independent reading is the best predictor of reading achievement 

Trends in reading for pleasure
· In general, the available evidence suggests that the majority of children say that they do enjoy reading 
· In 2009, 22 percent of children said they enjoyed reading very much; 28 percent said they enjoyed it quite a lot; 39 percent said they enjoyed it quite a bit, and 10 percent reported that they did not enjoy reading at all 
· Comparing against international evidence, children in England report less frequent reading for pleasure outside of school than children in many other countries 
· There is consistent evidence that age affects attitudes to reading and reading behaviour; that children enjoy reading less as they get older 
· A number of studies have shown that boys enjoy reading less than girls; and that children from lower socio-economic backgrounds read less for enjoyment than children from more privileged social classes 

Changes in numbers of children reading for pleasure over time
· Research is accumulating that suggests that a growing number of children do not read for pleasure 
· Between 2000 and 2009, on average across OECD countries the percentage of children who report reading for enjoyment daily dropped by five percentage points 
· This is supported by evidence from PIRLS 2006 which found a decline in attitudes towards reading amongst children.

Gender differences in reading for pleasure
· A number of studies have shown that boys enjoy reading less than girls.
· In all countries, boys are not only less likely than girls to say that they read for enjoyment, they also have different reading habits when they do read for pleasure; with girls more likely to read fiction or magazines, and boys more likely to read newspapers or comics 
· One study reports that boys are reading nearly as much as girls, but they tend to read easier books.

What works in improving independent reading?
· An important factor in developing reading for pleasure is choice; choice and interest are highly related 
· Literacy-targeted rewards, such as books or book vouchers have been found to be more effective in developing reading motivation than rewards that are unrelated to the activity 
· Parents and the home environment are essential to the early teaching of reading and fostering a love of reading; children are more likely to continue to be readers in homes where books and reading are valued 
· Reading for pleasure is strongly influenced by relationships between teachers and children, and children and families.

Online reading habits
· There is little research that has been conducted specifically looking at online reading habits; the existing evidence has mixed results.
· Twist et al (2007) report finding a negative association between the amount of time spent reading stories and articles on the internet and reading achievement in most countries in PIRLS data.
· However, other research finds that those reading from the internet score well in reading assessments (Scottish analysis of PISA data, 2004), and PISA reports that children who are extensively engaged in online reading activities are generally found to be more proficient readers.

Library use and reading for pleasure
· Research reports a link between library use and reading for pleasure; children that use their public library are nearly twice as likely to be reading outside of class every day.










































Public libraries and literacy (National Literacy Trust)
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The National Literacy Trust has published further findings from its online survey of 17,089 pupils aged 8 to 16 from 112 schools, conducted in November and December 2009 which covered attitudes towards literacy and literacy behaviours. The latest set of findings focused on young people’s use of their public libraries and the factors which influenced why young people do or do not use their public libraries according to age and background demographics. These findings were based on 4,405 pupils, a subset of the 2009 survey.

Key findings from the study:

Around half (47.8 percent) of young people in the study said that they did not use public libraries at all.

Young people from white backgrounds used public libraries the least (40.8 percent) in the survey. 

Public library use declined significantly with age, with 63.1 percent of KS2, 41.8 percent of KS3 and only 24.5 percent of KS4 pupils saying that they use their public library.

Public libraries did not disproportionately attract young people from more or less affluent backgrounds since 47.8 percent of FSM pupils were using a public library compared with an equivalent 46.1 percent of non-FSM pupils. 

Of the 43.8 percent of pupils who did use the library, the most common reason, cited by over half of all pupils, was that the library had interesting reading materials.

 38.2 percent of young people who uses the library believed it would help them to do better at school.

The most common reason young people did not go to their public libraries, cited by over half, was that their family did not go, even amongst older pupils.

There were significant differences in factors influencing library use for young people depending on gender, age, ethnicity and socio-economic background.

Non library users were: more than three times more likely to only read when in class; more than three times more likely to state that they cannot find anything to read that interests them; almost three times as likely to rate themselves as not very good readers compared to library users.

However, the vast majority of pupils, whether or not they use the library, agree that reading is important to succeed in life.

Young people who used their public library were nearly twice as likely to be reading outside of class every day.

Public library users were nearly twice as likely to say that they enjoy reading either very much or quite a lot.

Public library users are twice as likely to say that they talk with their family about what they are reading at least once a week and report that they get significantly more encouragement from their parents in reading.

Young people reading above the expected level for their age are twice as likely to be public library users.

Young people reading below the expected level for their age are twice as likely not to be public library users.







Child poverty in Britain: causes and consequences (NatCen) 
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This report aimed to provide an in-depth analysis of the causes and consequences of children living in poverty in the UK by bringing together different strands of research from the NatCen. The source reports included literature reviews data from national cohort studies such as the British Social Attitude surveys.

Key findings from the report:

Public perceptions data showed mixed views about the extent of belief of child poverty in Britain. While half (53 percent) of people thought there was quite a lot of child poverty in Britain today, two in five (41 percent) thought there was very little.  

NatCen’s Family with children’s study suggested that children move in and out of poverty over time, but there’s also a group of children who are persistently deprived year on year. Looking over a four year period 12 percent of children were persistently poor, while 38 percent experienced poverty at least once.

Persistently poor children were more likely than temporarily poor children to face other disadvantages including living in bad housing, having been in trouble with the police, being bullied and having been expelled or suspended from school.  They were also more likely to have a long-standing health problem or disability. 

Having a parent in work for at least 16 hours per week was found to be the key factor keeping a family out of persistent poverty.  If parents lost their jobs, or reduced their hours to less than 16 hours per week, their family was likely to make a transition into income poverty again. 

NatCen’s research on persistently poor children in Scotland found that these children had disproportionately developed language problems as well as emotional and behavioural difficulties.  However the research also showed that poverty was not always associated with these outcomes when other factors were taken into account such as family size and a mother’s health and educational background.  

NatCen’s Family and children study found that 13 percent of children persistently lived in overcrowded accommodation and were disproportionately likely to be living in social rented accommodation.   Children living in overcrowded accommodation tended to report being unhappy about their health and having nowhere quiet to do their homework.

























Brain Waves Module 2: Neuroscience: implications for education and lifelong learning  (The Royal Society) 
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This report looked at recent developments in neuroscience and their potential contribution to education. It was published by the Royal Society as part of a more extensive  study on the topic. Neuroscience is the empirical study of the brain and connected nervous system. The authors note that “the brain is the organ that enables us to adapt to our environment—in essence, to learn. Neuroscience is shedding light on the influence of our genetic make-up on learning over our life span, in addition to environmental factors. This enables us to identify key indicators for educational outcomes, and provides a scientific basis for evaluating different teaching approaches”. The report was based on an international review on the literature and contributions from a large panel of education researchers and neuroscientists. 

Key findings from the report:
 
Work with identical twins, who have the same genetic make-up, has shown that they are more similar in, for instance, personality, reading and mathematical ability, than non-identical twins, who differ in their genetic make-up. The study suggests that while it is widely agreed that individual differences can have a genetic basis, genetic influences on brain development and brain function are not yet well understood.

For example, while genetic predispositions can partially explain differences in reading ability, there is no single gene that makes an individual a good or poor reader. Instead, there are multiple genes, the individual effects of which are small. In addition, genes can be turned on and off by environmental factors such as diet, exposure to toxins and social interactions.

The overall pattern of neural development is seen to be very similar between genders, though the pace of brain maturation differed, with boys on average reaching full maturation at a slightly later age than girls. The authors suggested that whilst boys and girls might do better if educated separately, especially around puberty and early adolescence, when the gender difference in brain development is greatest – there are many factors that influence brain development, and gender is only one example, thus implying that it should not necessarily form the basis for choosing single sex teaching. 

On brain training programmes, there was tentative evidence from neuroscience that indicates with practice, high quality targeted training can improve performance on specific tasks. In terms of whether training effects transfer to other tasks, in most studies, training effects seemed highly task specific.  One exception was a working memory training programme for children that was thought to lead to improvements in reasoning ability and self-regulation and which was demonstrated through a randomised control trial. 

There was evidence to suggest that digital technologies could be developed to support individualised self-paced learning and highly specialised practice in a game-like way. Interactive games of this kind use a teacher-pupil model to adapt the task to the learner’s needs, and a task model to provide meaningful feedback on their actions. This means interactive technologies can provide personalised help on a daily basis in a way that is difficult to achieve in a demanding classroom environment.















Removing barriers to literacy (Ofsted)
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This inspection report looked at effective approaches that could help others to improve their practice in literacy. Inspectors visited providers of childcare, education and post-16 learning. The providers were selected because previous inspection evidence and data on achievement and attainment showed that they were particularly successful in enabling children and learners from disadvantaged backgrounds to make better than average progress and to achieve good standards of literacy. Between June 2008 and February 2010, inspectors visited 45 early years registered providers, 37 secondary and 61 primary schools, 21 colleges, 16 independent training providers, eight local authority providers of adult and community learning, and education provision in one prison and one young offender institution.

Key findings from the study:

The successful providers visited were considered to have understood the often multiple barriers facing children and learners from disadvantaged groups which prevented them from acquiring literacy skills. However, only very few had consistent success in overcoming these barriers for all groups of children and learners. 

The most successful schools, colleges and other providers of adult education and training visited made outstanding use of national test and assessment data to raise the expectations of staff and to set sufficiently challenging targets. 

The most effective providers visited had at least one senior member of staff with an excellent knowledge of literacy and its pedagogy. They understood the stages of language development and how and when to provide additional support.

The early years registered providers and primary schools visited understood the need to teach phonics rigorously and systematically and the importance of regular practice in reading. The primary schools visited in the second year of the survey all used a structured, systematic approach to teaching phonics. The teachers and teaching assistants led daily, discrete phonics sessions with groups of pupils for 15 to 30 minutes, depending on the age of the children.

The most effective providers visited reflected on and adapted their curriculum, including any intervention programmes, to meet changing needs. They taught literacy in contexts that were relevant and meaningful to their learners. The staff identified learners’ different starting points and needs accurately. 

Inspectors saw a wide variety of effective approaches to the teaching and learning of literacy that built on the consistent use of phonics. Many of the approaches were in common use, but they were particularly effective in the providers visited because those teaching had consistently high expectations and the tasks set matched the needs of learners well.

In the secondary schools where teachers in all subject departments had received training in teaching literacy and where staff had included an objective for literacy in all the lessons, senior managers noted an improvement in outcomes across all subjects, as well as in English. The high-performing colleges visited adopted similar strategies to improve outcomes.

The successful schools visited often nominated learning mentors or staff to support looked after children and other pupils who were potentially at risk of underachieving. This ensured that they received continuity in terms of support and guidance, including prompt access to external agencies that were best equipped to tackle social and emotional problems that could affect learning. 

In the schools visited, a culture of good behaviour, mutual respect between staff and pupils and good partnerships with parents supported the learning of literacy well. In the colleges and other providers of education and training visited, the staff treated learners as adults and drew skilfully on their experiences to enliven the classes and ensure that learning activities were relevant.

Even in the successful early years registered providers and schools visited, inspectors found that some groups of children and learners attained relatively less well in literacy. Nearly always, those known to be eligible for free school meals and, in the secondary schools, looked after children and White boys, in particular, underachieved relative to the other pupils. 

In the less successful secondary schools, the limited use of assessment data on pupils on transfer to Year 7 was thought to have led to insufficiently challenging targets for some pupils. 

Headteachers sometimes limited their ambition for pupils because they measured success against the average for the pupil group rather than against the national average for all pupils. If the targets set for pupils from low-income families are below that of their peers, schools are less likely to succeed in narrowing the attainment gap.

Virtual headteachers found it difficult to gain accurate data on the progress of pupils who were looked after. Assessment information was often missing because looked after children were moved frequently. There was often a gap before a pupil’s new school or local authority received information.

Inspectors saw few instances of systematic phonics teaching in the secondary schools, colleges and other providers of adult education and training, despite the fact that for learners without a grasp of the link between sounds and letters, this knowledge is necessary to develop their literacy.

In five of the 22 colleges and other providers of adult education and training visited in the second year of the survey, learners were working towards outcomes that did not provide suitable challenge. In these settings, the qualifications learners were taking were at the same level or a lower level as the qualifications in English or literacy that they had passed previously. 
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Leadership for narrowing the gap: full report (CUREE)
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Leadership for narrowing the gaps was an initiative launched by the National College in 2008/09. Essentially this was a school-led improvement project which groups of schools were invited to join and identify and address a particular area of concern relevant to the schools. Participating schools were given access to tools and resources as well as evidence-based approaches to raising performance to support them in their decision-making.  Some 482 schools took part in the project and these worked in groups ranging from two to eleven schools and in a minority of cases there was one school working in partnership with another organisation e.g. a local authority.  This report is based on an analysis of the participating schools’ final reports. These captured key data e.g. number of schools in the group, phase of education, pupil characteristics, nature of the gap narrowing being addressed, the chosen intervention and the outcomes.  

Key findings from the study:

Most participating schools worked in small partnerships of up to three schools. Fourteen schools stipulated that they had a high proportion of pupils on free school meals, half the participating groups were composed of primary schools, a quarter were secondary schools and the remainder were cross-phase partnerships. 

Agreeing a common issue and or approach to narrowing the gap were most frequently done in partnership with other schools (76.7 percent of participating schools), while almost as many (73.6 percent) reported planning the strategy.  Around half the schools (49.6 percent) shared their good practice and outcomes, however only a third (33.3 percent) undertook joint CPD, and just 3 percent shared previously developed approaches to others. 

In terms of the problems the groups of schools set out to tackle, over half (55.8 percent) chose underperformance in general, whilst the next largest area of interest was gender-related under-performance (16.3 percent of schools), followed by socioeconomic disadvantage (9.3 percent), and social emotional and behavioural problems was the focus for just under a tenth (8.5 percent) of groups. 

In terms of approaches to clarifying their intervention focus in the project, three different kinds were observed. These were described as a) the school improvement approach – which used as the starting point existing plans e.g. the school development plan b) the what works well approach – where schools focused on a development that had worked well for them in the past and refined or scaled this up , and c) a needs analysis approach, where examination of the attainment data was used to define the school improvement strategy.

When identifying the intervention, the groups of schools tended to tackle this in stages. They would often begin by consulting within the group, before extending consultation with partner schools, local authority professionals, and pupils.  Groups also researched similar programmes and considered those developed and used in other schools. 

In terms of positive outcomes reported, enhanced collaboration and communication between staff within and between partner schools, and development of leadership skills were the most widely reported for leadership and wider school improvement. Around half of the groups (49.6 percent) reported positive changes in pupil motivation, engagement and enjoyment of learning.  Whilst about a quarter recorded improved pupil confidence (26.5 percent) and academic progress (24 percent) in a particular area of learning, and 15.5 percent said pupils’ literacy and numeracy had improved. 

The types of evidence of impact collected by the groups of schools included pupil perceptions (53.5 percent of schools), test and assessment data (50.4 percent), staff reflections e.g. through learning logs (45.7 percent), parental perceptions (35.5 percent), and observational data (27.9 percent). 

The researchers evaluating the initiatives concluded that most of the groups of schools evidenced their outcomes well.  In over half the groups of schools they had triangulated their evidence from different sources, and in a third of cases they had used two sources of evidence. 
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Activity Agreements (AA) have been piloted in eight areas of England (2006 – 2011) and have been designed to help re-engage young people (aged 16 or 17) not in employment, education or training (NEET). Young people (and in some areas, parents) were offered a weekly allowance, in return for agreeing to a plan and completing activities to integrate them back into learning. A second 12-month extended period of trialling the Activity Agreement began in April 2009 (known as Pilot 3), which was designed to increase take-up rates among vulnerable young people who were also defined as NEET, as well as to test and develop approaches to support a raised participation age (RPA). 

The research consisted of longitudinal and qualitative accounts of the perspectives of different stakeholders involved in the delivery of AA, including two roundtable discussions with Connexions advisers and managers who were involved in the delivery of the AA across the lifetime of the pilot. In addition, between three and seven stakeholders were interviewed in each pilot area using a combination of face-to-face and telephone interviews. Three themed case studies were also undertaken and focused on: the interaction between AA, Job Seekers Allowance (JSA) and other financial entitlements; young people with Learning Disabilities and/or Difficulties (LDD); and perceived additional value of the AA.

Key findings from the study:

Financial incentives, such as the AA weekly payment made to young people, acted as a powerful engagement tool.

The AA was successful in pioneering innovative and flexible approaches to learning and learning activities. As the AA moved into Pilot 3, the demand for individualised programmes of learning appeared to increase, in order to meet the complex needs of vulnerable and long-term inactive groups of young people

Within Pilot 3, the majority of AA participants had entered via the six weeks vulnerable category rule and the shift towards focusing the AA largely on vulnerable groups of young people had led most pilot areas to undertake more in-depth assessments of young people’s needs prior to them entering the programme. These assessments focused on their learning abilities and needs, as well as a risk assessment of their behaviour and conduct.

Young people entering the AA under the 26-week rule were long-term NEET and were described as being the most difficult group to engage and support, since they tended to be inactive. While young people in the vulnerable groups category had a specific barrier or barriers to overcome, the long-term NEET group had often tried or rejected all other types of intervention.

Focusing the AA on vulnerable groups, JSA recipients and young people who were long-term NEET, resulted in a shift in the types of activities that young people completed as part of their programmes. The increased personal and social needs of many AA participants led to a greater emphasis on the intensive support offered by personal advisers, as well as an ‘individualisation’ of many activities offered to young people.

Case study evidence suggested that the AA supported young people with a range of LDDs. While finding suitable activities had been challenging, it had been possible to establish specialist support in most cases.

While the desires and ambitions of young people with LDDs did not vary greatly from young people participating in earlier AA delivery models, it was apparent that school experiences had often been difficult. The flexibility of the AA and regular reviews with AA advisers appeared to be well structured, which enabled young people with LDD to develop confidence and self-esteem and to cope better with their conditions. 

Accessing literacy and numeracy skills development was a key concern for AA delivery. Whether this was possible at no cost to the pilot was highly variable within and between pilot areas.


