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Curriculum Assessment & Qualifications

Primary history survey (England): History 3-11 (The Historical Association)
Back to contents list
Following surveys of history provision in secondary schools, the Historical Association decided to undertake a similar survey of history in primary schools. Undertaken in 2010, the survey was based on 222 teachers from around 220 predominately state schools. Just over half (57 percent) of schools were members of the Historical Association, while the remaining respondents were from stakeholders and organisations with an interest in primary history.
Key findings from the survey:
Many teacher respondents reported having a leadership or management role within their schools:  66/211 (31 percent) were part of the leadership team; 187/253 (74 percent) led a specific aspect of the curriculum; and 86/209(41 percent) led a specific aspect of school life. 

Respondents were asked to identify methods of teaching in their school both for their own Key Stage and others that they had knowledge of. The data indicated that the majority of Key Stage 1 teachers did not teach history as a separate subject. It was mostly taught within an integrated scheme of work drawing on a number of subject areas, or within a project. In contrast, at Key Stage 2, history was organised as a separate subject by nearly a third of the respondents, although the predominant modes of organisation were either project-based or integrated cross curricular teaching. 
In terms of teaching time, from years 1 to 6 the average time was around 1.3 hours per week, which the researchers suggested was a substantial proportion of time on the timetable for a non-core curriculum subject.

The data indicated that the topics taught tended towards over-reliance on the QCDA schemes of work at Key Stage 1, whilst at Key Stage 2, teachers were meeting the 2000 National Curriculum statutory requirements to teach Local, British, European and World History studies. The overall impression was that the Key Stage 1 & Key Stage 2 primary history curriculum gave it a Euro-centricity with a focus on the development of Western civilisation rooted in the ancient world of Egypt, Greece and Rome.

The primary phase’s main focus was on the Ancient World and the post Roman period of invasion and settlement, c. 500-1000 A.D., with three later topics – Tudors, Victorians and Modern Britain 1930+, and often a focus on World War II.

Teachers’ views on how the History National Curriculum should be developed showed that, those areas accorded highest priority (over 70 percent of those responding) were gender history, multi-cultural Britain and diversity represent different aspects of Britain’s current diverse society. 
The survey also identified shortcomings in initial teacher training and continuing professional development. The majority of trainee primary teachers received minimal training in how to teach history. In addition, 67 percent of teachers did not know of or have a history advisor in their area; 49 percent said that they had received little or no training for subject leadership and 90 percent identified an absence of subject specific history CPD.

Interventions to promote improved access to higher education (University of York)
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This report was undertaken to inform the widening participation agenda and explored recent interventions to promote fairer or improved access to higher education. It focused primarily on recent or current multi-university interventions which had been evaluated. Particular attention was given to: the characteristics or activities of such interventions which research showed to work well; and indications of the best or most effective research methods to employ in this area; as well as value for money in terms of which interventions were the most cost effective.  

Key findings from the report: 

Interventions where there positive evaluation data indicating effectiveness included the following:

· Aimhigher – run by the Higher Education Funding Council (HEFCE) since 2004. The programme focused on raising aspirations and motivations of under-representative groups. Core programmes included: campus visits, mentoring, master classes including revision sessions, student ambassadors and information and advice and guidance.  The 2009 evaluation found  there were difficulties in undertaking a national comparative analysis due to differences in local datasets. However, the 2005 report found overall gains in GCSE performance and in KS3 mathematics for students in the widening participating cohort.  
· Sutton Trust- into university – commenced in 2002 this programme was aimed at children aged 8-18 and involved in 1500 pupils in the evaluation. Findings from a qualitative evaluation by the NFER showed the main strengths of the programme were: it’s focus on mentoring; introduction of the idea of going to university to pupils at a young age and the development of independent and self-regulated learning. 
A systematic review on post-16 participation of minority ethnic groups found that two factors stood out as major determinants of raised participation for these students, namely the influence of family and individual aspirations.

A study which tracked 8000 A level students showed that those from comprehensive schools were likely to achieve higher class degrees at university than independent and grammar school students with similar A levels and GCSE results. This study also found that a US student aptitude test used in HE admissions was a poorer predictor of degree results than A levels or GCSEs and that the test did not identify academic potential among disadvantaged pupils that might be missed by A levels. 
The road less travelled - experiences of employers that support the progression of Advanced Apprentices to higher education (CFE)
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Advanced Apprenticeships lead to qualifications at level 3 (roughly equivalent to A levels). The purpose of this study was to understand why and how employers support the progression of Advanced Apprentices into higher education, in the light of forthcoming changes to HE funding (shifting from the state to individuals and organisations), and given only a small proportion of Advanced Apprentices currently entering HE (according to the authors).  The Skills for Sustainable Communities Lifelong Learning Network therefore commissioned CFE to capture the experiences of employers that support the progression of Advanced Apprentices to higher education. This relatively small scale research drew on detailed consultations with 18 employers. 

Key findings from the study:
Interviews with employers found that progression to higher education could begin from a wide range of Advanced Apprenticeships and usually involved studying for a qualification on a part time basis. Most of the employers indicated that progression to a Foundation degree or HNC/HND was the norm, with a smaller number supporting onward progression to Honours and Master’s degrees.

Three broad approaches to supporting progression were found: systematic progression (where all or most Advanced Apprentices progressed), tactical progression (where progression was considered on a case-by-case basis) and ad hoc progression (where progression was occasional or even accidental).

The employers expressed a clear preference for using higher education providers (universities, FE colleges or private providers) located close to their workplace. Most preferred learning to take place on a day or block release basis to minimise disruption to their business.

The primary driver for supporting progression was the existence of a clear business need for higher level skills. This was usually linked to a requirement for technical expertise to deliver a particular product or service, the need to keep pace with competitors, and or to meet replacement demand.

The engineering and manufacturing employers were facing particular uncertainty over the future supply of skills, with an ageing workforce and insufficient flow of new entrants. Employers in these sectors supported progression primarily to develop a stock of talent for the future.

Employers tended to regard the opportunity cost of supporting progression (in particular, the time spent away from the workplace and the necessary reorganisation of work patterns) to be as significant, and is in some cases more significant, than the direct financial cost.

Fees to higher education providers only formed part of the financial cost as employers emphasised the significant investment made purchasing course materials and equipment, reimbursing travel and subsistence and overseeing the necessary administrative processes. Ultimately though, the majority of employers regarded the costs described here as an investment that would generate significant business benefits in the future.

On balance, all of the employers consulted felt that the benefits of supporting progression outweighed the costs. A more highly skilled workforce was linked to increased productivity and profitability. Most employers highlighted the benefits of growing and investing in their own employees rather than recruiting externally, particularly as this leads to increased levels of staff motivation and retention.

The employers emphasised the importance of maintaining a positive, open relationship with higher education providers. Before progression to higher education even occurred, it was also important that Apprenticeship providers offered  feedback on how employees performed at Level 3, to assess their readiness for higher level study.

 A lack of appropriate higher education provision could be a major barrier to progression in some sectors. Several engineering employers explained how difficult it could be to source relevant provision that was delivered in a responsive way. Where a lack of suitable provision acted as a barrier, some employers work in partnership with providers to develop qualifications collaboratively – particularly Foundation degrees.

Integrating and aligning course content with the duties an individual carries out on a day-to-day basis was regarded as a highly effective way of minimising disruption to work patterns.

Many employers reported that Advanced Apprentices tended to be unsure about certain aspects of higher education, particularly the financial support available. In these instances, the provision of high quality information, advice and guidance (IAG) could be a real enabler to progression. Significantly, all of the employers consulted reported that Advanced Apprentices progressed equally well when they reach higher education as those that enter with more ‘traditional’ academic qualifications.

Most of the large employers consulted did not feel they had encountered any significant barriers to supporting progression. In part, this was because progression had become ingrained in the company culture. It helped that in many of these employers, members of the senior management team were themselves ex-Apprentices. Senior level buy-in to progression is a key enabler.

Tackling the challenge of low numeracy skills in children and young adults (Ofsted)

Back to contents list
This inspection study examined the quality of numeracy provision for post-16-year-olds in programmes up to and including level 2 (GCSE equivalent). Between May and November 2010, inspectors evaluated numeracy programmes in 59 providers. These included colleges, independent training providers, local authority providers of adult and community learning, prisons and Probation Trusts. Inspectors looked at numeracy provision that was integrated within part-time and full-time vocational programmes, as well as discrete numeracy courses.

Key findings from the report:
Providers were judged most effective in meeting learners’ development needs in numeracy where they had a clear management strategy to ensure that numeracy was a compulsory component in all vocational courses up to and including level 2. 

Across all the settings visited, initial assessments demonstrated a high level of need for numeracy provision up to and including level 2. In some of the colleges and learning providers, more than 70 percent of learners started below this level.
Common features of effective numeracy teaching and learning included: developing learners’ ability to tackle numeracy-related problems by setting them in purposeful contexts; showing learners how to build on their previous knowledge and skills to develop their understanding; providing opportunities for learners to work out the most appropriate approaches to problems individually and with other learners; encouraging learners to tackle their misconceptions by analysing incorrect answers; and developing learners’ conceptual understanding of numeracy through activities which helped them reach the stage where they could explain why a specific method worked.
The teaching in numeracy was more successful where providers had developed the role of one or more well-qualified and experienced numeracy specialists to support vocational trainers in planning and delivering learning sessions.
The majority of the provision was judged to be no better than satisfactory for classroom practice and resources focused primarily on disparate topics that were required for external tests. The individual learning plans reviewed at these providers failed to identify clear learning goals that related to the learners’ personal aims and career or employment goals.
Initial assessment of learners’ numeracy skills was judged to be no better than satisfactory in 19 of the 35 providers of full-time vocational provision visited. The weaker providers either did not assess all their learners effectively, or tutors did not use the results of the assessments in sufficient detail to plan learning.
Where numeracy remained an option on vocational programmes, literacy and information and communication technology were the more popular key or functional skill options, and managers did not monitor adequately the take-up of numeracy by those who needed this particular skill. 
The providers of the discrete provision visited worked well with local partners to set up new numeracy provision in areas of high deprivation. In particular, family learning and family literacy provided a successful route into numeracy provision. 
Thirty-one of the 46 providers where records were sampled had fewer than half of their tutors with the required qualifications at level 5 in teaching numeracy.

Tutors did not have sufficient opportunities to develop their specialist expertise in the teaching of numeracy or their own knowledge in mathematics above level 2. 
Providers’ quality improvement arrangements did not give tutors sufficiently detailed feedback on the technical aspects of their teaching of numeracy. 
Improvement, Accountability and Intervention

The use and effectiveness of anti-bullying strategies in schools (Goldsmiths, University of London) DFE research brief 098
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This project (September 2008 to November 2010) examined which strategies schools in England used to deal with episodes of bullying and how choice of strategy varied by sector and type of bullying; and the effectiveness of a range of strategies. The project was based on: a national survey of schools and local authorities in England; 36 case study schools which were selected from the survey respondents and included primary and secondary schools, PRUs and schools from the former DCSF peer mentoring pilot scheme. The project also included in-depth interviews with management, anti-bullying staff, and pupils (peer supporters, other students, and students involved in bullying incidents). Follow-up interviews were held nine months later.
Key findings from the study:

A range of whole-school approaches were widely used (in 81 percent to 99 percent of schools), and were mostly seen as moderately effective. Strategies rated as highly effective were: adults modelling of positive behaviour, and developing a restorative ethos and culture that supports the development of social and emotional skills.  Whole-school approaches to tackling and preventing bullying in schools involved working with children and young people, parents, school staff and the whole-school community to provide a solid foundation from which to embed developments and improvement in a systematic way. 

Classroom strategies delivered through the curriculum to educate students about bullying and discuss anti-bullying work were widely used, and all were as rated moderately effective. 
Cooperative group work (a classroom approach) was used by most schools (except PRUs), although often confused with peer support. Circle time was used by almost all primary schools, though less in the secondary sector and was rated as being highly effective.
Playground policy was used by less than half of schools, but those schools that used it found it highly effective. 

Peer support strategies used the pupil peer group both to prevent and respond to bullying. Peer support schemes could be used both proactively and reactively. Usage of peer support strategies varied widely, with buddy schemes, and circle of friends, being widely used (68 percent-69 percent), others moderately used (27 percent-48 percent), and bystander defender training rarely used (4 percent).  All types were seen as moderately effective.
Peer supporters were usually trained, and this training was generally rated highly by staff and trained pupils. Girls tended to volunteer more so gender balance was often an issue.
For most schools peer support schemes were an effective reporting method for bullying. In the primary sector, peer supporters could be the ‘eyes and ears’ of the staff in the playground. In the secondary sector, peer support schemes were the most popular form of reporting method for bullying.

It was difficult to assess direct impact of peer schemes on bullying in the schools as most were used preventatively and there was a general lack of recording. Most bullying incidents were referred on to staff and not dealt with by peer supporters.

A number of peer support schemes were surveyed in detail including Buddy schemes which were used by many primary schools but less than half of secondary schools; and were particularly effective for students at transition or new to the school, or who need targeted support. Peer mentoring was widely used in secondary schools and was seen as highly effectiveness – it was seen as a flexible peer support scheme though some mentors could feel under-used. 

Reactive strategies were used by schools to respond directly to bullying. Those most used were direct sanctions (92 percent) and restorative approaches (69 percent). All methods were rated as quite effective. 

Local authorities differed in their views on reactive strategies, from schools. Only a half of local authorities recommended direct sanctions (but 92 percent of schools used them); they strongly supported restorative approaches, and 38 percent also recommended the support group method (but only 10 percent of schools used this).

For both primary and secondary sectors, but especially secondary, direct sanctions (e.g. verbal reprimand or detention) was the preferred strategy for physical bullying. In the secondary sector only, direct sanctions were also preferred to respond to bullying including damaging belongings, cyber bullying, race-related bullying; and homophobic bullying (and to a lesser extent, gender and disability-related). By contrast, support group method was preferred for relational bullying in both sectors, followed by restorative approaches. 

From the 285 incident report forms, success scores were calculated when the bullying stopped: overall 67 percent were successful, as compared to only partial success at 20 percent, or no success at 13 percent). Success rates were higher in secondary schools, except for the support group method where it was higher in primary schools.

The impact of “Assessing pupils’ progress” initiative (Ofsted)
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In 2007, the former Department for Children, Schools and Families (DCSF) launched a pilot project called ‘Making Good Progress’ (MGP). This took place across 10 local authorities in England and involved around 500 schools. Several complementary initiatives made up the full ‘Making Good Progress’ pilot. The project included single-level tests, a pupil progression premium, one-to-one tuition, a strong focus on assessment for learning and the development of the ‘Assessing pupils’ progress’ materials. The focus of this inspection study was to evaluate the impact of the ‘Assessing pupils’ progress’ initiative on improving outcomes for pupils in terms of their achievement and attainment. The survey also examined the extent to which assessment was used effectively to support learning and to ensure that the curriculum met pupils’ needs. The report was based on visits to 12 secondary schools  and 25 primary schools in 11 different local authorities which had taken part in the MGP pilot. 
Key findings from the report:

The introduction of the ‘Assessing pupils’ progress’ initiative was seen to have helped to strengthen assessment practice in all of the schools visited. However, impact was greatest when it formed part of a strongly led, clear, whole-school vision of teaching, learning and assessment that promoted high expectations and developed consistency. Where this was the case, the initiative was an important factor in pupils’ rising achievement, particularly in English and mathematics.

Common benefits of the initiative seen were improvements in teachers’ subject knowledge, in their understanding of progression in learning and in the accuracy of their assessment of pupils’ attainment and progress. The extent of the improvement in assessing pupils’ attainment and progress was, judged to be linked to the quality of other aspects of teaching, particularly in skills such as identifying and explaining objectives, questioning pupils and giving them precise feedback; the application of these skills varied in quality. 

Through the use of ‘Assessing pupils’ progress’ assessment criteria, schools were able to construct a detailed picture of the strengths and weaknesses in pupils’ learning. Where this information was used well, lessons were better matched to pupils’ needs, they participated fully and resources were targeted carefully to tackle gaps in pupils’ learning. Teachers, especially in the primary schools visited, also used the information to refine how pupils were grouped to maximise their learning.

The ‘Assessing pupils’ progress’ materials provided teachers with a common language to discuss and agree pupils’ progress. This improved the consistency of assessment practice, increased teachers’ accountability for pupils’ progress and helped to mitigate any loss of momentum in pupils’ learning at transition points. However, the report found that when pupils moved from one phase of education to another, 13 of the 25 primary schools and eight of the 14 secondary schools visited did not take advantage of these benefits. 

Where teachers working in different phases of education had opportunities to meet and reach agreement about the standard of pupils’ work, this was seen as highly beneficial. Teachers trusted the accuracy of their assessments, developed a thorough understanding of progression and shared effective assessment practice.

The implementation of assessment techniques based on the initiative had a positive impact on the curriculum in 19 of the primary schools visited and nine of the secondary schools. In these schools, teachers adapted provision in the light of information obtained through this approach to assessment so that it built on pupils’ prior learning and included a better range of opportunities to develop and assess learning. 

Teachers’ engagement with the ‘Assessing pupils’ progress’ initiative helped to raise expectations because they focused on pupils’ next steps in learning as well as their attainment of age-related National Curriculum levels.

The use of materials made available through the ‘Assessing pupils’ progress’ initiative improved the clarity of success criteria and the consistency with which they were shared with pupils in lessons. This helped pupils to evaluate their progress and identify how they could improve.
Schools and parents (Ofsted)
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This inspection report aimed to evaluate how effectively the partnership between parents and schools had developed.  It was based on visits to 47 schools between September 2009 and March 2010 and the schools varied in size, geographical location and socio-economic circumstances. The study also drew on other sources, which included organisations working with parents and parents’ groups, and evidence that Ofsted already held, such as data from its parents’ panel and school inspections.

Key findings from the study:

In 2009/10, 80 percent of schools inspected were graded either good or outstanding in the area of schools’ partnerships with parents.
All the schools visited valued the key role of parents in their children’s education but put this into effect in different ways, with very varied quality and outcomes. 

In the best cases seen, joint working between the home and the school led to much better outcomes for pupils; in particular, this helped pupils with special educational needs and/or disabilities, those with low attendance or who were potentially vulnerable in other ways. 

All the schools visited were using, or experimenting with, new technology in their communications with parents. Such work complemented more traditional methods such as face-to-face meetings and paper-based communication.

Seven of the 47 schools visited had parent councils or forums. These were seen to provide helpful routes for parents to raise issues or contribute to policy development on the initiative of the school but such councils did not represent all parents fully.

In the best practice, complaints were used as an opportunity to improve services and understand better the wishes and views of parents. These schools were described as having clear, straightforward complaints procedures that were well known to staff and parents.
In the few cases where the schools said that parents had contributed or initiated ideas for strategic improvement, and these ideas had been taken forward, they had been successful. 

Although parents often worked helpfully alongside staff (especially in the primary schools visited), the various skills, qualifications, experience and insights of parents were under used to enhance the schools’ provision and curriculum.

The schools’ evaluation of the impact of their work with parents tended to be seen as poor.

Home–school agreements were seen as having a low profile and their impact on the day-to-day work between parents and the schools was very limited.

Children and young people's views of education policy (NFER)
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Commissioned by the Children’s Commissioner, this study looked at children and young people’s perceptions about what works in educational policy and what does not. It collected information on children’s experience of school, what makes a good teacher, fairness in the school admissions system and fairness in the school exclusions system. In total, just over 2,000 children and young people participated in research with 1,957 participating in the online survey and 47 participating in eight focus groups.

Key findings from the study:

Generally, children and young people recognised the value of school in supporting their learning and achievement. But enjoyment was not quite as widespread with about three in five enjoying school and half finding their lessons interesting. Pressure to achieve was an issue for some, with about half worrying about school work and exams and about a third feeling their school puts too much pressure on them to do well, and a quarter feeling their parents/carers put too much pressure on them to do well at school.

School councils were considered effective in listening to young people’s ideas about school in about two in five cases. The authors suggested that schools may require additional support or advice to develop further the effectiveness of their school councils.

 Children and young people were generally more positive about their teachers’ ability to help and support pupils, than about their ability to deal with disruptive behaviour. Children and young people considered there to be many qualities and skills that made a good teacher and it was not dependent on just one or two factors. These included knowledge of the subject being taught, dealing with bullying and supporting pupils.

Children and young people (particularly those in secondary school) tended to report that they could tell when teachers were not very good, but they were not so likely to report this issue to an adult at school, compared to those in primary school. This suggested that further reporting mechanisms may be needed in schools (and particularly secondary schools) to encourage children and young people to share their concerns about teaching quality in an appropriate way.

One in five children and young people reported involvement in teacher recruitment, but a majority reported that they would like to be involved. 
About half of the children and young people reported that they understood the secondary school admissions process and this did not seem to differ according to age. In terms of perceptions of the secondary school admissions process, there were some who found it worrying and confusing, but more reported that they did not.

Children and young people’s perceptions of fairness in the admissions system were mixed but more felt the way secondary schools allocated places was fair compared to those who did not. Overall, children and young people were more in favour of selection criteria that related to an individual’s performance (ability and aptitude), rather than criteria that related to their personal circumstances or culture (being in care and religion). While about three in five felt that schools should be able to select pupils by their ability, only one in five children and young people felt that schools should be able to select pupils because of their religion.

Children and young people’s perceptions of school exclusion rates showed a mixed picture. Although about a third of children and young people felt that the number of exclusions in their school was about right, a quarter felt that too many pupils were excluded and about one in eight felt there were too few. Additionally, those who had been excluded from school were more likely to report that their school’s exclusion rates were too high, compared to overall.

Overall, children and young people were more accepting of short-term exclusions than of longer-term or permanent exclusions. Only about one in seven children and young people felt that they were ‘always’ used fairly. One in nine reported that they felt exclusions were ‘never’ used fairly and about three in five felt that they were ‘sometimes’ used fairly in their school.

There was uncertainty over the exclusion appeals process with around two in five children and young people reporting they were unsure about who they can speak to and how to appeal. But there was a greater level of understanding of the appeals process by those who had been excluded from school, compared to overall.

 The most important priorities for children and young people to improve their school life and education were preventing bullying and having good teachers. Other top priorities focused around the quality of learning opportunities, support to achieve in exams, and secondary school admissions.

Concerns around bullying decreased with age – it was a concern to a greater proportion of younger children, compared to older young people, whereas older young people (particularly in year groups 10 and 11) were generally more likely to note the importance of having good teachers compared to younger children.

Young people’s reading and writing - an in-depth study focusing on enjoyment, behaviour, attitudes and attainment (National Literacy Trust)
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This survey explored how much young people enjoy reading and writing; what types of text they read and write, and how often; how good a reader and writer they think they are; and what they think about reading and writing. The survey was a repeat of a similar one conducted by the NLT in 2005 as a way of  investigating how reading enjoyment,

attitudes and behaviour changed in the four years since initiatives such as the National Year of Reading which ran in 2008.  Some 17,089 pupils aged 8 to 16 from 112 schools from England, Northern Ireland, Scotland and Wales participated in the NLT’s 2009 online survey. Results were matched with attainment data for 4,503 of participating young people for reading and 4,450 for writing.

.
Key findings from the study:

Eight in 10 young people owned a mobile phone and either had their own computer or access to one at home. Seven in 10 had books of their own. Nearly 5 in 10 had a profile on a social networking site, while 2 in 10 had their own blog.

Reading

51 percent of young people enjoyed reading either very much or quite a lot. Over a third only enjoyed reading a bit, while 10 percent did not enjoy reading at all. Enjoyment of reading declined with age, with KS2 pupils enjoying reading significantly more than their older counterparts.

Overall, levels of enjoyment of reading remained unchanged since 2005. However,

the gap in reading enjoyment between boys and girls had widened since 2005, increasing from a percentage point difference of 10.7 percent in 2005 to a 15 percent point difference in 2009. By contrast, levels of enjoyment of reading appeared to have remained unchanged with respect to FSM uptake and age.

Most young people read outside of class every day (32 percent) or two to three times a week (29 percent). Only 7 percent did not read outside of class. 

Reading frequency declined with age, with KS2 pupils reading more often than KS3 pupils, who, in turn, read more frequently than KS4 pupils.

Young people who received free school meals read outside of class less frequently than their peers who did not receive free school meals.

There was a positive relationship between reading frequency and reading attainment, with young people who struggled with their reading being more likely to say that they rarely or never read outside of class.

Fewer boys and girls were reading at least once a month in 2009 than in 2005, with the drop in reading amount appearing to be greater in boys than in girls. However, the gap in the frequency with which young people who received FSMs and those who did not read at least once a month had reduced between 2005 and 2009.

Nearly half of young people said that they read enough, while a third did not currently

think they read enough but would like to read more. Eighteen percent of young people said that they did not read enough and that they did not want to read more.

Text messages, magazines, websites and emails are the most common reading choices of young people. Fiction was read outside of class by over two-fifths of young people.

Girls were more likely to read technology-based materials as well as fiction, poems and plays than boys, who were more likely to read comics, newspapers and manuals than girls.

Technology-based reading materials were more popular with KS4 pupils, while materials such as comics, fiction, poems and plays decreased in popularity with age.

Fewer young people read magazines, websites, text messages, fiction, comics, newspapers, song lyrics, poems, manuals and plays outside of class in 2009 compared with young people in 2005. However, more young people in 2009 than in 2005 said that they read non-fiction books and English as an additional language texts (books, magazines and newspapers).

The gap between boys and girls reading fiction increased between 2005 and 2009, nearly tripling from a 3.4 percent point difference to an 11.5 percent point difference.

Young people held positive attitudes towards reading. Most agreed that reading was 
important and that they enjoy it. They disagreed that reading was boring or hard and that they couldn’t find anything interesting to read. Most also disagreed that they only read in class or read only because they have to.

Writing

Just over half of young people enjoyed writing either very much or quite a lot (52 percent). 13 percent say that they do not enjoy writing at all. 
Girls enjoyed writing more than boys. Enjoyment of writing declined with age. Young

people from White backgrounds enjoyed writing less than young people from Mixed, Asian or Black ethnic backgrounds. There was no significant relationship between FSM uptake and enjoyment of writing.

Girls rated themselves as significantly better writers than boys. KS4 pupils also believed that they were better writers than KS2 and KS3 pupils. Similarly, pupils who did not receive FSMs rated themselves as better writers than pupils who receive FSMs. More young people from Asian and Black backgrounds rated themselves to be very good writers 
Young people generally held positive attitudes towards writing. Most believed that writing wasn’t boring and that writing was more fun when they could choose the topic, that their writing improved when they practised, that a pupil who writes well received better marks than someone who didn’t, that it is easier to read than it is to write, that they like what they write, and that they are good writers compared to other students. Despite this, most young people also agreed with the statement that they have trouble deciding what to write.

Young people from White backgrounds held less positive attitudes towards writing than people from other ethnic backgrounds. White young people were more likely to agree with the statement that writing is boring and that they have trouble deciding what to write than pupils from other ethnic backgrounds. They were also more likely to disagree with the statements that they wish they had more time to write at school.

Poorer children’s educational attainment: how important are attitudes and behaviour? (Joseph Rowntree Foundation)

Back to contents list
This report considered some of the ways that affluence and disadvantage influence children’s educational attainment. It focused on a broad set of factors, varying across childhood, classified under the broad umbrella term ‘aspirations, attitudes and behaviours’. The research was based on analysis of large-scale data sets including the Millennium Cohort Study (MCS), the Avon Longitudinal Study of Parents and Children (ALSPAC), the Longitudinal Study of Young People in England (LSYPE) and the British Cohort Study (BCS). The children in these studies have been observed at various points in time from early childhood through to late adolescence.

Key findings from the research:

Primary age

Economically disadvantaged children who performed well in Key Stage tests at age 7 were more likely than rich children to fall behind by age 11, and poor children who performed badly at age 7 were less likely to improve their ranking compared to children from better-off backgrounds, which is an important factor behind the widening gap.

Parental aspirations and attitudes to education varied strongly by socio-economic position with 81 percent of the richest mothers saying they hoped their 9-year-old would go to university, compared with 37 percent of the poorest mothers. Such adverse attitudes to education of disadvantaged mothers were found to be one of the single most important factors associated with lower educational attainment at age 11. This factor alone was associated with 6 percent of the attainment total gap between the richest and poorest children at age 11, even after accounting for differences in prior ability. 

Children’s attitudes and behaviours in primary school varied in the degree to which they were socially graded. Poorer children tended to view themselves as scholastically less able, and less likely to believe that school results were important in life, and exhibit higher levels of hyperactivity, conduct problems and peer problems. However, their levels of school  enjoyment and cooperative behaviour differed little from those of more affluent children. 
The greater behavioural problems of disadvantaged children were another key factor in accounting for their poorer educational outcomes.

There was evidence that children with high levels of antisocial behaviours, hyperactivity and conduct problems at the ages of 8 to 9 scored lower at Key Stage 1, and such behaviours also appeared to interfere with the learning process between ages 7 and 11. 

Other factors identified as important are the extent to which individuals (both mothers and children) believe that they can control events that affect them (captured by their locus of control), and the view that school results are not important in life.

Overall,  differences in attitudes and behaviours during primary school accounted for around 12 percent of the total age 11 attainment gap between the poorest and richest children (and 40 percent when prior ability is not controlled for). This amounted to around one third of the differential progress made between affluent and disadvantaged children between the ages of 7 and 11, and suggested that policies that aim to change mothers’ and children’s attitudes and behaviours during primary schooling could be effective in reducing the growth in the rich–poor gap that takes place over this time.

Secondary age

While the gap between the poorest children and children from better-off backgrounds was found to grow less quickly across secondary school than primary, by the time pupils took their GCSEs, the gap between rich and poor was very large. For example, only 21 percent of the poorest fifth managed to gain five GCSEs grades A*–C, including English and maths, compared to 75 percent of the top quintile – an astonishing gap of 54 percentage points. 

The attitudes and behaviours of teenagers and those of their parents were found to contribute to the attainment gap in GCSE results. For example, even after controlling for long-run family background factors and prior attainment young people were more likely to do well at their GCSEs if their parents thought it likely that the young person would go on to higher education (HE), spend time sharing family meals and outings, quarrel with their child relatively infrequently, and devote material resources towards education including private tuition, and computer and internet access. 

Young people were also more likely to do well at their GCSEs if they had a greater belief in their own ability at school, believed that events result primarily from their own behaviour and actions, found school worthwhile, thought that it is likely that they would apply to, and get into, HE, avoided risky behaviours such as antisocial and did not experience bullying.

An intergenerational picture

 Children’s test scores were lowest when poverty had persisted across the generations, and highest when material advantage had been long lasting. Parents’ cognitive abilities and other childhood circumstances played a very important role in explaining the gap between the test scores of rich and poor children today.

Nearly one fifth of the gap in test scores between the richest and poorest children was explained by an apparent ‘direct’ link between the childhood cognitive ability of parents and that of their children. This was the contribution even after controlling for a wide range of environmental factors, and after taking into account the channels through which cognitive ability might operate, such as parents’ subsequent  educational attainment, and adults’ attitudes to education.
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Survey of teachers 2010, support to improve teaching practice – analysis by teacher role and experience (NFER)
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In 2010 the annual survey of teachers, conducted on behalf of the General Teaching Council for England (GTC), explored teachers’ experiences of the different forms of support they received 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. The report for the main sample was published in 2010. This new report examines the survey responses by role type and level of experience to further explore the findings.  The teacher categories used were: senior teachers (headteachers, deputy headteachers and assistant headteachers); teachers at an early stage of their career (teachers in any role except headteacher, deputy headteacher or assistant headteacher and with less than five years’ service); and long service classroom teachers (class or subject teachers with ten years’ service or more).

 Key findings from the report:
Professional development and learning

Senior teachers held the most positive attitude towards the role of professional development and learning in relation to practice improvement. They were significantly more positive than early careers teachers who were, in turn, significantly more positive than long service class teachers. Despite the difference in views, almost all teachers, in all three groups, agreed that they had a professional responsibility to maintain and improve their practice. A higher proportion of senior leaders and early career teachers agreed that these activities had a positive impact on their teaching and on pupils’ learning than long service classroom teachers.

Using research

Senior teachers held significantly more positive views about the use of research in relation to improving their practice, compared with early careers teachers who in turn had a more positive view than their long service classroom teacher colleagues. More of the senior teacher group felt they were able to access and understand research than teachers in the other two groups. Furthermore, senior teachers were less likely to report that time and opportunity to discuss and use research findings were an issue than early career teachers and long service classroom teachers. Senior teachers were also more likely to feel that their school encouraged use of research and conducting research or enquiry than the other two groups. 
Performance management

Attitudes towards how performance management supported practice improvement varied: senior teachers held significantly more positive views about this than early careers teachers who had more positive views than long service classroom teachers. For example, compared to the other two groups, more senior teachers felt that performance management was an effective way of identifying their strengths, and that it supported them to help pupils achieve their potential. Furthermore, fewer long service classroom teachers and early career teachers agreed that they had access to relevant CPD activities to help meet performance management objectives than senior teachers.

The professional standards

Responses to the survey showed that there were variations in the level of understanding of the professional standards held by the three groups: higher proportions of senior teachers and early career teachers felt they had a good understanding of the professional standards than long service teachers. This pattern was reflected in the responses to most of the questions about the professional standards: early career teachers and senior teachers had similar views towards the professional standards and both groups found the standards significantly more useful in terms of practice improvement than long service classroom teachers.

Views on difference approaches to improving teaching

As a group, senior teachers tended to be more positive about more ‘formal’ activities such as reviewing practice as part of school self evaluation processes, or discussions with the  School Improvement Partner or the local authority advisor than early career teachers and long service classroom teachers.

Observation and feedback was generally viewed as one of the more useful approaches to improving teaching, although there were differences in the views across the three groups. Senior teachers were more likely to rate observation and feedback overall as useful, compared with early careers teachers, who were in turn more likely to rate it as useful compared to the long service classroom teachers.

Conclusion
The researchers concluded that a clear pattern emerged in terms of the differences of views across the three groups of interest. Almost without exception, senior teachers were more positive about approaches to improving their practice compared to early careers teachers who were, in turn more positive than long service classroom teachers. This pattern was still true when background variables such as gender and school phase were taken into account, indicating that differences in views were related to the roles and experience of teachers, rather than other factors.  However, despite the differences between the groups, almost all teachers, in all three groups, agreed that they had a professional responsibility to improve their practice. 

International study in mathematics comparative teacher education (CFBT)
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This study sought an understanding of good practice in the training of primary and secondary teachers of mathematics. It was based on evidence from a variety of mathematically high performing countries around the world. The countries that participated were: England Finland (primary only), Hungary, Czech Republic, Ireland (primary only), Russia, China, Japan, Singapore (secondary only) and the Ukraine. In each of the participating countries samples of between 100 and 200 trainee teachers in both the primary and secondary sectors (unless otherwise stated) completed an ‘audit’ of both their mathematical skills and knowledge and their understanding of mathematical concepts (teachers were tested in all three areas through an hour length maths exam which set out problems for trainees to solve). Participating trainees were also interviewed and observed in their first year in practice.  
Key findings from the study:

The research found that at the primary level,  participating trainee teachers in Japan significantly outperformed all other countries in their audit results which tested trainees’ mathematical skills and knowledge and their understanding of mathematical concepts. Trainees in China and Russia also performed well but not as strongly as Japan. Participating trainee teachers in The Czech Republic had the lowest mean score overall, and specifically for primary trainees’ skills and knowledge questions, obtaining 21.5 out of 40.  The country report indicated that the low scores obtained in the audit may be linked to the social and economic prestige of the teaching profession in the Czech Republic which tended to be fairly low.

England and Finland trainee teachers had the lowest scores in questions about mathematical concepts (6.6 and 6.8 out of 20 respectively); though the authors pointed out that the study was not to trying to prove any specific link between mathematics teacher trainees’ ability and student ability given strong Finland’s performance in international comparisons.

At the secondary level, teacher trainees in Russia had the highest overall mean, with 34.7 questions correct out of 40, closely followed by China (33.8) and Japan (33.5). As with the primary sample, this was true in both skills and knowledge questions and mathematical concepts questions, although Japan marginally outperformed China on the concepts questions. Hungary achieved the lowest overall mean of 24.9. 
Looking specifically at the knowledge and skills questions at the secondary level, the countries were closely bunched: out of the 20 questions, England had the lowest mean of 14.1 whilst Russia had the highest at 17.3. These were the responses to what the authors described as relatively straightforward questions on concepts that were also taken by the primary participants.  

Again for secondary, for the mathematical concepts part of the audit, there were more significant differences between countries, with China, Japan, Russia, Singapore and Ukraine all performing far more strongly than England, Czech Republic and Hungary. Hungary had the lowest mean score of 10.1 out of 20 and Russia performed best with a mean score of 17.4 out of 20. England had the highest range of all the participating countries, showing that there is a great variation in that sample; and Japan had the smallest range.

Comparing the performance of primary against secondary, Japan was seen as demonstrating a particularly unique similarity between the phases.  A more typical result was that primary performance had much greater variation than that of the secondary sample, with some primary trainees at a very high standard but some quite the reverse. This was likely to be due to Japan’s unique university entrance examination where both primary and secondary trainees are selected according to entrance exam scores that includes mathematics.

The changing role of senior staff in schools (NFER)
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This National College commissioned this study to look at the range and roles of non qualified teacher status (QTS) staff in schools who are members of their school’s senior leadership team (SLT).  The study also looked at the impact of the roles on wider leadership teams and school effectiveness and improvement as well as the extent to which career routes are emerging for non-QTS staff in schools to move into leadership. This research was based on a review of the literature and interviews with 19 non-QTS staff on the SLT; 14 headteachers; 10 governors; 8 other staff who worked most closely with the non-QTS staff member; and 2 non-QTS staff who were not on the SLT.
Key findings from the study:

The types of roles that non-QTS staff took on in schools could be grouped into three broad categories: business and finance roles; community and extended services roles; and inclusion roles.

The rationale given by schools for promoting non-QTS staff to the SLT included: a perceived need to represent the views of non-QTS staff on the SLT; an acknowledgement of the important contributions that non-QTS staff can make to strategic decision-making; their responsibility for areas of the school that are integral to its ethos and success; and a recognition that non-QTS staff can bring complementary or missing skills to the SLT.

Key benefits for the SLT and the wider school staff were seen as the different perspectives, knowledge and expertise non-QTS staff brought, as well as enabling teaching staff to concentrate on pupil learning.

Most interviewees reported that being on the SLT contributed significantly to the impact of non-QTS support roles. For example, being on the SLT was said to allow non-QTS staff to more effectively contribute to strategic direction and planning and allowed non-QTS staff to have a wider and more strategic impact. Moreover, many interviewees reported that having non-QTS staff on the SLT enhanced the credibility and profile of non-QTS staff in general, and that this in turn had resulted in improvements in the impact and effectiveness of the wider school workforce. 
The most frequently cited benefits for pupils were the provision of time and support for students and increased opportunities for an extended curriculum. Improved attendance and behaviour, improved attainment results and better quality teaching and learning were also cited. Benefits for the pupils tended to be linked to community and inclusion roles.

One of the most important ways in which non-QTS staff contributed to school improvement was by reducing teachers’ workload, although they also contributed by improving outcomes for children. Those in business and finance roles contributed by managing the budget, generating income and producing efficiency savings, as well as putting in place effective systems and structures, for example, for data management.

 Non-QTS staff reported having problems with their understanding of teaching and learning. Some reported finding it challenging to learn school protocols, and to understand the educational terminology used by teachers and other SLT members.

Non-QTS staff were generally very positive about the support and training that had been made available to them, and most felt that their role-specific support needs were being met.

The main barriers cited by non-QTS staff to accessing training included: the cost of training; the time taken to go on training; and finding training that was of sufficient quality and relevance to the role being undertaken.

A number of drivers were identified as contributing to the future roles of non-QTS staff. These included: ongoing changes to the school workforce; a need to meet the whole needs of the child; the issue of cost and financial savings; and a perceived need to develop the skills of non-QTS staff.

Funding & Infrastructure
Better value for money in schools (Audit Commission)
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The Audit Commission has produced four briefings under the heading ‘Better value for money in schools’ which look at four areas where schools have scope to improve efficiency namely: the deployment of classroom staff, including class sizes and allocation of teachers and teaching assistants;  the breadth and focus of schools' curriculum offer; approaches to covering for staff absence, including supply teachers; and the size, cost and composition of the wider (non-teaching) school workforce.  The briefings bring together a range of school-level data (relating to attainment and finance) to map the pattern and variation over time of key variables associated with the schools' workforce. Where possible the analysts used 2010 data. The researchers also undertook interviews with school finance officers in four local authorities and analysed the responses to an achieved sample of 440 members of the National Association of School Business Management. 
Key findings from the briefings:

Maintained schools in England were said to have spent over £35 billion in 2009/10, some £5,000 on average per pupil. The authors noted that schools have seen a large increase in available funds, with spending increasing by 28 percent since 2002/03. The analysis however, found no direct relationship between funding levels and pupil attainment at the school level. 
Workforce had been a central focus of this investment, with the greatest proportion, £19 billion, spent on teachers (55 percent of expenditure) in 2009/10. Since 1997 the number of teachers in England had increased by 8 percent. With a concurrent drop in pupil numbers, the ratio of teachers to pupils increased by 9 percent. After expenditure on teachers, the order of schools’ expenditure was: running expenses (20 percent), education support staff (14 percent), other employee staff (6 percent) and admin and clerical (5 percent). 
The National Agreement on workload, adopted in 2003 by the government, unions, teacher bodies and employer organisations, reformed and expanded support staff roles in schools. In 2002/03 teachers accounted for 76 percent of staff costs in schools; by 2009/10 this had fallen to 68 percent. There was seen to be considerable variation in workforce profiles and teachers typically make up anything between 27 and 75 percent of the workforce in individual schools.

Since 2003 teacher utilisation had declined in primary schools, although it remains higher than in secondary schools. The scope for increases in teacher utilisation was seen as modest, but may be an option for some schools.

In 2010 an average class in a primary school contained 26 pupils, while one in a secondary contained 21 pupils. Variation in class size could be large, even between similar schools. However, the report noted that scope for schools to save money by increasing class sizes was limited by the size of their year groups.

Schools up to Key Stage 4 had little choice in the time they give to particular subjects, but use the choice they do have to support English and mathematics. On average schools entered their pupils in 24.5 subjects at GCSE, while others offer as many as 42. The breadth of the curriculum at GCSE is largely explained by school size.

There has been substantial growth in the number of teaching assistants, who at the time of writing the report cost some £2.2 billion and made up a quarter of the workforce in primary schools. There was wide variation in the use of teaching assistants between schools and evidence on their impact on pupils’ attainment or teachers’ workload remained inconsistent.
