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Thank you to the contributors this time: 

Many thanks to the contributors for this edition: 

Louisa Cotterill 

Hayley Farnell 

Jen Hoskin 

Deb Burgess 

James Yarrington 

Amy Wincup 

Anita Bush 

Sascha Bartlett 

Amy Page – Guest writer from Shires Teaching Alliance   

  

If you would like to contribute to a future edition, please let us know. 

Welcome back! 

Many thanks to those colleagues who have  

contributed to this edition of the Teaching and 

Learning Journal. We are delighted to be  

publishing the fourth edition. 

Highlights within this copy include updates on the 

recent AfL sessions that staff were kind enough 

to run, along with how to get the best out of the 

SSAT website and some signposting to key  

articles or information. 

We are excited to be further developing our 

knowledge around TEEP and metacognition as 

we venture into 2019. 
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IEE Innovation Evaluation Grants are available to 

schools that are working closely with the Research 

Schools Network. They are awarded by the Institute 

for Effective Education (IEE) to provide funding for pilot 

evaluations of innovations of teaching and learning ap-

proaches that support the Research Schools Network’s 

goal to improve the attainment of pupils by increasing 

the use of evidence-based practices. 

The grants are supported by The Institute for  

Effective Education. https://the-iee.org.uk   

Their aims are to: 

 help teachers and schools reflect on their practice to identify the challenges they face 

 commission and facilitate research where evidence is lacking 

 where research is available, help schools to develop and evaluate new approaches that 

build on that evidence 

 communicate the results of this and other research and its implications for practice with 

the education community 

 support schools in developing structures and approaches that enable them to embed the 

approaches that prove effective and efficient 

 campaign for the adoption of effective and efficient approaches 

 find new ways of connecting research with practice. 

Find out more about the Innovation Evaluation projects that have been funded so far by following the links 

on the website: https://shireland.researchschool.org.uk/iee-innovation-evaluation-grants/ 

 Vocabulary Banking 

 Building resilience in learners 

 Evaluating the impact of feedback using an audio tool compared to written feedback 

 The effect of immediate (live) marking on pupil progress in science 

 Improving children’s narrative writing through film clubs (aimed at primary but might suit 

‘catch up’ learners) 

 Investigating a sustainable approach to teaching languages in primary schools (could be 

useful to support transition into MFL at secondary) 

 The Meta-Package 

 No More Marking 

 Implementation of Knowledge Organisers in Year 8 English lessons 

 Evaluating the impact of Mastery English on reading ages in Year 7 and on teacher work-

load 

 Increasing times tables fluency (aimed at primary but might suit ‘catch up’ learners) 

 Using self-regulated strategy development to improve writing in Year 8 

 Science learning journals 

Details of each study are available with links to the findings or 

timelines for when reports are due to be published. 

Latest from the Research Schools Network – Shirelands 
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Grading exam essays using comparative judgment is “significantly” quicker and still as reliable as double-

marking them, Ofqual has found. 

Ofqual found paired comparison, also known as comparative judgment, in which examiners judge pairs of 

essays against one another until all are ranked and then graded, is as reliable and takes as long as traditional 

marking and another method called “rank ordering”. 

Rank ordering is simply where examiners use example essays provided by the exam board as “anchors” for 

the grade a paper should get, and is not the same as comparative judgment. 

As well as being as reliable as traditional marking and rank ordering, Ofqual also found paired comparison is 

“significantly quicker” than double marking, without losing any reliability. 

Search for the article to read more…. 

New method of exams marking ‘could transform’ teacher workload 

Jess Staufenberg 

Did you see….? 

30th November 2018 

www.schoolsweek.co.uk 

The latest report from the EEF has been published entitled  

Working with parents to support children’s learning.  

Please visit the website to read the full report. 

https://educationendowmentfoundation.org.uk/public/files/Publications/Campaigns/ParentalEngagement/

EEF_Parental_Engagement_Summary_of_recommendations.pdf 

Latest report from the EEF 

https://educationendowmentfoundation.org.uk/public/files/Publications/Campaigns/ParentalEngagement/EEF_Parental_Engagement_Summary_of_recommendations.pdf
https://educationendowmentfoundation.org.uk/public/files/Publications/Campaigns/ParentalEngagement/EEF_Parental_Engagement_Summary_of_recommendations.pdf


In a recent CPD session, the work of John Dunlosky was referenced when discussing how we try to get 

more students to try and retain a greater amount of information. 

For a detailed update, please search for this paper. In the interim, here is an abstract of this work for further 

reading purposes. 

Abstract 

Many students are being left behind by an educational system that some people believe is in crisis. Improving 

educational outcomes will require efforts on many fronts, but a central premise of this monograph is that 

one part of a solution involves helping students to better regulate their learning through the use of effective 

learning techniques. Fortunately, cognitive and educational psychologists have been developing and evaluat-

ing easy-to-use learning techniques that could help students achieve their learning goals. In this monograph, 

we discuss ten learning techniques in detail and 

offer recommendations about their relative utility. 

We selected techniques that were expected to be 

relatively easy to use and hence could be adopted 

by many students. Also, some techniques (e.g., 

highlighting and rereading) were selected because 

students report relying heavily on them, which 

makes it especially important to examine how 

well they work. The techniques include elabora-

tive interrogation, self-explanation, summarisation, 

highlighting (or underlining), the keyword mne-

monic, imagery use for text learning, rereading, 

practice testing, distributed practice, and inter-

leaved practice. 

To offer recommendations about the relative utility of these techniques, we evaluated whether their bene-

fits generalise across four categories of variables: learning conditions, student characteristics, materials, and 

criterion tasks. Learning conditions include aspects of the learning environment in which the technique is 

implemented, such as whether a student studies alone or with a group. Student characteristics include varia-

bles such as age, ability, and level of prior knowledge. Materials vary from simple concepts to mathematical 

problems to complicated science texts. Criterion tasks include different outcome measures that are relevant 

to student achievement, such as those tapping memory, problem solving, and comprehension. 

We attempted to provide thorough reviews for each technique, so this monograph is rather lengthy. How-

ever, we also wrote the monograph in a modular fashion, so it is easy to use. In particular, each review is 

divided into the following sections: 
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Improving Students’ Learning With Effective Learning Techniques 

Promising Directions From Cognitive and Educational Psychology 

John Dunlosky 
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1.       General description of the technique and why it should work 

2.       How general are the effects of this technique? 

2a. Learning conditions 

2b. Student characteristics 

2c. Materials 

2d. Criterion tasks 

3.       Effects in representative educational contexts 

4.       Issues for implementation 

5.       Overall assessment 

The review for each technique can be read independently of the others, and particular variables of interest 

can be easily compared across techniques. 

To foreshadow our final recommendations, the techniques vary widely with respect to their generalisability 

and promise for improving student learning. Practice testing and distributed practice received high utility 

assessments because they benefit learners of different ages and abilities and have been shown to boost stu-

dents’ performance across many criterion tasks and even in educational contexts. Elaborative interrogation, 

self-explanation, and interleaved practice received moderate utility assessments. The benefits of these tech-

niques do generalize across some variables, yet despite their promise, they fell short of a high utility assess-

ment because the evidence for their efficacy is limited. For instance, elaborative interrogation and self-

explanation have not been adequately evaluated in educational contexts, and the benefits of interleaving have 

just begun to be systematically explored, so the ultimate effectiveness of these techniques is currently un-

known. Nevertheless, the techniques that received moderate-utility ratings show enough promise for us to 

recommend their use in appropriate situations, which we describe in detail within the review of each tech-

nique. 

Five techniques received a low utility assessment: summarization, high-

lighting, the keyword mnemonic, imagery use for text learning, and re-

reading. These techniques were rated as low utility for numerous rea-

sons. Summarisation and imagery use for text learning have been shown 

to help some students on some criterion tasks, yet the conditions under 

which these techniques produce benefits are limited, and much research 

is still needed to fully explore their overall effectiveness. The keyword 

mnemonic is difficult to implement in some contexts, and it appears to 

benefit students for a limited number of materials and for short retention 

intervals. Most students report rereading and highlighting, yet these tech-

niques do not consistently boost students’ performance, so other tech-

niques should be used in their place (e.g., practice testing instead of re-

reading). 

Our hope is that this monograph will foster improvements in student learning, not only by showcasing 

which learning techniques are likely to have the most generalizable effects but also by encouraging research-

ers to continue investigating the most promising techniques. Accordingly, in our closing remarks, we discuss 

some issues for how these techniques could be implemented by teachers and students, and we highlight 

directions for future research. 

 

‘...cognitive and educational 

psychologists have been developing 

and evaluating easy-to-use 

learning techniques that could  

help students achieve their  

learning goals.’ 
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Here’s what they say: 

‘At SSAT we believe that schools can be the liveliest, most inspiring communities on earth. They can set students up 

for life. 

But unlocking all that drive and energy is far from easy. It’s hard finding and communicating real purpose and vision, 

seeing beyond the immediate pressures, being outward, not inward looking.  And it’s even harder nowadays when all 

kinds of external challenges – from academisation to shrinking budgets – stifle our sense of the possi-

ble. 

At SSAT we think the moment has come to break through those limitations again. We did it thirty years 

ago when we launched the specialist schools movement. Now we’re on a mission to persuade a new 

generation of school leaders that when you think boldly and differently, schools thrive. 

Put simply, we’re about fresh ideas. And we work with ambitious schools in three key ways… 

By being a focus of knowledge – of what works in great schools and what the big thinkers in education 

are thinking. 

By designing the country’s best professional development programmes – that inspire colleagues to go 

beyond the quick fixes and to innovate to improve. 

And by being catalysts for collaboration – mobilising our networks, the most extensive in the country, to get schools 

working together to make students’ lives.’ 

Personalising your account 

The on line information provided by SSAT works with details that each individual has entered about their 

roles and responsibilities with school. Intuitively, you will therefore have key articles and resources flagged 

to you that are specifically linked to your subject areas or whole school remit.  Look for this under ‘The 

Exchange’ tab and make page design choices by building ‘Your Personal Profile’. 

Termly Journal 

Members are able to access a termly publication that includes articles written by SSAT member schools 

about various aspects of teaching and learning. As an example, there is a very interesting article in the  

summer edition 2018 entitled ‘Restructuring lessons for rapid pace and metacognitive practice’ written by 

Claire Bishop, Sir Christopher Hatton Academy. 

‘…I feel this simple restructuring of lessons has enabled me to utilise metacognitive strategies and rethink 

how I want time to be used in the classroom…. It has also broken the barriers I was unconsciously creating 

as a teacher, and enabled my pupils to take charge of their learning.’ 

Sunday Supplement 

Members should receive a weekly electronic update regarding the key educational news for that week. 

How to get the most out of the SSAT; recommendations for your interest (Part 1) 

What is the SSAT all about? 
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Professional Development 

The SSAT site provides an enormous array of materials designed to support professional development. 

Search for ‘Personalising Learning Pamphlets’ that will take you to a series of reading around learning and 

school leadership. 

Various courses are also advertised under the CPD tab. Whilst we can make no promises to fund numer-

ous requests for external opportunities, we will endeavour to look at opportunities where themes match 

the school priorities for that academic year. 

Take some time to look at research available under ‘Library’ via ‘The Exchange’ tab.  

Articles currently include: 

‘Surviving and succeeding in the first year of teaching’ 

‘How do strong schools stay strong’ 

‘Illuminating Learning’ 

‘Mind the Gap’ Collected essays on the development of character, non-cognitive skills, mindful-

ness and well-being. 

Specific support for TEEP 

The site publishes research and further support around the TEEP pedagogy. Simply search ‘TEEP’.  

Examples from schools using TEEP include: 

‘Over the short amount of time that we have been using the TEEP model there have been notable changes in the 

ethos of how staff are approaching teaching and planning using the cycle. One particular ‘wow’ moment was watch-

ing a lesson when a student engaged with the teacher in a discussion about the task at hand, asking whether it 

really was a ‘construct’ or an ‘apply’ type of task. Students are having a learning dialogue with staff around the 

TEEP cycle and this can only aid progress and connective learning over time.’  

St Augustine Academy 

‘TEEP has given us a language to discuss teaching and learning in a positive and effective way. It has allowed us to 

redesign our marking and feedback and policy to ensure feedback is linked to the mastering of learning intentions, 

and to give scholars opportunities to practise skills they are struggling with. All presentations are now linked to the 

TEEP cycle, so scholars understand how activities link into their learning journey.’  Longfield Academy   

PLEASE HELP  

SHARE ANY 

AMAZING  

SSAT RESOURCES 

WITH COLLEAGUES 



The TEEP model recognises that assessment is an important tool in 

the learning process. As the term ‘Assessment for Learning’ implies, 

any assessment should lead to improved learning outcomes for stu-

dents. The TEEP model explores strategies and techniques that sup-

port teachers and students to give and receive quality feedback, and 

use assessment in both formative and summative ways. 

In recent workshops, various staff led sessions around AfL linked to 

the current school context and work in progress. As staff were unable 

to attend all sessions, please find a summary of this work outlined:  

Assessment for learning – An update of recent workshops for staff.  

What did you miss? 
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'Re-imaging Questioning - Building Knowledge Structure' 

I came across this quote when planning for the recent training workshops on Assessment for Learning and 

it really had an impact on me. How often do we assume that our spontaneous questioning is having a posi-

tive impact on student progress, without really allocating time to think about the type of questions we ask? 

I am certainly guilty of this in my own practice. With this in mind the aim of my workshop on questioning 

was to discuss strategies to re-imagine and re-wire our enthusiasm on how to get the most from this sim-

ple but highly effective resource. 

Why focus on questioning as part of AFL and TEEP? 

  

With this at the core of the workshop, a variety of ideas were showcased, many of which colleagues had 

discussed before. I was very conscious of the trends that come and go when it comes to effective question-

ing, and wanted colleagues to leave with just good ideas and an open mind. We discussed the effectiveness 

of targeted questioning, wrong answers, the idea of the ‘no- hands up’ approach, paired questioning, and 

the use of mini- whiteboards. I had also come across an interesting approach which involved pre- coaching 

pupils on the questions which the teacher was going to ask, a technique that was completely new to most 

colleagues. This, like some of the other methods discussed might not work for every class, teacher, and 

student, but I hope colleagues left with the aim of thinking more about how they use questions to assess 

student progress. Equally as important was the opportunity for colleagues to discuss the value of encourag-

ing students to ask questions about their learning, which is something I have been working on developing 

with my own classes. 

Louisa Cotterill 

Questioning is the key means by which teachers find out what 

pupils already know, identify gaps in knowledge and 

understanding and scaffold the development of their 

understanding to enable them to close the gap between what 

they currently know and the learning goals. TEEP- SSAT 2018 
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Quizzing 

"My training session focussed on the use of Knowledge Organisers in the English department. We dis-

cussed how they link with Quizzing and considered both the positives and negatives of using them as a 

homework tool. The issues raised centred around differentiation, engagement and possible lack of 

creativity. In addition, we also talked about how the Knowledge Organisers could work in other sub-

jects (Maths, IT, PE, Geography and Art), again taking into consideration both the benefits and limita-

tions of this method of independent learning. Many thanks to all those involved"  

Hayley Farnell 

 

Developing student feedback responses 

In conjunction, with the workshop below, staff began to look at what alternative ways of feeding back to students there might be. 

In this group, we looked at the reasons for marking from both a teacher’s and learner’s perspective and how to optimise outcomes. 

Within the Ofsted framework, marking, assessment and feedback are under the “quality of teaching” judgment. During the scrutiny of pupils' 

work, inspectors will be looking for how well and frequently marking, assessment and testing are used to help teachers improve pupils' learn-

ing. 

We discussed marking for the right reasons. We talked about feeling connected to the students’ work far more than if we mark because we 

have to. Marking needs to make a difference to a student’s work. Peer and self-assessment support staff feedback. All effective feedback helps 

build trust and respect. 

Feedback means giving formative comments and no grades. (However, this will be in partnership where levelling is used as a result of tests 

and assessments.). Learners need to know how to improve. Focus upon a few areas, even if a piece of work is riddled with errors. It’s im-

portant not to bombard the student with too much in one go. 

It is essential that students act on the comments so that the requirements for improvement can be closed. Time needs to be given for this to 

happen as soon as possible e.g. the beginning of the next lesson or even the same lesson if marking takes place within the class, for example,  

peer assessment. The emphasis needs to be on making immediate improvement (of some sort). 

The students who need the most help and the most feedback, are those who are least able to engage with written comments in order to 

secure improvement; the students who need the least help are those best able to engage with written comments.  Even with the most simpli-

fied of written feedback, there may be a need to explain it verbally to some students – otherwise they simply won’t know what to do. Here, 

the marking is really just generating the key points for a discussion. 

Within art and DT, we have found that the quality of follow-up work accurately reflects the effort which students put into their responses.  A 

stronger response often means better reflection of what is needed to be done to improve and therefore progress is often more significant 

and sustained. 

Across the Art & DT cluster, we use questioning in an attempt to drive a better, more personalised response. This is modelled through staff 

feedback and then continues when students assess each other’s work. We set the task of responding to our feedback (R) as soon as the stu-

dent is in our lesson following the P & T. 

P – Praise; use of as much subject-specific vocabulary as needed to be specific about the student’s strength(s). 

T – Target; this is written as an open question as often as possible to encourage the required quality of response R. 

All students are shown how to use each stage of the PTR process so that they can create impact for themselves and others when responding 

to staff and peer feedback. 

Examples of DT and art peer assessments sheets were shown, giving examples of how targets are set and effective responses made, allowing 

for significant progress. 

James Yarrington 
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Student Voice - Feedback on feedback 

During this session, a small group of staff worked along side Academy students to look at their views 

around the feedback that they receive in lessons. The group of  students included the ‘new’ T and L  

ambassadors across all year groups and the Student Leaders in Year 11. 

Unaniomously, the Year 11s felt that they preferred receiving verbal 

feedback from staff, 

‘…it is more personal and targeted specifically at you.’ 

 ‘Being told what improvement I have to make and how I can achieve the 

grades that I want has really helped me to improve the quality of my work.’ 

  

The students began to explore how practical it would be for teachers to give verbal feedback to all learners 

all of the time and they grew an understanding of the time barriers that this could present to staff. The 

group also spent time considering how verbal feedback could be quite easily forgotten over time.The stu-

dents involved in this discussion felt that they could capture the advice given by teachers verbally by record-

ing this themselves afterwards as a sentence or two lined to a specific piece of work. 

Younger students fed back that they did like to be rewarded for good work. The reward system is currently 

being looked into at school by SLT. Some students felt that written praise wasn’t always personalised to 

them  and lost interest in this when it was often the same as other peers’ feedback. 

Students honestly told us that the personal value of P,T,R in helping them to move forward varied consider-

ably across lessons. As our next step, we want to explore this further with students looking at where the 

‘R’ aspect of feedback is most effective to students and how. This work will also be shared with staff and it 

will be used to further inform any future developments to the marking policy. 

Sarah Mellors 

 

Can you give effective feedback without marking? 

We began by looking at the Ofsted guidance on pupils work. 

Ofsted does not expect to see any specific frequency, type or volume of marking and feedback. 

Marking and feedback should be consistent within the school’s policy, which may cater for  

different subjects, in order to be effective and efficient in promoting learning 

While inspectors will consider how written and oral feedback is used to promote learning,  

Ofsted does not expect to see any written record or oral feedback 

We then explored a number of published case studies related to marking, no marking and types of feedback 

including Ruth Luzmore (St Mary Magdalen Academy), Stanley Road School and Three Bridges.  Some strik-

ing on line research by Tom Rogers (published in TES) about the time spent marking showed that 12 per 

cent said less than an hour, 50 per cent said two to four hours, 31 per cent said five to 10 hours and 7 per 

cent said more than 10 hours. 

What was apparent early was that the majority of staff felt that some marking of work by the teacher was 

necessary, but that this might vary between subjects, year groups and sets. The idea of a menu of different 

ideas that might be used within the school became apparent. What was also really clear, and pleasing to me, 

was that we, as a staff, were prepared to try things out to see what worked in their own areas. 
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Ideas for no or minimal marking feedback from CPD 

English – work is marked but using only the literacy codes. Students set own target based on this and use 

the target in their next piece of work. 

English – to create other marking codes (specifically for GCSE ) for example, Q for quotation and use 

these in work. Students then set target and re-draft a piece or section of work. 

Maths - RAG sheets used. These are based on whole class feedback and students create targets from them. 

Science – one on one verbal feedback with students (set 5) and students make improvements straight away 

(may write for some of them). 

General – peer assessment against specific criteria. Create discussion afterwards about why this could be 

beneficial (This is also supported by the EEF report into science improvements). 

General – highlighting elements of their work against a specific mark scheme and create own target to im-

prove. 

General – using a model answer and students mark their answer against this. 

General – whole class target list and students choose which ones they think best apply to them. 

English (media) – RAG sheet against specific AO – allows focused work on areas of weakness or not specif-

ically covered. Done by students themselves. 

Science – mark mate (from Dragons Den). 

PA – using video feedback onto Google Classroom. 

Maths – post assessment tick sheet of areas of strength / weakness (when work marked) and then buddy 

weaker students with someone of strength – so they teach each other. 

Over the next few months staff will be trying out these ideas in their classes to see how they work. 

Deb Burgess 

  

Download your free ebook (go to Evidence Based Educationhttps://

evidencebased.education/ascl-assessment-ebook/ ) 

What every teacher needs to know about assessment was a panel event 

hosted by Evidence Based Education and SchoolsWeek, on 27.11.18. 

We asked our panel to answer some key questions, including: 

What does every teacher need to know about assessment? 

What assessment practices should schools do more of, and what should 

they do less of? 

The panel included expert practitioners, including Dr Christine Harrison, 

Phil Stock, Amie Barr, Becky Allen, Claire Sealy and Jon Hutchinson. 
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Courtesy of 

@impactwales 

 



 

‘ghoti’ = fish 

Classified as a disability by the Equality Act of 2010, there are vari-

ous definitions for dyslexia but most agree it is a learning difficulty 

affecting accurate and fluent word reading and spelling characterised 

by difficulties with working memory and processing speed.  It does 

not relate to intelligence; you have probably heard of famous dys-

lexics such as Albert Einstein, Steven Spielberg, John Lennon and Jamie Oliver and with 10% of the popula-

tion being dyslexic (4% severely) it’s difficult to find a class not affected to some degree. But what does it 

look like and how can we help? 

With slow processing speeds, dyslexic students have to work hard for their grades. They can become easily 

frustrated, often refusing help and many resort to various avoidance tactics from being very quiet to acting 

the class clown. Poor or unusual spelling, reversing the letters such as p and b are classic stereotypical traits 

in some dyslexics but signs can often be far more subtle. You may notice a large discrepancy between a 

student’s verbal and written work; their work may not be completed; they cannot understand or remember 

instructions and information, have poor organisation, struggle note taking while listening or copying from 

the board and lack confidence. If dyslexia is suspected, a checklist can be used initially to indicate the proba-

bility of dyslexia but diagnosis can only be made by a qualified professional. At Alcester Academy we use 

Claire Cole from SEND Supported.  

Much of what we do regularly in our classrooms, universal provision, should already serve to help dyslexic 

students. Common strategies include avoiding copying from the board, providing visual and kinaesthetic 

resources, repetition, modelling of tasks, focusing on keywords and allowing extra time for processing infor-

mation and answering questions. But each student’s needs will be unique and these will be detailed on their 

pupil profile. 

If you want any advice regarding dyslexia please speak to either myself or Kerri Passantino. We have re-

cently attended Dyslexia Training with Claire Cole and would be happy to help with any queries you may 

have.  

Anita Bush 

Dyslexia – a hidden disability 
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Numeracy classroom posters on the way… 

Watch this space for generic posters with 

‘how to…’ details for students covering 

some basic numeracy concepts 
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TIME FOR TRAINING? 

Policy, Research and Practice 

Assessment Essentials is a great-value, ten-week course on what every teacher needs to know about  

assessment from Evidence Based Education https://evidencebased.education. 

It responds directly to the findings and recommendations of the government’s review of Initial Teacher 

Training. 

This course is delivered through a world-class online platform in line with the best available evidence on 

teacher professional learning. The course follows a micro-lesson structure, designed to fit around your 

busy timetable and includes insight interviews with experts such as Dylan Wiliam. 

It will: 

 Improve the efficiency of assessment practices, helping you reduce workload – do more 

with less 

 Guide you to question existing practices 

 Help you link assessment with curriculum and pedagogy, to improve student outcomes 

 Reframe the value of assessment, offering case studies and advice from other  

school leaders 

 Maximise the power of assessment as a tool for learning 

See Sarah Mellors if interested. 

 

 

 

 

Google Classroom has now developed two pathways for colleagues; Fundamentals training and Advanced 

training. Both are led through the use of videos followed by activities to help teachers find their way 

through. Initial training still remains at no cost. https://edu.google.com 

  

There continue to be numerous free courses available through Open Learn: 

Open University related to teaching generally and subject specific areas. Log in 

is simple and a profile page allows you to keep track of your own training 

progress.  

https://www.open.edu/openlearn/education/free-access-courses-teachers-and-student-

teachers 
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Her Majesty’s Chief Inspector, Amanda Spielman today an-

nounced details of planned changes to the way Ofsted in-

spects schools, colleges, further education institutions and 

early years settings from September 2019. These changes 

will move Ofsted’s focus away from headline data to look 

instead at how schools are achieving these results, and 

whether they are offering a curriculum that is broad, rich 

and deep, or simply teaching to the test. 

Speaking to school leaders at the annual SCHOOLS North-

East summit in Newcastle, Ms Spielman said that these 

changes will be designed to allow teachers and leaders to 

focus more of their time on the real substance of education. 

Ms Spielman acknowledged that the current inspection model has contributed to 

excessive workload in some schools, much of which falls on classroom teachers. 

She said that when it comes to assessing a school, Ofsted should complement, 

rather than intensify, performance data. It should reward school leaders who are 

ambitious for their pupils, rather than those who jump through hoops. There-

fore, the new framework will place greater emphasis on the substance of educa-

tion, and actively discourage unnecessary data collection. 

Ms Spielman said: 

For a long time, our inspections have looked hardest at outcomes, placing too much weight on test and 

exam results when we consider the overall effectiveness of schools. The cumulative impact of performance 

tables and inspections, and the consequences that are hung on them, has increased the pressure on school 

leaders, teachers and indirectly on pupils to deliver perfect data above all else. 

But we know that focusing too narrowly on test and exam results can often leave little time or energy for 

hard thinking about the curriculum, and in fact can sometimes end up making a casualty of it. The bottom 

line is that we must make sure that we, as an inspectorate, complement rather than intensify performance 

data. 

Because our curriculum research, and a vast amount of sector feedback, have told us that a focus on perfor-

mance data is coming at the expense of what is taught in schools. Our new focus will change that, bringing 

the inspection conversation back to the substance of young people’s learning and treating teachers as ex-

perts in their field, not just data managers. I don’t know a single teacher who went into teaching to get the 

perfect progress eight score. They go into it because they love what they teach and want children to love it 

too. That is where the inspection conversation should start and with the new framework we have an oppor-

tunity to do just that.’ 

Ms Spielman announced that Ofsted will consult on the introduction of a new judgement for ‘quality of edu-

cation’. This will replace the current ‘outcomes for pupils’ and ‘teaching, learning and assessment’ judge-

ments with a broader, single judgement. 

This new judgement will allow Ofsted to recognise primary schools that, for example, prioritise phonics and 

the transition into early reading, and which encourage older pupils to read widely and deeply. And it will 

make it easier for secondary schools to do the right thing, offering children a broad range of subjects and 

encouraging the take up of core EBacc subjects at GCSE, such as the humanities and languages, alongside the 

arts and creative subjects. 

Did you see…? Chief Inspector sets out vision for new  

Education Inspection Framework (Oct 2018) 
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At the same time, Ofsted will challenge those schools where too much time is spent on preparation for 

tests at the expense of teaching, where pupils’ choices are narrowed, or where children are pushed into 

less rigorous qualifications purely to boost league table positions. 

The Chief Inspector also announced the 3 other inspection judgements that Ofsted will consult on: 

 personal development 

 behaviour and attitudes 

 schools’ leadership and management 

The ‘personal development, welfare and behaviour’ judgement in the current framework will be split into 2 

distinct areas. This change recognises the difference between behaviour and discipline in schools, and pupils’ 

wider personal development and their opportunities to grow as active, healthy and engaged citizens. 

An overall effectiveness judgement will continue to be awarded, and all judgements will be made using the 

current 4 point grading scale. 

Responding to the suggestion that these changes should be postponed for a year, Ms Spielman said that she 

was confident that this will be the most researched, evidence-based and tested framework in Ofsted’s his-

tory, and that to delay would let children and teachers down. She also addressed concerns that Ofsted will 

have a preferred approach to the curriculum. 

Ms Spielman said: 

We are not talking here about an Ofsted-approved approach. We are talking about an approach that leaves 

plenty of space for diversity, but nevertheless makes it possible to recognise and discourage things that just 

aren’t good enough. Our curriculum research showed quite clearly that it’s possible to acknowledge a range 

of successful curricular approaches – approaches that cross any perceived ideological divide. 

With teacher workload and retention such pressing issues, I am firmly of the view that a focus on substance 

will help to tackle excessive workload. It will move inspection more towards being a conversation about 

what actually happens in schools. Those who are bold and ambitious and run their schools with integrity 

will be rewarded as a result. 

And we know from talking to you, as well as from our research, that this is the right way to go. One year of 

delay in this framework is the equivalent of more than 8 million child years of delay and half a million teach-

er years of delay. In the middle of a teacher recruitment crisis, the changes to inspection simply can’t wait. 

Ms Spielman said the new framework will make it easier to recognise and reward the good work done by 

schools in areas of high disadvantage. By shifting the focus away from outcomes, Ofsted hopes to reverse 

the incentive for schools to put overall results ahead of individual children’s needs. These changes will em-

power schools to always put the child first and make teaching in high disadvantage schools even more re-

warding. In turn, this will encourage the best teachers to work in the schools that need them most, rather 

than those where their career may feel safest. 

In January, Ofsted will launch a consultation on the new inspection framework. Unlike previous consulta-

tions, views will also be sought on each individual inspection handbook. Ofsted will consider all responses 

carefully before finalising the framework. Further details of the consultation and how to respond will be 

published early next year. 



Reading Club 

Page 17 

I ssue  4  

Over the past two terms, Reading Club has become 

an important focus of my work within the English 

department.  Reading remains the best way to im-

prove a pupil’s reading age but what do you do if you 

know that the pupil is not reading outside the dedi-

cated reading slot given to them each week in English?  

I have seen plenty of pupils taking weeks to finish a 

book, forgetting what they have read the week before 

and as a result their reading age remains far below 

their chronological age.   

Regular reading is essential for all pupils.  We have 

identified pupils who are struggling with their reading 

ages and allocated a regular slot when they come to 

the English department and I listen to them read, set 

targets for their reading and give them the opportuni-

ty to test regularly.  This runs during tutor and 

lunchtime and these 1:1 slots are producing some 

excellent results.  In the recent testing of our year 8 

students, there were some considerable improve-

ments in reading ages, with two boys achieving nearly 

three years of progress, more than double the im-

provement shown by those not reading regularly;  this 

is astonishing progress to be made within one term so 

imagine what we could achieve over the next academ-

ic year. 

In addition to this, I have set up a reading club that 

runs after school once a week.  These two year 8 

boys who made so much progress with their reading 

are members of this club and their enthusiasm for 

reading has been a joy to witness.  The buzz that has 

been created from this after school reading club is 

beginning to filter into the wider year 8 and numbers 

are set to rise.   

As this continues to gain momentum, I hope that the 

impact on the wider school and all subjects becomes 

visible.  For me, the biggest reward has been to see 

how previously reluctant readers have discovered a 

love of reading, discussing and choosing their next 

book and spending each lunchtime lying on cushions, 

engrossed in their books. 

Sascha Bartlett 
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Many of us remember vividly our teacher training year - the highs, the lows, the tears and tantrums. But 

what does teacher training look like in 2018/2019? What benefits come with hosting trainees in depart-

ments/ schools? How do providers ensure that teacher-training is adequately training the next generation 

of quality teachers so desperately needed? 

Alcester Academy has a long history of supporting teacher training. Indeed, I completed by own teacher 

training placement at AA nearly 12 years ago! Over the last three years, AA have been strategically involved 

in developing a local teacher training programme with the Shires Teaching School Alliance, along a School 

Direct model. Shires Teaching School Alliance is a partnership between Studley High School (the lead 

school), University of Worcester and 9 other local outstanding or good schools, offering the opportunity 

to train to teach through a one year postgraduate programme. School Direct differs from the Core PGCE 

route in that it places an increased emphasis on time spent in schools and offers a separate Professional 

Studies programme run by the alliance of schools we work in. 

We are incredibly lucky to work with our alliance schools and involve them in all aspects of the course, 

from programme review and development, to hosting trainees and delivering parts of the Professional  

Studies programme. 

16 trainees are currently completing their training year through this model, across a range of subject area 

(English, Maths, Physics, Computer Science, History, Geography and RE).  

Professional Studies sessions include, among others: 

Developing a 

‘teachers’ toolkit’ 

Where are they going 

and how will I get 

them there? 

How can I get them to 

listen? 

Developing the ‘whole 

child? 

Grow forward: How 

can I be a better  
Poundland Pedagogy 

Why will they still not 

listen? 
Self, peer and progress 

Using data to inform 
Retrieval and  

memorability 

Evidence-based  

learning 

Making marking  

matter 
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One of the main questions asked by applicants at the interview stage is 'what role do mentors play in a 

school-led teacher training programme?' Indeed, this is also the question posed by many of our host 

schools. 

What do we expect of our mentors? All mentors across the alliance take part in mentoring training, what-

ever level of their experience. Trainees would expect to have a weekly mentor session and three observa-

tions with detailed feedback. Both mentor meetings and the observations are designed to be reflective in 

nature, ensuring successes are celebrated and provision of tangible targets and areas to work on. 

And what benefits do the mentors get from the process? Laura Wakefield (Maths Mentor at Studley High 

School) explains: ‘I have always enjoyed being a mentor as it provides a sense of fulfilment by helping others 

develop. It also means I keep up to date with the latest teaching & learning evidence and am provided with 

so many things I can trial in my own teaching’. 

Want to get more involved? Speak to Nick Cooke about the potential for supporting trainees within your 

department and/ or getting more involved in the delivery of professional Studies with Shires’ ITT  

programme. 

Know someone who wants to teach? Point them in our direction so that they can become part of the 

Shires ‘family’. 

Visit http://shirestsa.co.uk/teacher-training/ for more information. 

Special thanks to Amy for contributing to this edition.  

Personal finance –  

school revival 

We have recently received the 

free edition of the Martin Lewis 

(Money Saving Expert) book. 

Martin Lewis has donated over 

£325,000 in order to support 

schools with further personal finance education. 

The textbook covers topics including budgeting, student finance and know-

ing your consumer rights. Although financial education has been on the na-

tional curriculum in England since 2014, a study by the all party parliamen-

tary group on financial education found that only 17 per cent of secondary 

school teachers had received training or advice about how to teach it. 

See Karen Buckthorp if you are interested to see a copy or download a free 

PDF version by searching for this on The Financial Times website; ‘Martin 

Lewis launches personal finance textbook for schools’, 9th November 2018. 
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It’s quite simple; pupils who have a wider and 

more advanced vocabulary will do better across 

the curriculum and in their GCSEs.   

That seems like a straight forward statement that 

makes me feel like saying “well yeah…duh” – 

surely any teacher worth their salt would have 

already clocked that?  Nice idea – but what hap-

pens if you are faced with 25 unwilling readers on 

the cusp of their GCSEs with an average reading 

age of 12?  I am writing this whilst conducting yet 

another lunch time reading club, this time with 

most of my year 10s.  They don’t like reading.  I 

feel like I am fighting a battle that I am not sure is 

winnable, yet I feel that I will be letting them 

down if I don’t try.  So as with many things I do 

with this group, I have to think outside the box 

and try to get a more extensive vocabulary inserted into their brains without them noticing. This means 

without them either a) having to read a book (perish the thought), or b) read a dictionary (far too late for 

my KS4 students).  Quite a tall order really for something that is so critical for every aspect of their study.  

Literacy requires a skilful use of words. Reading grows vocabulary to a certain level (my year 10s would 

jump on that to a certain level comment) but research shows that deliberate word study accelerates growth 

of vocabulary breadth far better than reading alone.  Each encounter with the word may offer relevant in-

formation about the word in a meaningful context - information necessary for its proper use, and which is 

often difficult or impossible to study directly.   Linguist Paul Nation emphasises the importance of develop-

ing vocabulary depth by allowing students to master all aspects of a word and this is the key – mastering all 

aspects of a word.  Spelling tests help; writing those words into sentences helps; but neither embed the 

vocabulary into their working memory.  Words need context.  They need to be truly understood in all 

their glory.  And this is where I have been conducting my I-don’t-think-they’ll-notice-they-are-learning-

vocabulary slots which are potentially going to create a far more literate set of students (who are also hap-

py because Miss has stopped nagging them to read and test every two weeks). 

Ultimately, the literate student isn't known by his command of rare words specifically, but by his skill with 

more common words and this is where I have been exploring, studying and writing vocabulary extension 

slots to be used in tandem with the specific schemes of learning for that particular group and term.  Vocab-

ulary can be split into three tiers, like a pyramid.  Tier 1 words 

(of which all students have) are the everyday words that they 

use in their speech.  Tier 3 words are the subject specific 

words which are only used in academic writing and many stu-

dents have acquired these – hence, I have students that can use 

and correctly spell oxymoronic and onomatopoeia, yet are 

floored by words such as escalation.  This is the tier 2 of lan-

guage that I believe is missing for many of our students who 

dislike reading and therefore do not encounter (another tier 2 

word that draws mystified shrugs) this sort of vocabulary.  Tier 

2 words are not often used in everyday speech which is why 

they do not acquire (tier 2) these words; tier 2 words are 

critical (tier 2) for written work, to elevate (tier 2)  pupils’ 

Words of wonder 
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work from the mundane (tier 2) and simple to the thoughtful and insightful (both tier 2).  You get the idea.   

This is how it works.  Each year group have an hour each week where literacy skills are the focus – reading, 

spelling and vocabulary extension.  Each teacher uses the sections of vocabulary they believe fits their 

group’s ability and spends about twenty minutes on as much as they want.  There are passages with high-

lighted tier 2 words embedded that have definitions.  Students then need to complete a series of sentences 

where they fit these words correctly to demonstrate understanding of meaning.  Following this, there are a 

number of tier 2 synonyms that pupils need to use in sentences – this mainly requires dictionary use, but 

we encourage them to try to work out what the words mean first, through either root words, general 

knowledge (you’ll be amazed at how many words they pick up from Fortnite) or putting the word into con-

text.  Gradually, I can see their fear of unfamiliar words beginning to recede as they gain strategies for un-

derstanding and increase in confidence – metacognition powerfully at work.  As the vocabulary is matched 

with the particular schemes of learning, they can then use the newly acquired vocabulary in their assess-

ments – the vocabulary thus has context and so they gain understanding of that word which helps embed it. 

Although it’s very early days with this, I see a tangible improvement in vocabulary acquisition and use.  The 

amount of tier 1 language that they will offer at first asking is declining as they understand that I will expect 

a tier 2 alternative.  Whilst this does not replace reading, which I still absolutely believe is the best way of 

improving vocabulary, it does offer ways of improving this critical building block of literacy. 

 

Follow @HuntingEnglish for ideas on the topic of vocabulary.  

Jen Hoskin 

New to the staff CPD library: 

Metacognition; the neglected skill set for empowering students — Fogarty 

and Pete 

Teaching students to drive their brains — Wilson and Conyers 

Thinking about Thinking — Lockyer 
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Knowledge Organisers – the answer we’ve been waiting for? 

So another of the hot topics in education over the last twelve months is the need for ‘knowledge organis-

ers’ in your subject area(s). Perhaps not quite so trendy but essentially useful when we look at how these 

could be used in supporting quizzing within our own classrooms.  

Why are these so popular? 

The GCSE and BTEC courses have changed to focus on the retrieval of knowledge. 

Students need to know specific dates, key words and formula. 

By learning the key facts from as early as Year 7 the knowledge is becoming part of our students’ 

long term memory which will support them in reaching their potential in exams. 

The knowledge organisers contain core knowledge which is essential for progress in each subject 

area.  

Students are required to learn prescribed parts of the knowledge organiser each week; these can 

then be formally quizzed.  

How are knowledge organisers used? 

Each knowledge organiser has the key facts for the topic students are learning. 

Students can have specific homework set around each area of the 

knowledge organiser. 

Students need to memorise the content of the knowledge organiser before 

they are quizzed in class. 

Students can use the look, and cover, and say, and write, and check method 

to learn the information. This fits perfectly with the concept of ‘quizzing’. 

Using Knowledge Organisers      

‘We ensure that pupils engage with the KOs by linking them to checklists. 

These checklists contain statements of what we think pupils should know by 

the end of the unit, such as “how climate varies across India”. This infor-

mation is contained in the KO, so pupils can use this if they are uncertain .’          

‘…at key stage 4 and KS5, the specification can be quite prescriptive in 

what to cover. At KS3 though, the national curriculum is very loose and 

we can largely study whatever we think is important. Starting with a KO 

Examples of  

subject knowledge 

organisers: 

Thank you Mr Rossiter 

and Miss Cotterill 
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Book Review- ‘The Learning Rainforest’  

by Tom Sherrington (2017)  

Like many of us, I find it hard to find the opportunity during term time to read for enjoyment or research. This term, however, mainly due 

to research for CPD sessions I have found myself reading a book called ‘The Learning Rainforest’ (the Geographer in me was obviously al-

ready hooked)! I already followed Tom Sherrington on Twitter (@teacherhead) and was interested and intrigued by the praise that has been 

directed towards his book. Tom Sherrington is a Head Teacher who has 30 years’ experience in teaching, and is prolific in terms of writing 

blogs or posting teaching resources, some of which I have used myself. The premise of the book is captured in the rainforest metaphor- that 

the elements of each tree represent a different aspect of the learning process; 

- The roots establishing conditions for great learning. 

- The trunk and branches building the knowledge structure. 

- The canopy exploring the opportunities. 

The idea is that each one supports the other, and none exists without the other. I read on to find out more… 

The book is essentially written in two parts; Part 1 explores the key features of the model, and explores traditional vs. progressive philoso-

phies, curriculum debates, and learning from educational research. Part 2 contains three chapters which contain strategies to support the 

development of each part of the tree model. What I enjoyed about Part 2 is that you can dip in and out of these sections according to your 

interest and/ or personal areas to develop. What I particularly found interesting and useful in Part 1 was the discussion of research on 

memory and building knowledge as this explicitly relates to the work we have all being doing on metacognition this term. It also suggests 

that research tells us that this is the right thing to do, and is why I so strongly believe in our teaching and learning CPD this year. I was also 

challenged by the progressive: student- centred vs. traditional: teacher- centred debate. I may not agree with everything written but again 

teaching students how to be resilient and enquiry also fits with much of our teaching and 

learning philosophy. 

I thoroughly enjoyed reading Part 2; this section contains a wide variety of strategies to 

support all levels of teacher. There is a section on metacognition and modelling which has 

helped to shape my understanding of how this fits with the TEEP framework, and a fan-

tastic section on questioning. Some of these techniques I discussed with colleagues during 

my workshop, and whilst some of them do not work for me they generated fantastic 

discussion points. This part of the book also contained ideas on curriculum planning, 

assessment and different models of marking. I found the author’s views on the purpose 

and point of feedback really thought- provoking, as I did his ideas about boosting learning 

power and teaching for memory. 

The book finishes with a page about celebrating students’ achievements and the work 

that they produce; something we all feel passionate about. It also celebrates the choice to 

become a teacher and I really do get the impression that many diverse voices contributed 

to this book. I would thoroughly recommend a read if you get the chance; I have already 

used some of the strategies discussed especially around metacognition, and for an educa-

tional read I did find it hard to put down. 

Louisa Cotterill 

could be a good approach.’ 

‘It has changed the way that I have approached planning. Sequencing content in lessons becomes much easier and I think I 

deliver with more clarity. I think it also becomes more transparent for children in terms of what they are expected to learn.’ 

Secondary Teachers, TES 2017 Are ‘knowledge organisers’ now essential tools in the classroom? 

Useful templates for Knowledge Organisers can be found at https://improvingteaching.co.uk/2017/04/23/better-planning-better-

teaching-better-learning-a-template/ 


