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A GUIDE TO TEACHING
PRACTICE

Revised fifth edition

A Guide to Teaching Practice is the most comprehensive text available for students on initial teacher
training courses across all phases in the UK. The book’s focus on the quality of teaching and learn-
ing and consideration of the latest regulations and guidelines ensures that it fits comfortably within
current statutory frameworks.

Revised and updated, this authoritative yet accessible textbook covers all the important basic
skills and issues that students need to consider during their practice, such as planning, classroom
organisation, behaviour management and assessment, as well as chapters on:

the Early Years Foundation Stage (EYFS)

legal issues

learning and teaching and using ICT in the classroom
teaching and learning numeracy

teaching and learning literacy

children’s rights, and

gifted and talented children.

This respected and widely used textbook will be an essential resource for any student teacher.
Additional learning resources for students are provided on a companion website, which contains
further research, important links and downloadable materials. The website also contain information
to make this book more relevant to international audiences.

Louis Cohen is Emeritus Professor of Education at Loughborough University, UK. Lawrence
Manion was formerly Principal Lecturer in Music at Manchester Metropolitan University, UK.
Keith Morrison is Professor and Registrar at the Macau University of Science and Technology,
China. Dominic Wyse is Senior Lecturer in Early Years and Primary Education at the University of
Cambridge, UK.



A Guide to Teaching Practice - Companion Website

This fully updated fifth edition of 4 Guide to Teaching Practice is accompanied by a compan-
ion website which features downloadable* supplementary material for students and lecturers,
and also a wealth of signposts and weblinks to useful material.

Organised thematically, reflecting the chapter structure of this textbook, the website will
be a valuable tool for any teacher or student teacher wanting to improve their practice.

Featured material includes:

a variety of adaptable lesson plan templates

additional original material on subjects including the use of ICT in the classroom, assess-
ment and legal issues and copyright

signposts to further reading

a wealth of weblinks to sites containing material relevant to students, and also practical
sites offering classroom resources for teachers and pupils

presentation outlines for course lecturers.

It is intended that the companion website will provide real added value to this already com-
prehensive textbook — we hope you find it of use.

Visit the website at www.routledge.com/textbooks/9780415485586.

Also, please feel free to browse the Routledge site at www.routledge.com for information
about a wide range of books and resources for teachers and student teachers.

* Please note that material downloaded is copyright, for personal use only and is not to be distributed or
resold.
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test construction
record keeping.
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text on preparing student teachers to work in contemporary classrooms.
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PART |

SOME PERSPECTIVES ON
TEACHING AND LEARNING

Education is context-specific and context-dependent. Context refers to the settings or surroundings
in which education takes place. A student teacher is faced with the exciting but challenging task of
assimilating a variety of contexts very rapidly when embarking upon teaching practice, whether
during a course of initial teacher pre-service education or as a newly qualified teacher entering a
first appointment in a school. These contexts vary from the very broad and general macro-contexts
at a societal level to the very specific micro-contexts of a particular individual in a particular school,
class and lesson. The prospect can be daunting. The thrust of this book is to support students in their
initial teaching experiences — the micro-contexts of everyday life in classrooms. However, localised
education is set in broader contexts of society. This part of the book sets the contemporary scene for
daily teaching and learning in these broader contexts. It also describes some of the major themes of
education in the last decade. Significantly, these include several developments and reforms from the
government, changes to the requirements for student teachers and revisions to the National
Curriculum. Important amongst these are the statutory requirements for the Early Years Foundation
Stage (EYFS), an area addressed by new sections in this book. Further, with the exponential rise of
information and communication technology, a new, large chapter is devoted to this. In an increas-
ingly litigious age there is a need for student teachers to know key legal matters, and a chapter
discusses these. The convention used in discussions throughout the book will be to refer to students
in initial teacher education as ‘student teachers’ and to children and young adults attending school
as ‘students’ (or ‘pupils’ if there is possible ambiguity). Similarly, the terms ‘he’ and ‘she’, ‘him’
and ‘her’, are used alternately in order to avoid the more cumbersome ‘he/she’, “him/her’.






A Background to Current
Developments in
Education

INTRODUCTION

It is the first day of your school visit for teaching practice. You may have a mixture of anticipation,
anxiety, excitement, eagerness, trepidation and more than a few butterflies in your stomach. That is
entirely natural and to be expected. Maybe you have made a positive decision to be a teacher and
this is the first time you are going into school not as a pupil. All change! You are one of life’s
successes; you have gained a range of qualifications that have enabled you to reach this point. But
here you are, a comparative novice whose only experience of education so far has been on the
‘receiving end’.

You want to teach; your experience of being taught may have been enjoyable (perhaps with a
few negative aspects); you like the company of young learners and you have enjoyed the environ-
ment of a school; you like learning; you like knowledge; you like people and you like children.
Maybe one of your relations has been a teacher and this has inspired you to want to teach; maybe
you have been impressed by a particular teacher who taught you and you want to model yourself on
him or her. There are many and varied reasons for wanting to teach.

So, here you are at the school gate. What will you want to find out? What will you need to
learn? What will you have to teach? What will the class(es) be like? Where will you teach? What
resources will you have? What will be appropriate for the pupils to learn? How will you teach? How
will you keep order? How will you handle pupils with different abilities, motivations and interests?
What will be your timetable? Will you like your class teacher or mentor? Will you meet the head
teacher? Will the children like you? How will you gain respect? How will you plan your teaching?
The stomach churns a little more!

These are all legitimate questions and concerns, and it is right that student teachers will have
an expectation of answers; indeed, we hope that this book will help you to address them all. The
point here is that, as a novice teacher, you need to find out a range of matters, and quickly. You need
to look at the specific circumstances of the school, teachers, children, resources, curricula, assess-
ment, discipline and so on; in short you need to conduct a rapid situational analysis and learn from
this very quickly. You need information, guidance and support, and we hope to indicate how you
can gain these.

How can you do this? We intend to set some of the terms of this situational analysis in this
book and in this chapter. For example, with regard to the ‘what’ of teaching, we will draw attention
to, amongst other matters, the National Curriculum and the detailed and helpful guidance that the
government has provided for its implementation with children at all ages so that there is no uncer-
tainty about what should be taught, to whom, when and in what sequence. With regard to the ‘how’
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of teaching, we will cover a range of issues in, amongst other matters, pedagogy, planning, disci-
pline, motivation, learning and assessment, and the government’s requirements for, and guidance in,
these matters. With regard to the support for teaching, we will draw attention to the government’s
guidance documents, to the roles of significant teachers at school (for example mentors, subject
leaders and class teachers). With regard to what may be uppermost in student teachers’ minds — how
to keep order and maintain discipline in order to promote learning — we will draw attention to the
current situation in schools, how discipline and order can be approached, what are the government’s
guidelines on discipline, and what to expect from the school.

The situation in schools is one of permanent change, with many innovations and develop-
ments designed to boost learning, raise standards and achievement, energise learning and meet the
diverse needs and conditions of learners. This chapter outlines several of these, as they provide the
necessary backdrop for understanding schools and the tasks of teachers. We hope that this eases
student teachers’ initial anxieties by providing information and by providing details on how to find
more information and support. We paint a picture of extensive government involvement in educa-
tion with the expressed intentions to raise standards, to improve social inclusion, to provide
guidance and documentary support — in short, to help teachers in their daily work. We hope that by
providing such an outline, we both inspire student teachers to teach and also inject a note of real-
ism into what their expectations of teaching might be.

There will be many days when student teachers will experience a sense of achievement in
school, just as there will be some days where they experience a sense of frustration, disappointment
and downright dislike. That is the world of work. We hope that this book will help to increase the
sense of achievement in accomplishing effective teaching and learning, and promote a sense of
enjoyment of teaching. Effective teaching is pleasurable and richly repays the investment of time
and energy that it requires.

If you do a web search with the words ‘I had always wanted to be a teacher’ you will find some
374 websites which include these exact words. If you key in ‘I have always wanted to be a teacher’
there will be over 4,670 websites returned to you. If you key in ‘I want to be a teacher’ you will find
close to 182,000 sites returned. If you key in ‘I love teaching’ you will have over 293,000 sites
returned. If you key in ‘I want to teach’ you will have nearly 311,000 sites returned. One might
suppose that the popularity of teaching is not in jeopardy. The rewards from teaching have tradi-
tionally included the opportunity to work with young and developing minds, to be a member of a
human service, to share the excitement of learning and knowledge, to work with personalities and
people, young and old, to be with the next generation and to be with young people, shaping their
personal development. These are their own rewards and they are very powerful.

How is it, then, that the government’s statistics' showed that in the year 1997-98, 15,700
teachers left the profession (not including those moving to part-time service or retiring) but in
2005-06, 20,300 teachers left, or that the figures for premature retirement have shown year on year
increases from 2,380 in 1998-99 increasing to 7,460 in 2006—07? In England about 40 per cent of
people who start a training course (on all routes) never become teachers, and of those who do
become teachers, about 40 per cent are not teaching five years later.

A survey in 2001° found several reasons for teachers leaving. The reasons given by secondary
teachers were: workload (57.8 per cent); pupil behaviour (45.1 per cent); government initiatives
(37.2 per cent); salary (24.5 per cent); stress (21.6 per cent); and resources and facilities (14.7 per
cent). For primary teachers the most commonly cited reasons were: workload (73.9 per cent);
government initiatives (42.1 per cent); stress (26.3 per cent); and pupil behaviour (15.8 per cent).
We address these items in this chapter.

One cannot presume perversity in government circles in trying to render teaching as unattrac-
tive as possible, yet many people seem to be turned off teaching. In 1997 the New Labour



A BACKGROUND TO CURRENT DEVELOPMENTS IN EDUCATION

government soundbite ‘education, education, education’ became a slogan for reform of UK schools.
There was, and continues to be, no shortage of government documentation for teachers; indeed a
litany of government prescriptions and interventions continues to flow thick and fast. This chapter
charts some of these and sets a context for the remainder of the book.

A PLETHORA OF INNOVATIONS: STANDARDS AND TARGETS

Since the last edition of 4 Guide to Teaching Practice numerous developments, trends and initia-
tives have taken place in education. In 1984, perhaps portending the gloom of Orwell’s book with
the same date for its title, a small publication appeared entitled The Tightening Grip: Growth of
Central Control of the School Curriculum.* In it, the author suggested that ‘in a democracy, disper-
sion of control, rather than concentration at one level, is what is needed’.’ Some two decades later,
the situation does not appear to have been ameliorated. Rather, the opposite is the case. In the earlier
1990s, in a compelling analysis, Hargreaves® suggested an ‘intensification’ thesis: teachers’ work-
load and responsibilities were increasing at an exponential rate, evidenced by lack of time for
personal and professional development and preparation, limited professional control and personal
discretion over workplace activities and decision making, ‘chronic and persistent overload’, lack of
time for relaxation, indeed for even a proper lunch break. The effects of this, he argued, were the
creation of cultures of dependency on externally produced materials and reliance on others’ deci-
sions, and because there was inadequate time, to reduction in the quality of services provided in
education. His analysis was remarkably prescient.

One response to this situation, he suggested, was for governments and national agencies to
treat teachers as ‘recovering alcoholics’” who depend on step-by-step guidance on instruction, and
monitoring by inspection, imposed tests and curricula. Indeed, if we remain with his analysis, we
can identify specific government interventions to address the issues.

In connection with teachers’ workload and responsibilities the government issued a circular on
reducing the bureaucratic burden on teachers,® with advice on well-run meetings, written communi-
cations, preparing documents, receiving documents, pupils’ reports, schemes of work and lesson
plans, and use of school resources, most of which requirements were generated by the government
itself. What spectacular naivety! If only the solution were that easy. The problem did not go away.

The requirement for personal and professional development, and lack of time for decision
making, was addressed by relieving teachers of the responsibility to think for themselves: witness
the production of copious documents covering every aspect of education and planning, cascading
into schools in abundance, with thousands of pages of print. Exactly as Hargreaves had predicted,
the rush of documents, prescriptions and requirements has not been stemmed, constituting a litany
of consultations and responses from the centre to the periphery of education providers.

We are witness to the rise and fall of departments, agencies, individuals, governments and deci-
sion makers. Out go the Teacher Training Agency (TTA) and the Department for Education and Skills
(DfES); in come the Training and Development Agency for Schools (TDA) and the Department for
Children, Schools and Families (DCSF) (mischievously called the Department for Curtains and Soft
Furnishing by some!). David Blunkett has long departed in spite of not resigning as promised when
the national target for statutory tests at age 11 was not met. Since then there have been many
Secretaries of State for Education, all united under the banner of ‘standards’. Old wine, new bottles?

Perhaps one should not be uncharitable. There are many bold initiatives under way to improve
education, and the government has been active in pushing through multiple agendas for reform and
improvement. Under the flags of raising standards, excellence and social inclusion there have been
several initiatives; these are summarised in Box 1.
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Box 1: Interventions for school improvement

Continued attention to standards and target setting.

Moves to reduce violence and bullying in schools.

The imposition of synthetic phonics teaching following the report by Sir Jim Rose.

Government establishes statutory control of the whole education system from birth to 18 by adding the
Early Years Foundation Stage requirements.

Introduction of the concept of ‘school diversity’ to include ‘specialist’ schools (those offering a particular
specialism, e.g. technology, languages, arts, humanities), ‘academies’, training schools and ‘Leading Edge
Partnerships’.

The advocacy of personalised learning.

The legislation of the Children Act 2004 followed by the guidance Every Child Matters.

The introduction of the new National Curriculum at Key Stages 3 and 4.

The rewriting of standards for the award of qualified teacher status and requirements for initial teacher
education.

The provision of copious amounts of support materials and guidance for schools implementing the National
Curriculum.

A range of new Education Acts and White Papers designed to improve standards and effectiveness.

A package to encourage disadvantaged ‘gifted and talented’ pupils to apply for top universities.

The establishment of learning mentors.

The provision of guidance for raising the achievement of boys.

Test statistics and analysis available for schools from the RAISEonline (Reporting and Analysis for
Improvement through School Self-Evaluation) service coupled with even more detailed analyses from local
authorities.

New diplomas for the 14-19 age range.

The development of e-learning.

The review of the primary curriculum which was preceded by review of the teaching of reading and math-
ematics.

If one were to judge the effectiveness of a government by the quantity of initiatives then surely
the government would be close to ‘top of the class’. Yet, the very same innovations that have been
designed to bring improvements, to render teaching a more attractive option, to reduce the pressure
and workload on teachers, in many ways have had the opposite effect to that sought. One could not
fault the valuable documentation support provided by the government, and the need for support for
overworked teachers seeking guidance on a range of educational matters; yet it is rather like hitting
the jackpot on the ‘one-armed bandit’ in Las Vegas, only to find that one cannot possibly catch or
contain all the coins that are spewed out from the machine. The sheer weight of government docu-
ments is staggering. But even this pales into insignificance compared with the extraordinary growth
of government guidance on the internet.

In 2003 the government published the Green Paper Every Child Matters (ECM) prompted by
the tragic death of Victoria Climbié. Although such events are rare, sadly every year children
continue to die at the hands of those who are supposed to care for them. The response to such events
has repeatedly been calls for better communication between the services who work with children
including teachers, doctors, social workers and the police. Following consultations the government
published Every Child Matters: The Next Steps and passed the Children Act 2004. In 2005 the
government published The Children and Young People’s Plan (England) Regulations 2005. This
provided the statutory basis for the Children’s Plan: Building Brighter Futures, which was
presented to Parliament in December 2007. The Children’s Plan is a comprehensive ten-year strat-
egy with the aim ‘to make England the best place in the world for children and young people to
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grow up’.’ The desire for a world-class system, which has motivated governments since 1997, is still
present in this aim.

Goals and targets to drive up standards remain the government’s main mechanism for meas-
uring the success of the Children’s Plan:

Goals for 2020

35. The Children’s Plan also sets out goals for what we can and should achieve for our chil-
dren by 2020. These should be aspirational for both children and young people’s educational
attainment and for their wider wellbeing. We will consult widely over the next year on
whether these goals represent the right national ambitions:

enhance children and young people’s wellbeing, particularly at key transition points in
their lives

every child ready for success in school, with at least 90 per cent developing well across all
areas of the Early Years Foundation Stage Profile by age 5

every child ready for secondary school, with at least 90 per cent achieving at or above the
expected level in both English and mathematics by age 11

every young person with the skills for adult life and further study, with at least 90 per cent
achieving the equivalent of five higher-level GCSEs by age 19; and at least 70 per cent
achieving the equivalent of two A levels by age 19

parents satisfied with the information and support they receive

all young people participating in positive activities to develop personal and social skills,
promote wellbeing and reduce behaviour that puts them at risk

employers satisfied with young people’s readiness for work

child health improved, with the proportion of obese and overweight children reduced to
2000 levels

child poverty halved by 2010 and eradicated by 2020

significantly reduce by 2020 the number of young offenders receiving a conviction, repri-
mand or final warning for a recordable offence for the first time, with a goal to be set in
the Youth Crime Action Plan.

(p. 14)

To a certain extent, the Children’s Plan has become the focus of attention more than ECM. This and
the increasingly complex web of goals and targets can be seen in the revised outcomes framework
for ECM published in 2008 (http://www.everychildmatters.gov.uk/aims/outcomes/).

Since 1997, the government has expressed a laudable commitment to raising standards. The
White Paper Excellence in Schools 1997" outlined the government’s commitment to assessment and
accountability for raising quality. It placed social inclusion, partnerships and modernisation at the
heart of its agenda for education, and suggested requiring local education authorities to prepare
education development plans for raising quality. It included target setting by schools. Indeed the
Department for Education and Skills set requirements for specific statutory target setting. Since
1997, we now have the benefit of research evidence to show the extent to which government target
setting has really resulted in improved education. The majority of evidence has been collected in
relation to primary education, and it is not particularly good news for government. For example,
although there was evidence of improvement in statutory test scores for maths and English up to
2000, these plateaued from 2000 onwards. Even the gains up to 2000 can be explained by teachers
getting better at teaching to the tests."
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Whether the setting of such targets is unrealistically optimistic (particularly when there is
limited indication of resources to accompany such targets beyond advocacy of partnerships and
associations that might be involved),"> an important motivating feature or simply an irrelevance for
many schools and teachers battling with daily problems of indiscipline, staff shortages, curriculum
overload and a whole host of pressures is an open question. It is easy to set targets but difficult to
achieve them. Indeed one wonders what the penalties could possibly be for schools that fail to
achieve them. Does simply raising the bar alone improve performance? Surely not.

DEMOCRACY AND CONTROL IN QUESTION

The government’s approach to improving education is increased prescription and centralisation;
nothing in education is left untouched by the government and the overall picture appears water-
tight. The response to lack of time for personal and professional development is increased
centralisation and prescription, simply removing from teachers their need to make many profes-
sional judgements. The response to putatively falling standards is increased centralisation and
prescription, with an arguably unholy alliance with standards, targets and testing. It is a leap of
faith to rely so heavily on these as the engine of improved performance, or to employ testing to
destruction as a way of ratcheting up quality. Weighing the pig does not necessarily cause the pig
to grow. Underlining all of these agendas is a response to the perceived ills of education by increas-
ing control, direction and prescription. Whether nailing down required performances in documents
and statutory requirements ensures that performance flourishes is an open question; a bird whose
wings are clipped cannot fly. Owners clip birds’ wings so that they will remain with their mate
rather than fly away; birds become used to, even enjoy, their captivity. As Orwell indicated, we
come to love Big Brother!

There are more substantive issues at stake here than the simple transmission of government
prescriptions.” It is over fifty years since Karl Popper published the two volumes of The Open
Society and Its Enemies," which presents an analysis of democracy and the challenges that he saw
to it. In the open society individuals enjoy freedom, are aware of the dangers of power and illegit-
imate authority, and have regard for a plurality of values and opinions. For Popper, dissent is not
only to be tolerated but also actively encouraged, not least because it fits with his view of knowl-
edge and learning as essentially conjectural (incomplete, tentative, provisional, open) and subject to
constant refutation.” Dissent and challenge are essential ingredients if freedom, democracy and
human development are to thrive. By contrast, for Popper, a closed society is characterised by the
domination of a given and uncontested set of values, to which members have to assent, either by
force or by consent — hegemony.

Social and political institutions, including schools, Popper argued, need to put their prac-
tices to the test of critical scrutiny and debate, and to be judged by the extent to which they
promote democracy. The open society, for Popper, is democratic, and practises tolerance, dignity,
justice, respect for individual freedoms and differences of view, free speech and, at its founda-
tion, the freedom to judge one’s rulers. Respect for difference, rather than merely tolerance of it,
is central, as we learn from difference and dissent. Humans are fallible, society is fallible, know-
ledge is fallible, so they must constantly be open to critique, and the development of critique is
essential for democracy.

Teachers, Popper suggests, have the task of educating developing minds to think critically and
democratically, so that the open society can flourish. Democracy requires education, and free
speech in a democracy must require its free speakers to have something useful to say. The open
society is both an educated and an educative society. Such education bears several hallmarks; it:
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concerns itself with the furtherance of democracy

fosters critical judgement in students and teachers

requires students and teachers to question and justify what they are doing, saying, believing
and valuing

respects evidence and argument, even if it refutes currently held positions, i.e. views are open
to challenge and change

recognises individual fallibility and the tentative, conjectural and refutable nature of know-
ledge

respects others as having equal value in society

values and respects diversity and independence of ideas, views and values

gives all participants a voice

places the greater social good over self-interest.

Education, in this scenario, is not simply schooling in obedience or passivity — ‘specialised training
in the art of keeping down its human sheep or its human cattle’'* — nor is it instrumental as a serv-
ice activity, e.g. schooling for jobs or for entrance to higher education, but it is to provoke learning,
critique, the pursuit of the just, open society and a search for truth. Rather than being indoctrina-
tory, education is a potentially subversive activity since it develops the ability in students to
question, challenge and demand rational justifications for educational practices. For Popper, critique
and the opportunity for critique are fundamentals of the open society.

The consequences of Popper’s views for education are several. For example, the transmission/
delivery of a received curriculum is criticised for being, at heart, authoritarian, and hence illiberal,
however benevolent. In this vein the use of texts and prescriptions (as in the National Curriculum and
its associated assessment) as if they hold unassailable truths, and the practices of teachers who do
not, or may not be enabled to, expose themselves to challenge or critique are untenable. Transmission
teaching, reinforced by tests which simply check the learner’s abilities to reproduce given know-
ledge, is a one-way process, from the expert to the ignorant empty vessel. Moreover, it is not only an
impoverished characterisation of sentient humans but a misrepresentation of the uncertainty of
knowledge. Education and its associated testing is more than simply checking a student’s failure or
success in reproducing given material against given criteria. The criteria themselves have to be open
to critical scrutiny, and, where knowledge is tentative and conjectural, assessment leads to learning
from errors (refutations from conjectures) rather than public recognition of failure, as in league tables
of performance and the ‘naming and shaming’ of schools in difficulty.

Popperian education is more than telling people what to think; indeed, given the fallibility of
knowledge, it concerns raising doubts and uncertainties — ‘conjectures and refutations’.”” Of course,
that pushes education out of the comfort zone of teachers, students, societies, politicians and the
state.

It is an open question whether the government’s prescriptions, reinforced through statute,
assessment, inspection and all the instruments of constant surveillance (not least the terminology of
its key proponent, the Qualifications and Curriculum Authority), further Popper’s vision of democ-
racy or his nightmare of a totalitarian state policed by mind control and the ‘nanny state’, emanating
from a dirigiste government. We have great concern that the government’s prescriptions, for all their
benevolent intentions, may be contributing to a closed, monitored and undemocratic citizenry. The
issue of centralisation and prescription has a clearly antinomial character: on the one hand it can
promote learning, entitlement and the range of benefits that it ascribes to itself. But let us not be
naive; there is a powerful sub-text of control, compliance, conformity and instrumentalism within
it. Does the degree of centralisation, direction and prescription from the government’s interventions
in education promote or inhibit freedom, or both? The jury is out.
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We have argued that the student teacher entering the world of school will encounter a situa-
tion in which there is little latitude for personal autonomy. In the name of improving quality — surely
an endeavour with which one could not disagree — the government has taken an aggressively inter-
ventionist stance in telling people what they should do in education. We have been critical of this
on three counts: first, because it is not the task of government to do this, but in the interests of
democracy to adopt a much more ‘hands off > approach, albeit, as Popper would argue, with a safety
net to prevent poor quality; second, because the fall-out from such actions is causing more prob-
lems than it solves, e.g. the narrowing of the curriculum as a result of statutory testing; and third,
because the reliance on standards, testing, quality and their accompanying bureaucracy are a
misplaced response to the problems that education faces.

On the other hand, one could speculate whether teachers and schools, if left alone to exercise
their own autonomy, would arrive at a set of practices that differed widely from some of the
prescriptions of, say, the National Curriculum. Perhaps not. It is not an either/or situation — either
one supports the government’s actions or one is against them; that is simplistic. There is no doubt
that some of the government’s interventions have brought improvements, and its expressed concern
for social inclusion, be it out of desire or necessity in the face of the breakdown of social order, is
laudable. Further, we have painted a picture of teaching in which there seems to be little room for
autonomy; that could be contested and an overstatement — the day-to-day world of classrooms
necessarily relies on considerable teacher autonomy and routine on-the-job judgement to be exer-
cised; that is the professional duty and judgement of teachers interacting with learners in order to
promote learning.

Issues of control are clearly reflected in two distinct areas that have received attention from
government: creativity and the teaching of reading. The publication of the influential report by the
National Advisory Committee on Creative and Cultural Education (NACCE)" coincided with a
growing feeling in education that pupils’ experiences were too constrained by centralised prescrip-
tion. In particular there were fears that creativity was not being engendered in children and young
people in England. The importance of creativity was supported by the view in wider society that the
modern workplace puts a premium on those workers who can think creatively in order to innovate
and solve problems. In education, some government documents began to pay more attention to
creativity. The development of the National Strategies and the new National Curriculum at Key
Stages 3 and 4 were cases in point. Frequently, though, tensions were evident in such documents
because of the government’s approach to standards through the testing system, on the one hand, but
on the other the recognition that creativity was important. One of the most promising government
initiatives to emerge was Creative Partnerships (which is now part of the national agency Creativity,
Culture and Education). Considerable government money was invested in Creative Partnerships
with the aim of fostering creativity for children, young people and teachers.”” However, in spite of
this positive development, creativity remains an endangered element of children’s education.

In 2006 Sir Jim Rose’s report on the teaching of early reading was published. One of the
report’s conclusions was: ‘Having considered a wide range of evidence, the review has concluded
that the case for systematic phonic work is overwhelming, and much strengthened by a synthetic
approach’ (p. 20, italics added). The report was enthusiastically accepted in full by government who
moved quickly to develop a synthetic phonics programme called Letters and Sounds, which schools
can adopt or, if they prefer, use another government approved commercial synthetic phonics
programme (see http://www.standards.dfes.gov.uk/phonics/rosereview/). The Rose report was crit-
icised for the weakness of its evidence base.”® However, one of the other controversial features was
that for the first time government moved from only prescribing curriculum content to prescribing
teaching method. This continued a pattern of increasing control of teachers’ work. Pre-1988 teach-
ers had a relatively high level of teacher autonomy but the passing of the Education Reform Act
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1988 and the implementation of the first National Curriculum and testing system changed that
because secretaries of state for education were given powers to determine the curriculum. In 2006
there was another significant shift because government took control of teaching methods for the first
time (see Chapter 3 for more comment on this in relation to the curriculum).

STRESS IN TEACHING

We cannot escape the fact that teachers are under very great pressure, and, despite the pleasures of
working with developing minds and young people, their morale is low and they are leaving the
profession in droves. As the start of this chapter indicated, teachers hold the government responsi-
ble for this in terms of workload and prescribing initiatives — more means less.

That teachers are under stress is well documented.” Teachers were highlighted by medical
insurers in 1997 as being at high risk of stress-related illnesses, reinforced in 1998, 1999, 2000 and
2001 by further studies that indicated that:*

41.5 per cent of teachers reported themselves to be ‘highly stressed’

36 per cent of teachers felt the effects of stress all or most of the time

calls to the Teacher Support Line (http:// www.teacherline.org.uk/) show that the most common
concern is stress (25 per cent of calls) (http://www.teachersupport.info/index.cfm?a=63)

long working hours and workload were significant causes of stress, coupled with pressure of
inspections and pupil misbehaviour.

In 2001 the Department for Education and Skills commissioned PricewaterhouseCoopers to review
teachers’ workload® and found that:

teachers work more intensive weeks than other comparable managers and professionals,
routinely working more than a 50-hour week

teachers perceive a major problem to be lack of control and ownership over their work
rising expectations coupled with pupils’ misbehaviours and lack of parental support were
significant problems

more guaranteed non-contact time was needed for teachers to plan and prepare.

Teaching has consistently been ranked as a high-stress occupation. When compared with 26 other
professions teaching was found to be one of the six most stressful occupations. As a result of this,
specific websites for contact by teachers have been set up to cope with burgeoning teacher stress:

The Teacher Stress website (http://www.teacherstress.co.uk)

The Teacher Support Network (http://www.teachersupport.info/index.cfm?a=63)

The Stress and Work website (htttp://channel4.com/health/microsites/H/health/magazine/
stress/work_teachers/html)

The Teacherline Organization (http://www.teacherline.org.uk)

The National Healthy School Standard at the Wired for Health website
(http://www.wiredforhealth.gov.uk)

The Department of Health* published a significant document on teacher stress, its causes, treatment
and legal framework, indicating, for example, that 31 per cent of calls to a teacher support line
concerned workplace stress in state schools, in comparison with 8 per cent of calls from private
organisations.
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Too much stress leads to ‘learned helplessness’, a situation in which, because one is unable to
alleviate the situation because impossible tasks are set, one simply capitulates, surrendering one’s
autonomy to others; or it can lead to burnout and breakdown. Or one gets out.

Troman® reported that the main causes of teacher stress were: chronic strains in personal life;
the ‘intensification of work’ (cf. Hargreaves’s ‘intensification thesis’ mentioned earlier); teacher/
pupil relationships; staff relationships, and accountability. Kyriacou® reported that the main sources
of stress facing teachers were:

teaching pupils who lack motivation
maintaining discipline

time pressures and workload

coping with change

being evaluated by others

dealing with colleagues

self-esteem and status
administration and management
role conflict and ambiguity

poor working conditions.

Whilst he makes it clear that an individual’s stress is a unique and personal matter, nevertheless
there are social facts that indicate common patterns, and one can see that government interventions
in education bear some of the responsibility for this.

INDISCIPLINE AND BULLYING

A major source of teacher stress is the amount and handling of indiscipline in schools. There is
scarcely a day passes without the media reporting cases of bullying and violence between students
and towards teachers. The matter gained huge coverage with the murder of the head-teacher Philip
Lawrence in London, and the earlier murder of Nikki Conroy, a teenager in a Teesside school, by
an intruder, but these were only two incidents out of thousands.

In a study of over 2,000 schools,” some of the school violence was found to be crime- and
drug-related, over a third of the schools (38.7 per cent) had been burgled (43.9 per cent of these with
more than one burglary), with theft (38.3 per cent), robbery with threat and actual violence (1.9 per
cent), malicious damage (56.6 per cent) and arson (7.2 per cent) reported. Staff had been verbally
abused by parents in 50.3 per cent of the schools, in the majority of cases more than once, with other
outsiders verbally abusing teachers in 26.9 per cent of cases. The severity of assaults was graded on
a three-point scale: Level 1 comprising spitting, pushing and unwanted touching; Level 2 compris-
ing hitting with a fist, being punched or kicked; Level 3 comprising being hit with a weapon or other
object. 16.1 per cent of respondents reported physical abuse on teachers by pupils at Level 1 and
18.7 per cent at Level 2, in the majority of cases more than once, with 2.9 per cent at Level 3. 12
per cent of the schools had found pupils carrying weapons on the school premises. 27.1 per cent
reported outsiders causing disturbance on school premises, and 26.7 per cent of parents causing
disturbance on school premises. More schools reported assaults by pupils on pupils at Level 2 than
Level 1 (50.7 per cent and 47.4 per cent respectively), and around one in 14 schools reported Level
3 assaults on pupils by pupils.

The responses to this state of affairs have been several. For example, most schools have
restricted entry and increased security systems, including the identification and registration of visi-
tors and the locking of entrances to schools; most schools have policies to deal with bullying,
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intruders, and violence; staff and pupils have been trained in personal safety and restraint; links to
the local police have been strengthened. Dealing with discipline problems and maintaining disci-
pline were reported to be major causes of stress in teachers.” The government’s policy of inclusion
has had the effect of having classes each with a significant number of disruptive students, the prob-
lem being worse in secondary schools than primary schools.” Indeed, after workload, pupils’
behaviour was the most frequent reason that teachers gave for leaving the profession. In one study
reported in 2001, 61 per cent of 700 teachers reported that they had either witnessed or been
involved in physical or verbal abuse, and in another report of the same year one in ten teachers had
been physically assaulted by a pupil in the previous year. The problem is not confined to physical
assault; rather it is the daily dose of verbal abuse and misbehaviour that wears down teachers, with
pupils lighting textbooks, throwing furniture, slamming doors, swearing and screaming, threatening
teachers sexually, refusing to work, and general physical restlessness. Such behaviour is not the
preserve of teenagers; it happens in the infant school.”

One government response to this has been the issuing of guidelines on procedures for dealing
with intruders, violence, safety and bullying, with specific indication of legal redress.*' Teachers and
student teachers should not have to put up with violence or abuse, racial or sexual harassment; these
are not part of the job. Student teachers will need to find out the school’s procedures for handling
violence, bullying, assault and discipline matters.

With regard to bullying, it was reported in 2001 that over half of all British school children
had been bullied. One in ten of those reported severe bullying which included physical violence;
one third of all girls and one quarter of all boys reported that, at some time, they had been fright-
ened of going to school, and at least 16 pupils’ suicides each year were attributable to bullying.” 4.1
per cent of all children reported being bullied several times a week, and 32.3 per cent of children
reported being bullied once or twice a week. 18.7 per cent of 10-year-olds, 13.1 per cent of 11-year-
olds, 12.1 per cent of 12-year-olds, 10.5 per cent of 13-year-olds and 7.5 per cent of 14-year-olds
reported being bullied. Perhaps equally alarming were the reports on children as bullies in the same
document: 5.3 per cent of 10-year-olds; 1.4 per cent of 11-year-olds; 2.8 per cent of 12-year-olds,
3.6 per cent of 13-year-olds, and 3.3 per cent of 14-year-olds.” For 10- and 11-year-olds this extrap-
olates to around 35 bullies in the 10—11 age range in a school of 500 students, and 97 bullies in the
12—-14 age range in a secondary school of 1,000 pupils. The statistics are more than alarming. Indeed
the same report indicated that, in a survey of 300 secondary schools in England and Wales, 82 per
cent of teachers were aware of verbal incidents and 26 per cent were aware of physical incidents
(p. 15).

Three categories of bullying have been identified:*

1 physical (e.g. kicking, hitting, theft, being pushed about, attack, having one’s possessions
thrown around, being forced to hand over money or property (extortion), pinching, use of a
weapon, hiding property (e.g. a school bag, clothes, shoes), spoiling things such as clothes,
writing on books or homework, destroying a game, and sexual harassment)

2 verbal (e.g. name calling, taunts and gestures, threats, racist remarks, teasing, comments about
looks, or religion, sarcasm, ridicule)

3 indirect (e.g. spreading rumours, being ignored, excluding someone from a social group).

In 2007, the government introduced new overarching guidance for schools within their Safe to Learn
documents.” Safe to Learn defines bullying as: ‘Behaviour by an individual or group, usually repeated
over time, that intentionally hurts another individual or group either physically or emotionally’ (p. 6).

Government has repeatedly made suggestions for action, including policies, monitoring, inter-
vention, implementation of interventions, reporting, investigating bullying, whole-school
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approaches, tackling the issue through the school curriculum (e.g. in Personal, Social and Health
Education) from age 5, assertiveness training for pupils, liaison with other services (the police,
social services, libraries, leisure services), punishments, procedures for identifying bullies and
victims, support groups for victims, how pupils should react to bullies, handling specific forms of
bullying (racist, sexual, special needs, homophobic), reducing the risk of bullying (e.g. playground
action), working with parents, and advice for pupils, parents and families.

One of the newer forms of bullying is cyberbullying which is the use of ICT, particularly
mobile phones and the internet, deliberately to upset someone. Cyberbullying has to be taken just
as seriously as other forms of bullying. One aspect of it is that bystanders can easily become perpe-
trators if they are not careful. For example, taking part in online polls or discussion groups can mean
that they become accessories to the bullying. Schools have to have sanctions for this kind of behav-
iour just as they do for other forms of bullying. The government documents also cover racist
bullying and homophobic bullying (for a powerful example of a secondary teacher who’s teaching
for citizenship involves challenging pupils’ use of sexist, racist and homophobic language see
Keddie’s article in the Cambridge Journal of Education.™

The Directgov website (http://www.dfes.gov.uk/bullying) has useful information for teachers,
pupils and parents on bullying, as it does for many other topics.

The prescriptions appear sensitive, sensible and helpful. How far they improve the situation is
another open question. Simply writing documents could be seen as cosmetic. The problem of indis-
cipline and bullying seems less than tractable; if there were simple solutions we would have found
them. How far the government has contributed to the very problems that teachers face through its
unwavering and uniform prescription, with a massively disaffected set of pupils (one estimate puts
a figure of 50,000 pupils truanting each day),” being forced to learn, and teachers being forced to
teach contents in which pupils have little interest, is debatable. Real ground-level developments are
needed, and they cost money.

SCHOOL DIVERSITY

In the past, beacon schools (phased out in 2005) were an example of what is now part of school
diversity. Government describes school diversity as a structural element of the education system
which enables schools to develop an individual ethos, special character and areas of specialism. The
information on the Standards Site claims that the government actively promotes diversity in
education and that this is part of Britain’s educational history. However, the kind of government-
controlled diversity is rather different from the diversity that is part of, for example, A.S. Neill’s
famous Summerhill School, or early years settings inspired by Reggio Emilia which recognise the
need for children to exercise control over their learning, or even the diversity that is part of schools
in the private sector. The two ideas that underpin school diversity are specialisation and collabora-
tion, which can be seen in the ways that diversity is promoted.

Leading Edge Partnership programme

High-performing specialist schools are encouraged to play a central reform role to help schools in
their locality, that are struggling to raise standards by sharing their expertise and resources.

Academies

Academies are all-ability, state-funded schools established and managed by sponsors from a wide
range of backgrounds, including high-performing schools and colleges, universities, individual
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philanthropists, businesses, the voluntary sector and the faith communities. According to govern-
ment, the sponsors of academies ‘challenge traditional thinking on how schools are run and what they
should be like for students. They seek to make a complete break with cultures of low aspiration which
afflict too many communities and their schools.” At the time of writing there were 85 academies open.

Specialist schools

Specialists schools have a particular focus on certain subjects in the curriculum while at the same
time continuing to offer a broad and balanced education. The specialisms are: arts, business and
enterprise, engineering, humanities, languages, mathematics and computing, music, science, sports,
and technology. The schools are in partnership with private sector sponsors and supported by
additional government funding.

Training schools

Training schools are centres of excellence for training. As well-managed and successful institutions
they are expected to add to this by supporting the training of teachers including those in other
schools and those who are new to the profession. They are expected to work with teacher training
providers and they are encouraged to evaluate their impact through research.

There is always the danger that with a multitude of initiatives there can be a loss in policy
coherence. In recognition of this, government emphasised the wider idea of planning school diver-
sity. This is where local authorities and schools in an area work towards a shared strategic pattern
of specialist provision. Diversity Pathfinder Projects were set up in six areas in England in order to
plan for school diversity. However, these were only expected to run until 2005, so it is not clear how
coherence will be maintained.

The most controversial aspect of school diversity that has been a feature of academies has
been the idea of partnership between private and public institutions in order to raise finance. Many
people are concerned about the particular influence that private companies might have on children’s
education. One of the ways that academies are being evaluated is the extent to which test and exam-
ination scores compare to other kinds of schools in similarly deprived areas. This is likely to be a
highly contested area that has many parallels with the Charter Schools debates in the USA.
Although the commitment to improving standards is welcome, the main solution seems to be
through relatively short-term initiatives that are, in terms of time, related to the political cycle.
However, research would suggest that improving schools in challenging circumstances requires
much more sustained work.*

CHANGING THE NATURE OF TEACHING

The effect of many interventions is to change the nature of teaching very considerably. From being
a key macro-decision maker, the scope of a teacher’s decision making has been attenuated consid-
erably; teachers are largely the agents of, the implementers of, major decisions taken elsewhere. The
sphere of their decision making concerns how to implement others’ agendas, and their own class-
room role in this. Many teachers may feel comfortable with this, as it reduces the burden of their
decision making and because it is seen as a move toward the creation of ‘high-reliability schools’.

High-reliability schools possess several characteristics, many of which are characterised by
standardised procedures:** schools where reliability through policies, procedures and consistency of
practice and behaviour is a powerful device for raising achievement (bureaucracies lift the trailing
edge of organisations to an acceptable minimum).* This might be the case for ‘failing schools’,
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where the absence of procedures or consistency contributes to their weakness. High-reliability
might be a useful concept, in that it involves:*

massive investment in training

detailed identification and rectification of weaknesses

a limited number of explicit goals

standard operations which are applied consistently

adequate resources for the school’s operations

the alignment of management, administrative, curricular, pedagogic and cultural subsystems
towards achievement of the school’s goals

a blend of centralisation and controlled delegation

efficient and extensive communication

extensive back-up facilities and knowledge about the operations
close monitoring of activities and people.

Documenting everything, having procedures for everything, in short bureaucratising teaching, is
one approach to raising standards. For other schools the procedures-driven mentality undermines
their excellence (and bureaucracies can suppress excellence),” identity and uniqueness. Indeed it
misrepresents the nature of education, as in essence it is non-standardised (because individuals are
individual!), and because the impersonality and dehumanisation of a procedures-driven view misses
the heart of the educative process.

We ought not to be too dismissive of this approach. For example the benefits of consistency
have been well documented in school effectiveness research, not least in reducing bad behaviour in
schools. That this is an important matter is well attested to by the reported incidence of bullying and
violence in schools, on pupils and on teachers, reported earlier.

Teaching risks becoming a delivery system, a given rather than a negotiated activity.
Somewhere buried in the whole picture there are people, not robots. Many teachers, having come
into the profession with high ideals, find that these soon evaporate; teaching becomes simply a job,
an occupation not a vocation. Education becomes a commodity like any other. This is a terrible loss.

The context of teaching practice, then, is mixed. Student teachers should be under no illusions:
teaching is tough. It is not a profession for the faint-hearted. There are multiple issues to be faced
in entering classrooms. On the one hand there is a range of statutory requirements and initiatives
whose effect has been seen to be the creation of stress, a flight from teaching, innovation fatigue
and a very heavy workload, and a surfeit of documentation for teachers to absorb.

On the other hand, lest we be accused of being merely negative, we have to keep in mind that
at the heart of education lie people, sentient, creative, full of potential, interacting with humour,
imagination and personalities. That separates teaching from many other walks of life. We perhaps
have to remind ourselves frequently about this, to restore the sense of vocation that may have
brought us into teaching.

Further, though it is easy to carp about governments, nevertheless it would be difficult to crit-
icise the beneficent intent of government in tackling deep and problematic issues in the education
service. Whether we think they are going to the heart of the problem, whether we think their inter-
ventions are desirable, whether we think that the resources that they are putting into education are
well targeted or misguided, whether we believe that the government is straying into areas of control
and prescription into which it ought not be straying, or whether we think the government has ‘got
it right’, nevertheless it would be a hard-hearted commentator who would not wish to applaud its
commitment to improvement of the education service for all.

The government’s provision of guidance documents on all aspects of teaching is a worthy
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accomplishment. Student teachers will find much to praise in them, and will be able to draw valu-
able guidance from them together with practical advice and concrete suggestions. For some they
reduce teacher autonomy, thinking and decision making; for others they provide welcome support
and give a clear picture of expectations and actions.

We have tried to paint a realistic picture of the context of teaching and for teaching practice.
Our palette has frequently been a little unattractive; it has also been replete with references to
government actions. Nonetheless we have a duty to be faithful to the real situation in many schools,
and considerable government involvement in education is quite simply the order of the day. We pick
up the issues that this raises throughout the book. However, most schools are not negative places,
and they are not all bear gardens; most schools are delightful and many children never let us down
in their positive desire to learn, to work, to have good relationships with each other and with their
teachers. It is good to be with them. We must be optimists.
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Teacher Training
Requirements

INTRODUCTION

The Training and Development Agency for Schools (TDA) has responsibility for providing guid-
ance, frameworks and enactment of government policy for important aspects of initial teacher
education (also called Initial Teacher Training (ITT)). The TDA’s published remit is as follows:'

The TDA will work with the DCSF to ensure:

High-quality teaching and learning in every classroom, by securing a sufficient supply
of new teachers and effective continuing professional development.

Ongoing workforce reform in schools to secure effective staff deployment that addresses
local needs so teachers, schools and children realise the benefits.

Closer co-operation between, and integration of, schools and other children’s services to
meet the needs of children and families.

Support for the development and roll out of extended schools.

We are also responsible for:

Increasing the number and quality of science, technology, engineering and maths teachers.
Leading on the development of a new qualification for teachers: the Masters in teaching
and learning.

Supporting special educational needs and disability training for the workforce.
Providing training and development opportunities to support staff.

Supporting the implementation of the national agreement.

Government control of ITT has been extended in order to cover teachers’ professional development
throughout their career. There are standards not only for ITT but also for the various career stages:*

Q — qualified teacher status

C — core standards for main scale teachers who have successfully completed their induction
P — post-threshold teachers on the upper pay scale

E — excellent teachers

A — advanced skills teachers (ASTs)
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Each set of standards builds on the previous set. So, for example, an advanced skills teacher has to
satisfy the A standards as well as those for C, P and E.

Much of ITT takes place in schools, on variants of an internship model. This has been both
welcomed and criticised. It has been welcomed as an opportunity to break the perceived strangle-
hold of initial teacher education by institutions of higher education and to ensure a highly
professionally, relevant ITT programme. It has been criticised for trying to offload onto schools
responsibilities which they neither have time to undertake, nor should be undertaking (schools exist
to promote learning in pupils, not to train teachers, or to use pupils as ‘guinea pigs’ for novice teach-
ers). Indeed Maguire et al.* comment on an anomaly, wherein schools are being blamed for poor
performance yet are being used to train the very teachers who might work in such schools follow-
ing the completion of the ITT courses. All trainee teachers must be prepared to teach across at least
two or more consecutive age ranges:

Foundation Stage, age 3-5
School years 1-2, age 57
School years 3-4, age 7-9
School years 5-6, age 911
School years 7-9, age 11-14
School years 1011, age 14-16
School years 12—-13, age 16-19

and they must also be familiar with the expectations, curricula, strategies and teaching arrangements
in the age phases immediately before and after the ones they are trained to teach. The TDA has tied
ITT very closely into the preparation of teachers to teach the National Curriculum alone, or largely
alone. The desirability of this is a moot point.

The requirement to have much of the ITT taking place in schools means significant periods of
school placement, as follows:*

a four-year undergraduate QTS programme — 160 days (32 weeks)

a two- or three-year QTS undergraduate programme — 120 days (24 weeks)
a secondary graduate QTS programme — 120 days (24 weeks)

a primary graduate QTS programme — 90 days (18 weeks)
employment-based schemes — determined by the training programme.

Each student teacher must have experience in at least two schools or other settings (provided that
these enable the student to achieve the standards required for qualified teacher status (QTS)).

There is a differential proportion in the amount of school-based work in ITT programmes. For
all secondary and Key Stage 2/3 postgraduate programmes the proportion of school-based work is
very high; for primary postgraduate programmes the proportion is smaller. How this is justified is
opaque. In its effects it means that, for students preparing to teach in primary postgraduate
programmes, the pressure on non-school-based work taking place in higher education institutions
and work in school is immense, in order to cover all the aspects of ITT to meet the standards
required for QTS, indeed to be fit to teach a spectrum of subjects and to take on the extended role
of teachers. For intending postgraduate secondary school and KS2/3 teachers the pressure is simi-
larly huge, as the amount of time out of school is minimal.

For ITT to happen effectively requires the development of active partnerships between
schools and institutions that provide initial teacher education in respect of:’
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Partnership requirements

R3.1 That partners establish a partnership agreement setting out the roles and responsibilities
of each partner.

R3.2 That partners work together to contribute to the selection, training and assessment of
trainees against the QTS standards.

Moderation of assessments of trainees is required to ensure reliability, accuracy, parity and stan-
dardisation across schools and providers.

STANDARDS FOR THE AWARD OF QUALIFIED TEACHER STATUS

Those who are awarded QTS are required to meet the following standards, set into three interrelated
sections of:

1 professional attributes
2 professional knowledge and understanding
3 professional skills.

These standards apply to teachers of all the age ranges and are not differentiated according to age
phases. These are set out below.
Those recommended for the award of QTS (Q) should meet the following criteria:

Professional attributes

Relationships with children and young people

Q1 Have high expectations of children and young people including a commitment to
ensuring that they can achieve their full educational potential and to establishing fair,
respectful, trusting, supportive and constructive relationships with them.

Q2 Demonstrate the positive values, attitudes and behaviour they expect from children
and young people.

Frameworks

Q3 (a) Be aware of the professional duties of teachers and the statutory framework within
which they work.

Q3 (b) Be aware of the policies and practices of the workplace and share in collective
responsibility for their implementation.

Communicating and working with others

Q4 Communicate effectively with children, young people, colleagues, parents and carers.

Q5 Recognise and respect the contribution that colleagues, parents and carers can make
to the development and wellbeing of children and young people and to raising their
levels of attainment.

Q6 Have a commitment to collaboration and co-operative working.

Personal professional development

Q7 (a) Reflect on and improve their practice, and take responsibility for identifying and
meeting their developing professional needs.

Q7 (b) Identify priorities for their early professional development in the context of induction.
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Q8
Q9

Have a creative and constructively critical approach towards innovation, being
prepared to adapt their practice where benefits and improvements are identified.
Act upon advice and feedback and be open to coaching and mentoring.

Professional knowledge and understanding

Teaching and learning

Q10

Have a knowledge and understanding of a range of teaching, learning and behaviour
management strategies and know how to use and adapt them, including how to person-
alise learning and provide opportunities for all learners to achieve their potential.

Assessment and monitoring

Q11

Q12
Q13

Know the assessment requirements and arrangements for the subjects/curriculum
areas they are trained to teach, including those relating to public examinations and
qualifications.

Know a range of approaches to assessment, including the importance of formative
assessment.

Know how to use local and national statistical information to evaluate the effective-
ness of their teaching, to monitor the progress of those they teach and to raise levels
of attainment.

Subject and curriculum

Q14

QI15

Have a secure knowledge and understanding of their subjects/curriculum areas and
related pedagogy to enable them to teach effectively across the age and ability range
for which they are trained.

Know and understand the relevant statutory and non-statutory curricula and frame-
works, including those provided through the National Strategies, for their
subjects/curriculum areas, and other relevant initiatives applicable to the age and abil-
ity range for which they are trained.

Literacy, numeracy and ICT

Q16
Q17

Have passed the professional skills tests in numeracy, literacy and information and
communications technology (ICT).

Know how to use skills in literacy, numeracy and ICT to support their teaching and
wider professional activities.

Achievement and diversity

Q18

Q19

Q20

Understand how children and young people develop and that the progress and well-
being of learners are affected by a range of developmental, social, religious, ethnic,
cultural and linguistic influences.

Know how to make effective personalised provision for those they teach, including
those for whom English is an additional language or who have special educational
needs or disabilities, and how to take practical account of diversity and promote
equality and inclusion in their teaching.

Know and understand the roles of colleagues with specific responsibilities, including
those with responsibility for learners with special educational needs and disabilities
and other individual learning needs.
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Health and wellbeing

Q21 (a) Be aware of the current legal requirements, national policies and guidance on the
safeguarding and promotion of the wellbeing of children and young people.

Q21 (b) Know how to identify and support children and young people whose progress, devel-
opment or wellbeing is affected by changes or difficulties in their personal
circumstances, and when to refer them to colleagues for specialist support.

Professional skills

Planning

Q22  Plan for progression across the age and ability range for which they are trained,
designing effective learning sequences within lessons and across series of lessons and
demonstrating secure subject/curriculum knowledge.

Q23  Design opportunities for learners to develop their literacy, numeracy and ICT skills.

Q24  Plan homework or other out-of-class work to sustain learners’ progress and to extend
and consolidate their learning.

Teaching

Q25 (a) Use a range of teaching strategies and resources, including e-learning, taking practi-
cal account of diversity and promoting equality and inclusion.

Q25 (b)Build on prior knowledge, develop concepts and processes, enable learners to apply
new knowledge, understanding and skills, and meet learning objectives.

Q25 (c) Adapt their language to suit the learners they teach, introducing new ideas and
concepts clearly, and using explanations, questions, discussions and plenaries effec-
tively.

Q25 (d) Demonstrate the ability to manage the learning of individuals, groups and whole
classes, modifying their teaching to suit the stage of the lesson.

Assessing, monitoring and giving feedback

Q26 (a) Make effective use of a range of assessment, monitoring and recording strategies.

Q26 (b) Assess the learning needs of those they teach in order to set challenging learning
objectives.

Q27  Provide timely, accurate and constructive feedback on learners’ attainment, progress
and areas for development.

Q28  Support and guide learners to reflect on their learning, identify the progress they have
made and identify their emerging learning needs.

Reviewing teaching and learning
Q29  Evaluate the impact of their teaching on the progress of all learners and modify their
planning and classroom practice where necessary.

Learning environment

Q30  Establish a purposeful and safe learning environment conducive to learning and iden-
tify opportunities for learners to learn in out-of-school contexts.

Q31  Establish a clear framework for classroom discipline to manage learners’ behaviour
constructively and promote their self-control and independence.
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Teamworking and collaboration

Q32  Work as a team member and identify opportunities for working with colleagues, shar-
ing the development of effective practice with them.

Q33  Ensure that colleagues working with them are appropriately involved in supporting
learning and understand the roles they are expected to fulfil.

The TDA website provides guidance ‘to help providers exercise their professional judgement’ when
using the standards and ITT requirements. QTS Standards Guidance,” includes details of the scope
of each of the statements and the expectations. Each standard has separate guidance broken down
to the following sections: rationale; scope; questions; cross-references; sources of evidence;
resources. For example, standard Q1 has the following rationale:

Education is part of the process through which people acquire values and learn to apply those
values in the attitudes they adopt and the ways they behave. Teachers recognise the role they
play in this process and demonstrate appropriate values, including a professional commitment
to raising the educational achievement of all learners.

Children and young people are more likely to thrive if they feel that they are valued and
are confident that their teachers and their peers will support them. They are more likely to
behave in a positive and constructive manner, and adopt appropriate values and attitudes,
when they encounter such behaviours, values and attitudes in their teachers.

The suggested sources of evidence to demonstrate this standard:

Evidence about trainee teachers’ commitment, attitudes, behaviour and expectations of learn-
ers’ achievement are likely to emerge from most aspects of their professional practice
including the ways they conduct themselves throughout the school and in the wider learning
environment. Trainees’ planning will demonstrate how they aim to develop specific values,
attitudes and behaviour in children and young people.

The idea that this level of prescription will help those working in ITT to ‘exercise their professional
judgement’ (and, by implication, help trainee teachers more effectively) is highly questionable. This
is spoon-feeding at an extraordinary level given that most ITT tutors and mentors have many years
of teaching and management experience themselves, often coupled with Masters or doctoral-level
study, as well as, for some, considerable academic track records.

It is a good idea for students to acquaint themselves with this guidance because it will show
them the way that their training, and increasingly their careers, will be structured. If the situation
smacks of Foucault’s® constant surveillance and ‘interrogation without end’, then we consider this
to be a fair assessment of actuality. The requirements for evidence suggest that student teachers
themselves may have to ensure that they have had the opportunity to experience and demonstrate
the contents that are assessed during their teaching practice.

Since the inception of the competence-based movement in initial teacher education (and
though the terminology of ‘competence’ has been dropped, the concept is still alive and well in
practice in the ‘standards’), the achievement of standards/competencies is usually recorded in a
developing profile or portfolio called a record of professional development (or RPD). The stan-
dards for QTS feature significantly in action planning. An action plan is the outcome of a review
of present achievements of the standards and a process wherein the student teacher is guided
into electing which standards need to receive attention and when they are to be addressed — in
schools and during a student teacher’s course. If a student teacher is to meet the standards during
the course then an initial appraisal of ‘threshold’ performance is necessary and becomes the
springboard into future action planning. Though the nature of the development of student teach-
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ers in principle is student teacher-driven, the reality of the situation is that usually student teach-
ers often do not have the appropriate background or expertise to assess their own performance
or to plan for its development. Indeed that is why they come onto the course in the first place!

It is possible to meet this problem by having experienced and significant others — often tutors
and mentors — prescribing a route or sequence through the lists of the standards and advising on
areas for development and action planning. We address just such a sequence throughout the book,
for example Box 2.

Box 2: A sequence of elements to meet the standards for the award of QTS

Professional values and practice
E.g. how to have high yet realistic expectations; taking account of pupils’ backgrounds; treating learners with
respect and consistency; being a model of good learning; effective communication with all stakeholders;
contributing to the corporate life of schools; learning from a range of parties; self-evaluation.

\

Knowledge and understanding
E.g. knowledge of the subject they are to teach; understanding of the National Curriculum that they are to teach:
its aims and values, contents and programmes of study, general teaching requirements, teaching arrangements
in their key stages, understanding of how learning takes place and the factors that affect it, use of ICT in teach-
ing and learning, understanding the Special Educational Needs Code of Practice; understanding of a range of
strategies for promoting positive behaviour.

¥

Teaching and class management (discipline and relationships)
E.g. being proactive, vigilance, transitions, routines and rules, controling movement, setting realistic and
manageable tasks, acting reasonably and fairly, use of praise and encouragement, being clear in demands and
expectations, promoting a positive environment, communicating, timing, developing motivation in children,
maintaining tolerance and a sense of humour.

N

Teaching and class management (teaching techniques)
E.g. introducing, explaining, questioning, summarising, use of voice, dividing attention, listening, eliciting,
demonstration, giving feedback, class, group and individual teaching, timing, beginning, continuing, finishing,
transitions.

¥

Teaching and class management (teaching and learning styles)
E.g. use of whole-class, group, individual work, formal, informal, didactic, experiential, gain insights into how
children are learning and what affects this.

¥

Planning, expectations and targets
E.g. subjects, topics, cross-curricular skills, matching, differentiation, breadth, balance, continuity, progression,
sequence, timing, subject knowledge, objectives, coverage of Attainment Targets and programmes of study,
analysis of task demands and task, drawing up schemes of work and lesson plans, communicating purposes
to children, providing for children with special educational needs, creativity and imagination.

N

Monitoring and assessment
E.g. providing valid diagnoses, diagnostic teaching, judging, recording, observing, reporting, use of Level
Descriptions, covering core and foundation subjects and other aspects of children’s development, selecting
appropriate assessment criteria, providing feedback, providing for children with special educational needs,
recording and reporting, carrying out a range of types of assessment for a range of purposes and audiences.
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The sequence in Box 2 draws on the experience of tutoring many student teachers before the
first whisper of ‘standards’ was heard. This box addresses from very early on the questions that are
usually uppermost in many student teachers’ minds: ‘Can I keep order?’ ‘Can I avoid a riot?’

Moreover this sequence recognises that very little teaching, attention to teaching and learning
styles, and curriculum planning can be considered unless discipline has been established. This box
also reflects the sequence in which student teachers learn to teach during their teaching practice,
whereby initially they work alongside a teacher, taking the initiative from the teacher and, typically,
begin by working with small groups, trying out teaching techniques and teaching and learning styles
(discussed in Parts II and IIT). Gradually the responsibility for curriculum planning (initially perhaps
for a small group, increasing by stages as confidence grows until working with the whole class)
passes from the class or subject teacher to the student teacher. As confidence and accomplishment
grow in these areas so the student teacher can begin to take stock of individual differences in the
students and plan appropriately for differentiation and progression, both of which are contingent on
formal and informal assessment (discussed in Part IV).

The standards for QTS are addressed not only during teaching practice but also through those
elements of courses that typically take place in institutions of higher education. Typically, the under-
standing required to demonstrate the standards begins in the early input at the institution. However,
full understanding for the standards can only be demonstrated through the active process of teach-
ing in schools. One part of the assessment of standards comes from students’ writing assignments.
These assignments are often structured so that students can reflect on school experience in the
context of the wider picture of theory and research. In recent years, many PGCE courses have
moved towards offering Masters level accreditation for some written assignments. The need to
engage critically with theory, research and practice is an essential part of this work. This kind of
critical reflection is also an essential part of the most effective ITT partnerships and of the most
effective teaching.

Each of the statements of standards for the award of QTS is an amalgam of different types,
numbers and orders of sub-components; some are task-related, some person-related, some generic,
some discrete, some low-level and others of a higher-order.’ The operationalisation of each standard
risks the same problems as behavioural objectives, namely that it becomes impossible to avoid
devising and endeavouring to complete lengthy lists of sub-components for each standard — an
unworkable system.'” Hence a degree of professional judgement must be exercised by those
involved in assessing and planning for the achievement of these standards.

SKILLS TESTS IN NUMERACY, LITERACY AND ICT

In addition to the evidential bases for the standards for the award of QTS, student teachers are
required to take skills tests in numeracy, literacy and ICT. There is no limit to the number of times
the skills tests can be taken, but the award of QTS is contingent on passing them. Support and
sample/practice interactive test materials are available from the TDA, as are details of how and
where to register for the tests (http://www.tda.gov.uk/skillstests.aspx).

The QTS skills test in numeracy is intended to ensure that everyone qualifying to teach has a
good grounding in the use of numeracy in the wider context of their professional role as a teacher.

The numeracy QTS skills test requires you to show that you can:

carry out mental calculations using time, fractions, percentages, measurements and conversions

interpret and use statistical information accurately, and
use and apply general arithmetic correctly.
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The numeracy test involves mental arithmetic, using and interpreting statistical information, and
using and applying general arithmetic. The test is in two parts and covers:"

Mental calculations of:

time

amounts of money

proportions, fractions and/or decimals

percentages

measurements (e.g. distance, area)

conversions (e.g. from one currency to another, from fractions to decimals or percentages),
and

combinations of one or more of the following processes: addition, subtraction, multiplication,
division.

On-screen work on:

Interpreting and using statistical information. Candidates will be expected to:

—  identify trends correctly

—  make comparisons in order to draw conclusions, and

—  interpret information accurately.

Using and applying general arithmetic. Candidates will be expected to use and apply general
arithmetic correctly using:

—  time

—  money

—  proportion and ratio

—  percentages, fractions and decimals

—  measurements (e.g. distance, area)

—  conversions (e.g. from one currency to another, from fractions to decimals or percentages)
—  averages (including mean, median, mode and range where relevant), and

—  simple given formulae.

On-screen questions may draw on graphs, charts and tables, using information that teachers are
likely to meet in school (e.g. test results, absences, reading ages, student numbers).

The literacy test begins with an audio spelling section, then moves to questions on punctua-
tion, grammar and comprehension. It requires student teachers to be able to:"

spell correctly, including words which appear in a teacher’s professional written vocabulary
punctuate texts with a professional content, in a helpful and consistent way

understand and analyse the kind of texts teachers encounter in their professional reading
recognise where writing does not conform to standard English, where it fails to make sense
and where the style is inappropriate.

The ICT test contains tasks which require use of word-processing, presentation packages, databases,
spreadsheets, e-mail and web-browsers. The test covers:"

general skills
researching and categorising information
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developing and modelling information
interrogating and manipulating information
presenting and communicating information.

MENTORING

The success of the use of standards for developing and assessing student teachers’ achievements
relies on the sensitive support given to the student teacher in the school by the mentor and in the
institution of higher education by the appropriate tutor. The development of a realistic action plan
by, with and for student teachers is often the outcome of a review with a mentor. A mentor is a
named teacher in the school (often in a middle or senior management position) who has responsi-
bility for:

advising student teachers how to teach their particular subjects

developing student teachers’ understandings and appreciation of how students learn and how
learning can be planned

advising student teachers on class management and the planning of curricula and assessment.

In short the mentor has a significant role to play in the student teacher’s development as a reflective
practitioner.” The role of the mentor is multifaceted and complex, for in addition to providing
content and skills-focused advice and support there is a large interpersonal and psychological
dimension. The role includes some aspects of apprenticeship,” but moves beyond these to co-
mentoring, mutual learning, co-operative learning (mentor and mentee) in ways in which the mentor
acts as a support for the student teacher, motivating, empowering, raising awareness, providing
feedback and advice, reviewing sessions and guiding future planning, acting as a ‘critical friend’ —
an unthreatening source of student teacher improvement and, in some cases, simply being on hand
to discuss matters with the student teacher as they arise in school, acting as a link person between
the school and the college or university tutor.'® Being a mentor requires the ability to employ several
sensitive and sophisticated skills,"” for example:

being a model of good teaching practice

listening, responding and advising

understanding situations through the eyes of the student teacher — empathy

developing observation skills in order to recognise and crystallise specific issues for discus-
sion and the development of sound practice

the ability to conduct reviews and appraisals of lessons seen in a supportive manner.

(See www.routledge.com/textbooks/9780415485586, Chapter 2 Teacher training requirements,
Some tasks of the mentor.)

A mentor needs to be an experienced and effective practitioner, committed to the task, to be
an effective and sensitive counsellor, and to have excellent interpersonal and communication skills.
The mentor will need several qualities in communicating, for example: showing empathy, having
positive active listening skills: listening, clarifying, responding, summarising, eliciting, question-
ing, challenging, reflecting, confronting, probing, taking the lead, acting as a sounding board,
encouraging, advising and supporting, providing feedback, sharing ideas, reassuring, drawing on
his/her own experience. The mentor will have an important role in inducting the student teacher into
the rules and norms of the school.

A student teacher has a reasonable expectation of guided support from the mentor.
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Reciprocally, a mentor has a reasonable expectation of co-operation in meeting negotiated targets
by the student teacher. Typically a mentor will discuss the teaching file and lesson plans with the
student teacher, negotiating what the mentor will be observing. The mentor then observes her/him
teaching one or more of these lessons each week. Following the observation the mentor conducts a
review meeting with the student teacher during which feedback is given and debriefing occurs. This
meeting is timetabled and is designed to provoke reflection on the part of the student teacher — both
through the setting of a predetermined agenda and the opportunity for an open discussion to be held
about other matters. At the meeting an action plan for further development will be negotiated.

Not only does the mentor have an important substantive role to play in the professional devel-
opment of the student teacher but s/he has an important facilitatory role to play. For example the
mentor is the link not only to the college or university tutor but to teacher colleagues in the school.
Thus, the mentor might arrange for a student teacher to be attached for some time to another
member of staff, to meet other departmental staff (in secondary schools) or teachers of other age
phases (in primary schools); the mentor may put the student teacher in touch with a colleague with
a particular expertise, e.g. information technology, multimedia resources, a music specialist,
contacts with outside organisations and agencies, etc. The mentor will apprise the student teacher
of protocols, rules and routines in the school, in short, the ‘hidden curriculum’ of the school.

Mentoring in schools accords significance to the part that experienced teachers can play in the
initial preparation of teachers. Some schools do not wish to follow the mentoring road, arguing that
it is too time-consuming, expensive (in supply teacher cover) and onerous for teachers whose prime
responsibility is to teach children not student teachers. Indeed these sentiments often accord not
only with those of parents but of governing bodies concerned that standards do not fall because
students are taught by novice student teachers.

Clearly it may be the case that schools have to nominate identified teachers to undertake the
mentoring role. ITT providers may require mentors to be accredited or registered, and, indeed, to
undergo mentor training programmes. It may be the case that the most effective teachers could
become the mentors; schools may be reluctant to undertake this, as it could represent a ‘loss’ in
teaching terms of their most experienced and effective teachers and, indeed, their replacement with
novices. The issue at stake here is that mentoring is not an additional, bolt-on task that is undertaken
at spare moments during the school week; rather it is integral to the school week, and requires dedi-
cated time specifically set aside for its operation. It replaces rather than adds onto teaching time.

It can be seen from this that the processes of target setting and action planning which are being
advocated for pupils in school are also being applied to student teachers.

(See Career entry and development profile, available on www.tda.gov.uk/teachers/
induction/cedp.aspx)

CONCLUSION

We close this chapter with some observations about the standards for the award of QTS. This chap-
ter has laid out the several areas for focus and development of student teachers; in some respects
they constitute a job description for teaching. There is no doubt that there is plentiful detail and
supporting material for student teachers wishing to learn about the several aspects of their progres-
sion to be teachers. The standards for the award of QTS seek transparency through the publication
and free availability to all of the requirements of the several parties involved in ITT. There is no
stone left unturned in the prescriptions from the government and the TDA. The documents emanat-
ing from these two parties offer an almost seamless web of specification, and their coverage is very
useful. It would be difficult to disagree with many of the proposals and identified qualities of effec-
tive teachers, or even with the notion that an elected government that administers the disbursement
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of public taxation to bring the best return for that income has a duty to ensure high-quality teacher
education.

However, we offer two lines of critique of the standards: (a) that in practice they leave much
to be desired; and (b) that the model of education that the standards represent is deficient. The
standards have to be used by trainee teachers, teachers, mentors, tutors, examiners and inspectors.
For some, at times, their use is on a daily basis. For this reason it is important, leaving aside momen-
tarily the idea that we should have the system at all, that the standards are coherently organised and
clear. The basic idea behind the standards is a straightforward one: they are a tool for assessing
trainee teachers. Assessment tools are used in a variety of contexts, not least in teaching itself, so
there is no reason that a valid tool could not have been devised. This is particularly true in view of
the many revisions that have been made to the standards since an early version represented by
government Circular 4/98. The problems are as follows:

There are far too many standards for an efficient assessment tool. If you count the additional
lettered standards there are 40 in total.

The subheadings that structure the standards were unnecessary and have resulted in a lack of
clarity. The distinction between attributes, knowledge and understanding, and skills is arbi-
trary and incoherent. For example, how is ‘Be aware of the professional duties of teachers and
the statutory framework within which they work’ (Q3 (a)) an attribute? This is knowledge, not
an attribute.

The addition of sub-subheadings adds nothing to the coherence of the standards.

The standards feature repetition and overlap largely because of the unnecessary use of
subheadings, but also because of a lack of attention to detail. For example, Q12 requires
trainees to ‘Know a range of approaches to assessment, including the importance of formative
assessment’, and Q26 (a) requires trainees to ‘Make effective use of a range of assessment,
monitoring and recording strategies.” If we ignore the grammar of this standard, which clum-
sily links ‘a range’ with ‘including the importance of’, the underlying requirement is that
teachers are able to assess their pupils effectively, something which could be covered in one
standard. But because of the subheadings, the writers saw the need for two standards: one
covering the knowledge required and the other covering the practice. Of course, it is not possi-
ble to use assessment strategies effectively in practice if you don’t have the necessary
knowledge about assessment!

Some of the standards try to address too many concepts, which makes them unnecessarily
diverse and therefore difficult to assess appropriately:

Q10 Have a knowledge and understanding of a range of teaching, learning and
behaviour management strategies and know how to use and adapt them, including how
to personalise learning and provide opportunities for all learners to achieve their
potential.

Knowledge and understanding are two different things. For example, I might know that trans-
mission teaching is commonly known as ‘chalk and talk’ but it takes a lifetime to understand
the implications of the place of transmission teaching, its deficiencies and its possibilities.
Knowledge and understanding are different things, the assessment of which necessitates some
separation. Table 2.1 shows just some of the many concepts that Q10 addresses and how oner-
ous the assessment process would have to be to genuinely assess the standard. The framework
in Table 2.1 would also need to be applied to the remaining concepts that are part of standard
Q10: a range of learning strategies (e.g. using a more hands-on approach); and a range of
behaviour-management strategies (which also overlaps with standard Q25 (d).
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Table 2.1 Breakdown of the concepts and their assessment for standard Q10

Standard requirement
Have knowledge of

Have understanding of

Know how to use

Know how to adapt

Have knowledge of

Have understanding of

Concept
a range of teaching
strategies

a range of teaching
strategies

a range of teaching
strategies

a range of teaching
strategies

personalise[d] learning

personalise[d] learning

Examples

transmission teaching;
interactive teaching;
collaborative group work

transmission teaching;
interactive teaching;
collaborative group work

transmission teaching;
interactive teaching;
collaborative group work

transmission teaching;
interactive teaching;
collaborative group work

read definition of the term

interacting with pupils to
elicit their understanding
during a lesson. Change
teaching to accommodate
the pupils’ views

Assessment of standard
Discussion with trainee or
evidence in written
assignment

Observe trainee teaching over
several lessons where
different teaching strategies
are used and discuss teach-
ing in order to assess level of
understanding

Observe trainee teaching over
several lessons where
different teaching strategies
are used

Observe trainee for a further
set of several lessons to see
how they adapt strategies for
different groups of children

Discussion with trainee or
read evidence in written
assignment

Observe trainee in such a
position that interaction with
pupil can be clearly heard

If some of the responses to the consultation about the standards had been acted on then a much
simpler framework of standards could have been developed, such as the example that we have

drawn up:

Teachers with QTS:

help learners enjoy learning
promote learners’ independence
have high expectations of learners
form positive relationships with learners and other members of the school community
are aware of learners’ needs and rights and support these

plan the curriculum appropriately
establish a purposeful and well-managed learning environment
use a range of teaching strategies effectively

1
2
3
4
5
6 have appropriate knowledge of the curriculum they teach
7
8
9
1

0 have the necessary skills to teach effectively
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11 assess learners effectively and use the information to enhance teaching and learning

12 provide appropriate feedback to learners

13 understand the contribution that extra-curricular activities make to children’s learning

14 evaluate and critically reflect on practice in order to improve teaching

15 understand school policies and have a critically evaluative response to changes in practice

16 be aware of school organisation and management

17 collaborate and work effectively with people in the school community

18 communicate effectively with people in the school community and wider professional
community

19 keep up to date with approaches to teaching in learning, particularly those supported by
rigorous research and evidence

20 take responsibility for CPD with the support of school and local authority.

The main reason for the practical deficiencies of the standards is the model that underpinned their
development. A seamless web has the whole scene ‘sewn up’. We suggest that the picture is all too
neat and complete. It offers a totalising picture and a ‘grand narrative’ that leaves little room for
people, for values, for the very relationships that it purports to affirm between all stakeholders in
education. Student teachers are told what to think, when to think it, how to think, and how well they
have thought about it. The agenda is given and received, not constructed. There is little room for
negotiation, disagreement, modification or question. That seems to be a striking contradiction: the
aims of education, indeed of the very National Curriculum from the government, are to promote
flexibility and decision making, and to produce resourceful and adaptable citizens. Yet the degree
of prescription, uniformity, centralisation, conformity, standardisation and rigidity in the contents
and degree of specification runs counter to these aims.

Let us be very clear: the prescriptions demonstrate an overwhelming control mentality in
which the government seeks to exert control over the contents and framing of education and teacher
education, a process of the homogenisation of initial teacher education. This control shows no signs
of diminishing in view of the extension of the standards throughout teachers’ careers. Though this
might be intended benevolently — to help teachers and students teachers to become more effective
— nevertheless, in its effects, teachers are reduced to technicians; an instrumental rationality is at
work here, with little or no room for disagreement or debate. The frequent use of the term ‘initial
teacher training’ by the government reveals, perhaps, a view of initial teacher preparation as train-
ing rather than as education. The effect of the plethora of government documents prescribing what
student teachers need to do and think, and how they will be assessed, leaves little space for disagree-
ment. Taking a conspiratorial line, one could argue that this is precisely what the government
requires — teachers as technicians who will not question, think, debate and set agendas, but simply
carry out orders; teachers who will not disagree but who roll over and acquiesce. However, teach-
ers do not do this; they leave.

It strikes us as ridiculous that the most straightforward and widely understood principle of
workplace motivation — people having some control over their work — is either not recognised or
not valued by a government struggling to fill thousands of vacant teacher positions in schools. It is
a classic management ploy — overwhelm teachers with paperwork and documentation so that they
have no time to disagree or even to think for themselves. Maybe this is what the government
desires; whether it is or not, that is its effect. Do we really want the sort of teachers that these docu-
ments and prescriptions will produce: clones of government-speak? Do paperwork, prescriptions
and documents really improve practice and quality? We have serious reservations about this. Given
the flight out of teaching and the problems of retention and recruitment, it seems that we are not
alone.
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This is a factory model of teacher education and education (and it is interesting to note the use
of the term ‘corporate life’ in clause 1.5 of the section on Professional Values and Practice in the
requirements for QTS); factory models have for long been discredited in industries, yet the govern-
ment appears reluctant to abandon such command-and-control models in education.

Do we really want education to echo Seneca, where human excellence aims to be ‘like the
stars: pitiless, passionless, perfect’, or do we wish to invoke Pindar’s response: ‘but human excel-
lence grows like a vine tree fed by the green dew, raised up, among wise men [sic] and just, to the
liquid sky. We have all kinds of needs for those we love’. The fluidity, uncertainty, open-endedness
and humanity of education have little place in a government apparently obsessed with statutory
control of what people should do and think, reinforced through inspections and constant surveil-
lance in the name of quality assurance such that, true to Foucault’s analysis cited earlier in this
chapter, institutions become self-surveilling. As management-speak reminds us: quality is built-in,
not bolt-on: given enough imposition and total control, workers become self-surveilling and self-
controlling. This is paternalism and control run rife. Little wonder that there are so many dispirited
teachers and teacher educators. Student teachers have little option but to follow the required
elements of ITT. However we would hope that they would adopt a healthy scepticism about the
degree to which these requirements adequately define the task of teaching, or the legitimacy of
governments to be so prescriptive.

It is perhaps invidious to constantly ‘second guess’ the next policy initiative that emanates
from government and which will go out of fashion, and so, whilst this book provides the latest mate-
rial from the government at the time of writing, nevertheless to forestall too early an outdating of
the book, we focus on many key constants in teaching: effective relationships, humanistic teaching,
effective planning, management, teaching, learning and assessment. The particular political hue
given to these varies as the wind, but their underlying importance and relevance remain.
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INTRODUCTION

The tasks of a teacher, during teaching practice or otherwise, are multi-dimensional. The teacher is
not only the person who teaches a particular subject or subjects, but he or she has responsibility for
the curriculum, widely interpreted. There are several interpretations of the curriculum which have
evolved over decades.' For example, the former Schools Council® defined the curriculum as:

subjects

processes (e.g. skills of observation, communication, problem-solving, physical and practical,
creative and imaginative, numerical, personal and social)

the study of problems (e.g. ecology, poverty)

areas of knowledge or experience

that which the child defines as the curriculum.

This final statement can be a salutary lesson for teachers: the curriculum is that which the pupil
takes from the learning situation in school, not necessarily that which was intended.

In 1985 Her Majesty’s Inspectorate (HMI) defined the curriculum as comprising five main
strands:’

1 areas of experience (aesthetic and creative, human and social, linguistic and literary, mathe-
matical, moral, physical, scientific, spiritual, technological)

2 essential issues (e.g. environmental education, health education, information technology,
political education, education in economic understanding, preparation for work, careers
education, equal opportunities, meeting the needs of students from ethnic minorities)

3 elements of learning: knowledge, concepts, attitudes and skills (communication, observation,
study, problem-solving, physical and practical, creative and imaginative, numerical, personal
and social)

4 informal, extra-curricular activities

5 characteristics (breadth, balance, relevance, differentiation, progression and continuity).

One can clearly see the influence of this important document reaching into England’s National

Curriculum. Since 1997, countries in the UK have become increasingly independent. The national
curricula of the different countries reflect this:
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Northern Ireland (http://www.nicurriculum.org.uk/)
Scotland (http://www.ltscotland.org.uk/curriculumforexcellence/index.asp)
Wales (http://new.wales.gov.uk/topics/educationandskills/curriculumassessment/?lang=en).

HMI provided a very broad interpretation of the curriculum to include the formal and informal
programme of content, pedagogy, organisation, assessment, and the extra-curricular elements which
contribute to the school’s ethos. The issue here is that the curriculum is not simply the syllabus, but
all the experiences that the student has at school. This includes the significant area of the hidden
curriculum, masterly defined by Jackson* as comprising everything that is learnt without being
specifically or deliberately taught, for example:

the experience of crowds, praise, power, delay and denial

the recognition that the teacher has considerably more power than the students

rules, routines and rituals

public evaluation

individual interests being subordinated to group interests (e.g. the whole class) and manage-
ment strategies.

For Jackson, pupils’ success in school depends as much on their learning, and working with,
the hidden curriculum as with the formal curriculum. The hidden curriculum also concerns the
values, attitudes, ethos, norms, relationships, discipline and organisational aspects of the
school. This is an extremely important area, for it presses teachers to ask what their pupils are
learning without specifically being taught, and it has found voice in discussions of the experi-
ence of prejudice, cultural clashes between school and society, equal opportunities, and student
‘voice’.’

Emerging from, and clearly informed by the seminal document from HMI, several formula-
tions for the school curriculum were devised. For example Wragg® discusses a ‘cubic curriculum’
in which the three dimensions of the cube comprise:

1 subjects
2 cross-curricular themes
3 teaching and learning strategies.

Dowson’ identifies the subject curriculum, the cross-curricular elements, the pastoral curriculum
(including equal opportunities, personal and social education, form and year groupings), the hidden
curriculum, and the extra-curricular curriculum. Indeed the Qualifications and Curriculum
Authority used the term ‘curriculum’ to ‘describe everything children do, see, hear or feel in their
setting, both planned and unplanned’.® Wyse locates the pupils’ ‘self” at the heart of his curriculum,
which addresses text, images, numbers and environment.’

It had been argued for many years that the most satisfactory account of the curriculum has its
expression in Tyler’s' famous and influential rationale for the curriculum in terms of four questions
(see below). Underlying this rationale is a view that the curriculum is controlled (and controllable),
ordered, predetermined, uniform, predictable and largely behaviourist in outcome. However, this
view has been criticised. It is important to recognise the behaviourist sympathies in this approach,
for it embodies the debate on both the attraction and the problems with the behaviourist approach
that are rehearsed in several pages of this book. For some the great attraction is that such curricula
lead to behavioural and measurable outcomes; for others this is their greatest weakness, narrowing
down education to that which is measurable, and missing the less tangible but no less significant
aspects of education."
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We regard it as curious that, as Chapter 9 remarks, the significance of the use of constructivist
approaches over instructivist and behaviourist approaches, together with the employment of the
Tylerian rationale as the clear model for the National Curriculum, represent an adherence to a style
of curriculum planning which has been widely discredited not only for its undesirability but for its
failure to meet the demands of a changing world. Doll"* argues that it represents a closed system of
planning and practice that sits uncomfortably with the notion of education as an opening process
and with the view of society as open and diverse, multi-dimensional, fluid and with power less
monolithic and more problematical.

This is not the place to rehearse such debates in detail. However, it is important to note that
the National Curriculum and the National Strategies use a largely Tylerian rationale, albeit wrapped
up in different terminology. The Tylerian rationale is perhaps irresistible for politicians (and it was
initially devised as a managerial response to large-scale curriculum planning and decision making),
as it suggests that curriculum outcomes can be prespecified, practical and demonstrable; that they
are measurable. It offers the security of putative certainty in curriculum planning. Once such a
model has been accepted (even though the Tylerian rationale has been highly contested since its
inception), it is a short step to holding teachers and schools accountable for the students’ achieve-
ments. It is an even shorter step, perhaps, to specifying: the contents in detail, the time allowances
and the standards of achievement expected of students at different ages. Indeed, the Early Years
Foundation Stage and the National Curriculum have addressed all of these matters.

1 What educational purposes should the school seek to attain? AIMS/OBJECTIVES
2 What educational experiences can be provided that are likely to attain these purposes? CON#ENT

3 How can these educational experiences be effectively organised? PEDAtOGY

4 How can we determine whether these purposes are being attained? EVALL}LATION

THE EARLY YEARS FOUNDATION STAGE
Principles and aims

Humans are characterised by the longevity of their learning and the time it takes for them to reach
adulthood. Education is ‘either about learning, or it is about nothing’," and early years education is
the foundation for that learning, as the title of the curriculum at this stage suggests. The quality of
the young learner’s education has far-reaching effects that persist into later life,"* a feature which
has resulted in early intervention programmes such as Sure Start (for research on the effectiveness
of Sure Start see Rutter (2006).”

Early childhood education is more than simply the starting line for school education; it is
cognitively, socially, affectively, morally, physically, personally and behaviourally the foundation of
lifelong learning. The Early Years Foundation Stage in England runs from birth to age 5. The range
of settings in which children experience their education and care is much more varied than in the
later years of schooling. Here are some examples: créches, toddler groups, childminders, nannies,
playgroups, nursery class as part of a primary school, nursery school, private day nursery, children’s
centres. Children’s centres are a more recent kind of setting. One of the important early years
principles that they are founded on is the idea of multi-professional care and education. They
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provide early education and full day care for children younger than 5, as well as a range of other
services such as family support and health services.

The government’s most determined effort to bring services together to support children and
families is represented by Every Child Matters:

The government’s aim is for every child, whatever their background or their circumstances, to
have the support they need to:

Be healthy

Stay safe

Enjoy and achieve

Make a positive contribution
Achieve economic wellbeing.

This means that the organisations involved with providing services to children — from hospi-
tals and schools, to police and voluntary groups — will be teaming up in new ways, sharing
information and working together, to protect children and young people from harm and help
them achieve what they want in life. Children and young people will have far more say about
issues that affect them as individuals and collectively.'®

The changes in children during these years can be dramatic. Three-year-old children have usually
developed many of the features of oral language necessary for standard speech but still have some
way to go in terms of discourse development.'” Adults in early years settings can too easily under-
estimate the positive experiences and learning young children bring to the setting. Having said that,
young children do have particular needs. They come to nursery still learning how to feed them-
selves, egocentric, unused to sharing with larger groups of children, with very limited self-control
and used to being the centre of their family’s attention. It may be their first main break with home,
which is sometimes equally as traumatic for the parents as for the children. They quickly learn the
hidden curriculum of schooling' — rules, routines, delay, denial, praise, power, control, authority,
self-reliance, being only one out of many children vying for the teacher’s attention — and they leave
the early years as sophisticated, if embryonic, learners. What has happened during this time? This
chapter indicates some significant factors of early years education.

An early years classroom can be a bewildering place for the new student teacher and child
alike. Tables and centres of activity are set up, both inside and outside, and children move around
them, talking, playing and concentrating. The teacher adopts a combination of roles — from nurse to
judge, from social worker to expert catalyst for learning. The task is as subtle as it is complex.
Knowing when to intervene and when to stand back is a critical matter for the teacher. Teaching
becomes an art, not simply an amalgam of competencies; an emerging, self-choreographed dance
rather than a programmed, mechanistic routine.

Underpinning these experiences are fundamental and significant principles of learning, for
example:

Learning is a social as well as an individual activity (and Vygotsky'® reminds us that all higher-
order cognition is socially learned and transmitted).

Sensory learning is closely linked to cognitive learning and young children need sensory stimuli.”
Feelings, motivation and effective learning are closely linked.”

Learning begins with the learner and ‘where the learner is’, and where the learners are consid-
erably in control of their learning.”
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Motivation, interest, engagement and enjoyment are key elements of learning.

Language and communication are fundamental to learning and should be accorded high priority.”
Even complex ideas and concepts can be learned in an intellectually honest way by young
children.”

Activity (physical and mental), experience, concrete learning and operations — learning by
doing and applying — are fundamental to effective learning rather than passive, programmed
behaviourism.”

Ideas and knowledge are interconnected and networked in the learner’s mind, hence there is a
need to integrate and link knowledge in the learner.

Children communicate in a variety of ways: ‘a hundred languages’.*

Teachers and learners are involved in the co-construction of meaning, rather than simple trans-
mission and reception, respectively, and collaboration, language, verbalisation, discussion and
dialogue are critical elements here.”

Learning concerns investigation, exploration and the formulation and solution of problems; it
is problem-solving.*

Trial and error are significant aspects of learning; children must be able to make choices and
mistakes, and to learn from these.

Multiple intelligences are addressed through integrated learning and knowledge.

Social and emotional factors feature centrally in learning — to separate cognitive/academic
learning from social and emotional learning (typically, in many schools, to reduce the
significance of social and emotional factors), and from all-round personality development,
misrepresents the nature of learning.

Active learning is important for young children; children are active learners.”

A secure (emotionally, cognitively, socially), caring environment and the promotion of chil-
dren’s self-esteem, sense of accomplishment, experience of achievement and positive
feedback (not least praise) are essential ingredients for young children’s learning.*

Learning must be meaningful if it is to be effective.”

Exploration and divergent thinking are often essential precursors of learning and convergent
thinking.

Learning must be unhurried and unpressured, with time to explore, develop and reflect on
ideas and feelings.”

A competitive atmosphere must be reduced.*

Early reading, writing and numeracy must be embedded in young children’s preferred experi-
ences and interests, rather than being too formal or disconnected from other areas of learning.*
Pressurising young children is frequently counter-productive.®

Punitive environments hamper growth, and enjoyment promotes learning.*

Early years learning must build on prior and ongoing rich experiences on which children
reflect.”

Children must be encouraged to take risks and make mistakes in order to develop independ-
ence.”

People, cultures and the community all have a significant influence on children’s learning.”
Adults can expedite learning through careful diagnosis, monitoring, assessment, talk and
intervention.*

Too early a formalisation of learning into planned ‘lessons’ can inhibit effective learning.*

These principles have to accommodate several constraints, be they physical (space and layout),

material (resources), human (the number of children in the class, the number of adults in the class
— teachers, parents, classroom assistants, nursery nurses, learning support teachers — the develop-
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mental stages of children), curricular (for example, the prescriptive approach to reading pedagogy
adopted by government, and, in some settings, pressure from Key Stage 1 teachers to start prepara-
tion for statutory tests) or assessment and its uses (the formal testing at the end-of-Key Stage 1 that
contributes to ‘league tables’ of schools).” Underpinning these principles are two views of construc-
tivism.

Curriculum matters

In September 2008 the requirements of the Early Years Foundation Stage (EYFS) became statutory
(see Chapter 5 for the legal basis for this). The requirements that much of the following informa-
tion is based on can be found at the early years section of the National Strategies website
(http://nationalstrategies.standards.dcsf.gov.uk/earlyyears).

The EYFS unified previous frameworks that had been developed for education and care,
although as far as education is concerned, the previously non-statutory guidance became statutory.
The idea that all children and families have an equal right to be included is an essential part of this
stage of learning, just as it is at all stages. It is recognised that children develop individually, but
that there are also common developmental patterns shared by most children.

Learning and development in the EYFS is organised into four key aspects: Play and Exploration;
Active Learning; Creativity and Critical Thinking; and Areas of Learning and Development.

The Areas of Learning and Development are:

personal, social and emotional development
communication, language and literacy
problem-solving, reasoning and numeracy
knowledge and understanding of the world
physical development, and

creative development.

One of the recurrent tensions in government’s curriculum planning has been the disagreements about
whether curricula should be organised as subjects or not. Although the areas of learning development
are broader than National Curriculum subjects, it is not hard to see that they reflect a similar philoso-
phy of curriculum organisation, particularly as one looks closer at the guidance (see Chapter 8 on
planning). The tension is evident from the statements that suggest that children’s learning is not
compartmentalised, but which is contradicted to a certain extent by the ‘requirements’ for the separate
areas. So on the one hand the EYFS is structured as The EYFS Themes and Principles/Commitments
(A Unique Child; Positive Relationships; Enabling Environments; Learning and Development), which
are inter-disciplinary and cross-curricular, but on the other hand the areas of learning and development
are divided up into curricular areas. It is also somewhat confusing to have Learning and Development
as both a theme and a sub-section of its own theme (Areas of Learning and Development).

Each area of learning and development is accompanied by extensive guidance material, so we
will not detail all of them; instead we will explain a little of the detail from one of the areas. The
Communication, Language and Literacy area requires children to be supported in their communi-
cation and in their reading and writing. The aspects are: Language for Communication; Language
for Thinking; Linking Sounds and Letters; Reading; Writing and Handwriting. It is at this point that
some of the lack of conceptual clarity begins to creep in. In particular, the isolation of ‘Linking
Sounds and Letters’ from ‘Reading’. This is a direct consequence of Sir Jim Rose’s report on read-
ing, which is referred to in the ‘research’ section of the site (for a commentary on the evidence base
for this report see Wyse and Goswami (2009).%
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In addition to links to government resources, which are included alongside each area of learn-
ing and development, there are also some video clips available to download, which usefully show
practitioners at work in the area concerned.

Making the EYFS statutory caused a great deal of controversy. One of the reasons for this is
that it meant that alternative approaches to the early years curriculum and pedagogy would not be
able to operate unless they were seen to be addressing the EYFS. The English government’s deci-
sion to make the EYFS statutory was part of their increasing control of the curriculum, which began
in 1988 with the National Curriculum.

THE NATIONAL CURRICULUM

Since the National Curriculum of England and Wales was given statutory weight, it has been subject
to intense debate. One of the recurrent concerns about the National Curriculum has been the amount
of content to be taught and whether state prescription of schools’ curricula (and pedagogy) is appro-
priate. As a result of the professional opposition to the framing, contents, forms of assessment,
elements of assessment, methods of assessment, levels of prescription, unworkability and teacher
overload, and the hostility to the deprofessionalisation of teachers caused by having too many deci-
sions taken for them, attempts have been made, through government-initiated enquiries, to reduce
the amount of content in the National Curriculum.

The National Curriculum has gone through several versions and mutations since its inception,
including:

the reduction of a ten-level sequence to an eight-level sequence

the considerable trimming down of its prescription of content

the inclusion of a new subject (Citizenship) for certain Key Stages

the inclusion of a new stage (the Foundation Stage)

the reduction in the number of attainment targets for certain subjects

the closer focus on a few subjects for national assessment rather than coverage of every
subject

the reduction of the standard assessment tests and tasks, typically (though not entirely) to writ-
ten tests

a regularisation of what, in earlier versions, had been differences in terms of the framing of
subjects, e.g. some had not included level descriptions, preferring to indicate end-of-Key
Stage statements

greater clarification of Key Stage 4 curricula with their associated qualifications

the provision of a far greater amount of teacher support materials from the government, with
guidance on schemes of work, sample assessments and tests, and planning guidelines.

Another new National Curriculum for Key Stages 3 and 4 was published in 2007 and implemented
in 2008. The phasing for this is as follows: Year 7 from 2008, Year 8 from 2009, and Year 9 from
2010, and the new attainment targets to be used for assessment from 2011. This change to the
curriculum resulted in some key differences between the curriculum at Key Stages 1 and 2, and the
curriculum at Key Stages 3 and 4 (see Box 5 for differences between the main elements). One of
the main ideas behind the new curriculum at Key Stages 3 and 4 was to give schools greater flexi-
bility and coherence by having less prescribed subject content. However, the greater emphasis on
key concepts and processes, arguably, did not result in much greater opportunity for schools to
genuinely control their curriculum.
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The year 2009 was historically another key moment for primary education. Sir Jim Rose published
another report that had been commissioned by government, this time on the primary curriculum. The
select committee for Children, Families and Schools completed its bi-partisan review of the primary
curriculum, and the independent Cambridge Primary Review based at the University of Cambridge
(http://www.primaryreview.org.uk/) published its findings. Rose’s interim report* had some welcome
features, the most important being the idea that ‘an important aim of primary education is to instil a love
of learning for its own sake’.* ‘Love of learning’ is an emotive phrase but an appropriate one which we
think should be used as the basis for the systematic evaluation of the success or otherwise of changes to
the curriculum. A rewarding curriculum that results in a love of learning depends on children being
encouraged to make meaningful choices in their curriculum, which requires that teachers are empowered
to enable such choices. The empowerment of teachers requires encouragement for each individual
teacher in the primary school to develop interests and knowledge unique to them that may colour their
teaching in ways that make the school experience more varied for pupils. This was recognised implicitly
in the report: ‘many believe that the government, the QCA, Ofsted, and the National Strategies, or a
combination of all four, effectively restrict their [teachers’] freedom’ (p. 19). Steps need to be taken to
mitigate this restriction on professional decision-making.

There were other areas of the interim report that were less positive (an extended version of the
following points, and the points made in the previous paragraph, can be found in Wyse ef al., 2009):

The idea of child-centred education was addressed somewhat sceptically in the report yet such
education has a sound cultural, philosophical and increasing empirical basis for it.

The voices of children themselves were absent from the report.

The suggestion to organise the curriculum in six areas of learning was promising but the
rationale for this and the specific wording and conception of these areas lacked rigour. The
pragmatics of accepting that ‘the aims and values for primary education must be seen in the
light of the Children’s Plan’ (p. 15) were not a sufficient rationale for the development of an
outstanding curriculum for the country.

One could sympathise with Sir Jim Rose’s comments on the Review website, which suggested
that the distinction between cross-curricular work and subject-based work had been polarised
by some in the media; yet the report also appeared to emphasise ‘cross-curricular studies’
merely as a vehicle for applying understanding learned in the context of subject teaching.
Effective ‘topic work’ or theme-based work is, in fact, valuable in its own right as a coherent
and intellectually defensible way to organise teaching in the primary classroom.

The idea that teaching pre-1988 was a ‘do as you please’ (p. 17) curriculum was an unfortu-
nate caricature that cannot seriously be defended. It also neglects the fact that serious
problems occurred post-1988 because of the introduction of the National Curriculum and the
associated high-stakes testing system* (testing was something which the report would not
address, claiming that the remit prevented this).

The Review recognised that the curriculum is more than just subjects and linked areas of
learning; for example it embraced links from schools to sites outside schools and relationships
with external partners to support learning. So it was unfortunate that matters of place, space,
time and the design of schools, classrooms and other spaces for play, socializing and learning
were given such minor consideration in the Review. The first new schools built as a result of
the Primary Capital Programme (a massive investment programme to renew at least half of all
primary school buildings by 2022/23 in order to create twenty-first-century schools that are at
the heart of their communities) will be opening at a time when the new primary curriculum is
in effect. It is vital that these two policy initiatives be connected imaginatively and systemat-
ically if an education fit for the twenty-first century is to be achieved.
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The ‘New Primary Curriculum’ published in 2010 by the Qualifcations and Curriculum Development
Agency (QCDA) was replete with support material, either available as hard copy in schools or to be
downloaded from the website (http:/curriculum.qca.org.uk/index.aspx). Indeed, so great is the
degree of support material, arguably to reduce the bureaucratic burden on teachers and the time they
have to spend on planning, that the de facto homogenisation of the curriculum is almost inevitable.
It is a curious anomaly that, at a time when greater flexibility is being called for in the workforce, the
response to this has been through greater degrees of prescription and nonstatutory guidance from the
government, leading to a degree of uniformity redolent of the Victorian era. Perhaps we are only one
step away from the ‘payment by results’ of that era. Though the intention might be honourable — to
reduce the burden on teachers — the outcome is a climate in which teachers are increasingly becom-
ing technicians, serving given agendas with little say in the construction of those agendas. The
mentality of government control, reinforced through the constant surveillance of testing and inspec-
tion, is all-pervasive. The situation is not confined to the UK; governments across the world are
imposing forms of national or prescribed curricula, and, indeed, some have emulated that of England.
The drive for greater and greater control of teachers’ and students’ lives seems difficult to stop.

Perhaps that is being uncharitable. If we have faith in the government’s ‘league tables’ of
students’ results, the increase in examination successes, then the National Curriculum may have
driven up certain academic standards in schools. But at what cost is an important question. The
industrialist Peter Senge wrote in 1990 that yesterday’s solutions are today’s problems;” the
National Curriculum may come to be viewed as both a force for lifting the trailing edge of poor
schools’ performance and creating ‘high-reliability schools’, or as a suppressant of excellence and
creativity, or, indeed both (and bureaucracies, as Lieberman* suggests, lift weak performance but
reduce excellent performance). The bureaucratic burden which accompanies the National
Curriculum is intolerable; teachers are becoming first and foremost form fillers rather than teachers,
and, as mentioned in Chapter 1, the flight out of teaching, coupled with stress-related absence,
appears insuperable.” We should not be blind to both the advantages and disadvantages of the
National Curriculum; whether it is a force for good or a poisoned chalice is a moot point.

The National Curriculum and the EYFS covers children’s early years education and state
schooling from birth to age 16. The National Curriculum does not apply to independent schools,
though such schools may choose to follow it. Originally the government was clear that it did not
constitute a school’s complete curriculum. However, reviews of the curriculum have led to changes.
At Key Stages 3 and 4: ‘A school’s curriculum consists of everything that promotes learners’ intel-
lectual, personal, social and physical development. As well as lessons and extra-curricular activities,
it includes approaches to teaching, learning and assessment, the quality of relationships within
school, and the values embodied in the way the school operates.’*

The National Curriculum is organised into Key Stages that are age-related. It comprises statu-
tory elements and non-statutory elements (see Box 4 below, which shows the Statutory
requirements for Key Stage 3; Key Stages 1 and 2 were to be clarified following the outcome of the
general election in 2010). The key components of the National Curriculum, in terms of coverage,
are: subjects, programmes of study, attainment targets and level descriptions.

The main elements and the cross-curricular elements of national curricula from birth to age 16
are set out in Box 5.

STATUTORY TESTS

One of the most controversial features of the Education Reform Act 1988 was the proposal to estab-
lish a national system of testing. These statutory tests are known in everyday language as SATs (this
dates back to the time when they were called Standard Assessment Tasks, but due to a copyright
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Box 3: The stages of education

Age Stage Year Statutory assessments
3-4 Early Years Early Years Foundation Stage Profile
Foundation Stage

4-5 Reception

5-6 Key Stage 1 Year 1

6-7 Year 2 National tests and tasks (SATs) in English and maths

7-8 Key Stage 2 Year 3

8-9 Year 4

9-10 Year 5

10-11 Year 6 National tests (SATs) in English and maths. Teacher assessment

of National Curriculum subjects

11-12  Key Stage 3 Year 7

12-13 Year 8

13-14 Year 9 Teacher assessment of National Curriculum subjects

14-15  Key Stage 4 Year 10 Some young people take GCSEs

15-16 Year 11 Most young people take GCSEs or other national qualifications

16-17  Sixth form (can be Year 12 Many young people take AS (Advanced Subsidiary) level

school or college) assessments, which are stand-alone gualifications valued as
half a full A level qualification

17-18 Year 13 Many young people complete A level courses by taking the
Upper Sixth/ final year A2 assessments
Second Year
College

Box 4: Statutory requirements for Key Stage 3

What is statutory?
The National Curriculum applies to pupils of compulsory school age in community and foundation schools,
including community special schools and foundation special schools, and voluntary controlled schools.

The statutory subjects that all pupils must study are art and design, citizenship, design and technology,
English, geography, history, information and communication technology, mathematics, modern foreign
languages, music, physical education, and science. The teaching of careers education, sex education and reli-
gious education is also statutory.

What is non-statutory?
The curriculum also includes non-statutory programmes of study for:

religious education, based on the Framework for Religious Education
personal well-being, which includes the requirements for sex and relationship education and drugs education
economic well-being and financial capability, which includes the requirements for careers education.
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Box 5: The main elements and the cross-curricular elements of statutory

curricula from birth to age 16

Main elements

The Early Years Foundation Stage:
Four themes and principles: a unique child; positive relationships; enabling environments; learning and devel-
opment

National Curriculum Key Stages 1 and 2:
Values, aims and purposes, subjects, general teaching requirements, inclusion, assessment, learning across the
curriculum

National Curriculum Key Stages 3 and 4
Aims, subjects, personal development, skills, cross-curriculum dimensions, organising your curriculum, devel-
oping your curriculum, evaluating your curriculum, curriculum in action, assessment

Cross-curricular elements

Foundation Stage learning and development requirements (cross-curricular delivery through play):
Personal, social and emotional development; communication, language and literacy; problem-solving, reason-
ing and numeracy; knowledge and understanding of the world; physical development; creative development.

KS 1 and 2: Learning across the curriculum:

Creativity

ICT in subject teaching

Spiritual, moral, social and cultural development

Skills across the National Curriculum (key skills and thinking skills)
Financial capability and enterprise education

Education for sustainable development

KS 3 and 4: Cross-curriculum dimensions:
Cultural diversity and identity

Healthy lifestyles

Community participation

Enterprise

Global dimension and sustainable development
Technology and media

Creativity and critical thinking

problem in relation to an American private company, the correct term is now statutory tests). In the
period from 2007 onwards, opposition to the tests intensified. Initially, the only sign shown by
government that change to the system might be possible was the trialing of ‘single-level tests’ in
December 2007 and June 2008. Single-level tests are designed to confirm that a pupil is working
securely at a particular National Curriculum level, from level 3 to level 8. The idea behind single
level tests was that teachers would not have to wait until the end of a Key Stage for pupils to be
assessed. This has the advantage of minimising some of the stress caused by all pupils sitting in an
exam room together but fails to address the underlying problem with high-stakes testing systems
such as the one in England. The rather conservative proposal for single-level tests was trumped in
dramatic fashion by the sudden abolishment, by government, in 2008 of the statutory tests at Key
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Stage 3. This decision was prompted by at least three factors: 1. the serious problems caused as a
result of the marking of statutory tests being contracted to an external company in 2008; 2. the tire-
less work by educational researchers, teachers, head teachers and parents in resisting the imposition
of statutory tests; 3. a series of reports by the Cambridge Primary Review critiquing government
policy on assessment and the curriculum including Wyse, McCreery and Torrance® which was front
page news in a number of newspapers including The Independent and which was featured on the
BBC’s Radio 4 Today programme.
The assessment arrangements for the end of each Key Stage comprise:

Key Stage 1: Statutory Key Stage 1 tests and tasks, combining teacher assessment judgements
with national tests in mathematics and English

Key Stage 2: Statutory Key Stage 2 tests and tasks, combining teacher assessment judgements
with national tests in mathematics and English. Additionally, the government provided optional
tests in English and mathematics for students at the end of each of Years 3, 4 and 5.

In 2008 a major reform of 14-19 education was being rolled out. The changes included those made to
the assessment system. One of the key features of the reforms was the introduction of new diplomas
to complement existing qualifications such as GCSEs and A levels (see Box 6). The diplomas combine
theoretical study with practical experience. All diplomas require students to achieve minimum stan-
dards in English, maths and ICT, complete a project and do a minimum of ten days work experience.
The diplomas were designed by partnerships led by employers and higher education to ensure that
progression to employment or university was catered for. The diplomas are available at three levels,
with level 3 being equivalent to A level. The government’s aim was to ensure that those who prefer
practical learning were not disadvantaged by an academic curriculum and to try to ensure that at least
90 per cent of young people continued in education and training to the age of at least 17.

Box 6: Diploma options and first teaching dates

Diploma area First teaching
IT September 2008
Society, Health and Development

Engineering

Creative and Media
Construction and the Built Environment

Environmental and Land-based Studies September 2009
Manufacturing and Product Design

Hair and Beauty Studies

Business Administration and Finance

Hospitality

Public Services September 2010
Sport and Active Leisure

Retail Business

Travel and Tourism

Humanities September 2011
Languages
Science®
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Qualifications at the 1419 stage are diverse and subject to much review. Options include: appren-
ticeships, diplomas, functional skills, applied learning programmes, GCSEs, A levels, the
Baccalaureate, to name but a few. A large amount of information is available at the DCFS and
DirectGov websites. Having identified some of the options available in the school that you are
working in it is a good idea to then check these websites for detailed guidance.

Each year the government updates and produces a handbook of guidance for the assessment
and reporting arrangements at the end of each Key Stage, and these are sent directly to schools.
They provide guidance on changes to assessments, the nature and operation of tasks and tests,
teacher assessment, reporting and timetables. It is advisable to check these annually in order to meet
the requirements. Assessment is a sizeable topic, and it is discussed in considerably more detail in
Part I'V.

In terms of pedagogy, though the government indicated that the National Curriculum would
leave room for schools and teachers to decide how to deliver the contents,” in fact contained in the
National Curriculum document are specific principles for pedagogy, e.g. a requirement for using
group work, collaborative work, whole-class interactive teaching, ICT-based teaching and learning,
active learning and independent work. Indeed, the National Strategies (discussed below) were very
specific in prescribing pedagogic issues. In terms of the whole curriculum the National Curriculum
is designed to address certain features that were signalled in 1985 by the then HMI:** breadth;
balance; relevance; continuity; progression; and differentiation. To these can be added coherence.
These issues will be discussed later in this book. Suffice it here to say that, even though they are
problematic,” the level of prescription in the National Curriculum attempts to ensure: breadth,
balance and relevance by prescribing the contents of the curriculum; continuity by prescribing the
curriculum from ages 5 to 16 largely in subject terms; progression by describing eight levels within
subjects. The overall elements of the curriculum — the National Curriculum, the whole curriculum
and the school planning — are presented in Box 7.

The intention in presenting this introduction to the National Curriculum is to indicate that
when student teachers go into schools and discuss what and how they will be teaching, to whom
and with whom, they will encounter very many changes from the days when student teachers were
able to have a ‘free hand’ in deciding what to teach. Many people involved in teacher education feel
that even if trainee teachers or young/relatively inexperienced teachers were faced with the possi-
bility of devising their own curriculum the changes to education since 1988 have resulted in
teachers being deskilled. The ever-increasing control of the curriculum by government is a concern
to many people® and is an issue that you should think about as part of your professional develop-
ment both during teacher training and beyond.

Schools are required to have a yearly plan that indicates the main contents and organisation
of the curriculum. Student teachers going into schools can expect to be told what they will be
teaching and to have explained to them the context of their teaching in terms of the plans that have
been drawn up by the school, the department and faculty, the age phase leaders, curriculum lead-
ers and co-ordinators, subject and age phase teams as well as individual teachers with whom they
will have contact. Though there may be latitude in planning specific activities and in pedagogical
matters, student teachers will have to slot into the school curriculum planning that has already
preceded their arrival in school. They will have to work within the frameworks of a received
curriculum, the parameters and contents of which teachers, in turn, have received from external
sources.

In many respects the need to operate within a received curriculum can be very helpful to
student teachers as it provides a considerable amount of support and guidance on what to teach and
what will be matched to particular students, groups and whole classes. By placing some parameters
on student teachers they are freed to consider other aspects of planning and pedagogy in more detail;
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Box 7: Elements of the whole curriculum

Element

National
Local

Whole
school
Faculty
Department/
subject
Individual
teacher

Context: situational analysis
Rationale

Aims

Objectives

Learning objectives
Intended learning outcomes
Desirable learning outcomes

O|IN|O[O|D [N =

Relationship to overall prescribed curricular frameworks:
core and foundation subjects
cross-curricular themes, issues, dimensions, skills
non-statutory subjects

9 Relationships to National Curriculum Attainment Targets, programmes of study,
Level Descriptions, assessments
10 Components of the curriculum:
Knowledge and understanding
Concepts/key concepts
Skills
Attitudes and values
References to hidden curricula
Sequence
Prioritisation
11 Characteristics of the curriculum:
Breadth
Balance
Relevance
Progression
Continuity
Differentiation
Coherence
12 Pedagogy and implementation:
Structure and organisation
Time and timetabling
Teaching and learning styles
Resources and their organisation: time, people, finances, administration,
materials, space
13 Specific activities and experiences
14 Planning documents: long-term, medium-term, short-term
15 Student assessment and measuring ‘value-added’
16 Course evaluation
17 Recording
18 Reporting (to several audiences)

19 Curriculum policy documents and links to other school and curricular
policy documents

20 Identifying/auditing/monitoring existing practices

21 Planning change and innovation

22 Quality assurance, quality control, quality development
23 Management issues

24 Development of whole department/institution plan

25 Contribution to institutional development plan

26 Links to school inspection

46



THE CURRICULUM

it reduces stress. The issue of planning is taken up in considerably more detail later; at this point the
intention has been to indicate that part of an initial or subsequent visit to the school will be to find
out where and how student teachers will fit into existing curriculum plans and organisation in the
school.

The point here is that during teaching practice the student teacher can expect to be involved
in a range of activities, not simply teaching a single subject. The curricular responsibilities of
teachers, within the range of the National Curriculum and more widely, are immense. Clearly it
is unrealistic to expect student teachers to immerse themselves in all of these, but it does raise
important issues for the planning of curricula and the activities that student teachers undertake in
schools during their teaching practice. These are issues that we discuss in the remainder of this
book.

The fact that the National Curriculum is framed in terms of subjects has caused some
consternation to those teaching in the primary and foundation years.”” For many years primary
teaching had been cast in terms of integrated, cross-curricular topics (e.g. ‘Myself’,
‘Communication’, ‘Trees’), and, indeed in early years education, an almost seamless web of activ-
ities which touched on several aspects of the curriculum simultaneously had been the order of the
day. Indeed Blenkin and Kelly* suggest the National Curriculum sits very uncomfortably with
early years education in this respect. Further, Coltman and Whitebread™ argue that it exerts a
downward pressure on the early years curriculum which is of questionable value, risking using
early years education as a preparation for the National Curriculum diet of subjects and tests,
putting pressure on children to press through curricula without ensuring a firm foundation of
understanding or, indeed, enjoyment of learning, and reducing meaningful learning for young chil-
dren, all reinforced by a vocabulary of teaching which places emphasis on ‘delivering’ a
pre-packaged curriculum.

On the other hand, it is clear from the government’s own guidelines that framing the primary
and early years curriculum in subject terms does not necessarily mean that it is to be taught as
discrete subjects (though quite how realistic this is, when the curriculum is reinforced by subject-
specific assessment, is questionable). Further, within subjects, care has been taken by the
Qualifications and Curriculum Authority to identify links that can be made to other subjects and
areas of the curriculum, and in many subjects specific topics have been indicated (e.g. ‘How do we
know about the great fire of London?’ for history; ‘Going to the seaside’ in geography).

THE NATIONAL STRATEGIES

In addition to the National Curriculum, in 1998 and 1999 the government launched two impor-
tant initiatives: the National Literacy Strategy (NLS) and the National Numeracy Strategy
(NNS), conceived as part of the government’s commitment to raising standards through target
setting. Though these did not have statutory status, many schools put them into practice, not least
because they had to defend the decision not to enact them. Originally conceived for primary
schools, the strategies were extended to secondary schools as part of the Key Stage 3 National
Strategy.

The Literacy Strategy included one hour daily on literacy (the literacy hour),” including word-
level, sentence-level and text-level work, organised thus: the first 15 minutes devoted to whole-class
shared-text work, followed by 15 minutes of focused word and sentence work, followed by 20
minutes of group and independent work, e.g. independent reading, writing or word work, while the
teacher works with one or two ability groups each day (two for Key Stage 1 and one for Key Stage
2) on guided text work (reading or writing), followed by ten minutes of whole-class work, review-
ing, reflecting, consolidating teaching points and work covered in the session.
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The National Numeracy Strategy,” with a recommended daily coverage of 45 minutes at Key
Stage 1 and 50-60 minutes at Key Stage 2, was based on four basic principles:

dedicated mathematics lessons each day

direct teaching and interactive oral work with the whole class and groups

an emphasis on mental calculations

controlled differentiation, with all children engaged in mathematics relating to a common
theme.

AW ND —

In practice this meant increased focus on direct teaching, with a balance between several strategies:
directing, instructing, demonstrating, explaining and illustrating, questioning and discussing,
consolidating, evaluating responses, and summarising. A typical lesson might involve: oral work
and mental calculation (5—10 minutes) with whole-class work, to hone mental and oral skills,
followed by the main teaching activity (30-40 minutes) combining teaching input and children’s
activities in whole-class, group, paired or individual work, followed by a plenary session (1015
minutes) to resolve, with the whole class, any misconceptions, to identify progress, to summarise
key facts and ideas, to link to other work, for forward planning and to set homework.

The strategies were subject to strong criticism from very early on. For example, with regard
to literacy, the prescriptive nature of the pedagogy and the inappropriateness of many of its features
were questioned.” In spite of many well-made criticisms, modest concessions to the ruthless pres-
sure from government to conform to their prescriptions were only made in relation to the necessity
for allocation of timings to lessons, the problems with one-off lessons and the lack of attention paid
to pupils’ responses to the teaching if they deviated from the objectives set for the lesson.” On a
more positive note the government maintained an explicit commitment to ensuring that teachers
support children with particular needs.

Excellence and Enjoyment, England’s Primary National Strategy (PNS) (DfES 2003),
published in 2003, offered hope to many in education of a more flexible and creative approach to
the curriculum. However Ofsted’s report on the primary curriculum, the National Literacy Strategy
(NLS), and the National Numeracy Strategy (NNS), based on visits between 2002 and 2004 (Office
for Standards in Education (Ofsted), 2005) noted that few schools had made significant progress in
adopting more flexible and creative ways of managing the curriculum. They also found that, ‘In
English, teachers’ planning focuses too much on covering the many objectives in the NLS frame-
work for teaching, instead of meeting pupils’ specific needs. This inflexibility hinders
improvements in the quality of English teaching’ (p. 2). The claimed lack of progress by schools
with regard to flexibility and creativity is perhaps indicative of the contradictions that are part of
Excellence and Enjoyment. Although the PNS exhorted schools to be more flexible and creative, at
the same time the emphasis on the literacy and numeracy strategies remained, and was intensified.

One of the key features of the strategies has been the organisation of learning as a sequence
of teaching objectives. In the report on the first four years of the NLS based on inspection visits
carried out during 1998-2002 (Office for Standards in Education (Ofsted, 2002) it was noted in
relation to the teaching of literacy that, ‘There is more direct teaching, the lessons have a clearer
structure and learning objectives are more precise’ (p. 2). The encouragement by Ofsted in this and
other publications, including school and teacher-training institution inspection reports, to focus on
teaching objectives resulted in the practice of teachers’ lessons being strongly objective-led, to the
extent that objectives were written onto classroom boards and pupils were encouraged to write the
objective of the lesson in their exercise books. Ofsted’s change of emphasis from positive findings
on precise objectives in 2002 to the criticism that teachers were focusing on them too much in 2005
could be seen as a reflection of government policy, represented in the change of guidance from the
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NLS to the PNS, rather than a rigorous and objective analysis of the evidence from inspection
observations. A persistent problem with Ofsted national reports on the English and literacy curricu-
lum has been the lack of consistent attention to particular main findings from one report to the next.

In October 2006 the National Strategies new frameworks for literacy and mathematics were
released with an expectation that ‘the majority of schools and settings are likely to be making exten-
sive use of the renewed framework at some stage during this academic year.’®

We have commented about the ever-increasing documentation provided by government. One
of the most striking images of the original National Curriculum documents was of a school that had
piled all the documents on top of each other creating a tower the height of a single-storey building.
Since then, in spite of regular complaints about overload, if anything this process has intensified.
One of the key changes to the strategies in 2007 was the move to web-based documentation. The
ease of publishing web pages and making changes to them has resulted in even greater amounts of
government documents, requirements, guidance etc. On the positive side, they are all easily acces-
sible! At the time of writing, the web pages for the strategies had been reorganised again to bring
them all together: early years, primary, secondary, inclusion, leadership, CPD. The Primary section
includes the following main elements:

primary framework

improving schools programme

mathematics subject area

publications

assessment

literacy subject area

behaviour, attendance and Social and Emotional Aspects of Learning (SEAL).

The introduction to the framework explains that the principles of both Every Child Matters and
Excellence and Enjoyment (see above) are embedded in the practice for children aged 3—11 that is
outlined in the frameworks. Even at this introductory page of the guidance the Rose report on
phonics teaching is explicitly referred to, which is an indication of its influence. Another section of
the introductory material provides ‘Overviews of learning’ for each year of pupils’ lives in the
primary school. These overviews seem to be more about the government’s agenda than a genuine
attempt to characterise learning. For example, there is no comment on children’s motivations or the
real choices over learning that they might make. The opening paragraph of ‘Year 6 — the learner’ is
indicative of the familiar emphasis on testing and assessment dressed in slightly new web-based
clothes:

Year 6 children are coming to the end of the primary phase of their education. The end of Year
5 assessment provides a clear benchmark of their attainment in literacy and mathematics,
enabling teachers and children to identify how much progress they have made and what they
still need to do to meet end-of-Key Stage expectations. These assessments will identify both
the achievements children have made and those areas or aspects where gaps in understanding
remain and need to be addressed in order to secure the necessary progression in learning. Use
of the assessment profile, together with ongoing teacher assessment, informs planning and
teaching across the broader curriculum. Helping children to recognise their progress maintains
their motivation and desire to improve.®

The National Strategy for secondary addressed both Key Stage 3 and Key Stage 4 and included the
following main elements: Introduction; English; Mathematics; Science; and ICT. The introductory
material identified some of the key issues that were part of the redevelopment of the strategy. It was

49



SOME PERSPECTIVES ON TEACHING AND LEARNING

claimed that the changes were linked to the previous strategies as they were ‘Building on success’;
the evidence of this success is debateable. The ideas of personalised learning and the need for
flexibility and locally determined curricula were explicitly mentioned but contradicted by the
prescriptive nature of all the guidance. In 2010 the status and development of the national strategies
was called in to question because of the government’s decision not to continue the funding after 2011.

With regard to Key Stage 4, it can be seen in this chapter that the curriculum for Key Stage 4
and beyond has been covered more skeletally than for the other Key Stages. This reflects the consid-
erable state of flux that characterises the education of 14- to 19-year-olds, not only in terms of
qualifications and examinations (discussed earlier) but also in terms of curriculum coverage,
specialisation and commonality, and degree of student choice. Attention is focused on this age phase
by the government,® not least because of the low performance of many such students in the UK
compared to France and Germany, and the low uptake of university by lower socio-economic
groups. The government’s proposals for this age group include:

higher attainment

reform of qualifications and curriculum

the importance of local delivery

the new secondary curriculum

introduction of the new diplomas

renewed emphasis on personal learning and thinking skills
increased attainment by age 19

increasing the number of young people completing apprenticeships
increasing the number of young people participating in education at age 17
the 1416 re-engagement programme

learning visits and twinning networks to share good practice

race equality impact assessments

disability and gender assessments.

These initiatives are part of a new vision for 14-19 education, which it is hoped will prepare
students for the constant changes that are a feature of the world they live in. The creation of the
diplomas does seem to be a promising development that could motivate many more students and
will offer greater choice over qualifications. Part of the plan for ensuring that students do have this
greater choice is the idea to encourage institutions in local areas to work together more, in order to
provide the wide range of learning opportunities that are being promised by government.

CONCLUSION

This chapter commenced with an indication that the roles and tasks of the student teacher on teach-
ing practice will be diverse and plentiful. If the scope of the task appears daunting, then, perhaps
with little solace, this is because it is. Clearly a teacher, at whatever level or age group, has a wide
range of responsibilities, having to be more than simply a subject teacher. Whilst the size of these
responsibilities is very considerable, some of them will have a greater priority than others, depend-
ing on local circumstances. This is a matter to be discussed on preliminary school visits, with the
mentor and the class or subject teachers. It is entirely unrealistic to expect a student teacher to move
from a zero starting point to taking on the range of these responsibilities overnight, and, indeed,
some of them may not have to be addressed on a teaching practice at all, e.g. aspects of items 20 to
26 from Box 7. Further, the student teacher should expect to receive information from the school
on its practices in respect of the National Curriculum, not to have to go fishing for it.
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The range of responsibilities is formidable, by any standard, and the rate at which these
responsibilities can be addressed and assumed by student teachers is a matter of individual discus-
sion and development.
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Information and
Communications
Technology

INTRODUCTION

The rise of information and communication technology (ICT) in schools is apparently unstoppable
and developments in ICT seem to many to encapsulate broader trends in education. ICT touches most
aspects of education, leading to the formation of new networks of teachers, promoting the develop-
ment of new approaches to teaching and learning and, through the use of such technological advances
as video-conferencing, online forums, blogging tools etc. puts teachers and students in contact with
each other on a global scale.' For most young people the use of technology is a part of their daily
lives, and with greater access to a wider range of digital technology than ever before, these young
people are using technology to access, communicate, share and support their learning in many differ-
ent ways. Schools, too, are using their own websites, technology systems and intranets (or virtual
learning environments/learning platforms) to make learning resources available online at any time of
day. The harnessing of technology in this way remains an important aspect of government and local
agendas with the intention of having a strategic impact on the education system.’

In this environment, where the use of technological tools is increasingly embedded in school
and everyday life, some broad trends in education can be seen. For example:

There is less certainty about what counts as important knowledge.

Knowledge generation and construction have replaced knowledge replication and repetition
as important.

Views of effective learning and how learners learn have moved away from an emphasis on
drill and practice, rote learning, memorisation and repetition.

A premium is placed on higher-order thinking for creativity, imagination, evaluation and
flexibility in order to keep pace with the information age and for learners to be able to judge
what is needed and worth learning.

Students have to take responsibility for their own learning and thinking, with assessment for
learning practices in school emphasising the need for learners to understand not just what but
also how they learn.

Higher-order thinking is socially learned and developed, not with students sitting and work-
ing in isolation but collaboratively and in co-operation through dialogue.

Motivation and engagement are seen as central requirements for effective learning.
Teachers’ roles are changing from transmitters to facilitators and supporters of learning.

The emphasis in education is moving away from teacher-centred teaching to learner-centred
learning.
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Learning is not simply a result of instructional teaching but of networking — the linear view
of teaching and learning is replaced with a networked view of learning.

Changing practice requires changing the culture of teachers, teaching, and getting into the
minds and hearts of teachers and schools.

Learning takes place outside classrooms and the walls of the school.

The role of Information and Communication Technology (ICT) in schools is increasingly being
viewed as connected to the development of both teaching and learning. ICT on its own is not
sufficient to influence education in the direction of the trends noted above. The key, critical compo-
nent in this process is teachers and their pedagogy. If a new culture of teaching is to be developed,
ICT may be one feature that can help to support this.

WHAT IS ICT?

ICT is a means of accessing, storing, sharing, processing, editing, selecting, presenting and commu-
nicating information through a variety of media.’ It involves finding, sharing and restructuring
information in its diverse forms.* A range of technological devices are now used as tools (both tech-
nical and cognitive), as media, as resources, and even as tutee (where the computer is being
programmed by students).’

Different kinds of ICT have evolved over the past decades, e.g. programming, drill and practice,
LOGO, software, CD ROMS, simulations, databases and word processing, multimedia, internet usage
and interactive technologies.® Castro’ indicates that the early use of computers tended to mimic teach-
ers and used ‘drill and practice’ programs to practise what teachers do in conventional classrooms, e.g.
spelling and multiplication tables. From here computer usage became more imaginative, moving to
simulations and explorations. The turtle, which moved around on the screen, was seen as a means to
teach programming algorithms, with LOGO as a landmark in this. The turtle, and associated program-
mable toys, use computers to develop higher-order cognitive skills. Further, simulations and animations
enable students to grasp theoretical principles, e.g. from models of the solar system to inferential statis-
tics, and they have the advantages of concreteness, control, cost-effectiveness, and safety.* Computers
can do what is impossible or impracticable in real life. The introduction of multimedia, interactivity and
the internet for communication have the potential for transforming teaching and learning.

The types of ICT usage are diverse (see Box 8), in terms of both hardware and software, and
include a range of devices (e.g.speech-sensitive devices, touch-screens, interactive boards) to enable
students with a variety of learning difficulties to participate in learning. Examples of the diversity of
teachers’ and students’ usage include: writing and publishing through the web using blogs, wikis and
collaborative forums; accessing resources through virtual libraries; experiencing exploratory situa-
tions through adventure games, simulations and virtual learning; using real-time and asynchronous
conversations; and sharing resources.’ It is worth noting at this point that ICT encompasses many
aspects of technological devices and is not simply to do with computers.'’ In their research with
computers and pre-school children, Plowman and Stephen (2005) included within their definition of
ICT a variety of audio-visual devices, photocopiers, telephones, fax machines, televisions and
computers. They also included toys that simulated appliances such as mobile phones, laptops, cash
registers and microwave ovens."

There are several major forms of ICT set out in the following pages, each of which addresses
the implications for practice. Allen et al."> and Woolard" suggest that teachers need to know several
features of word-processing software in order to teach effectively with and about word processing
(Box 9). These authors also suggest several issues that teachers need to know about spreadsheet
software in order to teach effectively with and about spreadsheets (Box 10).
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Box 8: Different uses of ICT in education

Find things out
Understanding and using electronic information to handle data and undertake research using:

database entry programs and spreadsheets
database packages
internet and the World Wide Web.

Developing ideas and making things happen
Knowing that a simulation can represent real or imaginary situations. Identifying patterns, sequences, and cause
and effect using:

adventure and problem-solving-type games
simulations

ideas processors/mind mapping tools

LOGO programming

measurement and control equipment and software
modelling programs.

Exchanging and sharing information
Being able to communicate effectively with others through the sharing of information and in the presentation of
their ideas in electronic format using:

word processing

desktop publishing

digital cameras and digital scanners
online bulletin boards and forums

web conferencing

web authoring

e-mail and chatrooms

talking books

presentation packages

animation and film-making techniques
graphics packages

multimedia

software CD-ROMs and virtual libraries
virtual learning communities and study centres.

And there will be many other simultaneous uses of ICT relating to the Management and Information System (MIS):

personal data collection

assessment programs

the tracking storage and retrieval of personal data
transferring data/files

recording and reporting.

Databases are structured stores of information such that retrieval and presentation are very
straightforward, enabling graphical representation of information, even by young children. Allen et
al. and Woollard suggest that it is advisable that teachers need to know several factors about data-
bases and that students start by adding data to existing databases in order to be able to learn how to
interrogate them effectively (Box 11).
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Box 9: Teachers’ knowledge of word processing

Creating, opening, saving, closing, deleting and printing documents.

Selecting font, font size, colour, style (italic, bold), line spacing and justification.

Altering default font, font size, colour, background colour, margins, page size and orientations.
Inserting, deleting, selecting, cutting, copying, pasting and undoing.

Utilising the ‘help’ function.

Inserting bullet points, tables, clip art, borders, shading and columns.

Altering page orientation (landscape, portrait) and margins.

Forcing page breaks.

Utilising tabs and indents.

Utilising spelling and grammar checkers (including how to switch on and off), thesaurus, print preview, high-
lighter and talking facilities (including how to switch on and off) and find and replace.
Connecting alternative input devices (overlay keyboards, touch-screens).

Inserting page numbers.

Inserting text, graphics, tables and documents from other applications.

Box 10: Teachers’ knowledge of spreadsheets

Creating, opening, saving, closing, deleting and printing documents.
How to set up spreadsheets so that children can enter data.
Selecting worksheet and cell size.

Inserting, modifying and deleting row and column labels.
Inserting, modifying, moving and deleting textual and numerical data.
Inserting, modifying and deleting formulae and functions.
Inserting and deleting cells, rows and columns.

Formatting data.

Searching and sorting data.

Adding, modifying and deleting borders and shading.
Selecting, modifying and displaying graph types.

Formatting graphs to include axes labels, key and text.
Exporting graphs and spreadsheets to other applications.
Importing information from other applications.

Selecting font and font size.

Navigating through records.

Searching and retrieving information.

Plotting and replotting graphs/reports etc.

Entering data.

Designing a new data file.

Inserting titles.

Importing and exporting information.

Utilising help.

Copying and pasting.

Altering defaults.

Customising the spreadsheet program.

Protecting cells and documents.
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Box 11: Teachers’ knowledge of databases

Creating, opening, saving, closing, deleting and printing documents.
Adding, modifying and deleting data and questions.
Navigating through records.

Searching and retrieving information.

Plotting and replotting graphs/reports etc.

Entering data.

Designing a new data file.

Inserting titles.

Importing and exporting information.

Selecting font and font size.

Utilising help.

Inserting text, images, borders, arrows.

Copying and pasting.

Altering defaults.

Protecting documents.

Box 12: Teachers’ knowledge of graphing programs

Choice of variables (categorical, discrete, continuous).

Types of data.

Grouping data.

Collecting and recording data.

Presenting data.

Creating, opening, saving, closing, deleting and printing documents.
Adding, modifying and deleting data.

Plotting and replotting graphs.

Selecting and displaying graph types.

Selecting and modifying constituent elements of graphs.
Selecting, resizing, cutting, copying and pasting graphs.
Selecting and modifying graph scales and autoscaling.
Selecting two-dimensional or three-dimensional representations.
Inserting graph titles, axes labels, key and text.

Selecting font and font size for graph and axes headings.
Exporting graphs into other applications.

Importing information from other applications.

Utilising help.

Altering defaults.

Customising the graphing program.

Utilising alternative input devices.

Selecting appropriate colours and/or patterns depending on printer availability.
Protecting documents.
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Graphing

Graphing software can be used for preparing resources, interrogating and presenting information.
Graphs enable students to focus on the content of the information, not solely the problems of
presenting data and constructing graphs. They can be produced directly from stored data (e.g. from
databases and spreadsheets) and from data collected through sensing and measurement (e.g. temper-
ature from data loggers)." Further, ranges of different types of graph are available, and the scale of
graphs is usually selected automatically on software packages. Teachers need to know several
factors about graphing in order to be able to teach with them effectively (Box 12).

Graphics packages, clip art and sound packages

Graphics software allows images to be created, entered, stored, retrieved and manipulated. In using
graphics, it is important that students should be aware of the difference between paint and draw
packages, that they should have opportunities to develop their abilities to scan, edit, enhance and
customise images, whilst avoiding plagiarism of work (see Chapter 5) and the overuse of irrelevant
images. Allen et al. and Woollard suggest that teachers need to know several factors about graphics
packages, clip art and sound packages in order to be able to teach with them effectively (Box 13).

Box 13: Teachers’ knowledge of graphic, clip art and sound packages

Creating, opening, closing, deleting and printing documents

Altering default page size, margins and page orientation

Inserting, modifying and deleting background colours

Selecting, modifying and utilising tools from the toolbar

Utilising fill

Utilising undo/redo

Grouping and ungrouping elements

Selecting, cutting, copying, pasting, cropping, resizing, reshaping, reordering and rotating elements and
drawings

Switching grid on and off

Utilising zoom/magnifier

Exporting images to other applications

Utilising help

Altering defaults

Customising set-up

Connecting alternative input devices

Protecting documents

Using sound software for manipulating sounds

Avoiding using the computer simply as an expensive form of cassette recorder

Desktop publishing

Desktop publishing is a way of producing high-quality textual and graphics presentations. In using
desktop programs teachers need to be able to know several key points (Box 14).
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Box 14: Teachers’ knowledge of desktopping

Laying out a page with text blocks, borders, shading, illustrations and photographs.
Using word-processing skills and saving processed word data.

Using draw or paint packages and saving such data as a file.

Using template page designs in the software.

Multimedia

The claims for multimedia usage are considerable. Whilst it might be suggested that multimedia
presentation of information could lead to more effective learning and increased interaction in the
classroom, there is a danger of over-emphasis on image over content, presentation over substance
and entertainment over learning. If multimedia is to be used then users need to be media-literate,
aware of the impact and effect of still and moving images and sound (Box 15)."

Box 15: Teachers’ knowledge of multimedia

Students must be clear about the purposes of using multimedia.

Teachers and students must know how to gather and present multimedia information.

Assessment criteria must be made clear for multimedia projects (particularly if they are group projects).
Teachers and students must be clear on the kinds of information that are best handled with multimedia, and
the forms of visual display.

The limits and disadvantages of multimedia usage must be understood, together with the added cognitive
and pedagogical benefits brought about by visual or auditory inputs over textual material.

Teachers and students must be clear how the main messages of the multimedia are being conveyed
(through text, through visual channels and through auditory channels).

Teachers and students must know how the pictures, text and sound interact to make meaning.

Students must be actively involved in multimedia creations, preferably as a group activity, with appropriate
levels of challenge.

Appropriate higher-order skills must be assured in students.

Students must understand the difference between linear and branching programs.

Teachers will need to accept that multimedia writing by students is time-consuming but that the results are
usually worth it.

Judicious use of multimedia is required, in order to avoid converting every project to a multimedia project.

Internet

Related to multimedia presentation is the use of the internet. We are already seeing that the internet
is becoming the major driving force for new developments in teaching and learning, such that a
paradigm shift in conceptualising teaching and learning, teachers and learners, may occur. To
maximise the value of the internet, Allen et al. and Woollard suggest that teachers will need to
consider several issues (Box 16).
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Box 16: Teachers’ knowledge of the internet

How to access the internet and how to access and use browsers.

How to access, search, and navigate the World Wide Web.

How to design, create, save, modify and publish on the World Wide Web.

Use of e-mail, discussion forums, texting, podcasting and video-conferencing for teaching and learning.
Awareness of E-safety issues

Detailed knowledge of the school’s policy and protocols for internet usage. Bookmarking favourite websites.
Copying and pasting text, images and materials from web pages into other applications.

Downloading and saving websites and files.

Checking for, and preventing damage from viruses.

Altering default browser settings.

Utilising cache facilities.

Synchronous and asynchronous communication

Electronic mail has been for some time now a powerful way of supporting teaching and learning.
Discussion forums, blogging, texting, podcasting and video-conferencing are now being used
frequently to support both teaching and learning across a variety of contexts. Teachers need to
acknowledge that a wider range of communicative forms is part of acceptable practice within and
beyond the school environment. These popular, communicative forms are supported by mobile
technology and have the potential to enable teachers and learners to work flexibly, anytime and
anywhere. In discussing mobile technologies Naismith ef al.'® suggest that learning is improved
through synchronous (real-time) and asynchronous communication, that it makes for increased
equality in group dynamics and greater collaboration, and can ensure rapid dissemination and shar-
ing of information to all parties.

Games and simulations

Games and simulations have considerable attractions as pedagogical tools.”” Computer games and
simulations can:

improve the speed and quality of learning and performance

stimulate and develop motivation and curiosity

enhance learning and memorisation through visualisation, experimentation, prediction,
manipulation and logical thinking

enable students to experience success and a sense of achievement.

Whilst the range of attractions is very considerable, several voices have cautioned against over-use
of games and simulations, suggesting, for example, that they can:

reduce dialogue and interaction

tend towards rote learning

only lead to predictable rather than open-ended or novel outcomes

are too removed from everyday life and over-simplify complex matters and everyday realities.
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These are telling concerns that require teachers to ensure ‘fitness for purpose’. This entails careful
preparation and follow-up when using games and simulations to ensure that they do not replace
deep learning with superficial entertainment.

CLAIMED ADVANTAGES OF ICT

There are many benefits claimed for using ICT in classrooms. Principal amongst these are that it
can:

raise student achievement in all subjects and for all students
promote higher-order thinking in order to evaluate knowledge
promote learning for capability and problem-solving

foster collaborative learning

raise students’ motivation and engagement significantly.

Some time ago, Lajoie' showed how ICT could support cognitive processes such as memory and
sharing cognitive load, particularly by engaging the learner in ‘out of reach’ cognitive activities.
Hennessy'’ shows clearly that this may only be possible if teachers have a clear grasp of how peda-
gogy and the use of ICT in classrooms are linked.

The Department for Children, Schools and Families® suggests that:

The evidence from the literature shows a positive effect of specific uses of information and
communication technology (ICT) on pupils’ attainment in almost all the National Curriculum
subjects, the most substantial being in mathematics, science and English at all Key Stages.
There is a strong relationship between the ways in which ICT has been used and pupil attain-
ment. This suggests that the crucial component in the use of ICT within education is the
teacher and his or her pedagogical approaches. Specific uses of ICT have a positive effect on
pupils’ learning where the use is closely related to learning objectives and where the choice of
ICT use is relevant to the teaching and learning purposes. The positive effect on attainment is
greatest for those ICT resources which have been embedded in some teachers’ practices for a
long time.

Indeed, ICT, it is claimed, enables students to take greater control of their learning and enhances
learning on a variety of fronts.” It seems that there may be improvements on several fronts:

Student outcomes

Performance increases, particularly when there is interactivity and multiple technologies
(video, computer, telecommunications).

Attitudes improve and confidence increases particularly in ‘at risk’ students.

Instructional opportunities are provided that otherwise might not have been possible.

Educator outcomes
Teaching with technology brings several benefits:
moving from a traditional, directive approach to a student-centred approach

increased emphasis on individualised programmes of learning
greater revision of, and reflection on, curricula and instructional strategies.
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CONCERNS ABOUT ICT

However, the situation is not one of unbridled advantage. Higgins,” for example, found few indi-
cations that ICT could bring about improvements in understanding, and considered that the benefits
reported by studies of Computer Assisted Learning (CAL) and Computer Aided Instruction (CAI)
were both relatively low and not as effective as other approaches such as homework and peer learn-
ing. Hokanson and Hooper® question the initial claims for ICT as being both over-optimistic and
unrealistic in predicting gains in student learning, achievement and test scores.

In considering the use of interactive whiteboards (IWBs) in primary classrooms, Smith ez al.**
have suggested that IWBs may reinforce established styles of whole-class teaching unproductively,
rather than promoting new, innovative teaching approaches. As has been the experience with other
uses of technology in classrooms, IWBs are often made to fit pre-existing instructional practices
(Nordkvelle and Olsen).”

It appears that the promise of ICT, and the very many claimed benefits of ICT sometimes
remain unfulfilled or unrealised. More significantly, many studies report that it is only under the
right conditions that the claimed benefits can be realised. Central to these conditions is the teacher
and the way in which she/he promotes learning through ICT — the teacher is still at the heart of the
process of learning.” The teacher is still critical in newer forms of teaching; computers are no
substitute but a powerful tool for teachers and learners to use. They help people, not vice versa.
Schools are communities of people, not computer banks. Teachers are infinitely more responsive
and sensitive to students’ learning and development than computers. Indeed the teacher, in very
many cases, will be making decisions on the most effective ways of using computer technology to
enhance learning.”” The provision of ICT is therefore a necessary but not sufficient condition for
effective development, and that teachers are the critical factor, rather than hardware or software.*

CONSTRUCTIVISM AND ICT

The argument that is developed in this book is that teaching and learning have moved from instruc-
tivism to constructivism, and also that constructivism underpins the more effective use of ICT. A
corollary of constructivism is the development of:

situated learning

metacognition

higher-order thinking

the social basis of learning

a move away from didactic approaches to teaching

an emphasis on the process of learning, not simply on the product

the breaking of subject boundaries and the development of project-based, real world
(‘authentic’) learning and authentic assessment

student-centred learning, and

the significance of intrinsic motivation.

Many of these issues derive from, or are related to, the work of Vygotsky, whose work inspired
many of the ideas about teachers helping learners by ‘scaffolding’, and ensuring that teaching and
learning take place within a ‘zone of proximal development’.”

There has been a change in education from using ICT to deliver and control instruction to
using ICT to support learners’ creation of knowledge, and their investigation and thinking. A change
from representation, using ICT to transmit information, to generation (for knowledge construction),
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from linear logic to non-linear, networked logic.” The use of computers, it is argued, is best
conceived in terms of metaphors from biology rather than instruction, being a medium for growth
— intellectually and cognitively — rather than simply a tool. Schools have moved some way from an
emphasis simply on linear logic and programmed instruction and learning, towards non-linear,
networked, branching, hypertext views of learning, in which connections between knowledge are
made and developed. ICT has considerable potential to catch the tentative nature of knowledge in
constructivism, as the use of ICT involves drafting and redrafting, editing and selecting, making
connections and reflecting.

In a context where neither the teacher nor the textbook is the repository of all knowledge, the
internet is an embodiment of, and medium for, the practice of constructivism. This is because it is
an expanding store of accessible information and requires students to evaluate and select that infor-
mation®' and to select their own pathways for learning. The internet calls into question conventional
notions of authority, validity, the nature and ownership of knowledge. Knowledge is non-
hierarchical in the internet. Student-centred learning is a natural consequence of internet usage;
indeed learner control of learning is a significant feature of ICT usage.*

The implications of adopting constructivist principles are to suggest that learning is situated,;
it is context- and individual-specific and it must place emphasis on social interaction and active
learning,” with the locus of control of learning moving from the teacher to the learner. The
significance of the social basis of learning and ‘situated cognition’ owes much to Vygotsky. Hung
and Cheng* categorise this into four headings — situatedness, commonality, interdependency and
infrastructure — and draw out their implications for e-learning (Box 17).

Further, with regard to ICT, the internet has been claimed to have considerable potential to
develop metacognition,” as the non-linear nature of the internet and its use promote reflection and
networked learning, both of which are essential ingredients of metacognition. Indeed it may be that
the development of metacognitive strategies must be built into the design of ICT use, and that this,
using Vygotsky’s notion of ‘scaffolding’ (discussed in a later chapter) can be facilitated through
ICT. Scaffolding can be provided by the teacher but Wegerif and Dawes* suggest that collaborative
work on ICT with small groups of children can also enable them to provide scaffolding for each
other. During internet use Grabe and Grabe*” have suggested that the teacher can provide scaffold-
ing by helping students to locate and evaluate material (e.g. from a web search), presenting students
with challenging but achievable tasks, helping students to develop enquiry skills, identify problems
and tasks, together with strategies for addressing them. This requires the teacher to locate learning
within Vygotsky’s ‘zone of proximal development’. The zone of proximal development is defined
as ‘the distance between the actual development of the child and the level of potential development
as determined by adult guidance or in collaboration with more capable peers’.*

If the teacher is to provide appropriate scaffolding to fit the learner’s zone of proximal devel-
opment, then this requires both the development of higher-order thinking and attention to the social
basis of learning. For Vygotsky, one cannot have the former without the latter; for him all higher-
order functions and cognition are socially learnt and transmitted.

HIGHER-ORDER THINKING AND ICT

Wegerif* suggests that using ICT in classrooms, particularly in a constructivist approach, has great
potential to develop students’ higher-order cognitive skills. A section of the report summary reveals
how the relationship between ICT, thinking skills and pedagogy is a complex one:

There are three main ways of thinking about the role of information and communications tech-
nology (ICT) in teaching thinking skills: as tutor or teaching machine, as providing
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Box 17: Four features of learning from Vygotsky

Principles of situated cognition and
Vygotskian thought

Design considerations for e-learning

Situatedness

Learning is embedded in rich cultural and social
contexts.

Learning is reflective and metacognitive,
internalising from the social to the individual.

E-learning environments should be internet- or web-based.
E-learning environments should be as portable as possible.
E-learning environments can focus on tasks and projects,
enabling learning through doing and reflection.

E-learning environments can focus on depth over breadth.

Commonality

Learning is an identity formation or act of
membership.

Learning is a social act/construction mediated
between social beings through language, signs,
genres and tools.

E-learning environments should create a situation where
there is continual interest and interaction through the tools
embedded in the environment.

E-learning environments should capitalise the social
communicative and collaborative dimensions allowing
mediated discourse.

E-learning environments should have scaffolding
structures.

Interdependency

Learning is socially distributed between
persons and tools.

Learning is demand driven — dependent on
engagement in practice.

E-learning environments should create interdependence
between individuals where novices need more capable
peers capitalising on the zone of proximal development
(ZPD).

E-learning environments should be designed to capitalise
on the diverse expertise in the community.

E-learning environments should be personalised to the
learner with tasks and projects embedded in the
meaningful activity context.

E-learning environments can track the learner’s history,
profile, and progress and tailor personalised strategies and
content.

Infrastructure

Learning is facilitated by an activity — driven

by appropriate mechanisms and accountability
structures.

E-learning environments should have structures and
mechanisms to facilitate the activity (project) processes in
which the learners are engaged.

E-learning environments have the potential to radically alter
traditional rules and processes that were constrained by
locality and time.

‘mindtools’ and as a support for learning conversations. A review of the evidence suggests that
using technology does not, by itself, lead to transferable thinking skills. The success of the
activity, crucially, depends on how the technology is used. Much depends on the role of the
teacher. Learners need to know what the thinking skills are that they are learning and these
need to be explicitly modelled, drawn out and re-applied in different contexts.

The evidence also suggests that collaborative learning improves the effectiveness of
most activities... The positive effect of collaborative learning is amplified if learners are
taught to reason about alternatives and to articulate their thoughts and strategies as they work
together. Technology is therefore best thought of as a support and resource for dialogues in
which thinking skills are taught, applied and learnt.
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Some of this echoes the much earlier findings of Wishart,* who reported that computer programs
can act as cognitive tools which facilitate the construction of higher-order schemata and use of
cognitive skills such as formal, abstract reasoning, which were previously considered to be unat-
tainable by younger children. But the key message is that the teacher is the crucial mediator. A
well-constructed multimedia programme of study, with co-operative and situated learning, with an
exploratory approach being adopted and with students working at their own pace and in their own
sequences, can fulfil the potential of multimedia learning. Self-paced learning, they aver, can
provide space for reflection and the integration of experience, understanding and conceptual devel-
opment

One impact of ICT and new technologies is to shift the emphasis from teaching to learning,
and from the product to the process of learning. Students need to focus on how and where to
acquire, store and utilise knowledge rather than to remember it all.* Effective teachers will be those
who can scaffold learning for students, and support them in the navigation of their own learning.

Faced with massive potential information overload as a consequence of ICT, the notion of a
‘lesson’ or a ‘subject’ might have to change dramatically, moving toward a variety of types and
contents of learning taking place simultaneously and towards project-based work, often using
primary sources, in a variety of settings.” Further, teachers are faced with a situation in which their
students may know more about ICT than they do, and the notion of increased student choice is
opened. Indeed, the content of curricula becomes debatable beyond fundamental literacy and
numeracy. Project-based learning® should also encourage students to make decisions, encourage
exploratory ‘what-if” questions, actually require discussion and communication, and enable a final
product or solution to be prepared. In particular, the content of curricula has increased potential to
provide authentic, real-world learning and materials.*

What is being suggested here is the need for engaged and meaningful learning, with real-life
tasks, which will be multidisciplinary, project-based, participative (‘minds-on’ as well as ‘hands-
on’) and collaborative.* Collaborative work will require fluid and ad hoc grouping of students, with
active pedagogies.

DIFFERENTIATION

One of the great claims for ICT is its ability to provide differentiated learning and differentiated
activities: by task, process, materials (inside and outside schools), routes through learning,
outcomes, pacing, timing, learning styles, abilities, kinds of knowledge, difficulty of material,
personal involvement of the learner, enabling student choice, assessment and individual learning.*
Another attraction of ICT and computer-mediated learning is its ability to engage learners affec-
tively — their emotions, motivation and personality development.” For some students their
enjoyment lies in being able to work with computers in private and at their own pace. For others it
is the control of the learning which they value — they control their own learning® and the computer
can be tailored to individual learning needs. For others it is the ability of the computer to set appro-
priately challenging and achievable tasks at their own levels.

The power of ICT to make learning possible for a diversity of students is well documented.
Underwood® reports that students with special educational needs are viewed, and often view them-
selves, as failures, and that they have difficulty in completing work. With different technologies
Bruntlett® suggests that several of these needs can be addressed; for example, learners who are
dyslexic can use voice-activated computers; learners with visual impairments can use screen
magnifier and talk-back facilities; learners with cerebral palsy can use lightweight laptops. There
are concept keyboards for a range of learning needs. Further, the Department for Education and
Skills* indicates the use of ICT can make learning available to students who have been excluded
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from school (NotSchool.net), reinforcing the principle of inclusive education and social inclusion.

In examining issues of equity, Grabe and Grabe™ point out that females predominated in learn-
ing clerical skills with ICT and that fewer females than males took computer sciences at higher
education level. Indeed, they report that females rated themselves as lower than males in comput-
ing abilities. They found that recreational software and competitive games were more geared to
males and that, in school, there was more computer use as a tool for mathematics and science, both
typically male-dominated subjects. If there was limited access to computers then males were more
aggressive in gaining access to computers. It was important, therefore, for teachers to ensure equity
of access, content and outcome in computer usage. Lachs® found that, generally, boys were more
confident than girls in using computers and tended to take control (e.g. of the keyboard) more than
girls. Clearly the teacher must be vigilant here to ensure equality of access and use. Further,
Underwood* found that girls-only groups collaborated and co-operated better than the boys-only
groups or mixed groups. This notwithstanding, boys-only groups performed well when given
explicit instructions to co-operate. The teacher, then, will need to decide on the most judicious
grouping — boys only, girls only or mixed-sex groups.

ADMINISTRATION

Schools use ICT in a variety of administrative ways. Bialo and Sivin-Kachala® found that teachers
used ICT to streamline record keeping and administrative tasks, to decrease isolation through
e-mail, and to increase their own professional development through distance education. Telem™
noted that, with ICT, reports became more reliable, updated, timely and easy to retrieve and read,
that there was a reduction in the need to sort through piles of documents and that statistical and
comparative analyses were available immediately. Further, through ICT, teachers and head teachers
became more accountable (p. 354), e.g. in terms of student achievements, complaints about teach-
ers, and deviation from curriculum planning and timetables. Transparency was increased. School
management information systems impacted on accountability, the evaluation of teaching and learn-
ing, supervision, record keeping (e.g. of attendance, writing reports, assessment marking, writing of
lesson plans, resources), feedback, meetings (and their frequency) and shared decision making,
shared values and continuous development of leadership, with increased efficiency in all areas.”
However, Kwok et al.*® found limited gains in terms of administrative time or personnel, though the
Teacher Workload Study in 2001 found savings of up to 3.75, 3.25 and 4.55 hours each week in
primary, secondary and special schools, respectively, in the UK.”

Student teachers are advised to find out the school’s practices on using ICT for lesson plan-
ning, preparation and recording, communication, timetabling, recording (e.g. student progress,
attendance, personal details, electronic mark-books) and administrative work. They are advised to
find out about the school’s intranet and e-mail practices.

SOCIAL LEARNING

A major claim for ICT in schools is its ability to foster social learning,” which, as was suggested
carlier, is a major factor in the development of higher-order cognition. ICT is also valuable in
supporting co-operative learning.

In planning for social learning the teacher must consider the number of users at each work
station, the duration of the use, the nature of the access to the computer, and turn taking. For exam-
ple, if one user alone has access this gives highly individual and possibly closely matched work, but
it is very expensive in terms of time at the computer, and other students may suffer from not having
access. If a small group of students is at the computer, positive peer interaction may take place but

65



SOME PERSPECTIVES ON TEACHING AND LEARNING

there may be arguments about turn taking in the group. If a large group or class is working with the
computer then teachers may need to be much stricter about access. Further, if the teacher is using
the computer for a presentation then the traditional issues arise as for other audio-visual media — the
ability of every student to see and hear the presentation on screen.

The social basis of ICT cannot be underestimated. It promotes higher-order cognition, collab-
orative learning, authentic tasks and rich feedback. However, it has to be learnt, practised and
developed.® Vygotsky® encapsulates the significance of the social basis of learning when he writes
that ‘social relations or relations among people genetically underlie all higher functions and their
relationships’. Indeed he regards this position ‘as a law’. In the age of Web 2.0 technology, social
learning has perhaps taken on a new meaning. It would seem that anybody who is anybody wants
to be part of an online social networking scene. Sites like Bebo, Friendster and MySpace have
fuelled the social networking trend and statistics are starting to show that young people today spend
many hours online communicating, learning and socialising in a way that only a few years ago
would have been difficult to imagine.

PEDAGOGY

Work in the area of ICT and learning has involved considerable thought about pedagogy. This work
features a number of links with constructivist theories. Research suggests that individual teachers’
educational beliefs are associated with specific uses of computers in the classroom (Ertmer, 2005).%
Low-level computer use tends to be associated with teacher-centred practices, whereas high-level
use tends to be associated with pupil-centred or constructivist practices. Tondeur et al. (2008)*
investigated individual teacher characteristics and their influence on the adoption of three specific
types of computer use in the primary school classroom: ‘basic computer skills’, ‘the use of comput-
ers as an information tool” and ‘the use of computers as a learning tool’. Teachers with constructivist
teaching beliefs were a significant predictor for all three types, especially with regard to ‘the use of
computers as an information tool’.

Schools exist to promote learning; that is their primary purpose. ICT will need to extend and
improve student learning, and pedagogy concerns enhancing learning.® We have made several allu-
sions so far to the view that ICT will bring about changes to pedagogy. Further, we cited earlier
instances where brain-based research suggested a vital role for motivation and for networked learn-
ing (joined-up thinking). Under the umbrella of changes to pedagogy brought about by ICT are
several areas, for example: approaches to teaching and learning, teaching and learning styles and
behaviour, and contexts in which teaching and learning take place. The move is away from teacher-
centred instruction and towards the facilitation of learning with ICT, particularly through group work
and student-centred learning. Teachers and learners are partners in the co-construction of knowledge.
With ICT the roles and tasks of teachers are still vital and add value to learning, but they change.

What is being argued here is that the computer is not a proxy for the teacher, there to reinforce
traditional teaching styles or to help to soften the blow by employing ‘edutainment’, but is there to
bring about new teaching and learning styles. Indeed if it is used only to buttress existing teaching
styles then its novelty value will soon tarnish and wither, and student achievements will fall. Many
teachers may feel uncomfortable in moving to new roles and tasks, not least because they might see
it as a threat to their control and authority and also because many students know more about ICT
than their teachers. Futurelab, based in Bristol, provide a fascinating insight into contemporary
projects that explore the relationship between ICT and learning (http://www.futurelab.org.uk/).

The moves towards greater collaboration and interaction in students’ learning is not something
which will happen quickly. Many students will need to be taught, and to practise interaction and
collaboration.*
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It seems that students will need regular exposure to different roles and learning situations in
order to maximise their benefit, for example having activities which:

require regular participation and response (e.g. dialogue)

set up ‘conflicting opinions’

place students in different roles (e.g. the agent provocateur, the visiting expert)
require role playing

involve formal debate

develop writing groups

develop group/team projects

require groups to work autonomously and independently of the teacher.

Effective use of ICT requires teachers to be able to operate in different learning situations,® for
example: the student and teacher engaged in individual one-to-one learning activity; students,
teacher and other pupils engaged in whole-class teaching and learning; the student working with
other students in a group activity; and the student working alone and independently.

Similarly teachers will need to develop their expertise in promoting interaction,” for example:

when to intervene and when to stand back

how to help students to search for information

how to help students to define the task, use information-seeking strategies, locate and access
information, evaluate and synthesise information

how to help students to search, edit, draft, format, collate, connect, model, summarise and
present information for a particular purpose and audience.

One claim of ICT is that it is able to accommodate different learning styles (a much-abused and
misused term). Here it is taken to mean the characteristic or preferred ways in which particular
learners learn and interact with the learning environment.” On average, both trainees and
teachers in primary schools prefer learners who adopt the style of ‘abstract conceptualisation’ and
‘active experimentation’. For ICT to be able to accommodate different learning styles teachers
will need to be actually aware of how their students learn and like to learn, and build this into
their planning for learning. It seems that the younger the children are, the more they prefer direct
contact with the teacher, as this maintains a necessary sense of security in the young learner’s
mind.

What is being suggested here is that ICT has very considerable potential to change teaching
and learning styles and behaviour, but that this is conditional upon a range of factors, at the heart of
which lie people — learners and teachers. This suggests that we must still hold to models of effec-
tive teaching,” which emphasise:

motivation

explicit sharing with students the desired outcomes

modelling, demonstration and supporting students towards the outcomes

active approaches to learning in which students spend more time doing than listening
formative assessment aimed at providing plenty of opportunity to practise new skills, to learn
and create new knowledge and gain feedback

opportunities for students to engage collaboratively with new learning

authentic real-world contexts for the learning

learning which leads to production of some kind for real audiences
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summative assessment which is closely tied to the desired learning outcomes
assessment and reporting which clearly signal the next stage of learning.

The authors suggest that these are fundamental principles of teaching and learning, irrespective of
ICT, and that technology makes them easier and more fun to achieve.

Similarly, the National Council for Educational Technology™ provides practical advice for
teaching and learning with ICT, in the form of seven ‘don’ts’ (Box 18).

Box 18: Seven ‘don’ts’ with ICT

Don’t devise a task which has no relevance to anything else in school or at home.

Don't assign pupils to computers before preparing them for the task they will be doing.

Don't let the pupils sit at computers while you are talking to them at the start of the lesson.

Don’t leave the pupils for the whole lesson just working on their task with no intervention to remind them of
the educational purpose.

Don’t expect the pupils to print out their work at the end of every lesson.

Don’t end the lesson without drawing them together to discuss what they have achieved.

Don't rely on the technology to run the lesson.

ASSESSMENT

Much traditional assessment has taken the form of testing of recall, memorisation and factual
knowledge, leavened with some informed personal opinions. Students sometimes have to wait for
several days or, in the case of public examinations, months for feedback in the form of a simple indi-
cation of the grade reached. Whilst we examine issues of assessment in later chapters, it is
opportune here to suggest that ICT has the potential to develop and use alternative and maybe more
fruitful assessment methods.

Assessment with ICT has several claimed advantages (Box 19). Research suggests that rapid
feedback improves learning, the provision of rich feedback improves motivation.” Assessment and
motivation are profoundly linked. ICT can indicate the number of attempts a student has made, the
number of clues that needed to be supplied, the percentage of correct responses and the success of
completion of the task.

Assessment for Learning practices attempt to strengthen the links between assessment and
learning. Whereas traditional assessment frequently took the form of summative — end-of-course —
testing, the provision of diagnostic assessments of strengths, weaknesses, difficulties, achievements
and ways of learning and thinking is enriched and facilitated by ICT, not least in terms of speed, but
also in terms of the quality of feedback. Assessment becomes the springboard into learning, having
a strong formative potential” Authentic assessment (see Chapter 15) embodies constructivist learn-
ing principles, for example through real-world simulations which enable students to demonstrate the
extent to which they can transfer knowledge from classrooms to typical real-life situations. It has
been suggested that much learning with ICT is collaborative and requires different thinking strate-
gies. To be able to reflect and embrace these new forms of learning and to present evidence of
learning, a suitable form of assessment is portfolio assessment, in which students compile their own
portfolios of work, selecting what to include and how to present the material. It seems that such
portfolio assessment is motivating for learners™ because it makes them agents of their own
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Box 19: Advantages of assessment with ICT

Feedback can be very rapid, if not immediate.

Feedback can be private, avoiding public humiliation.

As students are working with ICT in groups, this frees time for the teacher to give feedback to individuals.
Feedback is richer because the computer can analyse the learner’s performance in more detail and with
more closely targeted feedback than the busy teacher can.

The computer can assess higher-order thinking and learning.

Longitudinal assessment is possible through stored databases of each student, enabling progress to be
tracked and presented easily.

Authentic assessment is developed, and linked to real-world learning. Multidisciplinary tasks are able to be
assessed.

Assessment is based on performance of real tasks.

The links between learning, diagnosis and assessment are strengthened; assessment is linked to learning.
Student self-assessment is facilitated.

Computer-adaptive testing enables assessment to be tailored to individual levels.

Examination anxiety is reduced, and less emphasis is placed on a single ‘right’ answer recalled at high
speed.

Non-academic achievement and skills can be accredited and recognised.

The gap between learners and assessors is bridged; teachers, peers and individual students become both
learners and assessors.

assessment, building in involvement and engagement. Portfolios require students to collect, select,
present and reflect on their work and their learning.

Traditional assessment has usually been the task of teachers, and, indeed, Dykes” suggests
that this task will not be relinquished with the arrival of ICT. Rather, it will mutate, so that teachers
set up learning activities and opportunities for rich assessment and students themselves become
involved in assessment. For example, the ‘PbyP’ system (www.camb-ed.net/pbyp/) allows children
to upload their work for comment by their peers across the world; students may provide feedback
comments on the work on which the submitter(s) can reflect and from which learning may occur
and improvements can be made before making the submission of the final piece of work for assess-
ment. Feedback might include comments on projects, for example: coverage of content, data
collection and presentation, argument and its clarity, screen layout, graphics, team and individual
involvement, team support. Collis et al.” make several claims for the potential benefits of provid-
ing feedback through the internet. For example:

It can provide personal feedback to a group of students who have all carried out the same
assignment.

It can provide public feedback when the teacher wishes students to learn from each other’s
answers or maybe incorporate each other’s ideas into a new assignment.

It can provide group feedback to groups whose size is too great to enable individualised feed-
back to be given.

It can indicate common errors made by many students and provide common remedies.

It can enable peer feedback.

The teacher can enable students to learn how to give and receive feedback and how to act on
it, i.e. to learn responsibility.
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It is clear that ICT has the potential to make for greater provision of opportunity for portfolio assess-
ment, self-assessment, peer assessment and authentic assessment. One should not be too sanguine,
perhaps, that these changes will be rapid, as there is still a long way to go to address the incorpora-
tion of higher-order learning into assessment with ICT, to clarify what should be assessed and what
may or may not be assessed with ICT, and to ensure that ICT will enable the realisation of newer
forms of assessment for learning. Further, if ICT is to be used for large-scale and newer forms of
assessment, then there is a need to guarantee that all students and schools have access to equivalent
ICT facilities. The problem is that technologies change and are outdated very rapidly, rendering
standardisation difficult. Moreover, it may become harder to find out whether the work is the
student’s own and that it is not always easy to find out if the student understands what she or he has
written. Indeed, a surfeit of computer-assisted assessment might lead to student boredom, rote learn-
ing and cheating.

A recent trend in testing is towards computerised adaptive testing. Here a test is flexible and
it can be adaptive to the testees. For example, if a testee found an item too hard the next item could
adapt to this and be easier, and, conversely, if a testee was successful on an item the next item could
be harder. In an adaptive test the first item is pitched in the middle of the assumed ability range; if
the testee answers it correctly then it is followed by a more difficult item, and if the testee answers
it incorrectly then it is followed by an easier item. Computers here provide an ideal opportunity to
address the flexibility, item discriminability and efficiency of testing. Testees can work at their own
pace, they need not be discouraged but can be challenged; the test is scored instantly to provide
feedback to the testee, a greater range of items can be included in the test, a greater degree of preci-
sion and reliability of measurement can be achieved, indeed test security can be increased and the
problem of understanding answer sheets is obviated.

The use of computer adaptive testing has several attractions but it requires different skills from
traditional tests, and these might compromise the reliability of the test, for example:

The mental processes required to work with a computer screen and computer program differ
from those required for a pen and paper test.

Motivation and anxiety levels increase or decrease when testees work with computers.

The physical environment might exert a significant difference, e.g. lighting, glare from the
screen, noise from machines, loading and running the software.

Having so many test items increases the chance of inclusion of poor items.

EVALUATING WEBSITES

The use of ICT in education requires a developed ability in teachers and students to evaluate
websites. The internet is a vast and growing store of disorganised and largely unvetted material, and
teachers and students alike will need to be able to ascertain quite quickly how far the web-based
material is appropriate. Murphy (2006)” considers a set of generic pedagogical issues which devel-
opers, in consultation with subject matter experts, should address in all courseware, including web
pages for interactive use in the classroom. These issues suggest that teachers need to be clear on the
following:

the purpose of the site, as this will enable users to establish its relevance and appropriateness
the authority of the material, which should both be authoritative and declare its sources

the content of the material — its up-to-dateness and relevance

the design of the material, which should be appropriate to its purposes, intended audiences and
content
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the readability of the material for the target audience and purposes (including words, sounds,
pictures and other graphics)
the implementation of the site, which should be easy to use by the target audience.

Some sites might provide assistance here, by including details of standards, courses, units, projects,
lessons and lesson plans, student activities, information resources, interactive resources, assess-
ments. Others give no guidance at all, and teachers and trainees will need to be able to evaluate them
for themselves.

In evaluating educational materials on the web teachers can ask themselves several questions:

Is the author identified?

Does the author establish her/his expertise in the area, and institutional affiliation?

Is the organisation reputable?

Is the material referenced; does the author indicate how the material was gathered?

Does the website work well or badly?

What is the role that this website is designed to play (e.g. informational, as a supplement) in
the class?

Is the material up to date?

Is the material free from biases, personal opinions and offence?

What is the teaching philosophy on which this website is based?

What assumptions are made about the students’ learning styles who are using this website?
How do we know that the author is authoritative on this website?

Is this website useful for all kinds of learners (e.g. those with visual impairments)?

Boklaschuk and Caisse™ suggest that a website should be evaluated in terms of its audience, credi-
bility, accuracy, objectivity, coverage, currency, aesthetic and visual appeal, navigation,
accessibility. Software and websites can be evaluated on several criteria (Box 20).

It is important for the teacher to keep records of the name of the program, website, author,
level intended, curriculum areas covered, some details of the contents, and an overall evaluation
(maybe a mark) of is general quality and utility, for future reference.

FINDING OUT ABOUT THE SCHOOL’S ICT FOR TEACHING
PRACTICE

Student teachers have a limited time to find out about ICT in the school before they are faced with
the task of having to use it. It will be useful, then, for students to ascertain the following:

What hardware and software is available?

Is there a reference list/resource list of software and resources? Where is it held?

Are there records of the kind and level of programs available, and details of their suitability/
usage? Where are these held?

What CD-ROM or preloaded software is there, where is it stored and how is it accessed?
Which ICT resources can students access with and without supervision, and which are for
teacher use only?

What hardware can be used by students with and without supervision and what are the proto-
cols for logging onto the system?

What hardware can be used by teachers for their own preparation and for classroom use?
What hardware has to be booked (e.g. digital cameras)? How is this done?

7



SOME PERSPECTIVES ON TEACHING AND LEARNING

Box 20: Evaluating software and websites

Clarity of information

Authenticity and up-to-dateness of content

Speed of downloading and permission to access through school/county system access (e.g. too many
graphics can slow down the process)

Cost of items (if any)

Spelling (UK/US), language levels, vocabulary and jargon

Usefulness of pictures and photographs

Use of sound and animation

Appropriateness for the project/work in hand

Information overload or underload

Clarity of focus

Ease of navigation around the material

Ease of capability to select, cut and paste material

Copyrighted or with copyright clearance

Safety and ability to select out items (e.g. games, undesirable material)
Guidance on how to use the material in teaching

Comparative advantage over books

Compatibility and ease of use with the intended curriculum

An indication of the level/age of the intended students and suggestions for how the materials can be used
and followed-up

Accuracy and efficient presentation of the content

Motivating presentation and ease of navigation and structure

Potential to stimulate active thinking

Cost benefit (in terms of time and money)

Suitability of pacing and sequence through the materials

Degree to which users can control the pace, sequence and activities included
Ability to save ongoing work

Provision of suitable and useful feedback to users

Quiality of the materials, including supplementary materials, handbooks and manuals
Provision of virus-free downloads

The extent and coverage of the material

Capability for being used in different curriculum areas

Compatibility with existing and preferred learning styles

Indication of whether it is mainly a teacher or student resource

Quiality of the presentation, graphics, audio and video materials

Degree and kind of interactivity

Additional facilities (e.g. bookmarking, recording progress)

Indication of how it has been used with learners

Does the school have an intranet, or access to a Learning Platform and how is it used? Who has
access to it? How? Are passwords/login required?

How many computers are there available in the classroom(s) and what are the rules, routines
and practices for using them?

How do teachers usually organise the computer use in the class/suite?

Is there a rota for student use of the computers?

Are there dedicated computer rooms, or banks of laptops and how are they timetabled for use?
How is e-mail used in the school?
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Can students use e-mail?

Do students and staff have individual passwords and identifiers?

What are the requirements for teachers in terms of computer use for administrative purposes
(e.g. for recording marks, attendance, lesson notes, feedback to students, report writing, work-
ing out statistics)?

What levels of clearance are required for stored information (e.g. personal details of students)?
Who has access to which information and which databases?

Who are the ICT specialists in the school? How can they be reached?

What back-up facilities and support are there (e.g. who are the computer technicians and how
can support be found if there are problems)?

Can teachers take home school laptops? If so, what insurance protections are there?

Are students and staff permitted to use their own diskettes and CDs on school ICT equipment?
How is ICT currently used for teaching, learning, assessment and recording keeping?

Are there ‘open access areas’ for ICT use by students? If so, what are the procedures for
students using them?

What services does the school have in terms of purchased licences and membership of ICT
groups? How are these accessed?

What are the policies, practices, procedures and packages in the school for: word processing,
spreadsheets, databases, graphing, graphics, sound packages, desktop publishing, multimedia,
sensing and measurement, control, framework programs, internet, games, intranet, e-mail?
Where is the E-safety policy? How does the school ensure that pupils are kept safe?

EVALUATING YOUR OWN USE OF ICT ON TEACHING PRACTICE

In planning and evaluating teaching and learning with ICT, the following questions are designed to
draw together the several issues on ICT which have been raised in this chapter for student teachers
using ICT on teaching practice.

For you

How have you used ICT in lesson planning, evaluating, recording and record keeping?

How have you used ICT for assessing students?

What records have you kept of information about: CD-ROMS, websites, databases, software,
multimedia, games and simulations?

What have you learned about teaching and learning with ICT from your teaching practice, for
planning, implementing and evaluating your teaching?

How have you used ICT to differentiate work and learning?

What ICT did you use, and how effective was it, with regard to:

— word processing

— spreadsheets

— databases

— graphing software

— graphics and sound packages

— desktop publishing

— multimedia (use and authoring)

— internet (use and publishing)

— distant communication

— games and simulations?
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How effective have you been in your teaching roles in ICT-driven teaching and learning?
How effective have you been in providing scaffolding for students in their ICT use?

How have you helped students to search, retrieve, select, evaluate, store, edit, communicate,
share, present information from ICT?

How well balanced was the use of ICT with individuals, groups, the whole class?

How successfully did you monitor and intervene in learning with your and students’ use of
ICT?

What theories of learning and motivation have you employed in your and students’ use of ICT?
What value-added benefits did ICT bring to your teaching and students’ learning?

What were your strengths and weaknesses in using ICT in your teaching?

What areas of ICT and teaching do you need to improve?

For the learners

How have you used ICT to develop creativity?

How have you used ICT to develop higher-order thinking in students?

How have you used ICT to promote collaborative learning, group work and team work?

How have you used ICT to develop student-centred learning and learner control of learning
(e.g. contents, sequencing, timing, pacing)?

How have you used ICT to improve student motivation and curiosity?

How have you used ICT to develop inter-disciplinary and within-discipline/subject project and
topic work?

How have you used ICT to develop students’ enquiry skills and exploratory work?

How have you used ICT to make learning enjoyable?

How have you used ICT to develop real-world learning and real-world, authentic assessment?
How have you used ICT to share information?

How have you used ICT to vary teaching and learning styles, strategies and practices?

How have you used ICT to accommodate students’ different and preferred learning styles?
How have you used ICT to improve your own and students’ presentations?

How have you used ICT to raise students’ self-esteem, confidence and experience of achieve-
ment and success?

How have you used ICT to address and develop equal opportunities (equal access, use, uptake
and outcome of the ICT curriculum and the other areas of the curriculum through ICT)?

How have you used ICT to increase student concentration?

How have you used ICT to improve the quality, rate and quantity of learning?

How have you used ICT to develop students’ autonomy and responsibility for learning?

How have you used ICT to develop students’ social and interpersonal behaviour?

How have you used ICT to develop students’ abilities to apply knowledge?

How have you used ICT to promote active learning?

How have you used ICT to develop students’ metacognition?

How have you used ICT to develop portfolios for assessment?

How have you used ICT to provide rich feedback to students?

What ICT did the students use, and how effective was it, with regard to:

— word processing

— spreadsheets

— databases

— graphing software

— graphics and sound packages
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— desktop publishing

— multimedia (use and authoring)

— internet (use and publishing)

— e-mail

— games and simulations?

What evidence is there of raised student achievement as a result of ICT use?

The use of ICT in education has tremendous potential to improve learning. As can be seen here, that
is critically dependent on the effectiveness of the teacher.
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INTRODUCTION

A teacher’s legal responsibilities and obligations are legion. Legal matters touch every aspect of a
teacher’s work, for example: equal opportunities, school visits, photocopying, use of computer soft-
ware, use of equipment, hours worked, discipline and punishment, physical restraint, health and
safety, responsibilities to students, school uniform, reporting and assessment, confiscation of prop-
erty, supervision and duties of care. Some legal obligations are written specifically for teachers (see
below); others are for all employees and employers, which include teachers, e.g. the Health and
Safety Act 1974 and the Management of Health and Safety at Work Regulations 1999. Though
student teachers will need to know all the legal requirements when they are qualified, there are
many immediate concerns on teaching practice which this chapter discusses. In particular this chap-
ter discusses issues which might be most in student teachers’ minds when considering teaching
practice:

duty of care, supervision and the avoidance of negligence

discipline and its related fields of detention, confiscation and uniform
safety

educational visits

child protection

data protection

copyright.

The discussion here is introductory only, and student teachers are advised to pursue the matters with
their teaching practice schools.

DUTY OF CARE, SUPERVISION AND THE AVOIDANCE OF
NEGLIGENCE

Teachers bear a significant responsibility for the students in their care; indeed they have a legal
responsibility or ‘duty of care’ for the students under their charge. There are aspects of both civil
law and criminal law that apply to teachers. In civil law, for example, teachers have a ‘duty of care’
and, if negligence is proven, then compensation can be secured, ‘commensurate with any loss or
damage suffered from the negligent action of the offender’.!

The ‘duty of care’ depends on several factors,” for example:
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whether it is possible to anticipate harm

the ‘neighbourhood principle’, wherein acts must be avoided which are likely to cause harm
or injury to a neighbour, defined as ‘persons who are so closely and directly affected by my
act that I ought reasonably to have them in contemplation as being so affected when I am
directing my mind to the acts or omissions which are so called into question’ (Donoguhe v.
Stevenson [1932]), and

whether the court considers it ‘just and reasonable to hold that there is a duty’.’

Teachers are in loco parentis, that is, they act in the place of parents. They must act as a reasonably
prudent would act, bearing in mind that the teacher usually has many more children in the class than
the parent has at home. This is enshrined in the phrase that a school’s duty is to take care such as a
‘careful father could take of his boys’ (Williams v. Eady [1893]), though quite what this means in
practice can be confusing.* Clearly circumstances differ between parents and teachers, home and
school, and so more recently courts have tended to abide by principles of negligence rather than by
the in loco parentis principle.” So, for example, schools have to ensure that their premises are
reasonably safe and that all reasonable steps have been taken to prevent damage and injury by other
students (this obligation arises under the Occupiers Liability Act 1957). The issue of the degree of
risk in educational activities has to balance safety and protection from injury with the need for chil-
dren to take risks in order to learn independence (and to engage in educationally worthwhile
experiences).® As Palfreyman reports, in the case of Jeffrey v. London County Council [1954], it
would be ‘better that a boy [sic] break his neck than allow other people to break his spirit’.” The
duty of care, demonstrated by close supervision of students, is tempered by the need to enable
students to have enough space to learn to take responsibility for their actions, to learn independence
and autonomy, to demonstrate creativity and exploration. A balance must be struck, and this
depends on the age, maturity and ability of students to anticipate the consequences of their actions.
For example, some young children are fearless to the point of recklessness in PE lessons, and they
must be prevented from hurting themselves. As a result of the Compensation Act 2006 courts are
now required to consider the balance between risk and the benefit inherent in the activity in order
to decide whether a teacher has acted negligently.

Section 1: Deterrent effect of potential liability

A court considering a claim in negligence or breach of statutory duty may, in determining
whether the defendant should have taken particular steps to meet a standard of care (whether
by taking precautions against a risk or otherwise), have regard to whether a requirement to
take those steps might:

(a) prevent a desirable activity from being undertaken at all, to a particular extent or in a
particular way, or
(b) discourage persons from undertaking functions in connection with a desirable activity.

During school hours teachers, as part of their contractual terms of employment, do not have to
supervise children during the lunch break, though the school is under an obligation to provide
adequate supervision during this time. Generally schools are not responsible for children arriving at
school before the start of the school day, though, if they are allowed into school premises (includ-
ing outside premises) then health and safety requirements must be in place, and schools may be both
responsible and liable if they have not provided adequate supervision. Indeed many schools do not
let students into the school until supervising adults have arrived. At the end of the day the school
has a duty to hand over children to parents or carers. This is particularly in the case of younger
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children. So, a school has a responsibility to hand over a child to a parent or responsible adult who
is known to the child, or, indeed, to keep the child in the school until he or she is collected, or to
arrange for social services or police to be involved, so that the child does not simply wander off.
Children should never be let out of school early unless parents have plenty of notice of this; in the
event of an accident the school or local authority could be liable (Barnes v. Hampshire CC [1969]).

If the school has taken all reasonable precautions to ensure safety, then it is unlikely that negli-
gence will be established. So, for example, if a child runs away and is injured, and the school has
taken all reasonable precautions, then it is unlikely that the duty of care will have been breached.
Of course, it is incumbent on student teachers to take steps not only to prevent this but to alert the
senior staff of the school immediately if a pupil runs out of the school premises.

In other cases the notion of reasonable prevention may depend on the age and characteristics
of the children. So, for example, in Black v. Kent CC [1983], negligence was established, and an
award made, in the case of a 7-year-old child who stabbed himself in the eye with a pair of sharp-
nosed scissors, as it was deemed to have been inappropriate for such a young child to have been
using the equipment in question and the injury could have been avoided had blunt-ended scissors
been used. Teachers have a duty to address and communicate health and safety issues with the
students themselves, giving warnings as appropriate. Not to give such warning could be deemed to
be negligent.

The issue of breach of duty is influenced by the age, developmental stage and abilities of the
students, the numbers of children in the class, the activity in question and the resources being used,
and the school should have clear policies and established practices on these matters, which the
student teacher should ask to see. Negligence must be proved before an individual can be held
legally responsible for injury or loss, and so it is incumbent on student teachers to find out the
precautions, policies and practices that the school has in order to prevent problems from arising. If
the duty of care has been shown to have been breached, for legal redress to be established it is still
necessary to prove that injury or damage has resulted from the breach. It is highly likely that the
school will have insurance policies, but prudent student teachers would be advised to check this
matter, to ascertain whether, and in what ways, they are covered. If in doubt then do not put chil-
dren or yourself at risk. The school and the teacher education institution have a duty to prepare
teacher training students adequately for the matters of discipline, supervision, welfare and safety, so
that a safe working environment is provided for student teachers.

Negligence is guided by the ‘prudent and reasonable man’ (sic) principle, which is the ‘omis-
sion to do something which a reasonable man [sic] ... would do, or something which a prudent and
reasonable man would not do’ (Alderson v. Birmingham Waterworks [1856]). In addition to this
Booth, citing Wilsher v. Essex Area Health Authority [1998], indicates that the law expects addi-
tional responsibilities of a professional person, viz., that the person must demonstrate an average
amount of professional competence and that ‘no allowance may be made for age or inexperience’,’
i.e. a novice teacher must have the same level of competence, e.g. for a duty of care, as a more expe-
rienced teacher.

For negligence to be proven several factors must be addressed:’

duty: the defendant must be shown to have a ‘duty of care’
breach: the defendant must be shown to have failed in that duty, either ‘by an act of commis-
sion or omission’

damage: the plaintiff must have been shown to have suffered damage as a result of the failure.

In addressing the legal aspects of supervision and negligence courts will take into consideration:'
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the adequacy of supervision for the students and activity in question

the extent to which teachers have followed guidance and statutory requirements of safety and
supervision

the extent to which teachers have followed school policies and procedures in their teaching,
supervisory and health and safety arrangements

whether the students have been told the health, safety, supervisory and procedural arrange-
ments

whether the teacher has ‘given clear and specific warnings to children not following rules’.

It must be noted here that a student teacher is not a qualified teacher. Therefore the student teacher
cannot be used for supply cover for absent teachers; schools should not put pressure on student
teachers to act in this way. If there is any question about this, the student teacher must politely
refuse.

Another aspect of teachers’ and schools’ duty of care is in relation to bullying. Schools must
take reasonable steps to prevent children being injured by bullying. This is related to the main prin-
ciples of negligence that we outlined above. Generally, to avoid liability, schools need to show that
they have a reasonable policy to prevent bullying and that they put it into effect.

DISCIPLINE

Related to the issue of supervision is the complex issue of discipline. Teachers have a contractual
responsibility to maintain good order and discipline, under the School Teachers’ Pay and Conditions
Act, 1991. Discharging this role is one of the most difficult tasks of the teacher, and we devote
several chapters of this book to it. There are several kinds of incident for which a legal considera-
tion might be useful.

Corporal punishment is illegal. Period. Under section 131(4) of the Schools Standards and
Framework Act 1998, corporal punishment is defined as the ‘doing of anything for the purpose of
punishing the child ... which, apart from the justification, would constitute battery’. The same docu-
ment makes it clear that corporal punishment excludes anything done to prevent personal injury to
the person or property of any person, including the child. Hitting a student, or a student hitting a
teacher, is a criminal assault.

Restraint is permissible, and staff may use reasonable force to prevent a pupil from commit-
ting or continuing to commit an offence, causing personal injury or damage to property (including
their own) or from engaging in any behaviour prejudicial to the maintenance of good order and
discipline at the school or among any of its pupils, whether that behaviour occurs during a teaching
session or otherwise (e.g. off-site activities, but this must not contravene corporal punishment
laws)." According to the DfES, schools should have a policy on the use of force; if the school is
aware of the potential need to use force with a child it is advisable that the parents be involved in
the planning of this. Too much force may result in a police or social services child protection inves-
tigation and procedures.

Restraint may be necessary in the interests of the safety of the child and others. It should be
the minimum necessary. Desirably more than one adult should be present,'? though this is not always
possible. Physical restraint is permissible only in circumstances of the child causing harm to
himself/herself or others, damaging property, or committing a criminal act which risks harm to
people or property, and ‘where verbal commands will not control the behaviour’. Schools have a
duty to prevent assault and battery on one student by another (e.g. bullying) and on staff by students.
“The purpose of the intervention is to restore safety, and restraint should not continue for longer than
is necessary. Physical contact and restraint should never be used in anger, and teachers should avoid
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injury to the child.” In practice charges of battery are seldom brought, though teachers should be
guided by the use of the term ‘reasonable force’. Parents should be told how restraint may be used
(particularly in the case of children with emotional and behavioural difficulties); there should be a
written policy for handling a specific child if necessary. Staff should be trained in proper and safe
restraint.

In a litigious age school students are often only too keen to cause trouble to their teachers, and
unfortunately some will not hesitate to cause extreme difficulty to teachers by wrongful accusations
of assault, abuse and suchlike. Student teachers, and indeed experienced teachers, feel that talking
to students in private may be useful. The advice we give is to be extremely cautious about this to
the point of not doing it without another experienced teacher present, and not to be alone in a class-
room with a student, even if it means leading a student out of the classroom into a public place.
Many schools provide guidelines on physical contact with students. Clearly this may vary with the
age of the child; it would be ridiculous not to have physical contact with very young children.
However, teachers have to be extremely cautious about any physical contact, and should expect the
school to have guidelines on this, and then to adhere to them. Our advice is to avoid physical contact
if at all possible; this is perhaps an unfortunate sign of the times, but such is the position nowadays.

It is advisable to be very wary of accepting a child’s account of an incident (particularly if it
is the child’s hearsay) until it has been tested against other evidence. If it is deemed that the child
is of ‘sufficient age and understanding’ then it may be wise not to take instructions from, or in the
presence of, the parent, not least because some parents may be quick to condemn their own child
and other parents may not wish to condemn their own child or accept that their child could do any
wrong. It is unrealistic to expect parents to have kept school correspondence (e.g. on disciplinary
matters). If a parent complains about a teacher it is important to investigate it professionally rather
than to leave it or dismiss it.

If a criminal act is suspected then the head-teacher can invite the police in to investigate. Here
good practice suggests that parents or someone with parental responsibility should be present, even
social workers. Police have the power to enter schools without invitation to search for offensive
weapons. There is no requirement to caution a pupil before questioning him or her while investi-
gating crimes, since the head teacher is not a person who is ‘charged with the duty of investigating
offences or charging offenders’ DPP v. G [1997].

On the other hand, as we saw in Chapter 1, the incidence is rising of students themselves
committing acts of violence against teachers, as well as against other students. Not only this, but
teachers are also subject to acts of violence, both physical and verbal, from outsiders who may be
parents, carers or even intruders. In the case of such assaults or acts of violence teachers have
protection from the law as follows:

the Crime and Disorder Act 1998 (applicable in the case of pupils aged 10 or over who commit
an assault)

the Criminal Justice Act 1988, for common assault, carrying an offensive weapon

the Offences Against the Persons Act 1861, for assault on staff by parents, carers or children
the Public Order Act 1986, where a parent or carer causes a disturbance inside or outside the
school

Increasingly, teachers are taking court action. In our view, this is entirely correct as they should not
have to suffer assault in the workplace. Violence against teachers, where proven, is usually grounds
for exclusion or prosecution. Student teachers are strongly advised to find out the school’s policies
and procedures for such eventualities.
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Detention

Teachers use detentions for discipline. Detentions must be reasonable and moderate.”* To hold
someone in detention for an excessive time for a small offence may be classed as false imprison-
ment. In Terrington v. Lancashire County Council [1986], the judge found that it was unlawful to
detain the whole class when only one unidentified pupil had actually done something wrong.

The Education Act 1996, Section 550B, permits a student to be kept in detention after school
without specific parental consent if:

the head teacher has notified both parents and pupils in advance in general terms that deten-
tion is a punishment that may be imposed on pupils

the head teacher, or someone else authorised by the head, has imposed the detention as a
punishment

it is reasonable in all the circumstances

the parent has been given at least 24 hours’ notice in writing that the detention will take place.

The detention must:

be in proportion to the circumstances of the case
be with due consideration to the special factors about the pupil — age, special needs, religious
requirements, travel arrangements for the child to return home.

The detention must be supervised and a record kept of it (including the reasons for imposing it);
care must be taken with travel arrangements for the child to return home."
The letter to parents may be sent by hand or by post or left at the parents’ address. Avoid send-
ing it via the pupil. Seek confirmation, particularly if a fax is used. E-mail is not generally advised.
If a student fails to attend the detention then the head teacher must be notified and she/he
should decide the course of action to be taken.

Confiscation

Teachers frequently use confiscation in the promotion of discipline. Some items must be taken from
pupils, e.g. unlawful materials (drugs, pornography) must be taken and handed to the police. Others
should be taken (e.g. offensive weapons). Taking someone’s property may be construed as theft,
though it may be hard to prove, as it implies dishonest appropriation of property and intention never
to return; both parts must be fulfilled for it to count as theft. So, even if a teacher were to take away
a toy, with the intention never to return it, this would probably not be construed in law as dishonest
behaviour. Destruction of a student’s property could be considered unlawful unless it was deemed
to be necessary in the interests of safety. Confiscation could be deemed unlawful if it were taken for
the confiscator’s personal use. Confiscation rarely results in a legal case. In civil law there is ‘tres-
pass to goods’, described as wrongful physical interference, when someone else’s belongings are
taken and the person refuses to give them back.

It is not a good idea to take property away and keep it for too long, particularly if it is valu-
able, and it is perhaps best to return it at the end of the school day. Return of goods and property
may involve the pupil’s parents, rather than giving it back to the child. It is important that parents
and pupils know what may and may not be brought to school. It is also important to have a safe
place where confiscated items (e.g. mobile phones) can be stored.

It is an arrestable offence to carry a knife or other offensive weapon on school premises
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without reasonable excuse (Offensive Weapons Act, 1996, sections 1 and 4), and police have
powers to search; the law is unclear whether teachers have the right to search pupils or their prop-
erty (e.g. locker, bag, pockets). If pupils do not consent to their property being searched then it is
inadvisable to force the issue of a personal search of their bags or pockets without the involve-
ment of parents, unless there is a suspicion of danger, in which case the police should be
involved. Not to abide by these cautions is to risk the charge of assault. It is extremely inadvis-
able to resort to force, as it may constitute a breach of the Human Rights Act. It is less
troublesome in searching a locker or a storage place, as it could be argued that it is a condition
of use that consent has been given to reasonable searches provided that no damage is done to
pupils’ property.

Uniform

Schools are entitled to have rules on uniform, and this is often a matter of school discipline. Rules
which forbid Sikhs wearing turbans, or insist that girls wear skirts may offend the race relations and
sex discrimination legislation. Consideration of health and safety may apply in the school’s duty of
care (e.g. the wearing of certain jewellery and bracelets, footwear, toys, sweets, food and hair fash-
ions). Schools should have a clear policy on these and on the enforcement of school uniform rules,
and parents should know of these.

Exclusions (see Table 5.1)

School exclusions, though reducing, continue to be a significant problem in UK schools, with
numbers of permanent exclusions moving from 12,668 in 1996/97 to 8,680 in 2006/07, which repre-
sents 0.12 per cent of the number of pupils in schools (or 12 pupils in every 10,000). Pupils of age
13, 14 and 15 are much more likely to be excluded than any others, with three times more boys
being permanently excluded than girls."” Nearly twice as many special school pupils were excluded
than secondary pupils (as a proportion of the respective total school populations).

Previous data showed ‘a far higher proportion of Black Caribbean, Black African and Black
Other groups [being] excluded than of other ethnic groups’, but the data for 2006/07 did not include
a breakdown of ethnic origin in relation to exclusions.® Although any permanent exclusion is
serious, these figures provide a useful counterbalance to the suggestion that school pupils are
running amok. However, these figures obviously do not shed light on the day-to-day problems that
are not serious enough to result in permanent exclusion.

In an attempt to reduce the number of exclusions the government issued guidance on non-
excludable offences in 1999." Exclusion was not to be used for minor incidents (e.g. failure to do
homework or bring dinner money; lateness; poor academic performance; truancy; pregnancy;
breaches of the school’s uniform policy, including hairstyle and jewellery).

Exclusion represents the ‘end of the road’ for students and schools alike; it is a last resort, and
is not usually invoked until all other avenues for discipline (including asking parents to remove their
child voluntarily) have been exhausted. Exclusions may be for a fixed period of time (not more than
45 days of a school year) or permanently, and the head teacher alone has the power to exclude. If a
student is to be excluded, parents must be informed about the commencement and duration, the
reasons for the exclusion, and appeals procedures, arrangements for the student to continue his/her
education, the parents’ rights to see their child’s school record, and whom the parents can contact
in connection with the exclusion. If a student is to be temporarily excluded for more than five days
in a single term, or will miss an examination as a result of the exclusion, the head teacher must
inform the governing body of the school and the local education authority. The governing body must
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take part in a review of the decision to exclude, at the parents’ request, and may uphold the exclu-
sion or reinstate the student at a named date. There is an appeals panel which is specially constituted
by the local education authority.'

The nature of the offence for which exclusion is the penalty is indeterminate, but it may
include:

possession of an offensive weapon (for example a knife, gun, bicycle chain, matches) (e.g. R
v. Solihull BC ex parte H [1997])

possession of a controlled substance (drugs)

physical assault (e.g. R v. Cardinal Newman's School, Birmingham and another, ex parte
[1997])

indecent assault (e.g. R v. Newham LBC and another, ex parte X [1995])

swearing at a teacher (e.g. R v. Governors of St Gregory s Roman Catholic Aided High School,
ex parte Roberts [1995])

bullying and intimidatory behaviour (e.g. R v. Headmaster of Fernhill Manor School, ex parte
Brown [1992])

spitting on the public

theft.

Permanent exclusions are often the culmination of a series of fixed term exclusions."”

The practical effect of exclusion (apart from the stigma) is that the student receives less educa-
tion. Indeed Circular 10/99 indicates that, if an exclusion is to be for a block of more than 15 days,
plans must be made for the student’s ongoing ‘full-time and appropriate education’, reintegration,
and intervention to address the student’s problems.”” The government indicated that, in September
2002, almost half of the permanently excluded students were receiving fewer than 12 hours educa-
tion per week, whilst 40 per cent of students at Key Stage 4 were receiving over 20 hours per week.”
The government has taken several steps to address the issue of provision of education for excluded
pupils, as part of its programme for social inclusion. For example, the Education Act of 1996*
established Pupil Referral Units, to cater for students who, for a variety of reasons, including exclu-
sion from school, need exceptional arrangements to receive education. Home tuition is another
option for excluded students (often for younger rather than older students), as is placement in the
voluntary sector, FE college, work-related placements, or ‘mixed provision’ (a combination of
provision). That said, the government’s own figures indicate that 10.4 per cent of permanently
excluded students still have no provision,” with the problem being particularly acute for those in
Key Stage 3.

SAFETY

Teachers are required to ensure their children’s health and safety, under the Health and Safety at
Work Act 1974 and the Management of Health and Safety at Work Regulations 1999. These Acts
seek to prevent accidents and to ensure that the workplace is as free from risk as possible. If the
Health and Safety Acts are violated then criminal prosecution can follow, even if no accident has
occurred. The employer is vicariously liable for civil wrongs of an employee,* e.g. some aspects of
negligence (Gower v. London Borough of Bromley [1999]), though not for criminal wrongs, i.e.
there may be cases where, if the Health and Safety Act 1974, is breached, then it is the teacher alone
who is liable. The student teacher should find out, indeed be told, who is responsible for Health and
Safety matters in the school, and what the procedures are in respect of health and safety, e.g. danger-
ous substances or equipment, school visits, reporting accidents, first aid treatment.
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Certain activities carry a higher risk to children than others. For example, in sports, physical
education and various science activities there may be a greater degree of risk than in mathematics
or language activities. Here greater exertion of the duty of care must be applied, and, indeed, Health
and Safety regulations must be observed in schools. In any activity that carries risks teachers must
ensure that it is undertaken in a safe manner and with regard to foreseeable risks. So, for example,
if dangerous chemicals are to be used then appropriate safety measures must be observed. If
children are cooking with hot ovens then safety measures must be in place. In physical education
and sporting activities, demands placed on children must not exceed their reasonable capabilities
(and great care must be observed for children with special needs), in order to avoid the charge of
negligence (e.g. Moore v. Hampshire CC [1981]).

Some two-thirds of accidents to students take place in PE lessons. The British Association of
Advisers and Lecturers in Physical Education has produced several materials on safe practice in
physical education, and, indeed, many other associations have produced similar guidance. The issue
remains that supervision and reasonable demand on students head the list of concerns about safety
in PE, particularly in respect of dangerous equipment, lack of proper safety equipment (Povey v.
Rydal School [1969]), broken limbs (Moore v. Hampshire CC [1981]), and teachers joining in with
dangerous tackles in rugby (Affutu-Nartoy v. Clarke and ILEA [1984]).

In science and technology lessons, in addition to government guidance on safety, several other
associations® have produced guidelines for schools. Some of these include statutory requirements
(e.g. safety glasses and safety screens, the Control of Substances Hazardous to Health, and require-
ments on the use of low-level radioactive materials). Care must be taken to point out the dangers of
chemicals (e.g. phosphorus in Shepherd v. Essex CC and Linch [1913] and caustic soda in Crouch
v. Essex CC [1966]), not only in terms of saying that they are dangerous, or ‘don’t touch’, but in
pointing out what the exact dangers are (Noon v. ILEA [1974]). Equipment must be in good order
(Barnes v. Bromley LBC [1983] in respect of a riveting tool), and care must be taken to instruct
children in its safe use. In Hoar v. Board of Trustees [1984] the school was found to be 50 per cent
negligent in the use of a woodworking machine because it had not taken care to instruct a child in
its safe use, as the child had been absent on the day when the explanation had taken place. In Fryer
v. Salford Corporation [1937], negligence was established, as insufficient care had been taken to
protect children and their clothing from a gas flame.

The student teacher must seek advice from qualified teachers about any proposals which
might present a risk, and, if there is any doubt or the advice has not been able to be found, then that
lesson cannot go ahead, and an alternative lesson must take place. In lessons where there is a risk,
the regular class teacher must be available, either in the classroom itself or close at hand. In some
lessons (e.g. PE, some science lessons) the class teacher must be present or else the planned activ-
ity should cease and an alternative take place.

In many situations the school may not be found negligent if it has taken due care to prevent
danger (e.g. Suckling v. Essex CC [1955], where a pupil stole a handicraft knife and attacked
another boy with it; Smith v. Hale [1956], where a pupil attacked another with a home-made arrow;
Ellesmere v. Middlesex CC [1956], where a pupil attacked another with scissors in a handicraft
lesson).

It must be made very clear that staff, unless they are specifically employed for the purpose,
are under no obligation to, indeed should not, administer medicine. The Medicines Act of 1968
indicates that only a qualified practitioner should administer medication, including injections except
in life or death emergencies, though, as part of the prudent parent principle, medication may be
administered with parental permission. The government has issued Supporting Pupils with Medical
Needs: A Good Practice Guide, which makes clear what schools should and should not do in the
administration of medication. Student teachers are very strongly advised not to administer
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medication without having gained clearance from the appropriate party in the school, and to find out
what is the school rule on administering medication. Clearly, if a school suspects that a child needs
medical attention then it has a duty to ensure that it is provided, but from suitably qualified people.
Teachers are not medics, and are not trained to deal with such cases. So student teachers are strongly
advised not to administer first aid unless the emergency is extreme.

If there is an accident then the student teacher must send for help if it is necessary. In the case
of an accident there are school procedures which must be adhered to in terms of notification, report-
ing, recording, and informing parents. Student teachers are advised not to admit liability for any
accident in their lessons, but to take advice. Indeed if a case comes to court under civil law then
vicarious liability often applies in cases of negligence,” i.e. ‘the employer is held responsible for
the actions of the employee whilst fulfilling any duties within the scope of employment’ (p. 24),
though the employer may seek a contribution to the award from an employee. The student teacher
is strongly advised to find out the legal cover that the school provides for him/her (e.g. whether the
student teacher is classed as an employee); indeed the school should feel an obligation to make this
clear to the student teacher.

Student teachers are strongly advised to find out the school’s policies on health and safety,
equipment and usage, and to find out whether they are covered by the school’s insurance policies.
In particular, student teachers are strongly advised to have a qualified teacher present with them in
risky situations. So, for example, in PE lessons the student teacher may have to stop the lesson if he
or she is left alone without the class teacher or suitably qualified adult present and if adequate super-
vision and insurance are not provided. For some subjects it is important to find out the school’s
policies and rules on children entering or not entering classrooms, laboratories, workshops, swim-
ming pools and gymnasia before the teacher arrives.

Educational visits

On school and educational visits, legislation was brought in after a series of tragic events in which
children were injured or killed for want of proper supervision or protection, and an important docu-
ment from the government is Health and Safety of Pupils on Educational Visits.”” In recent years
concerns have been expressed by teachers that in view of the possibility of being sued for negli-
gence if there is an accident during a school trip, there is a question about whether it is too risky to
take children on trips at all. The phrase ‘risk averse’ society has been used to characterise these and
similar concerns. However, the Compensation Act 2006 that we referred to earlier was introduced
so that proper consideration could be made of whether taking certain precautions might have
prevented a desirable activity being undertaken at all.

It is folly to take students on educational visits if they are unprepared and if the safety and
supervisory arrangements are not already assured and in place. Schools should have policy docu-
ments and rules/procedure for educational visits, and student teachers need to consult these. Before
undertaking any educational visit or school trip there is a legal requirement that a written risk
assessment is prepared and given to all the teachers and adults concerned, not least to show explic-
itly that ‘all reasonable precautions’ have been taken. A risk assessment will include addressing the
following considerations:*

What are the hazards?

Who might be affected by them?

What safety measures need to be in place to reduce risks to an acceptable level?
Can the group leader put the safety measures in place?

What steps will be taken in an emergency?

86



LEGAL ISSUES

Supervisory, health and safety considerations in planning an educational visit will vary according
to several factors, for example:”

the type and suitability of the activity in question and its associated risk (e.g. sporting, water
activities, walking and climbing may require not only proper equipment but proper prepara-
tory training for the children and may need to be led by a qualified instructor/leader)

the location of the visit (e.g. a visit to a local library may be easier to plan and supervise than
a visit to a more distant farm, and a visit abroad will need meticulous preparation)

the competence, experience and qualifications of the supervisory staff

the ratio of pupils to teachers and supervisory staff

the duration of the visit (e.g. an afternoon, a day, a week)

the quality and suitability of the available equipment

seasonal and weather conditions

the age, developmental stage, nature and temperament of the children (including those with
particular emotional, behavioural, physical and medical needs)

the statutory requirements for health and safety (e.g. in visiting a power station)

the provision of supervision on site by the staff at that site (e.g. at outdoor centres or in other
schools if students are going to visit other schools, or if students are visiting a museum)

the time of day of the visit (e.g. out-of-school hours (evening or weekend) visits to a theatre
may need additional insurance cover and preparation)

the safety provisions existing on the site (e.g. in sports stadia for local sporting competitions)
the availability of first aid, emergency and medical services

procedures for handling situations when students are either unable or unwilling to continue
(including how to send children home early, if appropriate)

procedures for ongoing risk assessment and risk management during the activity (e.g. in the
event of worsening weather conditions during a mountain activity)

communication arrangements and contingency measures.

Student teachers are strongly advised to visit the site themselves before taking the students, to check
out the educational potential, the Health and Safety matters, the supervisory arrangements and all
aspects of reasonable prevention of accidents and injury. During the educational visit teachers are
responsible for all the students in their care; if non-teachers accompany the trip then they are bound
by the same common law principle of acting as a ‘reasonable parent’, though they are not held as
accountable as the teachers themselves. The message is simple: regardless of which other non-
qualified adults are present, it is the teachers who share the supervisory Health and Safety
responsibility. Non-teacher adults (including student teachers) should not be left in sole charge of
children unless this has been cleared as part of the risk assessment (student teachers are cautioned
not to put themselves in a position of being in sole charge).

In planning the number of adults required to accompany an educational visit, the DfEE 1998
and RoSPA make it clear that there is no absolute formula on ratios, but that there must be a high
enough ratio of adults to students for the visit to be safe. The advice is very clear: err on the side of
extreme caution, particularly with students with special needs. The schools and local education
authorities should provide guidelines on staff/student ratios. Some local education authorities insist
on a minimum number of teachers and/or adults for any trip out of school, and student teachers are
advised to find out what they are for the school in question. The teacher unions also provide guide-
lines for school trips, indicating, for example, a minimum of two teachers per visit, a minimum ratio
of 2:20, reducing to 1:5 or 1:4 for particularly hazardous activities. The advice to student teachers
is unequivocal: do not take out a group of students on your own, however small the group; you must
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have a qualified teacher present with you. In mixed groups, have a male and a female adult/teacher.

For very young children the ratio could be as low as 1:2, i.e. one adult to hold the hands of two chil-

dren. early years classes often use the guideline of 1:4, but for some classes of very young children

this is simply inadequate. Parents will need to be informed in advance of the educational visit and

to have given their consent in writing; they have the decision on whether their child should go on

the visit. Parents must not pay a compulsory charge, though they may be asked for a contribution.
If insurance is not provided then the trip cannot take place. The insurance should cover:

personal injury

public liability

medical and related expenses

extra expenses (e.g. travel if the intended travel arrangements do not happen, e.g. a rail strike,
a flight cancellation)

personal effects

hired equipment

special activities (e.g. special arrangements and clauses may need to be inserted into policies
to cover particularly risky activities)

cancellations.

The provider of the transport has the legal responsibility for the children’s safety whilst in transit
(e.g. seatbelts and wearing of seatbelts), together with adequate insurance, and there must be
adequate supervision whilst in transit (e.g. it may not be enough to devolve supervision to the
driver). During the visit very judicious vigilance must be observed with students. Although there
have been cases where negligence has not been established when children break into small groups
on their own (e.g. Murphy v. Zoological Society [1962], in respect of a group of boys who entered
the lion’s cage at Whipsnade Zoo) it would be very foolish to court danger in this respect.

(See www.routledge.com/textbooks/9780415485586, Chapter 6 Legal issues, Educational
visits, staff:student ratios.)

Child protection

Under the Children Act, 1989 and following a series of high-profile legal cases, the issue of child
protection has become a matter for schools and teachers. Schools and teachers must be vigilant to
observe signs of abuse and harm, defined as physical injury, neglect, sexual abuse, emotional abuse
and mental abuse. Schools are obliged to have protocols and procedures for action in the event of
abuse being suspected, and teachers should only act in accordance with these, and not take the law
into their own hands here. If a teacher suspects that abuse and non-accidental injury have taken, or
is taking place, then he or she must report it to the head-teacher or the designated person in the
school, as there are legal procedures to be observed. Sometimes this may be as a result of some-
thing that a child has said, or that the student teacher has observed.

The Safeguarding Vulnerable Groups Act 2006 introduced a new vetting scheme for all people
working with children and young people to be implemented from 2008. Previous guidance was
consolidated in the document Safeguarding Children and Safer Recruitment in Education.® The
main objective of the guidance is to ensure that children and young people are safe by providing a
safe environment for learning, and identifying children and young people who are suffering or
likely to suffer significant harm, and taking appropriate action to support them. The emphasis on
preventing unsuitable people working with children and young people was strengthened following
the tragic case of two children murdered by a school caretaker. The guidance also emphasises: the
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promotion of safe practice and the need to challenge unsafe practice in educational settings; the
identification of instances where there are grounds for concern and the need to initiate appropriate
action; and the requirement to contribute to effective partnership between people who work with
children.

In 2006 it became mandatory for schools to obtain enhanced Criminal Records Bureau (CRB)
disclosures for anyone employed by a school including those employed to deliver extended serv-
ices; this includes trainee teachers and unsupervised volunteers. Trainees on teacher training courses
are required to undergo a CRB check but they cannot initiate this themselves. The law requires the
employer to initiate the process. In practice, this means that trainees are given a form to complete
by their training institution, which results in the CRB check being made so that they are allowed to
work in schools (detailed guidance about the form can be found at http://www.crb.gov.uk/
Default.aspx?page=0).

DATA PROTECTION

Information about an identifiable living person held on a computer is subject to the Data Protection
Act 1984, and the individual about whom the data are kept has a legal right to see that information
and to ask for it to be amended if it is incorrect.” This right extends to the parents of children under
the age of 18. The Data Protection Act 1984 and the Data Protection Act 1998 require schools to be
registered with the Data Protection Registrar as data users.”? The 1984 Act applies to electronic
records, including references stored for more than two months, though the 1998 Act extends this to
manual records which are held in a filing system.

With regard to the disclosure of information the Education (School Information) (England)
Regulations 1996, indicate that some information should either not or never be disclosed save to
other educational establishments; such information might concern, for example:

child abuse, be it suspected or proven

material which might cause serious physical, emotional or mental harm to the individual
material prepared for a juvenile court

statements of students’ special educational needs

data on a student’s ethnic origin.

Student teachers will have to abide by these regulations; we advise caution, therefore, in commit-
ting thoughts to record — be it in paper or electronic form.

Copyright

Teachers need to use printed and electronic resources for the purposes of teaching. For example, they
may want to discuss a page from a children’s picture book or use a film as the basis for a series of
lessons. This brings teachers into the realm of the law on copyright. The Copyright, Designs and
Patents Act 1988, as amended, is part of the wider body of intellectual property rights laws (the Act
and some important amendments can be found at http://www.patent.gov.uk/copy/legislation/
index.htm). Copyright in the UK is automatic, provided the work is in writing or some other mate-
rial form, has some originality and has been produced by a British subject. It is useful to mark work
with the copyright symbol ©, the author’s name and the date of first publication, but this is not a
requirement for protection under copyright law in the UK, unlike some other parts of the world. (The
information in this section on copyright is informed by guidance from the University of Cambridge
Centre for Applied Research in Educational Technologies (http://www.caret.cam.ac.uk/copyright/).
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In view of the fact that copyright law applies to work in writing or other material form, most
works that teachers might use are covered; for example:

literary works including books, poems, journal articles, tables, etc.
films

artistic works including all pictures

musical works;

in other words, work that has been created by someone and that has been recorded in any form,
including electronically on the internet. To sum up, teachers cannot copy work (e.g. by using a
photocopier for printed materials, or a scanner) that is still within copyright (normally within 70
years of its creation) without applying for written permission (even if this is granted, fees are some-
times payable). Although some of the specific details of electronic rights are still being worked out,
copyright law is applied in much the same way to printed and electronic materials. The detail of
copyright law is complex; hence it is not possible to cover everything in this section, so we briefly
address teachers’ use of images and use of texts as two examples to illustrate some key aspects of
the law.

The good news is that trainees and teachers can show images to their classes by using the
internet live through an electronic whiteboard. They are also permitted to write sections of copy-
right material on the more traditional blackboard or flip chart for the purposes of teaching.
However, scanning images into a computer, or photocopying images, is not allowed. According to
the letter of the law, teachers are not allowed to make an OHT, a slide or a photograph of an image
for classroom use because this would infringe copyright. However, there are many sources of free-
to-use images, for example:

Freely available images

There are some sources of images that may be used free of charge for educational purposes®:

AICT (Art Images for College Teaching): this is a royalty-free image resource for the educa-
tional community

DHD photo gallery: over 13,000 very varied images, clip art, sounds and video clips (from
carbon resister strips to Victoria Falls) that may be used subject to very reasonable terms and
conditions

FreeFoto.com: over 67,000 images in 117 sections, available for non-commercial use subject
to FreeFoto terms and conditions

Flickr hosts a huge and growing library of photographs submitted by individuals. It is possi-
ble to search for images with Creative Commons licences allowing educational use.
Freelmages.co.uk: over 2,500 photographs that may be freely used or adapted for use on
websites or in publications, under Freelmages terms and conditions, which include that a
credit/link is given to the site

Pics4Learning: copyright-friendly images for education. The site is aimed at primary- and
secondary-education teachers but the images available are broad in range and applicability.
Visual Arts Data Service: access to collections of images that may be used for research or
teaching purposes but, if used for teaching, must be restricted so that access is only available
to students who have signed an appropriate undertaking — see VADS conditions for use
Philip’s House of Stock Photography (www.photo.net/stock/). This site provides many free
images and also provides links to other free-image sites.
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NASA (http://spaceflight.nasa.gov/home/index.html). As with most US government agency
websites, NASA allows the use of NASA imagery, video and audio material (except the NASA
insignia logo) for educational or informational purposes provided proper credit is included. The
terms of use are set out at http://www.jsc.nasa.gov/ policies.html. For a full list of US govern-
ment graphics and photographs available, see http://www.firstgov.gov/Topics/Graphics.shtml
Botanical Society of America Online Image Collection: education images on botany for
instructional use

Earth Science World Imagebank (http://www.earthscienceworld.org/) is a service provided by
the American Geological Institute designed to provide quality geoscience images to the
public, educators and the geoscience community. Most of the images are available free of
charge for educational purposes, provided the straightforward terms of use are followed
(http://www.earthscienceworld.org/imagebank/imageuse.html).

The Centre for Bioscience ImageBank: thousands of images are available free of charge with
copyright cleared for educational use, with due acknowledgement.

Geology by lightplane — 335 colour aerial images of landforms and geological features (in
USA) taken from a small aircraft, free for non-commercial educational use

Graphic Maps (www.graphicmaps.com) — free images of maps, flags and globes. (The site
also contains many maps and images available for a fee, but the free ones are easy to find.)
Health Education Assets Library: a digital library providing freely accessible digital teaching
materials aimed to meet the needs of today’s health sciences educators and learners.
Microsoft ClipArt Gallery — copyright-free images if you have Microsoft Office software
legally installed on your computer. This is a searchable gallery of thousands of images. N.B.
Do not forget to read the licence information on each site. A web page that promotes a depart-
ment, as opposed to being part of teaching materials, may or may not be considered
‘educational purposes’.

With regard to texts, one way that teachers are allowed to make a copy of a literary, dramatic,
musical (printed not sound recording) or artistic work is if they wish to use it for research for a
non-commercial purpose and private study, which can be regarded as fair dealing. The key test
that the courts have used in relation to fair dealing is whether the economic impact on the owner
of copyright is likely to be significant. If not then it would generally be regarded as fair deal-
ing. With regard to a literary work, fair dealing usually means making only one copy. Full
acknowledgement such as thorough bibliographic information is necessary, not least to avoid
plagiarism.

Plagiarism

You may think that the subject of accurate citation and referencing of sources has more relevance
to university students than school teachers and their pupils. However, even at GCSE level, students
are given guidance on how to show the sources they have used to complete coursework and to avoid
plagiarism. It is not an infringement of copyright to quote directly from a source provided it is not
a substantial part and provided the source is acknowledged. Unfortunately what constitutes a
substantial part rather depends on the kind of source being used. In some cases it could be a head-
line or a list of concluding points if they are particularly significant. For larger texts an informal rule
of thumb is that you should quote no more than 800 words in total extracts, with no single extract
from the work exceeding 300 words. For poems, 40 lines is regarded as a good rule of thumb,
provided that does not constitute more than 25 per cent of the poem (University of Cambridge
Centre for Applied Research in Educational Technologies, online).
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Plagiarism is most serious in the context of examinations because it can reflect the intention of
a candidate to deceive the examiners in order to get unfair advantage. It is also a way of taking credit
for work that someone else has done. The University of Cambridge defines plagiarism as follows:

Candidates are advised that plagiarism can be defined as: the unacknowledged use of the work
of others as if this were your own original work.

In the context of an examination, this amounts to a candidate passing off the work of others
as his/her own to gain unfair advantage.

Examiners must be left in no doubt as to which parts of the work are the candidate’s own and
which are the rightful property of someone else.

The guidance goes on to say™:

Plagiarism may be due to:

Copying (using another person’s language and/or ideas as if they are your own)
Collusion (where collaboration is concealed or has been expressly forbidden, in order to
gain unfair advantage).

Methods include:

quoting directly another person’s language, data or illustrations without clear indication
that the authorship is not your own and due acknowledgement of the source
paraphrasing the critical work of others without due acknowledgement — even if you
change some words or the order of the words, this is still plagiarism if you are using
someone else’s original ideas and are not properly acknowledging it

using ideas taken from someone else without reference to the originator

cutting and pasting from the internet to make a ‘pastiche’ of online sources

colluding with another person, including another candidate (other than as might be
permitted for joint project work)

submitting as part of your own report or dissertation someone else s work without iden-
tifying clearly who did the work (for example, where research has been contributed by
others to a joint project) or submitting work that has been undertaken in whole or in part
by someone else on your behalf (such as employing a ‘ghost writing service”)
submitting work you have submitted for a qualification at another institution without
declaring it and clearly indicating the extent of overlap

deliberately reproducing someone else’s work in a written examination.

Plagiarism can occur in respect to all types of sources and all media:
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LEGAL ISSUES

The most difficult point in the list above is the idea that even if you change someone else’s words
this would still be regarded as plagiarism if you did not accurately cifte their work and provide an
appropriate entry in a reference list.”

THE EDUCATION AND INSPECTIONS ACT 2006

The Education and Inspections Act 2006 was a significant addition to educational law. The act
addresses eight key areas: trust schools; local authorities; fair access; behaviour; 14—19-year-olds;
school food; Young people; and inspectorate reform. From the point of view of the trainee teacher
the reforms on behaviour, 14—19-year-olds and school food are the most immediately relevant and
are the ones we discuss here (the government has produced a helpful guide to the law available from
teachernet.gov.uk which informs this section).

There had been a growing feeling by many in education that it was difficult for teachers to
discipline students for poor behaviour, epitomised in the ‘you can’t tell me what to do’ attitude by
some pupils (although the power that teachers and schools have over pupils is often interpreted
rather differently by those who advocate children’s rights). Sections 90 and 91 of the Act provided
new powers for teachers (and others in lawful charge of pupils) to discipline pupils for inappropri-
ate behaviour. The Act also extends contracts for parents to encourage them to take more
responsibility for their children’s behaviour.

The Act also paved the way for further reforms of the curriculum and qualifications, for exam-
ple the changes to the National Curriculum at Key Stage 3 (see Chapter 3). One of the key changes
was the introduction of the 14 new specialised diplomas which will be available to every 14-19-
year old in the country. Given the range of these diplomas it is not expected that every school
delivers all of them. In many cases this will require schools and colleges to collaborate in order to
ensure a range of provision. The Act requires local authorities to ensure that the schools and colleges
in the area offer the full range of diplomas.

The issue of school food was brought to high-profile media attention by the celebrity chef
Jamie Oliver. Memorable images from the time included Jamie dissecting turkey twisslers to reveal
a grey gloop, and some parents passing burgers and chips to their children through the railings of
schools who had changed their menus to more healthy ones. The Act allows for nutritional standards
to be applied to all food and drink supplied on school premises. This may not seem to be quite as
important as some of the other areas addressed in the Act but society has become increasingly
concerned about obesity and children’s health. For the first time the statistics for life expectancy
have been decreasing for some groups as a result of poor diet. This is why this aspect of the Act,
and the associated moves to ensure that pupils learn about cooking, are so important.

TEACHERS’ PROFESSIONAL RESPONSIBILITIES

The Education Act 2002 provides a legal basis for important aspects of teachers’ work. The Act
implemented proposals from a government white paper and five related consultation papers
published in 2001. One interesting part of the Act is the power it gives to the Secretary of State for
Education to suspend legal requirements over the curriculum through the ‘power to facilitate inno-
vation’ if, in the opinion of the Secretary of State, the innovation will contribute to the raising of
educational standards. But perhaps the most important part of the Act is its role in determining
teachers’ pay and conditions. The Act requires that, each year, an Education (School Teachers Pay
and Conditions) Order is made. This requires the School Teachers Review Body to meet and prepare
a report (which informs the School Teachers Pay and Conditions Document and guidance for the
year in question).
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In 2008 the detail of teachers’ professional responsibilities was a subject of considerable
debate by the School Teachers Review Body. They proposed a draft ‘new statement of responsibil-
ities’, which was succinct and meaningful:

TEACHERS’ PROFESSIONAL RESPONSIBILITIES
Teachers are responsible and accountable for helping children and young people to achieve
their full potential, by providing education of a world class, continually-improving standard
and contributing to the delivery of excellent services for children and young people.

As professionals, teachers act in accordance with the values, code of practice and stan-
dards of their profession; and fulfil the requirements of their employer and the law.

This is achieved through teachers’ excellence in:

teaching, learning and assessment

leadership

management

support for the achievement and well-being of children and young people as diverse
individuals

relationships with children and young people, families and local communities
team-working and collaboration with colleagues in the school or service and wider serv-
ices for children and young people

continuing professional development, and

support for colleagues’ development.

The roles and responsibilities of individual teachers and the outcomes for which they are
accountable are agreed locally and reflected in job descriptions and performance objectives.*

One area in this statement that we might wish to challenge is the rationale and place of ‘world class’
in such a document, the mantra that has purveyed the government’s approach since 1997. However,
the review body did outline some important principles underpinning the statement. Most important
of these was that:

The statement is short and high-level. It reflects teachers’ important role in improving the all-
round achievement and well-being of children and young people. It does not prescribe: as
professionals, teachers themselves are best able to determine what they need to do to achieve
good outcomes and they will also be guided by a shared professional commitment to their
pupils, their institutions and the wider community.”’

The Review Body went even further than this, confirming what many have been saying about
government reforms for a long time:

The current fragmented plethora of regulation is confusing for teachers and governors, makes
it difficult to get a full picture of the legal framework, creates risks of duplication, and pres-
ents barriers to distributed leadership. Regulations in the education field affecting schools and
services should be clear, mutually consistent and non-duplicatory.

This plethora of regulation includes the curriculum, standards and discipline. Let us hope that

government clearly heeds these messages.
The complexity of the legal requirements for education is further seen in one final example of
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an addition to the legislation: the Childcare Act 2006. In general, this Act was designed to enhance
the well-being of children. With regard to education specifically, it is the legal basis for the change
to early years education that made the Early Years Foundation Stage statutory for the first time in
England’s history. This means that education from birth to 18 is now controlled by government. The
move to consider education less as a discrete part of children’s lives and more as part of a holistic
picture of children and the services that they receive has been a slow one but, increasingly, one that
is being reflected in policy. Every Child Matters and the Children’s Plan initiatives are two exam-
ples of outcomes of such legislation.

IMPLICATIONS FOR STUDENT TEACHERS

In preparing for teaching practice students will need to discuss the following questions with their
host schools:

What are the school policies, procedures, requirements and practices in terms of:

—  planning and preparing courses and lessons

—  special needs and equal opportunities

—  setting and marking work (including homework)

—  assessing, recording and reporting on the attainment, development and progress of
pupils

—  providing guidance and advice to pupils on social, educational and career-related
matters (where relevant)

—  communicating and consulting with parents and outside bodies

—  reviewing their own teaching

—  maintaining good order and discipline, and what sanctions rewards are in place to rein-
force discipline

- policies on detention, confiscation, uniform and parental notification

—  safeguarding health and safety (on and off school premises, the latter if an educational
activity is taking place)

—  attending staff meetings

—  preparing students for public examinations

—  being involved in management activities and required administration; registration and
supervision of pupils

—  attending assemblies?

Who is the Health and Safety officer in the school?

What Health and Safety documents does the student teacher need to have?

What information does the Health and Safety officer need to have from the student teacher?
What are the school policies, procedures, requirements and practices in terms of:

—  Health and Safety matters, school visits, risk assessment and formal reporting
- accidents, emergencies, administering first aid and medication

—  supervision at the start and end of the lesson, session, day

—  discipline, bullying and assault

—  child protection

—  suspected child abuse

—  data protection

—  copyright?
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What are the school policies, procedures, requirements and practices in terms of educational
visits, and their related issues of adult/student ratios?

What insurance cover does the school have for student teachers? (It is highly likely that the
school will have such insurance.)

Many schools will have an ‘induction pack’ for new teachers and student teachers, in which such

details are contained. If this is not available then student teachers are very strongly advised to ask
specifically about these matters.
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PART Il

PREPARATION AND
PLANNING

Within the contexts of education identified in Part I, student teachers are faced with a battery of
tasks upon their immediate arrival in schools for their teaching practices. They quickly have to
assimilate a range of issues in their planning for teaching and learning, and to ensure that their plan-
ning accords with the existing practices in the school. They will have demands placed upon them
by the school, by their tutor, by their mentor and by the students. Careful attention to planning is
informed by the rapid gathering of information about the school and the students.

The first visits to a school and the first meetings with classes can be nerve-wracking; this part
is designed to reduce some of that anxiety by providing detailed support on planning for teaching,
gathering information from and about the school and the students, and how to develop teaching and
learning plans that work. It suggests what kind of information is useful to collect on initial visits to
school.

Much has been made of objectives in educational literature and the prescriptions for the
National Curriculum, planning for teaching and learning, and school inspections are couched in
variants of objectives models. These include, for example: attainment targets, target setting,
intended learning outcomes and desirable learning outcomes. The objectives model is a useful start-
ing point for student teachers’ curriculum planning as it provides a sense of direction to the planning
for teaching and learning. We utilise the objectives model in this part and indicate how it can be
used to promote effective teaching and learning. Student teachers are usually required to prepare
detailed teaching and learning plans, yet they are unfamiliar with how to do this. Part II provides a
careful, staged guide to this process, from the most general and long-term to the most specific and
short-term levels, and for all age groups. It provides copious examples of planning documents.

Further, student teachers are typically required to evaluate the planning and implementation
of their teaching and the students’ learning, and Part II provides extensive examples of how this can
be approached.
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The Preliminary Visit

INTRODUCTION

Student teachers are normally given the opportunity to visit their schools before the period of teach-
ing practice formally begins. This may take the form of an observation week or a system of school
attachments in the period leading up to the block practice.

The preliminary visit enables the student teacher to meet the head teacher, the mentor or
teacher in charge of students (where such an office exists), and the rest of the staff; to become
acquainted with her class or subject teacher; to see the students she will be teaching; to get to know
the nature, layout and resources of the school; and to gather specific information relevant to the
work she will undertake during the practice. The following points will be of interest to student
teachers offered such facilities.

BEFORE THE VISIT

It is ridiculous to expect to go into a school and simply absorb everything that you need to know
reactively. Student teachers must be proactive in their planning for the preliminary visits, so that
they go into the school with an agenda for information. This entails considerations of exactly what
they need to know about the school, what they need to gather and collect from the school, whom
they need to meet (e.g. the head teacher, the mentor, the class teacher(s), the subject teachers, the
curriculum co-ordinators, the students), what they need to find out about the students, curriculum,
assessment, special needs and so on — the list is exhaustive, and it is the intention of this chapter to
set that agenda.

An initial familiarisation exercise might be to have sight of the school prospectus before
you go into the school (maybe your HE institution has a copy, or you can approach the school
in question about this). Further, many schools have their own websites, and these are very valu-
able introductions to the school, as, typically, they present a considerable amount of both general
and detailed information about many aspects of the school. Student teachers are strongly advised
to find out if the school has a website and to conduct a search of that website before the first
visit.

Schools are subject to inspection, and it would be useful, again as a familiarisation exercise,
to have looked at the school inspection report. These are freely available on the internet
(http://www.ofsted.gov.uk/reports) and they provide an initial introduction to the school’s perform-
ance. Further, you may find it helpful to look at the school’s position in the national league tables
of school performance (www.dfes.gov.uk/statistics). Although this latter is, at best, only an indicator
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of one aspect of the school, and arguably does not present a fair picture of the school, nevertheless,
as an initial sensitiser to the school it may be useful.

The issue here is that you do not go into the school ‘cold’; rather, you go in with an initial
briefing about the school and an initial agenda. You must show that you have ‘done your homework’
about the school. That makes your visit(s) more efficient, as well as presenting a positive initial
image of yourself in the school.

WHAT TO LOOK FOR AND WHAT INFORMATION TO COLLECT

It follows from what we said in the preceding paragraph that to make the most of the preliminary
visit, the student teacher must systematically take note of and, where she feels it helpful, record
those aspects of the school’s organisation, policy and methods in so far as they will relate to her own
work in the school.' To help her in these respects, we offer the following guidelines which arise
from: the physical features, the school in general, its philosophy, grouping of students, schools’
expectations of student teachers, policies and other relevant documentation (e.g. the school prospec-
tus), significant people and organisational matters, the classroom, control and discipline, rules,
routines and protocols (e.g. for involving others), resources, record keeping, timetabling, curricu-
lum organisation and planning, teaching and learning styles used, other adults involved (e.g. support
assistants) and particular information to record (e.g. resources, schemes of work, details of students,
timetable, curriculum planning, use of the photocopier, accessing resources — including computers,
television and video). We stress that some of the points raised, e.g. in the physical features, may be
more pertinent to the work of the primary teacher than the secondary specialist.

The physical features

We suggest you begin by investigating features and resources of the neighbourhood in which the
school is situated. Some of these may prove to be relevant to the lessons you will be teaching and
organising, e.g. the social nature of the area — is it urban, suburban or rural, for instance? You could
then build up a basic topography of the locality to include the pattern of the main roads; churches
and other buildings of significance; places of historical, geographical or social interest; recent devel-
opments; means of transport; details of houses, shops, businesses and industries; parks and beauty
spots; museums; canals, rivers and bridges; docks; reservoirs; and markets. If there is a library
nearby, the librarian may be able to supply information on local history, or even arrange a special
display for your class.

The layout of the school should next engage your attention. Observe the general architectural
style. Is the school’s design conventional or open plan, for example? Approximately how old is the
building? When might it have been built — in the late Victorian period or between the wars, for
instance? Has the school an annex or other buildings on another site? The latter is quite common
where previously separate schools have merged as a result of reorganisation. Find out where the
head teacher’s room, the staffroom, the general office and assembly hall are to be found (if these
are not immediately apparent). Are any rooms used for specialisation? Where are these located?
How is their use timetabled? Is there an audio-visual centre? Or a resources centre? How are the
rooms numbered? If the school is a single-storey construction and extensive in its layout, you may
find it useful initially to draw a rough plan of the building.
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The school in general

Find out how many pupils there are in the school, the size of its annual intake and the approximate
location of its catchment area or areas. The school’s recent history may prove interesting, especially
if it includes reorganisation or inspection.

The school’s ethos has an important bearing on the work of both teachers and students. Check
nerve points in the school’s life to ascertain what the prevailing atmosphere is like in this respect,
e.g. the staffroom, or morning assembly, for instance. Make provisional assessments of the quality
of the relationships between the head and the staff, between staff and students, and among the staff
themselves. If the school has a healthy atmosphere, you should have little difficulty fitting in and
helping to maintain it. Where the atmosphere is less than wholesome, however, then you must
decide what personal and professional qualities you can display that will improve it.

The prevailing system of control and discipline operating in the school is of very great impor-
tance and you should find out how it works. What are the school rules, for example? Are there dos
or don’ts? Who decides the rules? How explicit are they? Do all members of staff enforce them?
What rewards and punishments are used? Who determines them? How effective are they? Which
rules are broken? And how often? How are the more extreme forms of misbehaviour like classroom
violence handled? Alternatively, how do individual teachers cope where there is no such clearly
defined framework of rules? Or where an ineffectual one exists? Or where chaos reigns? Which
teachers appear to be most effective in such circumstances? And why? How will you relate to one
or other of these situations when you have to work in the school?

It can also be of value to find out what the school’s philosophy of education is. It may be
voiced explicitly in the school’s prospectus, mission statement and website, or it may not be voiced
explicitly, and there may even be a clash of philosophies in some schools. However, one can get
some idea of the way in which teachers think in these respects by studying the organisation of the
school and the lessons. Some schools, for example, foster and encourage competition; others, co-
operative behaviour. Some enforce a school uniform, others do not. Some are restrictive and
authoritarian; others, by contrast, encourage autonomy and freedom of expression. Teaching meth-
ods are another obvious indication of a school’s philosophy or philosophies. An important question
arises for the student teacher in this connection: given an established system of teaching in the
school, how does he or she fit in? The answer is that whereas the student teacher will generally
adopt whatever method or methods are already in use, especially if they are well tried and effective,
there is no reason why he or she should not introduce alternative ones. One could, for instance,
employ group methods with a class that had only experienced the traditional or teacher-centred
approach. As a matter of courtesy, however, the class teacher should be consulted before introduc-
ing such a change, not the least reason being that rearrangements of the room may be required.

It is particularly important to discover what forms of grouping are employed in the school, e.g.
setting (and, if so, for what subjects), age groupings, ability groupings, team-teaching and so on.
Likewise, where integrated days and integrated curricula operate, how are they organised? A student
teacher placed in a school where one or more of these approaches are used should make a special
effort to find out how work and routines are organised.

It can also be helpful to get to know something of the school’s expectations of him and her
with respect to time of arrival, attendance at morning assembly, involvement with extracurricular
activities, free periods, leaving the school premises, dress, general appearance, preparation of
lessons and behaviour vis-a-vis the rest of the staff. Box 21 provides a list of basic points one should
try to keep in mind on teaching practice.
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Box 21: Professional courtesy on teaching practice

If you are absent, let the school know promptly.

On return from an absence, let the head teacher know you're back. Do not let him/her find out from
hearsay.

Lateness calls at least for an apology and possibly an explanation.

Be respectful to senior colleagues, e.g. concerning chairs in the staffroom.

Be prompt, tidy and accurate in whatever administrative work you have to do, e.g. registers.

Maintain adequate standards of dress and appearance.

Leave a classroom tidy and the whiteboard clean at the end of a lesson.

There will be a number of significant people in the school whom you should at least meet and, better
still, become acquainted with. These will include the head teacher and deputy head-teacher(s), the
teacher in charge of the pastoral and counselling aspects of the students, subject co-ordinators,
heads of year, your school mentor and the class teacher(s) with whom you will be working. If you
are in a secondary school where students will be involved in vocational preparation and work expe-
rience, it will be important to meet the co-ordinator for this. It can also be useful to introduce
yourself to the school secretary, technicians or laboratory assistants (where relevant), and the care-
taker.

Finally, if the school has its own librarian or resources organiser, find out what the procedures
are for borrowing books for yourself, and for utilising the library’s resources with the children you
will be teaching, for example in topic or project work. You can save yourself a lot of time and trou-
ble by preliminary enquiries of this kind before your block practice begins.

The classroom

We have already stressed the importance of finding out what systems of control and discipline
operate in the school. It is even more important to ascertain what management and control systems
are used in the class(es) you yourself will be teaching. Where the class is taught chiefly by one
teacher, make a note of established rules and routines, especially those relating to day-to-day
matters such as speaking to the teacher, moving about the room, asking and answering questions,
talking, finishing early and so on. (To help you make a start in these respects, we have listed guide-
lines in Box 22).2

UNDERSTANDING RULES, PROTOCOLS, PROCEDURES AND
ROUTINES

We cannot overstate the importance of the student teacher understanding the ‘hidden curriculum’.
The hidden curriculum ‘oils the wheels’ for the smooth running of the school and of the classes of
students within it. In coining this term Jackson’ suggested that a key factor of students’ success in
school was their ability not only to learn, but to work within, the hidden curriculum of the school.*
Indeed he argued that survival and success in school was a function of students’ achievements in
the hidden rather than the formal curriculum. Exactly the same is true for the student teacher.
Jackson argues that students in school have to learn very quickly to live with rules, routines, crowds,
praise, power, denial and delay. So, too, do student teachers. The student teacher’s success depends
in part on her ability to understand and work within the hidden curriculum of the school.
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Box 22: Classroom routines

The following checklist was designed by Haysom and Sutton for use in science lessons. Selecting whatever
items you feel relevant, use them in one of your observation lessons to discover the rules and routines govern-
ing the classroom behaviour of the pupils.

Is it the standard practice for pupils to:

stand up at the beginning of a lesson?

choose where they sit?

go to allotted spaces?

work in self-selected groups?

help each other in their work?

expect not to consult each other?

put hands up before speaking to the teacher?

speak directly to the teacher, butting in at any time?

be silent when the teacher begins to speak?

carry on with what they’re doing when the teacher speaks?
leave the room on own initiative?

move about freely during lessons?

compose their own notes?

copy notes from the board?

be expected to have with them pencils, rulers, rubbers etc.?
be allowed to borrow these items?

be allowed, if they finish early, to get on with homework?

You may feel it necessary to extend this list to accommodate rules and routines making up the standard prac-
tice in the particular situation you find yourself in.

Some of the elements of the hidden curriculum are enshrined in the formal administrative and
managerial aspects of the school at a whole-school level. Schools have formal, sometimes statutory
protocols, e.g. for registering authorised and unauthorised absence, for reporting and handling
suspected cases of child abuse, for handling aggressive parents, for security within the school, for
arranging educational visits. Schools will also have protocols for handling students who arrive late
for lessons, students who seek permission to be out of school, movement around the school,
arrangements for break times and lunch times, use of the school library, access to computers, inci-
dence of illness during school time, disciplinary matters, wearing uniform and jewellery,
completing homework, failure to bring the correct equipment for lessons, matters of confidentiality,
pastoral and tutorial responsibilities, meeting parents, handling complaints, ordering and collecting
stock from central resource areas, use of the telephones, dealing with and reporting accidents (i.e.
Health and Safety matters). The student teacher will need to find out about the formal arrangements
that the school has for all of these matters so that she knows exactly what to do and whom to contact
in particular circumstances. Some of these matters are contained in school prospectuses; others are
contained in ‘information for staff” booklets; others might be found out in conversation with the
mentor and other teachers.

Not only are there rules and routines at a whole-school level; at a classroom level the student
teacher will need to ascertain very quickly — from observation and discussion with relevant parties
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(e.g. the teachers with whom she will be working) — the rules and routines that individual teachers
adopt with different classes. Knowledge and practice of these provides security for students and for
student teachers alike. Within each class there will be several strategies that teachers routinely use
to ensure that learning is productive, efficient and effective and that behaviour is acceptable. These
routines and rules operate at every stage of the lesson. Examples of the practical matters that the
student teacher will need to find out about are set out as follows.

RULES AND ROUTINES AT DIFFERENT POINTS DURING THE
LESSON

At the beginning of the lesson

how the students enter the classroom and where they sit

whether the teacher enters the classroom before the students or vice versa

where the teacher is as the start of the lesson

whether any initial registration is taken

whether the students enter the room in silence or whether they are permitted to speak
whether the students are permitted to bring in bags, outdoor wear and where they are supposed
to place them

how the teacher gains and maintains the students’ attention and interest

how long the lesson takes to start

what the teacher does when students arrive without appropriate materials (e.g. books, pens,
paper, sports equipment)

how homework is collected/returned/commented upon/followed up

how the objectives/intended learning outcomes and contents of the lesson are introduced
how the teacher settles the class

how a clear start to the lesson is signalled

how reference is made to the previous work/ lesson and how the present lesson will build on this
how initial resources are distributed.

The transition from the introduction to the lesson

how the teacher prepares the students for the transition

how the teacher manages the transition from the introduction to the subsequent activities of
the students

what the teacher does, says, where she stands, where she goes, how she uses her voice and
non-verbal behaviour immediately prior to the transition, during the transition, immediately
after the transition

how the teacher monitors the transition and settles the students after the transition

how the teacher introduces individual, collaborative and group work

how the teacher explains the purpose of post-transition activity/work

how clearly the teacher explains what is expected to happen straight after the transition

what the teacher says and does to make sure that all the students know what they have to do
and what they must not do during and immediately after the transition

how the teacher manages the use of resources immediately after the transition (e.g. access,
uptake, organisation)

how long the transition is expected to take and how the students are made aware of this (e.g.
‘you have three minutes to...”").
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During the lesson

how, whether, and in what numbers the students are able to move around the classroom
where the teacher is at different points of the lesson

how the teacher ensures that she can see all the students all the time

how the teacher and students access, use and replace resources

how students may ask for the teacher’s attention

in what kinds of activity collaborative work is used

how ICT is accessed and used in the classroom

when, where and how much talk is acceptable to the teacher

how the teacher gains and maintains silence and ‘on-task’ behaviour

how the teacher divides her attention amongst the class

how the teacher sustains the students’ interest, motivation and self-esteem

what verbal and non-verbal means the teacher uses to gain and maintain the smooth running
of the lesson

how the teacher handles difficult situations and students

how the teacher gives praise/rewards/sanctions/ punishments — and for what

how the teacher uses her/his own questioning (e.g. low to higher-order, closed to open,
handling incorrect or incomplete responses, giving ‘thinking time’ for students to reply,
prompting and probing students)

how the teacher handles difficult questions or questions that she cannot answer

how the teacher deals with unacceptable behaviour (to her and to other students)

what happens if equipment is deliberately or accidentally damaged

what happens if a student feels unwell

how the teacher copes with students who work more slowly/more quickly than others (i.c.
what the teacher does with students who do not complete work in the lesson and with students
who complete work before the lesson time has elapsed)

how the work is differentiated for individual needs

what teaching and learning styles are being used

what happens if a lesson is not going well

how the teacher works with students with special needs and learning difficulties

how the teacher works with other adults in the classroom

how the teacher balances her instructional, procedural and managerial talk

how the teacher circulates round the class and monitors everything that is happening

how the teacher keeps up with marking during the lesson

how the teacher responds to different requests and to different students (verbally and non-
verbally)

how the teacher assesses students.

Towards the end of the lesson

how the teacher draws the lesson to a conclusion in practical management terms — what she
does, what she says

how students are made aware of how much time they have left to complete the work of the
lesson

what happens with students who finish the work before the end of the lesson or who do not
finish the required work by the end of the lesson

how plenary and feedback sessions are managed
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how students clear away and return apparatus and materials

how the work is gathered together for the teacher — who does it, where it is put
how students are to be seated at the end of the lesson

how the teacher draws together — summarises — the cognitive aspects of the lesson
how homework is set

how the teacher dismisses the class.

More specifically the student teacher may find it useful to focus on a specific feature during a lesson
that she observes. In this instance she will need to plan in advance what she will be looking for —
maybe by posing a series of questions. For example, let us imagine that she wishes to see what
strategies the class teacher uses to motivate students during a lesson. The questions that the student
teacher might wish to ask are contained in Box 23.

A focused observation of one or more aspects of a lesson enables the student teacher to find
out how the smooth running of the lesson and working with the class is managed. This requires the
student teacher to attend to the rules and routines in the lesson. It is often the case that student teach-
ers are not in the school or with a group of students for a long enough period of time to enable them
to stamp their own way of working on the students. Student teachers inherit from, and hand back to
the teacher a set of rules, routines, ways of working. Indeed a student teacher would be ill-advised
to try to overturn an established way of working with a class for the comparatively short duration
of a teaching practice. Hence in most cases the student teacher will have to find out about, under-
stand, and operate within a given set of procedures — cognitive, behavioural, interpersonal — rather
than attempting to replace an inherited system. This is not to deny the need for student teachers to
try new ways of teaching and to experiment to some extent; it is to suggest that if the student teacher
wishes to try something different she discusses it first with the class teacher.

Box 23: Motivation questions for use in an observation lesson

What techniques and approaches, if any, did the teacher use at the outset of the lesson to engage the
class’s interest?

How did he sustain the interest, once aroused?

How did she deal with the problem of flagging motivation?

In what ways did the teacher capitalise on the children’s own interests?

Could any parts of the lesson be explained in terms of the concepts of intrinsic and extrinsic motivation?
Did the teacher, for example, arouse the students’ curiosity, challenge them or offer them some form of
reward?

What part did feedback play in the lesson? How was it conveyed? And what was its effect on the class?
Could you establish any relationship between motivation and (a) social class; (b) ability; (c) age; (d) sex; or
(e) aspects of the subject being taught or investigated?

What effect did the personality of the teacher appear to have on the overall success (or failure) of the
lesson?

Were threats used as a means of motivating the students?

Examine the relationship between motivation and the instructional approach or approaches used by the
teacher, e.g. formal class teaching; discussion; group work; guided instruction etc.

How would you describe (a) the teacher’s attitudes towards his class, and (b) his expectations of their
performance? Could either of these be seen to affect his class’s motivation?

Which forms of motivation did the class appear to respond to best?
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Observe what sanctions the teacher employs with her class in order to enforce the rules. Are individ-
uals kept in after school, for instance, or are they asked to stay behind at the end of a lesson, or
reprimanded in front of the other children? Does isolation of disruptive students figure in a teacher’s
tactics? What happens if a student swears at a teacher? What happens if students refuse to work? What
happens if a student bullies another, or bullies the teacher? For what actions are immediate removal
from the classroom a rule of the school? For what kinds of offences are detentions used? Are there
established rules for handling very difficult children (e.g. calling for assistance from a colleague)?

On a more positive note, find out what kinds of motivators and rewards the teacher uses. If the
class is taught by other teachers, you can subsequently compare the different methods of control
used and check how the class responds to them. The advantages of ascertaining prior knowledge on
these matters is that you will then be able to relate your own control systems to the existing frame-
work where this proves to be effective.

The reality of classroom life, unfortunately, is often very different from what one would like
to see. Control systems may be either ineffective or non-existent. Where such is the case, you will
have to decide what you can do to achieve some measure of control over the class when you even-
tually take over. In this connection, we recommend you read Chapter 15.

Successful class teachers’ methods of organisation will have evolved in the light of their expe-
rience and knowledge of the particular students they teach. The student teacher does not have this
experience or knowledge, nor obviously the time to acquire them, so it is advisable that he perpet-
uates effective routines established by the class teacher throughout the period of his practice (e.g.
what is the established procedure for tidying up at the end of an art lesson? Or what is a child
expected to do when he finishes his allotted task five minutes before the rest of the class?) Studying
the classroom routines of an experienced and successful teacher requires close observation because
the most effective methods are often the least obvious.

What should student teachers do, however, when they find themselves working with a disor-
ganised teacher who has no routines? Having made a quick assessment of the position, they must
then decide what they can do to improve the situation even though the extent of their influence is
limited (they are, after all, in a position of dependence in a host school, and perhaps only teaching
two or three lessons each day). Between the preliminary visit and the block practice, they should
decide on a few basic classroom rules and routines that would impose some structure on the situa-
tion so that when they meet the class they can spend some time discussing them with the students
to find out where they stand with them. They can thus improve the original situation at worst
marginally and at best significantly.

PARTICULAR INFORMATION TO RECORD

You will need to bring back a certain amount of information from your preliminary visit, chiefly for
your own use. Thus it is important to find out details of the resources and equipment available in
the school — the size and range of the library, the ICT hardware, software, intranet and internet facil-
ities, the audio-visual equipment you may use, apparatus you may require, facilities for word
processing and duplicating, resources for individual and group work (topics and projects, for exam-
ple). Check that the school has the resources, equipment and materials that you will require.
Teachers of practical subjects like PE or specialist subjects like art or music need to be particularly
alert in this respect. A PE teacher, for instance, may want to know how many badminton rackets are
available; an art specialist, whether there’s a sink in the room she will be using; and a music teacher,
the extent of facilities for creative music making. Teachers of science subjects, too, will need to
anticipate equipment they will need for practical work, particularly whether there is sufficient
equipment for class practicals. Find out about Health and Safety matters and procedures.
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You will need to gather details of the schemes of work you will be required to teach, together
with any explanatory or ancillary information your class teacher may provide. You will need to find
out what pro-formas you will be required to use and complete for planning and other aspects of the
school’s life, and how ICT is used in planning. You will need to find out when planning takes place,
with which teams and groups, and what are the long-term, medium-term and short-term planning
formats and contents in the school, so that you can fit into the school’s requirements here. These
aspects are examined in more detail in Chapter 8.

Coupled with details of schemes of work is the need for information on the students you will
be working with, together with some indication of their previous experience and learning in the
subject areas you will be teaching. This kind of information is crucial, as you need to know where
to begin your work. The obvious source of information of this nature is the class teacher or subject
teacher. If he or she keeps records on each student, ask if you may have a look at them.

You may find that you are involved in teaching courses leading to state or external examina-
tions such as GCSE, GCE Advanced Level, the Scottish Certificate of Education, or additional
arrangements. If you are, and are unfamiliar with the nature of these systems, find an introductory
guidebook relevant to your needs. This may particularly be the case with the GCSE. One important
factor in examinations and courses leading to these examinations is the inclusion of compulsory
coursework for examination and this you may very well be involved with if you are a secondary
specialist.

Though student teachers may not be involved in public examinations, nevertheless most likely
they will be involved in formal and informal assessment requirements, for the National Curriculum
and for the ongoing, formal and informal reporting of students’ progress to parents and documenta-
tion of progress within the school. Student teachers will need to become conversant with the
procedures required here, and they should expect to have to work within them.

The preliminary visit also gives you the opportunity to ascertain details of text books, work-
sheets, ICT usage and other materials used by the class. Where you feel it necessary, borrow copies
or examples of the ones you will be using as they will help you when planning your lessons.

Details of topic work and related approaches, where relevant, should also be noted. These
could include organisational procedures: individual or group work, for example; topics recently
covered; the stage of development of the class or individuals in this kind of learning; and ways in
which topics have been presented and evaluated in the past.

Specific information on the class(es) you will be teaching should include:

the name of the class and, if relevant, the significance of the name

the size of the class (the number of students makes a difference to the organisation and pres-
entation of the various subject areas and curricular activities)

the average age of the class, or its range if it is inter-age

the band/set of the class, or range of ability

the names of the students and a seating plan (the latter can be particularly useful in the early
stages of the practice as an aid to getting to know a class)

details of the classroom(s) in which you will be working; an annotated layout plan may be
useful here

details of groups (if appropriate) — their organisational basis

details of students with special needs (again where relevant) — ones with emotional problems,
communication difficulties, physical disabilities or home background problems, for instance
details of particular problematic students, in terms of control and discipline, together with
suggestions from the class teacher as to possible ways of handling them.
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It is also important to find out as much as you can about curriculum planning in the school, routines,
rules, specific students, discipline policies and strategies, classroom organisation, resources, teaching
styles, topic work and subject-based work, schemes (e.g. for language, mathematics and other curricu-
lum areas, matching and differentiated work, assessment), school policies, ICT and technology usage.
Additionally the student teacher may find it useful to ask questions to find out about:

access to reprographic equipment

use of ICT for planning and personal, as well as student, use

timetabling of fixed times (e.g. use of the hall)

what to do with latecomers

rules for moving around the classroom/school

arrangements for break times and lunch times (e.g. are the students allowed inside buildings,
where are they allowed to go, where are they forbidden to go?)

use of the school library

what to do if someone is taken ill during school time

the school’s uniform policy

what to do if students do not bring equipment (e.g. PE kit)

arrangements for meeting parents

ordering and collecting stock from centrally held resources

use of the telephone

reporting accidents

insurance cover for personal accident, injury, damage or theft

handling money (e.g. for school lunches, students’ personal money for safe-keeping)
use of support assistants and teaching assistants

when parent helpers come in and what they do

which teachers have responsibilities and what they are responsible for

arrangements for planning times with other teachers (i.e. team meetings)

whether students can take school property home (e.g. reading books)

if the students go to another teacher, and if so, when, where, what for

if students join other classes, if so, when, where, what for

which work is done in books, jotters, loose-leaf sheets, saved in software or the intranet
permission for going to the toilet

how the day starts

how the children change their reading books (for primary schools)

the school’s handwriting style(s)

which children print and which children do ‘joined up’ writing (largely for primary schools)
details of the students — names, ages, abilities, students with statements of special educational
needs

which students it is advisable to keep apart

seating arrangements and layout of the classroom.

The timetable operating in the school should be noted. Finally, details of your own timetable should
be recorded. These will include:

lesson details — their times and duration

class(es) and subjects or activities to be taught or organised

indications of rooms and locations to be used (Room 3, Main Building; Room 23, Lower
School; Room 7, Annex, for instance)
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details of other teachers’ lessons you will be observing (where appropriate)

non-contact periods

extra-curricular activities (if relevant: Science Society after school Mondays; choir practice
Thursday lunchtimes, for example)

indications of when the school will be closed in the course of the practice period (local elec-
tions, half-term, special holidays)

indications of when you will be prevented from teaching your normal timetable (because of
school examinations, for example, or rehearsals for a school play)

the name of the school, its address and its telephone number; the names of the head teacher,
the teacher in charge of student teachers (if appropriate), your mentor and the class teacher(s),
and appropriate contact details for these (e.g. telephone, e-mail).

The range of suggestions given above on what information to collect includes little reference to the
kinds of problems and pitfalls you may encounter in seeking this information. We conclude this
section, therefore, by highlighting some of them and indicating possible ways of dealing with them.

First, there is the problem of time. Some students spend as much as a whole week on their
preliminary visit, but others are not so fortunate. If you are only in for one day, and time does there-
fore present a problem, decide on an order of priorities and begin by noting the most immediately
important information that you need. The remainder can then be collected visit by visit, or during
the first week of the practice itself. Even in the most favourable circumstances, it is going to take
time to build up a total picture of the school, so do not expect to do it in half a day.

A second kind of problem may arise when you are confined to one or two rooms during your
initial visit (if this only lasts one day) and cannot therefore move about the building. What you must
do if you are in this position is to ask politely and tactfully if you may see other features of the
school.

One final point: what do you do when essential information you need is just not forthcoming?
Or when the source of it is unreliable? Or when it is misleading? You cannot complain to the head,
or ask the students! The best course is to ask the teacher in charge of students or school mentor to
help you, or possibly the tutor from the HE institution who will be supervising you during the prac-
tice.

It must be remembered that schools will have experienced inspection visits, and, as part of the
inspection process, as part of statutory requirements, and as part of their best professional practice,
they should have to hand a battery of policies, prospectuses, records of attendance, examination and
assessment results, documents, planning schedules, protocols, schemes and review pro-formas
covering all aspects of the school’s life. It would be useful for student teachers to enquire about
these, to have copies of significant and relevant documents and to ensure that they act within the
requirements of these documents.
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Outcomes

INTRODUCTION

Aims, objectives and intended learning outcomes refer to expressions of educational intention and
purpose, which may be expressed with varying degrees of generality and specificity. An aim is a
general expression of intent, and the degree of generality contained in the statement may vary from
the very general in the case of long-term aims to the much less general in the case of short-term aims.
An objective or intended learning outcome, by contrast, is characterised by greater precision and
specificity. Again, at one extreme will be objectives that are fairly specific, and at the other, objec-
tives that are extremely so. An aim is, in principle, infinite (e.g. to become educated, a process which
never stops), whereas an objective tends to be more finite (e.g. to understand why heat melts ice).

An objective is more like an achievable target than an unachievable goal. One can see the
attraction of both aims and objectives to educationalists.

For the former, targets link into action planning for, and by, students in their own learning. For
the latter it links into target setting at a systems level, to which we alluded in Part I, where explicit
targets were set for school achievement, e.g. for secondary schools: in June 2008 the target was
described as the National Challenge. This was a programme to secure higher standards in second-
ary schools so that by 2011, at least 30 per cent of pupils in every school will gain five or more
GCSEs at A* to C grade including both English and mathematics.'

It is argued that setting targets is a useful strategy for accountability. For example, the Autumn
Performance Report 2007, which evaluates government’s achievement against public service agree-
ment targets found the following:

Objective II: Raise standards and tackle the attainment gap in schools

6 Raise standards in English and mathematics so that:
by 2006, 85 per cent of 11-year-olds achieve level 4 or above, with this level of
performance sustained to 2008 (Element 1); and
by 2008, the proportion of schools in which fewer than 65 per cent of pupils achieve
level 4 or above is reduced by 40 per cent (Element 2).

Element 1: Not met
Element 2: Ahead’
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The very existence of this kind of national target per se is the reason that target setting is such a
dominant and distorting feature of the work of teachers and pupils in England.

Targets, like many objectives, are specific, finite, frequently measurable, often time-bound,
and strive for realism. In short, targets, objectives and intended learning outcomes are SMART:
Specific, Measurable, Achievable, Realistic and Time-bound. This can apply to governments,
schools, individual teachers and learners, curricula and curriculum planning.

Long-term aims form the basis of a school’s raison d’étre, defining the nature and character of
its overall educational programme in relation to societal and individual needs. Short-term aims will
constitute the logical starting point for curricula construction and the devising of schemes of work.
Objectives and intended learning outcomes expressing varying degrees of specificity will be derived
from such aims, especially the short-term ones, and will represent their translation into specific and
tangible terms necessary for planning a course of lessons, individual lessons or units of learning on
which the ultimate realisation of the aims depends.

Aims constitute the basic elements in educational planning. Although existing at different
levels of generality, collectively they make up the building blocks of the total programme. The most
general aims, being broad and often abstract in their expression, will simply offer guidance as to the
general direction of educational intention and will in no way indicate particular achievements
within specified time limits (e.g. ‘To prepare children to meet the challenges of a technological
age’). Aims of this nature, frequently social in character, express basic concepts of the purpose of
the school and its overall intended outcomes. In this sense aims are perhaps synonymous with
values. For example the New Labour vision for education was one of inclusion:

One nation, in which each citizen is valued and has a stake; in which no one is excluded from
opportunity and the chance to develop their potential; in which we make it, once more, our
national purpose to tackle social division and inequality.’

The following examples of aims and objectives will help the reader to see the distinction between
them more clearly.

Aims

1 To enable pupils to develop an appreciation of art in the twentieth century.
2 To introduce the class to the concept of heat.
3 To educate the whole child.

Objectives

1 To introduce the class to the principal characteristics of the violin.
2 Areview of the events leading up to the First World War.
3 To further the students’ appreciation of Hardy’s ‘The Darkling Thrush’.

Designers of educational programmes cannot always be too legislative on the question of what
constitutes an aim and what constitutes an objective. What a teacher plans to do with a given state-
ment of intent is the ultimate determinant of its nature. Aim 2 above, for instance, ‘To introduce the
class to the concept of heat’, could conceivably form the basis of a lesson of one hour, in which case
it would be seen as an objective. Alternatively, objective 1 listed above, ‘To introduce the class to
the principal characteristics of the violin’, could equally form the basis of four weekly lessons, in
which case it would be more appropriately labelled an aim.
The National Curriculum sets out two main aims:*
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1 The school curriculum should aim to provide opportunities for all pupils to learn and to achieve.
2 The school curriculum should aim to promote pupils’ spiritual, moral, social and cultural devel-
opment and to prepare all pupils for the opportunities, responsibilities and experiences of life.

It also sets out four main purposes:’

to establish entitlement

to establish standards

to promote continuity and coherence
to promote public understanding.

AW N —

When the National Curriculum was first written, people rightly questioned what the values were
that underpinned it. This resulted in a separate statement of values being added following an exten-
sive consultation by the National Forum for Values in Education and the Community in May 1997.
These values remained unchanged until the publication of the new secondary curriculum. The four
areas of: the self; relationships; the diversity in our society; and the environment were simplified:

the self, recognising that we are unique human beings capable of spiritual, moral, intel-
lectual and physical growth and development

relationships as fundamental to the development and fulfilment of ourselves and others,
and to the good of the community. We value others for themselves, not only for what they
have or what they can do for us

the diversity in our society, where truth, freedom, justice, human rights, the rule of law
and collective effort are valued for the common good. We value families, including fami-
lies of different kinds, as sources of love and support for all their members, and as the
basis of a society in which people care for others. We also value the contributions made
to our society by a diverse range of people, cultures and heritages

the environment, both natural and shaped by humanity, as the basis of life and a source
of wonder and inspiration which needs to be protected.

However, in addition to the simplification, the following paragraphs were added (the first paragraph
as a preamble to the values and the second paragraph as a conclusion):

Education should reflect the enduring values that contribute to personal development and
equality of opportunity for all, a healthy and just democracy, a productive economy, and
sustainable development. These include values relating to: ...

At the same time, education must enable us to respond positively to the opportunities and
challenges of the rapidly changing world in which we live and work. In particular, we need to
be prepared to engage as individuals, parents, workers and citizens with economic, social and
cultural change, including the continued globalisation of the economy and society, with new
work and leisure patterns and with the rapid expansion of communications technologies.

It is a moot point whether ‘a productive economy’ is appropriate, or can even be regarded as a value
at all. Also we question whether ‘we should be prepared to engage [with] the continued globalisa-
tion of the economy’. This should surely be a matter of personal choice and conviction; it is
certainly not something that necessarily would command the support of the majority of people in
society. What is particularly troubling about these kinds of additions is that they do not appear to
have been through the same process of consultation that the original values had. They are also
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another indication of the way that government has tried to strengthen its control of the school
curriculum.

The aims of the National Curriculum should of course be reflected at all levels of the curricu-
lum including the programmes of study, which are the vehicle for delivering the aims. White® found
that, broadly speaking, the best match between subjects and the National Curriculum aims was with
newly introduced subjects such as design and technology, ICT, citizenship and PSHE. Longer-
established subjects matched much less well with the aims of the National Curriculum.

The Foundation Stage doesn’t have an explicit statement of values, although the Themes and
Principles are similar:

The EYFS is based around four Themes:

A Unique Child

Positive Relationships
Enabling Environments
Learning and Development.

Each Theme is linked to an important Principle:

A Unique Child
Every child is a competent learner from birth who can be resilient, capable, confident and
self-assured.

Positive Relationships
Children learn to be strong and independent from a base of loving and secure relationships
with parents and/or a key person.

Enabling Environments
The environment plays a key role in supporting and extending children’s development and
learning.

Learning and Development
Children develop and learn in different ways and at different rates, and all areas of
Learning and Development are equally important and interconnected.

The value that is missing from this list, when compared with the National Curriculum, is Society.
This is particularly surprising in view of the explicit inclusion of points about families as part of this
value statement.

At other levels, aims will express less generality. Such will form the basis of curricula (e.g.
“To achieve certain specified standards in the skills of reading and writing”). Unlike the more
general aims noted above, they will suggest tangible achievements and imply rather more specified
time limits. They are often statements of what can be expected to have been achieved at given stages
over the formal educational period. There is a relationship between the degree of generality
expressed in an aim and the time limit within which it can be expected to have been achieved. It
may be expressed thus: the more general the aim, the more difficult to specify when it will be
achieved, or, conversely, the less general the aim, the greater the likelihood of its being achieved
within definable and predictable time limits. Thus, ‘To prepare children to meet the challenges of a
technological age’ could only be achieved at some time in the relatively distant future; one could
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not be any more specific than that. The aim ‘To be able to decode the words and comprehend the
meaning of age appropriate texts’, however, could, conceivably, be achieved by, at the latest, the
age of 6.

This relationship has very real and practical implications for the student teacher on teaching
practice. Since she is only in school for a comparatively short time (four, six, eight or ten weeks,
depending on the college or university and the particular school placement), the aims that will form
the basis of her schemes of work may be even less general than some of the aims referred to above.

The relevance of aims for the student teacher is that they make up one of the major sources
from which lesson objectives are derived; and it is essential to understand the relationship between
aims and objectives, and between schemes of work and the individual lessons to be taught.

In conclusion, you may find the following checklist useful when formulating aims for schemes
of work:

Does the aim express the appropriate level of generality?

Is it expressed simply, clearly and economically?

Does its content relate to the ability and previous experience of the class?

Can appropriate lesson objectives and intended learning outcomes be derived naturally from
it?

Is it attainable in relation to the facilities and time available?

TWO KINDS OF OBJECTIVES AND INTENDED LEARNING
OUTCOMES: (1) BEHAVIOURAL AND (2) NON-BEHAVIOURAL

Objectives and intended learning outcomes are formulations of educational intent that are much
more specific and precise than aims. While the latter serve to indicate the overall direction and
purpose of educational activities they are, by comparison with objectives and intended learning
outcomes, general, imprecise and lacking in specificity. They are thus of little immediate value to
the teacher in planning a particular lesson or unit of learning in that they cannot inform his deci-
sions on precise content, teaching strategy and evaluation. To meet these needs, the teacher must
utilise objectives and intended learning outcomes for individual lessons. Desirable learning
outcomes are differentiated from intended learning outcomes by their degree of requirement.
Intended learning outcomes are seen as a minimum necessary requirement; desirable learning
outcomes are seen, perhaps, as a maximum possible, or a bonus to the minimum requirement, and
they do not have such a degree of obligation as intended learning outcomes; indeed intended learn-
ing outcomes may be statutory whilst desirable learning outcomes are not. Intended learning
outcomes, like objectives, must be developmental and sequential to ensure continuity and progres-
sion as topics/themes are revisited throughout the Key Stages.

An example of an intended learning outcome might be, for example in a Key Stage 3 geogra-
phy unit of work: ‘Students should learn to use maps to identify climatic patterns in western
Europe’, or ‘Students should learn to interpret weather maps and compare their information with
that shown on satellite images.” The schemes of work from the Department for Education and Skills
(www.standards.dfes.gov.uk/schemes2) include the intended learning outcomes for all of the
elements of the National Curriculum.

A desirable learning outcome may be: ‘Students should learn to take turns in a class discus-
sion.” The intended learning outcome of the lesson may be that students are learning some of the
causes of the outbreak of civil war in Ireland in the early part of the twentieth century. As a by-prod-
uct of this they are also learning to share ideas and take turns, as the lesson is discussion-based. The
by-product is the desirable learning outcome.
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Box 24: An example of a non-behavioural and a behavioural lesson objective

in poetry

Non-behavioural
To further the class’s understanding of Hardy’s ‘The Darkling Thrush’.

Behavioural
At the end of a 45-minute lesson on Hardy’s “The Darkling Thrush’ the class will be able to:

detail the images which conjure up a landscape of winter and death

compare the rhythms of the winter mood with those associated with the thrush

explain the meanings in the context of, or give synonyms for: coppice, spectre, bine-stems, crypt, canopy,
germ, fervourless, illimited, gaunt, carollings, terrestrial, air

account briefly for the poem’s date (December 1900)

assess whether the poem is mainly pessimistic or optimistic in meaning

describe their own emotional responses to the poem.

An example of objectives and intended learning outcomes is given in Box 24, together with their
referent — Hardy’s poem (Box 25).

Some objectives refer to overt, visible, potentially quantifiable student behaviours. These may
be termed behavioural objectives, and they identify the learner’s overt achievements. Other objec-
tives refer to more intangible qualities, are more open-ended, and do not explicitly state the

Box 25: ‘The Darkling Thrush’

The Darkling Thrush
by Thomas Hardy

| leant upon a coppice gate
When frost was spectre-gray,
And Winter’s dregs made desolate
The weakening eye of day.
The tangled bine-stems scored the sky
Like strings of broken lyres,
And all mankind that haunted nigh

The land’s sharp features seemed to be
The Century’s corpse outleant,
His crypt the cloudy canopy,
The wind his death-lament.
The ancient pulse of germ and birth
Was shrunken hard and dry,
And every spirit upon earth
Seemed fervourless as |.

Has sought their household fires.

At once a voice arose among
The bleak twigs overhead

In a full-hearted evensong
Of joy illimited

An aged thrush, frail, gaunt, and small,
In blast-beruffled plume,

Had chosen thus to fling his soul
Upon the growing gloom.

So little cause for carollings
Of such ecstatic sound

Was written on terrestrial things
Afar or nigh around,

That | could think there trembled through
His happy good-night air

Some blessed Hope, whereof he knew
And | was unaware.

December 1900
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behavioural outcomes. These may be referred to as non-behavioural objectives since they do not
specify the precise terminal behaviour by means of which a teacher can assess whether his objec-
tives have been achieved. They may indicate what the teacher plans to do (‘To introduce the class
to...”), or list the elements of content in some way or other (‘A review of..."), or invoke patterns
of behaviour in abstract terms (‘Appreciation of...”). None of these manifestations can be
perceived directly or measured, however.

Behavioural objectives, if used competently, are tools which can do much to improve
teaching and learning. It is important to remember, however, that they are not in and of them-
selves better than non-behavioural ones. Each type has its place and contributes in its own way
to the enhancement of learning. It would therefore be naive and doctrinaire to claim that all
objectives could be specified in precise behavioural terms. Some subject areas and certain kinds
of learning — especially in the realms of attitudes, feelings and values — are not amenable to such
specification and quantification; and ‘open-endedness’ is the sine qua non of teaching methods
emphasising creativity and discovery. We recommend therefore that you give careful thought to
which of your lessons should lead towards behavioural objectives/intended learning outcomes
and which to non-behavioural objectives/intended learning outcomes. In order to help you with
such decisions, a little more will now be said about behavioural and then non-behavioural
objectives.

SOME CHARACTERISTICS OF BEHAVIOURAL OBJECTIVES

A behavioural objective indicates a desired state in the learner; what a student will be able to do
after a prescribed lesson; a behaviour that can be perceived by the teacher’s unaided senses. When
the learner can demonstrate that she has arrived at this state, she will then be deemed to have
achieved the objective (e.g. the student teacher will select five behavioural objectives from a list of
15 miscellaneous aims and objectives). Thus the behavioural objective describes the desired
outcome of a lesson in such a way that most people can agree that the lesson has been a success or
a failure.

Other terms used to describe behavioural objectives include measurable objectives, learner
objectives, instructional objectives, performance goals, intended learning outcomes and terminal
objectives. All these terms emphasise the importance of, first, writing objectives that describe what
a student should be able to do after he completes a learning experience; and second, describing the
behaviour in such a way that it can be observed and measured.

So far, so good. But what are the characteristics of meaningful behavioural objectives? And
how does one write them so as to maximise the probability of achieving them?

The most important characteristic concerns the need to identify the terminal behaviour of the
learner that the teacher desires. Thus a behavioural objective is useful to the extent that it indicates
what the learner must be able to do, or say, or perform when he is demonstrating his mastery of the
objective. It must describe observable behaviour from which the teacher can infer particular mental
skills. This observable behaviour or performance may be verbal or nonverbal. Thus the learner may
be asked to respond to questions orally or in writing, to demonstrate his ability to perform a certain
skill or to solve a practical problem.

A second characteristic follows from the first and arises from the need for specificity and
precision in phrasing the behavioural objective. There are many words which we use in everyday
life that meet our need to communicate with others well enough. But for behavioural objectives they
are often too general and vague. Consider the following two columns of words:

117



PREPARATION AND PLANNING

to know to write

to understand to explain

to be aware of to demonstrate
to appreciate to evaluate

to be familiar with to list

to grasp to construct

The words and phrases in the left-hand column are too vague and imprecise to be of use in the
formulation of behavioural objectives. They are ambiguous and open to various interpretations
(they are, of course, perfectly legitimate as aims and non-behavioural objectives, where their very
ambiguity can be an advantage). The terms in the right-hand column, however, are more precise,
open to fewer interpretations and indicate what the learner will be doing when demonstrating that
he has acquired information or skills that will contribute to, or lead to, knowing, understanding,
appreciating or grasping. Objectives using such words, then, will have been given behavioural
specification. Thus if a student can list events in Europe leading up to the First World War and can
evaluate their significance, his teacher can infer that he has some understanding of the subject.

A note of caution needs to be sounded here. It must not be assumed that understand and list
are one and the same simply because one substitutes for the other. As Hirst” has pointed out, states
of mind should never be confused with the evidence for them. That a child can list events in Europe
leading up to the First World War merely indicates minimal student mastery of the facts which,
together with the achievements of related objectives on other occasions, may lead to fuller under-
standing subsequently. The same caution applies to similar pairings.

As suggested in parenthesis above, the kinds of words listed in the left-hand column are
perfectly acceptable in the wording of aims and non-behavioural objectives. The problem for the
student teacher is one of knowing how to translate words and phrases of this kind into observable
behaviours. Perhaps the best way is to take a simple example. It begins by stating an aim of moder-
ate generality. From this is derived a non-behavioural objective in which the crucial phrase is to
develop...awareness of. This is then translated into a behavioural objective, the phrase now being
replaced by the word list (see diagram below).

The problem is thus one of replacing open-ended infinitives such as to appreciate, to under-
stand, to develop an awareness of and so on, with appropriate ‘hard and clear’ action verbs such as
to state, to write, to demonstrate, to identify, to distinguish, to construct, to select, to order, to make
and to describe. Rowntree’s® example illustrates the point: a student would be able to design an

Aim
To further the class’s
understanding of the
significance of propaganda
in the twentieth century

i
Non-behavioural objective Behavioural objective
To develop the child’s The child will list six sentences from a
awareness of an author’s - passage of propaganda that reveal
bias in selected extracts bias and indicate which viewpoint

the author holds
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experiment, list the precautions to be taken, describe his results, evaluate conflicting interpretations,
participate in out-of-class discussions, etc. Gerlach and Ely® consider that all ‘action’ infinitives of
this kind have their roots in five basic types of behaviour, namely, identifying, naming, describing,
ordering and constructing.

Two further characteristics of behavioural objectives may be mentioned; these sharpen the focus
even further. The first concerns the conditions under which the mastery will be tested. These could
include such factors as time limitations, evaluative procedures or situational factors (see below for
examples). The second characteristic relates to the standards by which the objective is to be judged.
These may include such conditions as the percentage of problems a child must answer correctly; the
number of correct answers she must obtain; or the tolerance within which she must learn.

In summary, behavioural objectives should ideally contain the following four elements:

An indication of who is to perform the desired behaviour (the student, the learner, the class).

A precise and succinct statement of the specific terminal behaviour that the learner is to

perform. This will indicate what he will actually do and will comprise an ‘action’ verb and its

object (list the events, identify the causes, write an essay).

3 Specifications of the relevant conditions under which the behaviour is to be performed. These
will indicate the givens, the limitations, the restrictions imposed on the student when demon-
strating the terminal behaviour (time factors, details of materials, equipment, information,
sources to be used or not used).

4 Reference to the standard that will be used to evaluate the success of the product or perform-

ance (80 per cent correct; 7 out of 10 correct; will give six reasons for).

N =

Wiles and Bondi" indicate that behavioural objectives are helpful because they address the ABCD
rule, specifying the audience of the objective (who will be displaying the behaviour), the intended
behaviour to be demonstrated, the context of the behaviour — the tasks, activities and resources, and
the degree of completion — the criteria for assessing successful demonstration of the behaviour.

Example: given one hour and no reference materials, the pupil will write an essay synthesis-
ing the causes and consequences of the Second World War. The essay must contain at least three of
the causes and three of the consequences that were discussed in the lesson.

THE STUDENT TEACHER AND BEHAVIOURAL OBJECTIVES

The example of a behavioural objective given in the preceding section, ‘the child will list six
sentences from a passage of propaganda that reveals bias and indicate which viewpoint the author
holds’, is a relatively simple one and merely illustrates the principle. It is capable of extension and
may even take the form of a number of itemised sub-objectives (see Boxes 24, 26, 27 and 28 for
examples). The extent of its further elaboration in this way would depend on a number of situational
factors — the ability of the class or group; its previous experience in the subject area; the direction
of the lesson; the teacher’s knowledge of the class; her skill as a teacher; the methods she uses and
so on. Simply to frame a behavioural objective in vacuo without reference to the kinds of factors
just noted and expect it to result in favourable outcomes is seriously to violate the principle of
behavioural objectives.

The practical implications of this point for the student teacher are considerable. The use of
behavioural objectives in contrast to non-behavioural ones places a much greater responsibility on
the user. A behavioural objective has to be tailor-made to be effective; it will therefore require more
thought and preparation in relation to the situational factors than would be the case with a non-
behavioural objective. The latter, being open-ended, covert and less specific, places the onus on the
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Box 26: An example of a non-behavioural and behavioural lesson objective

in the visual arts

Non-behavioural
To increase the class’s appreciation of Roy Lichtenstein’s painting ‘WHAAM!’."!

Behavioural
At the end of a 45-minute lesson on Roy Lichtenstein’s painting ‘WHAAM!’ the class will be able to:

identify the essential visual qualities of the composition

compare the imagery with the comic strip sources and recognise the changes it has undergone
analyse the unity of the structure within the composition

explain the significance of the composition as part of the imagery of the 1960s

separate the idea of ‘depiction’ in the comic strip from the idea of ‘unification’ in the painting
describe their personal responses to the painting.

Box 27: An example of a non-behavioural and a behavioural lesson objective

in music

Non-behavioural
To develop the class’s appreciation of Mendelssohn’s Hebrides overture.

Behavioural
At the end of a 45-minute appreciation lesson on Mendelssohn’s Hebrides overture, the class will be able to:

summarise in one paragraph the circumstances surrounding its composition
compare the two main themes with respect to mood, shape and instruments used
describe how Mendelssohn deals with the middle section

account for the overture’s description as programme music

say whether the work is ‘realistic’ or ‘impressionistic’

comment briefly on the performance.

learner to make of it what he will, to match it up in so far as he is able with his own cognitive
structures.

It follows from this that the student teacher who is only prepared to pay lip-service to behav-
ioural objectives and go through the motions by using superficially conceived, off-the-peg ones
would be better advised to eschew them altogether. For those prepared to take them seriously, the
following checklist will serve as a framework, at least initially, for setting them up:

1 Decide whether a behavioural objective is appropriate to the particular learning situation you
are preparing. If it is, then proceed as in points 2—7.

2 Consider the relevant situational factors the objective must relate to. These may include: the
ability of the class, group or individual; the duration of the lesson; the class’s previous expe-
rience of the subject; your knowledge of the class; your skill as a teacher; and the teaching
methods you intend to employ.
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Box 28: An example of a non-behavioural and a behavioural lesson objective

in the visual appreciation of architecture

Non-behavioural
To increase the class’s appreciation of F. L. Wright’s building Kaufmann House, ‘Falling Water’, Connellsville,
Pennsylvania, USA.™

Behavioural
At the end of a 45-minute lesson on F. L. Wright’s building Kaufmann House, ‘Falling Water’, Connellsville,
Pennsylvania, USA, the class will be able to:

recognise the essential visual and spatial qualities of the building

recognise Wright’s belief in architecture’s relationship to landscape and the unique suitability of a building to
a site

explain what Wright meant by ‘organic’ architecture and ‘spatial continuity’ and how these relate to
Kaufmann House

analyse the spatial structure of the house and recognise the unity between its parts

list the materials Wright uses and explain their integral relationship with structure, void and solid

give a brief account of their own responses to the building.

3 Specify who is to perform the behaviour (e.g. the student, the individual, the learner, the class,
the group).

4 Specify the actual behaviour in terms of ‘action’ infinitives (e.g. to write, to list, to enumerate,
to name, to specify, to demonstrate, to distinguish, to order, to identify, to construct, to
describe, to state, to mark, to compute, to supply).

5 State the result or outcomes (the product or performance) of the behaviour which will be eval-
uated to determine whether the objective has been achieved (an essay, six sentences. .., the
first four problems on page 5, or whatever). This is invariably the object or object-clause of
the infinitive stated in 4.

6 Specify the relevant conditions under which the behaviour is to be performed (the informa-
tion, equipment, source material etc. that the student or class can or cannot use. Time
limitations).

7 Indicate the standard that will be used to assess the success of the product or performance.
This will often take the form of an expression of the minimal level of performance (the
percentage to be correct; so many out of ten correct;...must list all the reasons; ... must
distinguish at least four characteristics, etc.).

NON-BEHAVIOURAL OBJECTIVES

A desirable common characteristic of non-behavioural objectives, whatever their source and what-
ever form they take, is that they should be expressed simply and clearly so that appropriate learning
experiences may follow naturally. Tyler"” considers that such objectives can be conveniently placed
in one or other of three groups.

First, they are sometimes expressed in a manner which indicates what the teacher does, e.g.:

to outline the theory of relativity
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to explain the principles of operant conditioning
to introduce the work of the war poets.

This is a common way of phrasing non-behavioural objectives though, as Tyler notes, because such
statements tend to indicate what the teacher plans to do they are not, strictly speaking, statements
of educational ends. The particular weakness of this kind of objective from the teacher’s point of
view is that they do not provide a satisfactory guide ‘to the further steps of selecting materials and
devising teaching procedures for the curriculum’.™

The second form often taken by non-behavioural objectives is in stating topics, concepts,
generalisations or other elements of content to be covered in a lesson or course, €.g.:

transport problems in urban areas
the concept of space
the air we breathe.

Here, the emphasis is on the content to be dealt with by the teacher and, like the preceding form,
they are unsatisfactory in that they do not specify what the students are expected to do with the
elements of content.

The third form of non-behavioural objectives identified by Tyler are those expressed in the
form of generalised patterns of behaviour which usually relate to particular content areas, e.g.:

to develop a fuller understanding of Picasso’s paintings

to develop an appreciation of the variety of architectural styles within a five-mile radius of the
school

to increase the students’ sensitivity to manifestations of beauty in art and nature.

Behaviour patterns in this context are often expressed through infinitives like to know, to appreci-
ate, to be aware of, to understand, etc. Objectives of this kind can sometimes be so generalised as
to be of questionable educational value. Providing, however, they possess a behavioural aspect and
a content aspect, then they are the most useful of the three forms from the student teacher’s point
of view. As they achieve a suitable balance between the two they will find that this will assist the
structuring of their lessons and aid their decisions about teaching method, e.g. to further the
student’s knowledge of the local social services.

Curriculum planners opposed to the use of behavioural objectives advocate the more general,
flexible and open-ended approach of non-behavioural objectives. Class teachers, too, tend to prefer
this broader interpretation and no doubt it is the one that student teachers are most familiar with.
Arguments which have been advanced in favour of non-behavioural objectives include the following:

They permit the ‘opening-up’ process by means of which a student is able to match her own
cognitive structures with the perceived content of the objectives. She must negotiate this
match-making between her internal structures and the external world for herself."

Human behaviour is broader in scope and purpose than the sum of specific bits of behaviour
learned in isolation. Behavioural objectives fail to take account of the higher or more complex
levels of functioning whereas non-behavioural objectives do not."

Non-behavioural objectives also take account of the broad, interrelated categories of human
activity and are often more in line with the long-term aims of the school.
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THE DEBATE SURROUNDING THE USE OF BEHAVIOURAL
OBJECTIVES

We shall be adopting the objectives model as a basis for our discussions on preparation and plan-
ning. Briefly, this involves specifying the desired outcomes of the learning situation in advance so
that the means to achieving them can be ordered in a logical and systematic way. The objectives
model itself is associated with the rational approach to curriculum planning and as such has its crit-
ics. Those holding progressive views on education, for example, would argue that such an approach,
in which the teacher pre-specifies the learning outcomes, ignores objectives the children may have
and tends to discount the value of unintended outcomes. As one writer"” puts it:

The teacher’s task is not to prespecify outcomes, rather to place children in learning situations
which stimulate them in a host of ways but whose outcomes will emerge gradually from the
constant interaction and negotiation between teacher and pupil.

Other critics point to the mismatch between the cold rationality of the objectives model and the
constantly changing realities of school life. Shipman,'® for instance, writes:

Curriculum development does not proceed through a clear cycle from a statement of objec-
tives to an evaluation of the learning strategies used. It consists of interaction, accommodation
and compromise. Horse trading and horse sense are the concrete curriculum scene, not the
clinical alignment of means with ends; that is the official version.

While conceding that such criticisms are perfectly valid, we for our part share the belief of the
objectives school that the purpose of formal education is to bring about desired changes in children.
Indeed it is a salutary exercise to ask oneself what students are able to do at the end of the lesson
that they were unable to do at the beginning of the lesson.

Kelly" identifies a number of theoretical problems with the objective model. Firstly, it is a
direct threat to the individual freedoms of pupils and teachers to make decisions about their curric-
ula. He also argues that the model is particularly damaging to subjects such as those in the arts
where good teaching encourages personal interpretation, which should not be determined in
advance by teaching objectives. As far as the teaching of English is concerned, Kelly says:

In literature too the whole purpose of introducing pupils to great literary works is lost if it is
done from the perspective of intended learning outcomes ... Again that purpose is to invite
the pupil to respond in his or her own way to what he or she is introduced to. To approach a
reading of Hamlet, for example, in any other way is either to reduce it to an instrumental role,
designed to promote an understanding of words, poetic forms, even philosophy, or to attempt
to impose one’s own moral and aesthetic values, one’s own subjective interpretation of the
play and response to it on one’s pupils. If appreciation of literature or any of the arts means
anything at all and has any place in education, it cannot be approached by way of prespecified
objectives. (p.61)

Another way to address the issue of objective-led learning is to ask whether there is research
evidence to back up the claim that it is the most effective kind of teaching. The recent manifesta-
tion of the objective model was supported by claims that school effectiveness research provided
evidence that objective-led lessons were the most effective. One influential publication was an
Ofsted review.” In a list of factors of effective schools, Sammons, et al. (1995: 16) cite three stud-
ies they say show that ‘effective learning occurs where teachers clearly explain the objectives of the
lesson at the outset and refer to these throughout the lesson to maintain focus’. Wyse (2003)* exam-
ined each of these three studies, and other publications that were cited, to support the point about
objective-led teaching. The evidence was not as strong as suggested.
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One of the stronger publications cited in the Ofsted review pointed out that the links between
appropriate instructional behaviour and the teacher’s objectives had rarely been studied directly; an
‘assumption’ is made about objectives based on opportunity to learn data. Brophy and Good
(1986)* also observe that objectives vary in their nature and that this necessitates a range of teach-
ing approaches such as: problem-solving; decision-making; essay composition; preparation of
research reports; or construction of some product. In other words some effective lessons may well
be tightly focused around a short-term and clearly formulated lesson objective. Other lessons will
be more effective if there is an overall goal, such as the publication of a class book, presentation or
drama performance, which guides the teaching and learning. The teacher knows that this process
will lead to a range of valuable learning outcomes that do not need to be pre-specified because they
will depend on the pupils’ response to the task and to the teacher’s interaction with them.

It is interesting to think about teaching and learning in the context of learning skills outside
school. Learning to play a musical instrument, for example, involves the teaching of a skill. The
teacher sets homework in the form of pieces of music to be practised and then responds to the
students’ playing during the lesson. The setting of pre-specified objectives would be completely
counter-productive because it would not allow the teacher to respond to the specific needs of the
students demonstrated by their playing of the music. Given that learning to play a musical instru-
ment involves the learning of a complex set of skills, it is easy to see the parallels with learning to
read and write. If pre-determined, short-term objectives are normally inappropriate for the learning
of a musical instrument, then perhaps they are not always appropriate in the context of other lessons
in school. The contexts of whole-class teaching, small-group teaching or individual teaching may
well also change what is the most appropriate way to plan and structure learning.

Given that there is a weak theoretical and empirical justification for the objective model,
which is so forcefully employed currently, it is difficult not to see this as a means of control over
pupils, teachers and educationists exercised by politicians and policy-makers. In reviewing the
changes to education over the period of the five editions of his influential book on the curriculum,
Kelly shows that this level of political control has undoubtedly increased, has stifled democratic
debate about the curriculum and is even beginning to look somewhat sinister.

The strengths and weaknesses of behavioural objectives are summarised in Box 29.% It can be
seen that several strengths also appear as claimed weaknesses. This indicates the ideological nature
of aspects of the debate, reflecting the personal preferences of their advocates or critics. If we want
students to acquire certain kinds of knowledge and skills and to develop particular attitudes, we
must identify these propensities at the outset and formulate them in terms of aims and objectives.
At the same time, we do not necessarily see them as fixed and unchanging; all kinds of chance
factors are operating in the classroom which will affect our planning. There is, moreover, room for
accommodation and modification. Indeed, Jeffcoate* suggests that:

Prespecified objectives should not acquire the status of sacrosanct unalterable absolutes.
Instead they should be open to constant review, adaptation and revision...Hilda Taba® best
conveys this notion of flexibility in the definition and use of objectives when she suggests they
should be seen as ‘developmental’, representing ‘roads to travel rather than terminal points’.

The great attraction of objectives and intended learning outcomes is that, carefully constructed, they
provide criteria for evaluation and assessment. This is in direct keeping with the notion of action
planning. Moreover, the National Curriculum is cast in an objectives model. It will be argued later
that by stating objectives and intended learning outcomes, student teachers will have a set of crite-
ria to use to judge the effectiveness of the lesson, i.e. the extent to which the objectives and intended
learning outcomes were reached or achieved (see the discussion earlier in this chapter about target
setting). The teaching—learning process is improved by, first, informing the children of the outcomes
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Box 29: Strengths and weaknesses of behavioural objectives

Strengths
They are performance-based, measurable and observable.
They are easily communicated to teachers and students.
They facilitate organisation by specifying goals and outcomes.
They clarify thinking and planning and resolve ambiguities.
They are ‘teacher-proof’ and clear to anxious teachers.
They are highly prescriptive.
They make clear assessment and evaluation criteria.
They specify behaviours.
They render planning logical, sequential and linear.
They expose trivialities and emphases.

Weaknesses
They are highly instrumental, regarding education as instrumentally rather than intrinsically worthwhile.
They render students and teachers passive recipients of curricula rather than participants in a process of
negotiation.
They only cover the trivial, concrete and observable aspects of education, thereby neglecting longer term,
unobservable, unmeasurable, deeper seated aims and elements of education.
Education becomes technicist, tending towards low-level training rather than high-level thinking.
Because they are ‘teacher-proof’ they build out teachers’ autonomy.
They lead to predictability rather than open-endedness, discovery, serendipity, creativity and spontaneity.
The process of education is overtaken by outcome dependence.
They replace the significance of understanding with an emphasis on behaviour.
Epistemologically they mistake the nature of knowledge, seeing it as products and facts, supporting a ratio-
nalist rather than an empirical view of knowledge.
They mistakenly ‘parcel up’ and atomise knowledge.

of their efforts; and second, checking these same outcomes against the original aims and objectives
to assess the extent to which they have been achieved. However, there are considerable dangers if
the process of communicating objectives to pupils becomes monotonously applied by every teacher
in the same way.

It must be emphasised that the separation of the teaching—learning process into stages is neces-
sary for the purposes of analysis and subsequent discussion. In practice, however, some stages may
interact with others and occur at the same time. Objectives and intended learning outcomes, for
example, cannot really be separated from the means of achieving them, nor the content of a lesson
from the methods of teaching and learning being used.

An objectives model can apply at several levels and to several areas. For example, one can
have whole-school curriculum objectives, objectives for a year group or a curriculum subject, for
schemes of work, for individual lessons, for groups of students, for individual students. One can
have objectives and intended learning outcomes for curricula, for physical, emotional and social
environments, for behaviour and discipline, for teaching and learning styles, for addressing special
needs, for equal opportunities, for school improvement.

You will have deduced from what you have just read that the issue of behavioural objectives
has incurred a degree of odium scholasticum in some quarters. The reasons why some are inimical
to their use are numerous. Principally, they arise from a rooted hostility to behaviourism, a view of
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psychology which in its radical form rejects concepts like ‘mind’ and ‘consciousness’ and empha-
sises the importance of the environment in influencing behaviour at the expense of hereditary
potential.

Accordingly, learning theorists adopting this extreme position, and who perceive education
with similar orientations, see behavioural objectives as tools for achieving their ends. It is thus the
fear that the organism will be subjected to the ‘shaping’ processes of this particular instructional
approach without taking mental experiences into account or acknowledging the complexity of
human beings that provokes reaction from its opponents. Peters,” for example, writes:

If the inner life of man [sic] is banned from investigation, actions which necessarily involve
intentions, emotions which necessarily involve appraisals of a situation, together with imagi-
nation, memory, perception, dreaming and pain must all be ruled out as scientifically proper
objects of investigation; for none of these phenomena can be described or identified without
reference to consciousness. There is precious little left of human behaviour to investigate. So
the sterility of this approach to human learning is not surprising.

Advocates of behavioural objectives, on the other hand, view them from the context of a systematic
approach to education. For them, behavioural objectives have been a central concept in program-
ming and planning learning. While readily conceding the weaknesses of such objectives, those
promoting their cause have cogently argued a case for their limited use in some contexts.
MacDonald-Ross,” for instance, says:

For the present, behavioural objectives provide a well-worked-out tool for rational planning
in education. They have made possible certain improvements in the technique of curriculum
design and should not be discarded in disgust just because they fail to meet more exacting
standards. But the application of these objectives should be tempered by a deep understand-
ing of their limitations.

There will be occasions when behavioural objectives and intended learning outcomes will be useful,
when student teachers have acquired the skills to formulate them and have had some practice in
using them. Equally, there will be frequent opportunities to utilise the more familiar non-
behavioural objectives and non-behavioural intended learning outcomes.

OBJECTIVES AND INTENDED LEARNING OUTCOMES IN
INDIVIDUALISED LEARNING

So far, we have chiefly considered aims, objectives and intended learning outcomes in relation to
communities, groups, and classes. But they can also be used to guide and structure the learning
intentions of the individual student, often in an independent learning situation. In addition to the
intellectual, emotional and personal achievements possible with individualised objectives, there are
longer term gains to be had. The student, for example, can take greater responsibility for his own
learning, and his ability to learn other things is enhanced. We look briefly at three possible areas
where individualised objectives are relevant: students with learning difficulties, mixed-ability
teaching, and projects and special studies.

When a teacher is dealing with children with learning difficulties (in particular, reading),
short-term individualised objectives and intended learning outcomes can be specified, preferably in
performance terms, which greatly aid the teacher (and/or the parent, if he or she is involved) to keep
a check on systematic and cumulative improvement. For success here, objectives and intended
learning outcomes need to be considered in relation to frequency of instruction, the amount of prac-
tice and the kinds of rewards used. In addition, there needs to be a carefully thought out system of
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recording to keep a check on progress over time. Or course, as students become older, they may also
be involved in the specifying of objectives.

Where individualised objectives are used in mixed-ability teaching, possibly in conjunction
with worksheets, a thorough understanding of individual differences is required on the part of the
teacher. As we say later in the book, it will require not only knowledge of intellectual skills but
awareness of those who require more time, who lack self-confidence, or who are impulsive. Student
involvement in formulating objectives is a possibility at this stage.

Individual objectives and intended learning outcomes play a central role in projects and
special studies. This will be particularly the case where these make up the coursework for exami-
nation, for example in the GCSE.

CONCLUSION: SOME SUGGESTIONS

We have been concerned here with the problems surrounding the expression of educational inten-
tions. Aims were seen as general goals formulated in clear and simple language which define the
nature and direction of a school’s programme or an area of work within that programme. Objectives
and intended learning outcomes, by contrast, were seen as more precise expressions of purpose and
of particular value in planning lessons and other units of learning. We then attempted to trace a path
between the behavioural view, advocates of which recommend the use of behavioural objectives as
their principal tool of learning, and the more traditional practices in English education which
employ non-behavioural objectives.

We conclude with suggestions that will guide the reader in deciding whether to use behav-
ioural or non-behavioural objectives or intended learning outcomes. A behavioural objective may
be used when the desired outcome is a skill that can be performed, or when the results of instruc-
tion can be expressed or demonstrated overtly in writing or speech (language learning would apply
here). The acquisition of factual knowledge may likewise be formulated in behavioural terms.
Where students are experiencing some difficulty in learning, the particular problem might be broken
down into simpler steps or stages, each of which could then be expressed behaviourally.
Individualised learning is another area where behavioural objectives would seem appropriate; and
if one is producing material for programmed learning, behavioural objectives will be required.

However, when the intended or desired outcomes of learning are more general, developmen-
tal or complex in nature and need not, or cannot, be demonstrated by acts of fragmented behaviour,
then behavioural objectives or behavioural intended learning outcomes are inappropriate. For exam-
ple, the aesthetic and appreciative aspects of subjects like literature, art and music are better
expressed in less prescriptive ways, since they involve the building up of complex, interrelated and
subjective responses and the establishing of favourable attitudes. Broad, open-ended statements of
intent serve teacher and student alike better in such contexts, though it must be remembered that
some of the adjuncts to appreciation (historical, biographical or social, for instance; or technical,
linguistic or stylistic) are often capable of being expressed behaviourally.
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Planning

INTRODUCTION

The days when students could elect what to teach have long gone. Student teachers can expect to
go into school and, with different degrees of specificity, be told what they will be expected to teach.
There are three main areas of curriculum planning that we wish to address: (a) the context and levels
of planning; (b) elements of planning; (c) evaluation and review.

THE CONTEXT AND LEVELS OF PLANNING

The content and style of planning is heavily influenced by the publications from the government,
most notably the Qualifications and Curriculum Authority and The National Strategies reinforced
by the Office for Standards in Education, which set out some useful points for curriculum planning
(see Box 30).

These several elements from Ofsted provide student teachers (and teachers) with important
criteria for evaluating their planning, implementation and assessment of curricula and students, viz.
the extent to which their plans demonstrate the potential to meet the Ofsted criteria. The Ofsted
framework recognises that for curriculum planning to be effective it needs to take account of exter-
nal and internal factors to the school, in short it rehearses the ‘situational analysis’ that is an
important feature of curriculum planning.

Another important context for planning draws on the literature of school effectiveness. This
movement gathered impetus through research throughout the 1980s and 1990s and was concerned
to identify and document the factors that made for effective schools. Several pieces of research
found common factors that made for success:

effective leadership by the head teacher and senior staff, including their interest and involve-
ment in the quality of the teaching and learning in the school and a sense of ‘mission’

a balance of collegiality and clear decision making by senior managers

the establishment of clear academic goals and a widely understood set of principles for teach-
ing — a clear thrust toward achievement and academic excellence

consistency of practices with regard to discipline and instruction, together with increased
instructional talk

developed relations with parents

the involvement of students (in academic planning and extra-curricular activities), the devel-
opment of the social basis of learning
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Box 30: Ofsted’s aspects of the curriculum

1 Standards of Achievement compared to national norms; application to new situations; to be as high as
possible.

2 Quality of Learning pace; motivation; ability to use skills and understandings; progress; learning skills; atti-
tudes to learning; variety of learning contexts; acquisition of new knowledge and skills; development of
understanding; showing engagement, application and concentration; productive outcomes; use of assess-
ment for subsequent planning.

3 Quality of Teaching rigour; teacher expectation; strategies; development of skills and understandings; clar-
ity of objectives (of which children are fully aware); subject knowledge; suitable content of lessons; activities
chosen to promote learning of content; engaging, interesting, motivating and challenging activities; pace;
range and fithess for purpose of teaching techniques; positive relationships with children; effectiveness of
lesson planning, classroom organisation and use of resources; clarity of explanations; quality of question-
ing; imaginativeness; links between ATs; progression, continuity, relevance, matching, differentiation,
balance, richness of provision; regular and positive feedback to students; encouragement of students; good
behaviour and classroom climate; effective use of homework.

4 Assessment, Recording and Reporting accurate and comprehensive records; suitability of arrangements for
assessment; outcomes of assessment useful to pupils, teachers, parents, employers; formative assess-
ments; frequency and regularity of reports; consistency of reporting practice; frequency of reports to
parents and for transfer; regularity of review of assessment procedures; staff-discussion of records
received.

5 The Curriculum quality and range; equality of opportunity to an entitlement curriculum.

6 Management and Administration ethos and sense of purpose; effective leadership which is positive, which
provides direction, which enables staff to understand their roles in the development of the school and which
makes the best of people and resources available and which promotes positive attitudes to teaching and
learning; planning (including school development plans and their usefulness as an instrument for improve-
ment); audit of existing work and planning beyond the next school or financial year; implementation and
monitoring of plans; working relationships; communication — with and among staff, parents, pupils, commu-
nity; school self-evaluation and analysis of its own performance.

7 Resources and their Management teaching and non-teaching staff — expertise, deployment of specialist and
non-specialist teachers, development (INSET and updating which are built into the school development
plan), faimess of teaching loads; resources for learning — availability, accessibility and equality of access,
quantity and quality, efficiency of use; in-school and out-of-school; relationship of resource provision to
school development plan; accommodation — availability, condition, efficiency of use, specialist facilities,
accessibility, quantity, quality, conduciveness to learning.

8 Pupils’ Welfare and Guidance identification and meeting of pupils’ academic, personal and career needs.

9 Links with Parents and Other Institutions informing parents and using their contributions; links to commerce
and industry; quality of liaison; using others to promote learning; use of community resources; transfer
documents.

an orderly atmosphere throughout the school where the promotion of positive discipline
pervades all aspects of the life of the school

the application of careful grouping criteria within classes

raised teacher expectations of students together with intellectually challenging teaching and
carefully matched work

greater use of whole-class teaching in the primary school

flexible use of staff in primary schools

having a limited focus within lessons together with limited organisational complexity.

129



PREPARATION AND PLANNING

It can be seen from this that effective learning has to be planned, that curriculum planning for effec-
tive learning entails attention to overall (long-term) planning, medium- and short-term planning,
and planning very specifically for the contents, organisation, pedagogy and feedback of every aspect
of every lesson. Hence the literature from the school effectiveness movement provides us with
several important principles for planning.

In primary schools the Office for Standards in Education’ found that the most effective schools
held a firm belief that each student could achieve the highest standards possible, and that the
curriculum was tailored to individual needs, that it was broad and challenging, that it should involve
first-hand experience. Further, the curriculum was taught in a way which developed students’ self-
esteem and confidence. Indeed, emphasis was placed on the arts, physical education and humanities,
as these were found to motivate students generally. Such a curriculum, it is reported, was largely
planned and organised in separate subjects, with links drawn between subjects where relevant so
that students could apply their knowledge and skills. The curriculum in school was enriched by the
use of visits, residential work and the use of subject experts from within and outside the school.*

In primary schools student teachers will probably be involved in teaching the literacy and
numeracy hours, and so student teachers will need to gather information on how these are addressed
in the class.

In addition to the contexts of planning, the Department for Education and Skills® identifies
three levels of planning: long-term planning, medium-term planning and short-term planning.
Recommended planning examples such as schemes of work are provided at the National
Curriculum site,® and the National Strategies site.’

Long-term planning resonates with the notion of aims, discussed in the previous section.
Medium-term planning sets objectives and goals, maybe of a non-behavioural nature. Short-term
planning — focused on intended learning outcomes — may be performance-based, possibly including
behavioural objectives.

Long-term planning is that in which the whole school, departments, subjects and faculties set
out the overall curriculum framework that fits with the school’s declared aims and policies, the
programmes of study for the National Curriculum, the time available for teaching, resources (both
within and outside the schools), reference to individual students’ needs, abilities and interests, the
balance of subjects on the overall curriculum diet for students, the need to establish continuity and
progression within and across units of work. Long-term planning will have taken place before the
student teacher enters the school.

It is envisaged that schools have a degree of flexibility in their long-term planning.® The long-
term planning will embody:

the school’s ethos, values and aims

the curriculum priorities and emphases

curriculum enrichment

the packaging and labelling of the curriculum (which subjects will be taught separately and
which will be combined with other subjects)

the distribution of the curriculum across the Key Stage

curriculum inclusion and differentiation

continuity and progression.

That the notion of ‘packaging and labelling’ renders the curriculum like a commodity may be
distasteful for those who regard as retrogressive any movement to make education like any other
market commodity.

Medium-term planning is that in which the programmes of work for each group (however
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defined, e.g. class, year group) are set out, together with an outline of how the programmes will enable
assessment to be undertaken. Medium-term planning is that which identifies units of work over a half
term or full term (discussed later: schemes of work). The student teacher can reasonably be expected
to be part of this planning when involved in a long block practice (e.g. a term or most of a term).
Medium-term planning is often written either in outline form only, with the detail being reserved for
the short-term planning, or the opposite, with medium-term planning being written in detail and the
short-term planning being written in outline form. Student teachers will need to find out how the
school undertakes its planning, so that they can follow the required school practice here. Indeed, many
schools use ICT to facilitate their planning, and student teachers may need to access this.

Short-term planning is that in which individual teachers set out what they will be teaching on
a week-by-week, day-by-day, and lesson-by-lesson basis. Clearly this is the stuff of teaching prac-
tice. Short-term planning is usually drawn up on a week-by-week basis, or a day-by-day basis, and
depends, for its construction, on the actual events and learning that have taken place. Hence it is
almost impossible to have a whole teaching practice’s short-term planning worked out in advance
of the commencement of the teaching practice, as that would be to take no account of observations
and assessment of learning that have taken place during the teaching time. Short-term planning is
unavoidably evolutionary; that is its purpose. A short-term plan will indicate the specific experi-
ences, activities, learning, tasks, knowledge and skills that the students are expected to acquire,
undertake, learn, practise, consolidate and apply.

Successful planning must demonstrate a strong logical coherence between the medium-term
and short-term planning,® both of which are nested within the school’s aims and values. This is also
made explicit to the students themselves, so that everybody is ‘in the picture’ and knows what is
being expected. The Office for Standards in Education found that it was the co-ordinators for each
subject who often had led the planning of the subjects and units of work for each year group in
primary schools, and that, even with such leadership, in fact the planning was frequently a collab-
orative affair.'” Primary schools were found to draw together their overall plans into a cohesive
curriculum, apart from mathematics and English, which tended to be planned separately. Long-term
planning is usually with whole groups, classes and forms of students in mind, rather than being
differentiated for individuals or sub-groups.

The student teacher can expect to have sight of the long-term planning that has preceded her
teaching practice as she will have to fit her proposals into that framework. The student teacher will
probably be concerned only with medium-term and short-term planning. With regard to medium-
term planning it could well be the case that she becomes part of a team that plans the content and
‘delivery’ of the curriculum for, say, a half term or full term. This planning would probably take
place during the initial visits to the school, from which the student has sufficient guidelines to be
able to go ahead with short-term planning — the specific lessons that she will teach for each week
and each day.

Curriculum coherence ‘can be strengthened by linking together, where appropriate, units of
work from different subjects or aspects of the curriculum’." This can take place when:

they contain common or complementary knowledge, understanding and skills

the skills acquired in one subject or aspects of the curriculum can be consolidated in the
context of another (e.g. the notion of generic and ‘transferable skills’)

the work in one subject or aspect of the curriculum provides a useful stimulus for work in
another."

It is very clear that, for the sake of curriculum coherence, a team approach is required. Gone are the
days when an individual teacher could plan what she would do with her class(es); teams can be
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within and across subjects, departments, faculties and age phases. The student teacher will need to
find out what the teams are in a school, how they operate together and of which teams she is to be
a member or which she is to consult.

THE ELEMENTS OF PLANNING

Morrison"” suggests that a full curriculum strategy addresses several features:

a situational analysis (the contexts of curriculum planning, with reference to the wider soci-
ety, the local community, and ‘within-school’ factors — e.g. students, teachers, resources)

a rationale for the curriculum that is being planned for the teaching practice — its purposes,
priorities and principles

a statement of how breadth, balance, coherence, continuity, progression, differentiation and
relevance are addressed. All students should have a broad and balanced curriculum that is rele-
vant to their particular needs

an indication of how the cross-curricular dimensions, themes and skills will be addressed

a plan of how the curriculum content will be addressed — its sequence (logically and chrono-
logically), organisation (e.g. by topics and/or subjects) and resourcing (time, space, materials,
staff, administrative support, money)

an indication of teaching and learning styles to be employed

an indication of how assessment, evaluation and record keeping operate.

CHARACTERISTICS OF THE CURRICULUM

It is necessary to comment upon the ‘characteristics of the curriculum’* that have been alluded to
above: breadth, balance, relevance, coherence, continuity, progression and differentiation within
curricula defined in terms of ‘areas of experience’, which comprise:

aesthetic and creative
human and social
linguistic and literary
mathematical

moral

physical

scientific

spiritual
technological.

They represent an augmented version of a liberal curriculum. Many found the notion of ‘areas of
experience’ attractive as it emphasised experiential learning and permeable subject boundaries
(HMI themselves indicated that children could gain mathematical experiences from art and vice
versa).” However these were overtaken by the subject framed version of the National Curriculum
in 1988. Morrison and Ridley' argue that breadth should extend beyond curriculum content to
include a student’s entitlement to breadth of pedagogic styles, learning processes and experience of
types of classroom organisation. In the United Kingdom a prescriptive notion of breadth has now
prevailed, interpreted as the National Curriculum in its several elements.

The same happened to the HMI notion of ‘balance’. The open-endedness of the term was
reflected in the looseness of the phraseology that HMI' used in defining this as being addressed
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through ‘appropriate attention’ being given to the areas of experience and the ‘elements of learning’
— knowledge, concepts, skills and attitudes. Balance was able to be exerted not simply over the
course of a week’s work but in a longer time frame, so, for example, scant attention to science in
term one could be rectified by greater attention to science in term two. For secondary schools the
notion of balance was accompanied in the HMI report by a castigation of too narrow an emphasis
on examination syllabuses in the years immediately preceding public examinations.'®

To some extent the National Curriculum has silenced the debate on exactly what is meant by
balance. For example, Morrison and Ridley,” using the analogy of a balanced diet, comment that
one person’s balanced diet is another’s unbalanced diet because people have individual dietary
needs and preferences. The analogy holds in relation to the world of the curriculum; it misrepresents
the individualistic notion of balance to prescribe a common curriculum diet. We know from our
experience that some students need more social education than others simply to prepare them for
adult life; others need more reading practice in order to be able to access the entitlement curricu-
lum; others have a particular enthusiasm for, say, mathematics, such that to deny them an increase
in this area is to demotivate them. The implications of the argument here is to suggest that the
simplistic prescriptions of the National Curriculum misrepresent the complexity of the issue. One
could argue that an attenuation of the simplistic view of the balance in the National Curriculum can
be seen in the notion of ‘differentiation’, wherein individual needs and differences are intended to
be addressed. However, as will be discussed below, this turns out not to be the case.

In addition to curriculum breadth and balance, the notion of ‘relevance’ implied for HMI*
students’ entitlement to a curriculum that would serve their present and future needs as adults and
workers. HMI bracketed together relevance and practicality; for students HMI advocated experien-
tial, practical learning and problem-solving, the need to relate experiences in school to the wider
society. As with the notion of breadth, so HMI’s suggestion for relevance was pre-empted by the
National Curriculum programmes of study and cross-curricular issues, salted with reference to peri-
ods of work experience in secondary schools. It was the National Curriculum that was to be
relevant.

Though HMI did not specifically address curriculum ‘coherence’ in its 1985 report, neverthe-
less one can detect this in the National Curriculum, where, for example, planners are exhorted to try
to ensure that different subjects in the overall curriculum relate to each other where possible and
that different areas within each subject relate to each other. So, for example, a student studying
weather and climate in geography might use statistics and data about weather in mathematics, or
study some important historical or religious events that turned on the weather, or undertake some
poetry writing about the weather, or study (or compose) stormy and calm music. Clearly this is a
matter that requires the careful co-ordination of subject teams in secondary schools and phase teams
in primary schools so that the programmes of study of the National Curriculum are accessed with-
out duplication or repetition.

It is, perhaps, an irony that the calls for coherence, wherein logical connections are to be made
across subjects, are made in the face of the framing of the National Curriculum in subject terms.
The notion of coherence argues very powerfully for integrated topic work; that seems to fly in the
face of the arguments against topic work that have been voiced by government representatives
(discussed later in this part).

However there is another different but no less compelling view of coherence that interprets it
as intelligibility. In this sense we move away from a prescriptive view of coherence, viz. the coher-
ence that curriculum planners plan, to a constructivist view of coherence. In this latter interpretation
it is the student who causes subject matter and knowledge to cohere in the sense of being able to
assimilate it and accommodate it to existing conceptual structures in her own mind, a view that
resonates with Gestalt psychology. Though we can plan for coherence to our heart’s content it might
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not in fact occur for the student if we do not endeavour to communicate and facilitate it in the
student’s conceptual framework — their ‘zone of proximal development’.”' This argues for a view of
learning through the student’s eyes rather than the curriculum developer’s, and echoes the salutary
definition from the former Schools Council® that the curriculum is what each child takes away. It is
perhaps utopian, then, to think that student teachers can plan for coherence in a teaching practice,
for coherence-as-intelligibility requires an intimate knowledge of how each individual student
learns. Though the teachers in school may have some of this knowledge it is perhaps unreasonable
to expect a student teacher to be able to find out very much about this in the short period of a teach-
ing practice. The safer, if less relevant, way is to plan for curriculum coherence rather than
coherence-as-intelligibility!

The notion of ‘continuity’ is an important educational principle, arguing that the curriculum
that is planned for a teaching practice must build on prior curricular experiences that the students
have had. There can be continuity of:

experiences

skills

concepts
knowledge
attitudes

in-school and out-of-school experiences
pedagogy
organisation

aims and objectives
management styles
social experiences
record keeping.

Continuity applies vertically as students progress through school, and laterally across different
teachers and subjects.” The latter has increased significance in primary schools with the rise in
subject and subject specialist teaching. The student teacher can plan for continuity, first, by
discussing with relevant teachers what the students have done before and what they are doing in
other curriculum areas, and second, by looking at records of work undertaken.

The list above refers not only to curriculum matters but also to management matters, inter-
preting continuity as consistency. Much attention has been given to generating whole-school
policies on every aspect of a school’s work in an attempt to bring about greater consistency of prac-
tice. For example, many policies on behaviour in school lay great stress on consistency of rewards,
sanctions, referral systems, handling difficult students, being fair, and promoting positive behaviour.
Moreover, the literatures both on behaviour management and on school effectiveness combine to
indicate that consistency in behaviour policies has positive spin-offs in curriculum matters in terms
of improved standards of student performance.” What we are arguing here is that a curriculum plan
will make reference (if tacitly) to other aspects of school life — discipline, pedagogy, organisational
arrangements.

As with the notion of coherence, the notion of continuity has two very different interpretations
whose impact on practice is significant. We saw that an alternative to a prescriptive view of coher-
ence was a view that saw coherence residing in the student’s mind — a constructivist interpretation.
The same applies to continuity. It is the student ultimately who establishes the continuity between
existing knowledge, concepts, skills, ways of working, teaching and learning styles in her own
mind, even though we might be able to facilitate that process of building links.

134



BEGINNING CURRICULUM PLANNING

This draws on the work of Vygotsky® who argues that teachers ought to be able to identify
the ‘zone of proximal development’ in students — the distance between the actual and potential
intellectual, social, cognitive, emotional development in the student. This argues for careful
assessment of where the student is in intellectual development etc. in order that her subsequent
learning can be planned without it being so close to her existing knowledge and abilities as to
render learning boring or so distant from her existing knowledge and abilities as to render learn-
ing impossible — to stretch rather than to dislocate. As with the student-centred version of
coherence above, it is perhaps unrealistic to imagine that a student teacher can go very far in
seeing a situation through a student’s cognitive lenses in the short period of a teaching practice.
That is not to argue that it should not be attempted; it argues for realistic expectations to be held
about what is possible.

The partner to continuity is ‘progression’. The National Curriculum is overtly and massively
prescriptive in its interpretation of progression. Whether one agrees or disagrees with the interpre-
tation offered, nevertheless at least there is a clear view of what the National Curriculum considers
progression to be. It is this: progression is seen as the cumulative, systematic and incremental acqui-
sition of the knowledge, understandings and matters of the National Curriculum through its
ten-level sequence for planning and assessment purposes and its programmes of study.

It is possible, in some cases, to detect a logical sequence through the levels and programmes
of study (addressing the notion of logical connections that was raised in the discussion of curricu-
lum coherence). However, a logical sequence, even if it were total, which, in the National
Curriculum, it is not, does not necessarily imply a psychological sequence of learning.”® Students’
learning is eclectic, lateral and recursive rather than following the clean lines of the National
Curriculum. For example, what one student finds difficult another will find straightforward; what
one student finds easy another finds difficult. There are no unequivocally objective criteria for
ascribing levels of difficulty to tasks; indeed there are several ways in which progression”’ can be
defined that may stand as polar opposites to each other:

simple to complex/complex to simple

general to specific/specific to general

singular factors to multiple factors/multiple factors to singular factors

low order to high order/high order to low order

unique instance to overarching principle/ overarching principle to unique instance
concrete to abstract/abstract to concrete

familiar to unfamiliar/unfamiliar to familiar

present to past/past to present

present to future/future to present

near to distant/distant to near.

In fact when one turns to the documentation of the National Curriculum one can see a range of
different views of what constitutes progression:

the development of an enquiring attitude

increasing attention, concentration and ability to sustain study

greater range of purposes, applications, activities, audiences, resources, equipment, demands
and contexts

greater quantity of knowledge, skills, understandings, breadth and depth of study

greater complexity of ideas, concepts, sequences, stages and applications.
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In planning for progression, therefore, the student teacher has to temper the view of progression that
is sometimes implicit in the National Curriculum with student-centred and alternative views of
progression. As with the notions of coherence and continuity mentioned above, the expectation that
student teachers will be able to understand the learner in sufficient detail to be able to plan for a
learner-centred view of progression in the period of a teaching practice is almost certainly
unrealistic.

With regard to the final characteristic of the curriculum — ‘differentiation’ — a major study in
1984* reported not only that work was poorly matched but that teachers were blind to their under-
estimation of children’s abilities and hence held unnecessarily low expectations of their students. In
mathematics only 43 per cent of work was well matched, with 28 per cent being too difficult and
26 per cent being too easy. In language only 40 per cent of the work was well matched, with 29 per
cent being too difficult and 26 per cent being too easy. Low attainers were overestimated on 44 per
cent of tasks and high attainers were underestimated on 41 per cent of tasks. These figures cast seri-
ous doubt on the extent to which students were working ‘at their own rate’. These are crude
statistics; the full data set is more sophisticated than this. The research analysed matching in terms
of five types of task:

1 incremental tasks, involving the learning of new knowledge

2 restructuring tasks, where students use familiar materials but are required to discover, invent
or construct new ways of looking at a problem for themselves

3 enrichment tasks, where students use familiar materials in unfamiliar contexts, i.e. applying
knowledge

4  practice tasks, where familiar knowledge is rehearsed to speed up thinking processes

5 revision tasks, where students restore to their working consciousness knowledge that had been
learnt some time previously.

The study found that underestimation included teachers setting what they thought would be incre-
mental tasks but which, in fact, turned out to be practice tasks. Others overestimated students by
setting what they thought would be practice tasks but which were, it turned out, incremental tasks.

The implications of this research are clear for student teachers; that they should conduct an
analysis of the demands of the task for each individual, or, more realistically, for each group of
students and adjust the demands accordingly to avoid boredom, demotivation, upset or frustration.
That is not an easy task for several reasons. In practice students, particularly perhaps inarticulate
students, do not always want to reveal their weaknesses, whilst more able students do not wish to
reveal their strengths as this will only attract more work! In theory, as was mentioned in Part I, the
notion that one can diagnose a student’s abilities with a sufficient degree of precision to be able to
make more than a crude estimate of how well the work can be matched, is flawed. Nevertheless the
implications are clear for planning: as careful a diagnostic assessment as possible is needed of the
students’ abilities in order to be able to approach anything close to a good match of work.

The discussion of differentiation so far has been at a cognitive level, matching the child’s abil-
ities to the demands of different types of task — the ‘zone of proximal development’ mentioned
earlier. However, Morrison and Ridley” argue for a more extended and complex view of matching.
They argue not only for the need to analyse task requisites but to take account of characteristics of
the learners in question: their preferred modes and ways of working and learning (e.g. on their own,
in small groups, in large groups, with the teacher, without the teacher, with a lot of apparatus, with
little apparatus, writing, reading, drawing, listening, talking, doing, problem-solving). The charac-
teristics of children go beyond simply their preferences for learning and include, for example, their
interests, self-concept, motivation, degree of autonomy. Indeed Withers and Eke* argue for a social
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constructivist view of matching that embraces social context and teachers’ and students’ discourses,
i.e. ‘matching’ embraces more than a narrowly intellectual field. Differentiating learning, thus, will
need to take account of personality characteristics, social interaction, emotional development, inter-
est, involvement, potential for and willingness to study.

Nor does the discussion of differentiation end there, for just as there are factors that reside in
students so there are important factors that reside in student teachers: their personalities, abilities,
interests, preferred teaching styles, levels of subject knowledge, preferred organisational arrange-
ments (of students, curricula, classrooms, resources), previous experiences, willingness to take
risks, uses of resources, interaction with students, values, potentials. These exert an influence on
matching and differentiation.

What we are arguing for is a notion of differentiation that moves beyond the simplistic and
facile views of differentiation by outcome (where the same relatively open-ended task is set with
the expectation that children of differing abilities will produce differentially successful outcomes)
and differentiation of input (where different tasks are set to different children, depending on their
abilities). What we are suggesting is that the student teacher will need to consider, for example,
differentiation of:*'

time allowances and pacing

the amount, type and quality of teacher attention, prompting, support, demand and challenge
the type of language that the teacher uses and the level and order of questioning

the style of teaching

the social arrangements, groupings and working arrangements in the class

the activity, task type (e.g. extension, application, practice), demands, cognitive challenge and
expected outcomes, covering, for example, similar content but at different levels
responsiveness to students’ optimum and preferred styles of learning.

This is merely an introductory list,”* the intention of which is to suggest that differentiation is not
simply a matter of the speed and order in which individuals progress through the National
Curriculum, but that the concept of differentiation is itself differentiated and refracted through a
host of different lenses — intrapersonal, interpersonal, cognitive, affective, behavioural, cultural, and
SO on.

SUBJECT-BASED AND TOPIC-BASED APPROACHES TO THE
PRIMARY CURRICULUM

A key feature in the planning of primary school curricula is their framing. In particular the debate
about topics and subjects refuses to go away. The Plowden Report® gave legitimacy to a child-
centred approach to primary curricula in which topic work featured large. This was taken up by
others* who suggested that:

primary children naturally view the world holistically and therefore integrated curricula would
be more meaningful to them

children unify rather than atomise and fragment knowledge in their minds by assimilating new
knowledge to existing knowledge

a child’s ‘whole personality’ was best served by a holistic approach to the curriculum

to bind learning into subject compartments would prevent important links between subjects
from being explored and would close up channels of investigation

a rhythm of learning would be better served by not requiring young children to switch from
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subject to subject, and this should lead to the planning of topics that integrated subjects and
areas of knowledge

parcelling up knowledge into discrete subject areas misrepresented the nature of knowledge
or knowing

many key concepts straddle subject boundaries

new knowledge is not always subject-bound

subject-based curricula reflect traditional academic and ‘preparatory school’ values that are
out of place in a complex, information-rich world

subject-based curricula, marked by strong classification and framing, i.e. with clear bound-
aries put round them which neither students nor teachers have the power to control or remove,
are indicative of a conservative and elitist curriculum that reproduces inequality in society
transferable skills will become increasingly necessary in a changing world and these are best
served by integrated approaches.”

Many of these arguments in favour of a topic-based approach operated at the level of ideology and
values. Hence it is not surprising to see in the literature a range of counter-arguments that also oper-
ate at the level of ideology and values. Alexander,” for example, suggests that the world is only
integrated if we wish to view it that way, a view that echoes Walkerdine’s”” powerful argument that
what is perceived to be a ‘natural and given’ ability to view the world in an integrated way is, in fact,
no more than a social construction, a production rather than an uncovering of those characteristics
that are deemed to be natural in children. Entwistle® suggests that integrated studies provide a poor
basis for acquiring knowledge in a manageable or disciplined form; Eggleston and Kerry* argue that
to talk in terms of integration is, contrafactually, to suggest that the basic building blocks of the
curriculum are in fact the disciplines of knowledge and that it is unhelpful to students to neglect the
disciplines of knowledge and their methods of enquiry. A strongly worded attack on topic work is
mounted by Alexander et al.,* who argue that to deny children access to subjects is to deny them
access to some powerful ways of regarding the world. They advocate stripping out the ideological
argument in favour of or against subject teaching and recognising the empirical limitations of topic
work and the empirical possibilities in the promotion of subject teaching for effective learning.

Their views echo Morrison* who argues that subject knowledge in teachers and subject special-
ist teaching could help to raise standards because teachers with expert subject knowledge could better
diagnose a student’s needs and plan more carefully and knowledgeably for a differentiated and well-
matched curriculum that would build in progression. He argues that a subject specialist teacher might
thereby, in fact, be more child-centred than the progressivist teacher. Indeed a teacher’s subject
knowledge is a critical factor in successful teaching and, for children in the upper end of the primary
school, subject and subject specialist teaching might bring a depth and richness to their studies that
they had previously been denied. Further, much of what had passed for topic work in primary schools
had been unchallenging, superficial, undemanding copying out from texts and that progression was
marked by its absence over the years of a primary school child’s exposure to topics.

STAGING CURRICULUM PLANNING

There is a saying that the best way to eat an elephant is by eating little pieces at a time!* The same
applies here; though the list of factors above that require planning seems perhaps to be over-
whelming it can be made manageable by careful staging. The following pages provide an indication
of how this can be done. Essentially the process of planning involves the funnelling of issues and
contents from the general to the specific, from outline areas of study to particular lessons. In essence
this can follow a staged sequence, set out in Box 31.
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Box 31: A planning sequence

General
1 Select the area of study (e.g. a topic or curriculum subject) with
reference to the programmes of study, non-statutory guidelines
and attainment targets of the National Curriculum.
2 Brainstorm - read around the area, collect relevant resources,
investigate the possibilities in the area for study.
3 Organise the topic by curriculum areas (for primary schools) — the
core and foundation subjects and the cross-curricular areas.
4 Note the knowledge, concepts, skills and attitudes that are to be
developed overall and in specific lessons.
5 ldentify the specific attainment targets and levels that the
programme addresses.
6 Plan the sequence (logical and chronological) through the work.
7 Indicate how continuity and progression will be addressed.
8 Indicate how work will be differentiated in terms of tasks, knowl-
edge, skills, abilities, needs and interests. Plan for differentiation of
input, process and outcome.
9 Plan for good matching — looking at the type of task and the level
of demand.
10 Plan appropriate resources — first-hand, second-hand, materials,
time, space, display, people, e.g. whole-class, group, individual
work, problem-solving, investigational work, didactic and instruc-
tional, informal, experiential, practical.
11 Decide resources - first-hand, second-hand, materials, time,
space, display, people — anticipating problems and how they
might be addressed.
12 Plan how to introduce, develop and conclude activities and
Sessions.
18 Plan your evaluations and assessments. Y
Specific

Box 31 moves from the medium term to the short term. It provides a conceptual planning map that
can be operationalised straightforwardly. The figure addresses a divergent, all-accepting phase of
planning (stages 1 and 2) and a convergent, organisational phase (stages 3—13). It addresses the
features of a situational analysis and, from such an analysis, identifies priorities and practices. This
addresses the third major area of planning mentioned above — the focus of planning. We identify
four stages in addressing the several focuses of planning:

Stage 1: a situational analysis
Stage 2: the construction of schemes of work
Stage 3: weekly and daily plans

Stage 4: individual lesson plans.

These stages are addressed in order below.
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Stage 1: situational analysis

This draws together the material that you have gained during the preliminary visit(s), identifying:

the physical features of the school
the school in general

the classroom

particular information to record.

Out of this spring priorities to be addressed in the planning of curricula, teaching and learning. In
terms of keeping a school experience file the contents might be presented thus:

title page: this could provide the following information:

—  date of the practice

—  name of the student teacher

—  name of the school, its address and telephone number
—  name of the head teacher

—  name of the class teacher (if appropriate)

—  name of the supervising tutor and mentor

page 2 and following: details of the class(es) to be taught:
—  number in the class

- its composition (i.e. boys, girls, mixed)

—  age range and abilities

—  names of the students

—  seating plan(s)

a plan of the school

the timetable, indicating fixed slots, e.g. use of the hall, television rooms, computer suites,
swimming (in primary schools), assemblies, lessons taken by other teachers (for primary
schools), work experience (for secondary schools)

further information (e.g. notes and information on the students; details of specialist and other
resources, the predominant catchment area of the students)

overall aims and purposes of the school, teaching practice, curriculum content (with reference
to how some ‘characteristics’ of the curriculum will be addressed — breadth, balance, coher-
ence) and students’ learning

schemes of work

charts, diagrams and words which indicate the sequence of the work, i.e. so that it is possible
to see at a glance the development within each subject and activity and the relationship (where
applicable) between the subject and other curriculum areas

weekly plans

daily plans

lesson plans (with evaluations)

records

additional materials.

The focus here is on medium-term planning and short-term planning; indeed, as mentioned earlier,
long-term planning will have probably been undertaken before the student teacher arrives at the
school. The student teacher inherits the long-term plan and works within it.
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Stage 2: the construction of schemes of work (i.e. planned possibilities)

Having reviewed aims and objectives in the preceding part, we now consider two important tools
in the preparation for teaching practice where they play a vital part — schemes of work and lesson
notes. The broader aims will provide a focus for a student’s schemes of work and the more specific
objectives, the starting point for individual lesson notes, enabling the reader to see how each of
these tools ‘fits in’ to the objectives model presented there.

A scheme of work in the context of school practice may be defined as that part of a
school/class syllabus that the student teacher will be required to teach during her/his teaching prac-
tice. In addition to its primary function in providing an outline of the subject matter and content, it
may also include information on the children (age, sex, ability, number, class, groups, etc.) as well
as on organisational matters, evaluative procedures and ancillary aids. As already indicated, it is
also advisable for the student teacher to find out what has gone before in the particular area he will
be responsible for and include some reference to this in the scheme.

The scheme will therefore indicate the amount of ground a student is likely to cover in her stay
with the host school. It will be a survey of the work she will undertake and will enable her to clar-
ify her own thinking and to plan and develop those particular curriculum experiences which she
may feel will require more time and attention in preparation. Although part of a school or class
syllabus, a scheme should not be seen as fixed and rigid; modifications may be made to it subse-
quently in the light of new ideas or further experience of the children. One knows what the broad
aim is, and there is nothing to stop one taking a detour along the route — like devoting a lesson to a
topic that has arisen incidentally from the students’ own interests.

Planning schemes should be done in consultation with the class teacher. The criteria to bear in
mind when planning one’s schemes in this context are continuity in learning and progression of
experience. Let us be very clear: most schools plan by subjects and most make extensive and heavy
use of the planning examples from the National Strategies and the National Curriculum. Each
subject or area of learning is divided into schemes, units and sections; a scheme comprises several
units, and each unit is divided into several sections.

A scheme usually provides guidance on:

teaching the subject

aims and objectives

principles of constructing a scheme

links to other subjects and aspects of the curriculum, including the literacy and numeracy
frameworks, where relevant

an overview of the units

progression and inclusion

sequencing the units

time allocations

useful organisations and websites.

Units, which are intended to be medium-term plans, indicate:

how they address the programmes of study and non-statutory framework for each Key Stage
links to other subjects and aspects of the curriculum

how the work relates to previous work and what can follow from the work in question
vocabulary to be used and learned by students

resources needed for the unit

intended outcomes in terms of knowledge, skills and understanding.
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Within each unit, the sections provide a series of lessons, as short-term plans, which indicate:

learning objectives and the small steps to be taken to reach them

teaching and learning activities

intended learning outcomes and how they provide indications of student progress
examples of usage

short-term lesson plans

points to note, e.g. about teaching and learning, class management, Health and Safety, home-

work and links to other subjects.

Examples of planning at the different Key Stages is given later in the chapter.

The comments that follow are informed by the very extensive guidance on planning at differ-

ent Key Stages that is provided by the government.

Of particular use in the planning of schemes of work for primary and secondary pupils are the
programmes of study for the National Curriculum as they indicate what students should be taught
at each Key Stage; the ‘matters, skills and processes’ that should be taught to students of a range
of abilities during the Key Stage. Student teachers will also need to plan within the context of the

skills and cross-curricular dimensions.

What to include in a scheme of work

The following information should generally be included in a scheme of work:

Particulars of the children in the class or group; these will cover number, age, sex, ability and

stream (if appropriate).
Previous knowledge and experience of the class in respect of the subject matter.

Reference to the National Curriculum programmes of study, attainment targets and level

descriptions.
Reference to the government’s schemes, units and sections, where appropriate.

The number and duration of the lessons, i.e. the amount of time available overall and for each

lesson.

The aim of the scheme: an outline of the subject matter and content, possibly with the teach-

ing and learning objectives for each lesson or unit of learning.

The main content to be covered, in terms of knowledge, concepts, skills, understandings and

attitudes.

An indication of how the scheme will demonstrate relevance, differentiation, continuity and

progression.

An indication of how the scheme demonstrates coherence (including relatedness to other

curriculum areas).

Some indication of organisational factors, such as: how are the pupils to learn? What kind of
work units are planned — class, group or individual? Methods of teaching and learning to be

employed — formal class teaching, self-direction under guidance, etc.

Sources of information — books, worksheets, pictures, software, videos, speakers, visits, etc.
The manner in which the children’s work will be presented, for example oral, written,

dramatic, folders, booklets, murals, display, exhibition, etc.

Means of evaluation: how are the pupils’ achievements to be assessed against the lesson objec-

tives? What criteria will be used?
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Equipment available to be used: books, materials, apparatus, computers, whiteboard, chalk-
board, LCD equipment and PowerPoint projectors, learning aids, audio-visual equipment, etc.
What the work will lead on to after the student teacher has completed the practice (i.e. when
the class is returned to the class teacher).

It is usually recommended that schemes of work should be acquired or prepared before teaching
practice begins. One such arrangement is as follows:

SUBJECT ..ot CLASS .

PARTICULARS OF CHILDREN: age, sex, ability, number, groups, etc.

1 Lessons — number and duration (where appropriate).

2 Aims, objectives and priorities for each scheme (general and very specific).

3 Previous knowledge and experience of the area(s).

4 Outline of content and key concepts to be covered (possibly with lesson objectives):
Week 1 Lesson 1, 2, etc.
Week 2 Lesson 4, 5, etc.

5 Organisational factors, teaching styles, learning styles to be adopted.

6 Evaluative procedures and assessment evidence.

7 Equipment.

Schemes of work must demonstrate sequencing. A sequential scheme is one in which the components
are logically related to one another and in which the achievements of the later components will depend
in large measure on having mastered the earlier ones, i.e. the notion of progression. Much successful
learning in ‘linear’ subjects (like mathematics) depends on such organisation and continuity.

An exception to the sequential scheme is a plan for topic work, an example of which we give
in Box 32.

Stage 3: making weekly and daily plans

Stages 3 and 4 of the four-stage model concern short-term planning — the tactical level of planning
rather than the strategic levels of medium-term planning, clarifying specific learning objectives and
intended outcomes. It was stated earlier that schemes of work are to be considered as planned possi-
bilities, i.e. there is some potential for lessons not to go as originally planned; classroom processes
are non-linear. Hence whilst the devising of schemes of work is a necessary feature of planning, it
is also necessary to review what takes place over a day or week, and from that review springs
refinement of the scheme or lesson. This repeats the significance of action planning that takes place
as a result of a careful review of what has taken place. There is a danger of student teachers being
so over-prepared in their planning that the plans are cast in tablets of stone, unable to be altered as
a result of what happens in the day-to-day activities in class. For example, it is inadvisable to draw
up specific lesson plans for more than two or three days in advance in primary schools or for more
than two or three lessons in a subject in secondary schools.

At the end of each lesson, day and week, careful stock has to be taken of what happened in
the classroom. For example, was too much or too little planned? Did the students grasp the teaching
points clearly or do they need further work in the area? Did some children fail to grasp the points
whilst others found them very simple, i.e. is there a need for better matching and differentiation?
Had the students covered some of the work prior to your teaching, and if so, what are the
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Box 32: A topic plan for a Year 6 group

Topic: Food
Duration: January and February

Year Group: 6

English

Debating the location of a supermarket; should we
use pesticides? drama on angry customers returning
purchases; writing advertisements; should we all be
vegetarians?

Evaluating evidence — the Kava story; language
modelling — making a fish and potato pie; topic books
on food; reading work sheets and information sheets;
reading indexes to fruit and vegetables (non-fiction);
Writing recipes, letters of support/opposition to
supermarket proposal; narratives, diaries; devising a
questionnaire to gather local opinion on supermarket;
narrative/poetry — when | was left to make the dinner;
writing a report on the survey made.

Mathematics

Comparing prices for different amounts of food; giving
change; calculating averages; percentages and
fractions (link to pie charts); comparing prices.
Pictograms, histograms, line graphs of likes and
dislikes in food; actual food eaten (by type); Venn
diagrams of food types in bought products;
estimation of seed density in fruits; handling data —
gathering, processing and presenting data about
supermarket; considering national trends in growth of
fast-food outlets; problem-solving — the milk bottle
and crates problem; timelines of when food is eaten.

Science

Design and Technology

Information and

Purposes of different food types —
growth, repair, protection, energy,
digestion, chemical balance; ways
of preserving food; healthy and
unhealthy foods; nutritional and
energy values; dissecting and
labelling fruits.

Heating and cooking food —
changes (sugar, eggs, margarine,
custard, milk, potatoes) —
permanent and impermanent
changes; making butter; decaying
food; yeast and bread making.

Making and calibrating a weighing
machine; design and test machine
to test the ‘crispiness 'of crisps;
making model shops and market
stalls; making a ‘good food’ board
game; making a food dominoes
game.

Communication Technology
capability

Software — balance your diet; the
fishing game; what do you eat?
Generate and interrogate
databases on food eaten; simple
statistical packages; preferences
and dislikes; word processing of
recipes, questionnaires; letters;
accounts of how the survey was
done.

Geography

Locating original sources of
imported food; locating fishing
grounds; primary and secondary
food-related industries; siting a
supermarket; effects of climate on
vegetation and crops; a survey of
types of shops in the locality and
why out-of-town shopping is
growing.

History

Voyages to the Spice Islands and
food on board ship; typical foods
in Tudor times (using facsimile
first-hand documentary resources);
preserving food in history.

Music
Food songs with accompaniments
— ostinati and pitched percussion.

Art and Design

Posters to indicate healthy and
unhealthy foods; vegetable and
fruit prints; observational drawing
of still life fruits; market scenes.

RE

Foods and festivals — Chinese new
year, Divali, Easter and Christmas,
Hannukah, wedding ceremonies.

PE

Emphasis on keeping healthy
through exercise and diet (ref. the
Happy Hearts project).

Personal, Social and Health Education
Uses and abuses of alcohol; healthy and unhealthy

Citizenship

Legal protections for products bought; how to

diets; the need for exercise; nutritional value of foods;
obesity and diet; safety in handling foods; dangerous
effects of some foods — e.g. additives, sugar.
Arranging a tea party for a group of elderly residents —
who to invite; source of finance for project; expenses
and costing; supermarket packing problem.

complain; protecting shop workers’ rights and work
routines; should shops open on Sundays? Types of
jobs done by women and men in shops — managers,
supervisors, senior executives, cleaners, shop
assistants, checkout operators; pay differentials;
employment and unemployment for ethnic minorities
in the food trade; making shops accessible to those
unable to walk.
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implications for motivation, curriculum content, teaching and learning styles, extension activities,
progression and continuity? What needs to be reinforced and with whom? Did it turn out that what
was planned to be straightforward turned out to be very complex and confusing? How did relation-
ships and groupings facilitate or impede learning?

What we are arguing, of course, is for evaluation to take place at the end of each lesson, day
and week, and for the implications of the outcomes of the evaluations to be fed into subsequent
modifications and coverage of the scheme of work. This is not to relegate the importance of a
scheme of work. On the contrary, it is to reaffirm its central role in planning. Without it teaching
and learning are literally aimless. What is being advocated here is that the students themselves
have a part to play in the teaching and learning; they can cause student teachers to modify their
original plans. Whilst that is to be desired it means that a scheme of work is mutable, as are its
timing, its sequence, its contents, its planned processes. It provides a framework rather than a blue-
print. This echoes the early work of Stenhouse* when he describes the curriculum as a proposal
and a basis for planning that is refined by, and grounded in, practice and the everyday realities of
classrooms.

The implications of this view of a scheme of work render it essential that shorter-term
action planning for teaching takes place as a result of reviewing events and learning in schools
and lessons. This is the stuff of weekly, daily and lesson-by-lesson planning. For primary student
teachers a weekly plan will be useful because of the extended contacts that they have with a
single class of students. For some secondary student teachers a weekly plan may be useful
provided that they see the students for more than one or two occasions per week (as is the case
for core subjects — mathematics, English and science). For other secondary student teachers a
weekly plan may not be so useful because of the limited contact that they have with students. For
example, many secondary school students will only have one lesson of each of the foundation
subjects per week — geography, history, art, music, technology, PE, a modern foreign language
and RE.

Having introduced stages one, two and three of the planning process let us look at some exam-
ples of teachers’ planning before we move on to stage four: individual lesson plans.

EXAMPLES OF PLANNING: FOUNDATION STAGE
Scheme of work

The Early Years Foundation Stage became statutorily controlled for the first time in September 2008.
Prior to 2008 the early years curriculum was controlled by teachers and, to varying degrees, the
children they taught. An important feature of early years planning has been the idea of topics or
themes. Children’s knowledge and understanding is not naturally compartmentalised into school
subjects, hence the importance that many teachers put on planning work in topics, in order to help
children to understand more fully. This principle has been upheld most strongly by early years educa-
tors, and it is in part why the guidance for the Foundation Stage has slightly broader areas of learning
and development than the school subjects of the National Curriculum (although in 2010 the
Qualifications and Curriculum Development Authority (QCDA) published a new national curricu-
lum organised into areas of learning). The government advice says that the areas of learning and
development cannot be delivered in isolation.” However, it is interesting to note that as the new guid-
ance was being developed in 2008, it was the areas of communication; language and literacy; and
problem-solving, reasoning and numeracy (in other words English and maths) that had additional
guidance on planning published before the other areas of learning and development (see Box 33).
Planning for the Foundation Stage is considerably different from planning at primary and
secondary levels, and these differences are reflected in the way that schemes of work are developed.
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Box 33: Overview of learning*

Example of literacy planning and resourcing*
What we want children to learn (development matters)
Extend their vocabulary, exploring the meanings and sounds of new words

Related Early Learning Goals
Recognise and explore how sounds can be changed, sing simple songs from memory, recognise
repeated sounds and sound patterns and match movements to music (CD)
Find out about their environment, and talk about those features they like and dislike (KUW)

Possible contexts
Take children on visits and walks, discovering new things and places.
Use stories, poems, rhymes and songs. Investigate the meanings of particular words and share the
pleasure of their sounds.
Use word banks and labels for shared interests; involve the children in making their own and discussing
meanings.
Provide opportunities for children to share a variety of languages including sign language.
Introduce and extend vocabulary in play.

Example of adult-led activities
Context: sharing stories and rhymes, for example ‘Rumble in the Jungle’ by Giles Andreae and
David Wojtowycz
Read ‘Rumble in the Jungle’ by Giles Andreae and David Wojtowycz.
Play at being some of the different animals. Ask the children to listen carefully to the words to see how
the animal is described. Use highlighting pens on a scanned or photocopied page, or scan into the
interactive whiteboard and enlarge or colour the adjectives. Ask the children what some of the words
mean; when they are not sure use dictionaries (can be web-based) to find out.
Make a collection of other things that that word could describe, for example what else could shine?
Act out the chosen animals, again with strong intonation on the adjectives.
With the children’s help, make a display that shows the animal, uses the text for the animal and labels the
animal with the adjectives.
Children could make their own animals, using a variety of media. Encourage the children to have a go at
writing words that describe their animal using models, the labels in the display or books as above, and
word banks with picture support.
Read and share their descriptions of their animals with each other.

Adult role
Share and enjoy a wide range of rhymes, music, songs, poetry, stories and non-fiction books.
Give opportunities for linking vocabulary with physical movement in action songs and rhymes.
Provide time and opportunities to develop spoken language through conversations between children and
adults, both one-to-one and in small groups, with particular awareness of, and sensitivity to, the needs of
children learning English as an additional language, using their home language when appropriate.
Provide opportunities for children who use alternative communication systems to develop vocabulary.
Scaffold children’s spoken and written language, recasting sentences and providing new vocabulary.
Participate alongside children’s role play activities to develop use of language, for example talking with
customers and answering the phones.
Connect children’s vocabulary development with their growing phonological awareness.
Use visits and walks as a base for vocabulary development.
Introduce specific and accurate vocabulary across all areas of learning, for example the vocabulary of
mathematics.
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Opportunities for children to explore and apply
Create word banks and labels for shared interests, involving the children in making their own and
discussing meanings.
Provide opportunities for the children to become familiar with stories, poems, rhymes and songs.
Investigate the meanings of particular words and share the pleasure of their sounds with the children.
Encourage the children to share their languages and bring in others by naming and, where appropriate,
labelling or listing familiar items such as food.
Introduce and extend vocabulary in play, for example positional vocabulary in ‘small world’” play and the
language of quantity and measures in cooking.
Recast children’s sentences positively to increase use of vocabulary. For example: ‘I did it’ can become
‘Oh, well done, you took the register back to the office; thank you.’
Use visits and walks to see new objects and gather new vocabulary.

Adult role
Make a language-and-literacy rich environment. For an audit see Early Reading Audit.
Share and enjoy a wide range of rhymes, music, songs, poetry, stories and non-fiction books.
Give opportunities for linking vocabulary with physical movement in action songs and rhymes, role play
and practical experiences such as cookery and gardening.
Provide opportunities for sharing languages and using vocabulary from a variety of languages in the
environment, for example in signs, notices and labels.
Provide time and opportunities to develop spoken language through conversations between children and
adults, both one-to-one and in small groups, with particular awareness of, and sensitivity to, the needs of
children learning English as an additional language, using their home language when appropriate.
Provide opportunities for children who use alternative communication systems to develop vocabulary.
Scaffold children’s spoken and written language, recasting sentences and providing new vocabulary.
Participate alongside children’s role play activities to develop use of language, for example talking with
customers and answering the phones.
Connect children’s vocabulary development with their growing phonological awareness.
Use visits and walks as a base for vocabulary development.
Introduce specific and accurate vocabulary across all areas of learning, for example the vocabulary of
mathematics.

Look, listen and note
Do children display an increased use of vocabulary?
Do they make up their own rhymes or alternative versions of favourites using their phonic knowledge?
Do they take pleasure in using language and trying out new words?
Are they curious about words and their uses?

Assessment opportunities
Are children developing confidence in speaking to adults?
Are children developing confidence in speaking in a group?
Observe how children use specific vocabulary, for example in cooking.
Do children show an interest in words and language through comments or questions, for example in
listening to songs, stories and rhymes?
Observe how children use new words, for example in play.

Related profile scale points
LCT2,4,5,6,8 9LSL2

Note: The ‘scale points’ show the progression that is assessed by using the EYFS profile.
LCT = Language for communication and thinking; LSL = Linking sounds and letters
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Children’s learning in the early years consists of child-initiated learning through play and adult-
initiated learning which teachers and other adults plan. A scheme of work will identify the topics
which will be covered throughout the year. The topics are often planned to last for half a term; typi-
cal examples include Ourselves; Food; and Toys. The scheme of work needs to show how the areas
of learning and development of the Early Years Foundation Stage will be covered through the activ-
ities and experiences that are planned for the children. However, it must be remembered that planning
in the early years begins with observations of children and reflection on their learning in order to plan
the most appropriate experiences (arguably this should be more a priority for other Key Stages as
well). For that reason, the longer-term planning that is a feature of schemes of work is likely to be
less complete than the schemes at primary and secondary level. Records of learning and develop-
ment, which parents are encouraged to contribute to, also provide evidence from which planning can
draw. The records of observations of children feed directly into weekly and daily plans.

Weekly/daily plans

Box 34* and Box 35* are examples of weekly planning at the Foundation Stage. Box 36 shows how
one of the areas of learning and development, communication language and literacy, is planned in
much greater detail.

Box 34: A weekly plan for the Foundation Stage

Theme: Fruit Date: 3-7 July

Personal, social and emotional development Knowledge and understanding of the world
Encourage children to listen to others ’ How gooseberries grow, conditions of growth, sun,
questions and take turns. rain, soil.

Choose own utensils. Use magnifying glass to look at the inside and outside
Safety reminders: prickly branches, use of knives, of gooseberries.

hygiene. Allow to see, feel, smell, taste.

Communication, language and literacy Physical development

Listen to explanations. Keep to the narrow path around the garden/climb
Make list of fruit growing in the garden. steps.

Vocabulary: parts of plants: root, branch, stem, Fine motor skills: use of knives/magnifying glass.
leaf, flower, fruit, seed.

Mathematical development Creative development

Compare size of gooseberries and count them. Colours of leaves and ripening berries.

Order sizes. Textures: smooth, rough, prickly.

Vocabulary: bigger than, more than, less than, Paint pictures of the garden.

how many (take turns).

Notes:

Only allow children to feel, smell and taste gooseberries under supervision.

Katy explained to Jess that we have to be careful with knives because they can cut you.

Dan brought a book on fruit and vegetables from home that had a picture of gooseberries in it — could also
be useful for learning about vegetables/seasons.

Next time we go shopping, look at the different fruits in the shop and discuss where they come from.

Use photos to introduce ideas and encourage discussion.
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Box 36: A flow chart for planning
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. Need for paper
and beef Poverty in .
. . in developed
in developed Amazon basin
world
world
Need for money
A 4 A\ 4
for food
> r <
< " >
v v v
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Burning Land clearance
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and plants effect 9 9
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PRIMARY SCHOOL KEY STAGE 2
Scheme of work

In the case of the primary school Year 6 class, Box 32 represented the results of an initial ‘brain-
storming’ of ideas about an integrated topic that had been refined into a subject-based plan. The
student teacher has made certain that her proposals for the curriculum content fit with the other
programmes of study, schemes, units and sections of the National Curriculum for each of the
subjects indicated. The student teacher has gone one stage further, which is to check that the scheme
of work is correctly matched in terms of the attainment targets for each subject where applicable.

The next task, where applicable, is to address the level descriptions of the National
Curriculum for each attainment target so that the work is appropriately matched in difficulty to the
abilities of the students (though, as mentioned earlier, in fact the level descriptions are to be used
more as guides for assessment rather than as guides for planning). At this stage the student teacher
will have to clarify how the scheme of work builds on previous knowledge, concepts, skills and atti-
tudes and how it addresses progression and differentiation. What the student teacher has done so far
is to create the framework for a scheme of work in each of the curriculum areas.

The final task is for her to go through each curriculum area in turn and for each devise a
programme of work that has a clear sequence and structure. This means that she has moved from
outlining an overall statement of content to subject-specific, detailed descriptions of the curriculum
content to be covered. The schemes of work, then, will probably be subject specific, with each
subject setting its aims and objectives, priorities, content, key concepts to be taught, teaching and
learning styles to be employed, resources, and a delineation of what the expected learning outcomes
will be and what the assessment evidence will be during and at the end of the programme. Once the
schemes of work for each subject have been planned they can be transferred rapidly (particularly if
the process is computer-assisted) onto a matrix, with subjects listed on the vertical axis, and Weeks
1-4 along the horizontal axis.

Using the matrix the student teacher will be able to see how each subject will develop over
the four weeks by looking across the rows. Looking vertically down the columns enables her to see
how each subject area relates to the others in any given week. Further, looking along the rows indi-
cates how progression will be addressed in each subject, whilst looking down the columns indicates
how continuity will be addressed by identifying the relationships between activities and subject
areas in a single week. This is particularly valuable if topic work is to be introduced that integrates
several curriculum areas.

Weekly/daily plans

Weekly/daily plans based on curriculum subjects are shown in Box 37* and Box 38.% The weekly
planning sheets provide a useful summary of what will be attempted. They enable student teachers
to see at a glance what is happening, when it is happening, with whom, what precedes it and what
proceeds from it. Because of the limited space in a weekly matrix plan, student teachers, in a sense,
are compelled to identify priorities. A daily plan can adopt the same format as a weekly plan, iden-
tifying priorities and the sequence of events, be it for specific students, groups or classes, depending
on whether it is referring to a primary school or a secondary school. It must be noted here that,
increasingly in primary schools, teachers teach classes other than their ‘own’; the daily plan should
indicate the class that the student teacher will be teaching, i.e. it is a plan of the student teacher’s
programme rather than a single class’s programme. A small planning matrix can act as an aide-
mémoire, reminding the student teacher of specific points, for example in connection with preparing
resources, meeting others, major teaching or organisational points.
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Box 37: A weekly timetable for a primary school

Monday Tuesday Wednesday Thursday Friday
8.55 REGISTRATION
9.00 Understanding Mathematical Assembly Mathematical Assembly
English, understanding (20 minutes) understanding (20 minutes)
icati inut inut
zg:lr:;mf: Esn (60 minutes) Mathematical (60 minutes) Scientific and
60 minﬁtesg)’ understanding Assembly technological
(60 minutes) (20 minutes) understanding
Assembly Assembly (60 minutes)
(20 minutes) (20 minutes)
10.30 BREAK
10.35 Understanding Scientific and Understanding Understanding Understanding
physical technological the Arts the Arts physical
development, understanding (80 minutes) (45 minutes) development,
health and well (45 minutes) ) health and well
) Sustained )
being reading/‘catch being
(45 minutes) , 9 (45 minutes)
up 'groups
(15 minutes)
Mathematical Sustained Understanding Understanding Mathematical
understanding reading/‘catch English, English, understanding
(60 minutes) up’ groups communication communication (60 minutes)
(80 minutes) and languages and languages
icT (60 minutes) (60 minutes)
(80 minutes)
12.30 LUNCH AND REGISTRATION
13.15 Sustained Literacy — Understanding Scientific and Sustained
reading/‘catch sustained writing | the Arts technological reading/‘catch
up’ groups (75 minutes) (75 minutes) understanding up’ groups
(80 minutes) (75 minutes) (15 minutes)
ICT Understanding
(45 minutes) English,
communication
and languages
(60 minutes)
14.30 BREAK
14.45 Historical, Understanding Historical, Sustained Religious
geographical and | physical geographical and | reading/‘catch education
social development, social up’ groups (45 minutes)
understanding health and well understanding (15 minutes)
4 inut bei 4 inut
(45 minutes) (4eénrgr]iHUteS) (45 minutes) PSHE
(80 minutes)
15.30 FINISH
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Box 38: An alternative weekly timetable for a primary school

Monday Tuesday Wednesday Thursday Friday
8.50 REGISTRATION
60 mins 9.00 Science English Mathematics PE English
50 mins 10.00 Mathematics Mathematics English Mathematics Mathematics
10.50 BREAK
70 mins 11.05 English RE Science English Drama
12.15 LUNCH
13.15 REGISTRATION (conferences on Mon, Wed and Thurs — 5 mins) and quiet hours when
support available. Mathematics or reading — pupil target-setting
50 mins 13.25 History/ICT Music English Geography Art and
Design/ICT
50 mins 14.15 History/ICT PE English Geography Art and
Design/ICT
15.05 Junior Junior Class Year group Whole-school
assembly assembly assembly assembly assembly
15.20 FINISH

One possibility is to divide the daily planner into four teaching sessions with morning,
lunchtime and afternoon break. Many schools do not adhere to this plan, reducing the time of lunch
breaks (often in an attempt to avert troublesome behaviour) and not having an afternoon break. In
some regions of the UK this decision is also based on finances, as it means that school heating costs
can be reduced in the colder months of the year if school finishes in the mid-afternoon each day. It
may be also that in any single ‘session’ there is more than one lesson, or there is a school assembly
followed by one or more lessons before the first break. Clearly, this might mean that the format of
the daily planner might have to be altered to accommodate these.

SECONDARY SCHOOL KEY STAGE 3
Scheme of work

Another example of a planning matrix is of a scheme of work for Geography for Year 8 students,
again over a four-week period, and places a strong emphasis on planning by key concepts, e.g. the
concepts of (a) desertification, (b) the economic imperatives of the developed world that lead to the
economic exploitation of the third world, and (c) the concept of deforestation. In conceptual terms
the plan is represented in Box 36 and, in essence, falls into a four-week teaching practice thus:

Week 1: The poverty of the rainforest dwellers, coupled with the need for the developed coun-
tries to have wood for pulp and furniture and beef for food, create a situation where income
for the rainforest dwellers can be gained by deforesting the rainforests in order to sell the
wood and to clear land for grazing cattle and growing crops.
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Week 2: As deforestation increases (because of the need for new grazing and for more wood)
the ‘slash and burn’ principle for clearing the forest is difficult to halt because of the income
that it generates.

Week 3: The burning of the forest permanently upsets the climate and contributes to the green-
house effect whilst the soil, now lacking any tree roots to hold it together, is eroded by the
rain. This problem is compounded by overgrazing.

Week 4: A dust-bowl effect is caused, resulting in loss of medicines from plants, the diminu-
tion of bio-diversity, permanent climatic change, yet it still continues because of the
exploitation of the underdeveloped world by the developed world. Considerations of how to
remedy this complete the four-week practice.

As it stands this scheme of work is incomplete, being conceptual only. It requires amplification by
detailing aims and objectives; how it builds on previous work (i.e. progression); how it relates to
the relevant areas of the programmes of study and the levels within the National Curriculum;
resources; specific content that will be approached to address the concepts listed here; teaching and
learning styles; intended learning outcomes; progression and differentiation; and assessment crite-
ria and methods. Though the scheme sets outs its priorities at present — the key concepts to be
addressed — it needs much greater detail.

This second example is of one scheme of work for one secondary class. Typically the student
teacher will be teaching several classes, hence several schemes of work will be required, one for
each class/set/group (falling in with the organisation of students in the school). Again a matrix
approach to planning can be useful for the student teacher, to chart the commitments and prepara-
tions that will be needed over the teaching practice.

Weekly/daily planning

Box 39 shows some planning done by a secondary English teacher, which is one of the examples
made available to teachers through the National Strategies secondary site.’'

Stage 4: individual lesson plans

The lesson plan is the clearest example of short-term planning. There is no single format for a
lesson plan. The format of a lesson plan is contingent upon a number of factors, for example:
the school’s pro-formas for lesson planning, the students, the curriculum area, the type of lesson,
the individual preferences of each student teacher, the level of detail required, the level of detail
that is useful. Some lessons are introductory, some continue work from a previous lesson, some
build on and develop the work from a previous lesson, some practise skills learnt in previous
lessons, some are designed to enrich and extend — laterally — points made and concepts studied
in previous lessons, some complete a blocked unit or module of work, some lessons are overtly
diagnostic (see the discussion of assessment in Part IV), some are directly concerned with
‘input’. Some student teachers keep slight lesson plans, releasing them to think creatively; others
find that having to include much detail in a lesson plan helps them to think creatively, clearing
their mind.
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Box 39: An example of secondary English planning

Medium-term plan - sheet 1

Title of unit: Parallel worlds | Year 7 |Term 3 | Duration: 6 weeks

Overview

Stage 1 (week 1): Pupils will explore a range of texts, images and related ideas about how writers (and
some artists) have drawn on the idea of ’parallel worlds’ in their work, both in literary heritage texts such as
Gulliver’s Travels, through non-fiction work — accounts of the so-called 'Cottingley fairies' fake photos in 1917,
to the initial study of the novel Elsewhere by Gabrielle Zevin.

Stage 2 (weeks 2-4): Detailed study and exploration of Elsewhere with associated exploration of the ‘parallel
worlds * genre and publishing for it in children’s and adult commercial literature.

Stage 3 (weeks 5-7): Development of own ‘parallel worlds’ concept for publication — with both spoken
presentation and written work as a core outcome.

Link to key concepts
Pupils will make ‘fresh connections between ideas, experiences and texts’ (Creativity) when exploring the
‘parallel worlds’ focus, and use ‘inventive approaches. . . taking risks’ when ‘playing with language’ in
their own writing.
They will need to demonstrate being adaptable 'when they present their ideas for their short story in an
unfamiliar context’, as well as a ‘secure understanding’ of language and grammar conventions
(Competence).
They demonstrate ‘Cultural understanding’ in their exploration of important texts in the literary heritage,
but also gain a sense of how ‘ideas and values are portrayed differently’ in other cultures and traditions
when they explore how other cultures have written about ‘parallel worlds’ (e.g. via creation myths).
Throughout, ‘critical understanding’ will be important in getting a real sense of how writers marshal and
shape ideas to create meaning, but also then drawing on this to develop their own and others’ ideas.

Key learning focus

Speaking and listening:

3.1 developing and adapting discussion skills and
strategies in formal and informal contexts

Reading

5.2 understanding and responding to ideas,
viewpoints, themes and purposes in texts

6.1 relating texts to the social, historical and cultural
contexts in which they were written

6.2 analysing how writers’ use of linguistic and
literary features shapes and influences meaning
Writing

7.2 using and adapting the conventions and forms of
texts on paper and on screen

8.44 developing varied linguistic and literary
techniques

Language

10.2 commenting on language use.

Assessment opportunities*

Speaking and listening (AF1, AF2, AF6)
Contribution to group and class discussion.

Group oral presentation on ‘parallel worlds’ in fiction.
Individual ‘pitch’ to a publisher about own idea for a
story.

Reading (AF2, AF3, AF5, AF6)

Contribution to group and class discussion.

Written analysis of how Zevin presents her ‘world’.
Writing (AF1, AF2, AF6)

Own ‘parallel worlds’ story or novella.

Commentary on process and plans (link to reading
assessment).

* AF = Assessment Focus

Core texts and resources

Elsewhere by Gabrielle Zevin; Gulliver’s Travels by Jonathan Swift; OHTs/slides of extracts and illustrations
related to ‘parallel worlds’; “The Witch’ by Mary Coleridge.

‘Miller’s End’ by Charles Causley; Article from Boston Journal, 1904 on Fox sisters case (see Wikipedia for link);
access to internet, or downloaded web-screens of teenage publisher websites, blurbs, promos and so on.
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Despite these variations there are some constants that student teachers are advised to include
in their lesson plans. These include:

a statement of objectives (a statement of aims may not be appropriate here because, as the
earlier discussion indicated, aims are long-term, generalised and infinite, whereas objectives
are short-term, specific, concrete and finite); objectives might refer to the knowledge,
concepts, skills and attitudes that will feature in the lesson

an indication of the subject/curriculum area (in the terms of the National Curriculum, or a
topic that straddles the National Curriculum subjects or works within one National
Curriculum subject)

an indication of the attainment targets, programmes of study and level descriptions (where appro-
priate, defined as where they are mentioned in the National Curriculum itself and whether the
lesson seeks to address the National Curriculum subject matter or whether it moves outside it)
an indication of resources to be used (which need to be assembled and tried out by student
teachers before the lesson)

an indication of the time available and timing of the different stages of the lesson, e.g. intro-
duction, development, conclusion (to address the items from the Ofsted criteria (Box 30)
mentioned earlier, in particular the items included in the quality of learning, the quality of
teaching and resources and their management)

an indication of the intended learning outcomes (for the students and the student teachers —
student teachers experience a teaching practice in order to learn how to teach)

an indication of the organisation of the lesson — its sequence, use of resources, pedagogical
intentions, groupings of students (where relevant)

an indication of the specific teaching points in the lesson; these might be framed in terms of
key concepts, knowledge, skills and attitudes

an indication of the precise activities that will be taking place in the lesson and the times at
which they will be taking place

an indication of how continuity/progression/differentiation are addressed;

an indication of what the student teacher will be doing at the various stages of the lesson, with
particular groups and individuals, and what her priorities are for the lesson

an indication (if not already covered in the preceding points) of criteria for evaluation of the
lesson and self-evaluation of the student teacher

anticipated difficulties (e.g. in behaviour, cognitive content, teaching points) and how they
will be addressed

an indication of assessment evidence that the lesson will provide (so that the student teacher
can complete formal assessment requirements and informal — often diagnostic — assessments).

We are suggesting here that if student teachers provide clear details of intentions for the lesson, for
learning, organisation and outcomes, this facilitates evaluation and self-evaluation because the
criteria for evaluation and self-evaluation have been clarified. The student teacher can then evalu-
ate the extent to which the objectives for all aspects of the lesson have been achieved and why that
was or was not the case. This brings us back to the notion of action planning in order to facilitate
review and subsequent action planning.

In most cases student teachers are well advised to include more detail than experienced teach-
ers keep in their planning. Experienced teachers have a tacit understanding of planning,
organisational and pedagogical issues that do not necessarily need to be committed to paper.
Inexperienced student teachers do not have that tacit knowledge or it is embryonic, hence it is a
useful principle to over-plan rather than to under-plan.
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For example, many student teachers put on a lesson plan the words to the effect that ‘the class
will discuss such-and-such’; when they come to take the lesson they find that it goes awry quite badly,
that the students are not motivated or engaged on the task, that it seems to go nowhere and that noth-
ing useful seems to have come out of it. It could well be that this is because that section of the lesson
plan that mentioned the discussion was not clear on its objectives; on what was required to come out
of the discussion; on what the main features of the discussion were to be; on how the student teacher
could prompt and lead the discussion; on the specific questions that the student teacher was going to
ask, and why these questions were chosen. The lack of purpose in the plan was conveyed in the imple-
mentation — anything could become relevant, any direction become acceptable. The lack of focus in
fact meant that very little became relevant and very little became acceptable. The free-floating nature
of the discussion meant that it was at the whim of the students; it encouraged caprice rather than logic.

At its simplest, because many student teachers come to teaching practices as comparative
novices in working with large numbers of students, they are unused to phrasing questions (see the
discussion of questioning in Part III). There is a powerful case for student teachers writing down the
actual words that they will use to ask questions, to prompt discussions, to clarify exactly what is
required to come out of the discussion, to lead the discussion to a conclusion, to link the discussion
to the contents of the lesson which precede it and the activities that follow after it. What we are advo-
cating here is that the lesson plans are absolutely specific in their objectives and that these objectives
are made clear to the school students. This rehearses the argument that we have made throughout the
book that an objectives model of planning can be a very positive organising principle.

We are not necessarily advocating that student teachers spend hour upon hour writing down
every fine detail of the lesson, often as a cosmetic exercise to please a tutor or class teacher. On the
contrary, we are suggesting that the student teacher will need to be explicitly clear on every aspect
of the lesson and that this should be committed to paper at a level of detail and prioritisation that is
useful for the professional preparation of the student teacher and useful to colleagues — for exam-
ple, class teachers, mentors, tutors from the institution of higher education, visiting examiners — so
that they can trace back through the teaching practice file to find out how the lesson relates to previ-
ous work and understand at speed what is supposed to be taking place in the lesson. Further, the
delineation of detail enables self-evaluation and review to have some clear foci (see the discussions
of evaluations, self-evaluations, self-assessments and review later).

We have argued that there are several constants that should appear in a lesson plan if it is to
be useful. How these are set out in a lesson format is a matter of judgement. Some formats will
provide much space for organisational matters and for details of how each group in a class will be
working; other formats might emphasise the curriculum contents; others will emphasise particular
teaching points and roles of the student teacher and so on. The formats that we provide here are
examples only; clearly individual formats will depend on their appropriateness to the task in hand
and the student teacher.

A lesson plan particularly designed for groups within a single class or set of students is
presented in Box 40.

When planning for group work it is essential to make certain that the student teacher will be
able to ‘be in the right place at the right time’; she cannot see to all groups at once and she needs to
be able to set a group off working in the knowledge that they will not need her attention for, say,
ten minutes, so that she can be freed to see to other groups. After that ten minutes has passed the
student teacher needs to have planned to be free to return to the first group. Further, the tasks set
must be such that the student teacher can be reasonably certain that despite unpredicted events
occurring in the normal course of the day:

the students will finish together (if that is desired); or
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that students who have completed the task before the end of the lesson are able to be gainfully
employed in another activity — maybe an extension activity, or completing a previous piece of
work from another occasion, or undertaking a ‘holding’ activity that does not require the
student teacher’s attention but is educationally worthwhile; or

that the stage of completion of an incomplete task is such that it is able to be picked up easily
(with cognitive as well as practical ease) at a future occasion, i.e. that the main features of the
task have been completed.

Indeed, so careful must be the planning that it may be necessary to have a more detailed activity
plan for each activity, and we provide an example in Box 41.”

The significance of these points is marked. They direct attention to the need to consider care-
fully in planning for group work: (a) the type and size of the tasks; (b) the timing and time scales
of the tasks; (c) the sequence of the lesson so that the student teacher can use her own time most
efficiently and effectively. That is a tall order that requires considerable planning. It was Bernstein®
and Sharp and Green* in the 1970s who alluded to the fact that the most apparently ‘free’ class-
rooms were, in fact the most planned and carefully structured; it was simply that the pedagogy was
‘invisible’. That is a salutary message that teachers of very young school children know — some-
times to their cost! For lesson planning, then, a device in the format must be used that will give
special attention to task type, timing and sequence. An example of this is given in Box 40 — a format
that is used by many teachers of young children.

Box 41: An activity sheet for the Foundation Stage

Activity

Learning to manipulate a remote control car to follow a route to the shops

Show the children how to use the controls, take turns to practise moving the car along different routes to the
shops

Grouping of children
3-4 children

Main learning intentions Key vocabulary
Know how to operate simple equipment (KUW). Forwards/backwards
Show an interest in why things happen and how | Further away/nearer to

they work (KUW). Left/right
Share and take turns (PSED). Next/to
Work as part of a group (PSED). — Can you make the car stop?

— Can you make the car move forward?
Resources Adapting the activity for individual children
Remote control car. Children sequence two or three moves together.
Materials/boxes to customise the car. Children teach other children how to use the remote
Large sheet of paper with route on. control car.
Large sheet of paper for children to draw new Children draw out new routes on large sheets of paper.
routes on. Children manipulate the remote control car to a set of

verbal instructions.

Children for whom this activity is particularly appropriate
Full time Ruth, Nadid, Sam, Katy
Part time Alex C (am) Luke (am) David (pm) Callum B (pm)

PSED = personal, social and emotional development; KUW = knowledge and understanding of the world
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In this example the time line in the left-hand column provides the student teacher with a very clear
outline of what should be taking place and when; it indicates group work and whole-class work; it
indicates the sequence of activities for each group and shows that each group is receiving a spread
of activities over a single day. One can see, for example, that Group 1, for whatever reason — is
being given longer than Group 2 for mathematics; Group 2, in turn, is being given longer for read-
ing and writing than Group 3; it has been recognised that model making for Group 3 requires a
considerable amount of time — longer than the completion of the Lego models for Group 2; Group
4 is experiencing two types of mathematics activity — one in the morning and another in the after-
noon. Group two completes a Lego model from the previous day, ensuring that a comparatively
large task is completed over a two-day span, so that children do not become bored with it by making
it last too long.

By looking across the rows the student teacher is able to see what activities should be taking
place at any one time, so that he can make the most use of himself. For example at 11.15 he may
wish to concentrate on setting away the work of Group 4 because the work of the other three groups
does not necessarily require his immediate presence — as the model makers (Group 3) will be getting
their resources ready and their protective clothing whilst Groups 1 and 2 have been able to observe
the activities in the sand, water, home corner, painting, shop and Play-doh in the four groups in the
first session of the morning. Then, when Group 4 has been started the teacher can then go to Groups
3,2 and 1, probably in that order. Once he has completed the round of these three groups, Group 4
will be ready for his attention. At a pedagogical level this plan has to be set in the context of the
debate on school and teacher effectiveness that questions the efficiency of learning when multiple
groups of children are working on multiple curriculum areas simultaneously; that message strikes
at the very heart of learning in the early years.

Though the matrix, for the sake of clarity here, has indicated that there will be children’s activ-
ities and teachers’ tasks, it has not indicated what these will be. A full plan for the day will probably
spread over two or more sides of paper so that space is provided for a delineation of the student
teacher’s and children’s tasks. One can speculate in this plan that the mathematics, reading and writ-
ing are continuing activities whilst the model making is more of a blocked activity.

This type of planning could well be ‘front loaded’, that is, it will take a considerable amount
of time to prepare for four groups but it could well last the student teacher more than one day, as
children will rotate round the activities over the course of two or more days. This is an important
feature of lesson planning, for it indicates that:

each lesson draws on and relates to one or more schemes of work
a single lesson plan might last the student teacher for more than one session.

The folly of ‘cosmetic’ lesson planning is where a student teacher virtually duplicates a lesson plan
from a previous day simply because the students did not complete the previous day’s work. That is
a sheer waste of time. Sense tells us that if a coherent lesson is planned to take two or more sessions
then it is unnecessary to duplicate the lesson plan for each session. In our experience this is partic-
ularly true for mathematics lessons, as (a) the same concepts, objectives and content may take
several lessons to achieve, and (b) the objectives for the mathematics may be contained in the
scheme of work or the teacher’s manuals for published schemes of work. This is not to invite
student teachers to be lazy; it simply recognises that duplication may be needless.
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EVALUATION AND REVIEW

So far this part has been concerned with aims and objectives, the planning of curriculum content
and organisation and an indication of the need to plan the teaching and learning styles that will be
used (discussed in more detail in Part III), together with the planning of resource use and the
sequencing of the lesson and schemes of work. The point was made earlier that action planning —
at whatever level (overall curriculum strategy, schemes of work, lesson plans) — requires, at some
point, a review of the extent to which the plan has been realised in practice, so that the next cycle
of action planning can be undertaken.

Moreover, the levels of planning discussed earlier indicated that action planning could apply
to: (a) an overall curriculum policy (long-term planning); (b) schemes of work (medium-term plan-
ning), (c) weekly and daily plans (short-term planning); (d) lesson planning (short-term planning).
It was argued that a major component of planning at these levels was the need to set appropriate
aims and objectives — objectives for the whole teaching practice, for individual schemes, for a
week’s work, for a day’s work, and for individual lessons. Further, it was suggested that the state-
ments of objectives should apply not only to the children and students but to the student teachers
themselves because student teachers undertook teaching practice in order to learn how to teach.

The outcome of these issues is to suggest that evaluation must take place with regard to (a)—(d)
above. The form of evaluation is largely an objectives model™ that takes its lead from the work of
Stake.* Stake argues that teaching and curriculum planning begin with a statement of intentions (or
objectives) with regard to:

1 antecedents (the putative initial conditions or state of the class, the student teacher, the
students, the curriculum, the resources)

2 transactions (the proposed processes that will be experienced in achieving the objectives, with
regard to, for example, the teaching and learning styles, the structuring, sequencing and organ-
isation of the content, the organisation of classroom groups, the nature of the use of resources)

3 outcomes (the proposed outcomes with respect to the achievements of the objectives, the
students’ and student teacher’s learning and behaviour, the curriculum knowledge, skills and
attitudes that have been learnt).

The task of this objectives-based form of evaluation is to chart the extent to which the intentions
(objectives and expectations) have been realised in practice, the match between intentions and actu-
ality in respect of 1-3.

With reference to antecedents the student teacher, for example, might expect the students to
have understood simple addition of fractions. She commences work to build on that which she has
planned to find as an initial condition, only to discover that in reality several students have no
understanding of the addition of fractions. The intended antecedents of another student teacher
might have included, for instance, an expectation that resources for teaching the history of the
Victorian age would be plentiful, only to find that the resources are very meagre. Another student
teacher might expect to be teaching in a room with enough chairs and tables for every student to be
able to sit and see the student teacher, only to find that the room is L-shaped and that, because of
the small working areas, there are only enough chairs and tables for three-quarters of the class with
the regular class teacher always planning for one group to be out of the L-shaped room and in a
‘wet’ area that is shared with another class. These messages suggest the pressing need for a full situ-
ational analysis of the school and the class before the teaching practice begins, including gathering
information on children’s abilities and prior knowledge.

With reference to transactions the student teacher might have planned collaborative group
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work, only to find that the students cannot handle the apparent freedom and opportunity to talk
(often about matters unrelated to the lesson!). Another student teacher might have planned for multi-
media resource-based learning, only to find that on the days on which she had planned for this to
occur some of the computers were booked out for another class, some children were unsure how to
operate equipment, others saw the change of student teacher’s role from an instructor to a facilita-
tor as a licence to misbehave. Clearly the intentions for how the sessions would run would have to
be rethought.

With reference to outcomes, these fall into a variety of fields. The student teacher may wish
to know the extent to which the students have learnt the knowledge, concepts, skills and attitudes
that had been intended that they should learn. This is the model of evaluation-as-assessment that
underpins the formal assessment of student achievement at the end of each Key Stage of the
National Curriculum. The student teacher might have set targets for her own learning — the achieve-
ment of specified TTA competencies that were introduced in Part I — and wishes to reflect on and
evaluate her achievement of these. The student teacher may want to evaluate the extent to which her
planning for flexible learning arrangements to improve students’ ability to work autonomously
(mentioned in Part I) and to speed up their learning progress have been successful.

With regard to the evaluation of outcomes a student teacher might have intended the students
to have come to an understanding of the water cycle, only to find at the end of the teaching practice
when a summative — terminal — assessment is undertaken (see Part IV on assessment) that, though
they can identify different elements of the water cycle, say evaporation and precipitation, they have
been unable to grasp the cyclical nature of the water cycle, i.e. they have failed to understand the
key concept in question.

In all of these examples the purpose of an objectives model is to evaluate the degree of match
between that which was proposed and that which occurred. This is a very powerful form of evalu-
ation for it is ruthless. It asks what student teachers and students can do at the end of the teaching
practice, week, day and lesson that they could not do at the beginning. Having made explicit what
the objectives are for each level and element of planning, this model (we suggested earlier that
objectives were to be very specific and concrete) assesses, maybe measures, a level of success or
failure in achieving them. The objectives become the criteria for evaluation. As a result of the eval-
uation a new plan of campaign can be drawn up — the commencement of the next round of action
planning.

This model does not look for reasons why the objectives were or were not achieved; instead
it confines itself to what was achieved — the cold, hard edge of success or failure. That is both its
strength and weakness. For example, its strength may be to reveal that a clear 30 per cent of the
class had understood the multi-faceted notion of social class in a sociology programme; its weak-
ness here is to consign 70 per cent of the class to failure, with the concomitant problems of negative
labelling and the lowering of self-esteem.

The argument so far points to three major difficulties in using an objectives model. First,
Morrison® argues that:

[w]hilst the objectives model is very useful in detailing which objectives have been achieved
and their level of achievement, it does not address those types of evaluation which seek to
explain why the objectives may or may not have been achieved. Hence its simplicity is bought
at the price of explanatory potential. It is the model which is useful for describing rather than
explaining.

The model is weak on suggesting ways forward for improvement; it has little formative potential.
Lawton™ said of this model that it is akin to undertaking intelligence after the war is over.
Second, in evaluating the achievement of the objectives the model takes little or no account

165



PREPARATION AND PLANNING

of matters that were not stated in the objectives. For example, a host of unanticipated but worth-
while matters might have arisen during the course of the teaching practice that the objectives fail to
catch. Further, some educationally beneficial activities (for student teachers and students) are not
susceptible to formulation in neat objectives; longer term and deeper qualities that education can
develop over time are not easily captured in objectives.

Third, there is a risk in an objectives model that the objectives themselves are not evaluated,
their worthwhileness is not considered. This misrepresents the semantic root of evaluation, the
notion of value. To overcome this problem the student teacher should have considered overall aims
of the teaching practice and should have prefaced each scheme of work with a statement of aims.
As was mentioned in the earlier discussion of aims, these indicate the main purposes, rationales,
principles and values that the school sees itself as serving — the stuff of ‘mission statements’ that
appear in school prospectuses.

The implications of this discussion are to suggest that the student teacher, in undertaking eval-
uations and reviews for the purpose of action planning, will find it useful:

to use an objectives model at all levels (relating to schemes of work, weekly, daily and lesson-
by-lesson plans)

to amplify an objectives-based evaluation with an analytical aspect, a diagnosis of why the
objectives were or were not achieved

to amplify an objectives-based evaluation with comments on the development of qualities and
longer term, underlying matters that are not measurable

to recognise that achievement of objectives may be partial in terms of which aspects of objec-
tives were achieved, the levels of success in achieving of objectives

to evaluate matters that arose in the teaching practice that were not anticipated

to relate the evaluation of objectives to the development of the TTA competencies

to include in evaluation the question of value, the worthwhileness of activities and plans,
particularly of overall aims of the teaching practice and schemes of work

to use evaluations formatively, as springboards into further action, rather than summatively.

We can use these points and the preceding discussion to arrive at a definition of evaluation as ‘the
provision of information about specified issues upon which judgements are based and from which
decisions for action are taken’.” Using these principles the evaluations that student teachers conduct
will address their success in achieving their overall aims for the teaching practice; their schemes of
work; their weekly and daily plans, and their lesson plans. These evaluations will differ in their
focus, form, methods, evidence — types and sources, and outcomes. This is not the place to look at
the whole range of issues in evaluation as some of these go wider than the needs of a student on
teaching practice (though some of these are addressed throughout the book by way of suggesting
success criteria in terms of content and pedagogy and others feature in Part IV on assessment). This
section concerns a student teacher’s self-evaluation.

An evaluation of successes or achievements will need to make clear what the success criteria
are (a feature which, as Part I indicated, is a requisite for effective school development plans). If a
lesson note contains clear, specific, concrete (often behavioural) objectives then these can be used
as success criteria, for example learning the use of the full stop, understanding that ice has a greater
volume than its equivalent weight in water. However, as indicated above, it is not always possible,
or indeed desirable, to cast objectives or their outcomes in behavioural terms, or be able to conduct
this tightly focused form of evaluation, because events and outcomes are not always precise and
tight. This is less true of lesson plans but more true of daily and weekly plans, schemes of work and
overall aims of the teaching practice. We address these in turn below.
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EVALUATION OF ACHIEVEMENT OF OVERALL AIMS FOR THE
TEACHING PRACTICE

The statement of aims and priorities that student teachers write as the outcome of their situational
analysis and overall planning are couched in general, non-operational terms (see the earlier discus-
sion of aims and objectives). In this sense, also, it is both invidious and impossible to discuss
‘achievement’ of the aims; because they are infinite (e.g. it is impossible to say that a person has
achieved a finite state of creativity, imaginativeness, being educated) they will never be achieved
finally and completely. The overall aims are qualitative; they describe qualities rather than
outcomes. It is advisable, then, to address an evaluation of how, how fully and how successfully the
aims have been addressed, in qualitative terms — words, informed opinions, judgements based on
the professional insights of connoisseurs,” in this case experienced teachers, mentors, tutors from
institutions of higher education who are examples of reflective practitioners (see the discussion in
Part I of reflective practice).

This evaluation will be summative, that is, a retrospective, summary review of that which has
taken place during the practice that is conducted at the end of the teaching practice in terms of the
match of intentions and actuality (see the discussion of Stake’s ‘countenance’ model of evaluation
above). This evaluation will address points 2—7 from the list of considerations outlined above. It will
also focus on the student teachers’ own development of reflective practice, e.g. the move beyond a
technical, recipe-driven view of teaching to a flexible style of teaching that is underpinned by relevant
theory (see the discussion of reflective practice in Part I). The evaluation will both describe the ways
in which the aims have been addressed and explain (and justify) why they were addressed in that way.

EVALUATION OF ACHIEVEMENTS OF THE SCHEME OF WORK

The discussion of issues in evaluating the achievement of the aims of schemes of work rehearses
that of the overall aims of the teaching practice and so will not be repeated here. In judging the
success of the achievement of objectives an evaluation can focus on objectives that were set out for:

the student teacher, what she has learned about: students; preparation; curriculum planning,
topic work and subject planning; organisation, sequencing and structure; assessment; behav-
iour, relationships, discipline and control; resource preparation and management (e.g. time,
space, materials, staff, children, audiovisual, books, charts, displays, ICT); relationships with
colleagues

the students/children, e.g. interests, motivations; behaviours; abilities, progress; achieve-
ments, independence and autonomy; self-esteem; interactions; equal opportunities

the organisation of the classroom(s), layout, seating arrangements, resource access

the curriculum, framing (e.g. knowledge, concepts, skills, attitudes), content, coverage,
breadth, balance, relevance, differentiation, progression, continuity, coherence, prioritisation,
variety, organisation, structure, sequencing, resourcing

the pedagogy, e.g. structuring activities; use of first- and second-hand experiences; drawing
on students’ contributions; stimulating and motivating students; teaching and learning styles
and strategies; the resource access and use; the use of different types of display; timing and
pacing; matching and differentiation; class, group and individual work

assessment and monitoring, opportunities for diagnostic teaching.

The breadth of the review of the achievement of the plans that were contained in the schemes of
work is a function of the breadth of the schemes. Part of the summative review might consider the
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appropriateness of the breadth of the schemes that was addressed. As with the overall aims
discussed above, the review of the success of the schemes of work will also consider their worth-
whileness. Again, as with the evaluation of the overall aims and priorities, the evaluation of the
success of the schemes of work will be summative and retrospective and qualitative (using evidence
from people and student outcomes that have been recorded in the students’ ongoing records, weekly,
daily and lesson-by-lesson comments and students’ work and results on formal and informal assess-
ments). Additionally there may be ‘marks’, grades or other forms of ‘hard data’ that might be used
in judging the success of the schemes of work. The evaluation of the scheme of work, like the eval-
uation of the overall aims, will describe the main features that have come out of a review of the
schemes with significant adults; though this may include an analytical or explanatory element it will
be slight here, being reserved largely for the shorter term weekly, daily and lesson evaluations.

WEEKLY AND DAILY EVALUATIONS

These evaluations will identify key points that the student has learnt over the previous week or day
respectively. They identify priorities for the student teacher in terms of (a) what she has learnt about
teaching, and (b) what the implications of this are for subsequent weekly and daily planning. They
are not concerned with description; rather they are concerned with analysis of and explanations for
the incidence or importance of the major features selected. For example, they might focus on
significant points that the student teacher has learned about behaviour and discipline, e.g. promo-
tion of positive behaviour patterns, encouraging self-esteem, a range of strategies to avert or
minimise bad behaviour, managing the whole class, transitions, use of voice, praise, maintaining
high expectations; students; classrooms; curriculum planning and implementation; pedagogy, e.g.
successful and unsuccessful strategies, collaborative and group work and seating arrangements;
problem-solving and investigational work; resource access, use, organisation and storage; particu-
lar types of activity; particular successes and failures and reasons for these.

These evaluations are formative, that is, they suggest implications for the immediate future
during the teaching practice. They concern day-to-day matters and tactics for subsequent planning.
Weekly evaluations might draw on the student teacher’s discussions with her mentor, other teach-
ers and involved adults, and they might include personal, subjective comments and self-review. The
purpose of these evaluations is to shape what happens next; analyses and reviews of this nature lead
into action planning. It is also the case that a weekly review is an appropriate time for the student
to refer to her developing abilities in the Teacher Training Agency competencies.

EVALUATIONS OF SPECIFIC LESSONS

Though these evaluations will be very specific and focused, a student teacher who is developing as
a reflective practitioner will need to be selective, to avoid reportage and low-level description and
to be able to extract from the minutiae of classroom processes the significant issues for subsequent
practice. The evaluation is at the level of issues rather than low-level accounts of what took place
(except where they provide important detail to accompany the analytical commentary). A lesson
evaluation will ask (and hopefully answer) why a specific lesson and elements of that lesson were
more or less successful or unsuccessful and what the implications of this analysis are for the imme-
diate future. This will focus on the achievement of the concrete objectives that were set out in the
lesson plan and the level of success in achieving the elements of the lesson that were included in
the lesson plan (see above for the contents of a lesson plan), for example:

the motivational, managerial and organisational factors at the introductory stages
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the clarity of communication — questioning, responding, explaining — at the introductory,
development and concluding stages of the lesson

the success of different stages of the lesson — introduction, development, conclusion

the smoothness of the transition from one stage of a lesson to another or from one activity to
the next in the lesson

the quality of the student teacher’s feedback that was given to individuals, groups and the
whole class; the timing and pacing of different stages of the lesson

the organisation, location, access and uses of resources for the lesson

the success in addressing the key teaching points and key questions in the lesson

the degree of success of the planned matching and differentiation

the development of positive relationships between the student teacher and the students and
between the students themselves

the degree of success in achieving the intended learning outcomes for the student teacher
the degree of success in achieving the intended learning outcomes for the students/children
the degree of success in gaining data for assessment purposes — formal and informal

the extent to which the activities drew on subjects and cross-curricular elements of the
National Curriculum.

These are outline areas only. From our experience of teaching and supervision we would suggest
that student teachers will find it useful to consider the following questions in evaluating lessons.

The curriculum

Aims and objectives:

— Are they clear, worthwhile, useful, appropriate?

Curriculum content:

— Is it appropriate for the objectives?

— Is it appropriate for the skills to be learned or practised?

— Is it appropriate for the teaching and learning styles used?

— How far does the content address new knowledge?

— How far does the content provide enrichment and application of existing knowledge?

— How far does the content introduce new skills?

— How far do the new skills reflect the students’ experience and development?

— How far does the content develop students’ attitudes — what are they?

— How interesting is the content?

— How far does the content provide for breadth, balance, depth, relevance, coherence, conti-
nuity and progression?

— What criteria are being used to address matching?

The teaching and learning

Task:

— Is the work sequenced at the optimal level?

— Is the work well structured?

— Is there an appropriate balance between choice and direction?
Time:

— Is the time used most effectively?

— Is the time scale effective and appropriate?
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Is time used flexibly to respond to students’ learning styles?

Space:

Is space used effectively — to reflect the range and nature of the activities?
Can students move round the room easily where necessary?
Can students understand the classroom organisation?

The student teacher:

Are praise and blame used appropriately and effectively?

Is discipline effective?

Are students well motivated?

Is there a good rapport between the student teacher and the students?

Is the student teacher’s approach well thought-out?

Is the student teacher’s approach varied and stimulating?

Does the student teacher’s approach respond to the complexity of the content?
Is the voice used effectively?

Are the student teacher’s gestures and movements used effectively?

Are instructions clear?

Is the pacing of the lesson clear, brisk and appropriate?

Is questioning appropriate, varied and effective?

Are the exposition, explanation, discussion, summary effective?

Is the student teacher clear at the beginning, continuation and close of the lesson in the
time allotted?

The students:

Can they see and hear as necessary?

Is allowance made for students’ different preferred learning styles?

Is there a suitable use of group, class and individual activities?

Are the students developing socially and emotionally as a consequence of the lesson?

Resources:

Do the resources reflect the range of the curriculum?

Do the resources reflect the focus of the curriculum (e.g. first-hand and second-hand expe-
rience)?

Do the resources reflect the level of the curriculum for each student?
Are they stimulating?

Are they used?

Are they well maintained?

Are they accessible?

Are they appropriate to the task?

Are they of good quality?

Are there sufficient?

Are displays attractive?

Are displays used for learning?

Are displays changed as appropriate?

Record keeping:

Are records appropriate, thorough, comprehensive, useful, used?
What is recorded?
How is the progress of each student recorded and monitored?*'

Many schools and teacher education institutions devise their own evaluation pro-formas, raising
questions as follows (Box 42).
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Box 42: An evaluation pro-forma

Learning objectives
Were there clear targets, consistently set?
Did the targets show progression?
Were the learning objectives made clear to the students?
Were the learning objectives suitable?
Did the learning objectives link to prior learning?

Curriculum content
Was the planning clear?
Was the content suitable, well matched and differentiated for the students?
Were there targets and time limits set?
Were the appropriate resources to hand and well used?
Were there high yet realistic expectations of the students, in terms of work and behaviour?
Were key skills addressed?
Did the learning build on previous learning?
Did the tasks address and involve new learning (incremental), consolidation, practice, enrichment, appli-
cation tasks?

Teaching methods and strategies, activities, timing and sequence
Did the student teacher have adequate subject knowledge and vocabulary?
Were the exposition, activities and follow-up clear, well-timed, interesting, well-paced, focused?
Was the time well spent?
Were the links between the lessons clear?
Were the beginning, middle and end of the session clear?
Was the questioning effective?
Was there an appropriate range of teaching and learning strategies?
Was there formative evaluation?
Was any assessment made clear?
Was there differentiation?
Was provision made for SEN/gifted and talented students?
Did the student teacher respond appropriately to students’ emergent needs?
Was the learning active and engaging?
Did the students apply their knowledge and learning?
Were the methods chosen such that all students could learn effectively?

Learning
What did the students learn?
Did the students learn what was intended?
Did the students respond positively to the challenges set?
Did the students understand what they learnt?
Did the students know what was expected of them for successful performance?
Did the students support each other?
Did the students participate well?
Did the students take responsibility for their learning?
Did the students take pride in their work and present it well?
Did the students try hard?
Was there progress in knowledge, understanding and skills?
Was there progress in students developing their own learning skills?
Did the student teacher develop students’ confidence, motivation and self-esteem?
Were students encouraged and praised?
Were the students responsive and positive/enthusiastic?
Did the students learn independently?
Did the students sustain their concentration?
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Management
Was the class management effective?
Was the start of the lesson clear and orderly?
Was the class management appropriate?
Were support staff used effectively?
Was the student behaviour acceptable?
Were praise, rewards, sanctions, negative comments used appropriately?
Did the student teacher intervene effectively to deal with unacceptable behaviour?
Were all students involved in their learning?
Was the classroom environment conducive to learning?
Was there an understanding of classroom rules and routines?
Did the students listen, contribute and question?
Did the student teacher insist on high standards of behaviour?
Were the relationships good?
Was the end of the lesson orderly, e.g. collection of resources?

Homework
Was homework set?
Was homework used in the class?
Was time given for reflection on the results of the homework?
Was homework useful?
Was homework relevant?
Was homework adequately prepared for in the session?
Did the homework link well into the session?

Attainment
Was there evidence of progressive improvement in attainment?
Are different groups achieving as they should be for their age/ability?

Marking
Do the marking and feedback enable students to know how to improve?
Is marking up-to-date and regular?
Is assessment thorough and consistent?
Is feedback used constructively?
Is the feedback motivating and encouraging?

Assessment
Was the assessment formative?
Was the assessment effective, and for what?
Was there a review of learning achieved?
Did students evaluate themselves?
Did the students know how to improve?
Were students aware of their own strengths and weaknesses?
Did the students make the progress expected?
Was it made clear what the criteria for success were?

Evaluation
What session evaluation has there been?
How have the evaluations contributed to improvement in the lessons, teaching, learning, levels of achieve-
ment and attainment?
How have the evaluations led into subsequent planning?
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Another way for student teachers to evaluate their own teaching, or, indeed for them to be evalu-
ated, is to refer to the work of the Office for Standards in Education. By going through its
frameworks and handbooks for inspection it is possible to distil a series of questions for evaluating
teaching and learning, based on several different sources of evidence. We present such a distillation
in Boxes 43 and 44.

Below is an example of a student’s self-evaluation of a lesson and a tutor’s evaluation of the
same lesson with a class of 28 Year 3 children. Neither evaluation is perfect! For example, the
student’s evaluation is descriptive, lacking in analysis, rather unselective, and unsuggestive of how
it will affect future practice, even though it is clearly touched by authenticity. The tutor’s evalua-
tion, by contrast, is very long, rather pointed and maybe rather negative.

Box 43: Evaluation of the quality of learning

The effectiveness with which children:
are paced through the lesson 1 2 3 4 5
use skills and understanding 1 2 3 4 5
progress appropriately in knowledge, understandings and skills 1 2 3 4 5
experience a variety of learning contexts 1 2 3 4 5
develop learning skills, including observation and information seeking, looking
for patterns and deeper understanding, communicating information and ideas
in various ways 1 2 3 4 5
are willing to ask questions, to try to find answers, to solve problems 1 2 3 4 5
apply what has been learned to unfamiliar situations 1 2 3 4 5
evaluate the work that they have done 1 2 3 4 5
foster and utilise enquiry skills 1 2 3 4 5
offer comments and explanations 1 2 3 4 5
demonstrate motivation, interest and the ability to concentrate, co-operate
and work productively 1 2 3 4 5
persevere and complete tasks when difficulties arise 1 2 3 4 5
undertake practical activity which is purposeful and which encourages them
to think about what they are doing 1 2 3 4 5
respond to challenge of the tasks set 1 2 3 4 5
are willing to concentrate 1 2 3 4 5
can adjust to working in different contexts 1 2 3 4 5
appear to be committed to and enjoying learning 1 2 3 4 5
experience achievement that matches their abilities 1 2 3 4 5
remain on task 1 2 3 4 5
listen attentively to the teacher 1 2 3 4 5
participate in the lesson 1 2 3 4 5
can work independently 1 2 3 4 5
can work co-operatively 1 2 3 4 5
take responsibility for their own learning 1 2 3 4 5
select appropriate resources 1 2 3 4 5
demonstrate their learning both orally and practically 1 2 3 4 5
understand the purposes of learning 1 2 3 4 5
learn from their mistakes 1 2 3 4 5
behave well in lessons 1 2 3 4 5

1 = very little; 2 = a little; 3 = quite a lot; 4 = a lot; 5 = a very great deal.
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Box 44: Evaluation of the quality of teaching

The effectiveness with which:

teachers promote effective learning

teachers’ expectations of children are high and appropriate

teachers develop skills and understanding in children

lessons are planned, their imaginativeness and links to attainment targets
progression and continuity are planned and appropriate

matching, differentiation of individual needs are addressed

the objectives of the lesson are appropriate

the objectives are clear

children are made aware of and understand the lesson objectives
expectations of the outcomes are appropriate

the approach, methods and materials match the lesson objectives
teachers have a secure command of their subject knowledge

the lesson content is appropriate and suitable

the activities are chosen to promote the learning of that content

the activities are engaging, interesting and challenging

teachers motivate children

teachers communicate their high expectations of the children

focus on high attainment and good progress is maintained

teachers support and encourage children

resources are used: their availability, accessibility, quality

teachers assess children’s progress and provide constructive feedback to them
the lesson is conducted at an appropriate pace

the range of teaching techniques (e.g. individual, pairs, small group, large group,
whole class) demonstrates fitness for purpose

GG GG OGO OO GG Y
NN MNONONNDMNODNONNDMNODNODNDMNDNONNDMNDNDNDMNDNDDNDNDDNDDND
W WWwWwwWwowowowowowaowouwaowowowowowowowowowowow
B T T T T T T T T e S e S e N N S L
oo oo Ov OO OO O OO Oy Or OO OO OO Oh

teaching methods are varied, appropriate and promote learning 1 2 3 4 5
all children are encouraged to participate 1 2 3 4 5
positive relationships are developed with children 1 2 3 4 5
classroom organisation and resources (time, space, people, materials) 1 2 3 4 5
promote learning

strategies for consolidating and accelerating learning are used 1 2 3 4 5
regular and positive feedback is given to children to enable them to become 1 2 3 4 5
aware of their achievements and progress

teachers explain matters clearly 1 2 3 4 5
teachers use questions 1 2 3 4 5
teachers use instructional talk 1 2 3 4 5
teachers conduct discussions 1 2 3 4 5
teachers engage in procedural talk — the extent to which children know what 1 2 3 4 5

they have to do

1 = very little; 2 = a little; 3 = quite a lot; 4 = a lot; 5 = a very great deal.

The student teacher’s evaluation of an art and technology lesson

‘I felt fairly confident about this lesson even though I had not done this sort of thing with children
before. I thought the children would like to use all different sorts of materials and beads and to stick
them onto paper. James and Donna made a mess of theirs and then went round spoiling others’
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work; I got cross with them and made them sit in the reading corner out of the way. James, as usual,
didn’t stay there but got up and carried on wandering round the room. I had to get very cross with
him. The children enjoyed looking at the beads and holding them up to the light. I felt very harassed
in this lesson as the red group kept arguing about nothing and the group in the corner (Joanne, Billy
etc.) kept shouting for me to go and look at what they were doing. I could have killed Julie when
she spilled the box of small beads and everyone came to tell me. At one point I had to stop every-
one as too many children were being silly. I think I should have told them about their behaviour and
the way to behave in this sort of lesson rather than say how nice some of their pictures were.

This lesson seemed endless. It took them ages to get everything and then they were on the go
all the time. I seemed to spend my time stopping things from being spilled and stopping the chil-
dren from being noisy. I had to get cross with Sharon as she used up three bits of paper. I think I
must have told them what to do about a hundred times!

Some of the children made some good pictures and were pleased with them. I let the finished
pictures go home.

Points for the future: get everything ready beforehand; show them more clearly what to do;
cut down the numbers of children out of their seats; put out fewer materials and spread them round
the room rather than having them all in one place with children crowding round each other; stop
them much sooner if the lesson is getting noisy.

I enjoyed this lesson (I think) and wouldn’t mind doing it again but I need to think about my
organisation of the children, materials and classroom.’

The tutor’s evaluation of an art and technology lesson

‘Whilst your weekly evaluations are fairly analytical I think your daily and lesson descriptions need
a lot more detail and analysis otherwise they simply describe and comment in a way which is not
very useful for yourself and future planning. Further, in lesson plans more detail is needed to expose
knowledge/concepts/skills/intended learning outcomes more extensively and then to see how these
are translated into practice. We need to see evidence in the file of anticipation of organisational
problems and how you will deal with these. If you are moving to differentiated work then you will
sometimes need to have differentiated objectives.

This is a very ambitious lesson — all doing potentially chaotic activities. Therefore ask your-
self: is this the best way to get through the task or would it be better just to have one or two groups
on the “sticky” work? You have set up a situation which requires a lot of movement — are you happy
with this? If you are happy with this you will need to talk the children through the getting of equip-
ment far more closely, e.g. “You have two minutes to get what you need; don’t start, just get what
you need and then sit still.” Then stop them all, talk about the task, then set them away on it. Or just
have one table at a time getting the equipment. There was a time when only five children were actu-
ally sitting down, and only three of them were really doing anything.

The lesson note peters out after the introduction — what will you be doing/teaching during the
lesson? We need to know!

You will have to question the wisdom of putting all the resources together, e.g. there was a
constant (i.e. for ten minutes) throng round the beads — could this have been rearranged, or are you
making a rule that if there are two or three children there then no one else is to go there? After five
or six minutes stop them all, sit them down, calm them, talk (maybe about teaching points), then set
the children away again. This sort of lesson puts you in a high-stress situation — where you are work-
ing ten times as much as the children — are you happy with this? When you stopped all the children
(after 12 minutes) the effect was positive — you were able to make teaching points — do insist on
their attention — tell them to put down scissors, brushes, glue, materials. The dangers of this mass
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activity is that you end up by having to devote your time to instructions and behavioural points
rather than to teaching points — are you happy with this? How else could the lesson have been organ-
ised? Was there a fair payoff in children’s work for all your effort? Could you have got a better
pay-off by only having one or two groups at a time doing this?

Some of the children are using the materials for patterns, pictures and bas-relief 3D work
(using beads for snowmen) — are you happy with this (you grew aware of this as the lesson went on
— it should have been anticipated — proactive rather than reactive teaching)? There are different
degrees of accuracy and precision at work here. How will you know how well each child is perform-
ing, or are there some children giving less than their best? How can you ensure that the glue keeps
off the desk tops? Three desks have sizeable spillages. Are you happy that the children make up
their pictures as they go along, rather than trying things out before they start gluing — arranging and
rearranging and then gluing — i.e. are they planning and developing aesthetic criticism or just plonk-
ing things on uncritically? Many children were becoming increasingly frustrated because they were
‘going wrong’; placing before gluing would have averted this.

How can you use this lesson and yourself to develop aesthetic awareness, criticism, awareness
of media, materials, form, skills of fine motor control? This is all the stuff of a lesson plan.

It seems on rereading this that I have been rather negative about this lesson. In fact the chil-
dren are getting on quite well (after 35 minutes) and the results are interesting. You have provided
a good variety of materials, the children are quite absorbed in the topic; they are clearly learning
about the mechanics of the activity. I am concerned that more could have come out of the activity
and that your classroom organisation, organisation of the lesson, questioning of t