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is too early for children to start  
worrying about their own future jobs.

How do you think children can  
be best encouraged to achieve  
in school? 

Children rise to the expectations  
of their teachers and their parents.  
If you expect nothing, that’s precisely 
what you get. All children should be 
nurtured and encouraged to not just 
fulfil their potential but go beyond it.

And what do you think is the  
best way to develop children’s  
love of reading?

Read to them, read with them,  
develop stories with them. Play word 
games – both board games and 
computer games. Make reading FUN!

Who is your favourite writer?

I try to read everything by James Berry, 
Philip Pullman, Philip Ridley, Catherine 
Johnson, Jacqueline Roy, Jacqueline 
Wilson and Melvin Burgess. One book 
that would be in my top ten, though, 
would be Holes by Louis Sacher. If you 
haven’t read it, get hold of a copy as 
soon as possible!

What has been your favourite  
letter or email from a reader?

I’ve had so many over the years that  
it’s hard to pick just one. But the  
letters which really move me are the 
ones where the writer tells me they 
didn’t particularly like reading until they 
read one of my books and now they  
are avid readers of all kinds of books. 
Those sorts of letters make my day!

What is the thing you have done 
that you are most proud of?

I’m proud of my daughter, Lizzy.

And finally, what is your  
guilty pleasure?

Bacon and grilled banana sandwiches!  

Noughts and Crosses, the first  
book in the series, was published  
in 2001. It tells the story of Callum 
(a Nought) and Sephy (a Cross), 
friends since childhood but  
growing up in a world that  
decrees Noughts and Crosses 
shouldn’t mix.

Reviews called the story  
“complex and challenging” and 
“dramatic, moving and brave”, and 
Benjamin Zephaniah said that it was 
“so well crafted that I insist on 
calling it a work of art”.

There are now three further  

Noughts and Crosses

books in the series: Knife Edge, 
Checkmate and Double Cross.

Did you know?
• �Callum’s name comes from the Gaelic 

word ‘dove’ – meaning a peacemaker 
and a bringer of good things

• �In the USA, the book’s title  
didn’t have the same meaning –  
the game noughts and crosses  
is called tic-tac-toe there!

• �There were only meant to be three 
books – but after a while Malorie 
found that the characters started  
to ‘whisper again’...

Other books by  
Malorie Blackman

Foundation 
stage
Jessica Strange
Marty Monster
I Want A Cuddle!

Key Stage 1
Snow Dog
Space Race
The Monster  
Crisp-Guzzler

Key Stage 2
Cloud Busting
Whizziwig
Whizziwig Returns

 
Key Stage 3
Hacker 
Thief
Pig-Heart Boy
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In teacher learning communities, teachers apply assessment for 
learning, which uses constant teacher feedback to help students 
learn, to their own situations. Helen Green visits a north London 
comprehensive to find out how they work

 Twelve teachers, perched on bar  
stools round a science worktable,  
are telling their neighbours what 

frustrates them when setting up 
classroom discussions. The teachers’ 
conversations are animated, even at  
the end of a long school day.

The staff are members of a teacher 
learning community (TLC), one of eight 
at Edmonton County School. This one is 
called “Talk for Learning”, and this is the 
year’s first meeting. Every teacher 
belongs to one of these groups, in which 
they work out how to bring Assessment 
for Learning (Afl) into their practice.

The Talk for Learning group has listed 
the obstacles to productive discussions. 
These include lack of time, lack of 
courtesy, students who won’t talk, 
students who talk too much, and 
teachers who find it hard to resist  
their own love of talking.

Now that everyone knows what  
they need to work on, they will decide 
how to do it. Each will, with a partner, 
draw up a plan for a lesson focusing  
on productive discussions in small 
groups. Between now and the next 
session – there is one every half- 
term – the teachers will observe  

each other’s lessons and give 
constructive feedback.

Upstairs, members of the  
More Able and Talented TLC 

are deciding how they will 
implement student-led 

learning to stretch 
bright learners.  

“Our most able 
students don’t 
achieve as  
well as they 

should,” 
explains 
deputy 

head Louise Hulbert. “This is one way 
we’re trying to solve this.”

Louise is delighted to hear the spirited 
buzz in the room. “These are really deep 
discussions about how things will work,” 
she comments. “We don’t often see this 
elsewhere in the school.”

The group leader ends the session by 
giving the teachers “exit cards” to record 
what was helpful about the exercise, 
what they would have liked to have 

done differently, and what they want  
to do next time.

“There couldn’t be a more effective 
method of CPD,” declares Louise.  
“Staff are falling over themselves  
to lead the groups.”

TLCs were introduced into Edmonton 
County, where 23 per cent of students 
are eligible for free school meals and  
22 per cent have SEN, in January 2007. 
Since then, the school has seen steady 
improvements in GCSE grades. In 2007, 
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Having studied teacher effectiveness for 20 years, Professor Dylan Wiliam, 
deputy director of the IOE, is convinced that Afl, which is now part of the 
government’s national strategy for education, brings the greatest benefits to 
learners at the lowest cost. As he said recently: “A focus on Afl can generate  
as much as eight extra months of learning per year at a cost of only £2,000  
per classroom – around 20 times as cost-effective as class-size reduction,  
for example.”

But Professor Wiliam warns that the approach will only take off properly  
if teachers work together in TLCs to adapt Afl techniques to suit their own 
experience. “Simply telling teachers what to do doesn’t work,” he says. “It is 
impossible to prepare teachers for every situation they will face in the classroom.”

What is Afl?

43 per cent of students achieved five or 
more A*–Cs in subjects including English 
and maths. This rose to 44 per cent in 
2008 and 51 per cent in 2009. The 
results for five or more A*–Cs in all GCSE 
subjects went up from 54 per cent in 
2007 to 60 per cent in 2008 and 73 per 
cent this year. The proportion of lessons 
evaluated as good or better in formal 
observations has increased from 47 to 
80 per cent over the past two years.

The staff can’t prove that Afl is the 
cause of the improvement but they feel 
it has certainly helped.

When I question the focus on grades, 
Louise Hulbert nods. “Students’ work is 
better if we only give comments,” she 

says, “because if you give a 
grade, they tend to ignore the 
comment. But they’re going  
to get a grade when they take 
their GCSEs, so we use them 
productively.”

To this end, many subject areas in the 
school have rewritten the formal exam 
criteria in “student-speak”. This shows 
learners exactly what they have to do to 
move from a C to a B grade, for example. 

Samples of graded students’ work are 
displayed throughout the school. On 
one board, students can view essays 
graded “distinction” and “merit” to learn 
how to achieve these accolades. Another, 
headed “What grade am I?” shows the 
criteria for different marks in reading and 

There couldn’t be a more effective 
method of CPD. Staff are falling  
over themselves to lead the groups
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writing. “Afl is about students knowing 
where they are, where they’re trying to 
get and how to get there,” says Louise.

The Y10 food technology class is 
baking chocolate brownies. At the end 
they will use success criteria that they 
drew up beforehand to determine  
what makes a really good brownie.  
This “pre-flight checklist” technique  
is used throughout the school.

At the front of the classroom is  
a “NO HANDS UP PLEASE” poster –  
a picture of a raised hand covered  
by a circle with a line through it.

“If they raise their hands, the same 
people keep answering,” explains Louise. 
Instead, random answering systems  
are used: labelled lolly sticks or cards 

drawn from a box, a computerised 
name-randomiser. “It’s not threatening,” 
Louise reassures me. “If they don’t know 
the answer, they pass the question  
to a friend.”

One popular way of checking learning 
is “traffic lights”. Students hold up 
different coloured cards to show whether 
they have understood – red for “no”, 
orange for “not sure”, green for “yes”. 
Red- and orange-card holders may ask 
someone who has displayed a green card 
to explain. A room full of red cards shows 
the teacher where extra work is needed. 

Mini-whiteboards provide another 
means of instant feedback. The teacher 
poses a question; the students write the 
answers on their boards and hold them 

up, revealing immediately who knows 
and who doesn’t. 

When assessing each other’s work, 
students focus on the positive, pointing 
out something that was really good and 
something that could be improved.  
Some classes call this “two stars and  
a wish”; others name it WWW (what 
went well) and EBI (even better if).

The TLCs use the same techniques. 
Today the Talk for Learning group started 
out by writing their names on lolly sticks 
and putting them in a box. Next time, 
the More Able and Talented group will 
share what worked well and what didn’t 
in their lessons, and why. Teachers 
observing lessons will use “two stars  
and a wish” to feed back.

Louise admits that there was some 
resistance at first. “Getting everyone  
on board means getting people stuck  
in their ways to change,” she explains. 
“But people who have been doing the 
same thing for over 20 years have 
gradually started using Afl and it’s 
transformed their lessons. And the 
students are really engaged now.”

What if people say: “But I’m already 
doing this,” I wonder.  Louise smiles. 
“Then they’re using Afl,” she replies. 

Helen Green is a freelance writer
helengreen10@ntlworld.com

Duration: The initial project  
should run for two years to allow  
it to bed down
Constitution: Teachers need not be 
teaching the same subject or age group, 
but each member should have someone 
with a similar role in the group  
(sixth-form teacher, subject leader)
Size: Between 8 and 12 is most 
effective
Frequency: Once a month (or once 
every half-term, as per Edmonton 
County)
Format: Should be the same for  
each meeting, so that participants  
can concentrate on the content.  

Want to set up a TLC? Dylan Wiliam offers some suggestions 

For example:
•	�Introduction and presentation of 

learning intentions (5 minutes)
•	�Starter activity, such as a  

“one-minute whine” to help  
people focus (5 minutes)

•	�Feedback from previous meeting’s 
activity (25 minutes)

•	�New learning about Afl (20 minutes)
•	�Personal action planning  

(15 minutes)
•	Summary of learning (5 minutes)

Taken from Assessment for learning: 
what, why and how? (Dylan Wiliam, 
IOE Publications 2009)
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opinion

 DO THE words we use in our 
work matter? Of course  
they do. This is particularly 

true of commonplace terms, such  
as “learning” and “education”.

I am intrigued by the way 
“learning” has acquired a hallowed 
significance in some quarters. At the 
same time I am mystified about how 
the more difficult and morally loaded 
idea of “education” can be used 
almost perjoratively.

The two big ideas that have 
sustained my professional life are 
geography – the subject I teach –  
and education. For me, education in 
its broadest sense carries the idea of 
children developing understanding 
and a sense of themselves in the 
world. Teachers use subjects such  
as geography to introduce young 
people to disciplined thought and 
argument, putting information  
into a conceptual frame and  
enabling them to make sense  
of the world. This can be a fulfilling 
and enjoyable experience.

The trouble with

A variety of measures are narrowing the gap for those  
being educated – but what about the gap in education itself?  
David Lambert expresses his concerns

But it appears to me that there a 
growing division in England. The value 
attached to education for the purposes 
of understanding is no longer a given.  
It is being replaced by the apparent 
merits of generic learning skills, placing 
the stress on competence and learning 
power “for the twenty-first century”.

One of the challenges posed by 
advocates of a competence-led 
curriculum concerns the role and 
purpose of subject knowledge.  
The argument often seems to be that 

subjects are traditional, inward-looking 
and elite inventions, out of step with the 
information age.

I fear the impact of this challenge is that 
certain groups of children will be denied 
access to knowledge-making through 
subject enquiry. This matters: it is not 
desirable in a healthy democracy for the 
powerful subtly to exclude others from 
what they themselves value in education 
(that is, subject disciplines) – and then  
to say that it is for their own good.

The Geographical Association (GA)  
has attempted to map the role of 
geography as a subject discipline  
in an educational curriculum which 
encourages critical and creative thought 
(www.geography.org.uk/adifferentview). 
To do this, they have implicitly called on 

earlier cartographies of the idea  
of education. “Education” cannot be 
spoon-fed, dumbed-down or taught 
to the test. Geography is a resource 
that specialist teachers use to create 
experiences that challenge, excite  
and provoke worthwhile education. 

I therefore advocate for teachers 
who use a clear, evolving 
philosophical map to guide their 
goals and day-to-day work. This is 
not supplied by the curriculum  
satnav provided by the national 
strategies. Subcontracting 
educational thought to government 
or commercial agencies is akin to 
treating your journey as an 
inconvenience to be overcome by a 

machine. Usually it “works” 
– in that you successfully 
get from A to B. But think 
about all the opportunities 
you miss on the way, being 
focused only on the 

prescribed route! Often the satnav’s 
instructions are superfluous. 
Sometimes they are plain wrong.  
At the very least, it is not sensible to 
become over-reliant on the machine.

This is why school teachers benefit 
from engagement with subject 
specialism. It is a prime source of 
their identity, and their capacity  
to operate independently. It is an 
important component of education – 
and one of the means to give 
meaning to learning. 

David Lambert is professor  
of geography education at the 
IOE and chief executive of the 
Geographical Association

Geography creates experiences 
that challenge, excite and provoke 
worthwhile education

learning
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 WHEN Somali children arrive  
In London schools, they have 
often lived lives that would 

be unthinkable for their classmates.  
They may have seen armed conflict,  
the ravages of diseases that barely exist 
in the developed world, or famine. 
Somali refugees have fled a civil war 
which has lasted nearly 20 years. The 
children frequently face racial bullying 
on the streets, and can have trouble 
integrating into school life.

Glebe First and Middle School in 
Kenton, north London is working to help 
Somali children and families overcome 
these difficulties. Its policies aimed  

at closing the gap in a particularly 
deprived neighbourhood have yielded 
some impressive results.

The school decided to focus on  
the Somali community because large 
numbers of pupils from this group  
were found to be struggling in school.

“Glebe School is situated in a 
particularly deprived area,” explains 
deputy head Martine Clarke. “There is a 
high concentration of social housing and 
unemployment, the largest minority ethnic 
population with 97 per cent coming  
from groups other than White British,  
and many families with low incomes.”

Many children arrive at Glebe unable  

Happy 
	families

Somali children make up the largest refugee group in UK schools, 
but have consistently been at the bottom of achievement tables. 
But schools, children and their parents can work together  
for a brighter future, as James Russell finds out 

to speak much English – for 92 per cent 
of the pupils, English is not the first 
language at home. In fact 27 different 
languages are spoken. A high proportion 
have other indicators of disadvantage:  
31 per cent claiming free school meals, 
25 per cent on the SEN register, and 
many with behavioural issues.

 An analysis of the school’s English  
as an Additional Language (EAL) data 
identified 24 children from reception  
to Year 7 as having made no or very little 
progress in a whole year. Twenty of those 
children were from Somali families.

Issues also included poor attendance – 
less than 80 per cent in a year in some 
cases. “Some children come from very 
large families, where the parents may 
not have the time or English language  
skills to help the children with their 
schooling,” explains Martine. 

“Narrowing the gap” is also one  
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of the aims of the London Challenge, 
which was established in 2003 to tackle 
educational underperformance across  
the capital and break the link between 
deprivation and underachievement.  
It is aimed at reducing inequalities in 
achievement in schools, be it between 
different ethnic groups, boys and girls, 
or different social groups.

As a result of the Challenge, London 
has made significant improvements in its 
educational success. It now outperforms 
the national average of pupils achieving 
five or more GCCEs at A*–C grades.  
The city is also outstripping the national 
average of improvement in education  
at a faster rate.

As part of the Canons Cluster project, 
a group of schools which work together 
to address local needs, Glebe is one of 
31 schools involved in the Narrowing  
the Gap project.

Activities implemented at Glebe 
include twilight study groups as part  
of the extended school programme, 
which concentrates on a different area 
of the curriculum each year. Last year 
this was maths, with extra-curricular 
classes provided so that parents could 
attend with their children. “The children 
really enjoyed these and played maths 
games with great enthusiasm, which 
helped get them interested in the 
subject,” says Martine.

“The classes are run by two Somali 
speakers, which helps the parents feel  
at ease. It makes it easier for the children 
to learn with someone speaking their 
first language.” 

The improvements were substantial:  
73 per cent of the pupils went up two 
sub-levels, including 32 per cent who 
made three or more sub-levels’ progress.

Extended school opportunities also 

provide the local community with  
a craft and language cafe, where they 
can continue to use their English while 
learning new skills. This has helped the 
pupils to develop a positive attitude 
towards school, explains Martine.  
“The children referred to it as ‘Somali 
Club’, which seemed to make them  
feel a little special.”

In addition, Glebe runs a Somali focus 
group session once a term, which helps 
the families to support their children’s 
learning and settle them into the  

school. Parent ambassadors have been 
introduced to help communication 
between the parents and the school,  
one of whom is a Somali speaker who 
has gained DCSF recognition for the work  
she has done within the community. 

“Since some of the parents have had 
little or no schooling themselves, this 
ensures they are not intimidated by  
the school and their child’s education 
and helps the parents to get involved  
in school life,” explains Martine.

New initiatives for raising attendance 
have been very successful, 
raising the average annual 
attendance for the group  
from around 85 per cent  
to 91 per cent in one year,  
and bringing it within three 

percentage points of the whole 
school’s attendance. 

Pupils appear to have  
been motivated by a sense  
of belonging

“There has been very positive feedback 
from the targeted families. The pupils 
appear to have been motivated through a 
sense of belonging, attendance has been 
improved throughout the school and 
providers have been united in delivering 
raised standards,” says Martine.

Other actions taken include staff 
training on Somali culture to help  
them understand the needs of the 
pupils, surveys of pupils’ attitudes to 
learning to assess where improvements 
are needed, and additional resources 
such as laptops for focus pupils, which 
were purchased with funding from  
the Canons Cluster – something that  
the children were particularly excited 
about, according to Martine.

How to make this kind of programme 
work in other schools? Martine  
identifies some key points: rigorous 
analysis of your data, continued and 
constant information sharing, 
highlighting areas for further 
development of the ‘whole’ child,  
and, “crucially, ensuring fluidity and 
flexibility so that changes can be  
made to meet the needs of the pupil  
and their family.” 

of the pupils went  up two sub-levels

of pupils made  

three or more  

sub-levels’ progress
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 The researcher looks a little nervous 
as she sifts through her papers, 
preparing to present her findings 

to a conference of peers. She glances at 
her colleagues, who give her reassurance 
from a table behind her, and signals  
to the technician that it is time to start 
the presentation. Then she begins to 
describe the team’s research on  
how teachers can make their lessons 
more effective.

All sounds familiar, but this is not your 
usual conference. The team of three 
researchers are Year 10 students at the 
Lilian Baylis Technology School in 
Lambeth. They, and most of the audience, 
have been taking part in a programme 
called the Transatlantic School Innovation 
Alliance (TSIA), proposed in 2006 by the 
former Department for Education and 
Skills to raise education standards in 
disadvantaged areas in London and  
New York.

Sixteen schools – eight in each city – 
are involved in TSIA, which is run by the 

Special 
relationships
How can schools on both sides of the Atlantic close the literacy 
gap? By doing research together? Helen Green reports

Department for Children, Schools and 
Families (DCSF) in England, with the  
IOE providing research and support 
alongside the Annenberg Institute for 
School Reform in the USA.

UK programme lead Wendy Parmley, 
from the government’s Joint International 
Unit, explains: “New York and London 
face similar challenges, so we wanted  
to try to find mutual solutions.”

In 2004, headteachers and government 
officials from the two cities began an 
18-month series of meetings, which 
included visits to schools in each, to 
hammer out the shared issues. In 2006, 
Marble Hill School in the Bronx, New 
York, was paired with Bow School in 
London’s East End to work on adolescent 
literacy and communication skills.

Students communicated through 
video conferencing, internet-based 
Skype calls and emails. Teachers  
devised lessons together and delivered 
them simultaneously, despite the  
five-hour time gap.

“Once the students had met on Skype, 
teachers asked them to write down  
what they wanted to communicate,” 
says Wendy. “Because the teenagers 
were keen to impress their new friends 
across the Atlantic, they were motivated 
to write accurately and use correct 
punctuation and spelling.

“We found that not only did their 
performance rise – their attendance  
and engagement did, too.”

New York students who normally slept 
until 10am got up at 7.00 to be at school 
for their 9.00 video conference. And 
instead of rushing home, the London 
students stayed on for after-school clubs.

By the end of 2007, funding had  
been secured from the DCSF’s 
Innovation Unit to expand the initiative, 
and eight schools in the London 
Challenge area were partnered with 
similar schools in New York.

At first the programme was teacher-
led. Later, an IOE team devised the 
“students as researchers” strand to 
engage the students more actively.

The team, led by senior lecturer  
Dr Karen Edge, researcher James Lawrie 
and student engagement expert 
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Professor Michael Fielding, taught 
students from six of the London schools 
how to go about research. 

“We ran the sessions similarly to our 
masters research training,” explains 
Karen. “We asked: ‘What is research?’ 
‘How do you hear about research?’  
‘Why is research important?’

“Then we showed the students that 
they already did research – if they were 
deciding what kind of trainers to buy, 
they would ask people and weigh up  
the options.”

Back at school, the students plunged 
into their projects. A team at Bow School 
used a questionnaire-hosting website  
to find out what people thought the 
project’s learning objectives were. The 
City of London Academy group designed 
a survey to determine the best ways  
of communicating between schools  
in the two cities. And the Skinners’ 
Company’s School for Girls researchers 
used Skype interviews to learn about 
student motivation.

“They got on with the work brilliantly,” 
says James Lawrie. “They were guided  
by teachers who know the importance  
of supporting students while taking  
a step back.”

A month later, the IOE team visited  
the schools to iron out difficulties,  
such as how to make sense of the data 
students had collected. The young 
people presented their subsequent 

analyses in pictures, graphs and charts 
and shared their findings with staff and 
students in their own and partner 
schools and with the DCSF. 

Six months later, they communicated 
their findings to over 100 people, 
including academics and government 
representatives, assembled at the IOE.

The Lilian Baylis team found the most 
useful teaching methods to be short, 
structured writing tasks, practical group 
work and whole-class reading. They 
recommended further research on the 

relative effectiveness of different lengths 
of activity. 

The Leigh Technology Academy group 
concluded that though technology is 
popular, teachers are equally important 
and technology should not be used  
all the time.

And students from Westminster 
Academy decided that participating  
in the project had resulted in improved 
literacy skills and self-confidence on  
both sides of the Atlantic.

The international aspect also proved 
beneficial. The Bow School team found 
that the project had made them more 

aware of global issues such as  
abortion and capital punishment.

Most teams felt that the TSIA  
would benefit from inter-city student 
visits and asked the organisers to 
consider funding these. “We would  
get to know each other and each  
other’s countries,” they explained. 

“The students are amazing,” 
comments Karen Edge. “Their verbal, 
interpersonal and persuasive skills  
have developed. They have become 
confident public speakers, and they  
talk fluently about the value of  
their findings.”

The project has expanded to link the 
other City Challenge areas – the Black 
Country and Greater Manchester –  
to Washington DC and Boston. The 
research focus could also broaden – 
projects mooted include boys’ 
underachievement, maths phobia and 
low aspiration in teenage girls.

“Our goal is to enable young people  
in deprived communities to be just as 
well-placed for adult life as those in 
wealthier parts of their cities,” says 
Wendy, “and to achieve as highly as 
those who come from families with  
the wherewithal and finances to back 
what they’re doing.” 

Helen Green is a freelance writer
helengreen10@ntlworld.com

New York and London  
face similar challenges,  
so we wanted to try to find 
mutual solutions

London InstEd issue 9 autumn term 17



18 London InstEd issue 9 autumn term

FIRST PERSON

 MY father left school at 12  
and my mother at 14, which 
made them ambitious for  

me to take advantage of the educational 
opportunities they hadn’t had. I went 
through the 11-plus system, attended 
Scarborough High School for Boys,  
and came to London for my 
undergraduate studies at UCL.

Capital gains
John Hall has been a university lecturer, worked in local 
government and was the regional director of London Aimhigher. 
Now, as head of unit at SHELL – London Higher’s project  
for School–HE Links in London – he tells us what he’s doing  
to link up young Londoners with university places in the city

The richness, diversity and strength  
of the university sector here in the 
capital is, I think, unmatched in 
European cities. London Higher likes  
to call London the world’s knowledge 
capital from the higher education 
viewpoint, and of course people  
working with learners from the early 
years to colleges are equally ambitious  

to provide world-class education.
London has a better overall 

participation rate in higher education 
than the national average, but there is 
enormous variation in access. I believe 
it’s vitally important that young people 
from more disadvantaged parts of 
London, and from disadvantaged 
families, are encouraged to benefit  
from the richness of the educational 
landscape around them – and this  
is why the SHELL project exists.  

During the evolution of the London 
Challenge, I was involved in discussions 
between Geoff Whitty, director of the 
Institute of Education, Leisha Fullick, and 
the ministers Andrew Adonis and Bill 
Rammell, about how to promote better 
working relationships between London 
universities and schools. Andrew Adonis 
“did the math” and realised that with 
400+ secondary schools in London and, 
uniquely, more than 40 higher education 
institutions, there was a strong basis for 
the capital’s schools and universities to 
work more purposefully together. 

In July 2008 two London Challenge 
pledges were announced that involved 
London’s HE sector: that by 2011 every 
maintained secondary school in London 
will have a partnership with a London 
higher education institution (HEI); and 
that, by the same date, a higher 
proportion of young Londoners will  
go on to higher education, including  
the most competitive universities.

Then, in the spring of this year, 
ministers approved London Higher’s 
delivery plan, overseen by Professor 
Malcolm Gillies (vice-chancellor of 
London Metropolitan University from 
January 2010) for how the SHELL  
project would put these promises  
into action. As head of the project, 
 I now have two years to deliver. 

We’re working hard on a number  
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of projects at the moment. One is the 
creation of an online directory that 
schools can use to find out how to make 
contact with universities, and equally so 
that universities know who will be their 
“one-stop shop” for schools liaison. 

The directory will also help schools 
find out how best to get into specific 
subject areas in universities. This was  
as a result of a survey in which schools  
told us that what they really wanted  
was stronger curriculum-based  
links, partly for the enrichment  
of teacher experience.

We’ve been identifying schools  
that, for one reason or another, are  
not cropping up on indicators of 
engagement with universities. This 
might mean schools which are not active 
in programmes like Aimhigher or Gifted 
and Talented, or schools with pupils 
from 11 to 16 only, which are no longer 
working with pupils when they apply to 
university. We can work with Aimhigher 
coordinators, who know intimately the 
secondary landscape in their borough, 
to help these schools get engaged. 

For me, a typical week involves listening, 
devising, negotiating – and as many other 
“ings” as I can fit in! Yesterday I was 
selling the role of SHELL and the way 
we’re working to advisory headteachers 
as part of the London Challenge, and 
talking to Action on Access about higher 
education collaboration.

I’m also usually getting out and meeting 
with our partners, such as the Specialist 
Schools and Academies Trust, to find out 
what settings they’re working in and what 
might be the barriers to what we’re trying 
to achieve. SHELL only has one and a half 
members of staff, so partnership working 
is very important for us.

An important principle for SHELL is  
that there should be strong reciprocity 
between schools and the university sector. 
No one wants to encourage the idea that 
it is only universities “doing unto” schools. 
Universities have a lot to learn from the 
way schools are organised and what and 
how their students are learning.

This reciprocity can be seen on the 
board of SHELL, which is now jointly 
chaired by Professor Malcolm Gillies, 
driver of the initial SHELL delivery plan, 

and Professor David Woods, chief 
advisor for London schools. And I’d like 
to see similar combinations on school 
governing boards and university 
governing bodies – more recruitment  
of school governors from the HE sector, 
and equally more knowledge of the 
school sector on university councils.  
I’m also really pleased that the president 
of the University of London Students’ 
Union is a member of the board.

SHELL is currently focused on 

secondary schools, and particularly  
the pre-16 experience. But if resources 
were available I’d love to work more 
closely with primary schools. Over the 
next 18 months I hope to be talking to 
headteachers about the importance of 
transitions from primary school. I think 
SHELL can help pupils moving from 
primary school and their parents to get  
a better understanding of what higher 
education is all about.

Many of our partners are keen to learn 
best practice from overseas. I recently met 
a headteacher who had visited Chicago 
and was greatly enthused by the 

collaborations there between schools, 
colleges and universities. In the USA, 
universities are often more energetic  
in encouraging their students to engage 
in community involvement – there are 
league tables for American universities 
showing how their students get involved.

But in the British context too, lots of 
students are beginning to do mentoring 
schemes with schools. That’s one of the 
most effective ways in which pupils can 
have a feeling for what it’s like to be  
at university; we know it’s especially 
important if pupils can relate to the 
person they’re meeting. And of course 
there is e-mentoring. It doesn’t always 
have to be face to face. 

SHELL is due to run until 2011, and 
looking forward, we want schools to feel 
that it’s their right to have easier access  
to higher education. Equally, it should  
be easier for HEIs to support schools in 
whichever way they want. What I want is 
for the SHELL approach to be instinctive 
for both sectors – not an acronym for  
Yet Another Well-meaning Project.  

There should be strong 
reciprocity between schools 
and the university sector

Find out more about SHELL at  
www.londonhigher.ac.uk
See also the London Education 
Partnership Awards at  
www.lepawards.org.uk



early years

l   ve
 IT IS breakfast time in Rainbow group. 

Seven children and adults are seated 
around a neatly laid table. They are 

quartering their slices of toast and 
discussing how many like jam and  
who prefers honey.

A bear puppet comes to the table  
to help a boy with speech and language 

difficulties. The bear says he  
loves honey, too, just  

like Winnie-the-P…?
“Pooh!” a couple of 

children help him out. 
For Wendy Harrison, 
teacher (and puppeteer)  
of this nurture group  
at Tottenhall Infants  

in Enfield, 
everything 

offers an 
opportunity  
for talk,  

for learning 
about words 

and numbers, to 
learn table manners, 
for sharing and 
cooperation.  
The physical  
nurture of food  
is very important.

difficulties can usually reintegrate into 
mainstream classes within four terms. 

“Theories of attachment say you can 
re-establish attachment,” says Kim Insley, 
acting director of CPD at the Institute  
of Education. “Even some adults make 
attachments for the first time in their  
first relationships, and they often say,  
‘It was the first time anyone really 
believed in me.’”

There are now about 1,000 nurture 
groups in schools across the country. The 
IOE runs two courses (focusing broadly 
on theory and practice), and take-up is 
increasing, says Kim. Last year, the first 
course was attended by about 100 
teachers, teaching assistants, local authority 
advisers, educational psychologists and 
school leaders from the London area.  
The second course, which is new, helps 
practitioners manage inappropriate 
behaviour and develop the curriculum. 

While most nurture groups serve 
young children, they are increasingly 
being found to work for older primary 
and even secondary children. Boys of  
12 or 13 work through the early learning 
they missed by playing with sand, and 
developing sibling-like relationships  
with others in the group. 

St Nicholas School in Merstham,  
Surrey, a boys’ SEBD/LD special secondary, 
has recently established a nurture group. 
“The difference between the nurture 
group boys and the others is a chasm,” 
says TA Sarah Cushion. “They’re far more 
settled, and much nicer to be around.” 

After the family-style meal, there’s  
a rota for washing and drying up in  
the room’s integral kitchen. The other 
children ask if they may leave the table 
and play at the water tray. 

Nurture groups are growing in 
popularity, not because they’re trendy  
or mandated by the government,  
but because they work.

According to attachment theory,  
early bonds have a tremendous impact 
continuing throughout life. Teachers can 
recognise the sorts of children who have 
missed this crucial development stage. 
They may, for instance, have been 
abused, had parents who are addicts, 
mums with severe post-natal depression 
or been in care.

Such children are likely to “act out”, or 
conversely to be quiet and withdrawn. But 
the family atmosphere of nurture groups, 
with their non-judgmental and loving but 
firm adults, careful structure and rigorous 
approach to learning, mean that even 
children with learning or behavioural 

The food of

Children who don’t form secure, trusting bonds with their 
caregivers can have trouble learning. But it’s never too late  
to compensate – Diane Hofkins visits a nurture group  
to find out how

One boy came top in maths. 
Previously he was known  
as ‘the naughty boy’
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1.	�Children’s learning is 
understood developmentally

2.	The classroom offers a safe base
3.	�Nurture is important for the 

development of self-esteem
4.	�Language is understood as a 

vital means of communication
5.	All behaviour is communication
6.	�Transitions are significant in the 

lives of children
The Nurture Group Network  
www.nurturegroups.org

The six principles of 
nurture groups

head at Tottenhall, says: “One little  
boy had a difficult time. You could see 
him coming out of his shell. You could 
see him changing from being a closed 
little person to an open one.” 

• Understanding the Theory and  
Practice of Nurture Groups and 
Managing Teaching and Learning  
in the Nurture Groups are the IOE 
courses. Contact cpd@ioe.ac.uk

The language of nurture groups 
deliberately uses early childhood 
metaphors, explains Kim. “If we don’t 
develop basic trust as babies, we find  
it very difficult to develop other aspects  
of early learning. Our behaviour is 
affected,” she says. Children, even aged 
10 or 11, may throw tantrums and 
exhibit other aggressive behaviour, and 
they are treated in much the same way 
as a two-year-old would be. A child can’t 
be allowed to hurt themselves or others.

“After two terms the children will be 
reassessed and it’s likely we can start 
‘weaning’ the child back into the 
classroom,” she says. “We do it 
gradually, and by the fifth term,  
the child should be fully integrated.”

While some research has suggested 
that nurture groups don’t work for 
children with special needs, practitioners 
are convinced they do, says Kim, and 
further research is underway.

At the start, the child will spend  
most of his or her time in the nurture 
group, joining their mainstream class  
for registration, PE or creative work.  
Gill Buckland, head of Early Assessment, 
Screening and Intervention (EASI) in 
Enfield, says, “They join their class for 
anything at which they excel. One boy 
went to his class and came top in  
maths. Previously he was known  
as ‘the naughty boy’.

“You can have a child who’s totally 
scrambled about what’s happening in his 
life, but he will be gifted in some area.”

The nurture group’s place in the 
school is key. At Tottenhall, it’s at the 
heart. “Nurture groups only work where 
there’s a whole school commitment. 
There has to be training for all the 
teaching and support staff,” says Gill. 
The backing of the local authority, 
governors and senior staff is essential; 
Enfield spends nearly £1 million a year 
supporting nurture groups.

“There must be regular liaison time,” 
Gill explained to practitioners on an IOE 
course. “Otherwise the child becomes 
your responsibility to ‘cure’. The child is 
everybody’s responsibility.”

In Rainbow group, Wendy’s 
enthusiasm for every child’s achievements 
is boundless, and she and TA Marian 
Showunmi are generous with praise and 
affection. Like good parents, they dislike 
bad behaviour, but love the child.

Should play get too noisy, no one is 
told off, but children may be guided in  
a new direction. For example, a boy 
beating loudly on a drum one day was 
approached by Marian after a wink  
from Wendy. A minute later, the two 
were singing happily together.

Parents, staff and tutors speak of the 
huge boost to self-esteem that nurture 
groups bring. Sian Mainwaring, acting 

Diane Hofkins is a freelance 
journalist hofki@mac.com
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A girls’ school in London’s poorest borough gets more than 80 per cent  
of its sixth-formers into top universities. Diane Hofkins reports

East side story
 MULBERRY School for Girls 

sends young women out into 
the world, ready to take it on. 

Before leaving school, they will have 
gained the confidence which comes 
from being able to perform and 
speak in public, from artistic 
endeavour, from travel and from 
the responsibilities of leadership.  
The girls are committed to their 
studies, to each other, to the 
school, and to making the world  
a better place.

“Strong business links 
complement the already sharp focus 
on academic standards so that 
students are very well prepared for 
their future economic well-being,” 

said Ofsted of the school in 2007.
As a designated 
international school, 

Mulberry’s students run an annual youth 
conference attended by young people 
from 17 London schools and delegates 
from abroad. Previous events have 
featured speakers such as Liberty’s director 
Shami Chakrabarti and musical rebel Billy 
Bragg, who left them an autographed 
guitar. Students do everything: inviting the 
speakers, organising the arrangements, 
preparing the food.

Students and their parents believe in 
hard work and in the power of education 
to open up their futures. But this is by no 
means a “posh” school. Mulberry is 
reached by walking through jangling 
street markets, past old tenements and 
newer social housing, by City offices and 
noisy traffic. Look up and there is the 
Gherkin. This is one of England’s most 
deprived boroughs, Tower Hamlets, with 
a spending allocation of £6,000 per 
secondary pupil. 

Ninety-six per cent of Mulberry’s 
students come from Bangladeshi families, 
and many are recent immigrants. Nearly 
all speak English as an additional 

language and the proportion taking  
up free school meals is five times 

the national average. Yet 
between 80 and 
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90 per cent of Mulberry’s Year 13 
students go to university every year, 
mostly to top London institutions such  
as LSE and Imperial College. Its A-level 
results are rated “outstanding”.

Mulberry’s challenge is to provide  
its students with every opportunity for 
the personal development, confidence-
building and cultural framework that 
middle-class children would expect, 
despite the extreme poverty in which 
many of them live. For headteacher 
Vanessa Ogden, this means making 
available real experiences in every sphere 
– drama, music, sport, leadership,  
art (it became a specialist arts college  
in 2006), public speaking, business, 
dance and more – so that every one  
of the 1,400 girls finds her talents.

Last year, ten Year 10 girls, working 
with writer in residence Fin Kennedy  
and theatre director Julia Voce, brought 
their production Mehndi Nights to  
the Edinburgh Fringe, “working in  
the same space as professionals,”  
says Ogden. They earned a four-star 
rating from The Scotsman. 

Mulberry girls host London’s model  
UN on behalf of Merrill Lynch, and two 
groups of six girls have attended the UN 
schools’ conference in New York and had 
the chance to live with families there. “It’s 
a great opportunity to speak in the hall 
and represent the country,” says Ogden. 
In addition to Mulberry Theatre Company, 

there are Mulberry Films and Mulberry 
Radio. Students go to sports academies, 
are assisted by Reuters with journalistic 
practice, and forge links with countries 
on different continents.

No-one is left behind. Through the 
Magic Me organisation, girls work with 
older women of all backgrounds on art 
projects. The participants this year were 
“a small group of girls who need that 
extra involvement to develop their 

confidence further”, says the head. She 
is determined that every pupil should 
have an equal opportunity to succeed, 
whatever her ability. “Any girl who 
comes to school has a right to continue 
her education in the same way,” she 
says. It means some girls, usually with 
special needs, spend three or four years 
in the sixth form. One such student 
gained four As at A-level. 

Meanwhile, two girls are applying  
to Cambridge and Harvard this year,  
24 are taking up an Oxbridge  
mentoring programme and a few 
attended a summer school at Eton.

“We take the view that there are two 
pillars to educational provision,” says 
Vanessa Ogden. “One is about pedagogy 

Diane Hofkins is a freelance  
journalist hofki@mac.com

and what happens in the classroom. 
That’s where the teaching happens that 
enables students to become qualified.

“The second pillar is around pastoral 
care and well-being – creating a sense  
of personal achievement which builds 
confidence and which enables young 
women to take risks in terms of being 
enterprising and creative, and being  
able to develop leadership skills as well. 
We want them to become confident in 
their capacity to create some kind of 
positive social change. It’s important  
to get the balance right.”

The motto in the entrance hallway  
is Confidence, Creativity, Leadership  
and Learning for Young Women.  
This ethos helps to break down social 
barriers, Vanessa says. “These girls 
deserve it. They work, they’re ambitious, 
their parents are ambitious for them, 
they want to do well.” 

This article is extracted from “Enriching 
the Experience of Schooling”, a Teaching 
and Learning Research Programme 
(TLRP) Commentary. The TLRP, which  
is based at the IOE and funded by  
the Economic and Social Research 
Council, is the UK’s largest education 
research programme.

The head is determined that 
every pupil should have an 
equal opportunity to succeed
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INSIGHT

Three teaching assistants from the IOE’s undergraduate 
programmes explain how their own progress and achievements 
enable them to close the gap for children

supporting
Best

BEING a teaching assistant is the only 
job I have ever had where, on Sunday 
evenings, I don’t feel dread for the week 
to come. In fact, I’m happy and often 
excited about returning to work.

I work with Year 1 and 2 pupils at St 
Giles’ School, a special school for pupils 
aged from 5 to 18 who have physical 
disabilities and associated complex 
medical needs and learning difficulties. 

The typical school day can be a frantic 
blur! Classroom activities are incredibly 
hands-on and involve intensive 

roles
with an autistic spectrum disorder –  
is frequent and helps our students  
to cope with change.

At St Giles, all pupils are expected  
to strive to achieve their full potential. 
They come from a wide catchment  
area, including inner-city and  
suburban environments.

We want our pupils to achieve 
personal growth in an atmosphere  
of mutual respect, energy and 
enthusiasm. Teachers, medical staff  
and therapists work as a team in 
partnership with pupils, their families 
and the school governors.

Recently, some of the children were 
involved in a music initiative where 
classes from different schools, including 
mainstream schools, sang at Fairfield 
Halls in front of a full house. These kind 
of opportunities instil our pupils with 
confidence and the ability to bridge  
the achievement gap.

At the final concert, one of our pupils 
– who has cerebral palsy – performed a 
solo with a child from a different school. 
When it was the turn of the other child 
to sing, she was unable to reach the 
microphone. Our student helpfully 
lowered the stand for her, enabling  
her to sing and prompting a round  
of applause. 

Studying for my foundation degree  
at the IOE has enabled me to combine 
my experience and day-to-day 
knowledge with theory. It has made  
me realise that I love what I do and  
that the teaching assistant’s role is 
integral to special education, even if  
it is not always appreciated or financially 
rewarded as such! 

interaction with small groups or 
individuals. We regularly use sensory 
rooms, both light and dark, where  
we engage children in learning  
through movement-based activities.

In addition, many classroom  
activities involve sensory exploration. 
We’ve incorporated visual and tactile 
timetables to encourage those who  
are resistant or visually impaired.  
The use of social stories – which  
describe social situations that are 
difficult or confusing for someone  

Joe Medland
St Giles’ School, Croydon
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IN MY current post, at Archbishop 
Tenison’s School in south London,  
I work with students with learning 
difficulties in Year 7.

I’ve been at this school for two  
years, but have been a teaching  
assistant since 2004, when I started 
my BEd at the IOE. In that time, I have 
worked in both primary and secondary 
schools in London. 

Although the school’s results are 
excellent – last year, 69 per cent of 
students achieved five A* to C grades 
in their GCSEs – it does have some 
issues to overcome, including behaviour 
difficulties for some pupils. We offer 
courses in social skills and anger 
management for these students, where 
educational psychologists help them 
to adjust their behaviour to conform 
with the school’s code of discipline. 
This promotes effective teaching and 
learning for everyone.

As part of my work in the classroom, 
I act as a second pair of eyes, observing 
which students appear to be struggling 
with their work and offering assistance 
to them. When students have difficulties 

with numeracy and literacy, I offer them 
one-to-one tuition outside the classroom 
to enhance their development. 

Studying at the IOE really helped me 
to develop the skills I need to meet the 
day-to-day challenges involved in this 
work. Learning about the psychology  
of education was especially important 
for my interactions with the pupils.

Emmanuel Darko
Archbishop Tenison’s  
School, Lambeth

The students who have been  
given one-to-one tuition have become  
a real success story. This has come  
as a result of teachers and TAs,  
including myself, providing praise, 
encouragement and support.  
We try to show students how much  
we value them, thereby building  
their self-esteem.  

Marie-Camille St Louis
Friars Primary Foundation 
School, Southwark

of literacy as a gateway to achievement, 
and encouraging a love of reading in all 
children is something that I constantly 
aspire to. I try to read with pupils 
whenever there is a spare moment. I think 
it’s vital that children enjoy what they 
read, so if a reluctant reader only wants 
to read a Simpsons comic book, that’s 
fine with me – as long as they’re reading.

I feel incredibly lucky to have a job  
that I’m passionate about. But helping 
to shape children’s lives can be 
challenging, so teamwork is important.

I am fortunate to work in a school 
that has strong pastoral values, where 
we make time to see each child as an 
individual and attend to their unique 
needs. There may be occasions when a 
child needs time out of class to resolve 
difficulties they’re experiencing, either  
at home or at school. Having the time  
to listen to a child is crucial; they need to 
know that you care, and this gives them 
an added sense of their own self-worth.  

I’VE WORKED as a teaching assistant in 
an inner-city mainstream primary school 
for the last four years. Although my job 
involves to a large extent facilitating 
children’s understanding of the school 
curriculum, ensuring their social 
and emotional well-being is equally 
important to me.

A crucial part of my role is helping 
to build self-esteem in children who 
sometimes don’t know how to believe in 
themselves. I don’t think that a child can 
achieve their full potential if they lack self-
esteem; the two complement each other. 

Part of building self-esteem is having 
high expectations of all children, 
regardless of what their perceived ability 
for learning is. When a child has put a lot 
of effort into their work, or has displayed 
positive behaviour, praise is my best tool. 
I tell them exactly what it is they’ve done 
that’s so wonderful, which gives them 
something tangible to hold onto.

I’m a great believer in the power  



SCHOOL TRIPS

The days are getting shorter but that doesn’t have to mean the end  
of school trips. Sasha Bishop suggests a range of options for class visits  
for those prepared to brave the weather, and some indoor alternatives

Winter
wonders

Somerset House
www.somersethouse.org.uk
Dates: 17 November to 24 January
Highlights: Skate under the Tiffany Tree in the 
beautiful 18th century courtyard. Combine with  
a guided tour of Somerset House or head to the 
Courtauld Institute for gallery talks, workshops  
or self-guided visits. 
Costs: Skating: Under 13s and students (specific 
dates only) £7.50; adults £10.50. Group discounts 
available. House and Institute entry: free. Courtauld 
workshops: £75 per group of 30 pupils.  
Transport: Temple, Covent Garden, Charing Cross 
or Embankment tube, Charing Cross, Waterloo or 
Blackfriars rail, local buses 6, 9, 11, 13, 15, 23, 77a, 
91 and 176

Tower of London
www.hrp.org.uk/
toweroflondon
Dates: 21 November to 10 January
Highlights: Combine skating 
around 1,000 years of history with 
a visit to the Tower and/or an 
education session. Wheelchairs 
welcome on the ice.
Costs: Skating: Under-16s £7.50; 
concessions £9.50; adults £10 (off-
peak). Groups of 20+ qualify for 
10% discount. Tower: KS1–4 
£3.75; KS5–6 and higher and 
further education £5.25. 
Accompanying adults free of 
charge up to the following ratios: 
students aged 6 years and under 
1:5, students aged 7-16 years 1:10; 
additional adults £15.30. 
Education sessions: £90–£100 per 
session for 30 children maximum
Transport: Tower Hill tube, 
Fenchurch Street or London Bridge 
train, Tower Gateway DLR, Tower 
Pier riverboat
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Natural History Museum
www.nhm.ac.uk
Dates: 5 November to 17 January
Highlights: Go back to the ice age at the museum’s 
main 1,000m2 rink linked by an ice bridge to a 
smaller rink for younger children. Combine with self-
led Explore and Discover guides of the mammals or ecology galleries 
illustrating how mammals survive in ice-cold conditions, how they adapt to 
different habitats and the effects of global warming on the polar ice caps.

Costs: Skating: 5–16s £7 (in 
school groups of 10+, teachers 
go free). Museum: Explore and 
Discover guides 50p per resource 
if booked and paid for in advance
Transport: South Kensington 
tube, Cromwell Road coach drop-
off point, local buses 14, 49, 70, 
74, 345, 360, 414 and C1P
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If you are a London state school, you might be eligible for free travel. See www.tfl.gov.uk/schoolparty for more details

London InstEd issue 9 autumn term 27

British Library
www.bl.uk

Highlights: Take the Shark Walk and get a bird’s eye view 
of these fearsome creatures; keep out of reach for the 

piranha feeding times; get up close and personal with 
the turtles and rays in the underwater tunnel; and be 
amazed by the colourful seahorses and tropical fish. 

Costs: 3–5s £5; 6–14s £5.50; 15–18s in groups of 10+ 
£9.25; one teacher free for every five children aged 3–5,  
or every 10 children aged 6–14
Transport: Westminster and Waterloo tube, Waterloo East 
and Charing Cross rail, coach drop-off points at Jubilee 
Gardens, local buses 

Kew Gardens
www.kew.org
Highlights: Explore a range of habitats 
from the Rhizotron and Xstrata Treetop 
Walkway to the steamy tropical  
glasshouse. The colder months tends  
to be quieter so you can take advantage  
of the space without the crowds.  
Activity tours and workshops are shaped 
around KS1–5 requirements.
Costs: £75 per school visit. Guided  
activity tour: £25 per group (maximum  
15 students). Workshop: £50 per group
Transport: Kew Bridge train, local buses 
65, 237, 267 and 391, coach parking  
on Kew Road (A307)

Highlights: Delve into 
the vast collection from 
ancient texts to books, 
maps, photographs, music 
and sound recordings. Explore 
the World’s Knowledge 
workshop (KS2–5) is ideal for an 
introductory visit, or How Do We 
Find Things Out? workshop for 

younger visitors (Foundation Stage–KS1). 
Costs: All workshops and activities are free of charge but 
must be booked in advance (£80 cancellation fee)
Transport: King’s Cross/St Pancras, Euston and Euston 
Square tube, King’s Cross, Euston, St Pancras International 
rail, local buses 10, 30, 45, 46, 63, 73, 91, 205, 214, 390 

Sea Life London Aquarium
www.sealife.co.uk

BBC Tours
www.bbc.co.uk/tours
Highlights: See behind the scenes at the iconic 
BBC Television Centre. Guided tours are suitable 
for children aged 9+ and might include a peek 
into a dressing room, a visit to BBC News, and a 
play in an interactive studio. The CBBC 
Interactive Tour for younger children (7+) may 
cover a visit to the Blue Peter garden or a look 
into a studio, with photos taken by the Prank 
Patrol Car. Resources are available for school 
parties before or after their visit.
Costs: 9–15s and students £7; adults £9.50; 
group rates available for larger parties
Transport: White City and Wood Lane tube, 
local buses 72, 95, 220 and 272

PHOTO: RICHARD EATON

PHOTO: BBC TOURS
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CPD

 THE team of practitioners in 
primary, secondary and further 
education is expanding, which has 

changed the “client group” for continuing 
professional development. More teaching 
assistants and learning support mentors 
are looking for professional courses to 
support their new roles.

Local authority advisers, educational 
psychologists, school nurses and social 
workers will be added to this group  
as the Every Child Matters agenda 
continues to affect the workforce.  
This diverse group of practitioners is 
being advised through performance 
management cycles to update their 
knowledge, skills and understanding – 
and they are looking for professional 
development to help them do so.

CPD enables professional development 
while the professional is working and, 
although supported by CPD leaders, 

Continuing

What makes CPD effective in schools? And how can providers 
make sure their courses are delivering what schools need?  
Kim Insley maps the route ahead

individuals are expected to recognise 
their situation and needs. Short courses 
are still a major part of the provision 
expected by schools and the idea of the 
“expert” telling it right is still valued.

Marion Dadds, professor of education 
at the University of Cumbria, speculated 

in 2001 that individuals hoped for CPD 
to locate “someone else’s Holy Grail”  
to solve the complexities and dilemmas 
of their work. But this is changing.  
The emphasis on CPD to increase 
standards and so close the gap  
has influenced the CPD offered at 
institutional level (for example, at the 
IOE) and provision which is school-based.

Accredited CPD, such as honours and 

masters level modules, is often self-
reflective in nature. This impacts on the 
classroom because participants make 
links between their work in school and 
current research on or developing 
theories about learners.  

Practitioner research, where the 
research question is developed from 
practice, has been linked to promotions 
for teachers and to an increase in pupil 
performance. This is a strong argument 
for headteachers and governors 

considering funding CPD  
for teaching practitioners.

This supports Marion 
Dadds’ point that effective 
CPD is where the practitioner 

is able to continue reflecting and 
developing: “The inner knowledge, 
judgement and wisdom of professional 
teachers is seen as one of the greatest 
resources available to children.”

This learning is then spread out to 
other practitioners in communities of 
practice or communities of learning, 
where teachers can support and sustain 
each other’s growth. The community can 

forward

Practitioner research has been 
linked to promotions for teachers and 
to an increase in pupil performance
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EARLY YEARS
14 January Classroom observation and feedback in the EYFS  
and KS1 – a chance to discover the basic principles and practice
26 January The roles and responsibilities of the early years coordinator
28 January Developing children’s speaking and listening through oral 
stories and storytelling
2 February Planning through role play with three- to six-year-olds
26 March Securing effective transfer and transition from reception to KS1
29 April Storytelling in the early years
 

PRIMARY
11 January and 5 July The roles and responsibilities of the primary 
assessment coordinator
18 January Assessment for learning – reading
29 January Assessment for learning – writing
5 February Promoting boys’ achievement in literacy: developing 
multimodal and multimedia approaches
9 February and 20 May Assessment training for Year 1 teachers
 

LEADERSHIP
15 January 2010 Strategic school improvement planning
4 and 5 February Skills for leadership and management (for leaders  
at all levels)
25 and 26 February and 11 and 12 March Preparation for primary 
deputy headship/assistant headship
1, 2, 8 and 9 March Development for new and aspiring key stage/phase 
and year group team leaders (at the middle level)
 

MINORITY ETHNIC 
ACHIEVEMENT
11 February The roles and responsibilities of an effective primary  
EAL coordinator
9 March Managing pupil mobility: promoting new arrivals’ inclusion, 
well-being and achievement
11 March Ofsted inspections and English as an additional language
18 March Secondary teaching assistants: working with minority  
ethnic pupils in secondary schools 
24 March 2010 What do we know about each other? Learning and 
teaching about cultural diversity in the UK

 
www.ioe.ac.uk/study/25.html
For further information or to book, email cpd@ioe.ac.uk

develop a team approach to CPD, which 
might include teacher educators, subject 
specialists and experienced classroom 
assistants. An effective VLE can extend 
the community to a virtual one.

In putting together new short courses 
at the Institute of Education, we are 
constantly seeking educational 
practitioners’ views on provision  
based at the IOE and school-based or 
outreach training. Over the coming 
months, we will be tracking current 
government policies and monitoring 
research, and offering short courses 
based on all the above. We welcome 
opportunities to develop bespoke 
programmes for schools, LAs and  
further education institutions.

Responding to teachers’ needs,  
this academic year we have developed  
a new flexible, modular programme:  
the Advanced Educational Practice 
Programme, which supports accredited 
CPD at masters and honours level. 

And in a sense, a large part of what 
we do at the IOE can be considered as 
CPD: our foundation degrees, BEd and 
masters and doctoral programmes as 
well as our short courses. In celebrating 
this variety, we can close the gap in 
educational achievement for everyone.  

�Kim Insley is acting director of  
the IOE’s CPD Unit and programme 
director for the Advanced  
Educational Practice Programme  
k.insley@ioe.ac.uk 

CPD courses
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