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Innovate looks amazing and 
what a variety of people that 

have contributed to this issue! 
Innovate continues to go from 

strength to strength!

ian TeTT
HEADTEACHER, 
OAKGROVE SCHOOL

This is a fantastic 
journal, proving a 

space for teachers to 
share their research 

inquiries.
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to take away, whether they are specific to you subject area 
or can be adapted to suit you context, class and practice. 

Alongside these wonderful articles we also have:

Again these are just some of nougats of wisdom that 
can develop your teaching practice. We have Sandy Kaur 
showing us how to create a collaborative culture in the 
classroom; Joanne Josephidou showcase her research into 
how children develop an understanding of charity. Whilst 
James Mannion looks to open up a discussion of the role of 
practitioner-research ‘a systematic process of reflection on 
our practice, trying out new ideas and evaluating the impact 
of what we do.’ It is a part of this process that we encourage 
teachers to take part in when writing for Innovate Journal.

One of our other successes of the academic year has been 
presenting research at the Children’s Research Centre, 
Open University. Previously, giving readers a snippet in prior 
editions of Innovate Journal, our collaborative research with 
the Open University has enabled to engage in practitioner-
based research. At the heart of this peice of research is a 
piece of software, Talk Factory http://talkfactory.uk/ - we 

I hope that you have had a restful break and a fantastic start to 
the new year!

First, I must say a huge thank you to all our #TeachersAsWriters who 
have contributed to this edition. The response to our last edition 
was epic! 

This edition is our biggest edition yet, we have a wonderful range of 
articles that focus on the topic of Teachers as Curriculum Makers. 
For the first time ever, we have chosen to focus on one topic for 
one issue! I chose this as the topic in light of the New Ofsted 
Framework. Many teachers in the UK have been responding to the 
publication in their departments, in particular there has been a keen 
focus on defining the ‘intent… implementation… impact’ of their 
given subject areas. 

With our special feature Teachers as Curriculum 
Makers, by Melanie Dudley who provides an outline and a 
reflection of the National Curriculum at Brooklands Farm Primary 
school.

We also have a superb variety of articles on the topic of Teachers 
as Curriculum Makers. This range of articles presents different ideas 

Meera ChuDasaMa 
EDiTOR, innOVATE jOuRnAL  

are interested to see how this software is used in different 
contexts, so please feel free to get in touch if you try it out 
in the classroom. 

For our next edition of Innovate Journal, we are going to 
be working with Educating Northants @EduNorthants to 
create a local journal that showcases local talent! If you are 
a teacher in the Northamptonshire area and can share what 
is you celebration of best practice and innovation, then get 
in touch through educatingnorthants@gmail.com 

As for our summer edition of Innovate Journal, we 
are thinking of focusing on the topic of technology in 
Education. If you have any examples of using technology in 
the classroom, then I would love to hear from you! We are 
looking for a range of technology that is used to develop 
teaching and learning. 

So, get in touch through Twitter: 

or via email:

Do give 

a follow - great, 
research-informed 
education articles!

• Developing An Oracy Curriculum, VoiCe21
• An Inter-cultural Nature of Science, CTTr
• Developing our Maths Curriculum, oakgroVe sChool
• Whose English? Whose Knowledge? DeBorah linTon
• Teachers as Agents of Change, lrTT

• Collaboration is key, sanDY kaur
• Children’s understanding of charity, Joanne 

JosephiDou
• Evidence Informed Practice, JaMes Mannion
• Writing for Pleasure, ross Young
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Action the change. Try the new strategy 
or technique. But, keep in mind what 
you have read and what you wanted to 
change in your practice. 

If this technique doesn’t work, go back 
searching and researching ways to 
develop your practice. 

3:2:
Search! Search for articles, tweets, 
posts and blogs about the area of your 
practice you would like to change. 

What are other practitioners doing? 
How have they changed their practice? 
What has been effective for their class 
or student? 

Stop! Pause from your teaching 
practice. Think about one area of 
your teaching practice you would 
like to change. 

Refine your reflection. Which... year 
group, class or student would you 
like to alter your teaching practice 
for?

1:
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erin sChaal
TEAM LEADER, LRTT TEACHER TRAininG 
FELLOWSHiP in MALAYSiA, juLY 2019

For so many of us, teaching is a calling. We hear it from the 
time we’re young – that desire to nurture children and develop 
tomorrow’s generation of leaders and innovators. That’s why 

I was surprised when I told my mom, who recently retired after 
nearly 40 years of teaching, that I wanted to become a teacher, and 
she emphatically told me, “DON’T!” I thought she would be proud 
and excited that I was following her footsteps and attempting to 
change the world, but instead, she offered a long list of reasons 
why this was a horrible idea, including: it’s isolating, it’s being shaped 

by unfair tests and assessments, it’s the most difficult job you can 
pursue…  As you can see, I didn’t listen.

Nonetheless, years later, when I was standing in my own classroom, 
I understood exactly what she meant. I looked around the room 
at my students’ faces, and not only was I reminded of the joy and 
fulfillment of what I do, but also the pressure. Looking back at me 
were roughly 20 futures, and I was responsible for all of them. On 
my own. There were no other adults in the room to help when one 
student threatened another, or when they asked the questions 
with impossible answers. I felt lost and helpless when I tried every 
strategy I knew, and regardless, certain students weren’t able to 
grasp a new idea. 

I felt a bit like a tree that had been planted in a flower 
pot. Restricted. 

I quickly learned the value of reaching out. It 
started when I asked the teacher next door 

for advice on classroom management. 
Without any judgment, she offered 

ideas for me to try, and I was suddenly 
filled with optimism. And that was 
only reaching next door! 

When I went to my first professional development session, I was 
amidst teachers from dozens of schools. When we had opportunities 
to share our diverse experiences, it was almost like shopping – 
indulging in the joy of seeing and trying on exotic new ideas and 
adding the ones that seemed practical to my own toolbox. 

The flower pot had cracked! This is what growth felt like! 

Then…then  I had the opportunity to collaborate with teachers 
in Penang through an LRTT fellowship last summer. I arrived here 
in George Town under the expectation that I would share my 
experience and ideas with in-country teachers. But that wasn’t quite 
an accurate description. There was shared learning not only amidst 
the fellows, but also amidst the incredible teachers here in Penang. 

It’s isolating, it’s being 

shaped by unfair tests 

and assessments, it’s the 

most difficult job you can 

pursue...
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Working with dozens of teachers representing dozens of schools 
from various countries, my toolbox was suddenly overflowing with 
innovative ideas! Even though it was the middle of my treasured 
summer, I was so excited about these strategies and this energy that 
I couldn’t wait to return to the classroom and implement everything 
I was learning. My confidence erupted, and my excitement was un-
bridled. More than that, I felt deeply and meaningfully connected 
to all of my international colleagues. 

The flower pot was shattered. I had discovered an incredible way 
to obliterate the four walls of my classroom and work around the 
weighty pressures that seem to descend upon us more and more 
each year. I realized it’s not about pushing back, but pushing out. 
Reaching out. I had found a way to gather seeds of inspiration, get 
the expert help necessary to nurture those seeds and grow them 
into beautiful strategies that make me a more competent and con-
fident educator. My roots now expand much further than the soil 
of a much-too-small pot. My roots are now intertwined within a 
global network of amazing educators, each who are growing their 
own trees and branches, reaching out to protect and nurture an 
immeasurable number of students. 

That’s why I have returned this year as a team leader. I am hum-
bled and honored to facilitate the same kind of growth for another 
cohort of eager, adventurous, and inspiring educators. I feel priv-
ileged to be part of a program that truly shapes global education 
and strengthens both individuals and systems. 

Since 2017, LRTT has partnered with Teach for Malaysia and the 
Penang District Education Office. In two years, we approximate 
roughly 50 fellows have partnered with more than 150 teachers. If 
those teachers are working with 40 students at a time, imagine the 
exponential impact! More than that, we are only planting seeds… 
after this partnership, the people involved will continue to build 
upon the ideas they gain, expanding their practices and reaching 
students more deeply and effectively with each passing year. Not 
only are we reaching students, we are reaching administrators and 
officials. Word of our work has spread, and those at the top are cu-
rious about how to shift their own approach. 

This is anything but a flower pot. We are a forest. Interconnect-
ed and strengthened by the relationships we are developing, and 
expanding via the ideas that we are sharing. One branch at a time, 
one fellowship at a time, we are bringing meaningful change to the 
world, and we are making a world of ideas more accessible for our 
students.

My roots are now 

intertwined within a global 

network of amazing 

educators, each who are 

growing their own trees 

and branches...

Click to start your journey!

https://www.lrtt.org/start-journey 
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available, affirming of others, does not feel threatened that others are 
able and good; for he or she belongs in a greater whole and is diminished 
when others are humiliated or diminished’.  Desmond Tutu

All aspects of school development are collaborative and this has its 
foundation in the distributed leadership model at the school, where 
everybody is viewed as a leader. 

If we take the example of developing oracy across the school, all staff 
engaged in a launch day via No Pens Day Wednesday and together 
reflected upon how this impacted upon their practice. Many teachers 
reflected that if we take away the need to record then the richness 
in talk is automatically elevated; teachers reflected on how they felt 
they learned more about the child by engaging in deeper dialogue. This 
was just the beginning of our six year project, but the immersion was 

The essence of collaboration is to work together to achieve a 
common purpose or goal. The most successful organisations create 
a culture of ‘we’ rather than ‘I’. In schools we could easily assume 

that collaboration is the norm, but in a sector where learning is the core 
business, teachers working in isolation; literally and metaphorically is 
widespread, Atwal, K (2019) ‘The Thinking School’. 

For learning to take place it must be within a social context argues 
Vygotsky (1962). To be active learners, talk is necessary to clarify learning, 
but also to access language role models. It is through language exchange 
that ideas are developed and created. If this is the social constructivist 
notion of learning for children why would this not apply to teachers in 
schools? Collaboration is learning in a social context. 

At Highlands Primary School we take every opportunity for teachers to 
collaborate, from Learning Review and Communication meetings (PPA), 
informal learning focused conversations, professional teams across the 
school, peer learning and lesson study. We maximise opportunities for 
teachers to continually refine and improve practice. There is a shared 
understanding that we take responsibility for all children in our teams, 
not just our own classes. 

Every opportunity is taken to collaborate and empower the staff’s 
ability and capacity to lead. Strong, unselfish and trusting relationships 
are essential to this. A way to describe this collective spirit is ‘Ubuntu’, 
as shared by Steve Munby, (2019) ‘Imperfect Leadership’. He discusses 
the way in which generosity of spirit connects us to the energy and 
affirmation of a larger community. “A person with Ubuntu is open and 

essential for teachers to begin to see the value and impact. Teachers 
then collaboratively engaged in reading the research by Robin Alexander 
to begin to understand the theory behind the practice. For teachers who 
were not so confident to engage with research the collaborative nature 
of the task ensured everybody felt included and able to contribute. 

The essential element is the opportunity collaboration gives to 
developing a shared language of learning and pedagogy. We used the 
collective research to co-construct our principles of talk at the school. 
The bringing together of talent (human capital), the power of the group 
(social capital) and frequency of focus and conversation (decisional 
capital) is what Hargreaves and Fullan (2012) describe as professional 
capital. 

By collaboratively developing this together as a team the power of talk 
has become the heart and strength of the school. 

Collaboration is the heart and key to our success. 

sanDeep kaur
SEniOR LEARninG LEADER
@sandyk1978

• Atwal, K, (2019) The Thinking School
• Hargreaves, A & Fullan, M (2012) Professional Capital 
• Munby, S (2019) Imperfect Leadership 
• Vygotsky, L (1962) Thought and Language

By collaboratively 

developing this together as 

a team the power of talk 

has become the heart and 

strength of the school
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As I browsed through LinkedIn, I came across two phrases 
which immediately intrigued me and evoked further 
thought; ‘Whose English?’ ‘Whose Knowledge?’ which 

was the title of a conference being hosted by The London 
Association for Teachers of English.  Meera Chudasama, who is 
the editor of Innovate Journal, was promoting the conference 
and encouraging people to share any related ideas on the title.

It took me a short moment to identify how I define the 
title of the conference, what it means to me in reflection 
of my experiences as an ESOL teacher; without omission of 
expressing my identity in its entirety, as a female BME teacher.  
With that said, in my experience, what do I believe to be some 
of the core concepts related to the title of the conference? 

This was my brief response:

The age of technology brought swift changes to 
language worldwide, more specifically to the topic of 
the conference – english language.  Whose english? 
Does being a native speaker of english make you more 
competent to teach english than someone who isn’t? 
Does perceived “ownership/ possession” of english 
language/ knowledge govern opinions of students 
– who may be more competent to teach/ impart 
knowledge – Whose knowledge?  

Developing this intital thought a little more, here is a more 
thought response. 

During the early years of my teaching career, I secured a position 
within the community education sector (family learning 
and adult learners) teaching English to Speakers of Other 
Languages (ESOL).  The diversity of the learners presented 

ample opportunities for me to learn more about different 
cultures, religions, and traditions; as well as gain an insight on 
wide-ranging life experiences and issues, sometimes related 
to the obstacles created by language barriers.  I admired the 
perseverance and determination of the learners and quickly 
formed solid teacher-learner relationships; this amplified 
my motivation to teach, and my passion and commitment 
to valuing equality and diversity.  I was eager to help them 
grow in every way possible to improve their quality of life (and 
assimilate in the UK); education is an integral part of survival, 
and language is merely a vehicle to express one’s knowledge 
and experiences.

After the first class of term, a few of the students (who were 
all of Chinese origin) asked my manager to transfer them into 
alternative classes, the sole reason for them wanting to transfer 
was confirmed by two students (also of Chinese origin) who 
had decided to stay in my class regardless of my appearance; 
they expressed their frustration about the fact that the other 
students had transferred because they felt that an African 
(black person) could not teach them English language and 
British culture – after all, English language and knowledge 
couldn’t possibly be associated with to me!  Irrespective of 
the fact that I was born and raised in the UK (South London), 
and I am actually of African-Caribbean (Jamaican) descent 
where the official language is English. 

Until the (transferred) students discovered their ability to 
manipulate and employ a variety of sensory processing skills to 
make assumptions about a person’s origin, identity and ability, 
they would be misguided by rigid perceptual expectations; it’s 
more about the knowledge that a person has to impart, and 
the guidance a person wants to give, rather than preconceived 
notions based on a person’s appearance.  I abruptly learned 

DeBorah linTon 
ESOL & LiTERACY TEACHER

“You don’t look like you can teach me 
English Language!”
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that student’s perceptual expectations somewhat dictate the 
conditions for effective teaching and learning to occur, but 
equally, I realised that the perceptual expectations of other 
people is totally unrelated to my knowledge and ability to 
teach English language – my confidence lives on!  ‘If (the 
teacher) is indeed wise, he does not bid you to enter the 
house of his wisdom, but rather leads you to the threshold 
of your own mind’ (Gibran 1991: 76, cited in Harmer 2011: 56). 
‘There is a wide range of perceptive tools that we can employ 
to navigate us through this lifelong journey of learning. 

Linguistic, historical and cultural knowledge is not determined 
by ethnicity; in my experience, I found that my peers at 
university held extensive knowledge and understanding of the 
syntactic structure of English language (more so than native 
speakers of English).  Over the years, I’ve observed the nature 
of the term ‘native’, particularly beyond the era of instructed 
grammatical teaching, native speakers of English very rarely 
question the reasons for saying words in a certain tone, 
grammatical order etc. because speaking English is something 
which occurs quite naturally without conscious thought – 
‘native’ is associated with the place of a person’s birth.

Dominant dependence on visual sensory skills as a guide 
in life, failing to critique and question one’s perceptual 
expectations is not congruent with growth and development.  
We should employ the variety of sensory skills – which are 

innate to human beings – interchangeably to challenge and 
dispel misconceptions; this may be achievable by sharing our 
thoughts and experiences, and being the change that we want 
to see in the world.  As Bhopal (2015: 3) argues, ‘BME trainee 
teachers experience different forms of exclusionary practices 
related to their identities in the classroom. However, many 
use their identities in a positive way in which to reinforce 
aspects of BME experience and history in the classroom.’

There is a positive ending to my anecdote, so after the students 
who initially transferred to alternative classes observed the 
speed at which the other students who remained in my 
class had progressed, and witnessed their achievements: 
winning poem competitions at local library events, gaining 
accreditation to evidence progression (taking/passing exams); 
they asked to be transferred back into my class!  I welcomed 
them into my class, they had already learned a valuable life 
lesson; ‘… first appearance deceives many …’. 

FORMED IN 1947, LATE (THE LONDON ASSOCIATION FOR THE TEACHING OF ENGLISH) IS 
a VolunTarY assoCiaTion oF TeaChers oF english anD relaTeD suBJeCTs. lasT 
Year, laTe hosTeD a ConFerenCe TiTleD ‘Whose english. Whose knoWleDge. 

More reCenTlY, in The 1990s anD inTo The presenT CenTurY, laTe Was VerY 
ACTIVE IN RuNNING A NATIONAL ANTI-SATS CAMPAIGN. THIS CAMPAIGNING 
TraDiTion is aliVe anD Well ToDaY: We Work To DeFenD anD proMoTe 
progressiVe anD inClusiVe Versions oF english CurriCuluM, peDagogY 
anD assessMenT anD To CeleBraTe The Work oF english TeaChers anD Their 
sTuDenTs.

THE LATE COMMITTEE (APPROxIMATELY 10 COLLEAGuES) MEETS REGuLARLY 
To DisCuss CurrenT issues anD ConCerns. sMaller groups MeeT To 
plan ConFerenCes DesigneD To eXplore issues surrounDing english 
TeaChing. These ConFerenCes proViDe Workshops, keYnoTe speakers anD 
opporTuniTies For english TeaChers To geT TogeTher anD share iDeas.

We WelCoMe supporT FroM Colleagues in The 
lonDon area, parTiCularlY sTuDenT TeaChers 
anD neWlY QualiFieD TeaChers. iF You WoulD 
like To BeCoMe More inVolVeD, please CoMe To 
one oF our ConFerenCes or eMail us: 

LATE.TEACHERS@GMAIL.COM
@LONDONLATE

• Harmer, J. (2001) The Practice of English Language Teaching. 
Essex: Longman Publishers

• Bhopal, K (2015). Race, identity and support in initial 
teacher training, British Journal of Educational Studies, vol. 
63, no. 2, pp. 197-211 [online]. 

“Things are not always what they seem; the first appearance deceives 
many; the intelligence of few perceives what has been carefully hidden in 

the recesses of the mind”- Roman Poet Phaedrus

9

http://twitter.com/innovatejournal
mailto:late.teachers%40gmail.com%20?subject=Innovate%20Issue%207%20Link
https://twitter.com/londonlate
https://londonenglishteachers.com


Why are we teaching the 

children what we are 

teaching them?

Teachers spend an umpteen amount of time planning a 
progression of lessons for the children in their care to ensure 
they reach their full potential. What they teach is potentially 

pre-determined by the National Curriculum to check they are 
aligned to expectations. How they teach is a carefully considered 
practice to facilitate differentiation and ensure all children are 
challenged and supported appropriately, usually in a creative and 
engaging way. Teachers are skilled practitioners in both of the 
above, however, due to a number of factors there is something that 
we don’t potentially take as much time and consideration as we 
should.

Consider the question why? Why are 
we teaching the children what we are 

teaching them? Also, somewhat more 
importantly, why are the children learning 

what they are learning? How is the Curriculum 
we plan relevant to their daily lives and the 

bigger picture? This, I pen, as relatability.

My passion for ensuring that learning is purposeful and meaningful 
stemmed from my early career working in the Foundation Stage. 
Having the freedom to plan from children’s interests resulted in a 
flexible and engaging curriculum, which inspired the children on a 
daily basis. I could ensure it was purposeful and also tackled current 
day interests and trends. We would jump from a week focused on 
Doctor Who to hatching butterflies and chicks. 

Following that, I spent two years working in an International School 
in Bangkok teaching Year 2, a class which was predominately made 
up of Thai children. Back then, schools were heavily reliant on the 

traditional QCA documents and I was faced with planning a unit on 
the Great Fire of London, which is a very popular topic with children 
of that age. Whilst I fully appreciate the importance of learning 
about significant historical events, for the children I was teaching at 
the time I struggled to see the relevance to their lives in the present 
day. They had a developing use of language and had mostly travelled 
locally in Asia. Furthermore, Thailand at the time was suffering from 
a period of severe localised flooding. Therefore, in studying the 
Great Fire of London we instead looked at the impact it had on 
people’s lives and then spent time producing a comparison with 
similar events in Thailand. 

The change in the National Curriculum in 2014, to a more skills-based 
approach, gave teachers back freedom to have more flexibility 
when planning. For some, this was a challenge, as they had become 
used to the constraints provided by the rigidity of schemes of work. 
I was leading a Year 1 team at the time, having recently moved to 
an International School in Dubai. The focus here was on a concept- 
based curriculum, planned under an overarching creative topic-

kara DoWson
HEAD OF juniOR SCHOOL & nuRSERY
AKELEY WOOD SCHOOL
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based umbrella. By focusing on a concept, the learning automatically 
became more relevant to children’s daily lives. For example, when 
studying Jack and the Beanstalk, children can rarely relate to magic 
beans or giants in castles in the sky. When you think of it through a 
contextual lens though, or provide a guiding question, the learning 
has reliability. In this case, whilst looking through the lenses of 
wealth and ambition, the question ‘is it ever right to steal?’ could 
be posed. Children’s responses are usually resoundingly no and then 
they are encouraged to discuss Jack’s behaviour at the castle and 
they start to consider a different viewpoint. They can then make 
the links to similar behaviour patterns in the real world. 

Another planning approach in which reliability can be promoted in 
through cross-curricular planning with a real-life purpose. Recently, 
our Year 1 children were very keen to develop our outdoor space. 
The teacher responded positively to this and helped facilitate 
learning for the children with a real-life purpose. They did research 
in Science, wrote letters to ask permission, grew a pound at home 
for fundraising, visited the local garden centre to purchase their 
equipment, built planters in Design Technology and then planted 
their crops. They plan to set up their own Farmers’ Market at school 
this academic year. The children’s enthusiasm and engagement in 

their learning was second to none. They knew what and why they 
were learning and could also relate it to real life skills in the wider world. 
It can be argued that planning for reliability is easier with younger 
children, due to the increasing constraints and content of the 
Curriculum as children get older. In this case, it could be that tweaks 
to planning, focused on looking at a global perspective or a real-
world current issue, could hold the answer, therefore teachers 
don’t necessarily need to reinvent the wheel. An example could 
be a World War Two topic. Instead the context could be changed 
to Conflict in Europe. Instead of focusing solely on historical 
events, this could focus on modern day conflict, such as Brexit and 
immigration and what may happen in the future. We, as educators, 
have a responsibility to facilitate learning around modern day issues 
and tackle them with children. We need to encourage students to 
be inquisitive, challenge respectfully and have the freedom to ask 
questions and debate.  Another example is the KS2 local geography 
study. We have traditionally studied a local market town and written 
to the local MP to provide feedback. To gain even more depth from 
this topic, children could also discuss the recent press centred on 
the supposed decline of the High Street and market towns in the 
UK. Furthermore, they could debate whether we should be trying 
to save them at all? 

To conclude, relatability ensures that children’s learning can be 
placed within in a real-life context. They understand what they are 
learning, but also why they are learning and how this is relevant. This 
can be achieved by encouraging children to think about things from 
a different perspective, providing a purpose 

for learning with a tangible outcome or tackling current global 
issues in an age appropriate way. From experience, when teachers 
have the flexibility and freedom to plan like this, not only are they 
much more enthused, classrooms are more engaged and learners 
are more enthusiastic. 

We need to encourage 

students to be inquistive, 

challenge respectfully and 

have the freedom to ask 

questions and debate.
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Language is the road map of culture. 

It tells you where its people come

from and where they are going

– Rita Mae Brown

heiDe Frank 
BuSinESS EnGLiSH TEACHER

1.  giVe Me an oVerVieW oF Your JoB role?

I started my teaching career back in 1998. After 19 years 
of organising language courses (mainly Business English) 
at various levels and settings (corporate and academic) in 
2017, I embarked into the journey to teach German in the 
so-called integration courses funded by the BAMF (Federal 
Office for Migration and refugees). 

The number of people needing German has arisen since 
2015. This year was the year when thousands and thousands 
of people fled their homelands for safety; a large majority 
of refugees were Syrians and East Africans. From 2017 to 
March 2019 teaching in the so-called courses “German for 
illiterate people”, I mainly dealt with learners from Syria who 
had no knowledge of the German language. In fact, 90% 
were completely illiterate even in their mother-tongue, 

since they never had had a chance to attend schools in 
their native countries (Syria, Afghanistan, Eritrea, Somalia).

Learners needed to gain a grasp of the German language 
before thinking about securing employment. At the end of 
a year’s course students have to take the “DTZ-B1” which is 
equivalent to a “German test for immigrants“. Once achieved 
learners either try to look for a job or go on pursuing with B2 
courses, which for most jobs is highly recommended if not a 
requisite. The hardest part in these special courses is to make 
learners familair with German culture, political systems etc.

Aside from teaching, learners need language to survive. If 
they can’t communicate in another language, like English, 
it is quite often impossible to get important information 
about them and their daily lives; sometimes interpreters are 
required to help the teachers communicate.

Later on I had the chance to dive into the so-called German 
for special purposes (DeuFöV) courses, aimed at learners of a 
minimum intermediate (B1) level wishing to further improve 
their level of German and heading towards B2. These courses 
end with the so-called TELC B2 test. For more about this test 
provider: 
https://www.telc.net/en/about-telc/who-we-are.html

In the intermediate level courses the attendees have already 
a good command of the German language and the teacher 
can easily transmit cultural and language notions as well as 
work-related topics.

If learners can’t 

communicate in another 

language, like English, it is 

quite often impossible...
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A different language is 

a different vision of life

- Federico Fellini

From April 2019, I have also been acting as a coach as an 
intercultural  German tutor/mediator, who tries and cover 
job-related topics ranging from CVs and application, 
interviews, labour law etc. In these courses most attendees 
can express themselves quite well, most of them are 
motivated as the service bureau for craftsmanship, 
which launched the course, is on the constant outlook 
for internships and jobs to help them integrate into the 
German labour market. Even here the majority are Syrians, 
as well as a few Afghanis.

Personally this is the most rewarding teaching setting 
that concerns the German courses, is that I do not teach 
German in the literal sense, but can bring life experiences 
into class every topic. 

2. Tell Me soMe oF Your highlighTs in 
TeaChing so Far. 
My corporate Business English courses, are mostly not goal-
oriented, there’s no luring final exam. However, sometimes 
companies want to have learners tested, which is merely 
for the supervisor to check the level of fluency learners 
have grasped in class. The atmosphere is in these classes is 
mostly disciplined and relaxed, with a mix of learners. 

I have had great results at uni, because of this free approach, 
listening to so many fantastic talks. Integration courses with 
the refugees have been monotonous, as the nature of the 
final exam is hardly feasible with the long preparation after 
500 hours of class. Further to this, the highlights of teaching 
come from students being able to find employment and 
really thrive in the German market and culture. When 
there are so many hidering factors that cause trauma and 
frustration - much of our work is emotionally supporting 
learners when there is no real psychological provision put 
in to place. Even showing the highest grade of empathy 
and resilience and creating a pleasant class atmosphere, 
there have been few positive outstanding cases. I still recall 
however one outstanding situation where a deaf-mute girl 
managed to pass the final exam with me. She was such an 
example to everyone.

3. Tell Me soMe oF The Challenges You FaCe 
as a TeaCher?

In this field of work, a high level of resilience, empathy 
and cultural understanding are the bread and butter of 
my daily work. A teacher can only be successful in their 
job, if they involve their learners, shows an understanding 
of their learners, is capable to develop strong relationship 
with the target group.They need to be approachable, be 
excellent communicators, at the same time be friendly 
and empathetic and last but not least be outstanding 
motivators.

My next step on my CPD list is to take a Certificate of 
Advanced Studies as Intercultural Trainer in order to 
enhance my cultural understanding of my learners and to 
develop my intercultural competence.

...bring [ing] life 

experiences in to every 

class topic...

13

http://twitter.com/innovatejournal


“nourishing yourself in a way that helps you blossom in the 

direction you want to go is attainable, and you are worth 

the effort.”– Deborah Day

Self-care is one of the most popular pieces of advice 
we hear in recent years. But what exactly is it to take 
care of oneself? Is it all about bathtubs, chocolate and 

massage or is it something more than that? Although each 
of these can obviously be related to self-care, it is about 
much more, and it might require some effort.
 
The thing is, all of us think that we ‘’of course’’ take care 
of ourselves. But do we really? According to World Health 
Organization (WHO), self-care is defined as: ‘’The ability of 
individuals, families and communities to promote health, 
prevent disease, maintain health, and cope with illness and 
disability with or without the support of a health-care 
provider’’.
 
Which brings us to the crucial point of being healthy, 
mentally and physically, and doing the necessary things to 

support this. For example; are we getting enough sleep? Is 
the food that we are eating nourishing us? Are we exercising 
enough? What about meditating? 
 
It sounds easy to feed ourselves the food we love, get lazy 
on the couch instead of going for a walk or sleep more than 
enough. But the simple way to understand if something is 
for our care or not, is to check with the question; what is 
the end result? Is it serving towards a healthier and happier 
version of ourselves in the long term, or is it just giving 
temporary happiness but intoxicating us in the end?
 
This works in the same way with regards to the people 
around us and the thoughts that fill our minds. Are the 
people in our lives helping us to live a more fulfilled life 
and inspiring us, or do they tend to take our energy? What 
about our thoughts? Are we more on a worried path rather 

DerYa DeniZ
YogA TEACHER And THAI YogA MASSAgE THERAPIST
www.dERYAdEnIzYogA.CoM 

than thinking about things in a more positive way?
 
Truly being aware of what we are doing, why we are doing 
it and how it makes us feel are the key questions we can 
ask ourselves when we are deciding if something is working 
towards our self-care or not. Make a list of the things that 
make you happy. Write down your goals, write down the 
things that serve towards your goals and then check them 
daily. Make a list of your ‘’no’s. Include in this list the things 
that you do to please people, but which make you feel bad 
afterwards.
 
Maintaining a healthy body and mind can be made easy, 
and self-care does not only mean being wrapped in cotton-
wool (as perfect as it may sound!). With a little effort to take 
care of our bodies and minds, we can slowly work towards 
a better version of ourselves and the world around us.
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kaYleigh roBinson 
HEAD OF PRiMARY EnGLiSH, STRAiTS inTERnATiOnAL SCHOOL, PEnAnG

A classroom full of excited children, there are always some 
who are too shy to share their ideas and others who are 
at the forefront answering every question. Becoming a 

cooperative learning classroom has completely changed this for 
me and it can for you too.  

Interestingly, ‘Kagan structures carefully engineer student 
interaction to maximise cooperation, communication and 
active engagement by all’. Ensuring this is done in a structured 
manner will ensure true cooperative learning is being used in a 
conventional manner to allow for whole class engagement in a 
way that benefits all students. Typically, students will work in 
teams of four, which allows for easy transition into pairs for 
some activities 

Cooperative learning changes the role you play as teacher within 
the classroom and places more ownership on the groups of 
students working together. This comes through the opportunities 
they now have to actively participate in their learning, question 
and challenge others and share and discuss their ideas with their 
peers. With this self-esteem, motivation and empathy amongst 
students is increased. 

As with all new learning approaches there are some challenges 
that might be faced when first setting up your cooperative 
learning classroom including noise levels and resolving initial 
conflicts. These challenges can be resolved by carefully structured 
activities, which will allow them to learn the skills to work as part 
of a group successfully and understand how to better reflect on 
their own and others ideas. 

When implemented effectively cooperative learning can make 
for a successful classroom and allows children to gain skills they 
can adapt to situations they may come across later in life. 

A few simple strategies you could try out in your classroom to 
see if cooperative learning could work for you:

THINk-PAIR-SHARE
A cooperative learning strategy that promotes higher level 
thinking. Teacher asks students in pairs to think about a specific 
topic and discuss their own thinking. Ideas are then shared 
with the class but to ensure good listening and pair work has 
taken place I usually ask pupils to share what their partner has 
told them rather than their own ideas. Think Pair Share ensures 
maximum discussion within a group/ pair and works in a way 
that makes each student accountable. 

sTuDenT leD TeaChing
A cooperative learning strategy that enables mastery. In groups 
students are assigned a segment of information. They are given 
time to research, master and teach this information to the group, 
then as a class they learn all about a new topic by sharing their 
leaning collaboratively. 

rounD roBin
To begin discussion during revision time/ to gain an understanding 
of students’ prior knowledge. The teacher presents students with 
a category (such as names of countries) for discussion. Students 
take it in turns going around the group and naming items that fit 
the category. 

These are just a few of many strategies to introduce cooperative 
learning into the classroom. It is important when using this 
learning approach to establish classroom norms to guide your 
students to be helpful to others, encouraging, problem solvers 
and learn to give and accept feedback from peers in a safe 
environment. 

• https://www.kaganonline.com/free_articles/dr_
spencer_kagan/281/Kagan-Structures-A-Miracle-
of-Active-Engagement
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(DfE, 2013). However, the DfE (2013) also highlight that ‘schools 
are free to choose how they organise their school day as long 
as the national curriculum programmes of study are taught 
to all pupils’. With that said, teachers are therefore given the 
flexibility to engage their children in creative and imaginative 
ways. 

At Brooklands Farm, our main aim is that children will leave our 
school with an independent sense of self within the community 
and the wider world. As teachers, we hold personalisation 
at the key of all we do, recognising that each child is strong, 
powerful and most importantly unique. The belief that the 
learning journey of each child is distinct has been vital to the 
process of our school building and developing a curriculum 
which works for our children. Where our curriculum is sculpted 
by our local community and the immediate world around us, it 
helps children to become familiar with their surroundings and 
helps to give purpose to their learning. 

National Curriculum requirements are significant for ensuring 
every child meets the standard, however our timetables reflect 
an equally important emphasis on building children’s self esteem, 
confidence and well being. This is important when considering 
that research shows children with mental health and wellbeing 
issues are more likely to become disengaged from education 
(ONS, 2005). With this in mind, aside from the curriculum, our 
timetables include access to regular learning breaks. Carlson et 
al (2015) refer to research enforcing that short, physical activity 

Goodwin (2015) highlights the importance of Teachers as 
Curriculum Makers, stating ‘[such teachers] are better 
equipped to be active partners in reform because they 

can be architects of change and not simply passive bystanders’. 
The role of the teacher in shaping the curriculum is an area 
which has been greatly researched, considering the actions 
that must be taken and the subsequent benefits it has for our 
children. I will therefore aim to identify the need for ‘Teachers 
as Curriculum Makers’, whilst sharing how this concept is 
embedded at Brooklands Farm. 

One of the key issues surrounding schools has always been 
that children continue to be categorised by arbitrary measures 
of ability, where they are restricted to classrooms and sorted 
by grades (Wong, 2015). Despite the fact that our children are 
diverse learners, learning in unique ways, our measure of learning 
boils down to some form of test. It is therefore clear that as 
teachers, we need to begin changing the way we are shaping 
our curriculum to not necessarily demolish test culture, but to 
enable and actually celebrate personalised and differentiated 
learning. Wong (2015) has explored over the world, finding that 
countries such as Singapore have adapted approaches which 
embed the concept of ‘teach less, learn more’, putting a greater 
emphasis on soft skills such as communication and social 
interaction. 

The aim of the National Curriculum is to ensure that all children 
are taught the essential knowledge in the key subject disciplines 

breaks improve students’ behaviour as well as increasing the 
effort they put into activities and their ability to stay on task.

The effectiveness of our curriculum which factors in 
personalisation, self-esteem and confidence building can 
ultimately be measured through the use of our well being scales 
and learning zones. At Brooklands Farm, our children recognise 
how their well being can impact on their learning zones, 
whereby a low wellbeing resembles a low learning zone and 
thus low achievement. These measures are used by teachers 
to build relationships and dialogue with children. If childrens’ 
wellbeing and learning zones are consistently high, we know 
our curriculum is pitched correctly. 

It is clear that the curriculum is key for shaping the learning 
children are exposed to, however what appears more important 
is the connection between the teacher and the curriculum. This 
is where it ensures personalisation and that the needs of the 
culture, society and expectations of the community can be 
met (Alsubaie, 2016). Huberman (1983) supports this stating that 
teachers can and should be trusted to make decisions that are 
based upon the individual needs of learners in the classroom. 
Where Sir Ken Robinson’s research (2006) notes a lack of 
creativity in schools, reducing children’s confidence, ability to 
take risks and be creative, it is clear that as teachers, preventing 
this from happening through a rich and individualised curriculum 
must be a priority. 

Melanie DuDleY, 
YEAR 1 TEACHER AT BROOKLAnDS FARM PRiMARY SCHOOL
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hannah hagon 
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Valerie CriTTen
ex-it co-ordinator & teacHer, open university
DaViD Messer
EMERiTuS PROFESSOR, OPEn uniVERSiTY

Part of the EYFS consists of developing children’s understanding 
of the world through their environment.  We believe that 
promoting children’s understanding of landmarks and simple 

mapping will not only help the children to understand their 
environment but engaging with these ideas can provide a basis for 
teaching maths, especially spatial awareness and   orienteering, and 
help to provide a concept of computational thinking skills such as 
planning and sequencing.

To navigate around our environment, we rely on landmarks.  
Consequently, as part of our activities with pre-school children 
at our Coding Clubs (see Innovate article: January 2020) we asked 
the children to find landmarks in the pre-schooler’s garden, 
which included a toy dragon and a fairy garden. After identifying 
landmarks and finding routes between the landmarks in the garden, 

the children were asked to match photographs of the landmarks 
with clip-art images which could be used as symbols on a map (see 
Figure 1).  The children enjoyed this and were usually able to match 
the photographs and images 

An example of one of the table-top activities was icing biscuits 
which included the basics of an algorithm in the form of a recipe, 
but the children were not given the recipe and had to collaborate 
to work it out (see Figure 1)

 Figure 1: The landmarks in the garden are 

on the left and the clip-art map symbols are 

on the right.
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In the garden, we extended the children’s route-finding and 
orienteering abilities by placing large arrows on the paths and the 
children were asked to follow the arrows and find which landmarks 
were on the routes.  This was followed by a basic mapping activity 
in which the children were asked to stick the clip art landmark 
symbols onto a map of the garden (see Figure 2).

We created a treasure hunt for the children to motivate them to 
follow routes on the garden map.  From previous work with the 
children we used a green rectangle as the starting position and an 

X to mark where the treasure was hidden.  The route was marked 
with arrows on the paths (see Figure 2).  The children were able to 
identify[MD1]  the landmarks and routes on the map in the classroom 
and were able to finger-walk the routes successfully on the map. 
However, they found it more difficult to follow the map once they 
were in the garden and needed some help from the adults to follow 
the arrows on the map and find the treasure[HH2] . It may have 
been that the children found it difficult to relate the garden map to 
the garden in the real world.

The pre-school was really interested in what the children were able 
to accomplish so they followed up our work by designing a pirate 
ship in their playground; playground equipment (landmarks) was 
utilised to make an obstacle course and large arrows were used to 
mark routes around the playground. The children were able to mark 

their own routes with these arrows for the other children to follow.  
These activities promoted the concept of computational thinking 
skills by sequencing specific routes via landmarks in which the 
children themselves planned routes (programming) and followed 
routes (codes) planned by others.  We also used these activities to 
form one of the first steps in young children’s progress to being able 
to programme a robot. 

[MD1]Is this naming the landmarks and tracing the route with a 
finger – again good to have a bit more detail to make it clear what 
was done and accomplished.

 [HH2]Perhaps put something in about 2d maps and 3d maps and 
the difficulties children had with correlating/seeing the similarities 
between the two

Figure 2: Treasure Hunt! The route was 

marked with arrows to help the children find 
the treasure (gold chocolate coins).
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Leading a subject as part of a teaching role has been 
an element of the job for a number of years now - 
whether it is a core or foundation subject, most 

teachers lead a designated subject/curriculum element. 
It may well be an area in which the member of staff has 
a specialism in or a love for, making the role a lot easier. 
However, it is often the case that they may not have a 
lot of experience with the particular subject for which 
they have been asked to take a lead on and that can be a 
challenge. Leading a subject carries a lot of responsibility 
as there are several focuses and questions, which need to 
be addressed to ensure that the subject is being taught, 
assessed, progressed, differentiated and challenged in 
the right way. Although teachers aim to lead their given 
subject to the best of their ability, it can be tricky given 
the elements needed in a subject; they may not have a 
lot of expert knowledge needed to be able to progress 
in their role for the WHOLE school, not just their class or 
year group.

The new Ofsted inspection framework (released in May 
of this year) sets out the ways in which Ofsted will now 
be looking at a variety of different areas – including 

subject leadership in schools. There has been a particular 
focus on the intent, implementation and impact of 
each subject. With this new document being released, a 
number of schools have jumped on these ‘3 I’s’ and have 
spent a lot of time rearranging the details of their subject 
under these three headings to make it as clear as possible 
for both staff and Ofsted inspectors. However, it can be 
easy to overcomplicate things and focus too much on 
these three elements as being completely separate, when 
they should be used to present your subject as a whole. 
These strands can help a subject lead really think in more 
depth about their subject, allowing them to have a better 
understanding of WHY the school has chosen to teach to 
what they teach in each subject, HOW we might assess 
the subject, HOW we allow for all abilities to access that 
subject, what the PROGRESSION across year groups looks 
like and HOW the specific subject skills are being covered 
by the end of each key stage.   

The ‘intent’ strand states that inspectors will be making 
judgements on the quality of education by evaluating 
the extent to which school leaders construct a school 
curriculum which is ‘ambitious’ and designed to give 

all learners (especially those who may be seen as 
disadvantaged in any way) the knowledge and ‘cultural 
capital’ needed to succeed in life. The content of the 
subject and the reasons behind why we teach what we 
teach when is vital. Thinking about this strand allows us 
to go back to the drawing board and make decisions as to 
why year 2 might be looking at the Great Fire of London in 
history or why year 3 might look at a particular continent 
in geography. 

aiMee Mills
ASSiSSTAnT HEADTEACHER
MOnKSTOn PRiMARY SCHOOL

Thinking about the 

‘intent’ for your subject 

gives you the chance 

to look back at what 

those vital national 

curriculum subject 

skills are...
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It is an opportunity to not only  re-find those cross-
curricular links, but to also think about a possible order 
of areas taught across a whole school journey (most easily 
achieved in areas such as history through choosing content 
which covers a chronological order through primary 
school year groups). Thinking about the ‘intent’ for your 
subject gives you the chance to look back at what those 
vital national curriculum subject skills are and what we 
want our KS1 and then our KS2 children to be achieving 
in their subjects (such as the basic skills of collecting 
and analysing data through fieldwork and interpreting 
maps in geography). What do we want the progression in 
expectations for these skills to look like by the end of 
each key stage? 

The ‘implementation’ strand is concerned about how 
teachers can ensure that they have a good knowledge 
of the subjects they are teaching and how leaders can 
support teachers when focusing on subjects outside of 
their expertise, allowing them to feel confident enough 
to adapt teaching and directions of discussions when 
necessary. The careful sequenced planning and arranging 
of subject content (set out through the organised and 
carefully thought out ‘intent’ of the subject) means that 
the curriculum can be designed to allow learners to 
remember their learnt content, makes links and to then 

add new knowledge easier as the years go on. Again, if you 
have a strong and clear intent, it can allow for resources 
and appropriate useful assessments to be selected and 
used to reflect the ‘coherently planned curriculum’ and 
not just be included for the sake of it. 

Through a solid intent and an ideal implementation (set 
out both by subject leads and other relevant leaders at 
school), the desired ‘impact’ of each subject can be set 
out. All schools want their learners to develop knowledge 
and skills across their subjects and to achieve well. For 
this strand, Ofsted also points out the importance of how 
this knowledge and achievements can later on reflect in 

national test results and further qualifications needed for 
learners to move onto their next stage of education or 
employment. Knowing exactly what you want for your 
learners at the end of their learning journey feeds directly 
back into the origin of your intent and implementation – 
they all work together to create an ideal curriculum. 

If subject leads have been given the time and guidance 
needed to take a step back and reassess their subject 
thinking about the ‘3 I’s’, it can lead to a more succinct 
and successful curriculum. If they can ensure a suitable 
intent has been devised (allowing for an obvious 
progression of areas and skills over the years and a 
clear vision and reasoning behind why certain content 
is being taught in certain year groups), ideas and advice 
on suitable implementation (allowing for all teachers to 
feel confident enough to know why and how to teach the 
subject, including an ability to differentiate and challenge 
to allow all learners to be included), then subject leads can 
then see a positive and wanted impact for all pupils and 
staff involved. This process allows subject leads to really 
have a good grasp and understanding of their subject 
and therefore add to a balanced and exciting curriculum 
allowing all of our pupils to become successful lifelong 
learners. 

This process allows 

subject leads to really 

have a good grasp and 

understanding of their 

subject and therefore 

add to a balanced and 

exciting curriculum... 
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huW huMphreYs
co-autHor of tHe 2017 Milton Keynes aGreed syllabus for re
re is aT a CrossroaDs aT The MoMenT. iT is a 
STATuTORY SubjECT (buT NOT ALWAYS TAuGHT MuCH!) 
Whose CurriCuluM is seT BY loCal BoDies CalleD 
SACRES WHO REVIEW/RE-PubLISH THEIR LOCALLY 
agreeD sYllaBus eVerY 5 Years. The lasT one in 
MilTon keYnes Was puBlisheD in 2017. Whereas 
preVious ones Were DiViDeD inTo “learning aBouT 
religion” anD “learning FroM religion,” The 2017 
one askeD TeaChers To look aT The relaTionship 
BeTWeen BelieVing, Belonging anD BehaVing. 

The whole syllabus is based on the links between what a believer 
(and we included scope for humanist perspectives in this) believes 
and how she lives (behaving) and worships (belonging). This opens 
up some interesting teaching, but it may be the last Locally Agreed 
Syllabus we see, because….

Last year the Commission on Religious Education (CoRE) published its 
final report. It is a well-researched document and contains a number 
of headline recommendations: a change of title for the subject (to 
“religion and worldviews”); a statutory National Entitlement for all 
young people to be taught high-quality RE to age 16; a change to 
CPD and ITE to enable that; non-statutory national Programmes of 

Study for RE to be developed; local SACREs converted to “local 
advisory networks”; Ofsted to report in whether schools meet 
the National Entitlement; and a review of the right of parents to 
withdraw children from RE.

A conference in June 2019 explored the report’s implications, and 
I came away from it with four thoughts that might really help me 
make sense of this in the RE classroom.

Firstly, comparative approaches to a theme across world religions 
is a total waste of time. The idea that we look at clothing, or food, 
or the use of water, etc. across 6 major faiths (or even 3!) should be 
discontinued, because it avoids the deeper understanding of faith 
that my children have a right to.

Secondly, religious texts and how we interpret them (“hermeneutics”) 
are really important, and especially if I can help young people see 
the link between those texts, the narrative they relate, religious 
practice, the way believers live their lives, etc. Going to the texts 
and finding interesting ways of exploring them is a key requirement 
of me as an RE teacher. The Understanding Christianity resource is a 
good example of how to teach this way, and similar resources are in 
the pipeline for other faiths. There are some other ideas in this blog. 

If you like academic papers, see Farad Panjwani’s paper here about 
interpreting texts in Islam.

Thirdly, the experience of believers from different faiths, and their 
agency.  There are lots of good YouTube resources of adults and 
young people talking about how they respond to and challenge the 
ideas in their own faith (see Nawal al Saadawi’s talk about being a 
Muslim feminist). Believers don’t just believe inertly, but see their life 
as a work in progress. They interact as an agent with the texts and 
wisdom of their own faith and that of others to gain understanding 
and live better. I explore that interaction to help pupils understand 
how religious life “works.” 

Fourthly, religions are not monolithic. They are not even in “camps” 
– very few believers think the same as other believers, even within 
fairly strict sects of their faith. So when I teach, I need to be aware 
of those differences, and what they mean for the way that my pupils 
regard people of faith. Not all Christians think the same (we debate 
constantly!), and nor do all Hindus, and in both religions, practice 
varies widely.

If you teach RE, try these things out and let’s get children and adults 
thinking more deeply about the world they live in!

21

http://twitter.com/innovatejournal


SOURCES:

• www.independent.co.uk/life-style/health-and-families/social-media-mental-
health-negative-effects-depression-anxiety-addiction-memory-a8307196.html

• https://publications.parliament.uk/pa/cm201719/cmselect/cmsctech/822/822.pdf

• Introduce a strict rule of not going on your phone for at least 40 minutes 
to an hour before going to bed, could be something for you or our 
students to try!  

• Have social media free time at a certain point each day
• Instead of following people who have a negative impact on you, follow 

inspirational people 
• Have a follower clear up on a regular basis. Reducing the amount of 

people you follow or are friends with will help with the amount you see 
on your timeline and lessen the anxious feelings or pressure to post your 
amazing life to everyone! 

• Be in the moment! Don’t feel you have to get the perfect picture to 
remember an event, be in the moment and it will stay with you just as 
long as a picture! 

• If you see or witness any negativity online, report it and block straight 
away

• Stop comparing yourself to others online, no one is perfect! 
• If you have any concerns about students you teach, inform your DSL/

Learning Coordinator straight away. 
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The rise of social media has meant that we are more connected than we 
have ever been. Social media is seen as a great way to connect with friends 
and family. A recent government survey of over 3,000 pupils aged between 
6 and 19 years showed that “following friends’ updates” was the main 
reason 27% of respondents used social media. There is an idea now growing 
that social media helps to maintain relationships between young people 
and allows them to be more open and honest along with feeling less lonely. 
In addition to keeping in touch with existing friends, social media has also 
been highlighted as a way to make new friends, particularly with people 
who have shared interests and experiences. According to the Anti-bullying 
Alliance, building these types of connections can be particularly important 
when a young person is “experiencing social difficulties or isolation in their 
daily lives”. Whilst our students use of social media can be seen as a positive 
thing, their reliance on it can have a detrimental effect on their mental 
health, with the average person in Britain (adults included!) checking their 
phone as much as 28 times a day. Using social media platforms this frequently 
can make you feel increasingly unhappy and isolated in the long run. The 
constant posts of perfectly filtered photos that appear on Instagram are 
bound to knock many people’s self-esteem, while obsessively checking 
your Facebook feed just before bed could be contributing towards poor 
quality of sleep. Here are three ways that social media could be negatively 
affecting yours and our student’s mental health without us even realising: 
when only phone calls and certain apps are available for use. Android is 
currently developing something similar for their devices.

SELF-ESTEEM
We all have our fair share of insecurities, some that we speak about openly 
and others that we prefer to keep to ourselves. However, comparing 
yourself to others on social media by stalking their aesthetically perfect 
Instagram photos or staying up to date with their relationship status on 

Facebook could do little to reassure your feelings of self-doubt. The 
reality is that a lot of what is posted on Social Media is not actually the 
reality. Becoming more aware of the amount of time you spend scrolling 
through other people’s online profiles could help you concentrate more 
on yourself and boost your self-esteem. For our students, this is easier 
said than done. Social media can cause young people to feel left out 
or like they are missing out on events their ‘online friends’ are going to. 
This can increase feelings of loneliness and anxiousness.  Another factor 
that massively impacts self-esteem is Cyberbullying. A recent study 
published in the American Journal of Epidemiology, found that one in 
five children aged 11 to 19 had experienced cyberbullying in the past year 
(21.2%). Girls were more likely than boys to have been cyberbullied.The 
reasons for Cyberbullying do vary but for our students it is very easy 
to hide their identities which can really increase the worry and anxiety 
of the victim. Another factor is that people who cyberbully often do 
not see the reaction of those experiencing it so it can sometimes be 
harder for them to see and understand the impact of their actions. This 
sometimes leads to disinhibition and a tendency to post more extreme 
and hurtful comments. 

MeMorY
Social media can be great for looking back on memories and reliving 
the past. However, it can also twist the way in which you remember 
certain events from your life. Many of us, as well as our students are 
guilty of spending far too much time trying to take the perfect photo. 
Whilst doing this however, we are not actually captivating the first-
hand experience of seeing it with our own eyes. Spending too much 
time on our phones will lessen other parts of the experience, damaging 
the happiness we could be gaining from them.

sleep
We all know how important sleep is! But can we say we regularly get 
enough of it?! One reason we may not get enough sleep is the use of our 

phones before we go to bed, making it harder to doze off. According to 
some doctors, getting worked up or feeling envious from what we see 
on social media keeps the brain on high alert, ultimately stopping us 
from falling asleep.The blue light from our devices just inches from our 
face can also suppress the release of the hormone melatonin which is 
the hormone that makes us feel tired. Students who use social media at 
night are three times more likely to feel tired at school which explains 
a lot! 

MenTal healTh anD WhaT We Can Do To help iT:
When used excessively and without restraint, social media has been 
proven to cause unhappiness, as well as lead to the development of 
mental health issues such as anxiety or depression. The NHS’s 2018 
Digital survey of the Mental health of children and young people in 
England, found that 11-19 year olds with a mental health condition were 
more likely to use social media every day (87.3%) than those without 
a disorder (77%). They were also more likely to be on social media for 
longer. 

kirsTY WasTell
learninG co-ordinator, oaKGrove scHool
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Educating Northants is a grass roots movement 
designed to flip the narrative about education in our 
county. Instead of accepting bad news stories about a 

broken local authority and major underfunding compared 
with other similar counties nationally, we wanted to speak 
up about the things we were proud of.

So a small team of local school leaders came together to 
plan an ambitious event. The event was to be an education 
conference that would attract some of the biggest 

names in education while at the same time providing 
a platform for local teachers and educators, many 

who had never presented their work or spoken at 
a national conference before.

On a day of national uncertainly about whether we 
would ‘Brexit’ or not, we were very clear about what we 
wanted to achieve as 600 delegates gathered on Saturday 
30th March at the University of Northampton’s Waterside 
Campus, to be part of this incredible experience. The 
event brought together local educators from all phases 
and backgrounds including nurseries, pupil referral units, 
special schools, primary and secondaries; from Early years 
Foundation Stage right through to Further Education. We 
were non-partisan and non-political and our strapline for 
the day’s event was #everyoneswelcome. 

Following the success of the conference, it was unclear 
what would happen next but we were determined that 
Educating Northants would continue to be developed by 
those local voices who had made the conference so special. 
We wanted it to be the ‘glue’ between all the education 
providers in the county, providing collaborative professional 
development and promoting Northamptonshire as a great 
place to teach.

That mission is still very much alive. Nine months on from 
the conference and the Educating Northants movement 
continues to flourish. A programme of NEDTalks - twilight 
CPD, free to all local educators – has begun in earnest. 

The talks run all year, hosted at different 
local schools, and focus on different themes 
each time. The next NEDTalk will take place 
on January 31st 2020 at Kettering Buccleuch 
Academy and will focus on teaching and learning.

We also have a team of educators working on an 
Educating Northants journal. The aim is to provide a 
window into local schools, with the spotlight firmly 
on practitioner research and collaboration. Through the 
quarterly publication of the journal, we will continue to 
focus on the professionalism and outstanding practice of 
teachers and school leaders who insist on using their own 
agency to look outward and share best practice.

There are other plans in the pipeline too: the creation of an 
Educating Northants directory which will help to facilitate 
visits and school-to-school projects; a termly newsletter 
to capture the brilliant work of our local schools; a strong 
social media presence so we continue to attract national 
attention as a hub of professional learning; links to other 
local events like ResearchEd Northants and BrewEd 
Northampton. The list goes on as new ideas emerge and 
local people continue to volunteer their time for this 
brilliant cause. 

So have we achieved our aim? We have certainly begun to. 
We set the agenda, brought people together and hopefully 
changed the narrative about education in our county. In 
many ways, what happens next is the most exciting bit 
because it is unchartered territory. Everything is possible!

If you are interested in getting involved, please get 
in touch or come and talk to any one of us at the 
NEDTalk in January.

esTher graY
ESTHER@WATERMANLEARNING.CO.uk 
WWW.eDuCaTingnorThanTs.Co.uk
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mj

Feature as a published writer in a Educating northants 
journal (special edition of innovate journal).  Be a 
part of northamptonshire’s teaching community who 
share and develop their teaching practice together. 

write a short feature supported by reading from blogs, 
articles or even Twitter!

3rd February 2020
E: educatingnorthants@gmail.com
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haira ganDolFi 
RESEARCHER,  uCL inSTiTuTE OF EDuCATiOn
Joe FreeMan
HEAD OF SCiEnCE, CAnOnS HiGH SCHOOL

As a Chemistry teacher in Brazil, I was always interested in 
doing something else in my classes, especially to try and “run 
away” from the obvious. But as full-time teachers with heavy 

workloads, is it possible for us to go beyond what is written in the 
curriculum? Can we innovate in our science classes to make them 
as rich as the actual scientific practices? Can we enrich our regular 
curriculum and have complex and in-depth conversations about 
how science works with our students without losing sight of the 
expected content and traditional exams?

Life took me away from my school in Brazil and brought me to 
UCL to work as an educational researcher, but I have never lost 
the interest in understanding how we teachers can make our own 
curricula. And that is how I met Joe, a Science teacher and Head 
of Science at Canons High School, in Harrow. Joe accepted to join 
me in this curricular endeavour and we have worked together on 
an attempt to enrich his year 8 science classes with conversations 
about how science works – or “Nature of Science”.

Most science teachers will certainly know about the “how science 
works” or “working scientifically” parts of the national curriculum 
here in England: in theory, they involve “understanding of the 
nature, processes and methods of science for each year group” and 

they “should not be taught as a separate strand” (DfE, 2014, p. 169), 
they should be embedded in the teaching of the regular scientific 
content. But most science teachers will also agree with Joe when 
reflecting about actually doing that:

When I started teaching seven 

years ago ‘how science works’ was 

such a forced thing upon us. [...] As 

a trainee I was just like wanting to 

crack up how to deliver content 

and manage behaviour, and that 

was it. […] I read a lot about science 

around the world, but I didn’t 

know how that could come to this 

curriculum.

But more than realising how to bring Nature of Science to his own 
practice, something that  in theory is already part of the national 
curriculum, Joe and I decided to be a little more radical and make his 
KS3 science curriculum an “intercultural” one. Inspired by the recent 
movements around “decolonising the curriculum”, we opted to 
talk about how science works in these KS3 through an intercultural 
perspective of scientific work:  one that looks at science as a global 
enterprise and at scientific knowledge as the result of exchanges, 
collaborations and circulation of knowledge, instruments and 
resources among different communities around the world. That 
would enable Joe not only to bring interesting aspects related to 
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• dfE (department for Education). (2014). The national curriculum in England: Framework document. London: dfE.

• http://theconversation.com/decolonise-science-time-to-end-another-imperial-era-89189

• https://www.theguardian.com/education/2019/mar/20/academics-its-time-to-get-behind-decolonis-
ing-the-curriculum

• https://iet.open.ac.uk/file/innovating-pedagogy-2019.pdf

how science works to his lessons, but also to explore multicultural 
examples of scientific work with his (very) multicultural group of 
students.

Joe then became not simply a teacher who was implementing what 
the national curriculum was saying with its “working scientifically” 
section, but he was creating his own approach to it and actually 
going beyond a narrow view of “how science works” to also use 
his group’s cultural diversity in his favour when planning his lessons. 
Under this perspective, we worked together on a collaboration to 
create four different teaching and learning plans (TLPs) about topics 
from the KS3 scheme of work adopted at Canons High School: 
Medicines, Magnetism, Evolution and Earth’s Resources.

This partnership between myself as a researcher and Joe as the 
one in charge of teaching these TLPs was established through a 
constant work that lasted for more than only one topic from the 
curriculum. It involved weekly meetings for planning and reflecting 
about the experience of creating these resources and teaching 
them, following “design-based principles”. These principles aim 
at promoting innovation in school practices through cycles of 
“planning” a resource, “implementing” and “evaluating” it before 
another cycle (for another resource) is carried out. This approach 
then allows for constant enactment and reflection about the 
innovative experience and for these reflections to inform the work 
in the next round: lessons learned in the teaching of the Medicines 
TLP were very relevant for our planning of the Magnetism TLP, for 
instance.

Innovating and making our own curriculum can be deeply satisfying 
for us teachers, as stated by Joe at the end of this project: “In 
the end I felt absolutely fine, not out of my comfort zone at all. 
And I felt that these resources and working on them provided 
me with a platform that benefited me a lot as a teacher”. But the 
success of this kind of experience relies, among other things, on 
being able to try out new ideas on a medium or long-term basis: 
carrying out different cycles of innovation, instead of only one, is 
key for teachers’ professional learning via curriculum-development. 
Therefore, planning, enacting and reflecting about a new teaching 
resource should be part of a constant innovative movement, 
informing the teacher’s subsequent actions and decisions, and not 

be considered as a one-off experience and forgotten after the new 
resource is taught.

In addition, a point that we cannot forget as teachers is that we 
are not alone: reflection about a new strategy we are trying out 
should not be done in isolation. Being in the form of a community 
of practice (e.g. teachers’ networks) or of a partnership with 
other communities (e.g. academics and universities, like Joe and 
I did), reflection about our practice is more effective when done 
collectively through sharing of suggestions and experiences. That 
should not be only “how science works”, but also “how teachers 
work”.
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The year 2019 brought the unveiling of the first draft of Wales’ 
new national curriculum. Learning is based on four core 
purposes (fig. 1) which underpin a controversial departure from 

an education system that was developed in a world before global and 
technological changes that impact the way we live today. Replacing 
traditional subjects, six Areas of Learning and Experience promises 
knowledge and skills rather than prescribed content. This move in 
the curriculum will empower schools in mapping out a personalised, 
deliverable curriculum that fits the needs of both their pupils and the 
local community – a chance to put teachers’ professional learning and 
skills to the test.

Do schools have the ability to design a curriculum that fits the needs of 
their learners? This will depend upon teacher knowledge, confidence, 
time and skill as well as budgets and management. Sherrington (2017) 
points out, “there is a fine line between being given autonomy or being 
left to sink or swim” and with no guidance, education could certainly 
sink. An open-ended curriculum while being full of possibility, runs 
the risk of falling at the first hurdle. Knowledge is the foundation of 
skills and creativity so without the “nuts and bolts” of basic speaking, 
reading and writing, some pupils, particularly those with little family 
support, are in danger of missing out (ADEW, 2019).
 
In preparing learners to thrive in the changing world of the 21st Century, 
we need to re-think our re-thought education system.  When France 
dissolved their curriculum in favour of locally developed skills-based 
pedagogy, statistics showed a sharp decline in attainment, particularly 
in children from low income backgrounds (Hirsch, 2016). The Welsh 

Government aims to reduce the impact of deprivation on young 
learners, but the long-term impact for children with weak language 
skills is poor and unless the new curriculum addresses the lack of 
powerful knowledge included, the poverty gap may widen.
Schools can improve outcomes through robust exposure to language 
alongside well-planned inquiry-based provision. Snow (2016) agrees 
that knowledge of words underpins all education and learning, not 
only in language-based subjects but in the sciences and mathematics. 
If we want to raise children’s attainment, the role of talk in the 
classroom should be prominent in the curriculum.
 
Classrooms that are rich with dialogic talk and engaging story will 
inspire children to become natural linguists. Knowledge is developed 
through the creation and sharing of experiences with members of 
communities, in spoken and written language (Mercer and Howe, 
2012). Talk-based, collaborative learning with an emphasis on higher-
order questioning, and ongoing assessment based on communication 
between learner and teacher creates a culture of learning that will 
enable children to develop skills, knowledge and language.
 
Building a curriculum fit for the 21st Century is an opportunity to move 
Wales into the future, though it is clear that we need to consider the 
importance of both knowledge and skills. A well-balanced curriculum 
that not only develops critical thinking and collaboration, but teaches 
learners how to communicate with others in an ever-changing world 
will enable our children to recognise their capabilities and lead the 
flourishing lives they deserve.

CharloTTe Jukes 
MASTERS in EDuCATiOn STuDEnTS, OPEn uniVERSiTY 

AMBITIOUS, CAPABLE 
LEARNERS.

Ready to learn 
throughout 
their lives.

ENTERPRISING, 
CREATIVE 

CONTRIBUTORS.

Ready to play a 
full part in life 

and work.

ETHICAL, INFORMED 
CITIZENS.

Ready to be citizens of 
Wales and the world

HEALTHY, 
CONFIDENT 

INDIVIDUALS.

Ready to lead fulfilling 
lives as valued 
members of 

society.

Figure. 1 Welsh Government (2015)
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Mark Quinn
BESPOKE PROGRAMMES LEADER
uCL inSTiTuTE OF EDuCATiOn

WhaT Was The TeaCher aCTion researCh proJeCT?

Between October 2018 and June 2019 I delivered a Teacher Action 
Research Project – TARP – to a group of 8 secondary school 
teachers from across England, meeting on three occasions at UCL 
Institute of Education (IOE), where I work. The project was funded 
by UCL Widening Access and Participation, whose remit is to 
increase the uptake of places at leading universities by students 
from disadvantaged backgrounds.

The teachers chose themes and interventions that they judged 
likely to make a substantial difference to their own students: some 
focused on aspects of their classroom practice that they wished 
to adapt; others conducted their action research on an element of 
their wider school responsibility. The only stipulation was that they 
must concentrate on outcomes for their disadvantaged students.

I think the thing that attracted me to 
TARP was the fact that actually what we 
are doing is looking at something that 

is a lot more research-based… it’s much 
more useful to be thinking about what 

does make a difference in the classroom; 
how does one implement it; how does 
one disseminate it and how does one 
go through the process of being more 

professionally engaged with the science 
and craft of teaching.
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suMMarY oF The inTerVenTions anD ouTCoMes

Three were interested in the process of student learning; they were 
keen to increase their students’ awareness of how they learn, and 
to see the extent to which this would contribute to their academic 
progress. These projects may be labelled metacognitive strategies. 
The self-regulation of learners was a feature across several other 
projects. One hypothesised that, to address the demands of 
new linear exams at A level, teachers needed to address the 
metacognitive skills of their students and could best achieve 
this through explicit modelling of written responses; two English 
teachers conducted projects which focused on boosting subject-
specific vocabulary in Key Stage 4. These three enquiries can be 
loosely grouped as language and literacy. One teacher, whose 
whole-school role embraces Careers Education, was interested 
in the link between students’ self-efficacy and realistic career 
choices; the project of the final practitioner-researcher saw her 
department take a range of new evidence-informed approaches 
to teaching Geography at Key Stage 3. These last two come under 
the very broad heading curriculum development but, like the rest, 
are complex interventions concerned largely with students’ self-
regulation.

There were many common findings across the eight action research 
projects. Many saw student confidence as a prerequisite to progress; 
others saw that increased confidence was an outcome of their 
projects. The same could be said for the issue of teacher-student 
relationships: some saw them improve, while others identified 
them as a continuing threat to successful outcomes. Teaching 
strategies that placed an emphasis on student self-reflection, 
their metacognition and self-regulation all had promising results 
for disadvantaged students and others. Likewise, modelling of 
exemplar answers, emphasis on appropriate subject vocabulary and 
the embedding of strategies which force students to retrieve prior 
knowledge: greater focus upon these pedagogical approaches did 
bear fruit for many of the disadvantaged students whose progress 
was tracked. Not all projects succeeded on their own terms. Those 
where the number or complexity of interventions were greatest 
found it difficult to implement change or to track the impact of 
the changes they did implement. In some few 
cases, the participating teachers speculated 
that their innovation may have in some way 
hampered the progress of the students they 
were trying to help, but this was a minority 
finding. Others were able to reflect upon the 
extraneous factors which continue to impede 
the progress of their disadvantage students.
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Figure 1: Feedback Interventions: distribution of effect sizes

JaMes Mannion 
DiRECTOR, RETHinKinG EDuCATiOn
The late, great Ted Wragg once calculated that a teacher 
typically makes upwards of a thousand ‘on-the-spot, 
evaluative decisions’ on any given day (MacBeath, 2012). 
When I first came across this, I thought: ‘That sounds 
like a lot… you’d be exhausted!’ However, when you 
consider how busy a school is – how busy a classroom 
is – and how many instances might trigger a response 
from a teacher in the course of a day, it soon starts to 
look like a reasonable figure.

If you accept this to be true, a number of questions 
arise. First – what are all these decisions? What factors 
influence the decisions that teachers make when 
planning and teaching lessons? How many of these 
decisions are made consciously and how many are 
predetermined by past experience, habits or beliefs? To 
what extent are these decisions informed by research 
evidence? Perhaps most importantly, can we get better 
at making these decisions and, if so, how?

Here we arrive at a methodological question – how 
can we know when we are making better decisions? 
– and this is where practitioner research enters the 
fray. To be clear, by ‘practitioner research’ I mean a 
systematic process of reflection on our practice, trying 
out new ideas and evaluating the impact of what we 
do. In seeking to get even better at what we do – 
professional development in a nutshell – we first need 
to get a handle on how effective different aspects of 
our practice are. The question is: in the absence of 
some form of systematic research inquiry, how can we 
know which practices, habits and routines are the most 
useful – and which might most usefully be jettisoned?

‘WhaT Works’ Versus The BananaraMa 
eFFeCT

Readers may be aware that the Chartered College 
of Teaching recently secured access to paywalled 
journal articles for its members. This is a welcome 
development. However, if the teaching profession is 
to become more evidence-informed, looking to the 
literature to determine ‘what works’ is only part of 
the solution; it may be helpful, but it is by no means 
sufficient. Here’s why:

In recent years there have been a number of publications 
seeking to tell us ‘what works’ in education e.g. 
(Marzano, 2003); (Petty, 2006); (Hattie, 2008); (Lemov, 
2010); (Higgins et al., 2013); for example, the Education 
Endowment Foundation (EEF) tells us that ‘feedback’ 
is the most effective thing schools can do, providing 
‘high impact for low cost’.

If this sounds too good to be true, that’s because it is. 
Guides to ‘what works’ can only point us towards what 
works on average; for any given area of practice, there is 
always huge variation in terms of efficacy, ranging from 
the highly effective to the highly counterproductive. 
For example, in one study – a meta-analysis of 607 
feedback interventions (FIs) – in 38% of cases, the FI 
actually decreased student performance (Kluger and 
DeNisi, 1996); see Figure 1.

It is worth restating this point, because it is really quite 
mindblowing: in more than 230 of the cases studied, 
the FI – a practice that supposedly gives ‘high impact 

for low cost’ – actually made things worse than if 
the schools had just done business as usual. A recent 
EEF study of effective feedback also reported ‘wide 
variation’ in practice because ‘teachers struggled to 
understand and use evidence on effective feedback 
consistently across all schools’ (Gorard et al., 2014).

Imagine if a school leader said to their colleagues, 
‘We’re all going to do a new thing but there’s a one in 
three chance that we’ll be making things worse’; they 
would be unlikely to garner much support for their 
new initiative. However, in the absence of a systematic 
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... you can do a 

meaningful piece of 

inquiry within an hour, 

easily.

impact evaluation of any shiny new initiative (or existing 
area of practice), this is precisely what school leaders 
are saying – even if they don’t realise it. What’s worse, 
they can’t possibly know where on the bell curve their 
school sits in relation to any given area of practice.

Steve Higgins (2013) refers to this phenomenon of wide 
variation as ‘the Bananarama effect’: it ain’t what you 
do, it’s the way that you do it – and that’s what gets 
results. The question is: in the absence of some form 
of systematic research inquiry, how can schools know 
whether ‘what they do’ is helping improve student 
outcomes, having zero impact or making things worse?

Case sTuDY
WhaT Does praCTiTioner researCh look 
like in praCTiCe?

People often think of practitioner research as a huge 
undertaking – something resulting in a 20,000-word 
Masters dissertation that only a handful of people 
will ever read. If we are to become a more evidence-
informed profession, we need to embrace the idea of 
small-scale practitioner research inquiry.

In recent years, I have spent a lot of time exploring 
the question ‘what is the minimum viable model for 
a research cycle?’ The surprising answer is that you 
can do a meaningful piece of inquiry within an hour, 
easily. In fact, teachers already do this kind of ‘what’ 
inquiry pretty well. What is the relative attainment of 
boys and girls in Year 10 physics? Search the existing 
data – done. What do Year 11 pupil premium boys say 
about revision? Write a short survey and ask a sample 
of them to fill it out – done.

There are longer ‘how’ pieces that might take a half-
term, say. How can we increase attendance at parents’ 
evening? Collect some baseline data, perhaps conduct 
a telephone survey, devise a strategy, implement it, 
take a post-intervention measure – done. And then 
there are longer pieces still. How can we maintain the 
momentum of learning and development across the 

transition from Year 6 to Year 7? Arrange reciprocal 
school visits for teachers of Years 6 and 7, observe 
some lessons, take samples of pupils’ work, devise 
some training for teachers to enhance consistency 
of provision, monitor and evaluate the impact and 
compare it with previous cohorts – done.

At the start of each inquiry cycle, we review the 
literature briefly, and at the end of each cycle we ask: 
how impactful is this area of practice? Should we tweak 
it, scale it up or discard it altogether? Through this 
simple methodology – read stuff, try stuff, measure 
stuff – we bootstrap our way to a better-informed, 
more surefooted future.

keY TakeaWaYs
Context matters – when considering findings from the 
research literature, think about the context of your 
school and use your professional judgement.

Embrace the idea of small-scale practitioner research. 
You can conduct a meaningful study in a short amount 
of time.

Follow this simple process: reflect on your practice, try 
out new ideas and evaluate the impact of what you 
do.scope and disclaimer with regard to claims.
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What happens when you bring together over 2000 
young leaders from every country in the world? 
The One Young World Summit is one of the most 

inspiring gathering of youth from all over the globe who have 
collectively made a positive impact in the lives of over 20 
million people.

At it’s 10th anniversary, the summit returned to it’s inaugural 
city of London; the world’s melting pot. The summit is 
catalysed by the global leaders that champion it as counsellors 
like the 7th Secretary General of the UN Kofi Annan,  Nobel 
Peace Laureate Professor Muhammad Yunus and even the 
Duchess of Sussex Meghan Markle.

I was lucky enough to attend this fantastic set of events as 
part of the Young Leadership Alliance Forum as part of the 
work and the impact ZNotes has had on over 2.5 million 
people globally. The forum convened for its annual high-level 
meeting at the inspiring offices of Amnesty International and 
brought youth organisations, international institutions and 
the private sector to promote learning, collaboration and 
partnerships.

The summit officially commenced on the 22nd with the 
Opening Ceremony at the Royal Albert Hall. In the gilded 
building that echoes centuries worth of art, we were 
welcomed by the Mayor of London, Sadiq Khan who’s closing 
remarks resonated with the audience which represented the 
190 countries of the world:

“That our diversity is our strength, not a weakness, that 
dialogue can overcome difference and indifference, and that 
the heights we need to reach can only be scaled by building 
bridges, not walls.”

We were treated to a selection of world performance from 
the Royal Ballet, pieces from a West-end musical and the flag 
ceremony where each of the 190 flags were brought to the 
stage among deafening cheers and applause.

And if the night had not wowed already, the Natural History 
Museum’s door were flung open exclusively to us for a dinner, 
surrounded by more than 80 million life and earth science 
specimens.

The rest of the 4 days of the summit were a scheduling 
exercise as I juggled my university lectures and returned to 
the Queen Elisabeth II Center to attend talks, workshops and 
networking round-tables. My highlights included exhibiting 
ZNotes at the Social Venture Challenge run by the Resolution 
Project, an opportunity to get on stage at the lightning 
pitches and the interactive workshop run by UNICEF, bringing 
to light the major challenges our education system faces.

After literally meeting hundreds of people, it all came to 
finality at the closing ceremony on Friday, held at the Central 
Hall Westminster. We were addressed by the amazing 
founders of the summit, Kate Robertson and David Jones 
and the roof was blown off as the summit officially declared 
climate emergency.

After a roller-coaster ride that only went higher, the baton 
was passed from the London to the Deputy-Mayor of 
Munich who welcomed the summit for it’s next in Munich 
2020 #OYWS20

ZuBair JunJunia
founder of Znotes @Znotesrevision
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Jane shearD 
CAREERS ADViSOR, OAKGROVE SCHOOL

Learning is most commonly associated with formal 
education in a school, college or university 
environment with society reinforcing the idea 

that we should “get a good education”. It’s true to say 
that formal education culminating in qualifications 
is important for young people and enables them to 
maximise their potential to find better, more satisfying 
jobs with higher earning potential. However, this is only 
one type of learning and it’s important that young people 
are aware that there are many other opportunities to 
further their knowledge and develop the skills they will 
need throughout life. 

Learning is an ongoing process, its unavoidable and 
happens all the time, however, lifelong learning is 
about creating and maintaining a positive attitude to 
learning beyond the school walls for both personal 

and professional development. Lifelong learners are 
motivated to learn and develop themselves because they 
want to, enhancing their understanding of the world and 
creating opportunities to improve their quality of life. 
Learning for its own sake can:

• Boost confidence and self-esteem
• Improve ability to adapt to change
• Result in a more satisfying personal life
• Challenge entrenched ideas and beliefs
• Be fun!

learning giVes You opTions
Whatever their life path, there are a number of sometimes 
unanticipated benefits for students in creating a culture 
of continual personal and professional development. A 
majority of students will, as adults, rely on succeeding 

in employment for their ability to earn a living. The 
more flexible they can be about their direction the 
better prepared they will be to adapt to a fast-changing 
employment market. For example: our economy is shifting 
increasingly towards short-term and part-time contracts 
with more flexible work-patterns whilst old industries 
are disappearing abroad.  Once they are participating in 
the working world students will need to adapt to changes 
going on in the work-world and make more opportunities 
for themselves by stepping out of their comfort zones, 
challenging and adapting their ideas of their working 
life. Additionally, relying on job permanence for earnings 
and promotion is not as feasible as it once was and more 
people of all ages are turning their hobby into a business 
idea. Being involved in a passion outside of work hours 
can lead to developing transferable skills and could lead 
to getting paid for doing what you love.
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seTTing learning goals: Goal setting 
is a lifelong learning skill that strengthens 
the desire to learn.

The Value oF plaY: Ensuring learning is fun and enjoyable. 
Creating opportunities for discovery and personal growth.

sTuDenTs as TeaChers: It’s widely known that learning retention is maximised when 
we teach our knowledge to someone else.    Students sharing knowledge and assisting 
their peers are demonstrating learning ownership can be an inspiration to others.

inTroDuCe neW learning Tools: Blogs, podcasts, debates and 
discussions sharing knowledge and ideas. Opportunities to experience 
new ways of learning can help develop a desire to learn and grow.

Turn MisTakes inTo opporTuniTies: Learning from mistakes is one of the best 
lifelong learning skills students can master. Mistakes show us better ways to think and 
work and provide opportunities to develop resilience both mentally and emotionally.

learning oWnership: Beyond school, students will be expected to learn on their own. When 
students own their own learning it sticks with them. Highlighting the rewards of taking responsibility 
for your own learning is also significant – higher self-esteem, pride in achievement and independence.
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that students become independent, resilient learners, who enjoy 
the subject but who also see the value in what they are learning. 

We want to support students to reason mathematically through 
developing connections between different areas of mathematics 
and give them opportunities to problem solve by breaking down 
questions. Ultimately, we want to prepare students not just for 
GCSE mathematics, but for further study and for the world of work.

inTenT, iMpleMenTaTion anD iMpaCT. The Three WorDs 
arounD WhiCh The “QualiTY oF eDuCaTion” JuDgeMenT 
in The oFsTeD FraMeWork is BaseD.

As subject leaders, we have been encouraged to use these three key 
words to structure our thinking about the curriculum we offer, and 
how we deliver it to our students. We saw this as an opportunity 
to revisit our curriculum planning and revise our schemes of work. 

As a starting point, we took time as a department to reflect on what 
our main priorities are and to discuss them as a team. We shared 
ideas on what we felt were the key concepts which we wanted our 
students to grasp at different stages in their time with us, and the 
best order to teach topics to ensure a depth of understanding.

Our conclusion was that we want students to become fluent 
in the fundamentals of mathematics, developing a conceptual 
understanding as well as the ability to recall and apply knowledge 
accurately. As a department, we want to deliver mathematics so 

reBeCCa Clark & shenaZ Merali
DiRECTOR OF MATHS & HEAD OF MATHS
OAKGROVE SCHOOL

We want to support students 

to reason mathematically 

through developing 

connections between different 

areas of mathematics...
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Essentially, we had a common view of our “intent” and the next stage 
was to think about the “implementation”, or how we believed that 
our aims could be delivered. Again, we spent time as a department 
discussing this and sharing our thoughts. We asked colleagues to 
think about what features they might expect to see in a typical 
Maths lesson and how these features linked to our goals. Discussions 
were based around sequencing of lessons, problem solving, pitch, 
pace, expectations, questioning, assessment and modelling. 

One of the key features was questioning; which were the best 
types to use at key points in the lesson. Did we want to ask open 
questions? Give students time to think and share ideas, thus 
enabling them to find a way through a problem? Or would it be 
more appropriate to scaffold questions, allowing students to link 
different areas of Maths, as well as develop, and check for, depth of 
understanding? Should we always use ‘hands down’ questioning to 
allow for targeted questioning?

Of course, there is no ‘right’ or ‘wrong’ way to teach. We all use our 
skills as teachers every day to make judgements, on a minute by 
minute basis, as to the best way to approach topics and, indeed, 
individual students. But what we began to form, is a shared vision of 

One of the key features was 

questionning; which were 

the best types to use at key 

points in the lesson. 

the features we would expect to see in most lessons. We amended 
our schemes of work to reflect our discussions, thinking carefully 
about the ordering of topics that would allow our students the 
opportunities to make those really important connections.

Moving forward, we will use learning walks, lesson visits, work 
scrutinies and data to monitor the “impact” for students. We will 
continue to review and amend our schemes of work. We know it 
is important to build in time for reflection and discussion at team 
meetings and hope to continue to build on current successes!
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The GDST is a family of 25 independent schools and academies 
across England and Wales. Our schools are interested in 
exploring innovative practice with emerging technology 

and several of them are exploring the possibilities that Artificial 
Intelligence (AI) may bring to the sector. Two schools who are 
piloting innovative practice in this area are Wimbledon High School 
and Sydenham High School. Both schools educate girls between 
the ages of 3-18, ensuring their students learn without limits. The 
work of Rachel and Matthew is further explored below. 

At Wimbledon High School we are keen to ensure that 
our students will gain an understanding of the 

social, moral and ethical issues around the use 
of AI, and also that our Computer Science 

curriculum equips them for life in an AI 
world, following the current thinking 

which concludes that in the future 
many jobs will require interaction 

with AI. A recent Royal Society 
review of the literature notes 
that “The first-order effects 
of AI on work may not only 
include substituting workers 
in existing tasks, but also 
generating new tasks for 
workers to perform.” (1)

This year we will integrate the Machine Learning for Kids activities 
(2) and the MIT Media Lab AI + Ethics programme (3) into our KS3 
Computer Science curriculum. Projects in the pipeline this year and 
next include working with experts to develop our own shareable 
scheme of work and resources for this kind of learning, and extra-
curricular clubs where girls can programme autonomous social 
robots and study for Microsoft data science and AI qualifications.

We also strive to introduce conversations around AI ethics into 
other curriculum areas, most recently our Year 12 ‘Open Minds’ 
course, a Year 10 study day, and in our Grow 2.0 Festival where we 
welcomed speakers on the topic of ‘Being Human in an AI World’.

At Sydenham High School, a year 7 enrichment programme, exposes 
students not to AI coding or more specifically AI ethics, but a series 
of four sessions on the origins and evolution of AI: the Turing test, 
current online machine-learning experiments, a data-exploitation 
game and self-driving cars. The intention is not to make them AI 
experts, but instead give them a well-rounded viewpoint of where 
AI came from and where it is going. The programme is delivered as 
part of an enrichment programme - it’s always a challenge to lever 
something in to the time available but it’s a starting point.

aMY iCke
OnLinE LEARninG & innOVATiOn MAnAGER, GDST
contributions from:
raChel eVans, DiRECTOR OF DiGiTAL LEARninG & innOVATiOn, WiMBLEDOn HiGH SCHOOL 
MaTTheW lleWellin, HEAD OF DiGiTAL LEARninG & innOVATiOn, SYDEnHAM HiGH SCHOOL

The Fourth Education Revolution: Will Artificial Intelligence 
liberate or infantilise humanity?, Anthony Seldon (2018) 

• https://royalsociety.org/~/media/policy/projects/ai-
and-work/frontier-review-the-impact-of-AI-on-work.pdf

• https://machinelearningforkids.co.uk/
• https://www.media.mit.edu/projects/ai-ethics-for-

middle-school/overview/

Do you use technology 
in the classroom?

Share how you use technonology in the classroom with 
us and have your ideas published in a future edition of 
Innovate Journal. Email us: hello@innovatejournal.com
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liZ ChaMBerlain
SEniOR LECTuRER in EDuCATiOn STuDiES, Ou
co-director of cHildren researcH centre @Openuni_CRC
In November this year, the Open University’s Children’s 
Research Centre launched its latest report Representing 
children’s rights from discussion through to illustration 
and interpretation. The report presents the findings 
of research undertaken with Children and Young 
People (C&YP) across nine project settings in England 
and Wales to capture their views and understandings 
about rights, and how books and visual images might 
represent their rights. 

Thirty years ago, the United Nations General Assembly 
adopted the Convention on the Rights of the Child 
(UNCRC) and it was opened for signature on 2oth 
November 1989.  Endorsed and ratified by the UNCRC, 
children’s voice has become part of a dominant policy 
imperative as practitioners, policy makers, institutions 
and researchers find ways to consider children’s 
experiences  (L’Anson and Weston, 2018) which have 
been marginalised and in many cases silenced (Cooper, 
2017; Bennett et al., 2018). The focus on voice is part of 
a wider dialogue about the capacity, competency and 
choice children have in when and how they express 
their views (Bucknall, 2014), how many encounter 
barriers to sharing their views (Cooper, 2015) as well as 
the multifaceted nature and complexity of children’s 
rights (Hammersley, 2015; Montgomery, 2018).  

As he Convention reflects on its thirtieth anniversary, this 
call for debate and discussion on children’s rights is timely. 
In response and a guiding principle for the design of this 
study was the recognition of rights as something that 
cannot be precisely categorised or easily granted, but are 
fluid, complex, and socially constructed.  Consequently, 
this research employed a multimodal research design, 
utilising focus-group interviews, young researcher 
projects, role-play and drama, and photo-elicitation as 
the means to engage with and listen to diverse groups of 
C&YP. The aim was to use the multimodal activities as a 
stimulus for conversation and to provide opportunities 
for the C&YP to contribute to a shared narrative about 
rights within the context of their own lives. 

The focus on voice is part 
of a wider dialogue about 
the capacity, competency 

and choice children 
have in when and how 

they express their views 
(Bucknall, 2014)
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Over the Autumn and Spring of 2018/19, the Children’s Re 
search Centre commenced an initial phase of research with 
C&YP in England and Wales.  Across the nine project settings, 
the findings illustrate the intertwined relationships across the 
various articles of the UNCRC (as envisioned by its original 
authors). The C&YP people in this study understood their rights 
as active entitlement that changes over time and according 
to age and context. Their conversations and activities reveal 
the evolving nature of their understanding of the concepts of 
rights, even though they may not always recognise their own 
individual rights as embodied in the UNCRC.  

C&YP highlighted a relationship between rights, reflected 
through their prioritisation of rights; for example, some C&YP 
prioritised their rights to have friends and to learn over their 
right to privacy, while others prioritised the right to shelter 
over the right to education. The research highlights the 
ongoing debate that rights are context-specific: as one child 
emphasised, ‘What’s important to me might be different to 
what’s important to someone else … to someone who’s getting 
beaten up, safety is the most important thing.’ The C&YP liked 
images that promote friendship and provide positive role 
models of disability, as well as images that represent them and 
enable them to identify themselves and their families. They are 
attracted to and responsive to visual images related to rights 
that promise change, possibility and potential empowerment, 
in contrast to their reactions to images of segregation or rights 
denied. For some of the older C&YP in this research, images of 
rights not being respected are more powerful.
 
A key outcome of working in this way is a commitment by 
the Children’s Research Centre for ongoing dialogue and 
consultation with C&YP, an approach that we will continue to 
foster through all the organisations we work with. 

For the full report:
Chamberlain, L., Afroze, J., Cooper, V. & Collins, T. (2019) 
Representing children’s rights from discussion through to 
illustration and interpretation, Milton Keynes, The Open 
University Children’s Research Centre.

• Bennett, S., Cooper, V., L. and Payler, J. (2018) The need for support: Young people 
living through a family health crisis. Hope in partnership with the CRC oU. 

• Bucknall, S. (2014). doing qualitative research with children and young people. In 
Clark, A., Flewitt, R., Hammersley, M. & Robb, M. (Eds). Understanding research with 
children and young people (pp. 69–84). London, SAgE. 

• Cooper (2015)
• Cooper, V. L. (2017) Lost in translation: exploring childhood identity using photo-

elicitation. In: Children’s geographies, 15(6) pp. 625–637.
• Hammersley, Martyn (2015). Research Ethics and the Concept of Children’s Rights. 

Children and Society, 29(6) pp. 569–582.
• L’Anson and weston (2018) Children’s voice: bridging theory and practice with 

unaccompanied children seeking asylum in the UK. In Montgomery, H. & Robb, M. 
(Eds). Children and young people’s worlds, Bristol, Policy Press. 

• Montgomery, H. (2018) Children’s rights and cultural relativism, in Montgomery, H 
and Robb, M. (ed) Children and young people’s worlds, Bristol: Policy press. pp 73- 87.
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• dahl, A. and Brownell, C. (2019) The Social origins of Human Prosociality, Current directions in 
Psychological Science. doI: 10.1177/096372141983038

• Roughley, n. and Schramme, T. (2018) Forms of Fellow Feeling: Empathy, Sympathy, Concern and 
Moral Agency. Cambridge; Cambridge University Press.
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Joanne JosephiDou
EARLY CHiLDHOOD LECTuRER
OPEn uniVERSiTY

Research literature which focuses on how and why 
people give to charity is often concerned with ways 
to encourage them to give larger amounts at greater 

frequency. There seems to be a gap in understanding about 
how people arrive at these kinds of charitable behaviours. 
For example, how do children develop a sense of ‘fellow 
feeling’ (Roughley and Schramme, 2018)? We know that 
both schools and the home environment impact on how 
children develop empathy but at what age does this 
happen and what do children really understand about 
charity? Psychology research tells us that children as young 
as 12 months will comfort their peers who are upset but 
how does this translate to philanthropic behaviours?

We decided to carry out our own piece of research to 
add to this gap in knowledge. We adopted a participatory 
approach, informed by democratic principles, to work with 
150 children aged 4 to 8 years old. They were recruited by 
student research assistants from Canterbury Christ Church 
University; this university also gave ethical approval for the 
research. The research assistants devised different methods 
along with the children to find out what they knew about 
charitable giving; these methods included games, tours of 
the high-street, taking photos, drawings etc

Our main finding was even young children had a good 
understanding of being charitable; they had learnt this from 
the home, the media and the wider community. However, 

adults and educational settings had the potential to stunt 
this understanding by teaching children that charity was 
a transaction. For example, children came to learn that 
charity meant buying a cupcake with Pudsey’s face on or 
donating money for a non-uniform day. An example of this 
is when one girl (eight years old) said:

“I’ve done fundraising at school. We sold cakes on the 
playground at break time and people put money into the 
pot, but I don’t know what charity it was for though…” 
(Girl, 8) This made us question how adults and educational 
settings can either ‘shut down’ or ‘open up’ spaces for 
children to think about charitable giving, philanthropy and 
social justice.

We suggest that it is important how schools and educational 
settings approach charity initiatives during the school year 
in order to help children take a more critical approach. For 
example, children could be encouraged to research the most 
popular charities and find out why. They may also learn to 

question why other charities struggle to attract donations. 
If young children are led to believe that giving to charity is 
predominantly a transactional experience then they may 
not develop more long-term charitable behaviours (Dahl & 
Brownwell, 2019). 

We recognise the great work that educational settings do 
to engage children with charity initiatives. We argue though 
for space to discuss this kind of philanthropy at a more 
critical level in order to support children in developing the 
dispositions and behaviours that will mean they continue 
to engage with their communities on social justice issues as 
they grow in to young adults. 

If you would like to download the full report for free it is 
accessible from: 

https://research.kent.ac.uk/philanthropy/wp-content/
uploads/sites/225/2019/03/our-charitable-children-
research-report.pdf
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Linda trained as a secondary school physical educational 
teacher and applied her passion for physical activity 
in a career in community recreation. During that time, 

she witnessed the failure of two decades of investment in 
children’s Physical Education, School Sport and associated 
community sport to improve physical activity levels. In 
2018 the UK Chief Medical Officers’ reported that only 18% 
of children met the recommended physical activity levels 
in England (Public Health England, 2018). Simultaneously 
through her work with Sports Leaders UK  she witnessed 
the ability of people as young as 9 years old to reflect 
upon and understand their own and others’ physical 
activity experiences. She believed that a new approach 
to understanding children’s physical activity was needed; 
an approach which challenged adult-driven public policy 
discourses about health and educational outcomes. Instead 
she focused upon how children experienced physical 
activity. In September 2019 Linda submitted her thesis 

reporting her study with nine 7-11 years old co-researchers 
about their own free-choice physical activities. 

In the thirtieth anniversary year of the United Nations 
Convention of the Rights of the Child (UNCRC) which 
highlights the rights of the child to have a voice in matters 
which affect them (UNCRC, 1989), it was fitting that Linda 
set out to also challenge the adult-led nature of research 
into the motivations of children to be active:

• Firstly she adopted the all-inclusive Public Health England 
(PHE) definition of physical activity as “body movement 
that expends energy and raises the heart rate” (2014, 
p.4) to move away from public policy dialogue around 
participation in organised sport and competition. 

• Secondly she adopted James’ (2010) perception of 
children as social agents in their own development 
and socialisation recognising children shape their own 

physically active lifestyles  
• Finally, she recognised children’s abilities to not only fully 

participate but to guide research processes.  

Over a 12-18 month period, nine, 7-11 years old co-researchers 
collected over 1,200 photographs and videos, issued 32 
invitations to the researcher to observe activities and jointly 
recorded over 20 hours of discussion about what they liked 
to do in their free-choice time. Whilst participatory data 
collection in research with children has developed significantly 
in recent years, participatory data analysis has had far less 
attention (Nind, 2011). Linda argued children’s participation in 
data analysis should be at the heart of participatory research 
and attributed key findings to the co-researchers’ guidance. 
Co-researchers in this study seamlessly migrated from data 
collection to data analysis, grouping and mind mapping their 
data and considering not only “what” they liked to do but 
“why”. The results were fascinating. 

LINDA PLOWRIGHT-PEPPER
PhD RESEARCH STuDEnT
OPEn uniVERSiTY & ASSOCiATE CRC
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Existing research into children’s physical activity widely 
highlights fun and enjoyment as a key motivator for 
participation.  However, much less is understood about 
sources of fun and enjoyment. In this study coresearchers 
identified the following features underpinning their free-
choice physical activity. 

• Fun and enjoyment could be found in an eclectic range 
of activities and coresearchers moved spontaneously 
and seamlessly between active and inactive pursuits; 
sport and play etc., without differentiating

• Creativity and imagination drove much physical activity 
often stimulated by social media and computer games 
giving rise to humour and high drama 

• Enjoyment came from an embodied experience of 
movement as an aesthetic, kinaesthetic, social and 
emotional engagement in movement (Whitehead, 1987); 

• Being physically active with close family, particularly 
parents, was a strong source of fun and enjoyment in 
which humour and teasing underpinned physical activity 
as a form of psychosocial bonding experience.

Understanding the sources of fun and enjoyment which 
lay down positive memories of physical activity for later 
life seems important to motivate lasting active lifestyles 
(Wellard, 2014). The coresearchers in this study guide us to 
new insights and interesting avenues for further study for 
both researchers and practitioners.
If anyone is interested in entering a dialogue on ideas in 
this article contact linda.plowright@open.ac.uk at the 
Children’s Research Centre.

• James, A. L. (2010) ‘Competition or integration? The next step in childhood studies?’, Childhood, 
17(4), pp. 485–499. doi: 10.1177/0907568209350783.

• nind, M. (2011) ‘Participatory data analysis: a step too far?’, Qualitative Research, 11(4), pp. 349–
363. doi: 10.1177/1468794111404310.

• Public Health England (2018) ‘2018 PHE Patterns and trends in child physical activity’. PHE 
publications gateway number 2017742.

• United nations Convention on the Rights of the Child (1989) ‘United nations Convention on the 
Rights of the Child’, United nations, 25(december), pp. 1–5. doi: 10.1017/CBo9781107415324.004.

• Varney, J. et al. (2014) ‘An evidence-based approach to physical activity’, Public Health England, 
(october), pp. 1–26. Available at: https://www.gov.uk/government/uploads/system/uploads/
attachment_data/file/374914/Framework_13.pdf.

• wellard, I. (2014) Sport, Fun and Enjoyment, Sport, Fun and Enjoyment. doi: 
10.4324/9780203082348.

• whitehead, M. (1987) A study of the views of Satre and Merleau-Ponty relating to embodiment, 
and a consideration of the implications of these views for the justification and practice of physical 
education. University of London, Institute of Education.
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Claire anDreWs
RETuRn TO TEACHinG TEAM MAnAGER
DEPARTMEnT OF EDuCATiOn

If you’re considering returning to teach modern foreign languages, 
maths or physics, there’s plenty of support available to help you 
come back to a profession where you can make a real difference 

every day.

regisTer for support or visit https://getintoteaching.education.
gov.uk/explore-my-options/return-to-teaching/return-to-
teaching-support-for-languages-maths-or-physics-returnees

Support for secondary modern foreign languages, maths or physics 
returning teachers, includes:

• One-to-one support from an adviser
• Help with arranging school experience
• Reviewing your subject and pedagogical knowledge
• Accessing a subject specialist training course to refresh your 

knowledge
• Information on vacancies in your local area, help with your 

application and interview tips 

Thousands of former teachers return to the profession each year, 
so whether you left to start a family or explore a different career, 
there’s plenty of support available to help you come back to a 
profession where you can make a real difference every day.

By registering with us, you are indicating that you wish to receive 
support in returning to teach modern foreign languages, maths 
or physics at secondary level. Once you’ve registered, you’ll be 
contacted by one of our advisers to discuss your next steps.  

To FinD ouT More aBouT 
reTurning To TeaCh, You Can: 

Complete our regisTraTion ForM so we can keep you 
informed with useful information
• VisiT our resourCes page for returning teachers, 

offering information on everything from the new Teachers’ 
Standards to behaviour management

• View available teaching vacancies on offer via the DeparTMenT 
For eDuCaTion’s neW TeaCher VaCanCY serViCe. 
this service is in development and lists some teaching jobs in 
England - further teaching vacancies will continue to be added, 
so check back regularly for new listings

• reaD sTories from former teachers who have returned to 
the profession

Once you’ve registered, if you have any outstanding questions on 
returning to teach, please contact our dedicated team on 0800 085 
0971 for help and advice. 
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Writing for Pleasure 

is a newly formulated 

pedagogy which is 

attracting growing 

interest in primary 

schools in the UK. It is 

based on the findings of 

more than three hundred 

pieces of scientific 

research and literature 

spanning fifty years. 

These studies clearly 

show that the most 

effective writing teaching 

attends to children’s 

affective experiences, 

attitudes and feelings of 

pleasure in writing. 

ross Young
FOunDER. THE WRiTinG FOR PLEASuRE 
CEnTRE. nATiOnAL REPRESEnTATiVE, uKLA 
@WritingRocks_17

We also know that children who enjoy writing and 
are motivated to write are eight times more 
likely to achieve well academically (Clark, 2017). 

Taken collectively, the studies reveal fourteen principles 
which constitute the Writing for Pleasure teaching model, 
all linked to: motivation, agency, volition, self-efficacy, self-
regulation, writer-identity and pleasure in writing.

Through The Goldsmiths’ Company, we carried out a 
research project entitled What is it Writing For Pleasure 
teachers do that makes the difference? Its aim was to 
investigate the practices of a number of teachers who 
have responded strongly and positively to the Writing 
for Pleasure philosophy and its associated pedagogy. The 
teachers had identified themselves as Writing for Pleasure 
teachers via an online audit, and were able to provide school 
data showing accelerated progress and high academic 
achievement amongst their pupils.

a DesCripTion oF one TeaCher’s praCTiCe
‘I feel like if I never wrote – life would be a bit boring 
wouldn’t it - having loads of thoughts but never being 
able to show it. ‘

Mr H teaches a Year 4 class in a large primary school in 
London. The school has a higher proportion than the 

national average of Pupil 
Premium children, children 
with special educational needs, and 
with English as an additional language. 
His young writers see him as positive, caring 
and interested in their lives and this undoubtedly 
contributes to his class’ engagement in writing at a high 
level of achievement.

CreaTing a CoMMuniTY oF WriTers; eVerY ChilD a 
WriTer
‘I like to do writing because it’s one of my hobbies.’

Mr H creates a strong sense of a purposeful, sociable and 
sometimes collaborative writing community. Children talk 
about their writing while it’s in progress, seek and give peer 
support, and know how to share and present their work 
at the end of the lesson in a constructive way. Writing 
projects are always meaningful; we observed them writing 
a memoir of something from their own lives, to be shared 
and published into the class library for all to read.  

Mr H has high achievement expectations for all the children 
and gives them confidence through teaching strategies 
which lead to greater independence. He ensures that 
everyone stays in the community, and is a member himself, 
talking, writing  and sharing alongside the children. 

We see his classroom as a really democratic space with the 
exciting feel of a writers’ workshop and the efficiency of a 
publishing house.

http://twitter.com/innovatejournal
https://twitter.com/writingrocks_17%3Flang%3Den
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eXpliCiTlY TeaChing The proCesses
‘There is a day where we do idea generation and we think 
of loads of ideas and then we pick one we want to write 
about. It’s not really strict that you have to write about that 
one. You can choose.’

Mr H. gives direct instruction in the different components 
of the writing process (how to generate an idea, plan/
dabble, draft, revise, edit, publish). He supports children’s 
understanding of these processes through demonstration, 
discussion, modelling and sharing exemplars which he has 
written himself. As a result, he has earned their respect and 
trust as a fellow writer. He shows them that the writing 
process is not necessarily linear but discursive, and he 
encourages them over time to develop and use their own 
process. The writing posters they produce collaboratively 
are always on display for reference. 

purposeFul & auThenTiC Class WriTing proJeCTs 
Class writing projects are seen as meaningful by the children. 
This is because they are first taught about a particular genre 
and then choose their own subject and purpose, write at 
their own pace, in their own way, and with a clear sense of a 
real reader. They remain focused on a task, maintain a strong 
personal agency over and commitment to their writing, 
and so produce something significant for themselves and 
in keeping with his expectations. 

seTTing WriTing goals
To maintain children’s commitment and motivation, Mr H. 
ensures that they know the distant goal (the purpose and 
future audience) for each class project. Children have a say 
in setting the product goals for their project - what they 
will have to do (and maybe not do ) to ensure their writing 
is successful and meaningful. Mr. H sets loose process goals 
(e.g. generating an idea/ planning/ drafting/ revising/ 
editing/ publishing) which keep his class on track without 
forcing them to rush their work. For example, he will say “ 
Remember that your pieces need to be published into the 
class library in three weeks time, so plan your writing time 
with that in mind”. 
 
personal WriTing proJeCTs: WriTing eVerY DaY
‘We don’t have to write what the teacher says. It’s actually 
better if you choose what you’re going to write because 
you know what you’re going to write about [laughs].’

Mr H gives children time to write for a sustained period every 
day, working on both class and personal writing projects. 
Personal projects (not to be confused with so-called ‘free’ 

writing) are seen by him as an important part of the writing 
curriculum since it is here, through exercising their own 
choice of subject, purpose, audience and writing process, 
that his class have true agency and come to see writing as 
an essentially empowering and pleasurable activity which 
they can use now and in the future. Mr H  rightly sees this 
as a social justice issue and therefore holds equally high 
expectations for both class and personal writing projects.

BalanCing CoMposiTion WiTh TransCripTion 
The children in Mr H’s class know that transcriptional issues 
can be attended to after the act of drafting and during the 
revision and editing stages. Spelling and punctuation are 
largely self-monitored; as they write, they mark their texts 
for items to be checked and corrected later. He promotes 
the idea that children’s handwriting skills are best practised 
when publishing their completed pieces, the motivation  
being to make them ‘reader-ready’.

Mr H knows that if grammar is to be understood in 
a meaningful way, it must be taught functionally and  
examined and applied in the context of real composition. 

...if grammar is to be understood in a meaningful 

way, it must be taught functionally and  examined and 

applied in the context of real composition. 

He teaches grammar through mini-lessons  and invites 

the children to try and use a particular grammatical 

feature in their writing that day.

http://twitter.com/innovatejournal
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responsibilities druing 

writing time:

• Use our time prductively

• Look after equipment

• Make writerly decisions

• Get the views of other readers

• Take advantage of your  

experiences

• Get writing reader-ready

• Take control of the writing 

process

• Work on class goals

• Request conference to support 

our development

He teaches grammar through mini-lessons and invites the 
children to try and use a particular grammatical feature in 
their writing that day. Decontextualised grammar exercises 
do not feature in his classroom.

Young, R., (2019) What is it ‘Writing For Pleasure’ 
teachers do that makes the difference? The University 
Of Sussex: The Goldsmiths’ Company [Available: www.
writing4pleasure.com] 

TEACH SELF-REGuLATION STRATEGIES
Mr H believes in the importance of self-regulation strategies 
and how these allow his class to write with confidence 
and independence. He has taught them techniques for 
generating ideas, using story maps, planners and checklists  
for revising their compositions. They have easy access to 
resources for editing and publishing.  

bEING A WRITER-TEACHER 
Mr. H’s class gain so much from knowing that their teacher 
faces the same writing challenges that they do.He writes 
in and out of the classroom and shares his writing regularly 
with the children in the spirit of seeking constructive 
criticism. The researchers felt that the conversations they 
observed taking place during this sharing were inspirational. 
He maintains genuine reciprocal relations when discussing 
and modelling his own writing processes and the exemplar 
texts he is in the process of writing. He shares the ‘tricks, 
tips and secret strategies’ that he employs in his writing and 
invites the children to give them a try too.

pupil ConFerenCing: MeeTing ChilDren Where 
TheY are 
He actually gives us fun tricks and tips of things you can do 
and how to do it.
Mr. H’s rich response to children’s writing is crucial.  During 
the planning and composition stages he gives conferences 
and provides immediate, relevant and non-judgmental 
feedback to individual children, drawing on his own 
experiences as a writer. He allows them time to reflect 
on his suggestions and to attend to learning points while 

they are still engaged in their writing. Only later in a child’s 
process does Mr H give support to transcriptional issues. 
Because he is a writer-teacher, the children feel that they 
can talk to him as writer to writer and that he reciprocates 
this feeling. 

ConClusion 
I just write at school and forget about all the other lessons. 
Just love writing.

The researchers were in no doubt that Mr H’s class wrote 
for pleasure and genuinely felt themselves to be writers and 
not simply producers of text -  a rare thing in the current 
climate of children’s writing at school. That he was able so 
successfully to create a Writing For Pleasure community 
together with the achievement of exceptionally high 
progress data in a very diverse class of children suggests 
that Writing For Pleasure as a pedagogy has huge potential. 

Join The Writing 
For Pleasure Centre 

community where you can 
download free resources, 

access free CPD, become 
a teacher affiliate and 
read more about the 
research project at 

www.writing4pleasure.com

http://twitter.com/innovatejournal


aMY grooMe
SCiEnCE TEACHER & PuPiL PREMiuM ACHiEVEMEnT LEADER
reBeCCa BeagleY
SuBjECT LEADER FOR CHEMiSTRY, SCiEnCE TEACHER
sarika paTel
SCiEnCE TEACHER & PuPiL PREMiuM ACHiEVEMEnT LEADER

The Welcome Trust recently published research, highlighting 
that the chance of a Science teacher leaving the profession 
in the first 5 years of teaching is 5% higher than across other 

subjects. This could be due to the demands of teaching multiple 
areas of Science, despite only having expertise in one field, coupled 
with the excessive workload which is faced by teachers across the 
board. The following article is based on three participants, who 
are all at different stages of their professional development, from 
the same school in a current scheme aimed to increase Chemistry 
teacher retention.

Mentoring for Early Career Chemistry Teachers has been launched 
by the Royal Society of Chemistry (RSC), with funding from the 
Education Endowment Foundation (EEF). They plan to support 40 
mentors and 40 mentees over the period of a year, contributing to 
research on the impact of mentoring. If the findings are significant, 
when evaluated by the National Foundation for Educational 
Research (NFER), they hope to roll this out nationwide. Megginson 
& Clutterbuck (1995) describe mentoring as “off-line help by one 
person to another in making significant transitions in knowledge, 
work or thinking”. The aim of the scheme is to support Early 
Career Chemistry Teachers and improve retention of talent within 

the teaching profession, as well as supporting the professional 
development of more experienced teachers. In this scheme, Early 
Career Chemistry Teachers are paired with a mentor who is an 
experienced Chemistry teacher. The mentors are provided with 
training and resources, which they combine with their expertise to 
help mentees progress and develop their teaching pedagogy. 

AMY - MENTEE
Since joining the teaching profession in 2015, there isn’t a week 
which goes by where I haven’t seen an article about the number 
of teachers leaving the profession or the current crisis schools face 
with recruitment. Occasionally you come across an article about 
what the government are doing but these are few and far between 
and the monetary bonuses for those new, bouncy, keen teachers 
often leaves a sour taste in the experienced teachers’ mouths.

When I heard about the scheme, I was keen to be involved from the 
offset. I have been incredibly lucky with my mentors since joining the 
teaching profession. When I decided to join the teaching profession, I 
was assigned a mentor to guide me through the application process. 
During my initial teacher training (ITT), I was mentored by a number 

of individuals who supported me with classroom management, 
delivering engaging and challenging lessons to ensure students 
made progress, developing skills to deal with the pastoral demands 
of the job, and helped me to secure my subject knowledge across 
the three Sciences. Throughout my newly qualified teacher (NQT) 
year and with the support of my current line manager, who are 
always prepared to share best practice with me, I have been able 
to develop a ‘toolkit’ of tried and tested strategies to use in the 
classroom allowing me to grow into my own style of teaching and 
classroom management. I have been incredibly lucky to work within 
a supportive school, where even staff who have not had the formal 
title of my mentor have always been keen to support.

Since joining the scheme, as a mentee, I have been paired with a 
mentor, who I met at the training day in February. During the first 
mentoring session we discussed areas which I felt where development 
points around my self-confidence to enable my progression to my 
next promotion and my concerns that my lessons had become a bit 
boring/dull. My mentor has given me suggestions, and I have found 
huge inspiration from the Science teacher twitter community, which 
has helped me refresh my teaching style in particular with practicals 
and trying new teaching strategies out of my comfort zone.

Mentoring for Early Career
Chemistry Teachers
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Whilst, I know (at least for now), that my future career plans involve 
remaining in the teaching profession, who knows what it will look 
like in terms of career progression. So far, this scheme has provided 
an exciting opportunity to be involved in research about something, 
I believe is key in increasing Chemistry teacher retention. More 
importantly it has helped me to refresh my approach to teaching 
of Chemistry in the classroom, reigniting my passion for trying new 
strategies to ensure the best outcomes for the students in my class. 
My involvement in this scheme has also encouraged me to get 
involved in mentoring myself within my school to share the support 
I have had with others who are new to the profession. I have been 
given the confidence to become a Chemistry subject specialist for 
trainee science teachers.

REbECCA - MENTOR
Why did I sign up to be a mentor? I’ve been teaching for 8 years and 
throughout that time, many of the teachers I trained with have left 
the teaching profession. Some for career changes, some to spend 
more time with families and others who decided that teaching 
was just not for them. We all know that teaching can be both a 
rewarding and challenging career, but without the support of those 
around you, the rewards do not always outweigh the challenges. I 
have been lucky enough to work within a supportive department 
and school and have experienced the benefits of this. I decided 
to enter into the scheme as a mentor, as I wanted to be able to 
provide the support to others that I have been fortunate enough 
to receive myself.

I attended the training event for the scheme, in February. This was a 
great opportunity to meet other individuals who, like myself, wanted 
to support Chemistry teachers newer to the profession. We are all 
from different backgrounds but all shared the same viewpoint that 
teaching can be made less challenging if the teacher has a supportive 
network round them. During the training event, we discussed the 
role of a mentor, the phases of the mentoring relationship including 
ideas of how to build rapport and set direction and the log we 

needed to complete after each meeting. The afternoon was then 
dedicated to meeting the mentees and to spend time getting 
to know each other. There was a lot of enthusiasm from all the 
mentors about being involved in the mentoring scheme and a real 
desire to support and help guide those teachers who are newer to 
the profession. The uptake from more experienced teachers to be 
mentors was greater than that of mentees so some of us were left 
without mentees on that training day, but most have since been 
paired up with mentees.  

SARIkA - MENTEE
I am currently in my third year of teaching post training and have 
found this year to be a real struggle in terms of motivation. After 
talking with other colleagues who are at a similar stage in their career 
I realised there is something known as the ‘three year itch’, a reason 
many leave the profession. The three year itch is a state of comfort 
where you feel monotonous in your work and find tasks tedious. 
As I reflected on where I thought I would be in teaching, I realised 
that I had become too comfortable in my surroundings. This was 
something hard to admit and I honestly felt like it wasn’t something 
I could verbalise in house as I absolutely love where I work. My 
current school is overwhelmingly open, honest and supportive all 
the time. I have had excellent mentors both inside and outside 
subject areas at all stages of my development, from filling out the 
application for a graduate training program (GTP) course all the 
way to my current position. All of my mentors have influenced my 
teaching and taught me a lot about the pedagogy of teaching. 

I chose to join the scheme as it would allow me to open up this 
dialogue around self-motivation, something not easy to speak 
about in your own department. The scheme so far has been a 
fantastic experience. I have been paired with a mentor, who I met 
on a day that fitted around both of our schedules. During our initial 
meeting we talked openly about feelings of demotivation at times, 
underutilisation and ways we can step outside of the comfort zone. 
The experience has been completely refreshing and my mentor has 

been an excellent aid in helping with my self-confidence. She has 
currently been helping me formulate a ‘Professional Development 
Plan’ so that I can work to targets that push me to limits within my 
own teaching. This has been an excellent tool for me and really re- 
energised my teaching. It has been nice to have a mentor that has 
more of a bird’s eye view of my current position. The scheme has 
provided me with a boost in motivation to continue to develop and 
to look for different opportunities. The scheme itself has been well 
designed to help support me in this. Choosing to move school was 
an extremely difficult decision and something that I have done to 
push myself into facing new types of challenge in teaching. This is 
something that has come out of the conversations with my mentor, 
allowing me to see how I can meet personal needs in my profession.
 
Whilst we are only at the beginning stages of the scheme, our 
involvement has had a positive impact on us individually and as 
well as a team. We would recommend the Mentoring for Early 
Career Chemistry Teachers or equivalent scheme by the Institute 
of Physics for any early career Science teachers wanting to support 
in their career development and for schools who are interested in 
supporting their staff to help tackle the high attrition rate in Science 
teachers.

Mentoring for Early Career Chemistry Teacher is run by the Royal 
Society of Chemistry, with funding from the EEF and evaluated by 
the NFER.

• https://www.michelmores.com/news-views/news/
new-science-teacher-retention-statistics

• d. Megginson and d. Clutterbuck, 1995, Mentoring in 
Action: A Practical guide for Managers, Korgan Page
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After qualifying from my PGCE in 2019 from The University 
of Oxford, I moved to Milton Keynes and enrolled in 
an NQT position at Oakgrove School. My training year 

prepared me for so many aspects of life as a teacher, such as: 
lesson planning, marking, applying for jobs, presenting in front 
of a class, developing my subject knowledge, dealing with and 
responding to feedback from colleagues, creating effective 
displays, using school databases and balancing this profession 
whilst having a social life.

Despite this, in the summer leading up to my first full teaching 
role, I worried (unnecessarily, I should add), about several 
aspects of the job and whether I was ready to be stripped of 
my title ‘trainee teacher’. My aim is to be honest about some 
of the challenges that you will face as an NQT, whilst reassuring 
you that the highlights of my NQT year have outweighed these 
challenges. 

The teaching profession has the ability to take control of your 
life, with a never-ending to do list; it is important that you work 
efficiently and have strategies up your sleeve to create a great 
work-life-balance. I have provided you with a few handy time-
saving tips, that I wish someone had told me before I began my 
first term! 

Challenges oF MY nQT Year so Far:
• The increased timetable; use your NQT time/ PPAs each 

week to plan when you will complete lesson planning; good 
lessons shouldn’t take hours to plan.

• Lacking confidence in my ability to mark accurately. 
Don’t be afraid to ask other colleagues for advice and use 
moderation evenings to your advantage. 

• Taking on a behaviourally challenging GCSE class was 
my greatest challenge at the start of my NQT year. Use 
challenging classes as an opportunity to keep up to 
date with pedagogical research; I had to trial several new 
behaviour management strategies in my classroom. 

highlighTs oF MY nQT Year so Far:
• Having your own tutor group creates a safe space, with a 

group of students that you begin to know very well.
• The increased teaching time means you won’t be writing 

PGCE essays and there is far less paperwork.
• There are continued opportunities to attend CPD sessions 

and make close connections with other NQTs/ trainees at 
my school.

• You are observed less often and so, when you are observed, 
it’s an earned opportunity for feedback.

shelBY haWsWorTh
EnGLiSH TEACHER, OAKGROVE SCHOOL

50

http://twitter.com/innovatejournal


soMe hanDY Tips To keep You 
aFloaT in Your FirsT TerM:
• Pin and flag important emails; you will 

receive a lot more as an NQT.
• Use moderation evenings as an 

opportunity to develop your practice, not 
as criticism.

• Develop an efficient assessment record for 
each class you teach, this makes parents’ 
evenings and reports much easier.

• Keep asking to observe other lessons in 
your NQT time.

• Explore Twitter and use teaching platforms 
to steal resources!

• Don’t be afraid to ask other colleagues for 
their resources; the teaching profession 
naturally has a ‘sharing is caring’ culture.

• If you are an essay-based subject NQT, ask 
your department lead if they are happy for 
you to make use of marking codes.

• When planning your term, stagger each 
class’ end-of-unit assessments, this avoids 
the overload of marking in certain weeks 
of the term.

• Keep up to date with pedagogical research; 
just because you are qualified, this doesn’t 
mean that you won’t have to make 
alterations to your practice as a teacher.
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Valerie DeWhursT 
RETuRn TO TEACHinG TEAM MAnAGER
DEPARTMEnT OF EDuCATiOn

Over my many years working in schools, and across the 
many libraries I have seen and managed, I have learned that 
students benefit from the solace and protection – the safe 

space - that the library often provides throughout the day.

Allowing the library to be many things to many students can be 
quite challenging for the librarian, but ultimately the library can 
offer crucial social and emotional support.

There are many ways that my school library has become a safe 
space. It provides a comfortable environment with soft furnishing, 
colourful artwork, promotional posters and inspirational quotes.

The library space itself is often a refuge for students, a safe space 
where they are comfortable and free to be themselves. The library is 
a physical and emotional place of safety, away from tough situations 
and helps to overcome the stress students may have to encounter 
during the day.

A library can be a place to escape loneliness and bullying and the 
librarian is quick to notice any signs of problems and to act upon 
them. I try my very best to always be there for our students, to be
ready to listen when they are troubled and to offer a friendly ear.

I will always remember something which my predecessor shared 
with me many years ago: “The librarian takes vulnerable children 
under their wing helping to give pupils confidence socially.”

A range of activity ideas Reading Well: Mental health, mindfulness 
and the wellbeing of our students are things we all have in common. 
The Reading Well Books on Prescription campaign is something we 

have embraced and offers expert-recommended books to help 
students to understand and manage their health and wellbeing 
using self-help reading. It has often been said that reading is good 
for stress and relaxation, so what better way to promote this than 
in a library (see further information).

reaD To relaX: One important message I am keen to pass on 
to our students is to “read to relax” which is a topic close to my 
own heart. In this context, I would highly recommend author Nicola 
Morgan and her many books offering students guidance in how to 
relax and de-stress from their busy lives. They cover exam and peer 
pressure as well as body image and seek to promote a healthy and 
happy lifestyle for our young people. Titles include Blame my Brain, 
Positively Teenage, The Teenage Guide to Life Online and Body 
Brilliant (see further information). 

sChool CluBs: The library can be a focal point for many clubs, 
such as my school’s book and craft clubs, helping to encourage 
confidence and to develop social skills. 

BirThDaY Book BoX: This year our Birthday Book Box project 
has flourished. During library lessons, year 7 students had the 
opportunity to share their birthday with their peers and choose a 
book from the Birthday Book Box (they could also do this privately 
if they preferred). Free bookmarks: Although a small gesture, 
bookmarks are very much appreciated by our library users and can 
really help to put a smile back on the face of an upset or worried 
child. Themed bookmarks work the best; even better bookmarks 
with inspirational quotes as there is always something for everyone. 

pupil liBrarians: I, like many other school librarians am proud 
to have a hard-working and dedicated team of pupil librarians, who 
work with me during each lunch break and thoroughly enjoy the 
new skills they acquire while being here. I have seen many pupil 
librarians grow in confidence and I feel strongly that the role of a 
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school librarian helps to nurture shy and lonely children. A number 
of volunteers are SEN and Pupil Premium pupils and it is satisfying 
to know that the library is there for them, giving them lots to do, 
keeping them busy but also helping them to feel included and 
valued.

MinDFulness: A hot topic in education, I have brought this 
into my own school library. During a recent INSET day, I saw how 
the simple act of colouring-in helped to calm students. During 
Book Week and working closely with PSHE teachers, we devised a 
colouring-in competition that proved hugely popular. Colouring-in 
sheets at lunchtime are now one of our favourite activities and I 
have gone one-step further by linking the colouring-in sheets to 
many books. This has had a massive effect on those pupils and 
students who find it difficult to settle and concentrate at the start 
of a lesson, including my own library lessons. The colouring in sheets 
prove to be popular during rainy lunchtimes too.

CraFTWork: This has played a big part this year in our school 
library, with the bookmark club and colouring-in sheets being just 
two of our successful activities. There is no end of opportunities 
to share craft skills at events during Book Week, Christmas, Easter, 
Harry Potter Book Night, National Libraries Week, National Non-
Fiction Month, National Storytelling Week, Valentine’s Day and many 
more. I have offered and delivered sessions including colouring, 
card-making, bookmark-making, bunting design, cake decorating, 
knitting and even some crochet activities.

BiBlioTherapY: The June 2019 School LibraryAssociation (SLA) 
and Youth Libraries Group Weekend Conference for librarians – 
Building Identity, Building Readers - shared a variety of new ideas. 
One of my favourite sessions was the “Bibliotherapy” workshop 
- Bibliotherapy being a therapeutic approach that uses literature 
to support mental health. This involves using poetry, literature 
and song lyrics to help engage young people experiencing mental 
health, wellbeing issues, loneliness and isolation. I was able to take 
away so much from this session and indeed start to build my own 
bank of resources to use, share, promote and display. 

resourCe BoX: As a learning space, my library supports all 
who uses it, even those who cannot, due to time constraints. My 
Resource Box initiative put in place many years ago really was, and 

still is successful. A simple resource box filled with books, journals, 
movies and anything else to help support particular topics being 
studied is available for classrooms, to support teaching and learning 
or  even form time use – meaning the library can go to those who 
cannot otherwise come to us. It is simply all about getting the 
message out – the library supports everyone in school.

The Whole ChilD
At the heart of an effective school library programme is the 
importance of individual understanding of each child. The rise 
in students dealing with mental health issues is welldocumented 
in recent years. Boundaries between real and virtual lives have 
blurred and technology is now a big part of student lives much 
earlier.  

This alone offers reason enough to think about how our school 
libraries are meeting the needs for a comfortable, welcoming and 
personalised learning environment that takes the whole child into 
consideration. 

I feel very strongly about making our school library an available 
space to students during lunch time and even after school, as this is 
a time when vulnerable students especially need a refuge or a safe 
place in school to get away from all the hustle and bustle during a 
busy school day. 

I have often found creative ways to include some of our regulars, 
giving them the opportunity to mentor younger pupils (usually year 
7) through book selection and reading aloud during lunchtimes. This 
activity worked extremely well during National Storytelling Week 
when an array of lunchtime activities took place in the school 
library, seeing both students and staff reading, sharing stories and 
having fun.

Other lunchtime library activities including an abundance of jigsaw 
puzzles and termly competitions and many book promotions which 
all lend themselves to helping keep the library a hive of activity. 

I strongly believe that a way to help to create a safe space for our 
students is to make them a big part of the library process. We can 
offer our students ownership and autonomy and help them feel 
part of a community – be that a world of books and resources or 

simply a library and a safe and comfortable space to gather their 
thoughts and relax. 

My school library is a place for learning, collaboration and creativity 
for our students, staff, and the school community as a whole. If I can 
play my part in some   small way of providing the path for students 
to constructively deal with the issues of isolation or other issues 
that often arise, then I feel this is a job well done. We continue to 
work hard to see, hear and value our students and to create ways 
for the library to be a judgment free, accepting space for the entire 
school community. We recently celebrated Diversity Week and our 
school was indeed awash with colour, with fun, laughter and, of 
course, a book display.

greaT sChool liBraries
Author Neil Gaiman is a strong supporter of libraries and describes 
the library as “a place of safety, a haven from the world. It’s a place 
with librarians in it” (Gaiman, 2018) He sums school libraries up 
so well and if you agree then why not support the Great School 
Libraries campaign, which is a three-year campaign launched in 2018 
and spearheaded by the SLA, the Chartered Institute of Library and 
Information Professionals (CILIP) and CILIP’s School Libraries Group. 

Meanwhile, the SLA, the umbrella for all school librarians, 
plays a big part in offering sound advice and expert 
help for anyone managing a school library. I would 
strongly recommend fellow school librarians to join 
this association if not 
already a member.
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How often do teachers think about the school librarian when 
planning their curriculum? I would suggest that very few 
tap into this great resource and I hope that in the next few 

paragraphs I will be able to change the idea that your school librarian 
is there to issue books and promote reading for pleasure and make 
you want to walk down the corridor and ask for help. 

School librarians are information experts and are increasingly 
becoming overlooked in this area. Several research articles including 
Williams, Wavell and Morrison’s Impact of School Library Services 
on Learning have been written about the impact that a school 
librarian can have on academic attainment but we seem to be 
increasingly removing the professional librarian from our schools to 
replace them with someone who can do what most people think 
school librarians do which is issue and return books.

Well, iT is TiMe For You all To Think DiFFerenTlY anD 
here is hoW To Do This:

• Think of a research project or scheme of work you are teaching 
next term 

• Talk to your school librarian and ask them to help you
• Work together on the resources and skills your students need
• Use your Library Management System to curate good quality 

online resources with the help of the librarian
• Invite the librarian into the classroom to demonstrate how this 

system works 
• Invite the librarian to co-teach the skills your students need i.e. 

Keyword searching, note taking, referencing… 
• Ask the librarian to help mark the research area of the project

eliZaBeTh huTChinson
inDEPEnDEnT ADViSOR & TRAinER, 
SCHOOL LiBRARiES
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Imagine being able to tell others that you have added value to 
your curriculum and have evidence of impact through what your 
students produced at the end of their topic. Imagine being able 
to show how you have used the Library Management System as a 
digital literacy tool demonstrating value and initiative. 

As the school librarian becomes embedded within your curriculum 
you then might want to consider an inquiry framework. Something 
that helps create the building blocks to independent learning. 
There are many out there but I like FOSIL (Framework of Skills for 
Inquiry Learning). This is a framework used in the New York City 
Schools Library System is supported by Barbara Stripling, Professor 
Emerita of the iSchool at Syracuse University, a  pioneer of learning 
through inquiry and has been adapted by The Fosil Group to work 
as a tool enabling teachers and librarians to work together using the 
expertise of both in the classroom. 

As fake news and misinformation become more of a problem it is 
imperative that our students are able to find out for themselves. 
This is essential for all students and not just those going onto higher 
education. Ruth Carlyle, Head of Library & Knowledge Services and 
Technology Enhanced Learning for the Midlands and the East of 
England, talks about the importance of health literacy and the 
increasing impact this has on the NHS and this is only one segment 
of our society.   

Teaching was never a DIY job and school librarians have the expertise 
to co-teach in the classroom. It is time to bring the two together 
and give our children and teachers the support and skills they need.  

It is time to bring the 

two together and 

give our children and 

teachers the support 

and skills they need.

• Carlyle, Ruth (Head of Library & Knowledge Ser-
vices and Technology Enhanced Learning for the 
Midlands and the East of England) - Health literacy: 
information literacy for life (watch online)

• The Fosil group EL Memo 0 developing Inquir-
ing Minds a Journey from Information through 
Knowledge to Understanding Comments, fosil.org.
uk/memos/developing-inquiring-minds-a-jour-
ney-from-information-through-knowledge-to-un-
derstanding/.

• wILLIAMS, d., wAVELL, C. and MoRRISon, K., 
2013. Impact of School Library Services on Learning. 
Aberdeen: School of Information and Media. The 
Robert gordon University.

55

http://twitter.com/innovatejournal


hannah hagon 
PAREnT GOVERnOR
Valerie CriTTen
ex-it co-ordinator & teacHer, open university
DaViD Messer
EMERiTuS PROFESSOR, OPEn uniVERSiTY

Children as young as 3-6 years have taken part in studies to find out 
whether they are capable of learning to program and code simple 
robots such as the Cubetto (Marinus, Powell, Thornton, McArthur and 

Crain, 2018) and the Beebot or the Beebot app (Messer, Thomas, Holliman 
& Kucirkova, 2018. We wondered if it was possible to apply the principles of 
computational thinking to other areas of the Early Years Foundation Stage 
(EYFS) using natural surroundings, no screens and utilising equipment that 
is readily available.    Computational thinking skills have the ability to be 
transferrable to other areas of a child’s life, for example: 

• algorithms – creating or following verbal or written instructions in its 
most basic form, for example, a recipe; 

• ordering instructions - ensuring that an algorithm is followed correctly;
• bug fixing, i.e. identifying errors with the confidence to acknowledge and 

correct

These skills are considered to be the bedrock for learning science, 
technology, engineering and maths (STEM) subjects and could be taught 
alongside other academic subjects (Wing, 2006).

The first author was interested in setting up a Coding Club for very young 
children (2-4-year olds) involving one-hourly sessions over a period of six 
weeks.  Each session had four, 5-10-minute activities: an introduction where 
the children came together with toys and sang songs; planning movements 
around a room or garden area; sitting together on a table-top activity; and 
completing a paper-based task. These were interspersed with short intervals 
of free play.

An example of one of the table-top activities was icing biscuits which 
included the basics of an algorithm in the form of a recipe, but the 
children were not given the recipe and had to collaborate to work it out 
(see Figure 1).

An example of one of the table-top activities was icing biscuits which 
included the basics of an algorithm in the form of a recipe, but the 
children were not given the recipe and had to collaborate to work it out 
(see Figure 1). 

In our Coding Clubs we found that even the younger children (2-3 years old) 
were able to collaborate to plan and order the initial recipe and were able 
to correct errors (see Beech, 2019).  All the children were able to create the 
recipe as a picture code with up to four pictures, e.g. a packet of icing sugar, 
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Figure 1: Lesson/ activity plan for icing biscuits

Activity: Table-top activity (icing biscuits):

evaluating and correcting errors

Relevance to coding: develop children’s concentration and 

listening skills; collaborating and working out the algorithm; 

correcting errors in the algorithm. 

Materials: Icing sugar, warm water, bicuits, bowls, spoons. 

Main Activity: Put the cut materials in the middle of the table. 
Ask the children, “How do we make icing, what do we first?”

Follow the children’s instruction exactly, making mistakes. 
Ask, “Is that right?” Then work out the correct algorithm 
togther. 
The children are given their own materials and asked to 

make icing and ice a biscuit. 

Subsequent Activity: The children create a picture code 

sequence of the recipe.

jug of water; bowl and spoon; an iced biscuit (see Figure 2); while the older 
children could manage up to six pictures. 

Similar activities are carried out in pre-schools and nursery settings every 
day; the only difference in the Coding Club was the focus, and an emphasis 
on asking the children to plan the activity, carry out the activity while 
identifying and correcting errors; and recording the order of the activity. 
These are the basics of computational thinking which can be incorporated 
into many young children’s lessons and activities.  The children really enjoyed 
all the coding activities and have been asking for more sessions.

• Beech, J. (2019). Brittle bright, are mistakes okay? 
Innovate. 5, p4.

• Marinus, E., Powell, z., Thornton, R., McArthur, g., 
& Crain, S. (2018, August). Unravelling the Cognition 
of Coding in 3-to-6-year olds: The development of 
an assessment tool and the relation between coding 
ability and cognitive compiling of syntax in natural 
language. In Proceedings of the 2018 ACM Conference on 
International Computing Education Research (pp. 133-
141). ACM.

• Messer, d., Thomas, L., Holliman, A., & Kucirkova, n. 
(2018). Evaluating the effectiveness of an educational 
programming intervention on children’s mathematics 
skills, spatial awareness and working memory. 
Education and Information Technologies, 1-10.

• wing, J. M. (2006). Computational thinking. 
Communications of the ACM, 49(3), 33-35.
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ChilDren’s spoken language skills are one 
oF The sTrongesT preDiCTors oF Their FuTure 
liFe ChanCes, YeT Too ManY DisaDVanTageD 
ChilDren arriVe aT sChool WiTh poor 
CoMMuniCaTion skills, alreaDY BehinD Their 
More aDVanTageD peers. leFT unaDDresseD, This 
gap groWs raTher Than DiMinishes. TeaChing 
oraCY Can Change This, DeVeloping sTuDenTs’ 
ConFiDenCe, arTiCulaCY anD CapaCiTY To learn.

Voice 21’s recently published Oracy Benchmarks (available 
online at: https://voice21.org/wp-content/uploads/2019/11/
Benchmarks-report.pdf) were developed based on our 
experience working with thousands of teachers and hundreds 
of schools since 2016, supporting them to develop oracy 
both at a classroom and  whole-school level. The Benchmarks 
show what teachers and school-leaders must do to ensure 
all students learn through talk and to talk. They reflect the 
ambitions and actions of educators who understand that oracy 
is not a programme to be completed one year and gone the 
next, but rather an essential facet of an effective, empowering 
and expansive education.
 
The knowledge, experience and professional judgment of 
classroom teachers and school leaders forms the core of any 
school development process. The ‘right way’ to provide a 
high quality oracy education will differ from school to school, 
reflecting their diversity and complexity. Schools and teachers 
can meet the Benchmarks in a myriad of ways, consistent with 
their different approaches.

“On accelerate curriculum days [part of 1-year+ school-
improvement programmes] we provide participants with 
a framework to think critically about effective curriculum 
design, alongside developing their understanding of student 
progression in oracy, in order to reflect on and refine their 
curriculum provision enabling students to develop the skills 
needed to become effective communicators.”

Natasha Palladino, Programme Design and Quality Lead,  
Voice 21

The third Benchmark, “has a sustained & wide-ranging 
curriculum for oracy” addresses the importance of ensuring 
that oracy is part of every student’s education, and is not left 
to chance or enjoyed only by a self-selecting few. This could 
be realised through embedding oracy into the core curriculum 
with different subjects or year groups taking responsibility for 
teaching different aspects of oracy. Or it could be through a 
discrete oracy curriculum taught in dedicated curriculum time, 
perhaps led by specialist teachers. Alternatively, it could be a 
combination of both approaches.
 
 “We started by planning oracy into our existing curriculum. We 
looked at what was taught in the foundation subjects in each 
year group and considered which oracy skills could be taught in 
conjunction with each subject. We ensured that at least twice 
a year students worked towards an ‘oracy outcome’, producing 
a scientific tutorial for younger students, for example. We also 
made sure that key oracy skills are revisited as students move 
through the school.”
                     
Gemma Kirk, Oracy Lead, Filton Avenue Primary School, 
Bristol
 
To learn more about delivering a high-quality oracy education, 
or about Voice 21’s teacher development & school improvement 
programmes, please visit our website at www.voice21.org. From 
January, look out for our Connect space, a free hub for teachers 
to share resources and best practice for oracy.

You are the only second chance 
for some children to have a rich 
language experience. If these 
children are not getting it at 

school, they are not getting it.
                                 
Neil Mercer, Emeritus Professor, 

University of Cambridge

Children’s spoken language skills are one of the strongest 
predictors of their future life chances, yet too many disadvantaged 
children arrive at school with poor communication skills, already 
behind their more advantaged peers. Left unaddressed, this gap 
grows rather than diminishes. Teaching oracy can change this, 
developing students’ confidence, articulacy and capacity to 
learn.
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Should we chose to educate by a process of omission?  
It is not uncommon for learners to be provided 
with glossaries and suggested ‘wow’ words however 

some teachers also provide a list of words which learners 
should avoid. However, what does this actually do in 
terms of education?  Firstly, those who regularly employ 
the unfavourable words within their own lexis could feel 
‘othered’ by this approach; they are now inferior as they 
search to find ‘approved’ words from a prescribed list which 
contrast with their own idiolect.  The approach does not 
encourage learners to recognise or develop effective skills 
for adapting language for audience and purpose.  They 
may seek a synonym from a thesaurus but in doing so be 
no closer to developing their understanding of matching 
language to audience and purpose.

In my own approach to teaching of writing, learners were 
encouraged to evaluate all word choices rather than 
providing a list of words to avoid.  I did have one class of 
very low-confidence writers where I did feel it necessary to 
ban “No” and “Can’t” but this was isolated to their verbal 
responses to tasks. The reason for this was fully explained 
and the removal of these two words had a startling impact 
on their development as they began to think of ever 
more elaborate ways to inform me of why they felt they 
were not clever enough to do the task, thus building their 
vocabulary in a way which maintain a central focus upon 
audience and purpose.

Getting learners to think about language is key.  When 
setting either transactional or creative writing tasks I 
always took time to encourage learners to explore word 
choices and develop semantic fields.  No words were of 
limits whether it be colloquialisms, profanity, etc. as long as 
they could justify their choice and convince me it was the 
best word that could be used to suit both audience and 
purpose.  This meta-cognitive approach was one which I 
found learners of all ages and abilities enjoyed.  Where the 
opportunity arose, the chance to use a word they deemed 
illicit in the normal educational context became exciting.  A 
challenge.  A game of cat and mouse to see whose words 
would get through. When no illicit words were called for 
then the focus on use of the best or most appropriate 
word for audience and purpose maintained standards and 
encouraged creativity.

Combining this focus on audience and purpose, with 
my known enthusiasm for Carol Ann Duffy’s ‘Valentine’ 
and recurrent references to ‘peeling back the onion’ and 
‘exposing layers’ within both reading and writing lesson, 
the ‘Planning Onion’ was created as a class in-joke, using 
the template as a starting point to consider appropriate 
language at the planning stage rather than addressing it as a 
reflection and re-draft activity.

Meta-cognition to enhance vocabulary does not however, 
need to be solely focused upon task-specific audience and 

purpose. Within the teaching of English 
pupils should also engage with learning 
about the history of language as how it 
has changed over time. It is important for 
contemporary learners to explore both 
the history and future of the English 
language and see it as something which 
is alive and forever evolving.  Getting 
learners to experiment with language, 
using words taken from Chaucer, 
Shakespeare, Austen and Dickens and 
interspersing these with examples of 
idiolect from favourite modern celebrities 
to create sentences, tweets, headlines, etc. 
sparks both engagement and creativity and 
encourages learners to think about how we 
communicate in a different way.

Making predictions on language change and creating 
new words for the group is also a way of reflecting 
upon how language develops and encourages learners 
to consider patterns and trends which can enhance the 
teaching of audience and purpose of the development of 
appropriate semantic fields.  The camaraderie which can be 
created from allowing learners to create and use new words 
within the classroom as part of a group dialect can both 
support and enhance a positive climate for learning.  
As a teacher, it has always given me great pleasure 
to see cards or end of year presentations which 
reference the secret code words created 
months if not years ago and see how they 
have endured.  In these instances there 
is a celebration of language and an 
understanding that words have the 
power to both unify and divide.  It is 
often not the words themselves that 
do this but how they are used and so 
developing awareness of language 
through use of meta-cognition and 
placing audience and purpose as 
central to the task will ultimately 
have greater impact developing the 
quality of written communications.

anna FosTer
reGional enGlisH lead & lecturer in enGlisH education (teacH first pGde
MAnCHESTER inSTiTuTE OF EDuCATiOn 
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