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Executive Summary
Introduction

The National Literacy and Numeracy

Strategies (NLS and NNS), taken

together, represent a major government

initiative to improve classroom practice and

pupil learning in literacy and mathematics

in primary schools across England.Th.e

Strategies, comprehensive in design and

execution, have pulled together various policy

strands to provide clear direction and support

for change, with new roles, high quality

materials and strong political support.

National targets were intended to increase

the percentage of11.-year-olds reaching the

"expected level" Level 4 in annual

national assessments for English and

mathematics.The strong accountability system

established by the previous government was

continued, with the current government

adding focus, support and capacity building.

The Strategies represent a highly ambitious

professional learning programme that has

involved virtually all primary schools

in England.

The main elements of the NLS and NNS

initiative are: a national plan and infrastructure

for literacy and numeracy (with actions,

responsibilities and deadlines); a substantial

investment (skewed toward regions and

schools that need most help); detailed

teaching programmes for children from ages 5

to 1.1, with the expectation of a daily lesson

in each of English and mathematics; a

professional development programme for

teachers; early intervention and catch -tip for

pupils who fall behind; and appointment of

over 300 consultants for each of literacy

and numeracy at the local level, plus the

identification and part-funding of hundreds

of leading mathematics teachers and expert

literacy teachers. Regular monitoring and

evaluation allowed early identification of

problems and provision of solutions or

modifications as appropriate.

The Standards and Effectiveness Unit (S.EU)

of the Department for Education and Skills

(IDLES) commissioned a team of researchers

centred at the Ontario Institute for Studies

in Education of the University of foronto

(OISE /UT) to provide an external evaluation

of the implementation of the Strategies.This

evaluation supplemented the assessments of

classroom and school practice carried out

by the Office for Standards in Education

(01sted). In this final report, we summarise

the key findings of our four years of data

collection, articulate what NLS and NNS

have added to the knowledge base about

large-scale reform and draw out implications

of our findings for future education policy.

The external evaluation team tracked progress

in the implementation of the Strategies at

the national and local levels. The team acted

as a critical friend to SEU and the national

directorates for the Strategies, describing NLS

and NNS from different perspectives, making

connections with the international literature

on large-scale reform and. identifying issues

for attention. Can large-scale refbrm. succeed?

is it possible to create a central government

initiative that motivates educators to change

their practice in line with. the reform

initiatives, provides them with opportunities

to acquire the necessary knowledge and

skills, and builds contexts that sustain the

motivation and capacity for change? What

does it take to reform something as large as a

national education system? Finally, the most

significant question is whether large-scale

7
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reforms can be sustained and can continue to

evolve productively.

The External Evaluation
The framework for our evaluation, developed

during the first year of our work, highlights

aspects of large-scale reform efforts that

appear to make a difference in altering school

and classroom practice, both at the central

policy level and at school and LEA levels. Our

methodology encompassed a range of data

collection approaches including interviews

with educators and policy makers, surveys of

schools (headteachers and teachers), a survey

of literacy and numeracy consultants in

LEAs and repeated site visits to ten schools.

Over the course of the study the external

evaluation team spent 354 days in England

gathering data.

We set out provisional findings and identified

emerging issues in two earlier reports (Earl,

Fullan, Leith.wood & Watson, 2000; Earl,

Levin, Leithwood, Fullan & Watson, 2001).

These reports showed that in comparison

with initiatives in other jurisdictions, NLS and

NNS are impressively comprehensive and

highly developed large-scale reform efforts.

Our first report focused on the "view from

the centre" looking at the design of the
Strategies.The NLS and NNS initiatives were

addressing each of the major factors that

evidence suggests are important at the

national policy level, some more completely

than others.

In our second report, we broadened our focus

to include the "view from the schools."

We concluded that NLS and NNS were

showing an impressive degree of success,

especially given the magnitude of the

intended change. Literacy and mathematics

had moved to the top of the teaching agenda.

2
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Our data indicated that the majority of

teachers were using many features of the

literacy hour and daily mathematics lesson; in

other words, the structures of NLS and NNS

were in place. In that report, we also raised a

number of issues related to securing the long-

term effectiveness of the Strategies. These

included questions about depth of change in

teaching practice, unintended consequences

of the focus on targets and indicators, effects

on other areas of the school curriculum,

snstainability of the Strategies, availability and

use of data, and a need to engage parents and

families more fully in their children's learning.

In this, our final report, we build on and

extend our earlier findings by considering the

views from the centre, the schools, and what

we have called "the bridge," which includes

the regional directors and. LEA stafflinking

the Strategies to schools and to initial teacher

training institutions. Some early findings have

been confirmed while others have emerged as

the Strategies evolved and implementation

proceeded.Th.ere is no question that the

National Literacy and Numeracy Strategies

have made substantial changes in primary

education in England in. a remarkably short

period of time. As with all large-scale change

efforts, there are inevitable tensions, such as the

appropriate balance between "top-down" and

"bottom-up" reform, directed versus flexible

implementation, literacy and mathematics

versus other curriculum areas and long-term

capacity versus short-term results. Our study

also reaffirmed the importance of looking at a

variety of outcomes and measures, given the

unintended consequences of a focus on

one indicator of success (in this case, the

proportion of children reaching Level 4 in

the Key Stage 2 national assessments).

The Strategies set out to transform the nature

of primary schools throughout the country



and in many ways have succeeded. Here we

summarise what the data revealed as successes

and challenges. Much has been accomplished

and this should be celebrated.At the same

time, a careful look at the progress of the

Strategies reveals no shortage of challenges

for the years ahead.

Successes

Influence on the Teaching and
Learning of Literacy and
Mathematics
The Strategies have had some influence in

virtually all primary classrooms in England;

literacy and mathematics have become top

priorities across the country.The Strategies

have been generally well supported by

schools, with the majority of teachers and

headteachers reporting that they have

implemented NITS and NNS in their

classrooms. Almost all schools have received

some training for both Strategies, and teachers

believe their own. learning has been positively

affected. Initial teacher training has also

increased its emphasis on the teaching of

literacy and mathematics and now includes

training in the Strategies.

The major shifts associated with the Strategies

have been an improved range and balance of

elements of literacy and mathematics being

covered, increased use of whole class teaching,

greater attention to the pace of lessons, and

planning based on learning objectives rather

than activities. Most teachers use the format

and structure of the literacy hour and the

daily mathematics lesson, although as they

become more familiar and more comfortable

with the frameworks and resources, teachers

make adaptations to suit their pupils.

There is considerable evidence from a range

of sources that teaching has improved

Executive Sun) ry

substantially since the Strategies were first

introduced.We observed many teachers who

demonstrated awareness of the different levels

of understanding of each of their pupils,

establishing curriculum targets for individuals

while attending to the whole class and

ensuring learning for all. There is considerable

variation across teachers and schools in terms

of expertise, however, suggesting that the

capacity-building task, much larger than

initially anticipated, will require sustained

professional learning experiences over many

years if improvements in teaching practice

are to be lasting.

It is more difficult to draw conclusions about

the effect of the Strategies on pupil learning.

Attainment on the government's key measures

rose significantly even though the 2002

targets were not achieved. In 1997, 63% of

children reached the expected level in

English, a figure that increased to 75% in

2002.While still short of the target of 80%,

this is a substantial gain. In mathematics, 73%

of children reached the expected level,.short

of the target of 75%, but a considerable

increase from the 61% of 1997. However,

much of the increase occurred prior to

the introduction of NES in 1998 and NNS in

1999, while English. and mathematics results

have changed little since 2002. Regional

directors, consultants and many headteachers

and teachers are convinced that pupil learning

has improved considerably with the use of the

Strategies, with children showing increased

understanding and skill in many aspects of

English and mathematics. On the other hand,

some headteachers and teachers expressed

doubt, in particular about whether increases

in test scores actually represented comparable

increases in. pupil learning. The gap has

narrowed substantially between pupil results

in the most and least successful schools and

LEA.. If this improvement in low-attaining
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schools continues, it would he a significant

measure of success.

Establishing a National Infrastructure
NLS and NNS national and regional directors

provide leadership throughout the country,

supporting an.d monitoring the work of LEAs

and developing new initiatives in response to

emerging issues. Itegional directors oversee

the development and distribution of national

training and curriculum support materials

within the National Centre for School

Standards.The national infrastructure has

been flexible enough to accommodate

policy decisions and to meet changing

local needs.The centrally directed agenda

that characterised the initial phase of

implementation has shifted to a more

interactive approach, with regional directors

Eacilitating the sharing of good practice

across LEAs, schools and teacher training

institutions. Expertise is located increasingly at

the local level, with consultants, co-ordinators,

and expert and leading teachers providing

support to schools that need it. Such local

strength also leads to a greater sense of

ownership as schools and LEAs address

challenges with increased confidence.

Having this infrastructure in place in LEAs

and at the national level provides a substantial

advantage for future work, while strength at

the local level is essential for sustainability.

Flexibility within a Constant Vision
For NLS and NNS, the overall vision, as set

out in the frameworks, has remained constant,

although specific: priorities and emphases have

shifted in response to data about pupil

strengths and weaknesses and to feedback

from schools and LEAs. Strategy leaders have

sought out, in a variety of ways, information

about the progress and challenges of

implementation and have adapted elements

4
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of the Strategies to address problems that

arose. Achieving a sense of common purpose

that persists through such adaptation is no

small accomplishment and is a significant

contribution to the sustained eflbrt required

for successful large-scale reform.

Value for Money
Many factors make it difficult to estimate the

value for money of a large-scale educational

initiative. At the outset of our study, we

discussed a number of significant difficulties

in conceptualising and measuring all the

relevant variables. Nonetheless, we find, with

regard to the Strategies, that a relatively small

additional central expenditure (approximately

4.4%) has levered significant shifts in the use

of schools' ongoing resources, such as teacher

time and attention. Key Stage 2 test results,

defined as the primary measure of success,

have improved considerably since 1997, even

though targets were not met. On balance,

we cautiously conclude that the Strategies

represent good value for money.

High Pressure and High Support
To be successful with a large-scale reform

agenda in. education, governments need to

push. accountability and foster capacity

building among educators. Under the current

government, initiatives such as a revised

National Curriculum, target setting,

annual national testing, the publication of

"performance tables" of school results and

monitoring of teaching and Strategy

implementation provide intense pressure for

accountability. We found from the beginning

of our study that the NLS and NNS

frameworks and curriculum materials enabled

many schools to cope with the pressure of

national tests, Ofited inspections and national

targets. The government has provided

substantial support to schools, partly through

increased finding, much of it to strengthen



literacy and inath.ematics.The Strategies also

have given strong support through high

quality resources and training, with LEA

literacy and numeracy consultants providing

focused and sustained implementation support

to many schools, as well as opportunities to

keep up to date with Strategy developments.

The differentiation of pressure and support to

schools and LEAs has been an effective tool

for managing resources and focusing on

schools and LEAs most in need. Our

conclusion is that the Strategies provide an

excellent example of a "high pressure, high

support" approach to large-scale reform.

Assessment Literacy and Use of Data
Teachers are developing greater assessment

literacy, in particular the capacity to examine

pupil work and performance data and to use

such information to guide their teaching and

improve pupil learning. Although teachers

continue to be aware of numerical targets,

such as the desired percentage of pupils

reaching a particular level of performance,

curriculum targets specifying what pupils

need to learn next have become much

more salient. NLS and NNS recognise

that teachers' engagement in the careful

consideration of pupil work is a powerful

tool for professional development and for

school improvement.

Increasingly, LE.As and schools across England

are making appropriate use of relevant data

for educational decision-making. LEAs

collect evidence of various kinds to support

educational development plans, resource

allocation and teaching. Schools are becoming

more comfortable using reports from DEES,

Ofited, QCA and other agencies, and are

frequently using test data and other indicators

of pupil, school and LEA performance in

their planning. In many schools, the focus is

Executive Summary

shifting to the rates at which pupils progress,

rather than the absolute level of pupil

attainment.The more sophisticated use of

good data offers a promising approach for

ensuring continued growth in the quality of

teaching and learnt

Leadership
Leadership at all levels of the Strategies has

proven to be a notable strength and as the

Strategies have evolved, the leadership focus

has evolved with them. The emphasis has

shifted from establishing a vision and

encouraging commitment from all

stakeholders to developing sustain.ability

through a more interactive relationship with

LE.As and initial teacher training institutions.

Although leadership in LE.As and schools

varies considerably, we have observed many

strong LEA and school management teams.

Many schools are becoming learning

commiwities, working collaboratively, making

decisions jointly, and taking more collective

responsibility for school self-evaluation.

Recently, NLS and NNS have focused

appropriately on developing school

management and leadership capacity, through

support tailored specifically for headteachers

and for literacy and mathematics co-

ordinators.Th.e focus by Strategy leaders on

strengthening the work of school leaders,

both as managers and as models of good

practice, is a powerful method for raising the

quality of teaching and learning throughout

schools. In addition, the newly established

National College for School Leadership

provides the potential infrastructure for

ongoing improvements in the quality of

school leadership.

5
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Challenges
A number of issues have emerged from our

consideration of the evidence available to the

end of 2002.We hope that raising these issues

will spark discussion about how to secure the

long-term effectiveness of the Strategies and

will contribute to international knowledge

about large-scale reform.

Teacher Capacity
The training, resources and consultant support

provided by NLS and. NNS have raised the

quality of teaching practice. Evidence about

the extent of the changes in teaching practice

is mixed, however, when one looks beyond

the adoption of the structure and format of

the literacy hour and daily mathematics

lesson. For NLS and NNS to succeed in the

ways that Strategy leaders believe are possible,

many teachers will need to be highly skilled

and more knowledgeable about teaching

literacy and mathematics than is currently the

case.The Strategies have provided teaching

resources and good quality training to

thousands of teachers across the country, but

many teachers have not yet had the sustained

learning experiences necessary to develop a

thorough understanding of the Strategies

or of the best ways to teach literacy and

mathematics to their pupils. Our data

continue to show considerable disparity across

teachers and schools in terms of knowledge,

skill and understanding of the Strategies.

The data indicate that for many teachers,

gaps or weaknesses in subject knowledge or

pedagogical understanding limit the extent

to which they can make full use of the

frameworks and resources of the Strategies.

We concluded in our second report that

initial gains in achievement scores were

largely a function of relatively straightforward

but effective changes in. teaching practice.

9

The levelling off of Key Stage 2 results would

seem to support this conclusion. Increasing

the proportion of teachers who are experts at

using the Strategies to improve pupil learning

is the next step, one that the Strategies are

addressing in. a variety of ways. However,

many teachers believe that the job is done,

that they have the knowledge they need and

have folly implemented the Strategies a

misconception that makes capacity building

more challenging. In its eagerness to celebrate

the early success of the Strategies, the

government may also have added to this sense

of there being little more to do, even though.

it has now committed funding for the

Strategies through to 2006.

Embedding Accountability and
Capacity Building
In the early implementation of the Strategies,

pressure for compliance with central directives

served to engage schools, pushing them to

begin changing classroom practice. However,

continuing this kind of accountability for too

long may result in a culture of dependence,

reducing professional autonomy. When the

focus of the government has moved on

(as it inevitably will), the responsibility

for maintaining a focus on literacy and

mathematics, together with a determination

to strive for high standards and quality

teaching, will need to be embedded in

the culture of schools and LEAs.

Even with the Strategies' strong focus on

building capacity, the magnitude of the task.

has meant that many teachers have had

relatively little opportunity for the sustained

professional development and consolidation

that is needed.The challenge now is finding

ways to embed accountability and capacity

building in the culture of schools. Without

such a shift, the momentum that the

Strategies have created may be lost.



Central Direction and Local Initiative
In our second report, we said that central

direction and support were required in the

initial phase of the Strategy initiatives in order

to bring about intended changes quickly and

on a large scale. It is appropriate that this

approach would be modified in the current

phase of the initiative where the challenge is

to maintain and deepen the early gains that

have occurred.Where the Strategies were

viewed initially as a one-size-fits-all approach

to teaching, Strategy leadership has responded

with a message of greater flexibility in their

implementation.The challenge is to continue

to push toward conditions where LEAs,

schools, and teachers have the capacity to

adapt, solve problems and refine their practice,

while remaining true to the principles

underlying the Strategies. SEU must continue

to monitor and address the differences that

exist across authorities, while moving LEAs

and schools toward greater ownership,

commitment and expertise.

Manageability for LEAs and Schools
Throughout the four years of our sandy, we

have heard concerns about increasing pressure

and initiative overload for teachers and

headteachers.Although there is considerable

support for the Strategies in schools, our data

confirm that they have added to teacher

workload (already an issue) and contributed

to feelings of being overwhelmed.

Furthermore, it is difficult for schools to

maintain their focus on key priorities in the

trace of what often appears to the schools as a

constant series of new or reworked initiatives.

It is important that government efforts to

help schools deal with overload, pressure and

undue stress continue to he a high priority,

particularly when pressure for meeting ever

higher targets is likely to continue. DfES

needs to show how initiatives can overlap and

complement each other, so reducing, rather

BES
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than adding to, the task for schools.

Minimising or ignoring the problem will have

negative consequences not only on the

performance of current teachers but also on

the attractiveness of teaching as a profession.

Targets and Test Results
in the early implementation of the Strategies,

the emphasis on Key Stage 2 tests and target

setting focused attention on literacy and.

mathematics and helped to mobilise the

system:The setting of such widely

disseminated national targets provided an

effective launch to NLS and NNS. However,

targets and testing that is high stakes for

schools and LEAs may have unintended

negative consequences, such as narrowing the

curriculum. From the data available to us, we

conclude that the high political profile of the

2002 national targets probably skewed efforts

in the direction of activities some of them

misinformed and. counter-productive that

were intended to lead to increases in the one

highly publicised score. Many teachers

acknowledged considerable test preparation,

especially in the term leading up to the

national assessments. We caution that settin.g

ever higher national targets may no longer

serve to mobilise and motivate, particularly

if schools and LEAs see the targets as

unrealistic. We suggest a shift in emphasis to

what might be termed "consolidation targets,"

challenging headteachers and teachers to

maintain improvement and to address issues

they identify as significant in their schools.

More emphasis could also be placed, in

public communication, on the varied data

increasingly used in schools and LEAs to

assess progress on a broader range

of dimensions.

The Teaching Profession
While the government continues to reinforce

primary school reforms and implements new

COPY AVM
3 17)J

ABLE



Watching & Learning

approaches in secondary schools, work. has

intensified on modernising or remodelling

the profession of teaching. Such changes are

intended to address current and future

difficulties in attracting and retaining teachers,

particularly in the London area. More

immediately, they address concerns about

workload, a topic that has been attracting

considerable attention and debate that

emerged tiom our data as well.

Recent DLES proposals have included

initiatives to deal with recruitment, initial

teacher training, support for newly qualified

teachers, teacher compensation and

performance appraisal, as well as leadership

development. The focus is on improving the

working conditions of teachers through

reductions in paper work, increased time

for planning and greater use of classroom

assistants, all changes intended to reduce

workload and raise teacher morale. Such

policies, if successful, will strengthen efforts to

improve literacy and mathematics teaching as

well as addressing more general issues related

to the profession.

Beyond the School
The government is well aware of the

importance of involving parents in efforts to

improve pupil learning. At the beginning of

the Strategies, parallel programmes (the

National Year of Reading and Maths Year

2000) were launched to encourage parents

to help strengthen their children's literacy

and mathematics skills. Family literacy and

numeracy programmes have been funded as

well to help parents improve their own

skills. In spite of these efforts, the potential

contribution of parents to their children's

learning has not been realised. At the school

level, headteachers and teachers try to engage

parents, but with varying degrees of success.

Schools in disadvantaged communities report

8

particular difficulties, perhaps related to

some parents' own. ambivalence towards

school, their lack of conviction that education.

will improve their children's lives, and

the overwhelming pressures many families

in these communities Ewe.

Pupil outcomes are shaped by many factors

outside of the school. In fact, the relationship

between socio-economic status and

educational achievement is recognised as one

of the most stable relationships in educational

research. As is appropriate, the main focus

through NI LS and NNS has been on th.e-
school what schools can do to improve

pupil learning through improved teaching

practice.To close the gap between high and

low performing children, however, may

require more attention to out-of-school

influences on pupil attainment. If this is the

case, government efforts to strengthen

connections between education and other

policy areas that support families and

communities will be crucial.

Conclusions
The National Literacy and Numeracy

Strategies are ambitious large-scale reform.

initiatives that have been generally well

implemented and well supported by schools.

Although the 2002 targets were not reached,

there have been indications of improved

teaching practice and pupil learning, as well as

a substantial narrowing of the gap between

the most and least successful schools and

L.EAs. Our data show that elements of the

Strategies appear in virtually all classrooms,

but that there is considerable disparity across

teachers in subject knowledge, pedagogical

skill and the understanding of NLS and NNS.

Although the Strategies have made a good

beginning in. a relatively short period of time,
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the intended changes in teaching and learning

have not yet been fully realised.

After Einar years, many see NLS and NNS as

needing to be re-energised; the early

momentum and excitement have lessened and

a new boost would be helpful. The next phase

in the evolution of the Strategies and the

improvement of literacy and mathematics

teaching is crucial if improvement is to be

sustained. Such continuing improvement will

require not only greater individual capacity

in headteachers and teachers, but also greater

organisational capacity in schools and

LEAs. in the long run, we believe that the

commitment to collective capacity building is

the most promising direction for addressing

the challenges of the future.
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Chapter 1: Introduction
and Framework

The Strategies and the
Extern& Evaluation
The two most recent themes in educational

change are how to achieve large-scale reform,

while setting the stage for sustainable

improvement.This evaluation of the national

initiatives in literacy and mathematics in

England provided an opportunity to examine

first-hand the most ambitious large-scale

educational reform initiative in the world.

In the course of conducting this study a great

deal has been learned about the policies,

strategies and impact of deliberately

attempting to achieve change on a massive

scale within a relatively short time frame.

Our report presents these findings and raises

critical questions about how to bring about

the fundamental reforms necessary for

continuous improvement of the

educational system.

The National Literacy Strategy (NLS) and

the National Numeracy Strategy (NNS) are

comprehensive government-initiated reform

efforts, aimed at changing teaching practice

and thus improving pupil performance in all

the nearly 20,000 primary schools in England.

NLS and NNS can be seen as a dramatic

"scaling up" of reform efforts developed

through earlier pilot programm.es, the

National Literacy Project and the National

Numeracy Project.The Strategies are

comprehensive in planning and execution,

pulling together various policy strands to

provide clear direction and support for

change. NLS and NNS incorporate extensive

professional development, which involves an

increasingly large proportion of England's

190,000 primary teachers and has continued

to expand as the Strategies have evolved.

To supplement and complement the

evaluation of NLS and NNS carried out

by the Office for Standards in Education

(Ofsted), the Standards and Effectiveness Unit

(SEU) of the Department for Education and

Skills (DIES) commissioned an external

evaluation. SEU retained a team of researchers

centred at the Ontario institute for Studies

in Education of the University ofToronto

(01S.E/UT) to provide this outside view

of the implementation of NLS and NNS.'

1 The tram also included Dr. Ben Levin of the University of Manitoba, who took primary responsibility for the vale-for -Honey component of the

evaluation.
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The government has also conunitted to a

programme of public third-party evaluations

of other major policy initiatives. Both. the

government and the Department should he

commended for these steps. Subjecting key

policy priorities to external public evaluation

can be risky for any government, which is

one reason why it seldom happens.

In this final report, we review the key findings

of our four years of data collection to provide

a coherent account of the Strategies and the

implementation process. We also articulate

what NLS and NNS have added to the

knowledge base about large-scale reform

and identify issues for the next phase of the

initiative. The intended audience for our

report includes DIES, the NLS and NNS

leadership, educators in :Local Education

Authorities (LEAs) and schools, and the

broader educational policy community,

both in England and internationally.

The Canadian external evaluation team has

acted as a critical friend (Costa & K;dlick, 1995;

Mac.Beath, 1998) to DIES and other key

partners by describing NLS and NNS from

different perspectives, drawing connections

between the international research literature

on large-scale reform and the Strategies, and

identifying issues for attention. Playing this

critical friend role over a period of four years

from November 1998, the team has examined

evidence (collected by others as well as us)

and followed the implementation of NLS and

NNS at the national, LEA, school and

classroom levels.

Our evaluation is inevitably limited in scope

and we mention here two points about our

mandate and focus. First, questions have been

raised about the assumed definitions or

models of literacy and numeracy (e.g.,13rown,

1999; Dadds, 1999; Fisher, 2002) that are

12

embedded in the Strategies. Literacy and

numeracy are not unproblematic categories,

although. such debates are more salient in the

higher education community than they are in

schools.Although we recognise the

importance of such issues, as we are charged

with looking at the implementation of the

Strategies, we will address them only as they

conic up as implementation questions in

schools and LEAs. Second, although the

question of impact on. pupil learning is an

inevitable issue in any study of the Strategies,

and we do discuss questions relating to pupil

learning, the OISE/UT evaluation did not

address this dimension in a systematic or

focused way. Evaluation of teaching and

change in pupil attainment are the focus of

the HMI/Otked evaluation in two samples of

approximately 300 schools, one for Literacy

and the other for .Numeracy. We have drawn

on the. HMI reports and on the work of other

researchers to supplement our data gathering

and strengthen our conclusions about the

implementation of the Strategies as major

large-scale reform initiatives.

Framework for the OISE/UT
Evaluation

Factors in Large-scale Reform
The OIS.E/UT evaluation is an investigation

of the process of large-scale reform. Under what

conditions will large-scale reform succeed? Is

it possible to create a central government

initiative that (1) motivates educators to

change their practice in line with the reform

initiatives, (2) provides them with

opportunities to acquire the necessary

knowledge and skills, and (3) builds contexts

that sustain the motivation and capacity for

change? What does it take to reform a large

national education system? Can the important

elements of large-scale reform be described

for others who are undertaking or aspiring to



the same ends? If large-scale reform

is possible, how long does it take to

institutionalise the practices? Finally, the most

significant question is whether or not large-

scale reforms can be sustained., and if so, what

seem to be the necessary and sufficient

conditions for su.stainability?

We developed a framework for looking at

such questions by drawing on two reviews

of pertinent international literature.The first

(Fullan. 2000) described the international

context for the Literacy and Numeracy

Strategies by looking at the return of large-

scale reform as a major force, identifying

features of those reforms that appear to be

making a difference. A second review, done

by Leithwoodjatitzi and Mascall (2000),

examined both the macro level (policy levers)

and the micro level (local challenges) of

060 Conte
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Chapur 1: Inirndurrion and framework

reform.The two papers provide different

lenses for examining large-scale reform,

recognising the importance of both central

mandates and local action.The framework.

highlights different aspects of the Strategies.

with little of importance left in the shadows.

Throughout the course of the evaluation, this

framework has been reviewed and refined to

reflect our learning from NLS and NNS.

Figure 1.-1 provides a graphic representation

of our framework for viewing the Strategies,

showing policy levers at the national level

(on the left), conditions for implementation

in LEAs and schools (in the middle) and

improvements in pupils' literacy and

numeracy (on the far right).Together the

policies and local conditions influence

practices and lead to changes in pupil

outcomes.The framework was developed

leoGal Chafte_
"ge

Motivation
Capacity
Situation
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by mapping backwards from what NLS and

NNS aim to accomplish, improvements in

pupils' literacy and numeracy.We assume that,

for such. improvements to occur, pupils must

directly experience more powerful teaching

and learning. Changes in pupils' levels of

literacy and numeracy are thus dependent

on altered practices, particularly on the part of

teachers, but also headteachers, LEA advisers

and consultants and, at least potentially,

parents. At the central or national level, the

Strategies can be seen as policy levers that

stimulate the desired changes in schools and

LEAs.All of this activity is occurring within

a uniqu.e cultural, political, economic and

educational context.

Policy Levers
Viewed through the first lens of NLS and

NNS as major, national policy levers for large-

scale refbrrn, the framework draws attention

to the content and structure of the initiative.

Comprehensive reform initiatives need to

include:

O a vision and goals for the reform and for

the education of pupils;

O standards for judging the performance

of pupils and others;

O curriculum frameworks and other teaching

resources to assist in meeting the standards;

O a focus on teaching and learning

(including teacher learning);

O coherent, aligned policies to support

the initiative;

O accountability and incentives linked

to performance; and

O sufficient funding and workable

governance structures.

14

This list of factors was derived from our study

of relevant literature in 2000; since that time,

we have become aware of research that would

suggest making one adjustment in emphasis.

The study of the effort to change

mathematics teaching in California schools

in the early 1990s (Cohen & Hill, 2001)

reinforces the importance of all the factors

listed above, but highlights in particular the

necessity of teacher learning. If teachers do

riot have deep arid sustained opportunities to

learn what the reform is about and. what is

expected of them in. teaching, the desired

changes are unlikely to occur and will not

be sustained (e.g. Little, 1993; Neufeld &

l3oothby, 1999).The research into the

California mathematics reforms reinforced

other research in showing how difficult it

is to provide such high quality learning

experiences on a broad enough scale to

impact more than a minority of schools and

teachers.As we will outline in Chapter 4, the

infrastructure developed by NLS and NNS

has been key in providing such learning

experiences to teachers in. England.

Local Implementation: LEAs
and Schools
The second lens on NLS an.d NNS fix:uses

directly on schools and LEAs, and on

variations in the success of efforts to improve

teaching and learning. Such variations can be

explained, broadly, in terms of the influence

that reform efforts have on educators, looking

at three features:

O motivation;

O capacity; and

o situation.
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Motivation refers to the willingness to put

of into implementing the Strategies, while

capacity refers to pre-existing or newly

developed skills and understandings that

individuals bring to their work with NLS and

N.NS. Situation refers to the extent to which

the organisational context in the school and

LEA fosters appropriate changes in practice:

This could be termed organisational capacity.

The complete framework suggests that to be

successful, centralised actions must build and

sustain a comprehensive infrastructure to

support change in classroom and school

practice. The support must motivate

educators, build their capacity to

implement the reforms and foster the

development of school cultures that will

sustain improved practices.

At the beginning of our study, the Strategies

could be considered as clearly defined policy

interventions, with launch dates, clear

expectations for initial implementation in

classrooms and specific targets for 2002.The

Strategies four years later are more complex;

our conceptual framework has proved to be

flexible enough to handle the nuances of

these 2002 versions, which are a set of many

inter-related policies and practices that have

evolved through the interaction between

central initiatives and local contexts. Our

investigation moved from looking at the

initial adoption of the Strategies to a

consideration of how the Strategies were

being implemented several years on, when

the novelty had faded.

Sustainability
Throughout the evaluation we have identified

sustainability as the ultimate indicator of

success. Sustainability, however, does not

necessarily mean fidelity to all aspects of the

Strategies. NLS and NNS embody a set of

Chapicr 1: Introdurrion and Framcwork

principles, together with a wealth of teaching

approaches to realise these principles in

classrooms.The long-term success of the

Strategies will depend on teachers developing

the capacity to select and modify teaching

approaches, making decisions on a moment-

by-moment basis to best meet pupils' learning

needs.This recognition adds another

dimension of complexity to our model of

change and to the goals of NLS and NNS

over time. Here we look. briefly at how the

issue of sustainability relates to motivation.,

capacity and situation (organisational

capacity).

Motivation and Sustainability

When innovative policies are introduced

there may be substantial fanfare, as well as

visible pressure and support to encourage

involvement. As we document later in this

report, such was the case with NLS and NNS.

Early motivation to implement the Strategies

was usually extrinsic (i.e., the behaviours

happened because of an external pressure

to conform and to meet a particular

expectation). Although such a call to action

can create awareness and focus the agenda,

actions based on extrinsic motivation persist

only as long as there is an external

reinforcement to continue. When the pressure

is gone, the concomitant behaviours disappear

as well. When the motivation becomes

intrinsic, the behaviours are more likely to

carry on (Deci & Ryan, 1985; Deci, Koester

& Ryan, 2001). With regard to the Strategies,

we would look for indicators of intrinsic

motivation to increase over time, such that

teachers and headteachers felt a sense of

ownership and commitment.

Capacity and Sustainability

Making and sustaining changes in schools

is hard intellectual and emotional work

(Hargreaves, Earl, Moore & Manning, 2001).

1.5
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Sustainable change depends on ongoing

learning, individual and collective. With regard

to literacy and mathematics learning, teachers

and h.eadteachers need the individual capacity

skills, knowledge and understanding to go

beyond initial implementation. and superficial

understandings.

Organisational Capacity and Sustainability

Although motivation and capacity are

essential to sustain the push for higher

standards and enhanced learning for pupils,

they will not be sufficient. Many attempts at

educational change have flourished and then

disappeared for lack of attention over time

(Elmore, 1995) in cases where the situation

(or organisational capacity) does not provide

enough support for changes to become

established. For shifts as far reaching as those

embedded in NLS and NNS to continue,

schools must support ongoing teacher

learning through development of local work

cultures where self-monitoring and ongoing

improvement have become part of the daily

life of the school.

15

Data gathering

Methodology
Overview
Throughout the four years of the evaluation,

we have used a number of data collection.

procedures to ensure that our conclusions

were based on multiple sources of evidence,

using a variety of methods.These were:

O semi-structured interviews;

O postal surveys;

o participant observation (meetings, training

sessions);

o school site visits (these included interviews

and classroom observations);

o a review of current UK research relevant

to the Strategies; and

o document analysis (NLS and NNS
documents as well as material from

DIES and other agencies).

We used research by others in the U.K as a

supplement to our own data. In some cases,

such studies focused on questions that were

important but not part of our mandate; in

other cases, the research addressed questions

in more depth than we were able to do given

ou.r remit and resources.

National/regional: NLS and NNS as policy levers, view from the
bridge (regions and LEAs), value for money
o attended meetings of Literacy and Numeracy regional directors, Policy Programme Group,

Implementation Group, and Literacy Numeracy Strategy Group, as well as regular
meetings with various DfES staff;

o observed NLS and NNS regional briefing/training sessions for LEA line managers and
literacy/numeracy consultants;

o attended NLS and NNS headteacher conferences;

o participated in DfES/TTA ITT conferences;

o reviewed documents related to all aspects of Strategies;
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o interviewed DfES and CfBT staff and NLS and NNS leaders (national directors, deputy
directors, primary and ITT regional directors) (Sample interview protocols in Appendix A);
and

o conducted interviews (individual and group) with people from a range of educational
groups and organisations with an interest in various aspects of the Strategies.2

Local: Schools and LEAs - the view from the schools, the view from
regions and LEAs (the bridge), value for money
o two postal surveys (in 2000 and 2002), each to two samples of 500 schools, one for

Literacy and the other for Numeracy. Parallel questionnaires went to headteachers and
teachers (sample questionnaires in Appendix B);

a postal survey to all literacy and numeracy consultants in LEAs across England in 2002
(questionnaires in Appendix B);

o repeated visits to 10 selected schools (with various sizes, locations, pupil populations,
levels of attainment) and their LEAs: 4 to 6 days in each school; team interviewed
headteachers and teachers, observed literacy and mathematics lessons, and analysed
documents (protocol for interviews in Appendix A);

o interviews with literacy and numeracy managers and consultants from LEAs of the
10 selected schools, attended training sessions and staff meetings in some of those
LEAs; and

o observations and interviews in 17 other schools (including special schools) and LEAs.
Three of these were one-day visits to schools early in 2000, while the others were single
visits as part of shadowing regional directors or HMI, or attending meetings locally.

Members of the team spent 354 days in England collecting data, from November 1998
to July 2002, plus approximately 8 days gathering data through telephone interviews
and conversations.

We interviewed approximately 350 persons, some individually and others in small groups.
Although some individuals were interviewed only once, we talked with many others several
times over the course of our study. Sample interview protocols are given in Appendix A.

Throughout the study, we found people very

willing to speak with us and share their

thoughts and experiences. Because we were

outside the system, with no ownership

of the Strategies and no responsibility for

judgements about schools or individuals.

we may have heard slightly different reports

from those given to DfES, HMI/Ofsted,

2 The Canadian team interviewed spokespersons from teacher unions and beadteather associations; higher education institutions (about both research

and teacher training); 1-1.1,1110FSTED; (ICA; associations such as the Literacy Trust, the Basic Skills Agency, theTeacher Twining Agency, the

General 'Teaching Council and the British Dyslexia Association; subject associations; LEA management and prolissional stall; and independent

consultants itwoh& with education and /or tvith various aspects of the StrateNies. ht most cases, interviews were conducted 3evcral limes over the

course qt- the evaluation. Questions focused on the interest that each organisation had in the teaching of literacy/mathematics or in the Strategies.

17
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regional directors, or even LEA advisers or

consultants.All respondents were guaranteed

confidentiality.

Schools and LEAs
The two data sets that provided insights into

the view from the schools for this report were

(1) surveys of teachers, headteachers and

consultants and (2) interviews and observations

in selected schools and their LEAs.

Surveys of Teachers, Headteachers and LEA

Consultants

The external evaluation team contracted with

the National Foundation for Educational

Research (NF.El..) for a significant amount

of the work entailed in collecting the survey

data. The external evaluation team developed

the survey instruments (NLS surveys for

headteachers, teachers, and consultants;

NNS surveys for headteachers, teachers,

and consultants; see Appendix B for sample

questionnaires). NFER was then responsible

for their distribution, collection and entry

into a data file. The data file was returned to

the external evaluation team for analysis and

interpretation.

School surveys: T.wo representative samples of

500 schools were selected for the teacher and

headteacher surveys, one sample receiving

surveys about NLS and the other sample about

NNS, Both samples were selected at random

from the NFER database of schools to be

representative of the whole primary school

population in terms of school type, national

curriculum test results, region and proportion

of pupils eligible for free school meals.An

NEER staff member telephoned each of the

schools in the two samples to find out the

number of teachers at each school. Many

headteachers, when informed of the purpose

of the call, declined to participate in the

survey, usually citing lack of time due to

pressures of other commitments for teachers.

Of the 499 schools contacted in the Literacy

sample (one school was withdrawn by the

LEA), 223 (45%) agreed to participate. Of the

497 schools contacted in the Numeracy

sample (3 were withdrawn by their LEAs), 245

(49%) agreed to participate.The mean number

of teachers per participating school was 12.

The response rates for the participating

schools were as follows:

o For the NLS survey, 79% of headteachers

responded (176 respondents).Teachers

responded from all schools; of the 2617

teachers sent surveys, 1501 or 57%

responded.

o For the NNS survey, 80% of headteachers

responded (197 respondents).Teachers

responded from 99% of schools; of the

2828 teachers sent surveys, 1527 or 54%

responded.

Consultant surveys: The consultant surveys,

which paralleled those sent to schools but

included additional questions related to the

consultant and LEA role, were sent to all the

literacy and numeracy consultants who were

supported by money from the DIES Standards

Fund as of February 2002 350 literacy

consultants and 398 numeracy consultants.

Response rates were 85% (299 consultants)

for N.LS and 85% (340 consultants) for NNS.3

The great majority, 85% of surveys returned,

included responses to the open-ended

questions about strengths and limitations

of the Strategies.

3 Some initial uncertainties udth the consultant database arose with sottlelOrnter consultants still listed as being in those positions. With these

uncertainties resolved, the numbers veer 350 NLS consultants and 398 NNS consultants.
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Site Visits and Interviews

While the survey data provided a cross section.

of views on many of the issues surrounding

the implementation of the Strategies, site

visits to schools and LEAs allowed a fuller

exploration of some issues from the

perspective of a diverse, though small, group

of educators. We visited a set of 1.0 schools

and their LEAs on repeated occasions over

the last three years of the study.' These schools

offer a view of NLS and NNS in a broad

range of circumstances and contexts. The

group includes schools in difficulty and

schools that are high performing. Some

schools have received considerable outside

intervention while others have received little

or no additional support. Overall, these

schools contribute to a picture of the

implementation of the Strategies as

experienced by teachers, headteachers

and pupils.

The repeated school visits were designed

to provide a detailed picture of the

implementation process of th.e National

Literacy and Numeracy Strategies in the ten

sites. The research questions addressed the

extent to which the Literacy and Numeracy

Strategies were being implemented in the

sample schools and the organisational and

teaching changes associated with the

implementation of the Strategies. More

specifically, we looked at the successes

associated with the Strategies (with any

clues as to whether such successes could be

Chapter 1: Introduction and Framework

replicated in other school settings); the

obstacles or barriers blocking implementation

of NLS and NNS (and how these were being

dealt with and with what success); and any

unintended consequences arising from the

implementation of the Strategies.

The following table compares results from

our pool of selected schools to the national

averages for Key Stage 2 English and

mathematics assessments from 1996 to 2002.

Despite much individual variability in the

year-to-year results of the selected schools, the

average scores for the group of 10 schools are

generally similar to the national average scores

and show overall improvement from 1996 to

2002. For the smaller schools in the sample,

the Year 6 cohort may have as few as 12 to

15 children, and therefore, as teachers and

headteachers usually recognised, differences

between cohorts from year to year may be

marked.Year-by-year changes need to be

interpreted with caution. It is also the case

that, like many schools in England, a few

of our sample schools began implementing

aspects of NLS prior to 1998 and aspects

of NNS prior to 1999.

During our visits, we talked with teachers,

literacy and numeracy co-ordinators and

headteachers in each school and observed

literacy hours and daily mathematics lessons.

LEAs, we talked to Strategy and line

managers and in most cases, literacy and

4 The OISE/LIF te,int used the 1998 DIKE (as it then was) database of-schools in England to select a random sample of 50 srhools,from which

we intended to select a set of 10 schools varying in location, type of community, size of school and pettOrmance Oil the 1999 Key Sorge natiostal

assessments.As the random sample did slot include schools representing all relmmt categories, or supplemented the pool with names of 15

additional schools. From this mpanded pool, a set of 10 schools was drawn based on the 19.99 primary school performance tables, geographic

location. size of school, and urban to rural setting. 71w set of 10 schools ranged in size from 115 to 475 pupils, and in pertOrmance all the Key

Stage 2 assessments from 33 to 92% Level 4 in English arid from 40 to 87% Lose! 4 in mathentatics.The 10 schools were each in different

I.Els and varied in geographic location and in rural to utban type of conimunity.Three schools declined the offer to participate (because they felt

unable to give the time necessary); similar schools replaced thein..The 10 selected schools were chosen to characterise typical schools in various

settings and cirrumstames and to provide illustrative examples.They to not constitute a sample that would allow generalisations to the whale

primary school population in the country.
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Table -.porc en ..9f EURils Afhleving Levgl 4 on, KS2 English and
r4 4.1.fts et".

ion
ea

Mathematics Nat anal ssessments fronv1996 to 2002
Veice

English
National Average
Selected Schools

Mathematics
National Average
Selected Schools

998 999 000 20 0,
24(47)

56 63 64 70 75 75 75 +19

46 60 60 63 77 73 75 +29

53 61 58 68 72 71 73 +20

50 57 59 63 72 66 72 +22

numeracy consultants. In addition to the

selected schools, we have had opportunities

to talk to teachers, headteachers and LEA

advisers from other settings, thus

supplementing the data from the selected

schools.The sample schools and LEAs were

assured that they would not be identified in

any of our reports, oral or written.

OISENT Interim Reports
During the four years of our study, we

produced two interim reports (Earl et al.,

2000, Earl et al., 2001). Here we review

key findings and highlights from these

two reports.

Highlights from First Report
In our first report, covering the period from

November 1998 through December .1999,5

we based our conclusions on data gathered in

relation to the view from the centre. Looking

at the Strategies as central government policy

levers, we concluded that, viewed. in relation

to other efforts at large-scale reform across

developed nations, NLS and NNS were

among the most comprehensive and fully

developed. Each of the dimensions emerging

from the education reform literature had been

attended to, although with varying degrees

of emphasis and success.

We concluded that NIL and NNS were

characterised by notable strengths in areas

such as leadership, policy alignment, pressure

and support, communication, resources and

responsiveness.At the sarn.e time, we identified

a number of challenges for the next stage of

policy intervention, highlighting the

importance of the Strategies paying more

attention to new teachers, assessment literacy,

professional learning communities and

dissenting voices.

In the first report, we suggested that the initial

gains in the 1999 national tests were probably

due largely to higher motivation on the part

of teachers and others at the local level.The

clear direction and support, including the

NLS and NNS materials and widespread

communication, together with awareness of

the national Key Stage 2 tests, led teachers to

spend more time and focus more intensively

on teaching literacy and mathematics.

Although schools generally used the lesson

5 For a more detailed description see the first report, entitled Watching and Learning: OISE/ur Evaluation of the National Literacy and

Numeracy Strategics, and tire seamd report, Watching and Learning 2: OISE/UT Evaluation of the National Literacy and Numeracy

Strategies. Both are available on the DIES Standards Sire (flinching & Learning: OISE/UT Evaluation gf MYS):

imp: Humnestandards.ges.govatkIliteraty/publications/?pub_id=134&mp_id=0&art_id=2139) (Mtchinq f Learttint; 2:

hitp://www.standards.dfes.goankiliteracy/publirationsflpubjd=530&top_id=0&art_id=0)
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and timing guidelines of the Strategies, we

concluded that teachers were probably using

their existing capacities more fully, rather than

having developed substantial new skills and

knowledge. We observed that future increases

in pupil learning would require further

increases in professional capacity (both

individual and organisational), along with

continued development of supportive

work situations.

Highlights from Second Report
In our second report, published in mid-2001

on the basis of data gathered through the end

of 2000, we continued to be guided by the

framework presented in our first report. In

addition to looking at the Strategies as policy

levers directed by the government, we

broadened the focus to include the view from

the schools. We also addressed the question of

value for money, concluding on the basis of

information then available that the Strategies

were providing reasonable value for money.

A relatively small additional central

expenditure (in the region of 5% of the

overall cost of primary schooling) levered

significant shifts in the use of ongoing

resources in schools, such as teacher time

and attention.

To learn. how NLS and NNS were perceived

and experienced in schools and LEAs, we

gathered data through postal surveys and

through site visits to schools. Using our

framework, we looked at the motivation and

capacity of teachers and h.eadteachers to

implement the Strategies and the extent to

which their work contexts supported their

efforts. We also explored the relationship

between local perceptions of the Strategies

and the central intent, particularly where the

two differed from each other. Our data

indicated that the majority of teachers were

implementing the lesson plan and timing of

Chapter 1: Introduction dn.1 FramellYrk

the Strategies; in other words, the structures

were in place. However, we concluded that

many of those in schools needed further

professional development and increasingly

supportive work situations in order to deepen

their skills arid knowledge.

We found that the National Literacy and

Numeracy Strategies had made significant

changes in primary education in England in a

remarkably short period of time.The change

was pervasive, moving literacy and

mathematics to the top of the teaching

agenda. We indicated, however, that sustaining

change would require consistent pressure and

support, and raised several questions for

consideration by DIES and the Strategies:

o How deep are the changes in teaching

that occur as a result of the reform?

o Are there unintended costs or
consequences of the reform?

o How is the reform being organised

to be sustainable in the long-term?

o What data are available about

implementation, training needs arid success

in changing learning, and how are such

data being used?

o How are parents, families arid the

community engaged in. understanding

arid supporting the reform?

Our second interim report concluded that

much had been accomplished but much more

needed to be done to address the reform

agenda more comprehensively.The questions

we raised suggested directions for future

development.

Dissemination
During the four years of our evaluation.

we began to disseminate our initial findings

2
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beyond the interim reporting meetings with

various DfES and NLS/NNS audiences.

Members of the Canadian team also gave

presentations to the .following:

O a joint DIES/TTA ITT conference

in London in 2000;

O the International Reading Association

(IRA) in New Zealand (with NLS

presenters) in 2000;

O the British. Educational Research

Association (BERA) in Cardiff in 2000;

O the International Congress for School

Effectiveness and Improvement (ICSEI)

in Toronto in 2001;

o the UK Reading Association (UKRA)
in Canterbury in 2001;

o the Canadian Association .for Educational

Administration in Ottawa (CA.EA) in

2001;

o the. American Educational Research

Association (AERA) in New Orleans

in 2002 (with NLS/NNS presenters);

O the Canadian Society for Studies in

Education (CSSE) in Toronto in 2002;

o the International Reading Association

(IRA) in Edinburgh in 2002 (with NLS

presenters)"; and

a DIES-organised academic symposium,

in which researchers from universities and

other educational organisations heard from

the evaluation team and discussed issues

related to our external evaluation of NLS

and NNS, in London in 2002.

In these sessions, questions and observations

from the audience contributed greatly to our

thinking about the evaluation and about issues

related to large-scale refbrm.

Organisation of the Report
Over the four years of our evaluation., our

framework for large-scale educational reform

has provided a useful lens on the Strategies

and their impact on primary schools in

England. We have continued to use this

framework throughout our work, although as

a more flexible organiser in the latter phases

of the study. In Chapter 2, we look briefly at

the international and national contexts in

which the Strategies were developed and

launched.The remainder of the report

portrays the results of our enquiry Chapter

3, the view from the centre; Chapter 4, the

view from regional directors and .LEAs (the

bridge); Chapter 5, the view from the schools;

and Chapter 6, an estimate of value for

money. We conclude, in Chapter 7, with a

summary of notable successes of the Strategies

to date, as well as discussion of the challenges

emerging from the evaluation and some

suggestions Ibr future directions. The picture

we present is not always straightforward.The

Strategies themselves are complex policy

initiatives, weaving together various strands

intended to change practice across an entire

country and evolving considerably over the

past four years. We have integrated

information from a range of perspectives

and from people who have diverse roles,

differential access to information and varied

kinds of experience. The context and frame of

reference of these individuals inevitably shape

their perceptions and levels of understanding,

not only of the Strategies but also of other

central policy initiatives.

6 Symposia udll be held at the International Congress for School Effectiveness and hnprovement (ICSEQ in Sydney in January 2003 and at the

annual meeting of the A tucrican Educational Research Association in Chicago in April 2003.
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Chapter 2: National and
International Context

e noted in our earlier reports that

the design and implementation.

of NLS and NNS are inevitably much

influenced by the national and international

context in which the reform is taking place.

We briefly outline themes in the international

literature on large-scale reform and identify

several issues in the English policy context

that have influenced the development and

implementation of the Strategies.

Onternational Context
In many countries, the 1980s and 1990s were

characterised by roller-coaster economic

conditions, dramatic swings in political

ideology and leadership and an eroding

consensus about societal values. Rising levels

of education have led to declining public

confidence in institutions, an escalation of

mistrust in public figures and an irresistible

demand for greater accountability in public

institutions.

During this period, education became a

"hot button" for public attention. because it

was and still is considered to be at least part

of the solution to many of these social and

economic problems. Our global society, it is

argued, is increasingly complex, requiring

educated citizens who can learn continuously

and who can work in diverse contexts

both locally and internationally.As Rohlen

(1999) argues:

our schools need to teach learning processes

that better lit the ivay work is evolving. Above

all, this means teaching the skills and habits

of mind that arc essential to problem solving,

especially where many minds need to interact.

(PP. 251-252)

The problem of large- scale improveinents to

the core technology of schooling has been at

the heart of school reformers' efforts in many

locations during this period. For example, in

the United States, publication of the report,

/1 Nation At Risk (National Commission,

1983), is typically cited as the most obvious

event precipitating an unprecedented period

of concern about teaching and learning in

schools that continues unabated to this day.

Furthermore, reflecting the prevailing

sentiment of the public-at-large, many

reform-minded governments have little

patience for the usual pace of educational

change; reform needs to be done immediately.

BEST COPY AVM
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Teachers may complain not so much about

the nature of the changes being asked of

them, but about the number and speed of the

changes (Hopkins & Levin, 2000). Such

impatience has meant the elimination of such

deliberate procedures as small-scale trials, pilot

studies, and research and evaluation of the

preferred policy initiatives. Instead policy

makers may move more or less immediately

to large-scale implementation.

Hasty policy launches, however, do not often

result in speedy school improvement. Indeed,

Elmore (1996) argues that even the most

successful efforts to significantly change the

core of schools have rarely influenced more

than 25% of U.S. classrooms.This claim is

focused specifically on:

how teachers understand the nature of

knowledge, and the student's role in learning,

how these ideas about knowledge and

learning are manifested in teaching and class

work.-The core aLco includes the sintctuml

arrangements of schools, such as the physical

layout o.f classrooms, student grouping

practices, teachers' responsibilities fir groups

of students, relations among teachers in their

work with students, and processes for

assessing student learnittg and communicating

it to students, teachers, parents, administrators,

and other interested parties.

(pp. 294-295)

While Elmore's claim is embedded in the U.S.

context, and justified with reference to

American evidence, there is little reason to

believe that efforts to improve the core

technology of schooling in other jurisdictions

have been sig,nificantly more successful.Yet

improvements in such core processes seem to

be essential if the aspirations held by many

governments and their constituents are to be

24

rnet.Virtually all the recent efforts at reform,

in various jurisdictions, have included a focus

on curriculum, accountability and

governance, and in most, governments have

centralised educational policy while

decentralising much of the responsibility for

implementation (Hopkins & Levin, 2000;

Levin, 2001a).

Most large-scale reform strategies have

attempted to influence teaching and learning

at least in part by holding schools more

accountable for pupil performance.This is

evident, for example, in the widespread

adoption of pupil testing policies.The United

States has seen a strong push for high-stakes

testing but the experience in many states

suggests that although such tests can be highly

motivating, they do not lead to deep and

sustained change. But pupil testing and its

attendant baggage is just the most obvious

policy tool for holding schools more

accountable.A recent analysis (Eeith.wood &

Earl, 2000) suggests four basic approaches to

such accountability, each premised on quite

different assumptions about what is wrong

with schools and how to fix them. In practice,

however, most large-scale reform strategies

include elements of al.l these approaches to

accountability (see also Adams & first, 1999).

The fiscal approach to reform, adopted in

jurisdictions such as New Zealand, Ontario

and some American states, attempts to reduce

the size of government but not with any

particular vision for education. This is

primarily a structural reform using a

centralisation/decentralisation approach,

devolving power to schools but retaining

considerable control at the centre.

Intermediate agencies such as local education

authorities or district school boards are

reduced in power or in some cases eliminated.



The international context provides

encouragement for reform-minded

governments to view education as a source

of solutions to many of their economic and

social problems. Governments tend to adopt

reform strategies that assume that greater

school accountability will improve pupil

performance, often implementing those

strategies on a large scale very quickly.

Whether such policies can be expected to be

successful, however, is in some doubt, based

on current knowledge about how schools

actually improve (Hopkins & Levin, 2000).

The phenomenon of"reform overload"

causes further difficulties. In many

jurisdictions, a succession of reforms, often

with conflicting ideologies from different

governments, has led teachers to be sceptical

about any new effort. Ontario is a good

example of such overload and scepticism,

with teachers now displaying negative

motivation to implement government

accountability policies (Leithwood,

Steinbach & Jantzi, 2002).

There are, however, alternatives to starting

with an emphasis on high-stakes

accountability.The state of Connecticut, over

a ten-year period, developed and

implemented a comprehensive set of policies

focused on improving the teaching profession

(and thus teaching in the classroom).

Described as "low-stakes, standards-based

relbrm" (Wilson, Darling-Hammond &

Berry, 2001, p. 31), the reforms included:

o raising teacher salaries;

O increasing licensing requirements;

o facilitating the entry of qualified out-of-

state teachers:

o toughening requirements for temporary

licenses;
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o creating a staged licensing process for

beginning teachers, with a master's degree

required for a professional license;

requiring and funding trained mentors for

all beginning and student teachers; and

O requiring school districts to develop

professional development plans, career

incentive plans and teacher evaluation

systems, and contribute to the cost of

implementation of such plans. (p. 9)

Connecticut's reforms appear to have achieved

considerable success.Teacher shortages no

longer plague school districts, while student

achievement has increased. As with all good

policies, this has been steady, hard work.

The story of Connecticut' reform is one

o/ focused, capacity- buildinS

throughout the educatimial system, driven

by pointed attention to teaching quality

and the creative use of available policy levers.

... Examined over time, this array of

constantly unfolding policies is an unusual

story of large-scale, iterative, system -wide,

state-wide reform.

(Wilson et al., 2001, p. 32)

Our brief review of the international context

for reform gives a glimpse of the increasing

complexity of the reform process. Policy

makers are confronted with the need to

balance different ideologies, include different

points of view and communicate complex

initiatives in terms that will be accessible to

the public. They are also trying to do this

within the usual time span of a government

term, usually no more than four to five years.

During this relatively brief period, policies

must show visible results if political support

and resources are to be continued over the

longer term a development that is necessary

for change to be embedded and sustained.
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National Context

The Policy Context for NLS
and NNS
In addition to these international forces,

unique social, political and economic histories

of a political jurisdiction shape the nature of

large-scale reform strategies in powerful ways.

Among the critical factors in understanding

education. in England are the country's

perceived decline in world status after 1945,

the tremendous importance of social class in

shaping life chances and the highly polarised

politics with two main national parties

alternating in government.The education.

system has a long history of elitism as

evidenced by highly selective institutions and,

until recently, quite limited access to advanced

education. Each of these factors has had an

important influence on the development of

education policy.

For the last 20 years England has been

engulfed in educational changes, stimulated

largely by a concern about global economic

competitiveness. In the 1980s and for much of

the 1990s, the Conservative government

made a series of major changes, including

greater parental choice, local management of

schools at the expense of the powers of local

authorities, a national curriculum, national

testing and a national system of school

inspections (Ofsted). In addition, collective

bargaining for teachers was eliminated and

teacher training substantially restructured.

Prior to the introduction of the national

curriculum in the late 1980s, primary teachers

in England were in many ways "left alone to

teach." For some, this might be termed the era

of"uninformed professionalism."

26

I started teaching in 1 972, There was tin

curriculum.l.'im could do what you lilted....

1 hadn't the faintest idea of what I was

doing but I went out there and did what I

could. ... Nobody should have been

expected to do what I was expected to do.

(Strong, 2002, p. 11)

In England, as in many other countries, an

international focus on. language and

mathematics education fuelled concerns

about how well primary schools were

providing their pupils with the foundations

for learning. Questions arose as to whether

pupils were learning important basic skills

(Reynolds & Farrell, 1.996), with a particular

focus on what has been popularly termed the

"long tail of under-achievement."

Education in England has a long and

contentious history of accountability.

Beginning with research showing that schools

had differential effects on their pupils (Rutter,

M.aughan, Mortimore & Ouston, 1979;

Mortimore, Sammons, Stoll, Lewis & Ecob,

1988), there has been a concerted emphasis

on identifying the qualities of effective

schools and on trying to improve ineffective

ones. Pupil attainment results are published in

performance tables and Ofsted inspections

provide detailed public reports of school

performance. Over the years, heated and

sometimes acrimonious debates developed

about the form of accountability that has

emerged, especially the focus, at one time, on

"naming and shaming."

When the Labour Party won the election in

1997, education was identified as the number

one priority. In a speech to the National

Association of Head Teachers, Prime Minister

Blair inserted a concern for equity to this

education priority:



Tlw.fitrulaniental failure ul British

government iu the 20th century has been a

.failure to attach sufficient importance to

public education, fur the broad majority

of people. ... kl'e have been good at

educating an elite at the top but ...

the imperative to raise standards for

the many in line has been neglected.

(2 June 1999)

Elements of the national context are

particularly important as influences on how

policies are perceived and understood in

schools.The history of government pressure

and support for education over the last 1.5

years has shaped the way that schools view

government intervention.The late 1980s and

early 1.990s saw a sudden and dramatic

increase in pressure, with little or no

additional support, at least from the

perspective of schools. With the change of

government in 1997, some in education

hoped for a reversal of this trend. The

government, however, although increasing

funding and other support, did riot ease the

pressure. Instead, .Df.E.E (now DIES) explicitly

adopted a "high challenge, high support"

stance toward schools, combined with the

principle of "intervention in. inverse

proportion to success." Many teachers and

headteachers were disappointed to find that

pressure would remain a dominant feature of

government policy. Such apprehension and

scepticism coincided with the introduction

of NLS. which came a year earlier than its

mathematics counterpart. Sonic concern was

expressed in schools and in the media, about

what was seen as the overly prescriptive or

top-down nature of a government policy that

sought to actually change teaching practice.

The national context shaped the development

of the National Literacy and Numeracy

Strategies to a considerable extent.e.lhe
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context permitted the expenditure of

greater government resources on school

improvement, ensured that a strong element

of accountability would be part of any reform

eflbrt, provided the structures for holding

schools more accountable and justified the

focus on literacy and numeracy. A. distinct

contribution of the Labour government was

the emphasis on the long tail of under-

achievement and on raising standards for

low-attaining pupils.

In capitalising on the national context, the

government developed a high-profile

initiative that was based on the previously

established National Literacy and National

Numeracy Projects and guidance from

evaluations of the Projects by the National

Foundation for Educational Research

(NFER) (Sainsbury, 1998; Minnis, 1999) and

Ofsted (Office for Standards in Education,

1998a, 1998b).The Strategies focused

attention and resources on a common goal

improving the literacy and mathematics of all

pupils, but especially the disadvantaged, in

primary schools across the country. In a

speech to the Organisation for Economic

Cooperation and Development (OECD),

Michael Barber (at the time the head of SEU

and the primary mover behind the education.

reforms) indicated that the government had

put into place a framework for continuous

improvement. In his words, the framework

centred on high challenge, high support,

with NLS and NNS at its core, intent on

narrowing the achievement gap and raising

standards for all.

Related Education Policy Issues
Workload

Teacher workload has emerged as an issue

of considerable concern in England over the

last few years. One recent study of teacher

workload concluded that "the teachers
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involved in the research, while on the

whole enthusiastic about their work, felt

downtrodden, stressed, overworked" (Edwards,

as cited in Johnson & Hallgarten, 2002, p. 3).

Such views are shared by teachers

internationally (as documented by Scott,

Stone & Dinham, 2000). In our interviews

with. LEA and school staff, the concern

appeared to be not so much excessive

workload as the large number of initiatives

trom the central government, without time

for reflection and consolidation. As well,

concerns about autonomy inevitably interact

with workload, affecting teachers' motivation.

Prompted by frequent expression. of workload

concerns, IMES commissioned a review by

PricewaterhouseCoopers (2001), who found

that the total volume of work on an annual

basis was comparable to that of other

professional and management occupations,

but the work of teachers and headteachers

was more intensive. Most worked fifty to sixty

hours per week during term times.The report

concluded with suggested directions for

improvement, as well as requirements for a

successful implementation strategy. In

response to these findings and fbllowing

initial pilot programmes, the School Teachers'

Review Body also made recommendations

about workload, with guaranteed time in

the school week for marking and lesson.

preparation.

Workload issues are seen as contributing

to recruitment and retention challenges: A.

recent report on the future of the teaching

profession in England noted that "the

government is right to concentrate on

workload as the most unattractive feature of

the profession" (Johnson & Hallgarten, 2002,

p. 1).The government is committed to

continuing to address this issue through a

variety of approaches, including greater use of
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teaching assistants and other support staff to

take on some non-teaching duties, easing the

load on teachers, as well as other policies

intended to reduce excessive hours of work..

The Teaching Profession

The modernisation of the teaching profession

has been a major focus of the government.

Government actions have included

establishing the General 7faching Council

as a regulatory body setting criteria for

professional practice, developing national

standards for the teaching profession (based

on work. by Hay/McBer, 2000), beginning

performance-related pay for teachers and

implementing a performance management

review scheme in schools.

Difficulties in attracting and retaining

teachers, experienced in many countries, are

affecting schools across England, particularly

in and around London where high housing

costs add to the difficulties. Government

incentives such as "golden hellos" and living

stipends for trainee teachers have had some

impact on recruitment, with applications to

teacher training increasing between 2001 and

2002, according to the Graduate Teacher.

Training .Registry..As well, the number of

teacher vacancies has fallen slightly during the

same period (Office of National Statistics,

2002), although some cormiientators wonder

to what extent the rosier picture may be due

to increased use of teachers who are not

properly qualified or use of overseas staff not

trained in the Strategies.

Teacher shortages not only affect regular

staffing and coverage in case of illness, but also

may create a revolving door of training and

expertise. LEAs train newly-hired staff, who

may then leave, requiring the LEA to repeat

the training over and over. Shortages also

make it difficult to obtain the supply coverage



necessary for teachers to take part in

professional development sessions.To

address this latter problem, L.EAs have begun

offering training on weekends or during

holiday periods.

An increase in the number of teaching

assistants may help to ease the impact of

teacher shortages, although there has been

considerable debate about what the limits of

the teaching assistant role should be. The

government has provided funds and

opportunities for recruitment and training

of such assistants.The role is developing as a

career option, with national standards and a

national 4-day training programme delivered

by LEAs.Trained reaching assistants are widely

used to work with small groups of pupils,

under the guidance of the classroom. teacher.

As we will outline later in the report, in the

autumn of 2002 the government issued

further proposals designed to address issues

related to the profession of teaching.

School Leadership

School leadership, especially the role of

headteacher, is increasingly recognised as a

crucial requirement for education reform.

The National College for School Leadership

(NC:Si.) began operation in September 2000

as a centre for headship and senior

management training; the aim is to strengthen

leadership through nurturing, supporting and

developing school leaders. It has been

proposed that the NC1SL qualification will

be a requirement for new headteachers, in

recognition of the increased complexity of

the role and the need for expert management

and pedagogical leadership on the part of

headteachers. Other initiatives may be

needed to attract prospective candidates for

headteacher positions, given what some data

suggest is becoming a difficult situation with

Chapter 2: National and International Context

regard to recruiting senior staff (Howson,

2000). On the other hand, some of our

informants suggest that from their experience,

the pool may be smaller but it is of high

quality.

People who arc becoming heads now are

better prepared and better supported than

heads ever have been. There is a much better

sense of what leadership is. ... I know it is a

cliche but there is a better culture qf shared

leadership in schools.The role of subject

leader particularly has developed.

(Strategy leader)

Issues Beyond Education
Beyond these topics and issues specific to

education, the Strategies are inevitably

influenced by the broader policy context. For

example, social pressures such as those caused

by poverty are critical; research consistently

shows that children's academic achievement is

strongly related to various measures of family

socio-economic status (e.g.,West, Pennell,

West & Travers, 2001).There is evidence that

the United Kingdom has greater social

inequalities than most European countries,

although less than the United States

(Seymour, 2000).To address the situation, the

government has expanded programmes such

as Sure Start and other initiatives intended to

address child poverty. In July 2002, the new

School Standards minister, David Milliban.d,

spoke of plans for schools to be centres for

many child services, an. indication of the

government's awareness of how social and

educational issues are linked in the lives

of children.

Education as a Political Priority
In reviewing the national context for the

Literacy and Numeracy Strategies, the impact

of the high political profile of education

policy is obvious.When party leaders make
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education their first priority and when it is

reported that ministers will resign if

achievement targets are not met, the political

stakes around education become very high

indeed. In such circumstances, education.

policy will be the subject of careful attention

not only by politicians but also by the media

and other commentators. Such has certainly

been the case in. England, at least during the

period of our study.

In some ways high political visibility is

desirable, in that it is often linked to more

resources as well as more attention from key

people. However, a high political profile can

also lead to the demand fbr simple solutions

and instant results.There will tend to be less

tolerance for subtlety of approach and less

willingness to accept mistakes or delays and

more pressure on everyone involved, from

ministers to children.This is the inevitable

price of political attention and the resources

it brings. As one of our interviewees observed:

There are days when I wish we could have

this Strategy without its political dimension,

but then I wake up and know you can't

have one without the other. If it were not for

the political imperative, the whole thing

would never have happened in the first place.

In the next chapter, we look at how the

Strategies operated as policy levers, looking

at the sophisticated and many-faceted efforts

to change school practice through a

co-ordinated policy initiative driven from the

centre. At the end of the chapter, we return

to the national context, showing how the

factors identified in this chapter continue to

influence the evolution of NLS and NNS.
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Highlights
Judged as a large-scale reform effort, using the international knowledge base about
such initiatives, NLS and NNS generally come off well - with some cautions and
questions.

Some High Points

o Early momentum with high political profile, substantial funding and well-
publicised targets.

o Strategies have evolved, with greater flexibility for LEAs and schools once
the basic "building blocks" are in place.

o High quality of central leadership throughout implementation, even with major
changes in post holders.

o Central push and support has continued (funding extended, more policy coherence,
development of quality materials, ITT, Key Stage 3, expansion of support).

o Continued emphasis on both accountability and capacity building.

o Key principles remain constant, with priorities modified as appropriate
to guide work each year; policy adjusted in response to challenges and
changing circumstances.

o Increased focus on leadership and management at school level (headteacher,
subject co-ordinators).

o Increased focus on "assessment literacy" (the appropriate use of data) for
improving teaching and learning.

o Greater attention to appropriate differentiation and intervention programmes
for specific groups of pupils.
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Cautions and Issues

o Funding and support, although generous, stretched thin when covering close
to 20,000 schools.

o Limits of cascade model and brief training challenge of ensuring sufficient
understanding on the part of teachers.

o Reliance on single public measure of success (percentage of 11 year olds scoring
Level 4 in Key Stage 2), although useful as political target, has unintended
consequences in terms of shaping teaching.

o "Initiative overload" and difficulty in attracting and retaining teachers may
threaten success.

o Question about future organisational framework for ongoing support and
sustainability clarifying roles of centre, LEA and school to foster continuing
improvement.

NLS and NNS as Policy
Levers

Strategies

Le National Literacy and .Numeracy

Strategies are centrally developed

policies designed to have an impact on all

primary schools in England. In this chapter,

we use our framework to describe the

evolution of the Strategies as national policy

levers and to highlight questions or issues that

arose in the course of our investigation.The

reference points for our discussion are the

dimensions identified through our reviews

of the international literature on. large-scale

reform indicated in Chapter 1. We look at

each in turn vision, standards, curriculum.

and teaching resources, focus on teaching and

learning, policy coherence, accountability, and

finding and governance. Within each of these

dimensions, we make reference to specific

elements that are relevant for our evaluation

of the Strategies as policy levers. These

elements are highlighted in shaded boxes

at the beginning of each section.

r7

It is worth noting that the government was

in a relatively favourable position to use these

levers, given the national policy context

outlined in the previous chapter. The

existence of a national curriculum and a

national pupil assessment programme,

together with Okted school inspections,

focused the attention of schools on any new

central policy initiative to a greater extent

than would be the case in a more

decentralised system. Even though the

Strategies were not statutory and thus schools

were not compelled to adopt them, the nature

of the inspection and accountability system

meant that schools would need considerable

confidence not to do so. The incentive

provided by targeted funding provided

another stimulus to early adoption, as did

the increasing availability of resource

materials for teachers.
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Vision and Goals

o Reform efforts are guided by a
vision of the outcomes for pupils.

There is little question about the central vision

for education in England. Literacy and numeracy

are high priority outcomes and the focus is

explicit and consistent. Even before the election

of the Labour government,Tony Blair

announced that the priorities for his government

would be "education, education and education."

He was clear that the goal was "a world class

education system in which education is not the

privilege of the few but the right of many."This

conviction was reinforced regularly after Labour

came to power by the then Secretary of State

for Education and Employment and by the

Prime Minister.

Much of the money for education is

earmarked for specific purposes, including

literacy and numeracy. ... Literacy and

Numeracy Strategies are the two most

critical educational polices of this Parliament

... whose objective is nothing less than the

abolition of poor reading, writing and maths

skills among the generation of tomorrow.

Crony Blair, speech to the National

Association of Headteachers, 2 June 1999)

The vision of raising standards through the

Strategies was broadly shared and supported

by Strategy leaders at all levels. Regional

directors typically described NLS or NNS

in terms such as:

It's a centrally driven, high profile

government initiativeftcused on raising

standards of maths in primary schools

through improving the quality of teaching

with local training by consultants and the

production of guidance materials.

(Numeracy regional director)

The Strategy came about as recognition

the need to do something about literacy

across the country and the issue of the

attainment gap. The NLS is trying to

narrow the gap and give all children

the same expectation.

(Literacy regional director)

of

This focus has been sustained through both

terms of the current Labour government.

Shortly after his appointment as School

Standards Minister, David Miliband reinforced

the government's resolution and its

commitment to equity by stating that:

The government's strategy is to use a

combination 4general policies to raise

standards across the board with targeted policies

to raise achievement in some of our toughest

areas.... We need to aspire to above-average

education to give children in disadvantaged

communities average Ole-chances.

(speech to the National Association

of Head Teachers, July 2002)

When NLS and NNS were introduced into

English primary schools, there seemed to be

little disagreement with the decision. to focus

on. literacy and numeracy Some debate arose,

however, particularly among academic

commentators, about the research evidence

supporting various features of the Strategies,

such as the structure of the literacy hour and

of the daily mathematics lesson and the

emphasis on whole class direct teaching (e.g.,

Brown, 1999; Brown, Askew, Baker, Denvir &

Millet, 1998; Wragg, Wragg, Haynes &

Chamberlain,1998:Wyse, 2000, 2001.).A

review of supporting research published after

the introduction of NLS set out evidence for

much of the content and structure of NLS

(Beard, 1999), while an annotated

bibliography provided background for NNS

(Reynolds, 2000)..Assessing the weight of
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evidence on various sides of this di SCUSSiOn.

is not within our mandate. We recognise,

however, that elements of both. Strategies have

been contentious. Alexander (2000) pointed

out difficulties in accommodating the

Strategies to existing pedagogy and practice,

especially with regard to teacher interaction

with. children and children's articulation of

their thinking. Certainly many elements of

good practice, as identified by research, are

embedded in the Strategies and there has

been considerable adjustment based on

information from ongoing monitoring,

including evidence about the kind of

difficulty pointed out by Alexander.

While the vision for NLS and NNS has

remained constant, the goals have become

even. more ambitious over time.The targets

for 2002 that 80% of children would reach

Level 4 in English and 75% would do so in

mathematics were increasingly framed as

the first stopping point on a climb towards

ever-improving pupil outcomes.Th.e moral

imperative was summed up in the NLS

headteacher conferences in the autumn of

2000: "Level 4 matters for children it is a

passport not a token. It is the least we should

expect for most children."

Given these high and ever increasing targets,

the challenge was to produce and sustain

improvement over time. However clear and

bold, vision statements on their own cannot

produce improvements. Both Strategies

encompass goals related to broader

understandings of literacy and numeracy?

For teachers and headteachers to understand

and implement the vision, they need guidance

and elaboration to help them see what is

involved and what they are expected to do

(Cohen & Hill, 2001). The myriad of support

and monitoring activities of NLS and NNS

has clarified the vision in considerably more

detail.The revised National Curriculum, a

result of close co-ordination between the

Strategy leaders and the Qualifications and

Curriculum Authority (QCA), has

contributed to such clarity, as have Strategy

guidance documents, resources and training

materials that have been developed over

the past few years.

The Strategies are intended to give guidance

to schools but at the same time be flexible

enough to be delivered effectively in a range

of local contexts. Research on policy

implementation has shown how teachers and

schools inevitably adapt any innovation to suit

the local context and the needs of particular

groups of pupils (e.g., McLaughlin, 1990;

Huberman & Miles, 1984; Hall & Hord,

2001).The danger, of course, is that such

adaptation weakens the innovation.; the

adaptation may lead teachers back to their

old practices.The clarity of vision tends to

become obscured.

The Strategies focused on clarifying and

sustaining the vision in many ways fbr

7 NLS documents state that literate pupils should read and write with confidence,fittency and understanding; orchestrate rafull range of reading cues;

understand the sound and spelling system; have fluent and legible handwriting and a growing vocabulary; and show understanding and fkility

with a lave of genres in fiction and poetry as well as nonfiction texts. Pupils also should demonstrate an ability to plan, draft and edittheir MPH

writing; a technical vocabulary fir discus-sing their reading and writing; an interest in books; and developing powers of imagination and critical

awareness. (See National Literacy Strategy: Framework forTeaching)According to NNS, the broader understanding of nuntermy rgkrs to a

pmficieng that involves a confidence and competence with numbers and measures. Numerate pupils have an understanding of the number system, a

repertoire of computational skills and an ability to solve number problems in a variety of contexts. Numeracy also demands practical undemanding

of how infOrmation is gathered by counting and measuring, and is presented in graphs, diagrams, charts and tables. (Sec National Numeracy

Strategy: Framework for Teaching Mathematics from Reception to Year 6.)
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instance, through constant messages delivered

in person through.out the country by Strategy

leaders as well as reinforcement through

training programmes and resources. The

Strategy leaders have also worked, along with

other agencies. to support the development

of schools that would be able to maintain

the long-term vision even as they adapt to

changing conditions and demands.As

elaborated by school improvement research,

(e.g., Hopkins & Levin, 2000), such schools

have developed the capacity to monitor and

evaluate their own perfOrmance, working

together to challenge and build on the

strengths of all members of staff . in our

framework, we use the term organisational

capacity when teachers and school leaders

share a coherent sense of what is important

in the school, with clear, shared goals and

effective ways of achieving these.

Standards

o Clear standards for pupil
outcomes.

e Standards accommodate
individual pupil differences.

o Standards for pupils accepted
and valued by teachers.

o Standards for teachers, based
on defensible conception of
good teaching.

The mantra of recent government education

reform efforts in. England has been "raising

standards." Standards, however, can be defined

in many different ways. NLS and NNS

include content standards, with the objectives

for each Year or age level outlined in the

frameworks of the two Strategies. For many

schools, however, the aim of raising standards

was equated with raising results on the

national assessments, particularly the. Key

Stage 2 test results.When school results

are reported publicly in performance tables,

with consequently high stakes for schools,

there is some risk that the assessments might

become more important than the learning

they represent.

When academic progress is judged by a

single indicator and when NO stakes ...

are attached to that sins* indicator, the

common effect is to narrow curriculum

and reduce instruction to "test prepping."

(Thompson, 2001, p. 358)

There has been a long standing public

debate in England about national testing

programmes, including the Key Stage

assessments. Controversy continues about

what the scores mean and about efforts to

develop measurements of value added. We say

more about this debate later in the chapter.

The case in England differs from some other

jurisdictions, in that high stakes are attached

to Key Stage 2 results for schools, but riot for

individual pupils. With published performance

tables and Ofsted inspection reports available

on the web, schools have every reason to do

what they can to ensure good performance,

including focusing intensive efforts on pupils

just below expected levels. Low-attaining

pupils may be targeted for summer schools or

for intensive Year 7 catch-up efforts, but their

secondary school placements will not depend

on the level achieved in the Key Stage 2

assessments.

Although the proportion of pupils reaching

Level 4 is still the public target, NLS and

NNS include a broader range of indicators,

albeit mostly ones related to Key Stage

assessments. Compared to many other reform

situations, schools in England have more
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information available about what the NLS

and NNS standards represent in practice and

a more diverse set of standards to consider.

Regional directors, for instance, work with

LEAs in careful analysis and consideration.

of I,EA data, including, for example, results

on the Key Stage 1 assessments, the progress

of pupils between Key Stage 1 and 2, the

perfbrmance of pupils learning English as

an additional language and differences

between boys and girls.

Guidance from QCA, based on analysis of

annual test results, has led to greater clarity

about what skills and knowledge are required

for pupils to reach various levels in both

English and mathematics. Regional directors

have reinforced these messages through

training sessions and ongoing production.

and dissemination of resource materials.

Headteachers and teachers have been strongly

encouraged to "go beyond the numbers" to

develop curricular targets gaining a secure

understanding of what Level 4 or 5 work

"looks like" and determining what should

be clone to move specific groups of children.

forward. Such descriptions of performance

levels are translated into child-friendly

language as well, to help children understand

how to assess their own work and what they

should he trying to achieve.

Various reports that go far beyond the

percentages of pupils reaching Level 4 have

been produced and distributed to schools by

i)fES, Ofsted arid QCA.These reports include

more data about performance (both local

information and national trends) and provide

schools with additional information. that

allows them to interpret their results in a

variety of ways. For instance, schools and

LEAs are encouraged to look at the complete

distribution of scores to confirm that all

pupils are progressing, not just those who

36

might be the particular focus of attempts to

reach the Key Stage 2 targets. Schools are

also encouraged to compare their results with

those of schools with similar pupil profiles.

LEAs now provide considerable assistance to

schools in making sense of the data and using

it for planning.

In spite of such encouragement to consider

and use a broad range of indicators, the Key

Stage 2 national targets for 2002 remained the

most visible test of success for the Literacy

and Numeracy Strategies at the national and

the local level.The well-publicised targets,

framed in terms of the percentage of children

reaching Level 4, along with the high political

profile of these targets, made performance on

the assessments a high-stakes issue, riot only

for LEAs and schools, but also for the

Strategies and DIES.

Curriculum Frameworks and Other
Teaching Resources

Clear curriculum tailored to
intended outcomes.

Q Curriculum includes details about
teaching approaches and
implementation.

The launch of each Strategy (NLS in 1998

and NNS in 1999) was accompanied by

delivery of a substantial package of

curriculum and teaching resources to every

primary school in the country. These packs

contained the framework for teaching

(literacy or mathematics), together with

explanatory booklets or manuals outlining the

desired format for lessons the literacy hour

and the three-part daily mathematics lesson.

Accompanying videos provided illustrations

of the kind of"direct interactive whole class

teaching" that was recommended.
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The provision of curriculum and teaching

resources for teachers has continued to be a

vital component of NLS and NNS; the initial

packs were only the first in a series of

initiatives intended to expand or elaborate

on various components or features of the

Strategies. Such programmes and modules,

their development often prompted by

feedback from the field, were designed to

support identified priorities (such as children's

writing or mathematical problem solving) or

provide additional support in dealing with

particular groups of pupils (such as those with

special educational needs or those identified

as particularly able). Lists of available Strategy

support materials, both in print and on

CD-ROM, help schools find the

resources they need.

The importance of the curriculum and

teaching resources cannot be overstated.

Through working with such materials,

teachers have the opportunity to develop a

better understanding of what the Strategies

actually entail. An intensive and well-designed

study of a state-wide mathematics reform

initiative in California (Cohen & 2001)

concluded that for eflective implementation

of policies intended to change teaching,

prole.ssionals must have "adequate

opportunities to learn what the policy

requires of them."The curriculum and

teaching materials, even. more than the

training opportunities that we outline later,

have been potentially accessible to every

primary teacher, although as we found in our

school visits, teachers were rarely aware of the

full variety of resources available.

As the Strategies have moved from early

implementation to the later phases of

embedding and consolidation, there has been

a shift in the nature of the teaching resources

corning from the centre. Early materials

provided elaborated descriptions of key

objectives for each Year group from

Reception to Year 6 and a structure for

teaching to those objectives. Assuming

increasing teacher familiarity with the content

of the frameworks, more recent materials flesh

out the initial frameworks with detailed

guidance for teaching and assessing particular

groups of children at different stages of skill

development. Such material is usually

intended to be part of a menu of possible

resources that teachers might use, rather than

being treated as obligatory. From the initial

launch, the Strategies, particularly Literacy,

have been dogged by a perception that they

are "prescriptive" or "rigid." As we discuss

later in this report, such perceptions are no

loirger. accurate (if they ever were), but have

been difficult to overcome.

A sample of the multitude of teaching

materials and modules introduced during

2001 and 2002 gives a flavour of the range

of support and exemplification provided.

In many cases, material included written

documentation, PowerPoint slides, and a

video illustrating classroom or school practice.

In general, the intent has been for consultants

to introduce the materials to teachers, either

in training sessions or at their schools,

although in sonic cases the material can

be readily used without such mediation.

A sample of such materials includes:

0 Assess and review lessons: NNS developed

lessons to help teachers assess children's

understanding of key objectives in

mathematics, especially those children

whose progress they are unsure about.

The focus is on using "probing questions,"

and sample lessons are provided.

0 Further Literacy Support (FLS) designed.

for Year 5 pupils who need additional

support to reach the expected levels.
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G Mathematics in mixed Reception/Year 1

classes:This NNS four-page flyer, directed.

at early years' practitioners with mixed

Reception. /Year 1 classes, responds to

frequently expressed concerns about

mixed-age classes. Suggestions are given.

for organising the daily mathematics lesson

either with or without the support of a

teaching assistant.

0 Teaching writing Text level objectives:

NLS produced a set of 10 four-page flyers,

each focusing on a particular aspect of

N,vriting, for example, narrative, explanation

and persuasion. This material builds on

the more extended work in writing

("Grammar for Writing" and "Developing

Early Writing") to provide teacher-

friendly support.

In 2001-2002, both Strategies developed

much more specific and complete resources

to assist teachers. NNS developed detailed

lesson plans for several units of work, initially

forYear 4 and.Year 6, and subsequently for

Year 5. Each Unit Plan has lessons and

resources linked to the yearly teaching

programmes in the framework for teaching

mathematics..Each tile contains a compact

disc with Word and PDF versions of the plans,

allowing teachers to modify the plans

electronically. During 2002-2003, similar

plans for use in Years 1., 2 and 3 are being

developed and piloted.

NLS took a slightly different approach

producing what they termed "planning

exemplification" to assist teachers. Initially

targeted at teachers new to Year 6, the

material is presented as "one example of

howYear 6 planning can be constructed."

One three-week unit, for instance, involves

children reading a model "quest adventure"

and using this as a basis for developing an

tg

extended story through shared and

independent writing.The underlying idea is

that, once such units show how to group or

cluster objectives and then use such clusters

in planning, teachers can apply this principle

on their own, with texts of their choosing.

Regional directors in both primary Strategies,

along with. Key Stage 3 colleagues, also

developed transition units to be used in the

last tern) ofYear 6 and the first term ofYear 7.

Such units contributed to efforts to improve

the transition from primary to secondary

school, identified by HMI as a problem area

(Ofsted, 2002a).

As well as material designed for use by

classroom teachers, the Strategies have

produced material intended for those who

provide support to schools for instance,

LEA advisers and inspectors and leading

mathematics teachers. Again, this material

shows a shift from "transmitting the message"

to "building capacity." With. an emphasis on

understanding and using data as the basis for

planning, together with clarity about the

national priorities for NLS and NNS, the

material is intended to help -LEAs refine their

intervention approaches, targeting under-

performing schools or categories of pupils

riot making the expected progress.

Both NLS and NNS developed websites

(located on the DfES Standards site).Teachers

and other educators have been encouraged

to use the web for their own professional

development, keeping up with recent

developments and downloading material.

Our survey data, reported in Chapter 5,

suggests that as yet only a minority of teachers

are making use of the websites but it is hoped

that this will increase as awareness and

comfort grow In autumn

44

2002, the Strategies



Chapter 3: The View from the Centre: The Strategic., as Policy Leutrs

reported a considerably increased number of

documents downloaded, for instance.

Focus on Teaching and Learning

o Changes in teaching organised
around important areas for pupil
learning.

o Teaching primarily concerned
with the depth and quality of
pupils' work.

The core of the Strategies has always been

the focus on the teaching ofliteracy and

mathematics in schools through the

frameworks and curriculum materials, as well

as the training and the consultant support for

teachers. Over and over again, we heard how

the common. frameworks, consistent teaching

approaches, and clear progressions of

objectives have had a significant impact on

teachers and on the teaching ofliteracy and

mathematics.Throughout the period of our

study, both materials and training associated

with the Strategies became more purposeful

and differentiated, often in response to

feedback from schools an.d LEAs.With

explicit attention to the diversity of pupils

in schools, training and support has been

extended to include not only practices for

use in most classrooms and under typical

conditions, but also adaptations for specific

situations or particular groups of children.

NLS and N.NS training has been extended

and customised for a range of groups, with

updated support materials that reflect' best

practice" from schools and LEA.s.

Recent professional development programmes

for literacy and mathematics co-ordinators

and leading mathematics teachers exemplify

the emphasis now placed on leadership

building the capacity to support colleagues

in implementing change in the school.

In particular, jointly developed training

programmes for literacy and mathematics

co-ordin.ators in the summer of 2002

provided a menu of modules from which

L.E.As could select to provide customised

learning opportunities to suit local needs.

Modules addressed topics such as subject

leadership and management (establishing

priorities and analysing data), managing

the deployment of additional adults in the

classroom, and planning for effective

professional development in the school.

Such a focus on strengthening the role of

co-ordin.ator is consistent with research.

showing the importance of this demanding

role and. the variety of ways in which co-

ordinators worked (Millett & Johnson, 2000).

Differentiation orfeaching

NLS and NNS have been developed with the

assumption that all children should participate

in the literacy hour and the daily mathematics

lesson, while acknowledging that some

children will require differentiated support

and assigned learning tasks.The Strategies

addressed the challenge through a variety of

approaches, developing resource materials and

training sessions to assist LEAs and schools to

meet the needs of such children, including

those with special educational needs, the

more able and those learning English as an

additional language. Many of these efforts

were summarised in our second report

(Earl et al., 2001).

In early 2002 the Strategies together

appointed a regional director who took

responsibility for Special Educational Needs

(S.EN) issues in both. literacy and numeracy.

Prior to this appointment, a regional director

in each of NLS and NNS had special

responsibility for SEN in addition to their

regional and other central assignments.
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The appointment of a dedicated position

recognises the importance and the challenges

of addressing special educational needs in the

teaching of mathematics and English.

Intervention .Programmes

Both Strategies have developed. intervention

programmes aimed at children whose progress

is slower than that of their peers children

who need more intensive support if they are

to reach the expected levels of performance.

Early in the implementation process, funding

was made available tor children. inYears 5

and 6 to have "booster classes" delivered in a

variety of ways either in class or after school.

As of 2002, a range of more structured

intervention programmes has been developed.

most involve teaching assistants who have

undertaken specific training, often with the

classroom teacher, to deliver components of a

specific support pmgramme to small groups

of children.

NLS has now developed such programmes

for children at different stages of primary

schooling. Early Literacy Support (E.LS) is

aimed at children in Year 1,Additional

Literacy Support (ALS) Year 3, arid Further

Literacy Support (E11..S) Year 5.The aim is first

to ensure high quality initial teaching in the

literacy hour as the main method fbr reducing

the number of children needing further

assistance. Additional targeted interventions

are then provided for children (about 20%)

who are not making satisfactory progress,

even with high quality teaching. Such

assistance is provided in small groups, usually

by a trained teaching assistant, using materials

specifically developed to accelerate the

children's progress so they catch up with their

classmates. Further interventions, if necessary,

would be provided for the much smaller

proportion of children (approximately 5%) for

whom the additional small group teaching
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proves insufficient and who will need more

focused one-to-one support if they are to

catch up to their peers. Efforts are underway

to ensure a minimum standard for such

specialised programmes, with the SEN

regional director appointed jointly for NLS

and NNS taking a lead in such efforts.

In mathematics, NNS Springboards, forYears

3,4 and 5, are highly structured intervention

programmes delivered to small groups of

children by a teaching assistant operating

under the direction of the class teacher.

Springboard involves additional teaching time

over a period of 10 weeks. Funding provides

time for the teaching assistant to meet with

the class teacher on a regular basis. As

additional support for schools and teachers,

the Strategy recently produced an 8-page

booklet, rffective Implementation of Springboard

5. Aimed at sharing and deepening good

practice, the booklet links Springboard units

to plans in the framework for teaching

mathematics and gives examples of how

schools have used the Springboard materials.

NLS and NNS 'Raining and Professional

Development

Strengthening teacher learning has always

been a key goal for NLS and NNS, with

approximately half the funding for the

Strategies allocated to training and support.

Over the four years of our study, a shift has

occurred in the nature of much NLS and

NNS training. Initially a cascade model was

used, particularly in NLS, with the intent of

delivering content messages tiom the centre

out and clown to schools. Regional directors

delivered training to groups of consultants,

who in turn delivered the same or very

similar sessions to subject co-ordinators and

teachers, often with headteachers present as

well.This kind of top-down model works

well for raising awareness and for ensuring a
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basic level of knowledge about a new

initiative, although messages are distorted

somewhat as they move through the cascading

levels. NLS and NNS leaders, well aware of

the difficulties of a cascade approach, also

developed materials that could be used

directly by schools what was termed a

distance learning model. Much research on

professional development confirms, however,

that actually changing behaviour or sustaining

improvement requires more than information

and guidance.leachers need extended

opportunities to think through new ideas and

to try out new practices, ideally in a context

where they can get feedback from a more

expert practitioner and continue to refine

their practice in collaboration with colleagues

(Joyce, 1992). N.LS and NNS training sessions,

both regional and local (LEA and school),

increasingly incorporate tasks that connect to

classroom practice, often. with provision for

follow -up sessions in which participants can

review and extend their learning.

For schools, professional support has

come predominantly from consultants and,

increasingly, from approximately 2000 leading

mathematics teachers and the same number

of expert literacy teachers. Whereas the

consultants are employed in LEAs on a full-

time basis, leading mathematics teachers and

expert literacy teachers (various terms are

used for such positions) continue teaching

their own classes but also serve in a leadership

role in relation to colleagues. The original

idea was to give teachers an opportunity to

observe and learn from an experienced and

expert colleague, but these teachers are being

deployed in a range of ways, including

delivering NLS and NNS training sessions.

Within the school, literacy and mathematics

co-ordinators play an important role they

usually take responsibility, after initial training

from consultants, for introducing the

Strategies to their colleagues, helping them

access resources and providing support for

planning. Co-ordinators also serve as the

main NLS or NNS connecting point for

each school.

Regional directors provide most of the

professional development sessions for NLS

and NNS consultants. Consultants devote

several days each term to such sessions,

meeting on a regional basis, to ensure that

they have current information. about the

Strategies, a strengthened understanding

of:English and/or mathematics issues, and

opportunities for sharing good practice and

solving implementation problems. Each

Strategy provides a "consultant handbook"

that pulls together resources to assist

consultants in their practice, particularly

those newly appointed.

Literacy and numeracy consultants, working

within LEAs but with half their salaries paid

by DfES, not only deliver most of the training

for teachers but also provide more intensive

and focused in-school support. By 2002,

virtually all schools have had direct training

opportunities in at least some aspects of both.

NLS and NNS, although many teachers have

not had any direct input from anyone outside

the school.The philosophy of support in

inverse proportion to success means that

schools with the furthest to go were the first

to get training and to receive in-school.

support from literacy or numeracy

consultants. Over the course of our

evaluation, the balance of support for

"intensive" schools or for all schools shifted

depending on the perceived priorities. As of

2002, the focus is on assisting schools that.

based on analysis of data, do not appear to

be "adding value."
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Demonstrations and discussions of good

practice by leading mathematics teachers and

expert literacy teachers enabled more teachers

to increase their understanding and skill in

relation to the desired teaching approaches.

The opportunity to observe skilled colleagues

and to talk about various aspects of the

planning and lesson delivery can be a

powerful force for both motivating teachers

and developing greater expertise. For a variety

of reasons, however, it seems that leading

mathematics teachers have been an under-

used resource, an observation we made in our

2001. interim report. Our 2002 survey data,

reported in. Chapter 5, confirm this finding.

In 2002, NNS, responding to such evidence,

held a series of one-day conferences across the

country, with the aim of clarifying the role

and strengthening the impact ofleading

mathematics teachers. As well, regional

directors elicited information from LEAs

about how leading mathematics teachers were

being deployed this collated information

about good practice was then shared with

other .LEAs as a stimulus for more effective

use of this resource.

Headteacher conferences (in 2000 for NLS

and 2001-2002 for NNS) were held as a.

response to concerns about the management

of both Strategies in schools. In_ literacy, the

focus of the conference was on improving

writing, seen as a weak area, and helping

schools set curricular targets, based on what

children needed to learn next. In

mathematics, the conferences served to

remind. headteachers that mathematics needed

to be a continuing focus, since Key Stage 2

results had actually dropped slightly in 2001.

The conferences emphasised problem solving

and clarifying what was involved for children

in moving from mental to written methods of

work, as well as guidance on the monitoring

of mathematics teaching. In addition, NNS
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collaborated with the National College for

School Leadership on the production of

support materials for headteachers, to increase

their capacity for leading and managing NNS

in their schools.

If teachers are going to go beyond a

somewhat superficial understanding of NLS

and NNS, they need opportunities to learn.

in more depth, avoiding false certainty and

inappropriate simplicity. In stressing the need

for teachers to learn "principles rather than

routines" in teaching writing, for instance,

Bailey (2002) argues:

The most important I my of developing

pupils' writing is by developing teachers'

understanding of writing. ... 144 can see that

much cf the National Literacy Strategy.

particularly shared and guided writing at its

best, is supported by the research on writing

... even if this is not always explicit in the

framework itself. However, there is a danger

that without a principled understanding of

writing, we will, perhaps implicitly,

disseminate a "simple view"

(Bailey, 2002, p. 34)

Initial Teacher Training

In addition to providing more training for

those already in the profession. NLS and NNS

now extend explicitly into initial teacher

training (ITT) with the appointment in 2000

of additional regional directors who work.

with ITT institutions.The aim is to promote

best practice in the areas ofliteracy and

numeracy arid ensure that newly qualified

teachers (NQTs) enter schools equipped to

teach the literacy hour and the daily

mathematics lesson. DIES and TTA also co-

sponsored an ITT conference in July 2000, an

initial launch followed by regional meetings

and conferences as well as regular regional

director visits to all institutions providing
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initial teacher training, with videos specifically

produced for teacher training institutions.

_Building Organisational Cnpacity

An important aspect of the evolution. of the

Strategies has been the increasing emphasis

on building organisational capacity. Early

training efforts focused more on individual

knowledge, skill and understanding.Although.

this focus continued, there is now a much

greater emphasis on helping school leaders

manage the Strategies more effectively. The

headteacher conferences and the co-ordinator

professional development day in. the summer

of 2002, for instance, were designed to

increase the capacity of schools to evaluate

their own progress and increase their

understanding about the core principles of

the Strategies and the specific programmes

that were available. Schools would then be in

a better position to plan appropriately and

monitor the implementation of such plans,

making them less dependent on LEA or other

outside guidance.The number and nature of

intervention or catch-up programmes, for

instance, has proved to be somewhat

overwhelming. Headteachers need to know

how to select from the array those

programmes that best address the specific

priorities and needs of their pupils.

Although headteachers were included in

initial training, organisational capacity

building was not stressed in early messages

about the Strategies. Its emphasis in more

recent professional resources is an indication

ot7how the Strategies have continued to

evolve in response to knowledge about

reform and feedback about progress.

Coherent and Integrated Policies

o Policies surrounding the reforms
are internally consistent.

o Comprehensive, coherent policies
are tied to reforms.

o Policies focus resources and
attention on serving all pupils.

Efforts at "joined-up thinking" characterised

the Strategies from the beginning. We noted

in our first report that an unusually high

degree of alignment had been achieved

between NLS and NNS and other DfES

policies, as well as those of other relevant

agencies such as Ofsted, QCA and TTA. The

revision of the National Curriculum, the

establishment of the new Foundation. Stage

for young children and the extension of the

reform eftbrts into Key Stage 3 are all

evidence of increasing curriculum alignment.

The revised National Curriculum, a response

to concerns about "fitting everything in," was

intended to be more manageable given the

increased focus on literacy and numeracy

(although the reduction in. requirements for

other subjects may have contributed to a

concern about these subjects being squeezed).

The work of ITT regional directors with

higher education institutions has increased

coherence between ITT curricula and the

Strategies. Such links are now embedded in

policy through the new TTA Standards for

Newly Qualified Teachers, which specify that

newly qualified teachers be able to teach in

accordance with "the frameworks, methods

and expectations set out in the National

Literacy and Numeracy Strategies" (Teacher

Training Agency, 2002, p. 7). Although such a

requirement may he seen by higher education

institutions as unduly prescriptive, it does

bring greater coherence to efforts to improve

43



Warrhing 1...edrninR

English and mathematics teaching in

primary schools.

From the perspective of the central

government, NLS and NNS are part of

a larger plan for systemic reform of the

education system. The Strategies are seen as

powerful tools for improving the quality of

teaching and learning. Other policies and

initiatives are intended to support this effort

for example, smaller class sizes, revision of the

National Curriculum and modernisation of

the teaching profession.The head of the IMES

Standards and :Effectiveness Unit recently put

forward a vision for the future that sets out

the larger context of retbrm:

The raising of standards of learning and

,nraitzment jo. r all of our students now needs

to be seen within a whole school or systems

context and to impact both on classroom

practice and the work culture of the school.

(David Hopkins, in a message on the

DIES Standards website, August 2002)

In our first report, we talked about progress in

bringing together curriculum and standards

from QC.;.A and Ofsted on the one hand, and

the Literacy and Numeracy Strategies on the

other. If the various frameworks and

requirements that impinge on schools are

giving consistent messages, there is greater

clarity about desired directions and,

presumably, greater likelihood that policies

can be implemented. In spite of valiant

efforts, however, the sheer scale of

government and. the number of initiatives

makes it difficult to maintain communication

and links. Many of those who spoke with us

talked about "slippage" where one agency

or department may he seen as out of step

with others.
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At the national level, policy coherence has

increased over the four years of our study.

Schools, however, do not always experience

such coherence, particularly when the

number of new policies continues to increase.

Teachers, focused on what the Strategies

mean for them and their pupils, often struggle

to see how various initiatives fit together.

Although hea.dteach.ers are more aware of

links to the larger policy context, classroom

teachers often see each new initiative as "one

more thing" coming from above. As the

Strategies evolved, the relative clarity of the

early messages about the literacy hour and

the three-part daily mathematics lesson was

sometimes obscured at the school level by the

various initiatives, programmes and resources

developed to support implementation.

Thachers did not always see the connections.

Accountability and Incentives Based
on Performance

Performance data aligned with
reform objectives.

"Transparency" of performance
data to practitioners and the
public.

High quality performance data
used to foster improvement.

Development of "assessment
literacy."

Assistance for schools and LEAs
not meeting targets.

As a result of the policy directions in the last

fifteen years, accountability is a strong feature

of education in England. Otked regularly

inspects schools, LEAs and higher education

institutions, while results of national

assessments at the end of each. Key Stage
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provide data that is published in performance

tables, allowing comparison of the results for

each school. Much of the monitoring of NLS

and NNS is embedded in this general

structure; monitoring of progress, which

leads to adjustments in pressure and support,

is a vital component of the drive to

raise standards.

The yearly National Assessments in English

and mathematics, particularly those at the

end of.Key Stage 2, form the basis for target-

setting and for monitoring progress towards

the literacy and numeracy targets at the

national, LEA and school level.Targets and

results are expressed in terms of the

percentage of Key Stage 2 pupils achieving

Level 4 results on the national tests; targets

for 2004 have now been set for percentages

of pupils to achieve Level 4 (85%) and

Level 5 (35%).

As Table 3-1 indicates, improvement has been

evident since the establishment of the tests in

1996, although the 2002 targets were not met.

It is difficult to know what might account for

the substantial improvement in science results,

since there was no concerted effort to improve

science teaching and learning in primary

schools.Although the increase raises questions

about what has driven the improvement in

science, higher levels of literacy and numeracy

might be a factor, as well as improvements in

lesson planning and delivery that reflect

principles of the Strategies, for example,

teaching to explicit objectives.

Table 3-2 gives more detail about the Key

Stage 2 results from 2000 to 2002. English

results have not changed for three years; in

2002, reading scores declined, offsettin.g the

increase in writing scores. Mathematics

results, after a slight dip in 2001., increased 2%

in 2002. The data show that in English, boys'

attainment lags behind that of girls,

particularly in writing, where there is a .16%

difference in the percentage reaching Level 4.

There are no differences between boys and

girls in the percentage reaching Level 4 in

mathematics.
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Some question has been raised about whether

the increases represent a real gain in pupil

attainment, particularly in literacy (Hilton,

2001;Tymins & Fitz-Gibbon, 2001), with data

from other tests not always reflecting the same

increases..Although differences in the nature

of the tests make it difficult to come to any

firm conclusions, the Key Stage 2 English tests

are developed with considerable care

(Sainsbury, 2002), with efforts to reflect the

complex domain of literacy as accurately

as possible. Nevertheless, there are always

margins of uncertainty associated with

measurements of complex human qualities.

As we indicated earlier in this chapter, the

possible unintended effects of relying on a

single indicator tbr high-stakes accountability

are well known (e.g.,Th.ompson., 2001).

A single measure cannot fully capture all

the important dimensions and nuances.

Furthermore, when. stakes are high, teachers

and headteachers may put undue effort into

attempts to raise scores, giving less attention

to important components not tapped by the

measure.

Our data suggest that although schools are

indeed focusing considerable attention on the

Key Stage 2 tests, the Strategies are avoiding

some of the dangers of using high-stakes

large-scale testing. For NLS and NNS, the

increased emphasis on. curricular targets and

identifying the next appropriate learning

objectives for specific groups of children

helped to broaden the focus beyond the

scores on the Key Stage 2 tests. Consultants

help schools focus on the children in their

classes and on the use of curricular in addition

to numerical targets.

The extent to which high-stakes testing

distorts teaching and learning also depends

on the nature of the test.The Key Stage 2

-is

English test, requiring children to produce

complete pieces of writing, is less problematic

than a multiple-choice standardised test

focusing on recall of facts.To assess reading,

rather than de-contextualised tests of word

recognition or sentence completion, the tests

use complete texts, asking pupils to, for

example, retrieve information, make

inferences and comment on the author's

purpose and use of language (Horner, 2002).

With NLS and NNS, there were two issues

the reliance on the Key Stage 2 national

assessments as "the indicator" of learning and

the target framed in terms of the percentage

of pupils reaching Level 4 on that assessment.

Key Stage 2 intervention programmes tend to

be directed at the "not quite Level 4" group,

raising the possibility that these children may

benefit disproportionately from the

intervention effiits. Evidence to date,

however, indicates that this has not happened;

the entire distribution of scores has moved

up (DIES, 2002h). In other words, children

at all levels have improved; the percentage

of children getting the lowest scores has

declined, while the percentage reaching

Level 5 has increased.

In addition to the routine monitoring

through Key Stage assessments and OFST.ED

Section 10 inspections, NLS and NNS are

specifically monitored by HMI, by the NLS

and NNS directorates, and by LEAs..A.1.1 of

these provide additional useful data beyond

that generated by the national assessments,

broadening the base on which planning and

decisions are made.

The HMI/OFSTED evaluation involved two

samples of 300 schools one for literacy and

one for numeracy. Information was gathered

through several thematic reviews, based

specifically on NLS and NNS, as well as an

52



Chaplet 3: The View from the Centre: The Strategies as Polio, Li:airs

annual testing programme inYears 3, 4 and 5

to augment the National Assessment results.

Recent reports (OFSTED, 2001a, 2001b)

from these studies indicate that the Strategies

were having a major impact on the teaching

of English and mathematics in English

schools. OFSTED suggest that NLS has

transformed the teaching of reading in

primary schools although. the impact on

writing is much more limited.The HMI

findings support the earlier decision of NLS

leaders to give high priority to providing

training and resources focused on improving

the teaching of writing. In mathematics, HMI

conclude that NNS has made a very good

start but concur with the NNS leaders in

observing that teachers are not yet secure

about their subject knowledge and teaching

of mathematics.

HMI also published occasional reports on

specific aspects of the teaching ofliteracy and

mathematics for instance, on the teaching of

literacy and mathematics in Reception classes

(Ofsted, 2001c), the teaching of phonics

(Olsted, 2001d) and teaching calculation in

primary schools (Ofsted, 2002b).As well, a

report late in 2002 looked at how a number

of primary schools successfUlly blended high

literacy and numeracy standards with

provision of a broad and balanced

curriculum (Ofsted, 2002c).

Regional directors monitor NLS and

NNS progress through visits, meetings and

observations in LEAs, as well as through LEA

reports and. analysis of test scores. DIES

advisers also look at literacy and numeracy

during ongoing monitoring of LEAs in their

regions. Regional directors of both Strategies

give special attention. to LEAs that are causing

concern. These less formal monitoring

activities have resulted in better understanding

of the needs in particular areas and prompted

regional directors to sharpen the intended

focus for LEA literacy and numeracy

consultants, to maximise the impact of their

time and support. LEAs, often working closely

with NLS and NNS regional directors, use

data and school visits to monitor the

Strategies in their schools, using these

mechanisms for setting targets, creating

Education. Development Plans and planning

additional professional development.

In our earlier reports, we stressed the value of

developing greater "assessment literacy" on

the part of teachers and headtea.chers. SEU

and. the Strategies have devoted considerable

effort to improving the understanding and use

of data at both LEA and school levels. As we

document in. Chapters 4 and 5, they have

achieved notable success in these efforts.

Briefing material for LEA advisers highlighted

graphs showing the wide variation across

LEAs in the rates of progress of children

between. Key Stage 1 and Key Stage 2 (DIES,

Targeting for Success, 2002c).The document

went on to note:

This kind of vane- added analysis applied at

school and pupil level is being, increasingly

well-used by .LEAs in identifying

'underachieving' schools and in target

setting, which is based on the prior

attaintnent of individual children plus the

kinds of progress rates being achieved in

successful schools.

(pp. 1 0- 1 1 )

DIES and the Strategies have not been alone

in their focus on improving the capacity of

schools and LEAs to use assessment data.

A recent ATL publication entitled .4ssessinent

Literacy for Wise Decisions (Swaffield Sc Dudley,

2002) takes readers through the main

questions and issues involved in understanding

and using assessment data, focusing on the
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classroom teacher. Examples referring to

National Curriculum progress, the Autumn

Package for English schools, and LEA analyses

of Key Stage results ground the work in the

specific context experienced by teachers in

Er4and, making the work particularly useful

for the intended audience.The authors

conclude with a cautionary reminder:

Realising that it is very difficult to respond to

all the issues raised by assessment may help

us ro think carefully about the resources

expended on collecting assessment data and

how much of it is actually analysed and used.

Thoughtful responses to valid and reliable

assessment nifOrmation arrived at through

appropriate analysis, is what using assessment

for wise decisions is all about

(p. 28)

In an earlier report, we cautioned that

data can take on heroic proportions,

overshadowing the hard thinking that should

enter into decisions about policy and practice.

As we document later in this final report,

eftbrts to avoid this difficulty have been

considerable, both at central and local levels.

The focus on setting objectives, using

curricular targets, broadening the range of

indicators of progress all these are useful

in avoiding the narrow focus on data as an

end in itself.

Numerical target setting has helped to focus

attention on literacy and mathematics and to

raise expectations for what pupils can achieve.

The continued emphasis on numerical targets

at the national level, however, with ever more

challenging targets set for the proportion of

children to reach Level 4 in the Key Stage 2

tests, is not helpful in moving to broader and

richer conceptions of assessment and

accountability. As targets become more and

more difficult to reach, they detract from,

-Is

rather than support, teaching.Teachers can

become disillusioned and cynical if success is

elusive because the bar is always being raised.

Funding and Governance Structures

o Funding policies consistent with
reform efforts.

e Transparent and equitable
funding procedures that support
school performance.

o Governance structures that
integrate pressure and support,
provide coherence, and balance
centralised direction with local
capacity building.

A major allocation (and re-allocation) of

resources is required for a reform initiative

of the scale of NLS and NNS, with policy

makers attending to how funding can be

structured to encourage schools first to adopt

the reforms and then to continue using them.

In terms of governance, the question is what

kind of infrastructure will be required not

only to launch the reforms, but also to sustain

them over time. Both handing and governance

for NLS and NNS have featured new

structures and new procedures, with

modifications in these over the four

years of implementation.

Funding

In Chapter 6,we undertake a more in-depth.

look at costing and value for money and

related resource issues. Here we provide

a brief sketch of recent developments.

From the beginning, NLS and NNS have

been adequately funded, at least compared

to large-scale reform efforts in other

jurisdictions.Through the Standards Fund,

which provides financial support specifically

targeted to raise standards, the central
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government covers approximately half the

salary costs of literacy and numeracy

consultants and part of the costs for leading

mathematics teachers and expert literacy

teachers. The Standards Fund. provides books

and materials, as well as the costs of venues

and supply cover for training.

Briefing/training for the LEA literacy and

numeracy consultants, provided by the

regional directors, represents a further

investment.The government has also provided

additional monies to address several identified

priorities. Most significantly, large amounts of

money have been devoted to efforts to assist

particular groups of pupils through catch-up

intervention programmes, with substantial

fimds allocated to hiring teaching assistants. At

the same time, even generous levels of funding

are stretched thin when policies are expected

to produce significant changes in teaching

practice over nearly twenty thousand schools.

LEAs and schools also used a variety of other

sources of funds, such as Education Action

Zones (EAZ), the Single ..R.egeneration

Budget, and the New Opportunities Fund

to support literacy and numeracy work..

Changes in guidelines regulating access and

use of the Standards Fund from April 2001

resulted in somewhat less flexibility for LEAs,

with more funds going directly to schools.

This change caused sonic concern on the part

of the NLS and NNS directorate that schools

might weaken their emphasis on literacy and

numeracy.To counter this possibility, LEAs

were allowed to retain a substantial amount

of funding for targeted support of literacy

and numeracy.

Governalice

A complex infrastructure has developed over

time to manage, support and monitor the

Strategies. The National Literacy and

Numeracy Centre, now renamed the National

Centre for School Standards, was established

in the city of Reading, as the administrative

base for the two national directors and the

two groups of literacy and numeracy regional

directors. Regional directors work with LEAs

and also take responsibility fbr central tasks

such as developing materials and training

courses. At IDES, oversight of the Strategies

has been done by SEU.This kind of structure

and organisation is quite difThrent from the

loose coupling that has been characteristic of

the relationship between DIES on the one

hand, and .LEAs and schools on. the other.

Other agencies, such as Ofsted, QCA and

TTA, have been involved with and supported

NLS and NNS in various ways, in. general

through working to make policies and

guidelines consistent with the Strategies.

The organisational structure has undergone

frequent review and reorganisation as

circumstances and personnel changed. Such

modifications serve as examples of the level

of responsiveness and adaptation that has

characterised the literacy and numeracy

effort. As central initiatives increased, more

regional directors were added to manage

these without jeopardising the monitoring

and support of LEAs across the country. Six

regional directors were added in recognition

of the importance of initial teacher training

their major task has been to work with

Higher Education Institutions (HE1) and

other. ITT providers to ensure that newly

qualified teachers are prepared to teach

literacy and mathematics.The Key Stage 3

Strategy resulted in further additions. As the

original core teams of about a dozen people

expanded, the groups became too large for

the flat structure and participatory problem-

solving meetings that had characterised the

organisation in its early days.



Watching C Learning

The solution was to reorganise within each

Strategy into layered smaller groups that

would meet regionally and according to level

(i.e., Key Stages 1 and 2), Key Stage 3, ITT

Within each Strategy and across the two, a

senior management team. met regularly to

ensure that communication and co-ordination

were sustained. Meetings of the full group

of Literacy or Numeracy regional directors

still occurred, but on a less frequent basis.

Although regional directors understood the

need for the new arrangements, they also

reported some difficulties in having sufficient

detail to be adequately informed about all

components of the reforms.

Until 2002, each Strategy developed and

used its own linkages in dealing with LEAs,

although some primary regional directors,

particularly in mathematics, dealt with some

Key Stage 3 questions and issues. At this point,

there is further discussion about the most

efficient methods for liaison with LEAs.

Regional directors acknowledge the need for

NLS and NNS to work more closely together

to support primary schooling but sonic

expressed. concern about maintaining strong

subject-specific support to LEAs. As of autumn.

2002 the structure is still under review.

Although the regional directors have provided

a powerful and effective force for change

across the country, the actual management

of NLS and NNS has largely been conducted

through LEAs. This represents a shift in the

role of LEAs in England. For each Strategy,

LEAs appointed from their advisory and

inspection service, a Strategy Manager (SM)

and a Line Manager (LM) (sometimes the

same person), who in turn managed the work

ofliteracy or numeracy consultants.The

consultants worked directly with schools,

providing in-school support and running

training sessions to provide teachers with the

understanding and knowledge to implement

the Strategies. The regional organisation

allowed line managers to meet regularly

(usually once a term) with the appropriate

regional director and their other LEA

colleagues in the region. Such meetings began

as vehicles for regional directors to clarify

expectations about LEAs and the Strategies,

but they soon evolved into two-way

communication vehicles in which the

Strategy leadership could deliver key messages

to L.EAs, at the same time hearing useful

feedback about progress and barriers in local

implementation. Frequent meetings have

helped to strengthen line manager networks,

fostering discussion of problems and sharing

of good practice.

The National Context for the
Strategies as Policy Levers
In Chapter 2 we explored how the

international and national contexts influenced

the development and initial perception of the

Labour government's education reform

initiatives, in particular, NLS and NNS. Such

contextual influences did not, of course, end

with the introduction of the Strategies. Events

over the period of our study reinforced the

importance of the national context in shaping

the development and impact of policy

initiatives. Although our mandate was limited

to studying NLS and NNS, they cannot be

considered in isolation: we briefly mention a

few examples of developments during the past

four years that have affected the Strategies,

both directly and indirectly.

A number of policies and programmes, some

of which have already been mentioned,

support implementation of the Strategi es.They

contribute to the emerging infrastructure that

helps to sustain improvements. Examples

include reducing class sizes in early primary,
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establishing the Foundation Stage for children

from age 3 to the end of Reception, building

on NLS and NNS work through the Key

Stage 3 Strategy and increasing finding to

support children learning English as an

additional language.The increase in trained

teaching assistants, many of whom are focused

on literacy and mathematics, provides

additional support for the Strategies.

Other contextual issues, mentioned in Chapter

2, have also affected the implementation of

NLS and NNS. Workload, for instance, is a

more general concern, but the Strategies were

seen as contributing to the challenge. One

national study, for instance, reported how the

Literacy and Numeracy Strategies "placed

significant workload demands on teachers"

due in particular to the time required for

planning and for documenting plans and

assessments (Hulusi, Stone & Joyce, 2000).

A more recent study (Ga 1ton & Mac Beath,

2002) reported similar findings:

feathers' responses to the Numemcy and

Literacy Strategies reflected a complex

pattern. leachers said that these Strategies

gave a consistency and progression, yet they

also spoke about the long hours spent

preparing for them.

(p. 45)

NLS and NNS, recognising the burdens of

planning, have instituted a multi-pronged

approach to assist schools.Although NLS

planning exemplification and NNS unit plans

are the most direct support, professional

development aimed at improving management

capabilities of headteachers and co-ordinators

also addresses the challenge of planning.

Conclusions
We have shown how NNS and NLS

addressed each of the factors taken by our

framework as critical to the success of such

large-scale policy initiatives. We have

frequently pointed to the evolution of the

Strategies how certain features or emphases

changed over the four years of our study. For

the most part such changes were in keeping

with guidance derived from the international

literature on large-scale reform. Early

messages were relatively straightforward,

aimed at getting the attention of headteach.ers

and teachers, and getting them started with

the literacy hour and the daily mathematics

lesson. Setting ambitious, specific Key Stage 2

targets, with a high political profile, focused

attention, particularly in a context where

school performance tables were publicly

distributed. The more complex messages

about flexible use of the frameworks came

later in th.e implementation process, after

teachers had developed more fiuniliarity with

the Strategies. Such a shift was noticeable in

the training and professional development

programmes, which moved from an. initial

approach that was almost one-size-fits-all to

a much more flexible menu of options to

be selected on the basis of professional

judgements by LEAs and schools.

In our first report in this external evaluation,

we observed "what a difference a stage

makes." in other words, what is appropriate in

initiating a policy, to provide momentum and

get moving, is quite different from what is

required for sustainability.The use of pupil

attainment targets, for instance, has had a

positive effect on schools and on LEAs,

performing "the service of reminding us all

of the prime importance of basic literacy

and numeracy skills" (Johnson & Hallgarten,

2002). Carried to an extreme, however, such
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an approach becomes less effective at

motivating schools and can distort the

curriculum.

The challenge for SEU and the Strategy

leaders is to line-tune the policy levers to

better suit the growing expertise and

confidence of schools. In many schools,

teachers and headteachers have internalised

the new approaches and have gone on to

refine the Strategies to meet the needs

of their pupils. In other schools, however,

teachers and headteachers may still be at

an early stage of understanding; they will

continue to benefit from more directed

guidance.The needs of the two groups of

schools are not the same, and designing

policies and structures to address such varying

states of readiness for autonomy is not easy.

As the Strategies have evolved, some shifts are

noticeable in the nature of the guidance and

materials provided. Although in some cases

materials provide much greater specificity

and detailed plans (e.g., NLS planning

exemplification and NNS unit plans), there

is no expectation that teachers should

necessarily make use of these. The materials

are available for those who need them or who

choose to use them. As well, at a more general

level, the Strategy leadership increased the

emphasis on building capacity, for individuals

and tbr schools and .L.EAs.The Strategies can

be seen as supporting a shift from "informed

prescription" to "informed professionalism"

greater autonomy but within a framework

of accountability and support.

5 2

The next chapters look in more detail at the

infrastructure for implementation. and the

experience of LEAs and schools in working

with the Strategies. Before shifting our view,

however, it is worth mentioning that the

National Literacy and Numeracy Strategies

do differ, at the policy level, from many other

large-scale reforms. Four features seem

significant. First, the Strategies do refer to

research evidence and use research. in the

development of programmes and resources

(e.g. Anghileri, 2001; Wray & Medwell, 2002;

Huxford, 2002), although there is considerable

debate about the extent to which all Strategy

recommendations are consistent with research

findings. Second, they provide support and

capacity building, rather than relying on

sanctions and incentives alone. Third, to some

extent, they do represent a "forced march,"

in that schools needed considerable

confidence to ignore them. Arid fourth, the

government and the. Strategy leaders have

been, and continue to be, open to feedback.,

both from :LEAs and schools, and also from

Strategy evaluators.

BEST COPY AVAILABL8



Chapter 4: The View from
"the Bridge" (Regions and LEAs):
Infrastructure for NLS and NNS

Highlights
The Strategies have developed a powerful and effective national infrastructure,
with literacy and numeracy regional directors dealing with regions of the country
and working directly with LEAs and LEAs working directly with schools. Another
group of regional directors provide support to initial teacher training institutions.
The effectiveness of this infrastructure has been one of the most critical factors in
the success of the Strategies to date.

Regional directors supporting LEAs

o The Strategies have shifted somewhat from an early focus on incentives for
implementation to a greater emphasis on building and supporting local capacity
in schools and LEAs.

o Regional directors connect with LEAs mainly through strategy managers,
line managers and literacy or numeracy consultants.

o Regional directors carefully balance the support and pressure they provide
to LEAs, differentiating according to perceived need for concern; some LEAs,
however, feel that more flexibility is needed.

LEAs working with schools

e The work of LEAs has been essential in achieving the level of implementation
of the Strategies - mediating between the centre and the schools.

o NLS and NNS have provided a clear focus for LEAs to support schools in the
implementation of the Strategies. A few LEAs are categorised as "causing
concern" to Strategy leaders because of low pupil attainment or difficulties
with leadership or management.

* Literacy and numeracy consultants express strong support for the Strategies.

BEST COPY NAB BLE
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ITT regional directors

o ITT (Initial Teacher Training) regional directors have provided a parallel service,
linking ITT providers and the Strategies. Their work differs from that of their LEA
colleagues; ITT regional directors provide more support and less pressure, as ITT
institutions have not received direct funding to implement NLS and NNS.

Regional directors and LEA literacy and numeracy staff believe the Strategies have
had a substantial positive impact on teaching and learning. They believe that the
potential of the Strategies, however, is limited by several factors, most particularly
gaps in teacher subject knowledge, misunderstandings of the principles underlying
the Strategies and a need for more effective leadership of the Strategies in schools.

Sustaining a strong and flexible infrastructure to support ongoing improvements in
primary schools is an important part of long-term success of the Strategies; LEAs
might play a larger role in such an infrastructure, although some central steering
would continue.

Introduction
In our second report we focused on the view

from the centre and the view from the

schools; we now expand the picture with the

view from the bridge.Tthis intermediate level

includes the National Centre for School

Standards, the NLS and NNS regional.

directors and LEAs, particularly literacy and

mathematics statf.This bridge or infrastructure

links the Strategies to the schools and to

initial teacher training (ITT) providers.

Through the course of the external

evaluation, it has become clear that this bridge

is one of the most critical elements in the

success of NLS and NNS.An impressive and

efficient infrastructure has been developed to

support and foster changed practice in

primary schools. At the national level, the

National Centre for School Standards

(formerly the National Centre for Literacy

and Numeracy) provides an organisational

base for NLS and NNS. Within each Strategy,

a national director and senior management

team are supported by a group of regional

directors, each with specific central and

regional responsibilities.
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Most regional directors deal directly with a

group of LEAs, although a smaller number

work with ITT providers. National and

regional directors, .LEAs, ITT programmes

and other surrounding agencies and

organisations have all played a role in helping

schools understand and implement both

Strategies. The sustain.ability of changes

induced by N.LS and NNS will be dependent

on what happens in these bridging structures

and processes. As one regional director noted,

One tf the key strengths is the way the

regional networking has brought LEAs

much closer together. There is a common

programme (?f support for the consultants

and the line managers that gWes a coherence

to the Strategies.

Ou.r conceptual framework, as described in

Chapter 1, identifies motivation, capacity and

situation as the factors that determine

whether teachers adopt and implement

reforrns.This general perspective guided our

enquiry into the work. of regional directors

and LEAs, whose job it is to foster

implementation of NLS and NNS in schools.

Meaningful changes do not occur in

so
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classrooms unless teachers are motivated to try

the new practices, have opportunities to

develop the relevant skills and knowledge, and

work in contexts that are supportive of the

changes. Regional directors, together with

LEAs and often ITT institutions, provide the

mediating infrastructure for developing and

sustaining motivation, capacity and supportive

situations over time. In particular, LEAs were

charged with the responsibility of managing

the Strategies at the local level, in effect trying

to ensure that these three factors were

favourable for as many teachers as possible.

The work of regional directors, in turn, could

be seen as aimed at increasing the motivation

and the capacity, both individual and

organisational, in the LEA or, in the case of

ITT regional directors, in initial teacher

training providers.

In our first report, we identified what we

believed to be an important issue to follow

over time, the difference a stage makes.At the

launch of the Strategies N.LS in 1998 and

NNS the following year the challenge was

to motivate teachers to begin using the

literacy hour and the daily mathematics lesson

and to start buikling capacity through training

and resource materials. After three years for

NNS and four years for NLS, the challenge

now is to sustain motivation and deepen.

capacity so that attention to improving

literacy and numeracy continues.

The theme is 11014' embeddedness rather than

the initial emphasis on managing change.

It is a real case study of how to implement a

massive change through a very co-ordinated

approach. Embedding also takes time.

Regional director)

At the same time, support and intervention

have become differentiated, both for. LEAs

and for schools.

There's been a shift, froth all LEAs getting

the same number of inputs and visits to

tailoring input depending upon how the

LEA itself is poforming and the extent to

which it has local expertise. Regional director

Unit! has increasingly ficused on LEAs

needing additional support and stepping back

_from others who arc succeeding.

(Numeracy regional director)

In the beginning it was more of a blanket

thing, but now we arc focusing more on

particular schools and children that did not

improve as much as we had hoped initially.

(Numeracy regional director)

The challenge for the future is to embed

the Strategies, or more importantly the

improvements in teaching that the Strategies

have fostered, within local jurisdictions,

with local infrastructures to sustain the

momentum. In this chapter, we detail the role

and influence of the work of the people on

the bridge, as these have evolved over the four

years of implementation, and offer ideas about

how this vital link can be continued into the

future. The data for this analysis have emerged

from a range of sources. We intentionally

sought the input of many constituents to

develop our description, since the experience

of centrally generated initiatives may not be

the same for LEAs and schools as it is for

centrally placed leaders.

The main sources of data for our analysis

were:

0 interviews with NLS and NNS regional

directors, including ITT regional directors

(in 1999,2001 and 2002);

0 frequent attendance at/observation
of meetings of regional directors,

line/strategy managers, literacy/numerac:y

?S
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consultants (throughout the four years

of the study, from 1998 to 2002);

o within. LEA.s, attendance at meetings and

training sessions for school participants,

usually led by line managers and

consultants (throughout the four

years of the study);

o interviews with LEA strategy/line

managers and literacy/numeracy

consultants in the LEAs associated with

our 10 sample schools (from 1998 to

2002); and

o surveys of literacy and numeracy

consultants in the spring of 2002.

The number an.d percentage of surveys

completed and returned are shown

in Table 4-1..

Strategy

. .

Total

Returned
National Literacy

Strategy
National Numeracy

Strategy

Percent

Returned

299 85%

340 85%

We have organised our discussion of the

supporting infrastructure for initial

implementation and for sustainability by

looking first at regional directors' work

in Strategy development and with LEAs,

followed by LEAs' work with schools, and

finally, regional. directors' work with teacher

training institutions.

Regional Directors and their
Work in Strategy

eveloprnent and with LEAs
When the Strategies were first announced, the

beginning of a new infrastructure was already

underway. DfEE (now DIES) appointed
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approximately ten regional directors for each

Strategy to work as part of the central team to

develop the materials and training sessions for

consultants and provide training and support

to the LEAs.The people who were selected to

fill these roles were recognised experts in

literacy or numeracy, most of them already

living and working in the regions that they

served. Many had been deeply involved in the

work of the Literacy and Numeracy Projects,

smaller scale forerunners to the Strategies.

The Role of Regional Directors
In the early stages of the Strategies, regional

directors spent much of their time developing

the initial resources, bringing LEAs on board

and providing the first round of training for

consultants.As the Strategies have developed

over time, they have come to wear many hats

in their roles within the central strategic

development and implementation tearn and

as the frontline DES presence in L.EAs

and schools.

The role of the regional director was ahvays

partly working with L.EA.s and partly

developing materials. I think there has been

a shift more to an outcomes focus Key

Stage 2 results and why one LEA. improved

5% and another only 2%.The basic

organisation is similar, but there is now more

emphasis on standards.

(Numeracy regional director)

The addition of the Key Stage 3 Strategy

in 2000 somewhat complicated the

organisational arrangements for NLS and

NNS. First, the founding NNS national

director moved to Key Stage 3, as did several

primary regional directors.This necessitated

new hiring to fill the depleted ranks. More

significantly, the addition of Key Stage 3

meant a sudden large increase in the number

of regional directors focused on English and
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mathematics, all dealing with LEAs. As we

will outline later, this has meant a shift in

how regional directors work with their LEA

colleagues, "with more of a hierarchy, more

senior management than there was three

years ago."

Planning and Development

Throughout the life of the Strategies,

the regional directors have been the

main working group for planning and

development.They have brought together

the guidance and training materials for use

in training of consultants and of teachers by

developing, locating and refining materials for

inclusion. in the various resource packs that

are provided to schools. Regional directors

took the lead for specific topics or issues,

such as boys' achievement, special educational

needs, early writing, and developing various

intervention programmes for children

needing extra help.They have also met

regularly as a group, usually fortnightly, to be

kept up to date with DIES priorities, to brief

one another on projects and to discuss the

overall implem.entation.

Providing Resources and Training

When asked about their roles, regional

directors describe providing resources and

training to consultants as a major function.

All regional directors do this in their regions,

often teaming up with colleagues as well, so

that they become familiar with the context

and issues of more than one region. In

addition, within each. Strategy; two or three

regional directors take responsibility for

organising additional training for groups of

new consultants such sessions are usually

held twice a year.

The sessions for consultants (usually 3 or 4

clays per term) emphasise two somewhat

different themes.The first is training that

consultants will then give to schools in their

LE.As.The idea is that consultants will

become sufficiently fmniliar with a centrally

developed training programme to be able to

competently deliver the programme, adapting

it slightly if appropriate. Early training

programmes aimed at providing enough

information to allow teachers and schools to

begin implementing the Strategies (for

instance, 3-day introductory sessions for

teachers). Later ones have focused more on

developing local capacity for English and

mathematics leadership (for instance, 2002

sessions for English an.d mathematics co-

ordinators in schools).

The second. theme for the termly sessions that

regional directors hold for consultants in their

regions is professional development for

consultants. The intent is to build, in a variety

of ways, the capacity of consultants to support

the Strategies. Recent sessions, for example,

explored different approaches for working

with schools (e.g., demonstration lessons,

working with heads, paired teaching),

identifying benefits and limitations of each,

and the circumstances under which each

could be most effective.

In terms of consultants, support is about

training and helping them to analyse their

existing practice to look at how they need

to move on and respond to changes and

developments, to be more flexible in their

role. It's about how to meet the needs of an

increasingly differentiated group of schools,

as schools are all at different stages of

development.

BEST COPY AVM

(Literacy regional director)
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Tab1 42- onsultants, iew f NLStand NN ramie n. u
Statement
Strategy training has helped me support
literacy/mathematics in the LEA more effectively.

The Strategy training that I get in regional meetings/

conferences prepares me well to provide literacy/mathematics
training in my LEA.

I have access to the resources (e.g., people, materials)

that I need to support the Strategy.

As a literacy/mathematics consultant I have sufficient

flexibility to modify Strategy training to fit the specific
needs of all participants in my LEA.

Regional directors also follow up with

consultants to assess progress of the Strategies.

I meet with consultants on a roilar basis

(15 days a year dropping to 10 next year).

I shadow them through the training and the

work they do to see how &live they are.

144 (.ferguidance and advice to help them

be more, focused in their work, or lead

training to make the messages clearer.

(Numeracy regional director)

In our survey of literacy and numeracy

consultants, we asked about this training and

support.Table 4-2 shows that the respondents

expressed overwhelming agreement that they

have been well trained and supported for their

roles by the regional directors.'

Support to LEAs

Beyond the training programmes that regional

directors organise and deliver to LEA-
personnel, they make regular visits to the

.LEAs in their regions for meetings with line

managers, strategy managers and consultants.

The following quotes give a sense of how

regional directors see this kind of support and

Strategy % Agree
Literacy 94

Numeracy 97

Literacy 82

Numeracy 89

Literacy 87

Numeracy 89

Literacy 95

Numeracy 96

also demonstrate how support and

monitoring (or challenge) are inevitably

intertwined in their work.

Part of the support role is to work with line

managers and consultants who are delivering

the training and providing.feedback to them

about their training. f/Ve do the half iermly

visits where we go in and talk with line

managers about the progress of the work

being carried on within the LEA, to

recognise their strengths and weaknesses and

help them achieve more in the areas tint

working as well as one would expect.

(Numeracy regional director)

meet,formally with each maths adviser

each term in each authority with a set

agenda. Where things are not going well,

1 ask if they have thought about different

things and share good practices that I have

seen elsewhere. if they feel their inspectors or

advisers are not sufficiently involved in the

strategies, I'll offer to go and talk to their

adviser team with them.

(Numeracy regional director)

8 For 6,1-11 hells in the Survey respondents indicated the mem to which they'avre, using a 5-point scale StroiNly Disagree, Disagme, Underided,Agtre or

Snot* Agree. Ilf report figures separatekk literary consultants and numeracy consultants. In suntmarising the data fir this report, toe have in some cases,

as in Wilde 4-2, reported only the percentage uho agree, combining responses farAgrre and Stroll* Agree. In other cases, we have rontbined responses for

Agree and Strongly Agtre,,ts tell as fir Disagree ,:nd Strongly Disagtee and reported the pert-enrage in three categories Agree, undecided and Disagree.
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Regional directors frequently speak of the

growth in LEA capacity that they have

observed.

Previously, their use of data was quite weak

and they didn't see what it meant beyond

the crude scores, looking at it in a superficial

way. Now they're using data more sharply

to steer their priorities. They have taken a

stronger lead with headteachers and have

involved the strategy manager with

regular meetings.

(Literacy regional director)

LEAs have more information about schools

and schools have more information about

their individual pupils so my work with

them is becoming more focused. It is more

about the details of particular groups,

cohorts, schools. That's fascinating work

because the authorities get beyond the

numbers to the composition of school staff

the level of training within the school, as

well as access to training outside.

(Literacy regional director)

Regional directors also convene meetings

of groups of line or strategy managers from

all LEAs in the region, usually once a term.

Agendas for these are developed collectively

by the regional directors, in response to

centrally determined priorities and what

LEAs need, based on feedback. from

strategy/line managers and on observation by

regional directors themselves. Such meetings

have shifted from being predominantly a one-

way communications system for getting

central policies out to LEAs; the focus is now

more on open communication and sharing of

good practice, although the sheer number of

central policies and initiatives continues to

squeeze agendas. In addition to these

meetings, regional directors have ongoing

contact with people in. LEAs via telephone

and e-mail.

Monitoring Implementation in LEA.s

Regional directors use a wide range of

approaches for monitoring LEA progress

meetings, shadowing and observing training

sessions. One regional director's description

is typical of the variety:

We train consultants and shadow them in

schools to check how their work is going.

I meet with teams of consultants in LEAs

and with line managers. Some line managers

need help in sorting out priorities, when

they should put certain things into the

programme.At the senior level we look at

how the finding is managed and spent, how

the personnel are supported.

(Numeracy regional director)

Although national priorities influence

the focus for monitoring, so do a range

of other factors.

bb' have common agendas in the team fin-

what should be monitored, but there are

other things that are pertinent to LEAs that

we need to investigate fitrthet; based on our

knowledge of what has gone on.

(Numeracy regional director)

Regional directors not only use a variety

of activities to monitor but they also draw

on a range of sources of information. Such

information might include NLS and NNS

internal reports, OEted reports, national

assessment data at the LEA and school level,

data on free school meals, PANDA reports

(reports sent to each school on an annual

basis, summarising school performance data

in relation to comparable schools across

the country), and other information

provided by LEAs.

5.9
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With regard to how judgements are made,

regional directors describe informal but

systematic approaches:

Working with LEAs you get to know what

works and what doesn't. So you've got a

range of contexts that yon can draw on,for

similar LEAs, not just in the region, but in

the entire country. As a team we talk about

what is going well and the difficulties and

how we found ways around those difficulties.

(Literacy regional director)

At the macro LEA level, our monitoring is

thorough and comprehensive. Monitoring

what's ,ving on at school level is shakier. I

try to get into schools once or twice a week,

but that is a relatively small sample of.

schools.You are dependent on what

consultants, line managers and chief advisers

tell you about what is going on in schools.

(Literacy regional director)

In sonic cases, the outcome of regional

director monitoring is that an LEA is

identified as "causing concern" these are

LEAs that for a variety of reasons may require

additional support. Observations from

regional directors demonstrate that the

difficulties may be systemic or at least go

beyond pure literacy or numeracy issues.

The issues causing concern include

difficulties in recruiting and that can be

within the literacy ream itself but sometimes

it's link inspectors or the more senior level

in the LEA. Because of the critical link

between the Strategy and school

improvement in general, you can have

a fully staffed literacy team but have

gaps in other critical areas in the LEA..

(Literacy regional director)

ho

A main issue is senior management

understanding of what the Strategies are

trying to do to and where they fit into the

whole school improvement agenda. lie line

manager and consultants may be doing a

good job as, far as they can, but thirws can be

happening around them that make them less

effective than they could be.

(Numeracy regional director)

LEA staff sometimes commented on how the

regional director monitoring appeared from

their perspective. They were aware that the

regional directors were sometimes caught

between monitoring for compliance and

allowing LEAs to make changes and generate

their own materials to support the Strategies.

.1 wonder about his role, which is checking

up on the LEAs, and how much it has been

part of the debate about the future of .LEAs.

There must be a tension for hint.] wonder

how much their roles restrict their creativity.

(Numeracy line manager)

LEAs and their Work with
Schools

The Role of LEAs
LEAs in England have undergone a number

of dramatic changes since the 1.988 Education

Act. Before that time LEAs were largely

independent local governance bodies,

responding to broad directives from. the

central authority.Although finding came

from. the government, its use locally was very

much in the hands of the LEAs. Many of the

reforms introduced by the Conservative

governments substantially reduced the powers

of local authorities. During the 1990s the

English education service moved towards

local management of schools through

governing councils and the potential fm

schools to opt for grant-maintained status.

BEST COPY AMIABLE
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At the same time, the emergence of National

Curriculum, National Assessment an.d Ofsted

put serious parameters around the role of

ILEAs.There was a belief in some quarters that

these changes reduced the role of LEAs to a

point where LEAs were "no longer able to

provide a coherent infrastructure of support

for schools in respect of advice and in-service

training" (McGilchrist, Myers & Reid, 1997).

In some LEAs the services were severely

reduced and in others they were reorganised

as business units that "sold" advisory time to

schools (Kerfoot & Nethercott, 1999).

When the Labour government took office in

1997, announcing that the priorities of the

government were "education, education and

education," the role that LEAs would play

Was not clear initially. As the Strategies were

launched, however, LEAs became the locus of

support and pressure for NLS and NNS.They

were given a clearer role as an operational

arm of central government with responsibility

for supporting school improvement (Lincoln

& Southworth, 1999).The government made

raising standards a clear priority (WEE, 1998,

1999), with LEAs expected to provide both

pressure and support to schools, especially

those causing concern, by monitoring

performance and intervening in inverse

proportion to success. LEAs are required to

produce Education Development Plans and

be inspected by Ofsted for their work in

school improvement, provision of special

education, access to schools fu r all pupils and

strategic management (Ofsted, 1999). For

management of NLS and NNS, each LEA

was required to appoint a Strategy Manager

and Line Manager for each Strategy.Also

at the LEA level, money has been provided

through the DfES Standards Fund for literacy

and numeracy consultant positions (with half

the salary costs covered by the LEA). Since

half the cost is covered by DIES, LEAs are

accountable for how consultant time is

allocated and used.

Strategy/line managers, link advisers' and

consultants provide services to schools to help

them implement the Strategies. Some of the

services are targeted at particular schools and

some are directed at all schools. In the early

days of the implementation, most of their

efforts were directed at assisting schools in

setting targets, applying for Standards funding

and training teachers, especially those working

in "intensive" schools, to use the Strategies. As

the Strategies have matured, the LEA role has

become more diversified, with many more

schools receiving service and the addition of a

number of new roles such as helping schools

use data for decision-making, monitoring

implementation, and fostering school

improvement' networks and leadership

development. Our interviews provided

insights into how critical the LEAs are

for success.

LEAs have a major role. ... W! need them

and can't possibly keep in contact with /so

many] teachers on our own. Centrally, there

has been a growing awareness of that. ...

If we can encourage more LEAs to have

mathematically competent people on stufi. to

guide teachers, we can be even more successful.

(Numeracy regional director)

Our data on LEAs was gathered through

interviews and through our survey ofliteracy

and numeracy consultants. In. the consultant

survey, we asked questions about the

distribution and roles of consultants in various

9 Link advisers are roughly equivalent to area or field superintendents in other jurisdictions.
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Responses came from consultants

working in LEAs that ranged in size from

fewer than 50 schools to LEAs with over 300.

The size of consultant teams reported ranged

from 1 to 15.The majority of respondents had

been subject co-ordinators prior to taking up

the position of consultant this was so for

56% of literacy consultants and 67% of

numeracy consultants. For each. Strategy,

approximately half had 3 or more years

experience as a consultant.

There appear to be six main roles that LEAs

have with respect to the Strategies: providing

professional development and training,

monitoring the Strategies, supporting target

setting, supporting the use of data in schools,

fostering school improvement networks and

leadership development. We discuss each. of

these in the following pages.

Providing Professional Development and

Support

The primary role of LEAs in the

implementation of NLS and NNS has been

providing training and support to teachers,

particularly in low performing schools.

Strategy managers, line managers and

consultants all play major roles in this process.

Strategy managers have overall responsibility

for ensuring that implementation proceeds

smoothly and reasonably.They may not be

experts in literacy or mathematics but they

are expected to be well-organised managers

who can co-ordinate the various activities

that make up successful implementation.

Line managers have more of the hands-on

responsibility for day-to-day management of

NLS or NNS, including management of the

consultants. They are responsible for

developing literacy or mathematics action

plans and ensuring effective use of resources

to implem.ent these plans. As they are LEA

advisers, they also work directly with

headteachers, monitorin.g, negotiating target

setting and assisting schools in accessing and

using various forms of performance data.

Consultants are subject experts who conduct

training sessions and provide support to

schools in a variety of ways. Expert literacy

teachers an.d leading mathematics teachers

provide further assistance.

Consultants who responded to the survey told

us that they expected, on average, to support

24 schools during the academic year, an

average of 11 schools intensively (4 or more

days), 10 schools less intensively (3 or fewer

days), and 8 schools for school-based in-

service training. Responses varied widely

regarding the number of schools supported by

individual consultants. Although the majority

of consultants have worked with 25 schools or

fewer in the past year, a large number

supported between 25 and 50 schools, and

a few have supported as many as 75.

Consultants also indicated some variability in

the proportion of time that they spend in

various dimensions of their role. Most

respondents reported spending the balk of

their time leading professional development

sessions and supporting schools directly.

Literacy consultants reported spending a

higher proportion of time leading training or

other professional development sessions;

numeracy consultants reported spending a

larger proportion of time providing in-school

support to individual schools. Our interviews

indicate that the role of consultants differs

across and within LEAs. In addition to

delivering training and professional

10 It is important to remember that the survey ryas completed by individual consultants within LEAs. not by LEAs. .4 combination of response rate

and size of LEA thetefare may skew these wsults. Nevertheless, they provide some indication of the role and deployment of consultants.
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development sessions for teachers and

providing individual support to schools,

consultants may, fbr instance, run conferences

or fhra for co-ordinators that focus on their

management role, and be involved in

the monitoring and evaluating of school

improvement plans.

In providing training and support, consultants

and LEAs adapted the role to suit their

particular contexts. Early on, consultants

offered multi-day training sessions to literacy

and numeracy co-ordinators, who then

trained their in-school colleagues.Th.e

consultants also followed up with direct

support to teachers in schools that had been

designated for more intensive support. As time

moved on, there was a shift in focus to

broaden the number of schools and teachers

receiving support, although there were

resource constraints on what they could do.

Wt.' knew that if you didn't talk to someone

in each school, they ivouldn't have the

messages. But we haven't got the resources to

do them all. So, we did what we could.

(Literacy consultant)

In our recent visits to LEAs, strategy managers

and consultants talked about providing

focused attention for particular schools and

feeling that many schools need less support.

At the same time, they expressed a worry

that there were some schools that had never

received in-school support, where LEA

personnel could make a valuable contribution.

We might want to look at schools that are

doing all right and have not been identified

by link inspectors but maybe where there is

all impact to be made. We don't have tiny

knowledge of what's out there in terms

of these schools.

(Numeracy consultant)

A number of people come up to us qfter

conferences and say "Please, can we have

some support? IiIk're reaching our targets but

there is so much more we could do. Can you

come to a surf/ meeting?"

(Numeracy consultant)

Consultants reminded us that work in some

intensive schools can be time-consuming, and

may not always show positive results.

This year we've done about 6 days at each

intensive school. Some of them, with 2 or 3

days of good quality input will be fine. And

there are sonic schools that we go into over

and over and over, and they don't seem to

make any progress.

(Literacy consultant)

Although their views about the Strategies

were very positive, the consultants offered

some opinions about ways that they believed.

the training and support could be improved.

In retrospect, some of the consultants felt that

their initial training sessions with teachers

were far from thorough.

There were a lot of things that we glossed

over. And now there's a sense of a bit of

work to do. litk're coming back and taking,

more time to do things more thoroughly

(Literacy consultant)

Although the consultants agreed that the

early messages about the Strategies, especially

Literacy, suggested rigidity, they pointed out

that the message has changed, necessitating

a change in training and support.

Now we show teachers how to use the

Strategy flexibly.

9

(Literacy consultant)
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The message from the centre has definitely

changed over the last 2 years and some

schools arc quicker to get the message than

others.That's one of the reasons why the

link inspectors are so important

sometimes, through no fault of their own,

link inspectors might be going in with the

old model and upbraiding someone for not

doing two guided readings in their hour, or

not doing their word level first, whereas all

of the messages now are encouraging schools

to be flexible.

(Literacy line manager)

I've changed the 5-day to a 3-day with

action points jar teachers and offer the

teachers two extra days to work in their

own school with supply cover to actually

do these things.

(Numeracy consultant)

Monitoring of NLS and NNS in Schools

LEA advisers monitor the implementation of

the Strategies and use their insights to suggest

action plans.This includes working with

schools around target setting and considering

evidence from a variety of sources.

Ite used the national tests to identify

schools to be supported in the first year. Last

year we picked underachieving schools based

on trends in test results over the last 3 years

and looking at (*tat reports in terms of

leadership, quality of teaching in maths,

teacher understanding, and looking at the

PANDAs.These are the ones we work with.

(LEA line manager)

The most obvious monitoring done by LEAs

is attached to target setting and to Ofsted

inspections. In several LEAs, we heard about

systematic monitoring of pupil progress and

discussions with schools about their targets

and their expectations for pupil performance.

64

look at the cohort of pupils and consider

where they were at the end of Key Stage 1.

And using that data we actually suggest to

schools what proportion of pupils we think

they might get up to this hurdle. And we

say, "OM, this is what we think is possible

with this cohort based on how it peyOrtned

under test conditions last time." If they tell

us that they have different pupils nou; we

can adjust.

(Strategy manager)

LEA advisers and consultants also visit

schools, watch lessons and look at pupil work.

We really look at what's happening in the

quality of the work the children are doing.

That tells us more than watching the

teachers. 1* monitor the evaluation,

assessment, record-keeping. How are they

tracking progress? liVhat does the teacher

need to do next?

(Strategy manager)

I'm becoming increasingly interested in

refining teacher assessments of the learning

achievement of pupils. The test is nor

satisfactory. It's instantaneous and it's

under pressurised conditions.

(Line manager)

Finally, several Strategy managers commented

on what might be seen as the tension

between monitoring schools and supporting

them.While monitoring is a necessary

component, it is not the primary focus, but

rather a tool for supporting schools in their

own improvement.
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In the end, I approach the schools and ask

"Do you want us to work with you? These

are my reasons for asking..Here is the

evidence." .But I'm not going to.force it. In

the end, this isn't an inspection process;

we're trying to help.

(Line manager)

Target Setting

iLEAs are the mediating body for target

setting between the schools and DIES. For the

most part, we have found that LEAs negotiate

the targets with their schools but vary in

terms of the flexibility they allow.Targets are

often based. on past performance on Key

Stage tests as well as other data that are

available within the LEA, and, in many, targets

follow a systematic process of analysis and

discussion.

The headteacher and link adviser jointly

consider the attainment of all pupils, as well

as differences between boys and girls,

individuals and groups, as a result of the

analysis that we get. 14-ii look at the

relationship between teacher assessment

and test level, and we consider the actual

attainment in relation to target level. After we

finish the analysis, we identify interventions

and propose targets for next year.

(LEA strategy manager)

Although LEAs and schools dedicate a good

deal of time and effort to setting targets, this

remains a contentious area for many reasons.

We discuss the use and interpretation of the

targets elsewhere in the report but, at this

stage, point out that there are some tensions

involved in target setting. Some LEA

personnel felt that the attention to targets and

to test results was diverting attention from the

focus on pupil learning.

In a prior report, we identified another role of

LEAs in relation to targets LEA personnel

have been instrumental in helping teachers

and headteac.hers move beyond an exclusive

focu.s on numerical targets that are, to some

extent, imposed on schools. Consultants and

advisers, with support from regional directors,

have increasingly fostered the use of

curriculum targets for planning programmes

and working with children. Once again, we

found that they helped schools use assessment

and curriculum targets to plan and develop

appropriate interventions to move pupils

forward.

1,14r did a lot of work, saying assessment

isn't about tick sheets and boxes. It's about

you knowing where your children are HOW.

What do you want to do next? Also we're

trying to skill up co-onlinators, saying that

they also need to have a picture of what are

the key issues across their school and how

Can they actually move those forward.

(Literacy consultant)

Support j.'or Using Data in Schools

LEAs also play a substantial role in the extent

of and nature of the use of data for decision-

making in schools. DIES, Ofsted, QC.A and

other agencies produce and distribute many

reports for schools, LE.As and the country as a

whole, and LEAs and schools collect data of

various kinds to support their Education

Development Plans. Some LEAs are very

adept at organising, developing and using data

for strategic decision-making and planning for

improvement, and have attempted to provide

assistance to schools in the use of data. In these

LEAs, advisers and specialised technical staff

produced detailed analyses of results, often

with longitudinal comparisons and value-

added measures for the schools in the LEA.

They also worked in partnership with schools

to support staff in their use and understanding

6.5
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of the reports that they produced as they

planned for school improvement.

I try to produce evidence for the schools and

report it so that it makes sense to them.

(LEA adviser)

We've. got clusters of schools and we get

them together to look at their data and see

what they should be doing.

(Literacy consultant)

Support for School Improvement Networks

in an earlier report, we suggested professional

learning communities as a mechanism for

strengthening the profession and fostering

continuous learning among educators. At that

stage, we saw the potential for such networks

in. the regular subject-specific meetings of

literacy and mathematics co-ordinators

occurring in some LEAs. More recently, it

appears that a number of LEAs have fostered

fora for teachers and headteachers to discuss

and work. with elements of the Strategies as

they are evolving. Many of the co-ordinator

meetings, for instance, look more like

professional learning communities and less

like top-down training and information

sessions than they did in the early days of

implementation. We often heard that the

centrally organised headteacher conferences

led to headteachers deciding to continue

meeting their LEA colleagues in a context in

which topics would arise from local concerns.

Teaming across schools is another networking

approach that is particularly helpful for small

schools with only one teacher perYear group

where collaborative planning might otherwise

be difficult. In some LEAs, opportunities to

work together can lead to outcomes that will

be useful to other schools as well as to the

participants:

1,6
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We've used lots of teachers from different

schools and brought them together to work

on exemplar materials.

(Numera.cy consultant)

Such encouraging signs of growth, however,

should not obscure the lack of progress in

other. LEAs:

I know that in some LEAs there are regular

co-ordinator meetings. We T tried to organise

some but there isn't a culture within our

LEA fir doing it.

(Numeracy consultant)

Leadership Development

As we mentioned earlier, school leadership

has become a central issue for attention in.

schools.The national directorate of NLS and

INS has already held regional conferences

for headteach.ers and the DfES is planning

to focus attention on leadership in the future

through the work of the National College

of School Leadership. In our interviews, we

heard about the importance of leadership

for the success of the Strategies.

The head's role is crucial. Where schools are

doing really well, and it's embedded, and the

schools are able to take on new initiatives in

literacy without balking, it's because there is

good leadership in literacy and for the stuff

generally. We also have a lot of schools that

are very weak on leadership and we do a lot

of bolstering.

(Literacy line manager).

LEA personnel also talked about leadership

concerns and about how they were

attempting to rectify the problems that they

saw in schools. Their concerns were often

expressed as a combination of"no whole

school agreement on. how to move forward
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to implement the Strategies" and "low morale

among the staff."

Consultants aren't going to make a

difference in what's happening in that school

because it a leadership issue. ...Teaching

the teachers about the fiindamentals of

grammar isn't going to do anything in the

lono term

(Literacy strategy manager).

Sometimes we sec good practice at the level

of the classroom but no whole school

approach. And the heads are sitting there

thinking "This has nothing to do with me."

It's simplistic thinking to believe that they're

going to be converted.The world doesn't

work like that.

(Numeracy consultant)

When these situations occurred, the LEAs

often made a concerted effort to strengthen

both accountability (through the link adviser)

and support (through consultants).They also

felt that the conferences for headteachers

were useful but were not always enough,

so some LEAs were augmenting them with

local sessions for headteachers.

There's a one-day conference on managing

the Literacy Strahgy in the autumn termfor

all heads. And as a result, heads asked if

they could have more specific subject-related

literacy training.They felt that they didn't

know enough. So we ran a day for them.

(Literacy line manager)

At times, however, LEA personnel were less

than optimistic about the likelihood that they

could actually change the orientations or

practices of existing leaders.

When they don't have a vision or a long-

term plan, it doesn't happen overnight. When

you've got these short-term remedies, they

aren't going to work. It takes a lot more.

(LEA line manager)

Although the contribution of the headteacher

is critical, the Strategies have also stressed the

importance of developing shared leadership in.

schools, especially through the role of subject

co-ordinator.

Co-ordinators' management in the Strategy

was log needed and givig them some

training went down really well.

(Literacy consultant)

LEA Leadership for NLS and NNS
ILE.:A.s have been pivotal organisations in the

success of the Strategies to date, taking

considerable responsibility fbr day-to-day

management and implementation. in this

section we provide further data about how

LEAs were exercising leadership in relation

to NLS and NNS and about their capacity

to take the lead in the fixture.

Consultant Views

We look first at consultant perceptions

of LEA leadership.Table 4-3 indicates the

percentages of consultants who agreed with

survey statements about various dimensions

of the planning arid action within their LEAs.

7
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'NLS and'Nnisi Consultant
Statement
This LEA is supportive of the principles of the Strategy.

Leaders in this LEA demonstrate high expectations for

work with pupils in literacy/mathematics.

Leaders in this LEA see literacy/mathematics as a very

high priority.

This LEA provides schools with assistance in setting

curricular targets for literacy/mathematics teaching
and learning.

Leaders in this LEA (advisers, line managers, CEO, etc.) have

a clear vision for literacy/mathematics learning in schools.

There is coherence in this LEA between policies for

literacy/mathematics and other policies.

Leaders in this LEA encourage teachers to consider

new ideas for teaching literacy/mathematics.

Leaders in this LEA model a high level of professional

practice in relation to the Strategy.

This LEA encourages and supports collaborative work

in literacy /mathematics across schools.

Responses, while generally positive about the

situation in LEAs, were somewhat mixed,

with a relatively high proportion of

consultants indicating that they were

undecided about how to describe their L.EA.

LEA leaders (advisers, line managers, CEOs,

etc.) were seen as supportive of the principles

of the. Strategies (particularly NNS) and as

setting high expectations for pupils in literacy

and mathematics. Consultants agreed that

LE.A leaders saw literacy and mathematics as

high priorities and provided schools with

assistance in setting curricular targets. About

60% agreed that LEA leaders had a clear

vision for literacy or mathematics learning in

schools. On the other hand, only half of the

consultants saw coherence in. the LEA

between policies for literacy or mathematics

and other policies. Fewer than two-thirds of

the consultants felt that their leaders

encouraged teachers to consider new ideas for

vs

Strategy
Literacy
Numeracy

Literacy

Numeracy

Literacy

Numeracy

Literacy
Numeracy

Literacy

Numeracy

Literacy

Numeracy

Literacy

Numeracy

Literacy

Numeracy

Literacy

Numeracy

% Agree
79

90

82

79

79

73

80

75

57

63

49

50

59

64

55

58

60

47

literacy and mathematics teaching or

modelled a high level of professional practice

in relation to the Strategies. A higher

percentage of literacy consultants felt their

LEAs encouraged and supported collaborative

work in literacy and mathematics across

schools than did numeracy consultants.

Consultants also responded to a number of

items about LEA support for the work of

literacy and numeracy consultants. Results

are summarised in Table 4-4.

Again, responses were somewhat mixed,

probably because LEAs are quite different

from each other in the structures and supports

provided. Although the majority agreed that

they got consistent messages about their role

from advisers and managers, about one-third

of literacy consultants either disagreed or

were uncertain, as were just over one-fifth
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Table 4-4 `LEA Atfor COrisOltints: Cons
Statement

I get consistent messages about my role
from advisers and managers in my LEA.

In our LEA, there are enough

literacy/numeracy consultants to provide
necessary support to all schools.

I have sufficient opportunities to work

with colleagues in my LEA.

My line manager encourages me to

learn from colleagues in other LEAs.

of numeracy consultants. Perhaps not

surprisingly, about half the respondents

thought the number of consultants was too

low to give schools the support needed. Given

the importance of networking and informal

learning, the fact that only about half the

respondents agreed that they had

encouragement and sufficient opportunities

for working with colleagues within and across

LEAs suggests sonic room for growth.

Constraints and flexibility for LEAs

In our visits to LEAs, advisers, although

supportive of the Strategies, nonetheless often

noted the constraints under which they

operate.They pointed out that requirements

from central government (and the Literacy and

Numeracy Strategies) do not always coincide

with their judgements about what would make-
sense for their schools, for instance in terms of

setting targets or offering training. Similar

concerns were noted in a study of the role of

LEAs in school improvement (Derrington,

2000). Although the DIES principle of

"intervention in inverse proportion to success"

applies to LEAs as well as schools, some LEAs,

although in general agreeing with NLS and

NNS priorities and approaches, felt they

needed more flexibility. Of these, of course,

some may have a more accurate view of their

own capacity than others.

Strategy

Literacy

Numeracy

Literacy

Numeracy

Literacy

Numeracy

Literacy

Numeracy

nts' Pe on

Agree Undecided Disagree

66 12 21

78 9 13

31 17 53

39 16 46

50 16 34

54 18 28

60 15 25

52 27 21

Other LEAs felt they had the flexibility they

needed to tailor policies to fit local needs. In a

few cases, LEA spokespersons indicated that

they simply went ahead and made minor

adaptations without notifying regional

directors. In other cases, the flexibility may

have come through the regional director.

Regional directors themselves noted

differences among their colleagues in

terms of scope given for local initiative.

LEA leadership for the future

In our earlier reports, we mentioned the

difficulty of finding the appropriate balance

between central and local responsibility

for refiarrn.With the Strategies, the initial

impetus, direction and planning were entirely

central, with LEAs given responsibility for

implementation. Regional directors reinforce

the idea of a continuing and perhaps

increasingly autonomous role for LEAs

in the future.

? 5
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There has been a remarkable change in how

proactive LEAs have become in a support

and challenge role. _The difficulty is how

and when to pass over ownership. ... It's not

my job to do it for them, the aim is to be

moving them toward more stfsustaining

systems so they can do the same with their

schools.. We are too remote from the schools;

it not realistic to think you can work as a

national agency directly with the schools.

(Literacy regional director)

LEAs have a critical role long term; you

remove the national layer and regional layer;

and it continues at the LEA level. It

definitely does need to be broader than an

individual school level, so why not the

LEA, which has a number qf statutory

obligations that will continue.

(Numeracy regional director)

ITT Regional Directors and
Their Work with ITT
Institutions

Initial Teacher Training and the
Strategies
In our first annual report, we pointed out that

new teachers are a long-term investment.

The appointment of six regional directors with

specific responsibility for initial teacher training

was a welcome and much-needed extension of

the Strategies' infrastructure. In the two years

since their appointment, these regional directors

have worked to strengthen the links between

the Strategies and teacher training providers.

ITT institutions have been in a different

position from LEAs, in that they receive no

additional funding for the Strategies and thus

have not been under the same pressures to

implement them.The main focus of the ITT

regional director work has been to support ITT

providers in developing courses to ensure that

all newly qualified teachers are fully prepared to
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teach primary English and mathematics in line

with the Strategies and with the National

Curriculum.As well, the regional directors have

served as liaison between the Strategies and the

Tea ch.er Training Agency (rrA).TTA standards

for qualified teacher status recently have been

revised; the standards now include a

requirement that new primary teachers know

and understand "the frameworks, methods and

expectations set out in the National Literacy

and Numeracy Strategies" (Teacher. Training

Agency, 2002).

Role of ITT Regional Directors
The work of the ITT regional directors

differs in some important features from that

of their colleagues who work directly with

LEAs. Most significantly, because they have

few "levers" to influence higher education

institutions, ITT efforts are necessarily

weighted toward support rather than pressure.

The Strategies have no monitoring authority

in. relation to higher education institutions,

nor are they the source of any significant

funding for. ITT.

We don't have an official monitoring role like

(..?fsted, so its a delicate area. Qfsted inspects

and gives grades based on that inspection. It

was important to be clear that we were not

there on any kind of inspectorial role; we were

there to help and support.

(ITT regional director)

Unlike the LEAs, ITT providers don't receive

extra funding to support the Numeracy

Strategy. LEA regional directors feel they

have the right to sit in on Mulling, shadow

consultants, and ask for a breakdown of how

money is being used. We don't have the means

to do that because there is nofimding

attached. So it's more of a support role and the

pressure is done in a slightly different way

(ITT regional director)
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We have worked via support, consensus

building and persuasion including

challenging their assumptions and correcting

their misapprehensions.

(ITT regional director)

ITT regional directors often mentioned

encountering an early negative attitude

toward the Strategies from higher education

institutions. Changing this negative stance was

a challenge.

Within the ITTs there is a ,group of people

who are intractably opposed to a lot qf the

Literacy Strategy

(i`rr regional director)

When NNS was first introduced Higher Ed

was left out. For the first six months our job

was to go around to every institution and

listen to their complaints. For example, the

new materials weren't sent to the Higher Ed

Institutions that were trying to prepare next

year's teachers. On one level it was quite

easy to show them we were on their side

and could get them the resources. E44: tried

to provide whatever support they wanted,

sessions with themselves and colleagues. That

was our main support for thefirst few terms.

(ITT regional director)

An ongoing focus for both literacy and

numeracy ITT regional directors has been

strengthening the connections for ITT

providers, both across institutions and with

other parts of the education system.

141e created a network that linked every

English tutor in the country thmugh

network meetings, briefing meetings and

involving them in the production of

materials. The network is extremely

powerful, but it can only be sustained if the

structure remains in place to sustain it. in

many ways ITT teachers and students have

been outside the system, and we are working

towards a system where they are part of the

teaching and learning in schools. Unless

there is a national structure to put it into

place, that does not happen.

(ITT regional director)

ITT regional directors have undertaken. a

number of specific initiatives to support

teacher trainin.g programmes. In NLS,

higher education writing initiative involved

collaboration. between English tutors and ITT

regional directors, with. 10,000 ITT students

receiving training in all facets of teaching

writing. In their school placements, the ITT

students arid their class teachers analysed

and planned literacy lessons together, a

professional development opportunity

participants reported (in their evaluations

of the session) as very helpful. In NNS, ITT

regional directors, in collaboration with a

group of tutors, recently worked on two

projects to assist ITT providers and students.

One focused on children's errors,

misunderstandings and misconceptions in

mathematics, the other on clarifying and

strengthening the links between the

Foundation Stage (Reception) and more

formal schooling (Year I). For both projects,

participants collected together the NNS

guidance or advice about the questions, some

appropriate articles and a selection of NNS

video clips. The idea was that ITT tutors

would use these teaching resources to better

prepare ITT students for teaching

mathematics.

71



['raft/ling t Learning

impact of NLS and NNS:
Perceptions from the ridge
Policies should be judged largely in terms of

their impact the extent to which intended

outcomes have been achieved and negative

unintended consequences have been avoided

or reduced. Elsewhere in our report, we look

at other indicators of NLS and NNS impact

here we focus on the perceptions of regional

directors and LEA personnel. In general, this

group, a.11 strong supporters of the Strategies,

are convinced of the beneficial impact,

speaking about positive changes in LEAs,

schools and classrooms, as well as improved

teaching and evidence of increased pupil

achievement in literacy and mathematics. At

the same time, however, they noted factors or

conditions that limited the impact, usually

related to LEA, school or teacher capacity.

Many respondents also expressed concern.

about unintended negative consequences, in

most cases connected to undue emphasis on

target setting and the Key Stage 2 test results.

Regional Director Perceptions
of Impact
Regional directors have little doubt about the

Strategies having had a beneficial impact on

schools, and in particular on teaching.They

point out that, unlike most centrally

developed policies, the Strategies "have gone

right into classrooms and changed what

teachers actually do day in and day out."

The important thing is that someone

actually talks to the children and that's the

most common change we see now compared

with five years ago. Five years ago, nobody

was talking in the maths lessons, some

children went through a whole week

immersed in published schemes without

contact with the teacher to speak of

(Numeracy regional director)
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Regional directors also spoke of the

significance of teachers now using the

frameworks and objectives to guide their

planning and teaching. Not only does this

shift benefit pupils, but it also helps teachers

work more effectively with each other.

The Strategy has given teachers common

objectives that they know they are teaching

towards. It has Unproved the debate between

teachers because they know what they are

talking about and they are talking about the

same thing.

(Literacy regional director)

Regional directors, however, spoke candidly

about some of the factors that limit the

impact of the Strategies. In addition to the

LEA leadership issues mentioned earlier, one

challenge came up again and again.The

perception of regional directors is that

teachers' limited. understanding restricts the

depth of change in teaching and learning, as

well as the extent to which the changes are

embedded in schools.

The Strategy has not made bad teachers into

good teachers, it has made them "alright," and

not enough alright teachers have become good.

That is because we could do more about

developing teachers' understanding rather than

just getting them to implement certain formats.

(Literacy regional director)

There's a lot cif good practice out there and

you see some really good stuff But there are

many more schools where its there on the

surface. One (if the difficulties is that

teachers go on the training, they enjoy the

training, go back into schools and become

very effective in the mental starter and have

sonic nice activity for the children to do.

They think the Strategy is in place.

(Numeracy regional director)
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Regional directors frequently rnentioned

unintended. consequences related to the

numerical targets. For instance, some regional

directors noted that the targets often seemed

somewhat arbitrary and might in some cases

be seen as imposed rather than. negotiated.

While seeing some value in target setting,

many were concerned about what they saw

as undue stress on this component of

government policy.

lw reliance at the national level on test

per/i)rmance as indicators of progress creates

a tension, with too much emphasis in a

number of schools on teaching to the test.

(Regional director)

LEA Perceptions of Impact
Like their regional director colleagues, LEA

personnel expressed little doubt about the

positive impact of the Strategies, at the same

time indicating concern about the factors that

limited impact.

Consultants responding to our survey

indicated the extent to which they saw

various changes in classroom practice.Their

responses, given in Table 4-5, indicate

considerable disparity in the extent to which.

such changes were observed, with a substantial

proportion choosing undecided. Comments

from respondents suggested that this option

was often. chosen when their supported

schools varied a great deal that is, the

statement would be true of some schools but

not of others. According to their responses,

consultants thought that the majority of

teachers were setting curriculum targets for

their classes. In terms of the impact on other

subjects, consultants indicated that a majority

of teachers were using the teaching

approaches from the Strategies in other

curriculum subjects, while they were more

divided on whether the focus on literacy and

mathematics meant that other subjects got less

attention than needed.

The survey also asked consultants further

questions about impact, with responses

summarised in Table 4 -6. As Table 4-6

indicates, most literacy consultants agreed that

pupils are performing at a higher level in

reading and writing as a result of NLS.

Virtually all of their numeracy colleagues

agreed that pupils are now performing at a

higher level in mental mathematics, and a

majority agreed that pupils' written

calculations had improved as a result of

NNS." .A substantial majority of literacy

and numeracy consultants agreed that their

;Inge r lassroom Practic
Statement

Teachers set objectives or curriculum
targets for groups or individual
children in the class.

Teachers use Strategy teaching

approaches in other curriculum subjects.

The focus on literacy/mathematics

means that other subjects get less
attention than they need.

Itants erception 77
Strategy

Agree Undecided Disagree

Literacy 63 22 15

Numeracy 51 27 22

Literacy 51 32 17

Numeracy 64 31 5

Literacy 32 25 43

Numeracy 39 28 33

11 in interpreting this response, it is important to 'tow that NNS toes not encoumge the teach* of written calculations until considerably later than

had been the case prior in the Strategy being implemented.
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mpaet of NLS and NNS: Consultants' Perceition
Statement
Pupils are performing at a higher level in reading/mental
mathematics as a result of the Strategy.

Pupils are performing at a higher level in writing/written

calculation as a result of the Strategy.

The Strategy has provided helpful approaches for engaging

unmotivated pupils.

The benefits of the Strategy have outweighed the costs in

terms of teacher time and effort required for implementation.

respective Strategies provided helpful

approaches for engaging unmotivated pupils

and that the benefits of the Strategies

outweighed the costs in terms of teacher

time and effort required for implementation.

As we will see in the next chapter, many

teachers did not share this view

Beyond the surveys, in our visits to .LEAs,

consultants and strategy/line managers

expressed confidence in the fundamental

principles of the Strategies, stressing the value

of a sustained national focus and an emphasis

on the training and support aimed at

increasing teachers' knowledge and skill.

In particular, they extolled the benefits of a

common framework to guide teachers and

teaching, noting that it had "created a

structure of clear learning objectives that have

provided a direction for all schools" and

"provided high expectations of what children

can achieve." Consultants also spoke about

Strategies "refocusing teachers on how to

teach literacy and what to teach, and

improving their subject knowledge

and pedagogical skills."

LEA informants expressed similar views to

regional directors about the factors that have

limited the impact of the Strategies.

Consultants note for instance "the mass

of misunderstanding" and the "lack of
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Strategy
Literacy

Numeracy

Literacy

Numeracy

Literacy

Numeracy

Literacy

Numeracy

% Agree

93

99

88

71

84

90

87

93

confidence in some teachers who feel

unable to be more flexible," together with

"management teams not taking control of

the Strategy, in schools."They also mention

"overload on schools, especially intervention.

programmes in Key Stage 2 and "the weight

of NLS, NNS, alongside the rest of the

curriculum."

Leading the list of unintended negative

consequences is again concern. about testing

and targets, illustrated by comments such as

the following:

80

Because of the concentration on peyb rmance

tables, some schools and teachers teach to the

test instead of teaching the subject. Key

Stage tests have a distorting effect on the

development of real mathematical

understanding.

(Numeracy consultant)

There is a lack of vision at times

everything is geared towards Year 6 results.

If we don't get it happening at Key Stage 1

and early Key Stage 2 we will always be

playing catch-up.

(Literacy consultant)

ESTCOPYAVAILABLE



Chapter 4: The i ieruhour 'the Bride" (Rcgion, and LEAsj: kfrostruoure for NI.S and NNS

Perceptions of Impact of NLS and
NNS on Initial Teacher Training
The ITT regional directors gave somewhat

mixed reports on the extent to which the

Strategies had changed initial teacher training.

They all agreed that, initially at least, ITT had

been ignored, and that this lack of attention

fed into some hostility in the higher

education institutions about the Strategies.

By 2002, however, the regional directors

expressed considerable satisfaction about

progress. Certainly the inclusion of the

Strategy frameworks in the TTA standards for

newly qualified teachers will have an impact

on reacher training programmes. But more

than this formal recognition, regional

directors report much greater receptivity

and interest on the part of tutors in. higher

education, and concomitant changes in

programmes to strengthen the role of

literacy and mathematics teaching.

From.LEAs and schools, we heard varying

reports on the readiness of newly qualified

teachers to work with the Strategies. In many

cases, the variations were specific to ITT

programmes, in that graduates from. one

institution might be seen as much more

skilled and knowledgeable than their

counterparts from other institutions.We also

heard from LEA personnel that, although

newly qualified teachers (NQTs) had been

introduced to the Strategies, they still needed

time to become grounded and further

develop their knowledge and skills when

they arrived at their new schools.

From the perspective of NQTs themselves, a

recent survey (Teacher Training Agency, 2002)

found that more than 80 per cent reported

that their preparation for the National

Literacy and Numeracy Strategies was "good"

or "very good."These figures are considerably

higher than comparable figures from 2000,

suggesting more coherence with the teacher

training programmes.

Infrastructure: Looking Ahead

Emerging Issues
Although the national and regional

infrastructure has for the most part been

created since 1997, it has been skilfully

connected to existing infrastructure and other

organisations such as S.EU and the .1...EAs.

However, there is a danger in constantly

expanding the infrastructure as the numbers

of initiatives and regional directors increase,

with Key Stage 3 work and other new

programmes, some fragmentation and

dislocation is almost inevitable. For many

participants and especially for those in LEAs

and schools this may result in some confusion.

The infrastructure has been effective in

building capacity at all levels.At the same

time, this growing support network has

depleted the pool in levels below. For

instance, consultants are increasingly drawn

from the ranks of outstanding literacy and

numeracy co-ordinators at the school level,

sometimes leaving a hard-to-fill gap, while

new regional directors are increasingly drawn.

from the ranks of particularly good strategy or

line managers. Regional. directors and LEA

personnel who spoke with us were well aware

of the tensions and dilemmas related to NLS

and NNS implementation.They understood

how policy initiatives inevitably have

unintended consequences. For instance, they

indicated that targets have both positive and

negative consequences, and expressed concern

about undesired consequences such as too

much teaching to the test. Some also warn of

what one regional director articulated as "a

tendency to provide more and more to try to

meet all the needs and all the requests made

S
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on us" and how this tendency may foster

undue dependency.

The enormous variability found in LE.As

and schools raises the question of how best

to provide appropriately differentiated

accountability and capacity building for

LEAs and schools. This is not just an issue

of maximising growth and development, but

also one of making the most effective use of

scarce resources, in particular training arid

expert support.

Questions for the Future
We briefly highlight several questions that

have emerged from our examination of the

infrastructure created to date.

o What are the key principles that should

be sustained?

O What will it take to sustain changes?

o What should be the role and contribution

of LEAs?

O What should he the extent and nature of

the national infrastructure in the future?

How do we continue nwvingfimvard

without just piling more and more pressure

onto schools, with a negative result? Part

of me recognises there still is a significant

distance to go and to let people too much qlf

the hook at this stage could be giving up too

soon. I wouldn't like to be at that level

/DfES' /, making those decisions.

(Literacy regional director)

Here lies the dilemma. 614. would not have

,got as far without the /central/ direction of

"Vile will do it and it will be donerThe

question is, can it continue like that and will

it be effective? 1 don't think there's an easy

answer:PI/hat I think ;night be worth

exploring is a changing relationship for

making it happen so it not so much

telling and more working it out together.

I don't think it will happen if you hand it

over locally. But it won't be sustained if we

continue to be told what to do, how to do it,

when to do it and so forth.

(Numeracy line manager)



Chapter 5: The View from
the Schools

Highlights
The view from the schools shows the complexity of implementing such large-scale
reform on a national basis. There have been many positive changes in teaching and
learning, with NLS and NNS having had much greater effects in some schools than
in others. The perceptions of teachers and headteachers vary considerably, probably
more at the end of our four-year study than they did at the beginning. The picture is
complicated but our data do provide insights about what might account for at least
part of the variation.

Perceived impact of NLS and NNS

o The Strategies have altered classroom practice. Reported changes include a
greater use of whole class teaching, more structured lessons and more use of
objectives to plan and guide teaching. Most respondents believe that teaching
has improved considerably.

o There is less agreement from schools about the extent to which the Strategies
have improved pupil learning. The majority of teachers and headteachers believe
that NNS has improved oral/mental mathematics, but beyond this, opinions vary
greatly. Headteachers were more likely than teachers to feel that pupil
performance had improved.

o Both teachers and headteachers hold widely differing views about the
Strategies, views that can be described along a continuum. Headteachers are
consistently more positive than teachers, the great majority of headteachers
expressing strong support, with a large minority feeling more ambivalent. Very
few could be described as openly sceptical. The variability among teachers is
greater in terms of their support for the Strategies. At one end of the continuum,
many teachers are convinced of the value of NLS and, even more of NNS,
pointing to positive changes in many aspects of teaching and learning. These
teachers, although aware of limitations, have little doubt that the Strategies are
on the right track. At the other end of the continuum are teachers who express
scepticism about one or both of the Strategies. These teachers may see Strategy
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approaches as being of limited value in fostering pupil learning, or they may
believe that negative features of NLS and NNS outweigh any benefits. Between
these two extremes are teachers who acknowledge some improvements in
teaching and learning, but are uncertain about some aspects of the Strategies.
They may express doubt about meeting the learning needs of all pupils through
the Strategies or about the feasibility of implementing recommended practices.

o Based on our survey data and site visits to schools, we find that headteachers
and teachers are more supportive of NNS than they are of NLS. For the most
part, both teachers and headteachers believe that NNS has been easier to
implement and has had greater effects on pupil learning than NLS.

Motivation and beliefs about the Strategies

o Headteachers and teachers generally are motivated to help pupils learn; most
support the focus on literacy and mathematics and agree with the aims of the
Strategies.

o Teachers who express doubts with regard to NLS and NNS often agree with the
aims of the Strategies but may not see them as the most promising route to
improved teaching practice and pupil learning, creating a challenge for future
professional development and support initiatives.

o We have identified from our data several possible reasons for the ambivalence
and scepticism expressed by people in schools. These include concerns that the
Strategies do not address the needs of all pupils, doubts about Key Stage 2
national assessments as accurate measures of pupil achievement and, in some
cases, teachers' superficial understanding of the Strategies.

Individual capacity

o Across the country, there has been striking growth in teacher and headteacher
capacity in literacy and mathematics since 1998, with resource materials and
training for NLS and NNS welcomed and widely used.

o The great majority of teachers have reviewed training materials together with
colleagues or attended one-off training sessions offered by LEAs, but only a
smaller proportion have received in-depth professional development or in-school
assistance from LEA consultants.

o Teachers and headteachers feel that they have the subject knowledge and skills
to implement the Strategies effectively. Consultants and regional directors,
however, express doubt that teachers or headteachers have either the
knowledge or the skills that are required for the effective teaching of literacy
and mathematics.

Organisational capacity or situation

o Many schools are becoming "learning communities," working collaboratively,
making decisions jointly, and taking more collective responsibility for self-
evaluating (e.g., monitoring teaching, moderation or levelling of pupil work).
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o School accountability pressures continue (e.g., OFSTED inspections, national
assessments and target setting) and schools use assessment data much more
effectively than was the case at the beginning of our study. Increasingly, schools
are using data to target teaching objectives and to decide how to provide
additional pupil support (e.g., increased use of optional QCA tests in Years 3,
4 and 5, analyses of KS1 and KS2 test results).

o Schools are generally well-resourced for teaching literacy and mathematics,
with high quality materials for both and increased staffing support in
classrooms. Most schools value LEA support, particularly in-school support
from literacy and numeracy consultants.

o NLS and NNS have provided a constructive focus for discussion and planning
for school improvement in schools and, as implementation has proceeded, NLS
and NNS have focused increasingly on developing school management and
leadership capacity. Teachers generally believe their school leaders are helpful
and supportive of their efforts in relation to literacy and mathematics teaching.

Introduction
Hn this chapter we concentrate our

attention on the view from the schools.

Our focus has been how the Strategies were

understood and implemented in schools and

L.EAs, and how understanding and practice

may have changed over the course of

our study.

For this investigation, we have drawn on data

from several sources, including:

O the NLS and NNS school surveys

completed by teachers and headteachers;

O information from the consultant surveys

related to the view from the schools;

o interviews with regional directors; and

0 interviews with personnel and
observations of literacy and mathematics

lessons in the .10 schools that we visited on

a regular basis throughout the study, as

well as interviews with literacy and

mathematics personnel in the LEAs in

which these schools are located.'-

Table 5.1 shows the number of teachers,

headteachers and consultants responding to

the Literacy and Numeracy surveys and the

percentages of surveys that were completed

and returned by each group. For teachers and

headteachers, response rates represent the

percentage of completed surveys returned

from participating schools.

urn er..otTeachers; Headtea
RespondincritoNtA,anciANS:Aurveys

T-60«ika?

blitant
=

Total Percent

C5T17Q70

Total Percent

C1-17rTC96 ;Lt.-1Q0CW64

Total Percent

Literacy 1501 57% 176 79% 299 85%

Numeracy 1527 54% 197 80% 340 85%

12 1,1/ith the ten schools and associated LEAs ,, were able to observe and document the implementation ,21-NLS and NW& These sites have given is

teal intaus of the implementation of the Strategies in schools amnia the country: Quotes from these interviews provide exemplification of ideas or

obsermitions.
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Perceived impact of NLS
and NNS
We ended the last chapter with a

consideration of the impact of NLS and NNS

from the perspective of those on the bridge.

We begin this chapter at the same place

because the view from the schools presents

a somewhat different picture and one that

deserves focused attention. We consider in

this section teachers' and headteachers'

perceptions of the impact that the Strategies

have had on classroom practice and on

pupil learning.

Impact on Classroom Practice
NLS and NNS are intended to foster classroom

practices that will support increased. literacy

and mathematics learning for all pupils. in the

early days of the Strategies, we focused on the

extent to which teachers' classroom practices

were consistent with the approaches

recommended in NLS and NNS resource

materials and training. As the Strategies have

evolved, our focus is less on fidelity with the

materials and more on coherence with the

principles that underlie NLS and NNS. What

are teachers actually doing in their classrooms?

What do teachers and headteachers report as

the strengths and weaknesses of the Strategies

and why? What adaptations are being made by

teachers and by schools and why?

Our data confirmed the value of a common

framework to guide teachers, with clear

learning objectives and a common focus for

all schools. The Strategies re-focused teachers

on how to teach literacy arid mathematics and

have led to improved subject knowledge and

teaching skills.The supporting materials for

teachers (video, print, C.',Ds) are much

appreciated and used by teachers, with

particular praise for recently produced

resources that are seen as increasingly practical

En

and user-friendly. Headteachers, with support

from LEAs and the Strategy leadership, were

using the Strategies as an. impetus to create

school improvement teams and focus planning

in the school.

From the perspective of schools, however, the

limitations of the Strategies were, to a large

extent, the flip side of the strengths.The clear

structure of NLS and NNS had many benefits

providing clarity, focus and direction. When

the Strategies were taken as rigid directives,

however, or when teachers saw no scope for

using their own professional judgement about

how to teach, that same structure felt unduly

constraining. This is, perhaps, the inevitable

consequence of strategic initiatives that are

driven from the centre as NLS and NNS have

been. Because the needs and preferences of

those in schools vary widely, a common

initiative will be more appropriate to some

schools than to others.

Most teachers and headteachers indicated in

the survey that many practices recommended

in the Strategies are present in their work..

Most teachers indicated that they are using

curriculum targets in their own classes (95%

literacy; 94% numeracy). Many indicated that

both they (58% literacy; 50% numeracy) and

the children (68% literacy, 48% numeracy) are

applying elements of the Strategies to other

subject areas. Headteachers agreed that

teachers are focusing on curriculum targets

(93% literacy; 91% numeracy) and spending

more time on. literacy/mathematics than

they did before the Strategies (74% literacy;

46% numeracy).

Many teachers in our sample schools spoke

about how the Strategies had altered their

practice and that of their colleagues, not only

in literacy and mathematics, but also in other.

subjects.



Ilue Numeracy Strategy is brilliant. It's

transformed the way maths is tatight.

The way it used to be taught was basically

you taught each child, wherever the child

was.You had about 15 learning objectives

to go after, so that child might be counting

to 10, the next one you want to count to

another number, another child might be

doing a 2 times table.Y.m weren't teaching;

you were just kind °plowing around,

whereas now you know that they're

all focused on the same objective.

(Year 2 teacher)

When I do a history lesson now I talk

about objectives. I do my teaching, I focus

on my objectives, they do their work, I come

hack at the end. And talking to stuff they're

all doing that sort of thing unconsciously.

They're looking at the way they're teaching

English and maths, and they're modelling

it on that. Because it so successful, we

think we'll do it all the time.

(Literacy co-ordinator)

Many teachers and headteachers indicated

that they found NNS easier to implement

than NLS.

People find the Numeracy Strategy much

easier to work with than the Literacy.

I would certainly say that, of the two

Strategies, Numeracy has been

enormously successful in this school.

(Headteacher)

I don't know if this is true, but you feel that

when the Numeracy Strategy came out that

they were more aware of how to put it into

practice and arc more aware of what goes

on in the classroom. I think it was Jar

less regimented. Literacy was fir more

regimented and too structured I think.

(Year 2 teacher).

Chapter 5: Tht View from the Schools

Reasons for the differences in Opinion about

NLS and NNS are far from clear. We heard

repeatedly in our site visits that Numeracy

benefited from going second and "learned

from the mistakes made by Literacy." For

these individuals, NLS had been seen as rigid

and prescriptive:We also heard in some of our

schools that initial training and advice from

literacy consultants had not gone down as

well as early numeracy training but that

changes in the quality and tenor of more

recent advice seemed to have addressed this

issue to a large extent.A number of teachers

and headteachers indicated that they

immediately saw the power of NNS when

it was introduced in training sessions.

The big change that 1 made initially, my

road to Damascus. when I literally saw the

light, was at a conference for Numeracy

when they first introduced empty number

lines. I'd not come across that before and

the moment I saw that and worked with

them I Salt' the power of empty number

lines. I'd taught_for thirty years and

then suddenly somebody showed me

an empty number line.

((-leadteacher, numeracy co-ordinator)

Many teachers indicated they were less

comfortable teaching mathematics prior to

NNS, suggesting one possible explanation for

the differences in the way the Strategies were

initially received.The majority of primary

teachers had presumably developed teaching

methods for delivering the English

curriculum that they felt had been successful.

The initial introduction of the literacy hour

with its timed structure and emphasis on

whole class teaching forced a radical departure

from widespread practice for many teachers.

Whatever the reasons for the discrepancies

in how the Strategies were and are now

perceived, it is clear that most schools
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welcome more recent NLS advice that more

explicitly advocates flexibility and adaptations

to accommodate pupil needs.

Impact on Pupil Learning
Differences between the view from LEAs and

the view from the schools became obvious

when we considered survey data about

perceptions of the impact of the Strategies on

pupil learning and on engaging unmotivated.

pupils.Tables 5-2a and 5-2b show teacher and

headteacher responses to statements about the

impact of the Strategies on pupils.

The majority of teachers and. headteachers

believed that pupils were performing better in

mental/oral mathematics as a result of NNS;

iu fact, fewer than. 5% from either group felt

pupils were not.These groups, however, were

flu- from unanimous in their beliefs about the

impact of the Strategies on other dimensions

of pupil performance. As shown in Tible 5-2a,

teachers responding to the NNS survey were

generally more positive about the impact on

pupil learning than teachers responding to the

NLS survey. Fewer than one-half of the

teachers felt that NLS had improved pupil

performance in either reading or writing,

while over one-third of the teachers were

undecided and a little more than one-quarter

felt pupils were not performing better in

either. For NNS, fewer than. one-half of

teachers believed. NNS was leading to higher

perfbrrnance on written calculations, while

about the same number were undecided.

Only a small percentage felt that pupils'

performance was no better as a result of

NNS. Fewer than one-third of the teachers

felt that NLS had helped to engage

unmotivated pupils while slightly more than

one-third. either disagreed or were uncertain.

Again teachers were somewhat more positive

WHO°
Statement

Pupils are performing at a higher level
in reading / oral/mental mathematics
as a result of the Strategy.

Pupils are performing at a higher level

in writing / written calculations as a
result of the Strategy.

The Strategy has been helpful in

engaging unmotivated pupils.

Strategy

Literacy
Numeracy

Literacy
Numeracy

Literacy

Numeracy

ton
04

Agree Undecided Disagree

37 43 20

79 18 4

38

44

29

42

37

43

37

42

26

13

35

15

abl b: arty

Statement
f NLS and NNS: Headteacher Perception

Pupils are performing at a higher level
in reading / oral/mental mathematics
as a result of the Strategy.

Pupils are performing at a higher level

in writing / written calculations as a
result of the Strategy.

The Strategy has been helpful in

engaging unmotivated pupils.

52

Strategy

Literacy
Numeracy

Literacy

Numeracy

Literacy

Numeracy

Agree Undecided Disagree

49 33 18

83 15 2

39 33 29

61 33 7

41 38 21

64 25 11



about NNS. While fewer than one-half of

teachers felt NNS had helped engage

unmotivated pupils, about the same number

were undecided and a substantially smaller

percentage felt that NNS had not helped.

As shown in Table 5-2b, headteachers were

somewhat more positive than teachers about

the impact of NLS on reading and of .NNS

on written calculations, while their responses

regarding the impact of NLS on writing were

very similar to teacher responses. One-third of

headteachers were undecided about whether

NLS had improved pupil performance in

either reading or writing, or whether NNS

had improved pupil performance in written

calculations. Smaller percentages indicated

that they felt that NILS and NNS had not

had positive impacts on reading, writing

and written calculations.

The views of teachers and headteachers

are in sharp contrast to those expressed by

consultants. As we indicated in Chapter 4, a.

large majority of consultants felt that pupil

perfbrmance in reading, writing and oral

mathematics had improved as a result of the

Strategies, with a somewhat smaller majority

indicating that pupils' written calculations had

improved as a result of NNS. Again, unlike

teachers and headteachers, nearly all

consultants agreed that both Strategies had

been helpful in engaging unmotivated pupils.

Table \B
of

Chapter 5: Tht View from the Schools

Most teachers and headteachers in the schools

we visited, saw the impact of the Strategies as

positive for both pupil motivation and pupil

learning, although they also identified some

limitations or shortcomings.

They may have the individual skills that Ice

weren't perhaps as good at teaching before

using subject-specific vocabulary vowels,

consonants and all that, but in terms of

actually being confident at reading and

story writing,1 don't think it's as

strong as it used to be.

(Year 2 teacher)

There is no tinse fir consolidation in maths.

The less able find the required pace too

quick.M need so much time fiv

revision and this is not considered.

(Fleadteacher)

Costs and Benefits of the Strategies
The teacher and consultant surveys included

a statement about the relative costs and

benefits of NLS and NNS. Differences were

evident in. the opinions of these two groups

about whether the benefits of the Strategy

outweighed the costs, both in terms of

the teacher time and effort required for

implementation (as opposed to any financial

costs).7flible 5-3 shows the percentage of

teachers and consultants who agreed that the

benefits outweighed the costs for .NLS and

NNS respectively.

erand COnsUltant Peiceptions of Cost and Benefits

The benefits of the Literacy Strategy have outweighed the
costs in terms of teacher time and effort required for
implementation.

The benefits of the Numeracy Strategy have outweighed
the costs in terms of teacher time and effort required for
implementation.

L.; t
(1)

10 40
Teachers Consultants

31 87

51
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Teacher and consultant views show similar

disparities to their views on the impact of the

Strategies particularly for N.LS, where only

a third of teachers agreed it was worth the

efirt, as opposed to nearly 90% of

consultants.

The discrepancy in teacher opinion about the

Strategies' impact on their classroom practice

and on pupil learning is worth noting. While

most teachers indicated they are using

elements of the Strategies in their classrooms

(e.g., explicit learning objectives and

curriculum targets), most are ambivalent or

sceptical about the benefits for pupil learning

other than in oral/mental calculations.

While the discrepancy appears contradictory,

it may reflect that many teachers believe that

it will take time for changes in classroom

practice to impact on pupil learning.

Pupils now can manipulate the ink' unation

they've got. It's hard to measure that but

you see it on a day-to-day basis. It may

have an effect on their achievement levels

down the road a bit. Hopefully the best

effect it will have will be on their attitude

towards the subject.

(Literacy co-ordinator)

Because of these marked contrasts between

teacher, headteacher and consultant responses

to the Strategies' impact on pupil learning, we

were particularly interested in understanding

more about how teachers and headteachers

understood the Strategies and the impact on

schools.We have used our original conceptual

framework of motivation, capacity and

situation as lenses to examine how schools

experience the Strategies. While the

distinction is useful for the purpose of

analysis, in fact, motivation, capacity and

situation (or organisational capacity) are

84

inextricably intertwined, making it difficult to

discuss one in isolation from the others.

Motivation
Motivation to change is an important part

of implementing any new initiative.Thachers

must first develop motivation to start

exploring and using the new practices. Later,

they must feel motivated to continue with

the changes, adapting as necessary to address

changing conditions. As we indicated in our

second annual report, we found that much of

the early implementation of NLS and NNS

was prompted by incentives like funding,

targets and inspections. Such motivation is

sufficient for getting an initiative launched,

but for it to continue, teachers have to

develop more commitment to the initiative

itself. In the case of the Strategies, we would

expect that teachers would come to see these

initiatives as more effective vehicles for

delivering curriculum objectives than other

methods that are available. As we show in the

section below, this has happened with many,

but riot all, teachers.

Building the motivation to sustain. innovation

and continue to change in response to new

developments over time is even more

challenging. Such motivation requires a

belief that there is always more to learn and

more to do to enhance learning.This kind

of motivation is dependent on both. personal

commitment and effective leadership. As the

Strategies mature, we have been watching for

indications of this kind of motivation, with

teachers and headteachers riot just

implementing the Strategies, but engaging in

continuous learning and adjusting practices to

improve pupils' skills in literacy and numeracy.

The teacher, h.eadteacher and consultant

surveys and our interviews were designed to
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assess respondents' motivation to continue

using the Strategies, and, more significantly, to

continue with the changes undertaken as a

result of the Strategies. After three years of

NNS and four years of NLS, what do we find?

What emerges is not clear-cut. As we will

show, the data reveal a complicated picture.

Support for NLS and NNS
Table 5-4 summarises teachers' responses

to survey items regarding support of

the Strategies.

As can be seen in Table 5-4, teachers generally

responded positively to four of the items that

are probable indicators of their ongoing

motivation to implement the Strategies.

In particular, they indicated that the aims of

the Strategies were clear and that, for most

teachers, these aims were consistent with their

own.A clear majority of teachers felt that

their teaching of mathematics was more

effective because of NNS and many indicated

that NNS made their teaching more satisfying

and engaging. The picture for literacy was not

as positive.While a majority of teachers felt

that their teaching was more effective because

of NLS, a substantial minority were uncertain

or disagreed with. the statement.When asked

about whether NLS made their job more

Chapter 5: The. View from the S,:hools

satisfying and engaging, respondents were

divided just over one-third agreed, just

under one-third disagreed and approximately

one-third were undecided.

Our conversations in schools and LEAs

corroborate the findings that emerged from

the survey, with considerable support for

the Strategies and the focus on literacy and

mathematics.Teachers told us that they were

definitely spending more time on these

subjects, and that they were following the

Strategies, although often in adapted and

personalised ways. Teachers supported the

aims of the Strategies and the frameworks

and talked about the Strategies improving

both their competence and confidence.

I'm more confident teach* than ever

Literacy is something t can do well and

Maths is another.

(Year 3 teacher)

I do enjoy teaching the Literacy

Strategy and it's working

(Year 2 teacher)

Statement Strategy
Agree Undecided

tYo

Disagree

The aims of the Strategy are clear to me. Literacy 93 5 1

Numeracy 97 3 1

The aims of the strategy are consistent

with my own aims for teaching Literacy 75 16 9

literacy/mathematics. Numeracy 88 9 2

My teaching is more effective as a Literacy 57 26 17

result of the Strategy. Numeracy 74 20 7

The Strategy helps make my job Literacy 38 35 28

more satisfying and engaging. Numeracy 59 29 12

'55
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able 5-S: H dt ach port for hi% r gie
Statement
The aims of the Strategy are clear to me.

The aims of the Strategy are consistent with my own aims

for teaching literacy/mathematics.

On the whole, people are saying

"We welcome Numentcy. It's what

we've been lookindbr."

(Numeracy line manager)

Headteachers were strongly supportive of the

Strategies, more so than many teach.ers.Table

5-5 shows that virtually all headteachers

responding to the survey believed that the

aims of the Strategies were clear; the

overwhelming majority also indicated that the

aims of the Strategies were consistent with

their own aims.

Headteachers in. our site visit schools

reinforced these findings, with most indicating

that the Strategies were making a major

difference on the quality of teaching and

learning in schools. They frequently

mentioned the value of shared objectives

and expectations, a consistent approach to

teaching literacy or mathematics and the

clarity about progression from year to year.

Some also expressed the need fbr schools to

adapt materials and planning to their pupils

and their school context.

A lot off schools stuck slavishly to the videos

and the overheads. But we learned that we

choose what's important for our school. We

identif'y that through observations, throng!:

teachers' comments, through courses we go on.

(Fleadreacher)

Discrepancies in the views of headteachers

and teachers on these and other matters might

Strategy % Agree

Literacy 99

Numeracy 99

Literacy 85

Numeracy 96

be explained by the high levels of ownership

those in leadership roles develop by virtue of

feeling responsible for "improvements" across

their schools. Such findings, with headteachers

having more positive views than their teacher

colleagues about many features of schools, are

consistent with other research and survey data

(e.g., Pullan et al., 2002).

Factors Influencing Motivation
Having a structure to guide their teaching and

a clear set of learning objectives were seen, as

beneficial for teachers, who often commented

on how helpful they found the guidance from

the Strategies. One of the other reasons that

both teachers and headteachers in the schools

that we visited gave for their willingness to

continue with the Strategies was the success

that they were seeing for children. Teachers

who saw pupils engaged and learning as a

result of NLS or N NS approaches (as Table 5-

1 indicated, teachers varied considerably on

this matter) were likely to increase their own

motivation to continue with changed

practice.

Pupils really want to do the numeracy work.

And I think a lot of it, especially in Key

Stage 1, is so practically based that they get

a better grasp of the concepts.

(Numeracy co-ordinator)

Children have made progress in reading

even those from families who receive no help

at home.

(Headteacher)
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The Key Stage 1 test was certainly a very

difficult paper ...They all took the test and

they were brilliant. ... At the start qf the

year I would not have anticipated that they

would do as amazingly as they did but

again the Strategy and the way of working

helped them to move on.

(Year 2 teacher)

They'll sit down to read any kind of text

and they'll give you their opinion about it.

They are fitr more confident than they

would have been.

(Literacy co-ordinator)

Throughout our visits we have heard a range

of views abou.t NLS and NNS.The majority

of teachers and headteachers support the

Strategies and believe that teaching is more

effective as a result. However, many express

uncertainty about their value for pupil

learning. Sonic of the criticisms were what

might be expected with a new initiative,

especially one that was imposed on schools.

Initially, for instance, teachers saw NLS as

highly prescriptive.

In the early implementation, as we described

in our prior reports, teachers and headtea.chers

identified specific elements of the Strategies

that were problematic or they drew attention

to the overwhelming amount of time involved

in planning. Sonic of these issues have now

been addressed. Planning, for instance, was

seen as more manageable, with many teachers

encouraged to plan in less detail.

My discussions with the staff have been,

"Make your planning manageable. Ys, it

fulfils the criteria, but the most important

thing is for you to stand in front of those

kids, to have the energy to deliver it."

(Headteacher)

Chapter 5: The Plena from the Schools

If I had a newly qualified teacher in

September, I tvottld expect her to plan at least

for the first half term so I can see what her

preparation is like. But with the experienced

intelligent bunch I've got, it would he daft

to ask them to do a lesson plan.

(Headteacher)

After four years, some of the original teacher

concerns remain, in particular, a concern that

the Strategies, especially NLS, are rigid or do

not allow for teacher creativity. These were

mentioned most frequently by teachers arid

headteachers in our survey as limitations or

weaknesses of the Strategies. Although the

headteachers and many of the teachers in our

site schools acknowledge that the message

from Strategy leaders had changed to one of

greater flexibility in. the literacy hour, this

message had not yet reached everyone. Some

teachers were still wondering whether NLS

"allowed." them to make adaptations to tit the

needs of their pupils. Consultants saw this

perception, which many Strategy leaders

regard as a misperception, as having serious

repercussions for teacher motivation.

The very prescriptive nature of the initial

training sent out very mixed messages to

many teachers.This stifled creativity and had

teachers virtually teaching to a 15,15, 20

101i)rmat whether it was appropriate or not.

It was seen as a one-size-fits-all approach.

(Literacy consultant)

There is a lack of confidence in some

teachers who feel unable to be more flexible

within the hour They see it as a rigid

.format.

(Literacy consultant)

The clock still haunts us.

(Literacy consultant)

87
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Other concerns have surfaced or increased

over time. Of particular interest are those

dealing with teacher perception of the impact

on pupils. Some teachers, for instance, found

that the Strategies were not efTective with

many pupils who were unmotivated, difficult

to teach, or lacking in the basic skills needed

to access the learning objectives specified in

the frameworks for their year group.

The downfall in the Literacy Strategy is

that there is nothiq much on how

to motivate children.

(Headteacher)

get very frustrated with the Literacy

sometimes because I know it's going over the

heads of quite a lot of the children in the

group what I've got to teach them. And

find that they are then switching of}. Some

of them try hard to please you anyhow, but

they're just not ready.

(Year 3 teacher)

In a school like this where standards are

low, teachingli.ar 5 and Year 6s subordinate

clauses and commas and whatever else, when

they can't write all of the capital letters and

fill stops is too much.

(Year 6 teacher)

Although those knowledgeable about the

Strategies might reasonably argue that these

concerns are based on misunderstandings

and inaccurate information, such perceptions

exist, and obviously influence teacher

commitment to the Strategies. Such

scepticism, where it exists, does not bode well

for. ong term support for NLS and NNS.

Teachers and headteachers will ultimately be

responsible for maintaining the focus on

literacy and mathematics in their teaching,

incorporating the principles and the

approaches that are part of the Strategies into

88

their programmes arid continuing to adjust

their approaches as needed. If teachers are not

convinced that the Strategies are worthwhile,

there is a danger that the focus on improving

literacy and mathematics will erode.Although

there is strong support for. NLS and NNS in

many schools, the persistence of large

proportions of wavering or doubting teachers

demands continuing attention in the next

phases of work. In the final analysis, if

teaching practices continue to evolve toward

the Strategies' models of effective teaching

without pupil learning improving also, the

teaching models will be called into question

and will need to he revisited.

A continuing area of concern is national

testing. Teachers expressed scepticism about

whether or not the Key Stage 2 national

assessments reflected real gains in achievement

and concerns about how the assessments

influenced teaching. Although we address this

issue elsewhere, we mention concerns about

the national assessments here to underline the

complexity of the issues that affect teacher and

headteacher motivation. Many teachers and

headteachers believe that children are learning

more in English and mathematics since the

implementation of the Strategies and that the

tests reflect this to some degree. Nevertheless,

in some interviews we heard that, because Key

Stage 2 tests are the focus of so much pressure

in the spring term, pupils might receive a score

that is not an accurate reflection of their

achievement. In other interviews, headteachers

and teachers suggested that learning has not

improved to the extent suggested by the

changes in results; the improvement in Key

Stage 2 scores; to some extent, reflects teaching

pupils to take tests.



There's no point in sending the child to a

high school with a Level 4 if they're not

Level 4. You're doing them a disservice. And

at the end of the day, tables and percentages

and all the rest of it isn't what matters, it's

how much progress that child's made and,

you know; it'sfrustrating really.

(Fleadteacher)

Oh their scores are better certainly they're

better: But do children know any more?

No. It's because we've taught them to

jump through hoops.

(Year 4 teacher)

have enormous problems with teaching

them exam technique, which is then used to

say "Look. This Strategy is working. Look

at the standards in this country that are

increasing. 1* can pay our teachers more

because you got higher results," But what's

that got to do with what the children have

learnt?You know? It's very frustrating.

(14eadreacher)

Our data confirm that teachers are motivated

to help children become literate and

numerate. The difficulty for a significant

minority of teachers is that they have doubts

about whether the Strategies, especially NLS,

are the most promising way of achieving that

objective. In other words, they support the

goal but not necessarily the means of getting

there.We found from our interviews that
there are considerable differences of opinion

among teachers, differences ranging along a

continuum of unequivocal support at one end

to open scepticism at the other. Teachers often

hold several of these opinions simultaneously

and many are more enthusiastic about one or

other of the Strategies.

The following descriptors characterise the

sources of teacher motivation that emerged

Chapter 5: he View from the .),:hook

from our site visits to schools and from. our

interviews with regional directors and LEA

numeracy and literacy staff. We categorise

these responses at three points along a

continuum from. enthusiastic support for

the Strategies to sceptical compliance.

Enthusiastic support:

o Shared aims with Strategies

o Perceived benefits for all pupils

Elements of Strategies fit the ways that

teachers want to teach

o Appreciate the structure of the lessons

.Believe resources are good and adaptable

o Always seeking ways to improve teaching

and learning

Ambivalent support:

Q Shared aims with. Strategies

o Perceived benefits fir some pupils, but

not all (e.g., less able, children with

special needs)

o Believe resources are good

O Believe structure is better than previous

way of teaching but may not be the most

effective methods for some pupils

Sceptical compliance:

o Believe they have no choice but

to follow Strategies

O Believe Strategies make little or

no difference to pupil learning

O Believe lesson structures are too

prescriptive

o Believe methods/resources are not

adequate or appropriate for pupils

in their classrooms

GI 7
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Teachers expressing greatest support generally

believe that NLS and NNS represent a huge

leap forward in primary schooling; many

teachers told us of all the positive changes in

their teaching and how children. are learning

more. Along the continuum, many teachers

have more un.certainty.They may describe

their own practice as changed, generally for

the better, but see both strengths and

weaknesses in what NLS and NNS have

done for pupil learning. At the far end of the

continuum there is a real scepticism on the

part of some teachers. They may believe that

teaching practice is only mildly changed by

the Strategies, or more significantly, that

children's performance has improved little.

We have no reason. to believe that these

individuals are not committed and motivated

to helping children when they express

scepticism about the Strategies, rather they

have serious doubts about whether or not

the Strategies are offering the best route

to improved learning.

It's all too much for the weaker children

because they really need a lot more work at

their level. It doesn't bring them on at all.

'1 he Strategies work much better for the

more able children.

(Year 2 teacher)

We're actually disappointed in our

achievement at this school, and we're trying

to work out why it is.Inen they, first came

in we really felt the Strategies were affecting

pupil achievement. What we've found is that

they may do something really well in the

literacy hour or in the maths lesson, but

they're still not transferring those skills to

the other curriculum areas.

(Headteacher)

9'0

When I look back, some aspects oldie

learning have dropped in sonic ways. Not

particularly in literacy and numeracy. But

what we have lost, to a certain extent, is

independent learners. Now six, seven, eight

years ago, the children in this school were

very independent thinkers.

(Headteacher)

These differences of opinion reflect the

complex. mix of individual and school factors

that make up any particular context for

implementation (e.g., pupil population,

amount of training and reflection on NLS

and NNS, school leadership, teachers' own

professional knowledge).This is where

motivation and capacity become intertwined.

For some teachers, the hesitations and

concerns may arise from a lack. of

understanding about the principles and

content of the Strategies or a lack of

confidence as they encounter the need to

develop new skills and new understandings

of the context in which they work.

We address these issues next.

Individual Capacity
The ultimate goal of N.LS and NNS is to

enhance the capacity of teachers to teach

literacy and mathematics to children so that

every child acquires the fundamental building

blocks of language and working with

numbers. The Strategies have been designed

to engage teachers and headteachers in raising

standards in literacy and numeracy, with access

to the resources, training, skills and knowledge

needed to change what happens in

classrooms. An important factor in. the

success of the implementation is the extent

to which teachers and headteachers have the

knowledge and the skills to make the changes

embedded in the Strategies and to keep the

momentum going. Although our



methodology was not designed to assess

teacher capacity in any systematic way, we

have drawn on a range of relevant data

sources, including self-reports and perceptions

of consultants, regional directors and others,

as well as items from teacher and headteacher

surveys, to provide some insights.The surveys

included items about the extent to which

opportunities were available to acquire

relevant knowledge and skill, the usefulness

of the training and support, a self-assessment

of knowledge and skill, estimates of personal

success with the Strategies, and perceptions

of the effects of the Strategies on teaching.

The LEA consultants' survey also included

items related to consultant perceptions of

teacher and headteacher capacity; responses

to those items are included here.

Teacher Capacity
Developing teacher capacity (knowledge

and skill) is a centrepiece of NLS and NNS.

Professional development opportunities

include an ever-growing range of courses and

opportunities for training and engagement

with the Strategies and related topics.

According to survey responses, most teachers

had been involved in at least one professional

development opportunity and many had been

involved in two or more. For both NLS and

NNS, the majority of teachers had

participated in training using the videotapes

in their school, and at least half of them had

attended training sessions outside their school.

(one-off or multi - session). This represents a

high saturation rate for a national programme,

especially in a country with close to

200.000 teachers.

Using training materials with colleagues had

the highest rate of participation, followed by

attending a single training session with an

LEA consultant or receiving assistance in their

own classroom from the literacy or

Chapter 5: The View from the Schools

mathematics co-ordinator in. their school.

Relatively few teachers used Strategy

websites or observed expert literacy/leading

mathematics teachers.Those who had

participated in professional development

activities rated all of them as useful or extremely

useful, with in-class or in-school support

receiving the highest ratings.

The Strategies have been. successful in

providing professional learning opportunities

for thousands of teachers. For some teachers,

even the relatively brief early training

provided by the Strategies had a powerful effect:

Afew years before NNS, .I wouldn't have

seen the need for a change in the way maths

was taught, but once 1 started going on the

training, I could see that we needed to

change the way we were teaching.

(Numeracy co-ordinator)

But, given. the scale of the enterprise, it is not

surprising that few teachers have experienced

sustained and job-embedded learning.This,

however, is the kind of learning necessary

for large numbers of teachers to become

competent arid confident about new

teaching approaches and content that may he

fundamentally different from past practice. In

our school visits, we have seen examples of

such job-embedded professional learning,

Mien sparked by a consultant spending time

in the school working closely with teachers

and headteachers on planning or assessment.

In several of our sample schools, for instance,

teachers met regularly to mark samples of

pupil work, using the descriptions of the

national curriculum levels as guides. As a

result, teachers developed a better sense of

how children were progressing. In some

schools, such collective ellbrts in moderating

marking led to the development of new

9!
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sof ei
Statement
I have developed new knowledge and skill through
implementing the Strategy.

I have the knowledge and skill I need to implement the

Strategy well.

Strategy training has helped me teach literacy/mathematics

more effectively.

I feel comfortable making adaptations to the Strategy to

fit the class.

I have the freedom that I need to teach literacy/mathematics

in a manner that I believe is best for my pupils.

Strategy % Agree

Literacy 84

Numeracy 86

Literacy 85

Numeracy 86

Literacy 64

Numeracy 77

Literacy 89

Numeracy 92

Literacy 54

Numeracy 68

Statement
nts,verceptIonso eacher .apacit

.

Strategy

Most teachers have the subject
knowledge that they need to improve Literacy

literacy/mathematics learning. Numeracy

Most teachers have the teaching skills

that they need to improve literacy/ Literacy

mathematics learning. Numeracy

Teachers I work with display a thorough Literacy

understanding of Strategy principles. Numeracy

All teachers in this LEA have received Literacy

adequate training for the Strategy. Numeracy

Teachers need detailed classroom

guidance in order to implement the Literacy

Strategy successfully. Numeracy

From my observation, many teachers in

this LEA need deeper subject knowledge
if improvements in literacy/mathematics Literacy

are to be sustained. Numeracy

Many teachers need greater pedagogical

expertise if improvements in literacy/ Literacy

mathematics are to be sustained. Numeracy

Teachers feel comfortable making

adaptations to the Strategy to fit their Literacy
classes. Numeracy

Teachers have the freedom that they

need to teach literacy/mathematics in
a manner that they believe is best for Literacy
their pupils. Numeracy

5,2
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Agree Undecided Disagree

OLE

33 28 39

21 27 52

46 31 23

39 33 29

34 41 25

45 41 13

45 30 25

25 24 51

65 23 12

60 24 17

85 11 4

88 10 2

84 12

82 15

28 35 38

36 33 30

53 26 20

59 26 15



school-wide assessment policies, largely

written by teachers.

l3oth teacher and consultant surveys asked

about the extent to which teachers are

equipped with the knowledge and the skills

to implement the Strategies and make

appropriate adaptations over time.Table 5-6

indicates the percentage of teachers who

agreed with these survey items for Literacy

and Numeracy.

The vast majority of teachers felt that they

had developed new knowledge and skill

through. implementing NLS or NNS and

indicated that they have the knowledge arid

skill needed for implementation. Most

teachers believed that they are teaching

literacy and mathematics more effectively.

Nearly all teachers indicated that they feel

comfortable making adaptations to the

Strategies but, although still a majority, a

much smaller percentage believed that they

had the freedom to teach in a manner that

they thought best for their pupils. Generally,

teachers saw themselves as having the capacity

needed to teach literacy and mathematics.

A different picture emerges from the

consultant survey.Table 5-7 shows consultants'

views about the capacity of teachers to

improve pupil learning and sustain

improvements in literacy and mathematics.

Only about one-third of literacy consultants

and one-fifth of numeracy consultants

believed that teachers had the subject

knowledge needed, while fewer than half

believed that teachers had the teaching skills

needed to improve pupil learning in literacy

and mathematics.

Consultants expressed concerns about

teachers' understanding of the principles

underlying the Strategies, with less than half

Eirti COPY AVAILABLE
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agreeing that teachers had a thorough

understanding. Fewer than half of the

consultants felt that teachers had received

adequate training in NLS, with only one-

quarter agreeing that this was the case in

NNS.Th.e majority of consultants felt that

teachers still needed detailed classroom

guidance, deeper subject knowledge and

greater pedagogical expertise. Consultants did

not believe that teachers were comfortable

making adaptations to the Strategies, but, like

teachers, just over one-half believed teachers

had the freedom they needed to teach literacy

and mathematics in the manner they thought

was best for their pupils. In our interviews,

consultants mentioned misconceptions and

misunderstandings held by some teachers and

how their lack of knowledge influences

learning for pupils.

Teachers' misconceptions about key areas,

for example, the purpose and practice of

guided sessions, have deeply affected

performance by some children.

(Literacy consultant)

There is still a mass of misunderstanding

about NLS among teachers. Many are

compartmentalising the elements

punctuation, grammar, spelling, and so on

and think a 1950s type approach is NLS.

(Literacy consultant)

Our consultants can tell by the kinds of

questions many new teachers are asking

that they don't have basic mathematics

skills or any understanding of the

principles underlying the Strategy.

(Numeracy line manager)

Such responses from LEA personnel draw

attention to the differences between their

expectations for the continuing improvement

of literacy and mathematics and teachers'

2 9

93



Watching it Learning

perceptions. Most teachers indicated that they

believe they have the knowledge and skill to

implement the Strategies well, perhaps

because they are delivering literacy hours and

mathematics lessons to pupils on a daily basis

with apparent success.This is not to say that

most of these teachers would not see the

benefits of further training and professional

development around the use of the Strategies.

However, some teachers may feel they have

fully implemented the Strategies, but may

lack awareness of the underlying principles

(perhaps partly due to the early emphasis on

the structure of lessons, e.g., the 'clock.' in the

literacy hour). Or some may lack subject

knowledge that will limit their further

improvements. Not knowing what they don't

know, these teachers will have made the easier

changes required by the Strategies and may

not recognise that many changes and more

knowledge are still required. For these

teachers, unaware of their own learning

needs, the sense of urgency that accompanied

the introduction of the Strategies may have

passed as well. Other studies of large-scale

reforms that address teaching practice (e.g.,

Cohen & Hill, 2001) corroborate these

conclusions, finding that teachers often failed

to realise what was involved in sophisticated

teaching or curriculum reforms. Missing the

underlying principles, they tended to

implement the changes in superficial ways,

without an awareness of what would be

needed for a profound change in practice.

Teachers need a good knowledge of literacy

and mathematics, as well as an understanding

of how children learn.They need to adapt and

deliver the Strategies in ways that are

appropriate for the particular children in their

schools and yet remain true to the underlying

principles. The consultants' surveys and our

interviews with headteachers, regional

directors and LEA line managers point to a

5,4
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need for ongoing and deeper learning on the

part of teachers, a view shared by many

people, including teachers, that we
interviewed.

7here's another layer missing and that's

the understanding of how children learn

from the teacher, and how teachers teach

their children to learn. In other words,

take the Strategies on board, but there's

another bit that's got to go with them

to make then: even better

(Headteacher)

This school has a relatively young team,

a team of "national curriculum technicians."

They are very good at bashing out the

curriculum, but they need to work on

looking at where children are at, listening

In their needs.They still have a lot to

learn about how children learn.

(Headteacher)

think it's important to have a training

programme that continues. We always need

to be reminded on a regular basis qf ways

in which we might use the Strategies.

(Year 6 teacher)

Our observations of a variety of literacy and

mathematics lessons in our sample schools

corroborated these views. We watched

teachers who demonstrated expert knowledge

and skill at reaching their planned learning

objectives, pitching questions to pupils at just

the right cognitive level to prompt learning

while boosting confidence and motivation.

For these teachers, planning was complete but

flexible.They made adjustments during

classroom lessons as they took "readings" from

pupils and were able to alter their teaching

and their plans for the plenary part of the

lesson based on that feedback. Other teachers,

however, moved through their planned



material using the structures of the Strategies,

without making the adjustments that might

have brought pupils' attention more fully to

the learning objectives for the lesson,

seemingly unaware of pupils' gaps in

understanding or lack of engagement.

These same teachers felt strongly that

they were "following" the Strategies.

The teacher stuck rigidly to everything.

She didn't want to change anything so that

at least she fit that she was doing what she

was supposed io be doing.

(Numeracy co-ordinator)

Strategy leaders recognise that a rigid

adherence to the surface features of the

Strategies without deep understanding of the

content and the pedagogical prin.ciples is not

likely to improve teacher effectiveness or

pupil learning. in addition to training, many

teachers will need opportunities to deepen

understanding of the content and the

pedagogy, and to consolidate the new

learning in a larger framework of

teaching and learning.

What they need is time to reflect on their

practice and develop and that conies from

all the initiatives, everything to do with the.

Strategies, the assessment, everything,

performance in the classroom all have

to do with quality of teaching.

(Numeracy consultant)

You've got to know it's not only your

planning of that lesson, its your overall view

of where it's going, and your knowledge of

what the children have done beforehand.

That has got to be in there as well.

(Literacy co-ordinator)

Teachers in several schools found it useful

(although sometimes stressful as well) to

Chapter 5: The View from the School.,

observe in each other's classrooms and provide

and receive constructive feedback. In several

schools there was a growing culture of

professionalism and accountability that

included regular monitoring of classroom

teaching by the subject co-ordinator and the

headteacher, often in all subjects, not only

literacy and mathematics. Many schools had

formally scheduled monitoring and

co-ordinators were given non-contact time

for monitoring and feedback to teachers.

School team leaders monitor and provide

supportive feedback to teachers on classroom

reaching and organisation.

(Headteacher)

There is a culture of observing now7-eachers

don't think anything about people coining in

to observe.The staff are more open.They

talk about things. They're prepared to say

what works and what doesn't work.

(Literacy co-ordinator)

The following descriptors summarise the

dimensions of teacher capacity that emerged

from our interviews and observations in the

ten school sites we visited, and from

interviews with regional directors and LEA

literacy and ntuneracy leaders.These

dimensions are not discrete categories but

represent examples along a continuum of

teaching effectiveness.

Highly effective teaching:

Excellent subject knowledge

O Effective pedagogical practice

O Constant ongoing assessment of whether

learning objectives are being met

O Lesson planning that is based on pupils'

previous knowledge

9.5
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o Ongoing adjustments to teaching based

on pupil uptake of objectives

O Appropriate adaptations to improve

teaching and learning for all pupils

Moderately effective teaching:

O Some gaps in subject knowledge, often

more so in either literacy or mathematics

o Tendency to stay with structured formats

more closely where teachers feel less

comfortable with their teaching

o Less continuous assessment of pupil

outcomes throughout lessons

o Less adaptation of Strategies to make

learning objectives accessible to all pupils

Less effective teaching:

o Significant gaps in subject knowledge

O Little or no ongoing assessment of pupils

o Planning that does not take into account

what pupils already know

o inappropriate adaptations based on

pupil needs

o Inability to adjust teaching during

lessons to take account or pupil uptake

of objectives

Headteacher Capacity
The headteacher surveys also included

a set of questions related to their own

professional learning and individual capacity

in connection with the Strategies and about

capacity to implement the Strategies in.

schools. Like the teachers, almost all

headteachers had participated in some kind of

professional development.The most frequent

activities were using training materials in

discussion with colleagues (85% literacy; 88%

numeracy), attendance at headteacher

5,6

conferences (73% literacy; 76% numeracy)

and assistance from an LEA consultant

through training sessions (56% literacy; 62%

n.umera.cy) or support in the school (71%

literacy; 53% numeracy). Like the teachers,

headteachers indicated that the various

activities in which they had participated were

useful, but again relatively few headteachers

had participated in many of them.

Table 5-8 indicates percentages of

headteacher responses who agreed, were

undecided or disagreed with survey items

about their own capacity to implement

the Strategies.

Headteach.ers, like teachers, felt that they had

the capacity for implementing and supporting

NI S and NNS and that they had adequate

opportunities to clarify their roles in

implementing each of the Strategies. About

one-half of headteachers felt that the

Numeracy Strategy required new leadership

practices while more than one-third felt it did

not.A higher proportion of headteachers felt

that the Literacy Strategy required new

leadership practices while a little more than

one-quarter did not. About one-half of

headteachers felt that they had chances to

practise and refine new management skills

for both Literacy and Numeracy.

We also asked consultants about headteachers'

knowledge of the principles underlying the

Strategies.The results are summarised in

Table 5-9.As they had with the teachers, the

consultants offered a different perspective on

headteachers' capacity Only about one-

quarter of them felt that headteach.ers had a

thorough understanding of the principles of

the Strategies and about one-third actually

disagreed with this statement for both

Literacy and Numeracy.

1 0 2
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I have the knowledge and skills I need
to support staff in implementing the
Strategy.

I have had adequate opportunities to

clarify my role in implementing the
Strategy.

The Strategy has required significant

new leadership or management
practices on my part.

I have had opportunities to practise

and refine any new management skills
required for managing the Strategy.

: 1

Statement

Headteachers in my LEA display a
thorough understanding of the
principles of the Strategy.

If consultants' views represent a well-

informed assessment of the current status of

NLS and NNS implementation in schools,

there is a great deal of additional work to be

done. From the consultant perspective,

teachers and headteachers are just touching

the surface of what the Strategies intended

and are ill equipped for the more complex

challenges faced in the next stages of this

national initiative. On the other hand, given

that consultants spend much of their time

working with. teachers and headteachers in

less successful schools, they may underestimate

the level of expertise in these groups.

mg thiiiStiat

Agree Undecided Disagree

Literacy 80 14 6

Numeracy 89 10

Literacy 72 22 7

Numeracy 71 23

Literacy 60 14 27

Numeracy 48 14 37

Literacy 49 33 18

Numeracy 49 32 19

-40-tt

Strategy
Agree Undecided Disagree

Literacy 27 37 36

Numeracy 27 41 32

Situation or Organisational
Capacity in Schools
Our framework indicates that in addition to

motivation and individual capacity, the extent

to which teachers change their practices with

the implementation of the Strategies will

depend on the situation in which they work.

As we pointed out in our second report, it is

useful to think of situation in terms of

organisational capacity. To acknowledge the

school as a unit of change implies that its

capacity is more than the sum of its individual

members' capacities (fo instance, Newmann,

King &Youngs, 2000; Stoll & Earl, in press).

This means that teachers and school leaders

must learn to exercise their individual

knowledge, skills and dispositions to advance

the collective work of the school (King &

Newmann, 2000).
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We suggested in our earlier reports that

sustainable school improvement based on

N.LS and NNS is much more likely if schools

are able to operate as learning communities

with the capacity for continuous change and

improvement. During the final year of the

evaluation we were looking for evidence, in

both surveys and school visits, of indicators

of organisational capacity. Such indicators

include collaboration or working together,

leadership, use of data for decision-making,

school organisation and resources.

Working Together in Schools
The surveys of teachers and headteachers

included items about the working

relationships within the school, particularly

in relation to planning and collaboration

for NLS and NNS.Table 5-10 indicates the

percentage of teachers and headteachers who

felt that positive working relationships among

staff and positive expectations for pupils'

success were present within their school.

Headteachers in particular agreed that,

within schools, teachers worked together,

built on one another's strengths and felt a

responsibility for work in the school as a

whole. leachers generally agreed with these

items, although a higher percentage was

undecided than was true for headteachers.

Most teachers and headteach.ers indicated that

teachers in their school believe all pupils can

succeed. Headteachers were asked about staff

involvement in decision-making around the

Strategies. A clear majority of headteachers

(over 85%) reported, for both NLS and NNS,

that staff were fully involved in the setting of

Key Stage 2 targets and that there was wide

participation among staff in decision-making

around the Strategies.

Teachers were asked about their involvement

with teachers from other schools to work on

plans or programmes for literacy and

numeracy.Very few teachers report working

on literacy (16%) or numeracy (13%)

activities with. colleagues from other schools.

Consultants were also asked about the

working relationships among teachers in

NLS and NNS.Their responses are

summarised in "Thble 5-11.

.A comparison of the responses of teachers,

headteachers and consultants to the

question about colleagues working together

in schools shows some differences of opinion.

Consultants saw less collaboration in

schools than did teachers and hea.dtea.chers.

Consultants agree with teachers that there

4.Srible 1 O a

Statement
p qty of: Sc

Colleagues build on one another's

strengths in implementing the Strategy.

Colleagues work together to implement

the new classroom practices
recommended by the Strategy.

Teachers feel a sense of responsibility

for work in the school as a whole,
not just in their own classrooms.

Teachers in this school believe that

all pupils can succeed.

98
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Strategy % Agree

Teachers Headteachers

Literacy 72 86

Numeracy 72 85

Literacy 81 92

Numeracy 82 98

Literacy 68 91

Numeracy 67 90

Literacy 88 85

Numeracy 86 86
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Tablex Oifaultants'i er'oeptiOnaptilifOrking Relationships of Teachera
Statement

Teachers work together to build on one
another's strengths in implementing
the Strategy.

Teachers work with teachers from other

schools on literacy /mathematics plans
or programmes.

was not much collaboration across schools,

although such cross-school work was more

commonly reported fbr literacy than for

mathematics.

Information from the 10 schools we visited

provides sonic insights into questions relating

to teacher collaboration.Teachers usually

report that they work together on literacy and

mathematics, but what such "working

together'' actually involves may vary

considerably across schools. From our

observations and interviews, it seems that

most teachers share resources for literacy and

mathematics teaching and work. together on

weekly and medium term planning. Often

this involves a division of labour rather than

collective effort for instance, two teachers

with the same Year group sharing

responsibility for weekly planning, with one

doing literacy and the other numeracy. Much

rarer is the kind of joint work that has the

roost potential for positively influencing

teaching and learning.This more powerful

collaboration requires teachers to jointly solve

problems, make plans and gather feedback

about outcomes. Such different interpretations

of "working together" may explain some

of the discrepancy between teacher and

consultant views.

In smaller, rural settings especially, teachers

sometimes expressed frustration at not having

Strategy cYo

Agree Undecided Disagree

Literacy 41 40 19

Numeracy 38 41 21

Literacy 23 24 53

Numeracy 6 18 76

the ongoing opportunities they would like to

have for discussion of issues that arise in the

day-to-day use of the Strategies.

I'll often pull the monetary consultant aside

after she's done the input and say, "Right,

this is an issue. Tell me about other schools,

what arc they doing ?" And I sat down with

her after one session and it was half past

seven heft re we left. We just talked through

issues because jo- r such a long time I've not

had a chance to bounce ideas gll- people.

(Numeracy co-ordinator)

In many schools, the issue was time.

think its just time constraints. It's not that

people don't want to get together. It'sjust

the pressures of what we're expected to

do and when we're expected to do it.

(Year 6 teacher)

Leadership
Leadership is a critical factor in the

implementation of NLS and NNS and,

perhaps more importantly, in. the long-term

sustainability of a focused, evolving and

effective approach to achieving high standards

in literacy and numeracy.A transformational

model of school leadership guided the

development of survey questions about

the contribution headteachers make to the

implementation of the Strategies (Leithwood,

105
99



Watching t Learning

jantzi & Steinbach, 1999).TransfOrmational

leadership emphasises the capacity of the

headteacher to engage others as leaders rather

than merely directing the efforts of staff

(Hallinger & Hausman, 1993).

Table 5-12 shows the percentage of teachers

and headteachers who indicated that school

leaders were fostering improvements in

literacy and mathematics ha a variety of ways.

The majority of teachers and headteachers

clearly felt that their school leaders were

giving useful feedback, encouraging

collaboration and new ideas for teaching,

demonstrating high expectations for pupils,

and modelling good professional practice in

relation to the Strategies. Fewer teachers and

headteachers felt that school leaders provided

time for teachers to work together on literacy

or mathematics activities.

Statement

Leaders in this school give useful
feedback about literacy /mathematics
teaching.

Leaders in this school encourage

teachers to consider new ideas for
teaching literacy/mathematics.

Leaders in this school demonstrate

high expectations for work with pupils
in literacy/mathematics.

Leaders in this school model a high

level of professional practice in relation
to the Strategy.

Leaders in this school encourage

collaborative work in literacy/
mathematics teaching among staff.

Leaders in this school provide time for

teachers to work together on literacy/
mathematics.

100
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Teachers were asked also for their views on

leadership practices in their school in setting

curriculum targets, in decision-making and

in developing relationships with parents in

regard to literacy and mathematics. Ilable 5-13

indicates the percentage of teachers who felt

their school leaders were providing positive

leadership in these areas.

The majority of teachers felt that their

school leaders were providing assistance to

teachers in setting literacy and mathematics

curriculum targets. However, only a little

more than. half of the teachers felt their school

leaders had created conditions that allowed

for wide participation in decisions about

literacy and mathematics, or helped develop

good relationships with parents in regard to

the Strategies.

Strategy % Agree

Teachers Headteachers

Literacy 73 85

Numeracy 73 86

Literacy 76 92

Numeracy 76 88

Literacy 88 88

Numeracy 87 88

Literacy 77 61

Numeracy 79 65

Literacy 70 91

Numeracy 64 96

Literacy 40 52

Numeracy 35 62
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Statement
Leaders in this school provide assistance in setting curriculum
targets for literacy/mathematics teaching and learning.

Leaders in this school create conditions in the school that

allow for wide participation in decisions about literacy/
mathematics.

Leaders in this school help develop good relationships with

parents as part of the school's response to the Strategy.

These data suggest that most headteachers are

doing some things right but are not setting

the stage for future improvement as well as

they might. Such improvement is likely

to require time for staff to work together

as well as close collaboration with parents.

Relatively few teachers reported seeing

these aspects of leadership in their schools.

We found, however, in our site visits to

schools, that many headteachers recognise the

significance for pupils' learning of improving

teachers' working conditions, and many were

developing organisational structures to allow

teachers time for planning, reflection and

collaboration.

I can say, hand on heart, that this school is

going forward and We're trying to improve

things. r the teachers, because if you improve

the conditions jiff the teachers, then you're

bound to improve it for the children. That;

one of the reasons why I do non-contact time

because I think ir's a gesture to the stuff to say,

"Look, I'll give you something back."

And these teachers here work their socks of

(Headteacher)

We observed in our second report that NILS

and NNS have had a significant impact on the

headteacher role. Many headteachers found

they could use the Strategies as a catalyst for

change, not only in the teaching of literacy

:I

Strategy
Literacy
Numeracy

Literacy
Numeracy

Literacy

Numeracy

% Agree
77

74

59

55

52

56

and mathematics, but more generally in

giving tbcus and direction to broader school

improvement efforts.

In the schools we visited, we became aware

of the vital contribution made by the

headteacher to the school's progress. No

school seemed able to make effective use of

the Strategies without support and leadership

from the headteacher. Where these were

lacking, even though individual teachers

might be using the literacy hour and the

three-part mathematics lesson, there would

be no shift in school-wide approaches to

planning or assessment, for instance, and little

encouragement for teachers to continue to

build their skills an.d knowledge. In one such

school, where little progress had been evident

even after two or three years, a new

headteacher re-introduced the Strategies,

correcting misconceptions and moving people

forward.Th.e renewed locus on literacy and

mathematics was one of the first steps in

improving teaching and changing the

culture of the school.

It was clear that staff were not on board yet.

The Strategies weren't being delivered.

The consultant came, we did an audit and

developed a programme of support. 1,14' went
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back to the beginning this is the literacy

how: I,14 used videos and staff meetings.

'leachers observed other teachers in the

school and began to go to other schools too.

(Literacy co-ordinator)

Headteachers can be effective in a variety of

ways. Many headteachers who are confident

about what they are doing have shown great

skill at using the Strategies flexibly, adapting as

appropriate for their pupils. Others, who may

have less expertise in literacy and mathematics

practice, are equally effective because they

recognise, support and give responsibility to

teachers with outstanding levels of knowledge-
and skill. Effective headteachers know their

teachers' capabilities and when a teacher has

the expertise to make appropriate adaptations.

Vital as their role is, headteachers cannot

provide all the leadership necessary for

literacy and mathematics. With the focus on

subject co-ordinators, the Strategies have

provided support for the development of

more broadly based shared leadership in

schools. At the launch of the Strategies,

literacy and numeracy co-ordinators,

following initial training, had responsibility for

dissemination within their schools. Many have

been highly influential in supporting their

colleagues monitoring teaching, analysing

assessment data, assisting with planning and. so

on. It is difficult, however, for co-ordinators to

play a leading role without ongoing support

from the headteacher, who can demonstrate

such support in a variety of ways. In our

schools, we heard, for instance, that regular

release time is essential if co-ordinators are to

contribute effectively to moving the Strategies

forward. In one school that had experienced

some difficulty moving forward, we heard

about the kind of support co-ordinators

were beginning to receive.
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The co-ordinators haven't been able to do

much monitoring and actually they haven't

yet got the necessary skills. They've got a lot

of skills but if they're going to go in and do

observations of other members of staff they

need to get more support in that. So a senior

link inspector has been in doing sonic work

on what a good lesson looks like. Re's done

some mining on the role of the co-ordinator,

and then he's been doing lesson observations

and videos, and then we've all sat down and

assessed. So we're getting there.

(Headteacher)

The NLS and NNS leadership recognised

the importance of these school leadership

roles by providing resources and professional

development to specifically address

management issues. Such sessions were

intended to help headteachers and co-

ordinators not only to think. more broadly

about how they could support literacy and

mathematics, but also to develop the skills to

do this successfillly.

Using Data
In our prior reports, we talked about the

importance of assessment literacy.

Traditionally, few teachers have been trained

to understand or use assessment data to

improve teaching and learning. In Chapters 3

and 4 we briefly described the kind of

support that has been provided by the

Strategy leaders and by other agencies

(e.g., Swaffield & Dudley, 2002).

During our last year of school visits, many

teachers and headteachers talked about how

they were using data to inform their

decisions. This was an. area in. which we saw

significant growth over the years of our study.

In our early visits, people often felt inundated.

with reports and information from many

sources and agencies outside the school.



Because of the association with the strong

external accountability system, data about

pupil learning and other aspects of school

performance were often seen as threatening

rather than useful.

Although the intent of much of the

communication of data to schools was to

assist th.em. with planning and programming,

schools rarely had the capacity or the time to

make effective use of all this inforination.

With. support from various sources, however,

schools have made considerable progress in

understanding and using data. Support from

LEA staff has been particularly helpful

advisers in LEAs often arrange for more user-

friendly reports that do not require readers to

have a high level of statistical sophistication.

and work with school staff in developing

whole school assessment policies. Other

sources of assistance in understanding data

have included the NLS and NNS headteacher

conferences and training for literacy and

numeracy co-ordinators. We increasingly

heard how schools were using data and

reports from DiES to focus their discussions

and planning.

III, analysed our baseline data and broke it

down into groups. 1,14? decided that there were

a je tv of them we had to watch carefilly, and

some in the middle, and some high .11yers. We

look at that when we group children.

(1- leadteacher)

Within the Strategies, the framework or

curriculum is organised around a set of

learning objectives. Both in the surveys and in

our school visits, teachers and headteachers

talked about the value of the structure and the

objectives.The organisation of content and

the focus on a clear set of objectives may be

the Strategies' most important contributions

to school improvement in. England; we heard

Chapter 5: the View from !he Schools

many times how this shift had allowed a

smoother progression for children moving

through the Year groups.

In the last report, we identified the use of

curriculum targets as a powerful organiser for

planning and focusing teaching. Within NLS

and NNS teachers have been encouraged to

set curriculum targets as a way of

differentiating teaching and. learning for

pupils. More recently, we have seen groups

of colleagues working collaboratively to use

pupil work and curriculum targets in their

planning for individual children. Many

headteachers and co-ordinators now collect

pupil notebooks and use the curriculum

targets to monitor learning, offering

suggestions to teachers about approaches that

they might consider using. Many teachers are

now more aware of how curriculum and

assessment match in their teaching.

When we analysed the pupils' work, five

found that the children who haven't made

progress were the ones who didn't bring their

reading folders in. So they've become my

main focus when we work on the carper.

(Year 1 teacher)

There is constant day-by-day assessment.

6l/hat we haven't done yet but are beginning

to work on is recording that assessment in a

quick and easy way so that it informs the

next bit of planning.

(Ileadteacher)

Teachers think more carefully about the

objectives and whether the learning has

matched the objectives as a result of the

Strategies and the assessment procedures that

have come about because of them.

(Deputy headteacher)

1 9
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The focus on using data for planning is a

recent phenomenon, proving to be a powerful

tool in professional development and school

improvement initiatives.Through the study

and discussion of pupil work, teachers deepen

their own understanding of the subject and

of pupils' learning needs. Schools have made

considerable progress and the potential for

further learning for teachers is even greater.

We have already reported on the concern

expressed by many teachers and headteachers

around the high-stakes nature of the Key

Stage 2 national assessments. It is

undoubtedly the case that the pressure

of numerical targets for pupil achievement

drove the implementation in the early stages.

However, the focus by central government on

the external target setting process may well be

distorting school efforts arid leading to

discouragement in many schools. We heard

from many regional directors, LEA staff and

headteachers that the emphasis on targets and

tests is now counter-productive.

The target setting instrument is a blunt

instrument and has been used in a few

instances to hit people over the head.

(Regional director)

Statement
We have the staff needed to implement the Strategy
successfully in my school.

We have the resources (e.g., materials) needed to implement

the Strategy successfully in my school.

The LEA provides adequate resources and assistance for

Strategy implementation.

There is a sense of community in the LEA in relation to the

Strategy and raising literacy/mathematics attainment.

This LEA has a plan for sustaining literacy/mathematics

attainment over time.

There is a distorting effect of Key Stage

tests on the development of real

matheinatical understanding.

(Numeracy consultant)

Because of the concentration on league

tables, some schools and teachers teach to

the test instead of teaching the subject.

(Literacy consultant)

While many teachers and headteachers in the

schools we visited expressed concern about

the pressure on pupils and teachers to

maximise performance on the Key Stage 2

tests, we heard less concern about Key Stage 1

testing. In some schools we were told that

Year 2 pupils receive little or no preparation

for the national tests arid many Year 2 teachers

told us they deliberately downplayed the

importance of the test so as not to increase

pupil anxiety during test sessions. Some

schools had their Year 2 pupils revise old test

papers but briefly and to a lesser extent than

their Year 6 pupils did. If it is generally the

case that there is less test preparation or

"teaching to the test" in Key Stage 1, then

those tests may be less subject to the

distorting effects of high-stakes and highly

publicised test results, as may be the case with.
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the Key Stage 2 tests.The increase in Key

Stage 1 results (Level 2b and above; see DfES,

2002a) is an encouraging sign that the

Strategies are having a positive impact on

pupil learning, even though the increase in

scores is less dramatic than fbr. Key Stage 2.

School Organisation and Resources
The headteachers' surveys contained items

about the amount and nature of the support

that was available for N.LS and NNS.

Table 5-14 shows the percentage of

headteachers vvho believed that these supports

were available in their school and LEA.

The majority of headteachers felt that

there were adequate resources and staff to

implement the Strategies and that the LEA

had a plan for sustaining them, although a

substantial minority were uncertain about

support from the LEA.This raises a question

about the number of LEAs chat are ready to

support and maintain the capacity of schools

to implement and refine the Strategies over

time. Regional directors, as reported in

Chapter 4, raised similar concerns.

In addition to staffing, resources and LEA

support, other factors influence the capacity

a
Statement

Te` an 4Headt ac

Structures (e.g., timetables, meeting
times) in this school give teachers
opportunities to work with colleagues
on literacy/ mathematics teaching
and learning.

The physical layout of the school makes

it easy for teachers to talk with each
other about literacy/mathematics
teaching and learning.

Parents are supportive of the school's

efforts in literacy/mathematics.

Chapter 5: The. Iriew from the S.:hool.,

ofschools to engage in continuous

improvement. In. the survey, we asked teachers

and headteachers about structures in the

school and about relationships with parents

as they related to the teaching of literacy and

mathematics.Table 5-15 shows the percentage

of teachers and headteachers who believed

that these supportive structures and good

relationships with parents were present in

their school communities.

More headteachers than teachers thought that

organisational structures and physical layout

were conducive to implementation and to

teachers working together, with only about

one-half of the teachers and around

two-thirds of the headteachers indicating

that the school organisation was conducive.

Even fewer agreed that the physical layout

made it easy to talk with each other about

literacy and numeracy.

Headteachers and teachers were also asked

about parents' support for the Strategies.

Around three-quarters of headteachers

indicated good relationships with parents and

support from them for the school's efforts in

literacy and numeracy, while about one-half

of teachers agreed. Headteachers were also

Perception f the LoCallSitu ti
Strategy % Agree

Teachers Headteachers '

Literacy 49 76

Numeracy 46 76

Literacy 43 62

Numeracy 39 55

Literacy 53 71

Numeracy 53 68
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asked whether they believed parents were

spending more time helping their children

with literacy/mathematics than they had

before the Strategies were implemented:

Nearly one-half of headteachers were

undecided; over one-third felt parents were

not; and only about one-fifth felt they were.

This suggests that while many school staff feel

that parents are generally supportive of the

Strategies, many do not feel that parents are

more engaged in their children's learning. In

the schools that we visited, efforts to engage

and in tbrrn parents were ongoing, with

varying levels of success.

Parents come to assemblies and I think

they're quite surprised at the sorts of things

that their children are learning and the

quality qf work they're doing and the high

expectations. They come to parents' evenings

and things, so they've learned more about

what their children arc doing, but I don't see

parents being very involved beyond that.

(Year 1 teacher)

Organisational Capacity to Support
the Strategies
In our repeated visits to our ten. schools,

we found them at varying points in their

development of organisational capacity.

In a few schools, serving quite different pupil

populations, most of the indicators of a

professional learning community were present

teachers were fully engaged in ongoing

collaborative work to foster teaching, learning

and overall school improvement. On the

other hand, a few schools were still in the

beginning stages of this development and

were more in need of external support.
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There's a little bit of teachers observing other

teachers. It's something the headteacher and

would like to develop more. If its not in

place, people are a little bit scared qf it

sometimes, but its started now with our

NQT seeing other lessons, so its something

we have talked about fir the others.

(Deputy headteacher)

The following descriptions, based on the

analysis of data from our school site visits,

summarise what we believe are the key factors

that distinguish schools with well developed

organisational capacity from those that are still

highly reliant on strong external support.

High organisational capacity is characterised

by the following:

o Effective leadership and/or an effective

school management team is present.

O Effective teachers actively support newer

or less effective teachers (rnentoring).

Subject co-ordinators are expert teachers

in their subject.

o Teachers are encouraged to adapt

Strategies to improve teaching and

learning.

They are encouraged to use professional

judgements.

O They are expected to monitor the effects

of adaptations.

O There is a culture of self - reflection:

monitoring and assessment are used

for improving teaching and learning.

O Teaching staff are relatively stable and

committed to improvement.



Low organisational capacity may be

characterised by any of the lid/owing:

O Ineffective leadership or no school

management team with little support

given. to subject co-ordinators.Whole

school policies do not exist or are not

acted upon consistently.

O Key posts (literacy or numeracy

co-ordinators) are vacant or filled by

non-experts.

O Recruitment issues mitigate against school

improvement. High staff turnover prevents

continuity in school improvement

initiatives.

o Key Stage or yearly assessment data are

used primarily to describe or categorise

pupil achievement.

o School leaders may be ambivalent,

believing, for instance, that the Strategies

work. well for less skilled teachers bu.t are

too prescriptive or stifle creativity in good

teachers.

o School leaders may be sceptical, believing,

for instance, that the Strategies have

de-skilled good teachers or taken away

teachers' professional judgement.

These descriptors have been framed in terms

of the implementation of the Strategies as that

was the focus in our school visits, although we

believe similar factors would apply in other

school improvement initiatives. These are not

the only factors contributing to the

organisational capacity of schools, but rather

were the key factors emerging from our site

visits.While a few schools that we visited

could be categorised generally as having

either high or low organisational capacity,

most were at various stages of development in

terms of these descriptors. Recruitment

issues, for instance, could be the largest major

Chapter 5: The I/ice, from the Schools

challenge in the organisational capacity of a

school that had high levels in terms of the

other factors.

The recruitment and retention for the last two

years has been so bad that if it hadn't

improved I was leaving. Because, although we

agree with the government's initiatives, to put

them in place without teachers is a nightmare.

(Ileadreacher)

Looking Ahead

Portraying Complexity:
The Strategies in Schools
The "view from the schools" as reported in

this chapter is, in general, a positive one for

the early stages of a major reform.The data

from surveys and site visits show the

complexity of implementing such a wide-

reaching reform, one intended to directly

affect what goes on in classrooms across the

country. Our respondents present divergent

views about how NLS and NNS have

affected schools, teaching practice and

pupil achievement.

Dykrential impact across schools

For most schools, the increased focus and

time on literacy and mathematics have been

beneficial.The common structure, with

common language and a set of clear learning

objectives has improved teaching to some

extent. But, beyond this, the Strategies were

implemented differently in different schools;

the impact varied dramatically, partly because

of the calibre of leadership provided, not only

by the headteacher, but also by others on the

leadership team..

For some schools in difficulty, NLS and NNS

were used as powerful levers for change. This

might he in tandem with the appointment of

a new headteacher, who used the Strategies to
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drive change, or even with a long-serving

headteacher, who, with LEA support, used

NLS and NNS and the strong external

accountability to push teachers to take notice

and begin to shift their practice. NLS and

NNS have had less impact on other struggling

schools. Some schools have been caught up

with issues of pupil behaviour or teacher

turnover and have been unable to focus

sufficiently on. the whole school planning that

i.s required. Some find it difficult to sustain the

whole school initiatives that have been

established because they are constantly

inducting newly qualified teachers or teachers

from abroad who lack training in the

Strategies. Others have left decisions about

implementation to individual teachers.

For teachers and headteachers in schools that

"got it," NLS and NNS made a big difference.

Once teachers became familiar with the

planning and. grasped the general principles

of the Strategies, they were able to take

advantage of the opportunities the Strategies

have provided.These schools also show a

good understanding of how to use data

generated internally or coming from outside

agencies and tests, to monitor and improve.

But, in other schools, to lesser or greater

degrees, the power of NLS and NNS

remains largely untapped.

Variation in teacher response

One of the striking findings emerging from

our data is the variation across teachers in

terms of their motivation and capacity in

implementing the Strategies. In this section

we offer a possible explanation fir these

differences. We base this argument on the

analysis of data from our site visits to schools

and their LEAs; it reflects our observations

and information from interviews with

teachers, headteachers, deputy headteachers,

literacy and numeracy co-ordinators, and
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other school team leaders. Since all ten of our

site schools were using the Strategies to

deliver literacy and mathematics throughout

the school, our explanations of teacher

effectiveness and motivation are in terms of

NLS and NNS as programme initiatives.

Teachers and the Strategies:
Capacity and Motivation
In the Motivation and Capacity sections

of this chapter, we summarised the

characteristics of teacher effectiveness and.

sources of teacher motivation around the use

of the Strategies as they have emerged from

our school visits. In our observations and

interviews, we saw a pattern emerging that

highlighted the potential relationship between

teachers' capacity to teach with the Strategies

and their motivation to use them.We

observed some highly effective teachers,

expert in their subject area and understanding

of the underlying principles of the Strategies,

who demonstrated a finely tuned ability to

adjust their teaching based on their

continuous assessment of pupil needs.

These teachers were enthusiastic in their

support of the Strategies, viewing NLS and

NNS as flexible frameworks to be shaped

appropriately to suit their classroom context.

These teachers also tended to have leadership

roles in their schools in relation to the

Strategies. Not all Strategy supporters

displayed such an understanding of underlying

principles or excellent teaching practice;

enthusiasm and support do not necessarily

mean that teachers have got the knowledge

and skill they will need to fully implement

each Strategy. It is also the case that many

effective teachers have legitimate concerns

around the use of the Strategies and their

impact on pupils. As we pointed out in our

first report, there is value in listening to

dissenting voices. It is important that Strategy

leaders look beneath the enthusiasm or lack



of it and continue to be open to feedback.

from the field.

Individual capacity interacts strongly with

organisational capacity A school with one or

two individuals who are effective teachers and

enthusiastic supporters of the Strategies is at

an advantage.These teachers can, through

discussion and modelling, expand the

awareness and expertise of colleagues. If the

school culture supports collaborative work on

literacy and mathematics issues, there is an

increased probability that the capacity and

motivation of other teachers will rise. Such

conditions generate a positive spiral of school

improvement. Without such a catalyst, such

improvement is more difficult.

Emerging Issues
Although it is clear that NLS and NNS

have had an enormous impact on schools,

a number of unintended consequences and

challenges have emerged as well. We have

been particularly struck by a seeming

paradox. LEA consultants are convinced that

the Strategies are having a positive impact

on pupils, while expressing concern about

teachers not having the capacity to implement

them effectively.leachers and headteachers,

on the other hand, believe that they have

the necessary capacity but many are not

convinced that the Strategies are having a

major impact on pupil learning. We have

identified some potential reasons for this

disparity but the paradox remains as a

challenge for fixture professional

development and communication efforts.

Questions for the Future
Although some of these issues will reappear in

Chapter 7, we have highlighted several

questions that have emerged from

consideration of the data from schools.
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O 14/hat explains the disparity benveen teachers,

headteachers and consultants in their perceptions

of the level of teachers' knowledge and skills

in teaching literacy and mathematics? In this

chapter we have briefly explored some

of the possible reasons for this disparity

but this is a question that needs further

investigation.To what extent is this a

function of teachers "not knowing what

they don't know"? Do consultants have

expectations that are not appropriate?

Might consultants, sharply focused on

NLS and NNS, not necessarily

acknowledge good teaching that fits

uneasily with Strategy-fostered practices?

O What counts as "the Strategies"? For some,

NLS and NNS include the 2002 national

targets and the associated target-setting

process in LEAs and in schools. For others,

the targets are an important feature of the

context but not a component of the

Strategies themselves. Some see

intervention programmes as part of the

Strategies; others think they are additional

initiatives. Some think the Strategies mean

just the structure of the literacy hour or

the mathematics lesson and riot the

associated school-level management that

promotes effective implementation.At one

level, such different perceptions are not

important what matters is whether

sound practices are adopted and teaching

improves. However, such variations in

understanding about what is actually part

of the Strategies cause confusion and can

perpetuate shallow interpretations of the

changes that are required.

o What level of skill and understanding do

teachers and headteachers actually need if

literacy and mathematics arc to be taught

effectively in primary schools? Perhaps just

as important is the question of how best

to ensure that teachers continue to learn
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as they practise how to foster the

conditions in schools chat encourage

self-monitoring and adaptation.

0 What about schools in especially challenging

circumstances, particularly those schools that

have had little success to date in improving

pupils' literacy and mathematics skills? In

many cases, .factors such as poor

management, ineffective teaching practice,

a difficult pupil population or a lack of

community support contribute to low

achievement levels. Improvements in

teaching alone cannot be expected to

compensate for a combination of obstacles

to success. In the face of such challenges it

will be hard for schools and teachers to

develop the capacity needed for what

may appear to be an overwhelming task.

A pilot programme in a number of

L.EAs is currently focused on such

struggling schools.

Our data and analysis highlight a dilemma

concerning the priorities for future training

and professional development. If teachers are

not knowledgeable about the subjects they

teach or the pedagogy that enhances and

accelerates learning, they are likely to adapt

the Strategies in inappropriate and ineffective

ways. On the other hand, when teachers feel,

for whatever reason, that they must focus on

rigid compliance with the format of the

Strategies, there is the possibility that they

will lose confidence in their professional

judgement and become less effective in their

teaching.They may also, as noted by several

regional directors and LEA leaders, develop

undue dependence on guidance and resources

from outside, losing not only the confidence

but also the capacity to develop their own

professional competence.

In summary, the view from the schools reveals

both successes and challenges.The Strategies

have made an enormous difference in many

schools, providing the direction and

coherence that has led to substantial

improvements in teaching and learning.

A continued focits on capacity building

for individuals and for school organisations

will extend such benefits to an even larger

number of schools.
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Chapter 6: Costing and
Value for Money

Highlights
An analysis of value for money was undertaken as an attempt to assess the
relationship between the resources used and outcomes produced from the
Strategies. This analysis does not meet the technical definition of a cost-
effectiveness or cost-benefit analysis for several reasons, including the absence
of an alternative programme to which the Strategies can be compared. The
Strategies, however, have clear and limited goals, a relatively well-defined way of
reaching those goals and a clear way of measuring success, thus making it possible
to consider the value for money of the initiatives.

Assessing value for NLS and NNS

o Value for money in relation to the Strategies was determined by considering the
increase in the proportion of students reaching level 4 on Key Stage 2 national
test results since 1998 as a ratio of the increase in expenditure on literacy and
mathematics in primary schools.

o The increases in achievement since 1998 (the increased percentages of pupils
reaching Level 4 and above on Key Stage 2 national tests) are determined to be
15% for literacy and 23% for mathematics.

o Resources being used to achieve improvements in literacy and mathematics fall
into three categories: new resources allocated to the Strategies; existing resources
reallocated to literacy and mathematics from other activities; and existing ongoing
resources to support literacy and mathematics. Resources may be allocated by
central government, local authorities, schools, students and families.

o The new resources allocated to the Strategies by central government were
approximately £140 million per year or 4.4% of the total estimated expenditure
for primary literacy and mathematics. We estimate that LEAs and schools
provided a small amount of new money (perhaps £10 million) and a larger
amount in existing resources reallocated to the Strategies from other activities
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(perhaps £20 million). We estimate that the cost of all staff time and other
activities supporting Literacy and Numeracy amounts to another £330 million.
We have no basis for estimating the value of time contributed by pupils and
parents, though it was clearly substantial.

o The expenditure by central government of an additional 4.4% per year has so
far produced gains in the percentage of pupils reaching the required standard
at the end of Key Stage 2 of 15-23%, an increase in the target outcome that is
substantially greater than the additional investment. This analysis suggests
good value for money.

e This conclusion must be tempered by the lack of any standard of comparison for
value and the apparent declining impact of the resources over the four years.

Broadening the analysis of benefits

o A review of international evidence on longer-term returns to improved literacy
and numeracy suggests that gains in literacy and mathematics skills among
children, as well as reductions in the gap in achievement levels will yield long-
term economic benefits considerably greater than the cost of the Strategies.
Our review of the impact of the Strategies on pupil learning suggests that
in both these regards NLS and NNS have been successful interventions.

Background
In its 1998 invitation to tender for this

evaluation of the. Strategies, the then.-DIEE

specifically asked for an assessment of the

cost-effectiveness or cost-benefit of the

Strategies.The rationale for this request is

laid out in several documents (most notably

Appraisal and Evaluation in Central

Covernment,Treasury Department, 1997),

as part of an &int in all programme areas

of the British government to use evidence-
on costs and benefits of public policy in

making budget allocations to programmes

and departments.

From the outset of our project, for reasons

described below, we knew that we would not

be able to do work on NLS and NNS that

would meet a technical definition of cost-

effectiveness or cost-benefit. We therefore

describe our study as an analysis of value

for money, which is not a term that has a

particular definition associated with it in the
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literature but refers here to an attempt to

assess the relationship between the resources

used and outcomes produced from the

Strategies. (See Appendix C, Part 1. fin this

material.)

A supplement to our first report (Levin, 1999)

outlined in detail the conceptual basis for this

work. Our second report (Earl et al., 2001.)

provided an initial analysis of costs and grins

in outcomes in the Strategies. In this final

report we review briefly our approach to the

issue, outline the evidence we have gathered,

and present our conclusions.

Issues in Analysing Costs and
Outcomes
In the economics literature the terms cost-

benefit and cost-effectiveness refer to specific

kinds of analyses. Cost-benefit is "the

evaluation of alternatives according to their

costs and benefits when each is measured in

monetary terms," while cost-effectiveness is



"the evaluation of alternatives according to

both their costs and their effects with regard

to producing some outcome" (H. Levin &

McEwan, 2001, pp. 10- H.). Th.ese definitions

raise important issues. It is one thing to

attempt to assess whether a particular policy

initiative produced satisfactory outcomes in

relation to its costs. It is quite another thing to

determine if that initiative was the best way to

use resources to improve a given outcome.

The latter is considerably more difficult, since

it involves comparing a given use of resources

with other plausible alternatives.

Behind the seemingly straightforward request

to determine the costs and benefits of an

educational programme lie a host of issues

that are not easy to resolve.Although

education is a very large enterprise, work on

cost-effectiveness or cost-benefit remains

scarce. In 1.983 Henry Levin published what

is usually regarded as the classic work on cost-

effectiveness in education (H. Levin, 1983).

A second edition was recently published

(Levin & Mc.Ewan, 2001.) noting that in the

nearly 20 years between the two books there

has been little empirical work or conceptual

development in this field (H. Levin, personal

communication, August, 1999; see also

Hummel -Rossi & Ashdown., 2001.). In their

new volume. Levin and McEwan made

determined efforts to list as many empirical

studies as they could, but found very few

studies from the last decade, and many of

those listed are in a few specific areas such as

early childhood development and computer-

assisted learning.The Treasury Green Paper

on cost-benefit analysis provides no citations

of studies from the field of education.

The intractable nature of the problems is

evident in the heated debate over a number

of resource issues iii education. For example,

analysts do not agree on whether increasing
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spending for schooling is related to

educational outcomes (.Burtless, 1996;

Greenwald, Hedges & Laine, 1996; Hanushek,

1996;Vignoles et al., 2000).A similar debate

has occurred in regard to class size, with

differences in opinion about the impact of

such reductions an.d about whether class size

reductions are the best way to improve

outcomes for a given increment of resources.

(For an overview of this debate, see

Educational Evaluation and Policy Analysis,

21(2), Summer, 1999)

These examples show how difficult it is to

arrive at any consensus on the impact of

resources on educational outcomes.The

problems arise because there is disagreement

about what the costs of a programme are,

what the outcomes are, and about how

resources might actually work to bring

about these outcomes. As Kelley (1999) puts it,

Research evidence to date suggests that the

valued outcomes are contested, technologies

are often inadequate, the system lacks

capacity; and the design of incentive structures

is tricky. ... The desired outcome

significant improvement in student

achievement may be unattainable using

available tools, resources, and system capacity

(p. 643)

Because the debate over costs and benefits

is so difficult, discussion in education. often

focuses on quantities of inputs as indicators

of quality. For example, spending more time

on a subject is considered to be a good thing

regardless of evidence on outcomes.

We have discussed earlier in this report the

problems involved in trying to link outcomes

to particular educational programmes or

interventions. Such. work should involve a

careful specification of proposed relationships
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and requires high-quality data on programmes

and outcomes, all of which are often either

unavailable or a matter of controversy.

In addition to these generic problems of

programme evaluation, a value-for-money

analysis raises some difficult issues around

determining costs.

The official costs of a programme may not

reflect the real total resources. Sometimes

those involved allocate other resources to a

programme. Often there are other sources of

support for the goals of a programme, such as

the efforts of families. In. addition. to funds

spent by schools, other public bodies allocate

funds to support children with, presumably,

positive impacts on school outcomes (Ficus,

McCroskey & Robillard, 2001).

In many cases the resources devoted to a

programme or outcome for example

additional time allocated by teachers or

parents are difficult to measure in monetary

terms..Although. it is generally thought that an

analysis must take into account all resources

used, whether paid for or riot, in practice this

is rarely feasible (Hummel-R.ossi & Ashdown,

2001). In other cases price does not provide

a. good measure of value.The costs of two staff

people may be equivalent but one may be

much more effective than the other. Costing

models seldom capture differences in

effectiveness or quality of people or services.

Even when agreement can be reached on

what should count as costs, the necessary data

may not be available. Very few schools or

school systems track. the allocation of

resources at any level beyond the aggregate.

A main problem is that so little is known.

about the most important resource in schools,

teacher time. Because pupils are educated in

groups, by a number of adults, it is very
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difficult to determine which resources

in schools actually flow to which pupils.

From the standpoint of a hinder of an

initiative, internal reallocation of resources or

better use of existing resources is a positive

outcome, not a cost. From the standpoint of

the system. as a whole, however, the full cost

of an outcome can only be known if the

costing includes all the elements, whether or

riot designated in the plan, and whether or riot

it is easy to attach a monetary value to them.

.Both costs and benefits can accrue to difffmnot

actors.' 4pically analyses focus on costs and

benefits to clients, but there can also be costs

and benefits to service providers (staff),

hinders (government) and the wider society.

Indeed, one party's costs can be another's

benefit. For example, if staff work harder

for the same pay, they carry part of the cost

(usually unacknowledged) of whatever

benefits accrue to programme participants

or funders. In practice these issues are very

difficult to sort out clearly.

What Constitutes Good Value for
Money?
An additional problem. in. doing value for

money analysis is that we do not have a good

basis for determining what would be a

satisfying result. What level of return should.

be expected from additional funding for

programme such as NIS and NNS? Should

we expect 10% more money to produce 10%

better outcomes, or more than that, or less

than that? The lack of empirical work in this

field makes it hard to interpret the results of

any particular analysis.

As noted earlier, the decision about where to

invest resources should depend not only on

the results of a given policy, but on a

comparison of that policy to other
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alternatives. lt, for example, investment in

early childhood development is more effective

in improving literacy than changes in school

programmes, it may not be particularly useful

to try to assess the relative merits of various

changes in schooling.To put this issue in the

context of the Strategies, one might want to

ask whether the best way to produce gains in

literacy and numeracy is to invest in changes

in schooling, as opposed to, for instance, using

the fimds to improve early childhood

development or nutrition or family income

(Rothstein, 2000).

There is not currently an adequate base of

empirical evidence to answer the question of

what would be "good value" in either of the

above senses. As noted earlier, the literature on

cost-benefit analysis in education is very

limited and the work that has been done

tends to he hedged with qualifications for the

reasons already oudin.ed. Even when some

estimates of impact are made, given all the

uncertainties already described in relation to

determining costs and outcomes, one would

want to be very cautious about comparing

estimates from quite different initiatives made

under quite different assumptions.

We do know that the link between additional

resources and improved outcomes is an

uncertain one. Many large-scale innovations,

even with substantial resourcing, appear to

have had little or no lasting impact on pupil

outcomes (Leithwoodjantzi & Mascall, in

press).The history of education policy is

Littered with programmes announced with

great lanfiire and abandoned a few years later.

However an alternative view, which also has

research support (e.g., Odden. & Busch, 1998;

Kelley, 1999; Earl & Lee, 1998) is that small

investments can have disproportionate effects

if used wisely in that they can spark. changes
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in the larger system and thus improve

efficiency. Some school improvement

programmes do claim significant benefits from

a relatively modest investment of additional

resources for example Reading Recovery

or Success For All.

It is worth rioting here that there is relatively

little variation in the way that schools use

resources. Almost all schools assign the bulk of

their resources to hiring teachers, and assign

teachers to groups of pupils according to very

similar principles. The lack of variation in

resource allocation makes it very hard to show

meaningful differences in outcomes resulting

Born resources.There are, however, some new

models emerging of how school resources

could be allocated with the goal of improving

outcomes with the same level of resources

(e.g., Odden & Busch, 1998; Kelley, 1999).

The DlIS has commissioned a number of

studies in the last few years that include a

requirement to assess costs and benefits, or

value ffir money. Such studies should

gradually lead to a stronger theoretical

and empirical basis for this important work.

However, a reading of several of the existing

reports, and discussions with a number of the

principal researchers indicate that the

difficulties already described have made it

impossible to take any of these analyses

beyond a rather general and speculative

level (e.g., West, Noden, Kleinman &

Whitehead, 2000).

Our report also draws on a growing literature

analysing costs and benefits in other areas of

social policy.Th.e most important examples

are in health and in early childhood

development.A full review of this work is

beyond the scope of our study. However a

couple of recent examples illustrate some of

the possibilities.

121

MAW Ad03 _ST31

11.5



61"a tc h L.A.! a rn

Levin (2001b) looked at evidence on the

cost-effectiveness of alternative approaches to

the education of children with special needs

and concluded that existing evidence, while

by no means conclusive, suggested that

inclusive and preventive approaches were

more cost-effective than most forms of

segregated special education.

A recent study by the RAND corporation.

in the United States (K.aroly et al., 2001)

reviewed evidence on the effectiveness of

various interventions for young children.

Their work provides helpful meth.odological

guidance as well as reinforcing cautions about

this kind of work.They also suggest that some

intervention. programmes appear to produce

benefits for governments and for participants

that are substantially greater than their costs.

These studies suggest that it is possible to

draw conclusions with a reasonable degree

of support from empirical evidence. As in all

areas of science and social science, multiple

studies are required for greater knowledge

and certainty.

Assessing Value for NLS
and NNS
In assessing value for money in the Literacy

and Numeracy Strategies some of the

problems noted are diminished. The Strategies

have a clear and limited goal, a relatively

well-defined way of reaching that goal, and

a clear way of measuring success.These

conditions make it much easier to determine

the resources that are involved and to provide

an analysis that could assist policy-makers to

make a judgement about the value of the

Strategies.

Our evaluation of value for money has

focused primarily on assessing the
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improvement in the targeted outcome

measure in relation to the additional resources

provided. Our conclusion is framed as follows:

an increase of x°/.. in expenditure has led to

a y% change in the target measure of

achievement. Put another way, the analysis

can be represented as:

Value = Gains in achievement

Previous achievement

as a ratio of

Additional resources

for literacy and numeracy

Previous resources for literacy

and numeracy

Note that this method produces a correlation

between spending and outcomes but does not

allow us to conclude that the gains were a

result of the programme.

After presenting the results of this analysis,

we also provide another approach using a

much broader view of outcomes from

the Strategies.

Determining the Outcome Side of the Formula

Three of the four terms in the value for

money formula are relatively easy to define.

The achievement outcomes for literacy

and numeracy have been defined by the

Govern.rnent as the proportion of pupils

achieving the appropriate standard on. the

national test at the end of Key Stage 2.These

results are in Chapter 3. For purposes of this

analysis, the 1998 outcomes are subtracted

from the 2002 outcomes, yielding an increase

of 10 in literacy and 14 in n.umeracyThese

differences are then divided by the starting

score to yield a percentage gain, which is

shown in Table 6-1.



1998%

Reaching Level 4

Chapter 6: Costing and Valne for Money

2002 %

Reaching Level 4 Change
Change as % of
starting point

Literacy 65 75 +10 15%

Numeracy 59 73 +14 23%

It should also be noted that the gains in.

achievement were broadly shared and had the

result of reducing disparities among pupils,

schools and local authorities. The number

of pupils performing at the lower levels has

fallen substantially. The gap between the best

and poorest achieving schools has also been

reduced. Reductions in disparities are a

positive outcome of the Strategies and are

especially important to track as overall

outcomes increase, to ensure that the gains

are broadly based.The results of PI.S.A 2001.

(OECD, 2001) indicate that some countries

are able to achieve riot only high levels of

achievement, but relatively low variation in

achievement levels among regions and sub-

populations:This push fix equity should in.

our view continue to be an important and

explicit goal of the Strategies.

Determining the Level of Previous investment

The calculation of previous resources for

primary literacy and mathematics is also

relatively easy to make with some simple

assuniptions.The total cost of primary

education in Britain in 2000-2001. was

L8 billion (DtES, 2001 Department Report,

Table 4.3). English and mathematics are

typically at least 40% of the school day, and

teacher time allocations are an excellent proxy

tin total resource allocations because teacher

salaries are by far the biggest single

component of education spending. It is

reasonable to assume that costs other than

teaching (support staff, administration,

supplies) could be allocated on approximately

the same basis, so that one could estimate the

(

ongoing cost of providing literacy and

mathematics education in primary schools in

2000-2001 at about 40% of total spending, or

k3.2 billion.This figure could easily he out

by k200 million or more, but even a change

of that size would not substantially alter the

conclusions.

Note that the value of pupil and parent time

and effort is not included in the formula,

even though there is good reason to think

(Coleman. 1998; National Literacy Trust,

2001) that these are vital factors in shaping

achievernent.We know that pupil effort and

family support are important, yet we rarely

include them either in our models of

improvement or in our analysis of costs

and outcomes.

Determining Additional Investment

A more difficult determination is what to

include in the category of additional and

reallocated resources for primary literacy

and numeracy. We place the resources being

used to achieve the Strategies' goals into

three categories:

o New resources allocated specifically to

the Strategies.

o Existing resources reallocated. to primary

literacy and numeracy from other

functions or activities.

O Existing resources that were previously and

continue to be used to support primary

literacy and numeracy.
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National

Central
agencies
(OFSTED,
QCA, TTA)

LEAs

Schools

New
resources

Standards Fund
- Literacy, Numeracy
- other programmes
Running costs for
DfES for NLS and
NNS

OFSTED
- special inspections
QCA
- additional tests and

support materials
TTA

additional work to
support the
Strategies

Matching funds to
Literacy and
Numeracy bids
Other additional staff
or operating costs

Additional staffing,
professional
development and
materials costs

Family and Purchases of books
community and materials

These categories are applied to the Strategies

at lour levels national (DfES and other

central agencies), LEA, school and family

(pupils and parents). At each level, resources

can be new, reallocated or ongoing.

The question is which of these are to be

counted as "additional" resources.Ivo

possible approaches can be taken. From the

Government's point of view, a reasonable

argument could be made that only the

118

Reallocated

resources
Other programmes
whose funding can
be used to support
the Strategies

Staff time and
support services
reallocated to literacy
and mathematics
Resources from other
related programmes
used to support NLS
and NNS

Resources from other
related programmes
used to support NLS
and NNS

Time diverted from
other activities to
support literacy and
mathematics learning

Ongoing
resources

Ongoing work of
DfES related to
literacy and
numeracy

Ongoing work of
agencies related to
literacy and
numeracy

Ongoing operating
costs related to
literacy and
numeracy
LEA overheads

Ongoing operating
costs related to
literacy and
mathematics (staff
time, materials, etc.)

Parents' and pupils'
ongoing efforts re
school learning

additional resources provided by central government

ought to be included. If the efforts of DfEs

are able to lever additional investments from

other sources, those additional investments

can be seen as part of the success of the

project, and should not be treated as an

additional cost.

Another possibility is to include all the

additional resources provided fin. primary literacy

and numeracy not only by government but also by
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LEAs and schools.The argument would be that

the additional central government resources

by themselves did not create the new results,

so a true assessment of value for money

requires taking into account all the relevant

resources.

Neither of these approaches would assess the

total cost of producing the new outcomes.

To do that it would be necessary to include

not only the additional spending by DfES, but

also reallocated and ongoing spending by

LEAs, schools and others.

Table 6-2 outlines the elements in the matrix

of resource types and system levels.

Additional Investntent by Central Government

Based on 2000-2001 data we estimate the

additional cost to central government of the

Strategies to be in. the area of about L140

million per year, an amount that has been

relatively constant over the past 3 years.

This amount is made up of:

O The Standards Fund allocations to Literacy

and Numeracy (in some cases 50% of the

published figures and in other cases 100%),

totalling L11.5 million.

O The running costs of DIES related to

the Strategies of about L3 million.

O The costs of infrastructure for NLS and

NNS, provided by the Centre for British.

Teachers (Cliff), at about ,C8 million.

O Additional funds provided to central

agencies (TTA, Ofsted, QCA) in direct

support of the Strategies, estimated at less

than L2 million.

O The provision of about L100 million in

one-time money in the first two years of

the Strategies for the purchase of materials,

primarily for Literacy.We annualise these

BES
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amounts by treating them as capital costs

amortised over 8 years, which adds another

£12 million per year to the total.

The total amount of L.;140 million is about

4.4 % of the total estimated expenditure for

primary literacy (including English) and

mathematics of £3.2 billion. Because overall

expenditure on primary schooling has risen

substantially since 1998, the expenditure on

the Strategies is now a smaller share of the

total and thus, if outcomes are unchanged,

represents better value.

Total Additional Investment in the Strategies

Estimating the additional investment in

literacy and numeracy from all sources is

difficult for several reasons.

First, it is not clear what central government

resources beyond the direct support already

described should be considered as supporting

Literacy and Numeracy. A number of other

programmes under the Standards Fund have

clear links to improved literacy and numeracy,

and other activities supported by the

Department, such as the training of

headteachers, could also be seen as linked to

improved outcomes in literacy and numeracy.

As discussed in. Chapter 2, many national

initiatives in England indeed, almost

everything connected with primary education

could be argued to contribute to literacy

and numeracy outcomes. In many of these

areas there have been additional investments

over the last few years, such as efforts to

reduce class sizes in primary schools.

Additional general funding to schools could

also he regarded as being at least partly an

investment in literacy and numeracy insofar

as it might be used to employ more staff,

provide more support services, purchase more

materials, and so on.The government has

COPY AVM

I r)

I t BLE
119



Watching V. Learning

increased its contribution to education costs

significantly over the last few years.

Second, it is not clear what "new" resources

LEAs and schools have actually invested in the

Strategies. As shown in our 2001 report, one

cannot disentangle LEA and school resources

for the Strategies from resources used for

other related initiatives or for general school

purposes. LEAs and schools are trying to cope

with a wide range of pressures and initiatives,

and they do not necessarily distinguish where

one starts and another stops.The net effect

is that at all levels some considerable

expenditure, while not specifically targeted

to the Strategies, does in fact support the

purposes of the Strategies.

Our estimate is that most of the ftmcis provided

for the Strategies by LEAs were available to

schools in any case and so are riot additional

in the same sense as new budget allocations

specifically for the Strategies.The same

situation would apply in schools. Investments

from school budgets would appear to be in the

area of a few thousand pounds per year fin a

typical primary school, most of which is being

redirected from other uses.

The question of how to treat staff time is

another complication in determining the cost

of the Strategies.There are good grounds,

described in our 2001 report, for believing

that the amount of professional staff time

spent on literacy and numeracy has increased.

Even a small increase in hours by teachers

say 2 hours per week would imply that an

additional 0300 million or so in the thrill of

teacher time had been shifted into literacy

and numeracy from other activities.

Alternatively, if literacy and numeracy were

now accounting for 50% of total primary

school effort instead of 40%, the additional

cost would be another L,800

Based on all of the above, our rough estimate

as to the total additional cost of the Strategies

is as indicated in Table 6-3.

Using this latter figure gives a very different

impression of value for money, in that the

achievement gains are now much smaller

in relation to the additional cost.The same

cautions mentioned earlier also apply here.

More important in this regard are the lack

of other analyses to use in comparison and

the points made earlier about our lack of

to mate .of al Cos
Source
Central government additional spending as outlined

earlier

New spending by LEAs estimated at 20% of their

matching contribution requirement

Resources (including staff time) reallocated by LEAs

from sources not previously used for literacy and
numeracy 40% of LEA contribution

Resources (primarily staff time) reallocated by schools

from other activities to literacy and numeracy 5% of
total primary school spending

Total estimated additional cost
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Amount

£140 million

£10 million

£20 million

£330 million

£500 million, or 16% of the
total estimated cost of
literacy and numeracy



understanding about the kinds of outcomes

that might result from additional spending.

Tbtal Cost of the Strategies

Finally, it would be relevant to try to estimate

the total cost of the Strategies by all parties,

including not only new resources and

resources re-allocated to literacy and

nurneracy, but also ongoing resources which

had been, and continue to be, used to support

literacy and numeracy by government, central

agencies, LEAs, schools and families.

The vast bulk of the monetary resources for

literacy and numeracy are in the ongoing

work of the school. It would be reasonable to

argue, therefore, that the full cost of producing

improved literacy and numeracy involves not

only the additional expenditures by

government, but also all the expenditures

of schools and .LEAs that is, the full

£3.2 billion.

Our data also suggest, as already described,

that teachers are putting more effbrt into

literacy and numeracy, riot only in terms

of the quantity but also the quality of their

work. Since teachers are not paid by the hour,

an increase in hours of work would, in

standard economic terms, result in an increase

in. productivity, in that more work. is being

accomplished without more money being

spent. However while there is no cost to

government for this additional work, there

clearly is a cost to teachers and the question

arises as to whether such extra effort is

sustainable in the longer term.

In all these analyses, as already noted, the

efforts of pupils and parents are not accounted

for. There is good reason to believe that the

work. of pupils and parents is critical to good

outcornes.The scope of our research did not

allow us to do the very substantial additional
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work that would have been required to make

a reasonable estimate on this point, but it is

important for future reference.

Size of the Investment
Regardless of which resource counting option

one prefers, it is important to think about the

overall size of the investment in NLS and

NNS in relation to its goals. The Strategies

have been. given quite substantial levels of

resourcing in comparison to most education.

reform programmes. Hiring 600 additional

consultants is a significant investment.

However when considered in light of the task.

of changing teaching and learning in 20,000

primary schools the allocations seem much

more modest. Some schools, especially those

whose outcomes were already good, have

received relatively modest levels of support.

LEAs and schools also varied in their starting

point. Some LEAs needed to improve

performance by as much as 25% (e.g., from

50% meeting the standard to a target of 75%)

to reach their target while for others the

requirement is less than 10% (e.g., from 77%

to 85%). Some LEAs already had advisers in

language or mathematics who could easily

move into supporting the Strategies while

others did not. Some LEAs had a stronger

history of support for curriculum and teaching

than others. Some had related initiatives

already in place while others did not.

Front the point of view of an individual

school, the additional funds from the

Standards Fund are small in relation to

Ongoing operating costs. A typical LEA might

receive from. DfES between Li,500 and

43,000 per school for each of the Strategies

not including extra funding for special

booster classes or summer schools. Half of this

would come from the LEA from existing or

other resources. Even with the very optimistic
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assumption that all the additional money

directly reached schools, a school might be

getting additional resources valued at about

[3,000 [4,000 mostly in the form of
consultant time and supply teacher coverage.

Yet a typical primary school with 250-300

pupils would already have a total budget of

around [700,000 not including consultant

time, so the incremental resources available

for a school to use would be quite small

well under 1%.

It is instructive to compare the resources for

the Strategies with some of the other main

DIES initiatives based on 2001 figures.The

commitment to reduce class sizes in primary

schools is funded at about [155 million in

operating and [20 million in capital, and is

the largest single initiative in the Standards

Fund. The various components of the

Excellence in Cities Programme receive more

than [160 million. General support for

school improvement is about [110 million.

The DIES funds for NLS and NNS are

significant but within the range of several

other initiatives, some of which have more

modest goals.

Uses of the Resources
How resources are used is as important as

what resources are provided. In the case of

NLS and NNS, a substantial portion of the

resources has been used for longer-term

capacity building.Anoth.er substantial portion

has been used for short-term support to

pupils. We have no basis for judging the

relative impact of these two approaches

on the outcomes achieved so tar, especially

since capacity building may take years to

show its full benefits.

It is important to note that the greatest share

of resources has gone to schools and pupils

with the greatest need to improve
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achievement, something that is often very

difficult to achieve in resource allocation

processes.

Finally, it remains a question as to whether

the right choice was made in focusing the

bulk of the resources on trying to change

classroom practices. It might have been a

better strategy to invest a greater share of

resources in non-classroom initiatives such

as family literacy and parent involvement,

or even in pre-school programmes to

improve children's readiness to learn.

Despite these cautions, in our view the

Strategies have generally used a more

promising approach to allocating resources

than other large-scale education reforms

of which we are aware.

Broadening the Analysis
of Benefits
As noted earlier, literacy and numeracy are

important largely because of their presumed

longer-term impacts. The government's

rationale for investing in literacy and

mathematics is that improvements in skills in

young children are thought to lead to better

long-term outcomes both for individuals and

the country as a whole. Accordingly, a value-

for-money analysis should look at the

evidence on the longer-term outcomes

of improved literacy and mathematics.

Most research on the longer-term impact

of education uses years of education or the

achievement of particular credentials such

as secondary school completion as measures.

However in the last few years growing interest

in literacy and numeracy has generated a

body of research looking at whether these

skills have an impact on outcomes

independent of or additional to years

r)
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of education. Large-scale studies such as the

International Adult Literacy Survey (IALS)

have made important new data available on

this question.The IALS data show that the

relationship between formal education and

literacy skills is quite variable across countries,

and is imperfect in every country

(OECD/Statistics Canada, 1997). In other

words, the impact of literacy and numeracy

is not fully captured in an analysis based only

on outcomes such as years of education.

Our team reviewed available research on the

impact of literacy and numeracy. Studies from

.Britain, Canada and the United States, as well

as the international reports of IALS, were

included.The 15 studies we reviewed used

a variety of data sources and methods. Main

outcomes evaluated included labour market

status (employment) and various measures of

earnings. The research studies consulted are

listed separately in Appendix C, Part 2 of this

report. A fuller discussion can be found in

Levin (2001.c).

We conclude that literacy and numeracy both

appear to have a significant independent effect

on employment and earnings, over and above

the impact of years of education or educational

credentials. The estimates vary across studies, no

doubt in. part due to differences in measures.

However some examples give the flavour of

the research as a whole. In the United

Kingdom, Machin, M.cIntosh,Vignoles and

Viitanen (2001) report that individuals with

better literacy and numeracy skills at age 16

have higher earnings and higher rates of

employment. In Canada, Green and Riddell

(2001) found that a 10% increase in literacy

raises annual earnings by 5-6%. In the United

States, Murnane, Willett and Levy (1995)

concluded that basic cognitive skills had a

large impact on the wages of high school

graduates. and that this impact grew over time.
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The researchers use a wide variety of

outcomes as well as different measures of

literacy and numeracy. Studies also vary in the

controls and models employed. Hence the

body of work is currently not sufficient to be

able to draw conclusions about specific skills,

sub-populations or outcomes. For example,

some studies show better returns to numeracy

and others to literacy.A number of studies,

but not all, show stronger results for women.

More research will he needed to be able to

draw any firm conclusions on these matters.

As well, very little research has yet examined

non-economic outcomes such as family

stability, parenting, criminality, health status

or citizenship although all of these have been

shown to be associated to some degree with

improved levels of education.

A caution in drawing inferences from this

body of work. is that the returns to individuals

are not necessarily mirrored by returns at a

societal level. Everyone might attain a higher

literacy or education level without any

aggregate improvement in economic

outcomes fin the society. For example, in

Canada as well as some other countries

during the 1980s and 1990s, overall

educational attainment rose substantially

while average individual and family earnings

stagnated.Thus a substantial increase in overall

investment in education did not yield an

increase in overall incomes, although those

with more education have continued to do

better than those with less. We have just as

much evidence of people whose skills are not

used at work as of people who lack the

required skills (Livingstone, 1999).

Despite this caution, it is reasonable to

conclude that improvements in literacy and

numeracy among children are likely to yield.

long-term economic returns, and there is

some evidence that reducing gaps in these
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skills between the most and least successful

will in itself yield benefits (Green & Preston,

iu press). The monetary value of these benefits

could be considerable, even if the effects for

any given individual are small. If improved

literacy and numeracy contribute even in a

small way to higher educational attainment,

to higher levels of employment and to higher

earnings, the economic benefits would he

very large, easily surpassing the costs of the

Strategies. While any estimates on this count

must be regarded as speculative, an example

will show the scale of potential benefits.

There are approximately 5 million. children in

primary schools in. England. Current labour

force participation in the UK is about 75%

(UK National Statistics, March to May 2002)

and annual income is in the area of f_,20,000

(derived from. National Statistics, 2001). If

NLS and NNS improved average education

levels and thus earnings on average by 1%

over the lives of the children currently in

schools this would mean an annual benefit to

those persons of k750 million, or more than

five times the annual expenditure by

government for the Strategies. If 20% of this

amount were paid in additional taxes it would

totally offset the additional expenditures by

central government for NLS and NNS.

Moreover, these figures do not include

additional benefits such as better health, less

use of social programmes, improved parenting

skills, and lower levels of criminal behaviour,

all of which are associated with better

educational outcomes (Vernez, Krop &

Rydell, 1999; Osberg, 1998) and all of which

could yield savings to governments as well as

benefits to individuals.

Higher levels of education are also associated

with important benefits whose economic

impacts are harder to measure, such as greater

levels of civic cohesion, increased
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volunteerism., greater propensity to vote an.d

higher levels of public trust (Dayton-Johnson,

2001). These findings are consistent across

countries (OECD, 1997).

As another example, a recent UK study

(Dearden, Reed &Van Reenen, 2000)

attempted to estimate the returns to

improving literacy and numeracy for people

already of working age.This study used a

number of assumptions to estimate wage

impacts for individuals as well as returns to

government from increased tax revenues and

reduced programme costs if all workers could

move to a particular level of numeracy and

literacy.The returns for adults would, of

course, be more immediate than returns to

improved literacy for children.Their

conclusion was as follows:

Our model predicts that the combination of

increased government tax receipts and reduced

benefit spending should lead to a gain from

improving basic skills of around //100 per

person whose skills arc increased in the

current tax year. This figure is similar both for

literacy and for numeracy skill improvements.

Taking the long-run effects of the policy into

account, we estimate that the discounted

present value of a policy to increase basic

skills would be around /,-1.500 per

person for both numeracy and literacy

These results also suggest long-term benefits

that are substantially greater than the costs of

the Strategies.

Finally, it is worth noting that the benefits

of successful educational interventions appear

to be strongest for those pupils who are

currently least successful (Karoly et al., 1998).

As noted, NLS and NNS have generated

evidence of significant reductions in
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achievement gaps. So, while the numbers

cited here are hypothetical, there are good

grounds for believing that to the extent that

NLS an.d .NNS have improved literacy and

numeracy skills they will have generated very

significant long-term benefits for the country.

Conclusions
NLS and. NNS represent an approach to

school change that is still not common among

governments (Levin, 2001a).The investment

in building school capacity, and especially in

changing teaching practice, is an exciting and

ambitious undertaking.The results to date

suggest that it is possible to improve outcomes

with a sustained and focused approach. of this

kind. More money does seem to be needed,

but the amounts may be relatively modest.

The expenditure by central government of an

additional 4.4% per year has so far produced

gains in the proportion of pupils reaching the

required standard at the end of Key Stage 2 of

15-23%, depending on the subject and the

period of time.An increase in the target

outcome that is significantly greater than the

additional investment suggests good value for

money.This is especially so since the literature

on education change indicates that even large

innovations often fail to produce significant

and lasting effects.

This optimistic conclusion must be tempered

by several important cautions. First, there is no

real body of evidence against which to

compare this return on investment, and

certainly none involving a project with the

scale and scope of NLS and NNS.We have no

basis for knowing what a good result is in

terms of additional outcome for additional

spending.
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Second, within the four years of

implementation the picture has been

changing.The well-known Hawthorne Effect

would lead one to expect an increase in

achievement in the first year or two of almost

any new initiative. Linn (2000) has shown that

testing programmes generally tend to show

increased results over the years as the system

gets used to the test, but that such increases do

not necessarily represent genuine increases in

learning. Moreover, test results in England

were increasing prior to the implementation

of the Strategies, and a number of other

initiatives, such as school inspections, class size

reductions or curricular changes might also

have had an impact on these results. Finally,

spending on education has increased

significantly in the last two years, but test

results have remained relatively static:This

combination has the paradoxical result of

improving the overall value for money but

also raising questions about whether the

Strategies may have encountered a ceiling

effect so that resources are no longer having

very much additional impact on outcomes.

On the other hand, a broader and longer-

term view of the benefits to individuals and

society that are likely to arise from improved

literacy and numeracy suggest that these

could be quite large. Indeed, they might far

exceed the short-term considerations that

have been the focus of this study and of the

Strategies themselves. In the final result it will

he these long-term impacts that really matter,

not only as to the success of the Strategies,

but as to their importance in the first place.

On these grounds we believe that the results

give good reason for optimism.
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Chapter 7: Successes, Challenges
and Moving Forward

introduction
The OISE/UT team has spent more than

four years immersed in the NLS and

NNS external evaluation watching and

learning. We have been impressed by the

many positive features of this ambitious

reform effort, one that combines a clear vision

and central steering with resource allocation

for training and capacity building in schools.

We have been particularly impressed with the

flexibility of the Strategy leadership the

vision and the underlying principles have

remained constant as the Strategies have

adapted in. response to evidence about their

effectiveness and problems that have arisen. In

this final chapter, we draw some conclusions

about the development and sustainability of

the Strategies and highlight what the

Strategies have contributed to the knowledge

base for large-scale education reform.

Throughout the preceding chapters, we have

reviewed evidence from a range of sources,

examined primarily through the lens of our

framework for viewing such large-scale

reforrn.We have examined the view from the

centre, from the "bridge" and from schools,

showing how these perspectives reveal some

of the issues and dilemmas to be expected in

1 2 6

such a complex national initiative. In this last

chapter we are shifting more explicitly to the

critical friend role. In addition to looking at

the implications of the data gathered in our

interviews, observations and surveys, we draw

on the international literature and our own

experience with education reform in many

other jurisdictions.

We summarise key NLS and NNS successes

and challenges in this concluding chapter.

Somewhat paradoxically, the challenges are

often embedded in the successes. While the

gains to date have been impressive, there is

still considerable ground to be covered if

significant and lasting improvement is the

goal. Finally, we raise questions with respect to

the next phase of reform, acknowledging the

complexity of the issues and the difficulty of

the dilemmas faced by the government.

Successes
NLS and NNS were launched with

considerable publicity and fanfare the

Strategies were hard to ignore. Although

media attention subsided and the momentum

slackened somewhat, NLS and NNS have

maintained the priority of literacy and

7,
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mathematics in primary schools.The

Strategies have had. an impressive degree of

success, especially given the magnitude of the

change envisaged; in many ways they have

succeeded in the goal of transtbrming the

nature of the country's primary schools.

Influence on Teaching and Learning
The Strategies have moved literacy and

mathematics to top priority in classrooms

across the country Our data indicate that the

majority of teachers are in agreement with

the directions taken by the Strategies and see

themselves as implementing the changes in.

their schools. Almost all schools have received.

some training for both NLS arid NNS and

teachers believe that their own learning has

been positively affected. Initial teacher

training has also seen an increased emphasis

on teaching of literacy and mathematics and

the use of the. Strategies.

There is little doubt that English primary

schools have changed considerably since the

introduction and implementation of the

Strategies. Up to the early or mid 1990s,

schools were characterised by a predominance

of individualised planning and teaching, with

pace largely determined by pupil readiness as

perceived by teachers. In mathematics, many

teachers used commercial schemes of work,

which children worked through at their own

rate, often with little direct teacher

intervention..The bi.g shifts as a result of the

Strategies13 have been greater use of whole

class teaching, greater attention to the pace

of lessons, and planning based on objectives

rather than activities. Most teachers are using

the format and structure of the literacy hour

and the three-part daily mathematics lesson,
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although most have modified these as they

gained confidence.These elements of the

Strategies, along with. dedicated time for

literacy and mathematics, are well established;

lessons are becoming increasingly fluid and

teachers more confident. R.ecent HMI reports

evaluating NLS and. NNS (Ofsted, 2001a;

2001b) state that the quality of teaching has

improved over the time the HMI team has

been observing their sample schools, although

the reports indicate that areas of weakness

remain in both literacy and mathematics

teaching.

Regional directors, LEA staff and

headteachers all report that teaching has

improved, and can point to examples of

teaching that they see as outstanding. During

school visits, we observed many teachers who

demonstrated awareness of the different levels

of understanding of each of their pupils,

establishing curriculum targets for individuals

while attending to the whole class and

ensuring learning for all. Such teaching is

consistent with the implications for teaching

of cognitive orientations toward learning,

indicating that children's learning can be

enhanced when teachers connect new

learning to what children already know

(Donovan, Bransford, & Pellegrino, 1999).

As evidenced earlier in this report, however,

such outstanding teaching is not the norm.

Three and four years into implementation, in

spite of tremendous growth, the scope of'the

capacity building task is revealed as being

much larger than had been anticipated.

Throughout the four years of our evaluation,

our data consistently revealed differences in

the response of teachers to NLS arid NNS,

13 Most observers agree that sonic of these changes predated the faunal launch of the Strtegies.77te National Literacy and Numeracy Projects

developed the core if the Strategy_ frameworks and approaches, and some schools anticipated the Strategies by beginning to use some elements prior

their ojfieiai launches.
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with NNS being seen as having a more

pronounced and positive impact on teaching.

Several possible reasons have been suggested

for this difference, for instance, that NNS

benefited from coming a year later and

"learning from Literacy's mistakes." Our data

suggest, however, that prior to the Strategies,

primary teachers had much greater

confidence about teaching literacy than they

had about teaching mathematics. Most

teachers felt comfortable with their methods

of teaching reading and writing and

believed such methods to be effective.

For many teachers, methods encouraged

by NLS might be quite different from their

previous practices. Such teachers expressed

reluctance about losing features of their work

that they enjoyed and felt were valuable, such

as listening to individual children read. When

such practices are difficult to sustain, teachers

may feel that "something has been lost."

Such a feeling of loss did not emerge from

teachers commenting on the Numeracy

Strategy. NNS has provided a framework and

way of thinking about teaching mil a the ma ti cs

that has been more warmly welcomed, partly

because teachers saw NNS as an improvement

over their previous teaching methods and

were less reluctant to abandon their previous

practice in favour of a new approach.

It is more difficult to draw conclusions about

the effect of the Strategies on pupil learning

than on teaching practice. Attainment on the

government's key measures rose significantly

even though the 2002 targets were not

achieved. In 1997, 63% of children reached

the expected level in English, a figure that

increased to 75% in 2002.While still short of

the target of 80%, this is a substantial gain.

In mathematics, 73% of children reached the

expected level, short of the target of 75%, but

a considerable increase from the 61% of 1997.

Furthermore, and perhaps even more
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significantly, th.e gap between low achieving

and high achieving LEAs (for both Key Stage

1 and Key Stage 2) has narrowed something

that Strategy leaders quite rightly see as an

impressive accomplishment. If this

improvement in the results for low-attaining

schools continues, it would be a significant

indicator of the success of the Strategies.

An emphasis on failure to reach the 2002

targets may obscure the substantial level

of success that has been achieved. Regional

directors and consultants are convinced,

on the basis of test data and classroom

observation, that pupil learning has improved

significantly with the use of the Strategies.

Our data indicate that many headteachers and

teachers also find that the Strategies have had

a positive impact on aspects of pupil learning;

a much smaller percentage believe that the

Strategies have not. Many LEA and school

staff report, in addition, that the Strategies

have helped to motivate some pupils, thereby

leading to future improvements in learning.

Our overall assessment is that increases in

pupil learning have been considerable.

Flexibility Within a Constant Vision
One of the most striking features of the

implementation of NLS and NNS is the way

in which Strategy leaders have modified

elements of the Strategies (or messages about

these elements) in response to infbrrnation

about progress and challenges.The overall

vision, set out through the frameworks, has

remained constant, but specific priorities and

emphases have shifted somewhat in response

to data about pupil strengths and weaknesses

and to feedback from schools and LEAs. For

example, when national assessment data

showed that pupils had difficulty with

problem solving in mathematics, NNS

developed materials and training to address

the need. Similarly, NLS focused on
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improving children's writing in response to

disappointing scores in the writing

component of Key Stage 2 English tests.

When classroom observations indicated that

many teachers had difficulty making effective

use of plenary sessions at the end of literacy

and mathematics lessons, the Strategies

produced videos and print resources to give

teachers models to follow. The NLS and NNS

communication webs now extend widely and

deeply into the education system, allowing

Strategy leaders to anticipate problems and to

design support materials and professional

development aimed at emerging needs.

Value for Money
Many unknown factors complicate the task

of estimating the value for money of the

Strategies (or any other large-scale reform,

for that matter).We outlined the complexities

of such analyses at the outset of our study.

The cautious conclusion to this point,

however, is that a relatively small additional

central expenditure (in the region of 4.4%

of the overall cost of primary schooling) has

levered significant shifts in the use of Ongoing

resources in schools, such as teacher time and

attention.Test results, defined as the main

public measure of success, have improved

considerably although the 2002 targets were

not met. On balance, we have concluded that

the Strategies represent good value for money.

Establishing a National Infrastructure
When the Strategies began, those leading the

initiative had an image of a training and

support network that would eventually take

NLS and NNS into every classroom in the

country. After four years, with the active

engagement of LEAs, the objective has been

largely achieved, with the creation and

continued development of what we have

termed the bridge, linking the centre and the

schools.The national. and regional directors
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provide leadership throughout the country,

supporting and monitoring the work of LEAs

and developing new initiatives to meet

emerging issues.They also oversee the

development of national training and

curriculum support materials to address

particular needs, with the National Literacy

arid Numeracy Centre (now the National

Centre for School Standards) orchestrating

the production and distribution of materials.

The national infrastructure has been flexible

enough to accommodate government

decisions and to meet changing local. needs.

At the initial launch of NLS and NNS, the

challenge was to get the message out to all

L.EAs and schools, which necessarily suggested

a top-down approach. Once the first phase

was over, communication became more

interactive, with regional directors facilitating

the sharing of good practice from successful.

LEAs, schools arid teacher training

institutions, as well as continuing to provide

steering and leadership. Increasingly, the

expertise is located at the local level, with

consultants, co-ordinators, leading

mathematics teachers and expert literacy

teachers providing the support that teachers

need, when they need it. In schools, both

headteachers and subject co-ordinators are

managing the Strategies (and other school

improvement initiatives) with increasing

sophistication. In higher education, tutors

demonstrate growing support for the

approaches advocated by NLS and NNS.

This flexible national infrastructure, with

increasingly strong interactive links at regional

and local levels, provides a strong foundation

for continuing the development of teaching

and learning in primary schools, LEAs and

teacher training institutions.
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High Pressure and High Support
In contrast to policy mantras that stress the

advantage of"starting small" it now seems that

governments are better advised to "think big,

start big," particularly in the early stages of a

large-scale reform agenda. Governments need

to push accountability (pressure), and provide

incentives and foster capacity building

(support) to have a good chance of

achieving and sustaining improvements.

NLS and NNS, being among the first

education initiatives of the current

government, heralded the beginning of a

renewed focus on raising standards. Pressure

(or accountability) was intense, focused

through such initiatives as a revised national

curriculum, target setting, and monitoring of

NLS and NNS implementation through

regular Ofsted inspections.Although the

Strategies were not statutory, schools that

were not improving or maintaining high

standards would have to explain why they

were not following the Strategies.This phase

of reform can be thought offs informed

prescription (Barber, 2002). Our data suggest

that schools were inclined to acquiesce to,

and approve of such direction, especially for

teaching mathematics. Headteachers and

teachers often expressed relief that they had

been given the NLS and NNS frameworks

and curriculum materials to better cope with

the pressure from national tests, Ofsted

inspections, imposed targets and high

workloads.

In addition to this continuing pressure. the

Strategies provided strong support, with

substantial new money for schools and LEAs.

High quality resources and training

opportunities provided through the national

infrastructure have expanded and diversified

over time in response to feedback from

teachers and LEA personnel.The sheer
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magnitude and quality of resources and

opportunities for capacity building have been.

impressive, with virtually all teachers and

headteachers having had some exposure to

these materials and training.

The strong emphasis on support through

capacity building distinguishes NLS and NNS

from many other reform. initiatives and would

be expected to lead. to greater sustainability.

The differentiation of pressure arid support

to schools and. LEAs is an effective tool for

managing resources and for supporting

schools and LEAs with the greatest needs.

The Strategies provide the best example

we know of a high pressure/high. support

approach to large-scale education reform.

Attention to Evidence
Availability and use of data was characterised

as one of the challenges facing the Strategies

in our second report. Now, however, such

attention to relevant evidence can be

categorised as one of the successes (Ashby

& Sainsbury, 200.1). We have been impressed

at the change over the last two years in the

confidence and competence displayed in

LEAs and schools. Given the importance of

data and evidence in. educational decision-

making, people need to be sufficiently data

literate to interpret and use such information

appropriately (Earl, 1995).Achieving such

data literacy, especially on a broad scale, is not

an. easy task; LEAs and schools across England

have made considerable progress toward the

goal, although both groups show considerable

variability in their level of expertise. Progress

has been stimulated by the DIES provision

of data in more accessible forms and by

considerable training and coaching. The

government has promoted "evidence-

informed policy and practices" (Levaa &

Clatter. 2001) arid has served as a model for

others by commissioning ongoing research



and evaluation studies such as this one, with

the results made publicly available.

Our data indicate that schools are becoming

more comfortable with the use of reports

from .DiEs, Ofsted, QCA and others. Many

LEAs have also collected data of various kinds

to support their educational development

plans, gathering information through surveys

and monitoring, then using this to improve

programme planning and teaching, as well as

to plan for resource allocation.The challenge

for LEAs is to disseminate such infbrmation

more widely, ensuring that such

understanding is not restricted to

a small group of experts.

During the latter phases of our data

collection, in contrast to visits early in

our study, we frequently found schools

comfortably and competently using test data

and other indicators of pupil, school and LEA

performance as an important tool in decision-

making. Rather than viewing data as

threatening ("shaming and blaming"),

headteachers arid teachers are increasingly

seeing such information as helpful in raising

questions and problems.The next step is to

increase the proportion of classroom teachers

who are comfortable with using data in this

way, a challenge that can be met only by

further training and in-school support.

Assessment Literacy
Throughout our study we have stressed the

importance of teachers developing assessment

literacy, in particular the capacity to examine

pupil work and performance data and use this

information to guide pupil learning. We have

seen progress since our last report in teachers'

use of formative assessment in classrooms.

Although they continue to be aware of the

numerical targets, curriculum targets

specifying what pupils need to learn next
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are now more salient for many teachers. NLS

and NNS have emphasised how headteach.ers

and teachers could collect and interpret data

that bad meaning for them (e.g., curriculum

targets, monitoring lessons), while training

programmes include explicit attention to

formative assessment and feedback. LEA link

advisers often work with school staff to assist

them in developing school-wide assessment

policies. Considerable evidence suggests that

standards will be raised when teachers use

formative assessment to collect data about

pupils' progress as part of their routine

classroom practice (Black & Wiliam, 1998),

a practice we increasingly observed in our

school visits. Beyond its short-term value in

improving pupil learning, engaging in such

careful consideration of pupil work is a

powerful professional development and school

improvement tool in itself, as recognised by

NLS and NNS in resources and training they

have provided.

The increased use of curriculum targets is

linked to the rise in assessment literacy. Over

the past four years, the Strategies have moved

the conversation at the school level from

numerical to curricular targets, shifting the

emphasis to teaching and learning.Teachers

are focusing on what their pupils need to

learn next arid how best to help them reach

the appropriate curriculum target. These

increasing levels of assessment literacy will

also boost local capacity at both school and

LEA levels, strengthening sustainability in the

years ahead.

Leadership
The leadership at all levels of the Strategies

has proven to be a notable strength, as

demonstrated throughout our data gathering.

Although new people have moved into

virtually all of the key leadership positions

at the centre, and each has a distinctive

raq,
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approach, the quality of the leadership has

continued. In fact, as the Strategies have

evolved, the leadership focus has evolved with

them. In the early days, the emphasis was on

establishing a vision and. gaining commitment

from a wide range of stakeholders. Leaders

moved quickly into launching the Strategies,

establishing targets and creating a central team

of regional directors who developed resources

and mounted a massive professional

development programme. Over time, as the

emphasis has shifted to sustainability, national

and regional directors have moved into a

more interactive relationship with the LEAs

and the initial teacher training institutions

they serve. A striking feature of the central

leadership in NLS and NNS has been its

flexibility and responsiveness to feedback from

many quarters, without defensiveness or

rancour.

Leadership in LEAs and schools, as would

be expected, is variable and cannot be

characterised with a single description.

Regional directors, aware of the range of

L.EAs, support our observations in claiming

"we now have a lot of very strong LEA teams

strategy managers and consultants" and see

"a remarkable change in how proactive LEAs

have become in a support and challenge role!"

Shortages of knowledgeable staff can limit

LEA effectiveness line managers may not

always have the high level of managerial skill

or subject expertise that is desirable. A.s well, as

noted by regional directors, in some LEAs

senior leaders are not providing the support

and vision that will be needed to sustain

improvement over time.

Leadership development at the school level

has also been. a focus, with considerable

attention to building the leadership and

management capacity of headteachers and

literacy and numeracy co-ordinators, as both

1 .3 2
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managers and models of good practice.

Connections with the work of the National

College for School Leadership have brought

greater coherence to these efforts.Although

there is concern about attracting sufficient

candidates for headteaching positions, some

of our informants suggest that from their

experience, the pool may be smaller but it

is of high quality.

People who are becoming heads now are

better prepared and better supported than

heads ever have been. I here is a much better

sense of what leadership is. ... .1 know it is a

cliche but there is a better culture of shared

leadership in schools. The role of subject

leader particularly has developed.

(Strategy leader)

Challenges
A number of issues have emerged from our

consideration of the evidence available to

the end of 2002..Although we are drawing

attention to these issues in relation to NLS

and NNS, it is important to note they also

contribute to the body of evidence about

large-scale reform. Because the literature

about reform is largely based on instances

of more limited scope and smaller scale, the

examples of NLS and NNS are particularly

valuable as sources of new knowledge.

We hope these insights can spark discussion

about how to secure the long-term

effectiveness of NLS and NNS.

Teacher Capacity
There is no doubt that teacher capacity has

increased through use of the structure and

resources provided by NLS and NNS. The

literacy hour and the three-part daily

mathematics lesson are ubiquitous (although

not all components are always present). HMI

reports that the quality of teaching is going



up. However. evidence is mixed about the

extent to which teaching has actually changed

beyond the adoption of the structure and

format of the literacy hour and daily

mathematics lesson. If NLS and NNS are

going to reap the kinds of returns that

Strategy leaders believe are possible, the great

majority of teachers will need to be highly

skilled and knowledgeable about teaching

literacy and mathematics to their pupils.

Studies of effective teachers of numeracy

(Askew et al., 1997) and literacy (Medwell,

Wray; Poulson & Fox, 1998; Wray & Medwell,

2002) found that the most effective teachers

had a "connectionist" orientation to teaching,

getting children to think and talk about what

they were doing and to make connections

between different areas and aspects of the

subjects. For teachers to work effectively with

children's pre-existing understandings and

teach subjects in some depth requires sound

knowledge of the content to be taught

(Cohen & Hill, 2001). Achieving such

mastery on a wide scale is a tall order indeed.

Several UK research studies examined

changes in teaching over the last few years.

Research during the early phases of NLS

implementation suggested that even after

two years, some teachers had considerable

difficulty with teaching to objectives (Fisher,

2002; Fisher & Lewis, 2002), a fundamental

component of both. Strategies and one seen

by our interviewees as having great potential

for increasing pupil learning. Similarly,

another study (Mroz, Smith, & Hardman,

2000) found "a notable absence of the higher

order questioning and teacher-led discussion.

which is said [for instance, by Reynolds,

(1998)1 to characterise interactive whole class

teaching." Many teachers appear to be better

at the technical aspects of implementing both

Strategies than they are at accurately

diagnosing and responding to individual
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differences in pupil understanding. Research

by the Kings College team funded by the

Leverhalme Foundation has also identified

questions related to levels of teacher

understanding in mathematics (e.g., Askew;

2001). Other research has pointed to some

of the dilemmas faced by teachers in

implementing elements of N.LS (English,

Hargreaves, & .Hi.s.lam, 2002).

The Strategies have done an impressive job of

providing teaching resources and good quality

training to a large number of teachers

thousands of them across the country Given

the sheer scope of the challenge, however,

many of these teachers have riot yet had the

kind of extended learning experiences they

would need to develop a thorough

understanding of the Strategies or of the best

ways to teach. literacy and mathematics to

their pupils.

'Paining teachers to impletnent instructional

methods when they don't truly understand

the underlying rationale is futile. Without

understanding, teachers do not have the

knowledge to adapt an instructional strattgy

to address various student needs. Without

understanding, teachers become cogs in a

machine, with neither the responsibility nor

the rewards of being in control. Without

understanding, teachers can become inflexible

and dogmatic, unable to integrate new research-

supported practices into existing approaches,

(Willows, 2002, p. 1)

A significant finding in our data is the

difference between the views of teachers and

those of consultants. Consultants (along with

regional directors and other observers) believe

that many teachers do not yet have the

knowledge, skill and understanding they need

to make and sustain improvement in teaching

literacy and mathematics.Teachers, however,
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do riot share that view the great majority

believe they do have the necessary skill and

knowledge.The discrepancy presents a

challenge for policy makers and LEAs.

In Chapter 5, we explored some of the

reasons for the discrepancy and suggested how

teachers varied in capacity and motivation.

Our findings suggest not only that specific

skills or knowledge are required for expertise

in teaching literacy and mathematics, but also

that many teachers "don't know what they

don't know" For some teachers, change is

limited by their own lack of awareness of

inadequacies in subject knowledge or in

pedagogical understanding. Regional directors

and LEA consultants, reinforcing our own

findings, reported that gaps in teacher and

headteacher understanding and knowledge

were limiting the potential impact of NLS

and .NNS but that many of those in schools

were unaware of such gaps.

This paradox creates a complicated dilemma

for policy makers and central administrators.

As we suggested in our second report, the

initial gains in achievement scores were

probably a function of relatively

straightforward (albeit effective) changes in.

teaching practice.The subsequent stall in. Key

Stage 2 results would seem to support such a

conclusion. It will not be easy to increase the

proportion of teachers who are expert

teachers who are able to use the Strategies

as a foundation for making powerful

connections for all their pupils. Making the

task more challenging is the belief on the part

of so many teachers that the job is done that

they have the knowledge they need and have

fully implemented the Strategies. if teacher

learning does not become a routine feature of

ongoing practice, the principles behind the

Strategies may be diluted or distorted by well-

intentioned people who are unaware of the
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gaps in their understanding. Scepticism,

whether or not it is justified, felt by some

teachers about the impact of the Strategies,

particularly NLS, on pupil learning adds an

even greater degree of difficulty to the

capacity building task.

Embedding Accountability and.
Capacity Building
In the early implementation of the Strategies,

pressure for compliance with central directives

served to engage schools, getting them started

with literacy and mathematics changes.

However, continuing this kind of

accountability for too long may result in a

culture of dependence, reducing professional

autonomy. When the focus of the government

has moved on (as it inevitably will), the

responsibility for maintaining a focus on

literacy and mathematics, together with a

determination to strive for high standards

and quality teaching, will need to be

embedded in the culture of schools and LEAs.

Teachers don't come out ty'training and

know all that they need to know about

reaching. Teaching is continuously about

learning.And ultimately, the best place to

learn is in your omen school.

(Regional director)

Sustainability will ultimately depend on

everyone in the education system having:

the recognition that we never know it all

and can always leant, develop and improve.

(Regional director)

Developing this kind of organisational

capacity requires more than. professional

development that concentrates on teaching

and pupil assessment, critical as that is.
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Professional development should ... connect

teachers to external expertise while also

respecting teachers' discretion and creativity.

These experiences should be sustained and

continuous, rather than short-term and episodic.

(Newmann, King and Youngs, 2000)

Even with the Strategies' strong focus on

building capacity, the magnitude of the task

has meant that many teachers have had

relatively little opportunity for this sustained

professional development and consolidation.

The challenge now is finding ways to embed

accountability and capacity building in the

educational culture. Without such a shift,

there is a risk that the momentum that the

Strategies have created will be lost.A number

of the regional directors spoke of such

concerns:

There will always be a role. for us in terms

of' supporting the ongoing development,

whilst obviously we want self-developing,

self-sustaining schools. Schools can become

very insular places and LEAs have a key

role in being able to have a broad picture of

all their schools and enabling them to share.

(Numeracy regional director)

Central Direction and Local
Initiative
Researchers (e.g., .Berman & McLaughlin,

1977; Huberman & Miles, 1984) have long

understood the problems associated with

sustaining any initiative after the initial push

from policy makers. More recently, Datnow

and Stringfield (2000) drew attention to the

importance of the local infrastructure in

maintaining reforms, while Fullan (2000)

concluded that negative school cultures,

unstable districts and fluctuating policies

all take their toll on the fragile foothold

of reforms once the central driving

force recedes.
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The Literacy and Numeracy Strategies were

centrally conceived and directed. Given the

ambitious scope of the intended changes, such

an approach made sen.se.The central direction

and support appropriate to the early stages of

large-scale reform need to be modified at

later stages, where the challenge is to

maintain, deepen arid broaden the early gains.

The Strategies have captured the interest and

energy of the majority of headreachers and

teachers, although initially many were just

grateful at having been given effective tools

for dealing with the target setting and the

national assessments.

The Strategies were often viewed initially as a

one-size-fits-all approach to teaching imposed

on a widely diverse range of schools,

communities and pupil populations.The

Strategy leadership responded to such

concerns by emphasising greater flexibility

LEAs and schools have been encouraged to

focus on the goal of increasing pupil

attainment, with the Strategies providing the

means to that goal. LEAs and schools now

have more autonomy in how they utilise

Standards Fund money.The challenge is to

continue to push toward conditions where

LEAs, schools and teachers have the capacity

to adapt, solve problems and continue to

refine their practice, while remaining true to

the sound pedagogical principles that underlie

the Strategies. Efforts at building professional

communities within and across schools,

encouraged by SEU and the Strategies, need

to be pushed further.All pedagogical

stakeholders need to participate in shaping

pedagogical knowledge (fluids, 2001). For

long-term sustainability, LEAs, schools and

various professional organisations will need to

have a stronger leadership role..Headteachers

and teachers need to be deeply engaged in

innovation, but the process should be integral
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to the culture oldie school, rather than

imposed from outside.

We have referred in earlier reports to the

metaphor of organisations having "brains"

(Morgan, 1986). In inflexible and hierarchical

organisations, the brains are located at the top,

thinking on behalf of those in the trenches.

But the brain of an agile and responsive

organisation is distributed broadly amongst its

members, all of whom have a commitment to

achieving the organisation's goals the best way

they know how. The distributed brains (in

LEAs and schools) need scope and autonomy

but also the capacity to carry out their

responsibilities well.They need to be clear

about objectives and have the skill and

knowledge to achieve them. As articulated

by a regional director:

144' need to maintain the fidelity to the key

principles about teaching and learning but

at the same time allow and encourage the

ownership that says, "Pm going to move in

this way because it suits illy children in my

cohort."The professional development now

needs to take teachers to where they

have the knowledge and can use their

knowledge to work with their children.

(Regional director)

Manageability for LEAs and Schools
Although we are in favour of shifting more

responsibility to LEAs and schools, increasing

pressure and initiative overload Ibr teachers

and headteachers remains an issue. Such

concerns, not unique to England, are gaining

attention in many other countries, as

ambitious large-scale reform inevitably has

an impact, both positive and negative, on

teachers and their work lives. Although there

is considerable support for the focus of the

Literacy and Numeracy Strategies, our data

confirm that they have added to teacher
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workload, and evidence from a range of

sources suggests that teachers often feel

overwhelmed. Recent resource materials from

the Strategies unit plans and planning

exemplification materials are intended to

ease the planning load while giving teachers

concrete examples of a series of lessons that

address a group of objectives. Although some

individuals raised the possibility of such

materials from the centre fostering undue

dependency, early indications are that the

plans are having a positive effect on teaching.

The pace of reform as experienced in schools

is still intense.Virtual.ly all consultants agreed

that schools need time to reflect and

consolidate before any further central

initiatives are introduced. Headteachers

reported an almost ceaseless series of new or

reworked initiatives raining down from above,

making it difficult for schools to maintain

their focus on a few key priorities, while the

promised reduction in bureaucracy is not yet

noticeable.The Strategy directorates, through

work with headteachers and literacy and

mathematics co-ordinators, have tried to

strengthen the capacity for managing NLS

and NNS at the school level, although the

extent of the impact is not yet clear.

Current government efforts (introduced in

autumn 2002) to address workload issues may

ease the burden over the next few years

through the introduction of new staffing

models and different ways of using resources.

For instance, the government proposes

guaranteed time for planning lessons and for

assessing pupils' work, as well as the provision.

of adequate leadership time for headteachers

and other members of the school leadership

group. Our data confirm that manageability

needs to be tackled both from the top,

through policy means, and from the bottom,

through helping schools deal effectively with
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external pressures and initiatives. Serious

efforts to help schools deal with overload and

stress must continue to be a high priority.

Failure to improve the situation could have

serious consequences, not only for current

teachers in terms of daily performance and

their willingness to remain in the profession,

but also for the attractiveness of teaching as

a profession.

Targets and Test Results
Targets or standards and high-stakes testing

are among the most contentious elements of

large-scale reform. Most would agree that a

move toward higher standards is necessary and

importaut.There is less agreement, however,

about the way that tests and targets are used

in the process. Olson (2001), in the annual

report of Education Week in the United

States, points out that although testing can be

a powerful tool to change what happens in

classrooms an.d schools, such changes are not

always positive. Of concern are two practices

dive.rtin.g time from teaching the

curriculum to teaching pupils how to take

the tests, especially in the months directly

before the tests are given, and shifting time

away from non-tested subjects towards

tested subjects.

in the early implementation of NIS and

NNS, the emphasis on Key Stage 2 tests and

setting targets was beneficial in mobilising and

focusing the system. However, while targets

represent a useful starting point for large-scale

reform, they may not be the best strategy for

continuing.The high visibility of the 2002

Key Stage 2 targets the percentage of

children who should reach Level 4 has

meant that, in effect, the Strategies were

judged. at least publicly, on their success in

meeting this one criterion. In the opinion

of many of our intbrmants, the Key Stage 2

Level 4 targets of 80% and 75% were set

(Maple,' 7: Successes. Challenges and ldoviar Forward

without much regard to what would actually

be possible, while most see the 2004 targets of

85% as unrealistic, at least within that short

time frame.'fhe improvement in Key Stage 2

results, rapid until 2000, stalled at that point.

One reason for this may be that, as attainment

levels rise, further gains will be smaller and

therefore harder to detect.Thus, as levels of

attainment increase, further improvement is

more difficult to measure (Loveless, 2002).

Beyond Key Stage assessments, however, NLS

and NNS aim at transforming teaching in the

primary school in a variety of ways; their

success and impact cannot be fully assessed by

a single measure. Strategy leaders, well aware

of such limitations, have drawn on a range of

indicators in assessing progress and identifying

problems, looking at Key Stage 1 results,

changes in Levels 3 and 5, as well as findings

from HMI reviews and reports from LEAs

and regional directors.

In spite of efforts to broaden the indicators

considered, Level 4 in Key Stage 2 tests

remains the most visible public measure of

success. As we have observed, a preoccupation

with single achievement scores can have

negative side effects, such as narrowing the

curriculum that is taught. From the data

available to us, we see some evidence that the

high political profile of the 2002 national

targets skewed efforts in the direction of

activities that would lead to increases in the

one highly publicised score. Many teachers

acknowledged that they "teach to the test" in

Key Stage 2 and questions have been raised

about whether increases in Key Stage 2 results

are specific to the tests used (Tymins, as

quoted by Gold, 2002). However, we found

little evidence of this happening in Key Stage

1, suggesting that Key Stage 1 data may

provide better evidence of increased pupil

learning.
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We recognise that DIES and the Strategies

have been constantly balancing short-term

and long-term objectives. The government

has been caught in a dilemma increasing test

scores (short-term results) does much to

ensure support and funding for the essential

capacity building work over the longer term.

At the same time, DIES and the Strategy

leaders are aware that, with a high political

profile and a sense of urgency to show results,

they must resist focusing on short-term gains

at the expense of more sustainable reform,

where gains are steady but not necessarily

dramatic (Fullan, 2001). Continuing to set

ever higher Key Stage 2 national targets may

create difficulties; imposing what schools and

LEAs see as unrealistically high targets may

undermine the credibility of the target setting

exercise and lead to cynicism among

educators, decreasing rather than increasing

their efforts to improve.We suggest that a

shift in emphasis to what might be termed

"consolidation targets" could stimulate

headteachers and teachers to maintain

improvements to date and to address issues

identified as challenges in their schools. Such

a shift would assume slower rates of overall

increases in pupil achievement but stress the

need for consolidation and maintenance of

gains already made.

The process of national target setting for

primary school literacy and mathematics

attainment was useful in focusing efforts

during the launch and early implementation

of the Strategies but further efforts in this

direction may require a shift in emphasis

if they are to he of value in the long term.

The Teaching Profession
Ultimately, changes in schools happen because

of the motivation and capacity of individual

teachers teaching children in classrooms. It is

important for educational systems to attract,
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grow and nurture eager, energetic,

knowledgeable and skilful teachers. We have

already mentioned growing concerns about

current and future difficulties in attracting and

retaining teachers, particularly in and around

London. The modernisation of the teaching

profession continues to be a major focus of

the government. Recent government

proposals recommend introducing contractual.

changes to ensure headteachers and other

members of the school leadership team get

adequate time to carry out their leadership

and management roles. All of these initiatives,

with considerable potential for influencing

the conditions under which teachers carry

out their professional responsibilities, have

some relevance for efforts to improve the

teaching of literacy and mathematics.

As rioted above, addressing issues related to

workload is a component of the

modernisation initiative. The government

response to the PricewaterhouseCoopers

study and to the report from the School

Teachers' Review .11ody proposes, among

other measures, greater use of teaching

assistants and other support staff; stressing

that it is vital that teachers spend their

time teaching, not doing tasks that can

be done by others.

We believe it is crucial to continue to develop

and strengthen the profession though such

policies dealing with workload, recruitment,

initial teacher training, support for newly

qualified teachers, teacher compensation and

performance appraisal, as well as continuing to

develop teacher and leadership capacity.

Beyond the School
The mandate of NLS and NNS has been to

improve teaching and learning by changing

what happens in primary schools. Although

our mandate in carrying out this evaluation.
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was to study the implementation of the

Strategies, it is impossible to do that without

some consideration of the context in which.

these policies have been enacted. In that

spirit, we go briefly beyond policies that relate

specific:ally to education and to schools, to

address non-school factors that have a

significant impact, both directly and indirectly,

on children's learning. We look at two areas

support for families and. policy-making

beyond education.

Parents and Families

The government is well aware of the

importance of involving parents in efforts to

improve pupil learning..At the beginning of

the Strategies, parallel public engagement

programmes were launched the National

Year of Reading and Maths Year 2000 both

of which encouraged parents to capitalise on

everyday opportunities to strengthen

children's literacy and mathematics skills.

DIES and the Basic Skills Agency fund family

literacy and numeracy programmes in many

schools, to help parents whose own levels of

expertise are not high. In spite of these efforts,

however, the potential contribution that

parents can make to children's learning has

not vet been realised.

During 2002, government efforts to increase

parental involvement took a new turn;

the focus expanded to include parental.

responsibility for children's attendance at

school. Although controversial, central efforts

to put more pressure on non-compliant

parents have increased and seem likely to

continue, based on. the premise that no matter

how good schools are, they cannot do their

job if pupils are not present.

At the school level, our site visits revealed that

headteachers and teachers are trying to

engage parents and meeting with varied levels
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of success. Schools in highly disadvantaged

communities report particular difficulties,

perhaps related to parents' own ambivalence

about school, their lack of conviction that

education will necessarily improve children's

lives or the overwhelming pressures faced by

many families in such communities.

Nonetheless, most of our sample schools

reported progress, either in increasing

attendance at sessions to let parents know

about the Strategies and how to help their

children, or in daily routines such as having

parents listen to children read or write

comments on children's work. According to

headteachers, the materials that DIES has

already produced would not, on their own,

be useful with parents whose own. levels

of confidence and competence are

problematic. Such materials seem to assume

a level of comfort with text and with

schooling that parents in struggling

communities may not have.

As a caution, research shows that the kind of

parent involvement that can make a difference

to pupil attainment is parents' engagement

with their own children's learning. In other

words, parent involvement in school

governance, on its own, will not have

this effect.

Policy Making Beyond the School

DIES has been appropriately focusing on

the "long tail of under-achievement" and

on narrowing the range by bringing up the

performance of children with low attainment.

The main focus through NLS and NNS has

been on the school what schools can do to

improve pupil learning, particularly through

changed teaching practice.This makes sense

since the government has more direct control

over schools than it does over influences

outside schools. Improvements in pupil

attainment, however, seem to have stalled.
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There are still around 25 percent of children

who do not reach Level 4, the expected level.

Right now the approach seems to be "try

harder" or "do similar things somewhat

differently," for instance, delivering catch-up

programmes and ensuring quality teaching for

all. But, no matter what schools do, it may not

be enough.

Pupil outcomes are, we know, shaped by

many factors outside the school.The

relationship between socio-economic status

and educational achievement remains high

and is the most stable relationship in

educational research.A recent study in the

British Medical journal (Jefferis, Power, &

Hertzman, 2002), for instance, noting that

"social background is a simplification of a lot

of complex processes," found that social.

deprivation and poverty were strongly related

to educational attainment."The real challenge

for educators and policymakers today is to

avoid the defeatist myth that schools make no

difference without bouncing to the other

extreme, that they make all the difference"

(Rothstein, 2002, p 12). Perhaps "out of

school" influences on pupil attainment

deserve further attention. For example, good

prenatal and post-natal nutrition. means

healthier children who may be in a better

position to be successful at school, while

adequate housing supports stable home

lives and reduces interruptions to

children's schooling.

We are aware that the government is already

active on these fronts, consistent with a broad

view of what is required to support better

outcomes for children. Although our mandate

was to evaluate the Literacy and Numeracy

Strategies, we note that such "beyond the

school" policies may have a significant impact

on children's literacy and mathematics
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attainment and is thus at least indirectly

relevant to the standards agenda.

Conclusion
We believe that much. can be learned from

this educational refbrm.Th.e National Literacy

and Numeracy Strategies are ambitious large-

scale change initiatives well grounded in.

research (at least compared with most other

change efforts).They have been generally well

implemented and well supported by schools

(with some caveats concerning perceived

rigidity). Although the 2002 targets were not

reached, there has been an increase in the Key

Stage 2 test scores that DIES defined as the

measure of success, plus a substantial

narrowing of the gap between the results in

the most and least successful schools and

LEAs. Although the most obvious features of

the reforms appear in virtually all classrooms,

our data show considerable disparity across

teachers and schools in understanding of the

Strategies and in subject and pedagogical

knowledge and skill. In many cases the

Strategies have not yet produced the needed

depth of change in teaching and learning.

Such a lag is not surprising given the length

of time, but will need continued attention

through provision of sustained. professional

learning opportunities, which should be

increasingly embedded in the life and routine

of the school. LEAs and schools need to have

increased scope and responsibility for such

professional learning.

As with a.11 large-scale change efforts, there are

inevitable tensions. Questions linger about the

appropriate balance between "top-down" and

"bottom-up" reform, directed versus flexible

implementation, literacy and mathematics

versus other curriculum areas, and long-term

capacity versus short-term results. Our study

also reaffirmed the importance of looking at



a variety of outcomes and measures given

the distorting effect that is an unintended

consequence of a focus on one indicator

of success.

The Strategies have led to significant changes

in primary education throughout England in

a remarkably short period of time.The shift is

pervasive, has moved literacy and numeracy to

the top of the agenda and led to significant

changes in teaching. But moving to the next

phase will not be easy.

The issues we have raised should not be

construed as criticisms of the NLS and NNS

initiative the initiative is successful, and that

is why these challenges have emerged. Unlike

many large-scale reform initiatives, the

Strategies have had substantial early success;

the crucial next phase of NLS and NNS

reform involves:

o deepening and broadening teacher subject

knowledge and pedagogical understanding

in literacy and mathematics;

o addressing the management of the primary

curriculum as a whole, not just literacy

and mathematics; and

O continuing to address the structure of the

teaching profession and the factors that

affect teachers' working lives and, more

broadly, recruitment and retention.

Much has been accomplished and this should

be celebrated. At the same time, a careful look

at the progress of the Strategies reveals no

shortage of challenges for future policy and

practice.

Chapter 7: Successes,. Challenge., and Alovini: Forwod
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Appendix A:
Sample Interview Protocols

1998-1999: Initial interviews with policy makers, DfEE staff,
other key players

Date

Location

Name

Interviewer

Position

Preamble: review purposes of study, plans etc. and give information sheet. Have interviewee read

and sign release form.

Education reform context
Review briefly what we understand to be the current ducation reform context in Britain

re NLS and NNS, with opportunity for interviewee to confirm or modify.

NLS and NNS
-What has been your involvement and responsibility with regard to NLS and NNS?

How would you define or describe NLS and NNS, in a few sentences? What are the most

important elements of NLS? Of NNS? What do you hope these strategies will achieve?
Possible probes:What is DtEE trying to do that the NLS /NNS will assist with? Has your understanding of the
NI .S or NNS changed over the past year? how?

Who are some of the key people you have worked with during your involvement with NLS and

NNS? Are there others you think we should talk to as we develop our understanding of how the

two strategies were developed, how they are being implemented, and how they are modified in

the light of experience?
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What are the key incentives for LEAs, schools and teachers to implement NLS and NNS?

What are the main supports available for each group? What pressures are there for each group

to work on iinplementation?

What do you anticipate will be the obstacles to LEAs, schools and teachers fully implementing

N.I.,S and NNS?

Ongoing monitoring
As you may know, our evaluation team is carrying out secondary analysis of reports and

evaluations of NLS and NNS that are being done by DfEE and Ofsted, as well as QCA data.

What is your understanding of how NLS and NNS are being evaluated by these agencies?

What data do you expect will be available?

How is DfEE getting information about the priorities and needs of those implementing

the NLS and NNS? teachers? parents? school leaders? .LEAs? community?

How can these groups get information and make their views heard? Who is responsible

for ensuring that communication among stakeholder groups continues?

How are decisions made about allocating funds to support NLS and NNS? How is the use

and value of funds being monitored?
Probes:Who i, consulted? Who decides? What mechani,m in place tbr consultation iCrOSS stakeholder groups?

Any administrative structures in place to sustain this?

Successes/problems/surprises
What has gone well so far with the NLS and NNS initiatives? What successes are you aware of?

Educational reform is difficult and complicated. What problems are being encountered with

NLS arid N.NS? How are these problems being dealt with? With what success?
Problems Coping

Looking back over the last few months with the NLS and NNS, has anything surprised you? What?

Vision of the future
What is your image of what should be happening in British primary schools and classrooms

with regard to literacy and numeracy?
Probes as necessary/appropriate. eg.What would teachers be doing? What about pupils? What are the priorities for
the schools?

If the early stages of implementing NLS and NNS are successful, what would you expect

to be in place for each strategy by October of 1999?

If the NLS and NNS are successful, what will be different about primary classrooms in the year 2005?
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1,1/ntching C- Learning

In your view, what is the likelihood of achieving this level of success? What would limit or

constrain success? What could increase the level of success?

Conclusion
Anything else we haven't talked about that you think is important?

Thanks etc. etc.

2001 and 2002 Interviews with DIES Personnel,
Senior ILLS and NNS Leaders

Interviews were loosely structured around three key areas:
1. Flow embedded is the. Strategy (or Strategies)?

2. How likely is it that the changes will be sustained?

3. In you.r view, what has to happen to increase/ensure sustainability?

1999: NLS and NNS Regional Director Interview
5 general areas: regional director role; nature of Strategy; communication and relationships; impact;

and accountability.

1. Regional director role
What attracted you to the job?

o Briefly, how would you describe your role? Is it what you expected?

o What are the most important aspects of your role? (Probe: Regional? Central/additional

responsibility?) Has this changed since you started?

o Do you have any sense of the extent to which the regional director role is similar in all

regions?

o Has there been any discussion. among the regional directors about what regional directors

should or should not do or be responsible for?

o Think about your work over the past few months. Does anything stand out as making it easier

for you to be effective? How about things that have made it harder? (probes new policy

initiatives, communication flows or blocks, operational structure) How do you assess your own

effectiveness? Is the job manageable?

2. The Strategy
o How would you describe the key changes embedded in the strategy?

o in your view, what components of the strategies are the most important? Is there anything

in the strategy that you don.'t agree with?
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O What components do .LEAs and teachers seern to value most? What parts, if any, do they have

problems with?

o Has this changed over the past year (relevant for Literacy only)?

If you could. give Michael Barber one suggestion in relation to the Strategy, what would it be?

3. Impact
o From your experience, can. you give me a concrete example of how the Strategy has had

a positive impact on practice?

o Have you seen any unintended negative effects of the Strategy? (possible probes: for instance,

less attention to needs of some categories of pupils; inadequate time or attention to other

aspects of curriculum)

4. Communication and Relationships
O Communications are inevitably a huge part of any initiative this size. People need to

get information and pass it on..Tell roe about your communication and working

relationships with:

1...)fEE

LEA

"'leachers

Other IUDs

FIMI/Oaed

the media

o How good are communications? Can you give me a concrete example of something that you

have experienced or witnessed that illustrates good communication? ...Communication

problems?

O What do you see as your role in communication?

O What are the key messages in the Strategy?

o Axe there any particularly significant relationships among or between different groups that

you think are affecting implementation? (Either positive or problematic).

5. Accountability
o NLS/NNS include a number of avenues fbr accountability and monitoring. How would you

describe your role in the accountability process?

o What about Ofsted inspections? How do they influence implementation of the strategy

in your region (1) HMI in the special sample schools; and (2) Ofsted Section 10 in

schools generally?
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O What are your predictions for the test results in 2002?

O Are there other accountability mechanisms, maybe less formal? How are they working?

Is there anything else we haven't talked about that you think is important for us to pay

attention to?

Thanks etc.

Autumn 2001/Spring 2002: Interview Protocol for NLS and NNS
Regional Directors
Preamble: We're getting near the end of our evaluation of the implementation of N.LS or NNS.

We'd like to get your perspective on some of the issues that we're trying to describe in our final

report. Before we begin our discussion I would like to clarify your current position: when did

you first become a regional director (if not known)? I understand that you have or don't have]

regional responsibilities for a. group of LEAs is that right? Beyond your role in relation to

LEAs, do you have other areas of responsibility e.g. initiatives or topics on which you take

a leading role?

1. How would you define or describe NLS/NNS, perhaps to someone not
closely connected to it?
Is it the same as in 1998 or 1999? (unless a very recent appointee)

O Can you elaborate?

2. There have been changes in personnel and organisation since NLS/NNS
began (e.g., additional regional directors, changes in leadership,
extension to KS3).

o How well are the new/current structures working?

O Probes: Do you feel you are sufficiently aware of relevant developments e.g. policy changes,

implementation plans, etc.?

As regional director your role is a combination of pressure and support.

3. Describe your role in providing support (Probe if needed:
resources/training, other support?).

O (Iflong term. regional director, ask: How has your support role changed over time?)

4. As a regional director you are also involved in monitoring.
a) Think about one of your LEAs (or ITT institutions) that you have some concerns about.

o What are the issues that cause concern?

Think about your most recent visit to the LEA during which you dealt with the issue(s).
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O With whom did you meet (roles /riot names)?

o What decisions or agreements were made related to the issue?

o What kinds of information did you draw on. in making decisions in this situation.?

b) How well are current monitoring procedures working? (Probe: what about monitoring forms used?)

Are any changes needed, in your view?

5. Finally, what about sustainability? How embedded are the changes that have
come about through the Strategy? What are the key principles that you
hope will endure as a result of the Strategy?

O What will it take to sustain the work that has been accomplished?

o What role do you see for .L.EAs, consultants, regional directors, DIES, etc.

o What tensions, if any, exist between central direction and local initiative? How does the

centre-local relationship facilitate Strategy sustainability?

6. Do you have any additional comments related to the regional director role
that you wish to make?

Headteacher Interview Protocol

Managing change
There has been a lot of change in education in the past few years. What changes have you

experienced here? How have you personally organised and managed change in. the school?

What is your relationship with the LEA? With other schools in the LEA?

What supports have been available to you and your teachers?

What obstacles have you experienced?

NLS
How are you approaching literacy in this school?

o Do teachers do a "literacy hour"?

o Tell me about a typical literacy lesson.

o To what extent have the teachers adopted NLS? Have teachers adapted NLS?

o How close is the NLS philosophy to the philosophy for teaching literacy in the school?

How close is it to your personal philosophy?
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Flow have you gone about making changes in how literacy is taught?

o Have you personally received NLS training and/or support? Have your teachers? Describe

that support.

O Have you personally been involved in other professional development or in networks related

to literacy? Have your teachers?

o Has the school had access to any new resources?

o What literacy support do you. have fiom the LEA.? From DIES?

o What obstacles have you faced?

What changes have you noticed as a result of your attention to literacy?

o in school routines

O in classroom practices

O in the relationships among colleagues

o in. relationships with parents

o in student learning and/or achievement?

NNS
How are you approaching mathematics in the school?

o Do you do a formal "mathematics lesson"?

o Tell me about a typical mathematics lesson.

o To what extent have the teachers adopted NNS? To what extent have they adapted NNS?

o Flow close is the NNS philosophy to the philosophy for mathematics teaching in the school?

How close is it to your personal philosophy?

How have you gone about making the changes that you have made in mathematics teaching?

o Have you personally received NNS training and/or support? Have your teachers? Describe

that support.

o Have you personally been involved in other professional development or in networks related

to mathematics reaching? Have your teachers?

o Has the school had access to any new resources?

O What support do you have from the LEA? From DIES?

o What obstacles have you faced?
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What changes have you noticed as a result of your attention to mathematics?

O in school routines

o in classroom practices

o in the relationships among colleagues

O in relationships with parents

o in student learning and/or achievement?

Target setting
Describe for m.e how targets are set? (gather artifacts)

O in the school, in the LEA?

What data do you have available to use? How do you use it?

Funding
How have the Strategies been funded in the LEA? In this school?

o What funding has come through the Standards Fund?

o Have you redirected any school fiends to the Strategies?

o From where?

o Have you redirected the time of staff (head, teachers, support stail) to literacy and

mathematics?

o What other activities have been reduced as a result?

Sustainability
Are the initiatives sustainable?

What will it take to sustain improvements in literacy and mathematics?
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Appendix 8: Sample Questionnaires ("Ileadteacher, Teacher, Consultant)

()BEND
The Ontario Institute for Studies in Education of the University of Toronto

Evaluation of The National Numeracy Strategy

Headteacher Survey

Dear Headteacher

As you are aware, the National Literacy and National Numeracy Strategies have been major initiatives
in England over the last few years. A team of researchers from the Ontario Institute for Studies in
Education at the University of Toronto, commissioned by DfES, is evaluating the implementation of
the Strategies. This survey, asking about the Numeracy Strategy (NNS), is part of that evaluation.

Your responses will help to inform the future work of NNS and lead to a better understanding of what
the Strategies mean for schools. The research team has collected information from a wide range of
sources; now we need to hear from headteachers, co-ordinators and teachers to understand your
experiences.

The questionnaire should take about 15 minutes to complete. The survey is anonymous and no
school or individual will be identified in any reports. Responses will be summarised and the results
included in the report that the OISE/UT team will write for the DfES, with recommendations for future
policy and practice.

As you see, the questionnaire for teachers is slightly different from that for heads. Please encourage
your teachers to respond to the survey. Experiences of both heads and teachers are important for
future efforts to support the teaching of mathematics.

We use the term 'NNS' to refer to the Numeracy Strategy as a whole; this includes the daily
mathematics lesson, training materials, resources and guidance provided by the Strategy, for classroom
teaching and the management of mathematics in schools.

If you have any questions about this survey please call Helen Selden at NFER on 01753 695855.

Thank you, in advance, for your help. We appreciate it.

°C--

Michael Fullan

(on behalf of the University of Toronto research team)

ELQ
3882

HTQN
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Please indicate your level of agreement by placing a tick
in the appropriate box

Opinions About NNS

1. The aims of NNS are clear to me.

2. The aims of NNS are consistent with my own aims for
teaching mathematics in my school.

3. I hear useful feedback about my school's use of the
Numeracy Strategy (e.g., from LEA advisers, parents, etc.).

4. Pupils in this school are performing at a higher level in
mental mathematics as a result of NNS.

5. Pupils in this school are performing at a higher level in
written calculations as a result of NNS.

6. NNS has been helpful for engaging unmotivated pupils.

NNS Training and Support

7. In the shaded column, tick the box(es) for any training/
preparation that you personally have had. For each tick,
please indicate how useful it was.

One-off training session outside my school with LEA numeracy
consultant(s)

Multiple training sessions outside my school with LEA numeracy
consultant(s)

In-school training sessions with LEA numeracy consultant(s)

Support from others (e.g. teacher training faculty, private
consultants, LEA advisers)

Autumn 2001/winter 2002 NNS headteacher conference

Observation of demonstration lessons

Use of training materials (e.g., manuals, videos) with colleagues

Use of training materials (e.g., manuals, videos) on my own

Support network outside my school (e.g. other heads)
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Appendix B: Sample Questionnaire:, (1 lea d teacher, Teacher, Constaranrl

8. We have the staff needed to implement the Numeracy Strategy
successfully in my school.

9. We have the resources (e.g. materials) needed to implement the
Numeracy Strategy successfully in my school.

10. I feel confident that I understand the expectations in the
Numeracy Strategy associated with mental mathematics.

11. I feel confident that I understand the expectations in the
Numeracy Strategy associated with written calculations.

12. I have the knowledge and skills I need to support staff in
implementing the Numeracy Strategy.

NNS In My School

13. Pupils spend more of their time in school on mathematics than
they did before NNS.

14. Parents spend more time helping their children with mathematics
now than they did before NNS.

15. Staff have been fully involved in setting numerical Key Stage 2
mathematics targets in this school.

16. Staff have been fully involved in setting mathematics curriculum
targets for pupils in this school.

17. Teachers in this school build on one another's strengths in
implementing NNS.

18. Teachers in this school work together to implement the new
classroom practices recommended by NNS.

19. Teachers feel a sense of responsibility for work in the school
as a whole.

20. Teachers in this school believe all pupils can succeed.

21. Structures (e.g., timetables, meeting times) in this school give
teachers opportunities to work with colleagues in mathematics
teaching and planning.

22. The physical layout of the school makes it easy for teachers to
talk with each other about mathematics teaching and learning.

23. Parents are supportive of the school's efforts in numeracy.
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Leadership and NNS

24. NNS has required significant new leadership or management
practices on my part.

25. I have had adequate opportunities to clarify my role in
implementing NNS.

26. I have had adequate opportunities to practise and refine new
management skills for managing mathematics.

27. I have been successful in helping teachers implement the
Numeracy Strategy.

28. I give useful feedback to teachers about mathematics teaching.

29. I encourage teachers to consider new ideas for teaching of
mathematics.

30. I demonstrate high expectations for work with pupils in
mathematics.

31. I provide non-contact time for teachers to work on mathematics.

32. I model a high level of professional practice in relation to NNS.

33. I encourage collaborative work in mathematics among staff.

34. There is wide participation in decisions about NNS in this
school.

35. We have good relationships with parents in relation to NNS.

36. The LEA provides adequate resources and assistance to schools
for NNS implementation.

37. There is a sense of community in this LEA in relation to NNS
and raising mathematics attainment.

38. This LEA has a plan for sustaining mathematics attainment
over time.
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Appendix B: Sample QIU`Sii01111alle., (Thadkaeher, Teacher, Consalranr)

39. With the introduction of the Numeracy Strategy, DfES provided resources (funding,
professional development, etc.) through the Standards Fund. Beyond such DfES and
LEA funding, has your school allocated additional resources to support numeracy?

yes

no

not sure

40. Do you expect your school to meet its 2002 mathematics targets for Key Stage 2?

yes

no

not sure

41. Which of the following statements best describes the National Numeracy Strategy
in your school?

we are fully implementing NNS

we have implemented NNS and have modified components to suit
our pupils

n we are making consistent use of some elements of NNS

we sometimes use NNS but mostly we use other materials
and approaches

n we are not using NNS

please turn over
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Background Information

Number of years experience as an educator, Number of years as a headteacher in
including as headteacher:

n 2 to 3

4 to 5

6 to 10

11 to 18

19+

this or other schools:

n
1 to 2

3 to 5

6 to 10

11+

What do you see as the strengths of NNS?

What do you see as the weaknesses or limitations of NNS?

If you have any additional comments related to NNS, please add then: here.

Thank you for completing this questionnaire.
Please collect all the questionnaires from your teachers. NFER has arranged for them to be

collected from your school on
Monday 18 March.

National Foundation for Educational Research, RDS, The Mere, Upton Park, Slough, Berkshire. SL1 2DQ
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OISESI
The Ontario Institute for Studies in Education of the University of Toronto

Evaluation of The National Literacy Strategy

Teacher Survey

Dear Teacher

As you are aware, the National Literacy and Numeracy Strategies have been major
initiatives in England over the last few years. A team of researchers from the Ontario
Institute for Studies in Education of the University of Toronto (OISE/UT), commissioned
by DfES, is evaluating the implementation of the Strategies. This survey, asking about
the National Literacy Strategy (NLS), is part of that evaluation. Members of the
research team have been collecting information from a wide range of sources and are
now inviting you to complete the enclosed questionnaire, asking about your perceptions
and experiences with teaching literacy and with the Strategy.

Your responses will help to inform the future work of NLS and lead to a better
understanding of what the Strategy means for schools. We need to hear from
headteachers, co-ordinators and teachers to understand your experiences.

The questionnaire should take no longer than 15 minutes to complete. The survey is
anonymous and no school or individual will be identified in any reports. Responses
will be summarised and the results included in the report that the OISE/UT team will
write for the DfES, with recommendations for future policy and practice.

Your responses can influence the future development of efforts to support literacy.
Your co-operation in completing the questionnaire is much appreciated.

We use the term 'NLS' to refer to the Literacy Strategy as a whole; this includes the literacy
hour, training materials, resources and guidance produced by the Strategy.

If you have any questions about this survey please call Helen Selden at NFER on 01753
695855.

Thank you, in advance, for your help. We appreciate it.

Michael Fullan

(on behalf of the University of Toronto research team)

ELQ
3881
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Please indicate your level of agreement by placing a tick in
the appropriate box.

Opinions About NLS

1. The aims of NLS are clear to me.

2. The aims of NLS are consistent with my own aims for
teaching literacy in my classroom.

3. The Literacy Strategy helps make my job more satisfying
and engaging.

4. My teaching is more effective as a result of NLS.

5. My pupils are performing at a higher level in reading
as a result of NLS.

6. My pupils are performing at a higher level in writing as
a result of NLS.

7. NLS has been helpful in engaging unmotivated pupils.

8. The benefits of NLS have outweighed the costs in terms
of teacher time and effort required for implementation.

NLS In My Class

9. I set objectives or curriculum targets for groups or
individual children in my class.

10. I feel comfortable making adaptations to NLS to fit my
class.

11. I have the freedom that I need to teach literacy in a manner
that I believe is best for my pupils.

12. I use NLS teaching approaches in other curriculum
subjects.

13 . The focus on literacy means that other subjects get less
attention than I would like to give them.

14. Children are applying skills developed in literacy to other
curriculum subjects.

15 . I believe that all pupils in my class can succeed.
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NLS hi My School

16. I have been involved in setting literacy curriculum targets
for a year group in the school.

17. Colleagues in this school build on one another's strengths
in implementing NLS.

18. Colleagues in this school work together to implement the
new classroom practices recommended by NLS.

19. I work with teachers from other schools on literacy plans
or programmes.

20. Teachers feel a sense of responsibility for work in the
school as a whole, not just in their own classrooms.

21. Structures (e.g., timetables, literacy meeting times) in
this school give teachers opportunities to work with
colleagues about literacy teaching and learning.

22. The physical layout of the school makes it easy for
teachers to talk with each other about literacy teaching
and learning.

23. Parents are supportive of the school's efforts in literacy.

24. In our school, we focus a lot of time on practising for the
Key Stage 2 tests.

25. The numerical targets set for this school are possible for
us to attain.

NLS Training and Support

26. In the shaded column, tick the box(es) for any training/
preparation you have had.
For each tick, please indicate how useful it was.

one-off training session outside my school with the
LEA literacy consultant(s)

3 or 5 day training sessions outside my school with
the LEA literacy consultant(s)

assistance in my classroom from an LEA literacy
consultant

observed demonstration lessons or received assistance
in my own classroom from the literacy co-ordinator
in my school
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use of training materials (e.g., manuals, videos) in
discussion with colleagues

use of training materials (e.g., manuals, videos) by
myself

use of NLS website

have observed an 'expert literacy teacher' (or equivalent
in your LEA)

27. I have the knowledge and skills I need to implement NLS
well.

28. I have developed new knowledge and skill through
implementing NLS.

29. NLS training has helped me teach literacy more
effectively.

30. I have access to the resources (e.g., people, materials)
that I need to implement NLS.

Leadership For Literacy

31. Leaders (head, deputy head and/or literacy co-ordinator) in this
school provide assistance in setting curricular targets for
literacy teaching and learning.

32. Leaders in this school give useful feedback about literacy
teaching.

33. Leaders in this school encourage teachers to consider new
ideas for teaching literacy.

34. Leaders in this school demonstrate high expectations for
work with pupils in literacy.

35. Leaders in this school model a high level of professional
practice in relation to NLS.

36. Leaders in this school encourage collaborative work in
literacy among staff.

37. Leaders in this school create conditions in the school that allow
for wide participation in decisions about literacy.

38. Leaders in this school provide time for teachers to work
together on literacy.

39. Leaders in this school help develop good relationships with
parents as part of the school's response to NLS.
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General Comments

40. Which of the following best describes your current use of the National Literacy Strategy?

I am fully implementing NLS

I have implemented NLS and am now modifying elements to suit my classroom

I am making consistent use of some elements of NLS

I sometimes use ideas from NLS but mostly use other materials and strategies.

I am not using NLS

Background Information

Which years(s) do you teach? Number of years teaching experience:

Reception Less than 2
Year 1 2 to 3

Year 2 4 to 5

Year 3 6 to 10
Year 4 11 to 18

Year 5 19+

Year 6

Please indicate if you have undertaken any of the following roles during the current
academic year:

1-1 English or literacy co-ordinator

Deputy head

Other senior management position

Please turn over

IL 7 7
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What do you see as the strengths of NLS?

What do you see as the weaknesses or limitations of NLS?

If you have any additional comments about NLS and its implementation, please write them here.

Thank you for completing this questionnaire.
Please now place it in the envelope provided, seal and return it to your Headteacher.

All questionnaires from your school will be collected by courier on Monday 18th March 2002.

National Foundation for Educational Research, RDS, The Mere, Upton Park, Slough, Berkshire. SL1 2DQ
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Appendix B: Sample QUeSilOntlairff (Headteader, Teacher, ConsnItant)

OISESIN
The Ontario Institute for Studies in Education of the University of Toronto

External Evaluation of The National Numeracy Strategy

Numeracy Consultant Survey

Dear Numeracy Consultant

As you know, the National Literacy and Numeracy Strategies have been major initiatives in
England over the last few years. You may be aware that a team of researchers from the
Ontario Institute for Studies in Education of the University of Toronto (OISE /UT),
commissioned by DfES, is evaluating the implementation of the Strategies. This survey,
asking about the Numeracy Strategy (NNS), is part of that evaluation and will provide valuable
information from the perspective of numeracy consultants.

The support provided by consultants has been critical in the implementation of the Strategy.
Although members of the research team have interviewed many of you over the past 3
years, we are now asking for the views of all consultants through this survey. Your responses
will supplement information our team has been collecting from a wide range of sources,
including school and LEA visits, and can influence the future development of efforts to
support literacy and mathematics. Responses will be summarised and the results included
in the final report that the OISE/UT team will write for the DfES, with recommendations for
future policy and practice.

The questionnaire takes approximately 20 minutes to complete. The survey is anonymous
and no individual will be identified in any reports. NFER is gathering the information for the
OISE/UT team. The information will be most useful in planning if you give your candid
responses to the questions about NNS and about your work. Your participation is much
appreciated.

When we use the term 'NNS' we are referring to the Numeracy Strategy as a whole; this
includes not simply the daily mathematics lesson but also the training materials, resources
and guidance produced by the Strategy relating to classroom teaching and the management
of mathematics in schools.

If you have any questions about this survey please call Helen Selden at NFER on
01753 695855.

Thank you, in advance, for your help. We appreciate it.

Michael Fullan

(on behalf of the University of Toronto research team)
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Background Information about You and the LEA

About the LEA

Number of primary schools:

Less than 50
150 to 300

50 to 99 100 to 149
over 300

Number of numeracy consultants in your LEA (number of persons to the best of your knowledge, including
you):

Full-time Part-time

About You

Number of years as a consultant:

Up to 2 years
3 - 4 years
more than 4 years

Assignment as a consultant:

Full-time Part-time

Previous Post

Class teacher
Mathematics co-ordinator
Deputy headteacher E other (please specify)

The NNS Consultant Role

How many schools do you expect to have worked with this academic year? (Count each school only once)

Providing intensive school-based support (4 or more days per year)

Providing less intensive support (3 or fewer days per year)

Providing school-based INSET only

schools

schools

schools

Approximately what proportion of your time have you spent Less than 11 - 25% 26 - 50% more than
in each of the following activities this school year? (please tick) 10% 50%

Leading training workshops or professional development in
the LEA (including preparation time)

Providing in-school support to individual schools (including
observations and working with individual teachers and
including preparation time)

Attending professional development sessions in which you
were being trained to support NNS (including attendance at
regional network meetings)

Participating in LEA meetings related to mathematics

Other LEA meetings

Other (please specify)
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Appendix 8: Sample Questionnaires (11eadteacher, Teacher, Consultant)

Please indicate your level of agreement by placing a tick
in the appropriate box.

Your Role

1. I get consistent messages about my role from advisers and
managers in my LEA.

2. In our LEA, there are enough numeracy consultants to
provide necessary support to all schools.

3. I have sufficient opportunities to work with colleagues in
my LEA.

4. My line manager encourages me to learn from colleagues in
other LEAs.

Opinions About NNS

5. The aims of NNS are clear to me.

6. The aims of NNS are consistent with my own beliefs about
teaching mathematics.

7. Pupils are performing at a higher level in mental mathematics
as a result of NNS.

8. Pupils are performing at a higher level in written calculations
as a result of NNS.

9. NNS has provided helpful approaches for engaging unmotivated
pupils.

10. The focus on mathematics means that other subjects get less
attention than they need.

11. Teachers have the freedom that they need to teach mathematics
in the manner that they believe is best for their pupils.

12. The benefits of NNS have outweighed the costs in terms of
teacher time and effort required for implementation.

n n
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NNS In Schools

Answer the following questions in relation to the schools
you have worked with regularly. Please select the answer
that reflects what is happening in most of the schools.

13. Most teachers have the subject knowledge that they need to
improve mathematics learning.

14. Most teachers have the teaching skills that they need to
improve mathematics learning.

15. Teachers set objectives or curriculum targets for groups or
individual children in their classes.

16. Teachers feel comfortable making adaptations to NNS to fit
their classes.

17. Teachers use NNS teaching approaches in other curriculum
subjects.

18. Teachers are involved in setting mathematics curriculum targets
for year groups in the school.

19. Teachers work together to build on one another's strengths
in implementing NNS.

20. Teachers work with teachers from other schools on
mathematics plans or programmes.

21. Teachers focus a lot of time on practising for the Key Stage 2
tests.

22. Increasing scores on KS2 tests is a high priority.

23. These schools will achieve their 2002 KS2 numerical targets.

24. There have been significant improvements in children's
learning in mathematics in KS I.

25. There have been significant improvements in children's
learning in mathematics in Years 3 and 4.

26. There have been significant improvements in children's
learning in mathematics in Years 5 and 6.
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Appendix 13: Sample QIestionnaires aleadteacher, Teacher, Consultant)

NNS Training and Support

27. I have the knowledge and skills I need to support NNS well.

28. I continue to develop new knowledge and skill through my
involvement in NNS.

29 NNS training has helped me support mathematics in the
LEA more effectively.

30. The NNS training I get in regional meetings/conferences
prepares me well to provide mathematics training in my
LEA.

31. I have access to the resources (e.g., people, materials) that
I need to support NNS.

32. As a numeracy consultant I have sufficient flexibility to
modify NNS training to fit the specific needs of participants in
my LEA.

33. All teachers in this LEA have received adequate training
for NNS.

34. All teachers in this LEA have adequate materials to
implement NNS.

35. Teachers need detailed classroom guidance in order to
implement the Strategy successfully.

LEA Leadership For Numeracy

36. Leaders in this LEA (advisers, CEO, line managers, etc.) have
a clear vision for mathematics learning in schools.

37. There is coherence in this LEA between policies for
mathematics and other policies.

38. This LEA is supportive of the principles of NNS.

39. This LEA provides schools with assistance in setting curricular
targets for mathematics teaching and learning.

40. Leaders in this LEA see mathematics as a very high priority.
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Watching & Learniug

41. Leaders in this LEA encourage teachers to consider new
ideas for teaching of mathematics.

42. Leaders in this LEA demonstrate high expectations for work
with pupils in mathematics.

43. Leaders in this LEA model a high level of professional
practice in relation to NNS.

44. This LEA encourages and supports collaborative work in
mathematics across schools.

Sustainability of NNS

45. NNS is embedded in schools in this LEA.

46. If the national network of Regional Directors were
disbanded, improvements in mathematics teaching would
continue.

47. If the emphasis on numerical target-setting were dropped,
improvements in mathematics teaching would continue.

48. If the designated resources of the standards fund
disappeared, improvements in mathematics teaching
would continue.

49. If the role of numeracy consultant disappeared,
improvements in mathematics teaching would continue.

50. If the role of leading mathematics teacher disappeared,
improvements in mathematics teaching would continue.

51. Setting higher numerical targets for 2004 is necessary for
continued improvement in pupil learning.

52. From my observations, many teachers in this LEA need
deeper subject knowledge if improvements in mathematics
are to be sustained.

53. From my observations, many teachers in this LEA need
greater pedagogical expertise if improvements in
mathematics are to be sustained.
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Appendix 8: Sample Questionnairei Oleadteacher, Teacher, Consulranii

54. Headteachers in my LEA display a thorough understanding
of the principles of NNS.

55. Teachers I work with in the LEA display a thorough
understanding of the principles of NNS.

56. Schools need time to reflect and consolidate before
any further central initiatives are introduced.

57. Following is a list of components of the Strategy. For
each component, please indicate the value or impact
on quality of teaching:

Strategy Component

Standards Fund support targeted for mathematics

The framework for teaching mathematics

Annual KS2 LEA targets

Annual KS2 national targets

The work of numeracy consultants

The work of leading mathematics teachers (or

equivalent term in your LEA)

Increased use of teaching assistants

The NNS 5-day course

Other (please specify)
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Worthing 12-. Learning

What do you see as strengths of NNS?

What do you see as weaknesses or limitations of NNS?

What could the National Numeracy Strategy learn from the National Literacy Strategy?

Thank you.

Please return your questionnaire to RDS, The Mere, Upton Park, Slough Berkshire SL1 2DQ.
A pre-paid envelope is provided
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Appendix C: Value for Money
Analyses in Education

1. Value for Money Analyses
On Education

How Outcomes Arc Produced
Much of the discussion of the value of a

programme reflects different ideas about

how resources are actually used to produce

outcomes. In some cost studies, for instance,

total amounts of money are compared to

academic achievement levels without regard

to whether the spending is used to hire

teachers, increase salaries, buy equipment,

reduce class sizes, increase professional

development, or provide any other support.

In other words, the analysis is not informed

by any theory of education. We do not learn

anything from such analyses about why

outcomes are produced or how efficiency

might be improved.

Given the range of factors that shape

educational achievement, we do not even

know if differences in outcomes are a result

of educational policies or whether they

would be worse without particular policies.

Accordingly, programme evaluation, including

value for money analysis, requires a mapping

of the proposed relationship between inputs

or resources and outcomes. In other words,

there needs to be a coherent argument behind

the expectations that changes will lead to

improvements.

Several lines of inquiry have been used

to attempt to understand the ways that

educational outcomes are produced.

Production-function analysis (Monk, 1990,

1992), for instance, constructs an equation or

set of equations that relate a number of inputs

to key outputs. Production-function research

has not proved to be very satisfa.ctory in

education, however, because schools tend riot

to have "clear production goals, adequate

information about consequences of patterns

of resource allocation (meaning understanding

the way production occurs), discretion over

resource allocation, and incentives to use

resources well" (Simkins, 1987, p. 71).

One crucial difficulty is that the outcomes

of schooling are strongly influenced by non-

school factors, especially family background.

A great deal of research from all over the world

finds that school outcomes correlate more

highly with fiunily variables such as parental

education than. with any factor within th.e

school (Kohn, 2001; Gorard, Fitz ex Taylor,
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2001; West, Pennell, West & Travers, 1999;

Thrupp, 1999). Most recently, the results of

the PISA study (OECD, 2001) show that a

large proportion of the variance in pupil

outcomes across and within countries is due

to pupils' background and to social context.

If families and neighbourhoods are important

in shaping outcomes then they must also

somehow be built into the analysis, otherwise

we will be omitting elements that areomitting

important. School improvement strategies

with promising results in the United States

(see Slavin and Fashola, 1998) usually involve

very substantial elements of family education.

and parent involvement.

The production-fUnction approach also treats

pupils as raw materials to be shaped by the

school rather than as active participants in

their own education. However, it is clear that

pupils are intentional actors, and it is their

decisions and actions that shape learning

(13. Levin, 1994). If raw materials in factories

were analogous to pupils, then pieces of metal

would express strong opinions on whether

they wanted to be made into tables or chairs,

and depending on their choice might opt not

to appear at the factory.

The relationship among these factors the

family, the school and the pupil is complex

because people can alter their behaviour in

response to their perceptions. Some pupils

react well to one kind of teaching while

others do not. Students, teachers and parents

have better and worse days, or months, or

years, so that the effects of people and

practices are not constant over time or

across settings.

Assessing outcomes
Assessing outcomes is also highly problematic.

Education has many outcomes, both for

individuals and for societies. These may

182

include knowledge, skills, attitudes, or

behaviour both for individuals and groups.

People may disagree, sometimes strongly,

about which of these outcomes or goals are

most important. Further, many of the goals of

schooling are themselves intermediate goals,

intended to contribute to larger and longer-

term purposes. Literacy is a good example

important not just for its own sake, but

because we believe it contributes to other

important goods such as employability,

citizenship, parenting skills, and so on.

If people became literate, for example, only

at the cost of becoming completely uncivil,

we might value literacy quite differently.

Timing of goal attainment is also a problem.

The most important outcomes of education

are long-term. Improved early literacy is

related to a variety of other positive

outcomes, as discussed in chapter 6. However,

like physical fitness, literacy and numeracy

require continuing exercise for good lifetime

results. l.,iteracy at age El is important, but it

will never be a perfect predictor of literacy

at later ages, especially given increasing

evidence, such as from the international

Adult Literacy Survey (OECD/Statistics

Canada, 1997), that many jobs do not

require significant literacy or numeracy skills.

The result is that people's skills may atrophy

over time (see also Livingstone, 1999).

Finally, it should be noted that benefits could

accrue to different parties. Some benefits are

individual, for example, higher incomes for

those with more education. Other benefits are

governmental, for instance, lower expenditures

for social programmes. Still other benefits

accrue to the society as a whole in terms of

greater volunteerism or improved parenting.

Even when a particular outcome has been

accepted as important, its assessment is usually

q
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a complex task.. Many of the most valued

outcomes of schooling, such as a sense of civic

duty or the ability to solve problems or to

work in teams, are difficult to measure in

large-scale assessments at a reasonable cost.

In the case of literacy and nurneracy, there is

considerable debate about the best way to

measure skills effectively and efficiently

'typically some kind of test is used, but there

must always be at least some doubt as to

whether any test validly and reliably measures

the domain under consideration., and further

doubt about whether the skill being measured

is in fact the best representation of the desired

domain..The International Adult Literacy

Study (IALS) is a very sophisticated attempt

to assess literacy and numeracy skills across

nations yet it, too, has been criticised as

lacking validity (e.g. Hamilton &

.Barton, 2000).

Questions of improvement also depend on

the starting point. It is generally easier to

produce achievement gains when initial

achievement levels are low. The higher the

starting point, the harder it is to get

improvements and the more expensive one

might expect the improvements to be. Sonic

evidence from international comparisons

suggests that the achievement levels in Britain

for literacy arid numeracy a few years ago

were not particularly good (OECD, 2000).

Whether they were low enough so that

improvement would be readily possible is

another matter.

None of this is meant to suggest that

outcomes cannot or should not be measured.

Gathering data about how well we are doing

is a fundamental part of any considered effort

to improve schooling. It is, however, a difficult

thing to do and we should be particularly

cautious about excessive reliance on .any

Appendix C: Value for Money Analyses in Education

single measure as an indicator of how well we

arc achieving complex and difficult goals.
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