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Executive Summary

Introduction

he National Literacy and Numeracy

Strategies (NLS and NNS), taken
togethier, represent a major government
initiative to improve classroom practice and
pupil learning in literacy and mathematics
in primary schools across England. The
Suategies, comprehiensive 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 inerease
the percentage of 11-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 programume 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 11, with the expectation of a daily lesson
in each of English and matheinatics; a
professional development programme for
teachers; early intervention and catch-up 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 teachevs 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 (SEU)
of the Department for Education and Skills
(DEES) commissioned a team of researchers
centred at the Ontario Institute for Studies
in Education of the University of Toronto
(OISE/UT) to provide an external evaluation
of the implementation of the Strategies. This
evaluation supplemented the assessmients of
classroom and school practice carried out

by the Office for Standards in Education
(Ofsted). In this final report, we suminarise
the key findings of owr 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 reform 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
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I:e.forms 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.
Qver 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, Leithwood & Watson, 2000; Earl,
Levin, Leithwood, Fullan & Watson, 2001).
These reports showed that in comparison
with initatives in other jurisdictions, NLS and
NNS are impressively comprehensive and
highly developed large-scale reform efforts.
Qur 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.

11 our second report, we broadened our tocus
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.

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-
rerm 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,
sustainability of the Strategies. availability and
use of data, and a need to engage parents and

families more fully in their children’ learning.

In chis, our final report, we build on and
extend our eatlier findings by considering the
views froin the centre, the schools, and what
we have called “the bridge,” which includes
the regional directors and LEA staff linking
the Strategies to schools and to inidal teacher
training institutions. Some eatly findings have
been confirmed while others have emerged as
the Strategies evolved and implementation
proceeded. There 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 Jarge-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 curriculunt areas and long-term
capacity versus short-term results. Our study
also reaffirmed the importance of looking ar 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
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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
timme, 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 classtooms 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 thar they have
implemented NLS and NNS in their
clagsrooms. Almost all schools have received
sorie 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

trmning m 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 mathemnatics lesson, although as they
become more familiar and more comfortable
with the frameworks and resources, teachers

make adaptations to suit their pupils.

There 1s considerable evidence from a range

of sources that teaching has improved

Executive Summary

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 i termns
of expertise, however, suggesting that the
capacity-building task, much larger than
initially anticipated, will require sustained
professional learning expericnces over many
years if improvements in teaching practice

are to be lasting,

It is more difficult to deaw conclusions about
the effect of the Strategies on pupil learning,
Attaimment 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 mathemarics, 73%
of children reached the expected level, short
of the target of 75%, but a considerable
mcrease from the 61% of 1997. However,
much of the increase occurred prior to

the introduction of NLS 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

L.EAs. If this improvement in low-attaining
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schools continues, it would be a significant

measure of success.

Establishing a National Infrastructure
NLS and NNS national and regional directors
provide leadership throughout the country,
supporting and monitoring the work of LEAs
and developing new initiatives in response to
emerging issues. Regional 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
facilitating 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 infrastructwre 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 rermained 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
souglt out, in a variety of ways, information
about the progress and challenges of

tmplementation and have adapred elements

O

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 effort 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 thac the Strategies

represent good value for money.

High Pressure and High Support

To be successtul 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, Ofsted inspections and national
targets. The government has provided
substantial support to schools, partly through

increased funding, much of it to strengthen
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literacy and mathematics. 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. Qur
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 examnine
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 — specitying 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
ool for professional development and for

school improvement.

Increasingly, LEAs 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,
Ofsted, 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
attaimnent. The more sophisticated use of
good data offers a promising approach for
ensuring continued growth in the quality of

teaching and learning,.

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 sustainability
through a more interactive relationship with

LEAs and initial teacher training institutions.

Although leadership in LLEAs and schools
varies considerably, we have observed many
strong LEA and school management teams.
Many schools are becoming learning
communities, working collaboratively, making
decisions jointly, and taking more collective
responsibility for school self-evaluation.
Recently, NLS and NNS have focused
appropriately on developing school
nunagement and leadership capacity, through
sapport tailored specifically for headteachers
and for literacy and mathematics co-
ordinators. The 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.

r
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Challenges

A number of issies 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 eftectiveness 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 currendy 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. Qur 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 etfective changes in teaching practice.

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 Swategies 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 fully implemented the Strategies — a
misconception that makes capacity building
more chalienging. 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 study, 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
face 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 be a high priority,
particularly when pressure for meeting ever
higher targets is likely to continue. DEES
needs to show how initiatives can overlap and

complement each other, so reducing, vather

Execentive Summary

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
systent: The setting of such widely
disseminated national targets provided an
effective launch to NLS and NNS. IHowever,
targets and testing that is high stakes for
schools and 1LEAs may have unintended
negative consequences, such as narrowing the
curriculum. From the dawa available to us, we
conclude that the high politcal profile of the
2002 national targets probably skewed efforts
in the direction of activities — sonte of them
misinformed and counter-produactive — 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 setting
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 sigmificant 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
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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 from our data as well.

Recent DIES 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
irnprove pupil learning. At the beginuing 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
nunieracy 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

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 face.

Pupil outcomes are shaped by many factors
outside of the school. In fact, the relationship
between socio-economic status and
educational achievement is recogmsed as one
of the most stable relationships in educational
research. As is appropriate, the main focus
through NLS and NNS has been on the
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 o 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
LEAs. Qur 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,



O

ERIC

Aruitoxt provided by Eic:

the intended changes in teaching and learning

have not yet been fully realised.

After four years, many see NLS and NNS as
needing to be re-energised; the early
momentumn 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 pronusing divection for addressing

the challenges of the future.

Lxecutive Summary
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NLS AND NNS ORGANISATIONAL STRUCTURE

FOR THE EXTERNAL EVALUATION

DEPARTMENT OF EDUCATION AND SKILLS (DfES):

National Centre for Literacy and Numeracy

National Director Literacy National Director Numeracy
Literacy Regional Directors Numeracy Regional Directors
including ITT including ITT

LOCAL EDUCATION AUTHORITIES:

Literacy Numeracy
Strategy/Line Managers Strategy/Line Managers
Consultants Consultants
SCHOOLS:
Headteachers
Literacy Coordinators Numeracy Coordinators
Expert Literacy Teachers Leading Maths Teachers
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Chapter 1: Introduction

and Framework

The Strategies and the
External 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 che 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.
Qur report presents these findings and raises
critical questions abour how to bring about
the fundamental reforms necessary for
continuous improvement of the

educational system.

The National Literacy Strategy (NLS) and
the National Numneracy 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 retorm efforts developed
through earlier pilot programmes, 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 sapport 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 (IDIES) commissioned an external
evaluation. SEU retained a team of researchers
centred at the Ontario Institute for Studies

in Education of the University ot Toronto
(OISE/UT) to provide this outside view

of the umplementation of NLS and NNS.!

1 The tea also included Dr. Bent Levin of the University of Manitoba, who took pritnary respousibility for the valie-for-mioney coniponent of the

evaluation,
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The government has also committed to a
prograinme of public third-party evaluations
of other major policy initiatives. Both the
government and the Department should be
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 Suategies and the
nuplementation 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 DEES, 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 & Kallick, 1995;
MacBeath, 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 exarnined
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 numneracy (e.g., Brown,
1999; Dadds, 1999; Fisher, 2002) that are

1

o

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 implemeniation of the
Strategies, we will address them only as they
come up as implementation questions in
schools and LEAs. Second, although the
question of impact on pupil learning is an
inevitable issue it 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 ov
focused way. Evaluation of teaching and
change in pupil attainment are the focus of
the HMI/Ofted 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
rescarchers 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 QISE/UT evaluation is an invesagation
of the process of large-scale reforin. Undev 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
opporturities to acquire the necessary
knowledge and skills, and (3) builds contexts
that sustain the motivation and capacity for
change? What does it take to reforin a large
national education system? Can the important
elements of large-scale reform be described

for others who are undertaking or aspiring to
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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
seern to be the necessary and sufficient

conditions for sustainability?

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 veforms that appear to be
making a difference. A second review, done
by Leithwood, Jantzi and Mascall (2000),

exarnined both the macro level (policy levers)

and the micro level (local challenges) of

8
g Standards

» Motivation
+ Capacity
+ Situation

Chapter L Introduction and Framework

reform. The two papers provide ditlerent
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 NINS.

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
improvernents in pupils’ literacy and
numeracy (on the far right). Together the
policies and local conditions influence
practices and lead to changes in pupil

outcomnes. The framework was developed

« Curriculum %
+ Focus on
Teaching
& Learning P
* Policy S .
Coherence Eharrgs i
+ Accountability NS
* Funding and B CIG CARSE
Governance NUmeracyl
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by mapping backwards from. what NLS and
NNS aim to accomplish, improvements in
pupils’ literacy aud nineracy. We assuine 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 unique cultural, political, economic and

educational confext.

Policy Levers

Viewed through the first lens of NLS and
NNS as major national policy levers for large-
scale reform, the framework draws attention
to the content and structure of the initiative.
Comprehensive reforin initiatives need to

include:
© avision and goals for the reform and for
the education of pupils;

¢ standards for judging the performance

of pupils and others;

© curriculum frameworks and other teaching

resources to assist in meeting the standards;

@ afocus on teaching and learning

(including teacher learning);

© coherent, aligned policies to support
the initiative;
® accountability and incentives linked

to performance; and

© sufficient funding and workable

governance structures.

This lst 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
not have deep and 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 &
Boothby, 1999). The research into the
Calitornia mathemnatics reforms reintorced
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 and NNS focuses
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:
© motivation;
© capacity; and

© situation.
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Motivation refers to the willingness to put
effort into implementing the Strategies, while
capacity refers to pre-existing or newly
developed skills and undetstandings that
individuals bring to their work with NLS and
NNS. 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 frumework 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. Qur
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

Chapter 1: Intreduction amd Framework

principles, together with a wealth of teaching
approaches to realise these principles in
classroomns. 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-motment 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
involvemnent. 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 coutinue. 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
& Ruyan, 2001). With regard to the Strategies,
we would look for indicators of intrinsic
motivation to increase over tune, 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).
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Sustainable change depends on ongoing Methodology

learning, individual and collective. With regard Overview

to literacy and mathematics learning, teachers Throughout the four years of the evaluation,
and headteachers need the individual capacity we have used a number of data collection

— skills, knowledge and understanding — to go procedures to ensure that our conclusions
beyond initial implementation and superficial were based on multiple sources of evidence,
understandings. using a variety of methods. These were:

. oo . SR © semi-structured interviews;
Organisational Capacity and Sustainability ’

Although motivation and capacity are @ postal surveys;
essential to sustain the push for higher

. . @ participant observation (meetings, training
standards and enhanced learning for pupils, b p ( &5 5

. . sessions);
they will not be sufficient. Many attempts at )
educational change have flourished and then @ school site visits (these included interviews
disappeared for lack of attention over time and classroom observations);

(Elmore, 1995) in cases where the situation

L . ] . © areview of current UK research relevant
(or organisational capacity) does not provide
to the Strategies; and
enough support for changes to become B1es;

established. For shifts as far reaching as those © document analysis (NLS and NNS
embedded in NLS and NNS to continue, documents as well as material from
schools must support ongoing teacher DIES and other agencies).

learning through development of local work

cultures where self-monitoring and ongoing We used research by others in the UK as a
improvement have become part of the daily supplement to our own data. In some cases,
life of the school. 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

our remit and resources.

Data gathering

National/regional: NLS and NNS as policy levers, view from the

bridge (regions and LEAs), value for money

¢ 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;

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

¢ attended NLS and NNS headteacher conferences;
@ participated in DFES/TTA ITT conferences;

© reviewed documents related to all aspects of Strategies;

16
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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

® conducted interviews {individual and group} with people from a range of educational
groups and organisations with an interest in various aspects of the Strategies.?

Local: Schools and LEAs - the view from the schools, the view from

regions and LEAs (the bridge), value for money

© 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);

@ 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);

® 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

@ 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 HVIl, 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 peisons, 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 of the Strategies and no responsibility for
willing to speak with us and share their judgements about schools or individuals,
thoughts and experiences. Because we were we may have heard slightly different reports
outside the system, with no ownership from those given to DIES, HMI/Ofsted,

2 The Canadian icant interviewed spokespersons from teacher wnions and headteacher assodiations; liigher education institutions (about both rescarch

and ieacher training); HMI/QFSTED; QCA; associarions such as the Literacy Trust, the Basic Skills Agency, the Teacher Trtining Agency, the
Generl Teaching Counal and the British Dyslexia Association; subject associations; LEA managemennt and professional sudfl; and independent
consulants invelved with cducation and for with varicus aspeas of the Strategics. In niast cases, interviews wcre conducred sereral times over the

conrse of the evaluation. Questions focused on the interest that each oyganisation had in the teaching of literacy /inathesnatics or in the Strategics.

23



O

ERIC

Aruitoxt provided by Eic:

Warching & Learning

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 (NFER) for a significant amount
of the work entailed in collecting the survey
data. The external evaluation tean developed
the survey instruments (NLS surveys for
headteachers, teachers, and consultants;

NNS surveys for headteachers, teachers,

and consultants; see Appendix B for sample
questionsnaires). 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.

Schiool surveys: Two 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
NFER 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 patticipate in the
survey, usually citing lack of tme 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 Nuimneracy
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: .

© 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.

@ 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 DfES Standards
Fund as of February 2002 — 350 literacy
consultants and 398 numeracy consultants.
Response rates were 85% (299 consultants)
for NLS and 85% (340 consultants) for NNS.*
The great majority, 85% of surveys returned,
included responses to the open-ended
questions about strengths and limitations

of the Strategies.

3 Swome initial upcertainties with the consultant database arose with some forner consultants still listed as being in those positions. With these

uncertaintics resolved, the snnbers were 350 NLS consudtusts and 398 NNS consultants,
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Site Visits and Lnterviews

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 10 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 difliculty 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 the National
Literacy and Numeracy Strategies in the ten
sites. The research questions addressed the
extennt to which the Literacy and Numevacy
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
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replicated in other school settings); the
obstacles or barriers blocking implementation
of NLS and NINS (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 cohiort may have as few as 12 to

15 children, and therefore, as teachers and
headteachers usually yecognised, 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 NINS 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.
In LEAs, we talked to Strategy and line

managers and in most cases, literacy and

4 The OISE/UT teant nsed the 1998 DIEE (as it then was) database of schools in England 1o sclect a random sanple of 50 schools, from ushich

1o imended to select a set of 10 schools rarying in locarion, type of community, size of school and performunce ou the 1999 Key Srage national

assessients. As the random sample did nor include schools representing all relevant caregorics, we supplemented the pool with names of 15

additional schools. From this expanded pool, a set of 10 schools was draon based on the 1999 primary school perforinance tables, geographic

location. size of school, and wrban 1o rural sersing. The set of 10 schools ranged in size from 115 10 473 pupils, and in pegormance on the Key

Stage 2 assessnents from 33 to 92% Level 4 iu English amd from 40 to 87% Level 4 in mathematics. The 10 schools wese cach in differen

1.EAs and varied in geographic location and in rural 10 urban type of conmumity. Three schools declined the offer to participate (becanse they felt

nnable 1o give the time necessary); sintilar schools replaced them. The 10 sclected schivols were chosen to characterise typical schools in varions

settings and drumstances and 1o provide Hlustative examples. They do not constitite a sample that would allow generalisations 10 the whole

primary school popudation in the country.
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_Percent of Pupils Achieving Level 4 on KS2 E
tics National Assessments from 1996 to 2002

eagoltests) JRLIO 263 10O/ 3R1 O 0 SR190 9 2004] 11996
{® 2R
| English ‘ |
National Average 56 63 64 70 75 75 75 +19
Selected Schools 46 60 60 63 77 73 75 +29
| Mathematics _ i
National Average 53 61 58 68 72 71 73 +20
Selected Schools 50 57 59 63 72 66 72 +22
numeracy consultants. In addition to the from the education reform literature had been
selected schools, we have had opportunities attended to, although with varying degrees
to talk to teachers, headteachers and LEA of emphasis and success.
advisers from other settings, thus
supplementing the data from the selected We concluded that NLS and NNS were
schools. The sample schools and LEAs were characterised by notable strengths in areas
assured that they would not be identified in such as leadership, policy alignment, pressure
any of our reports, oral or written. and support, conununicatior, resources and

responsiveness. At the same time, we identified

OISE/UT Interim Reports a nurnber of challenges for the next stage of

. 3 policy intervention, highlighting the
During the four years of our study, we N | ,
o importance of the Strategies paying more
produced two interim reports (Earl et al,
2000, Earl et al., 2001). Here we review

key findings and highlights from these

attention to new teachers, assessment literacy,
professional learning communities and
dissenting voices.

WO TepOrts.

Lo . In the first report, we suggested that the initial
Highlights from First Report o i

. o gains in the 1999 national tests were probably
In our first report, covering the period from ‘
November 1998 through December 1999,

we based our conclusions on data gathered in

due largely to higher motivation on the part
of teachers and others at the local level. The

. . . clear direction and support, including the
relation to the view from the centre. Looking ) . . . '
. . o NLS and NNS$ materials and widespread

at the Swrategies as central government policy Lo ) .
} . - communication, together with awareness of

levers, we concluded that, viewed in relation ) o
B the national Key Stage 2 tests, led teachers to
to other efforts at large-scale reform across . N . )
. ) spend more time and focus more intensively
developed nations, NLS and NNS were L ]
. on teaching literacy and mathematics.
among the most comprehensive and fully
. . . . Although schools generally used the lesson

developed. Each of the dimensions emerging =

For a more detailed description see the first sepot, entitled Warching and Learning: OISE/UT Evaluation of the National Literacy and

[

Numeracy Strategies, and the seond reporr, Watching and Learning 2: OISE/U'T Evaluation of the National Literacy and Numeracy
Strategies. Botlt are awailable on the DfES Standards Sitc (Watching & Learing: OISE/UT Evaluation of NLNS):

Tp: £ Auv: standards. dfes. gov.uk Aliteracy Fpublications/ 2pub_id= 134&op_id =0&ari_id=2139) (Winching & Learning 2:

haip:/ fwamo standands. dfes.govuke Aiteracy fpnblications / 2pub_id =5308&0p_id=0Cur1_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
frarnework 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 reladvely 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 headteachers 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: Introduciion and Framework

the Suategies; 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 and 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:

© How deep are the changes in teaching

that occur as a result of the reform?

© Are there unintended costs or

consequences of the reform?

© How is the reform being organised

to be sustainable in the long-term?

© What data are available about
implementation, training needs and success
in changing learning, and how are such

data being used?

©® How are parents, families and the
community engaged in understanding

and supporting the refornt?

Qur 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
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beyond the interim reporting meetings with
various DEES and NLS/NNS audiences.
Members of the Canadian tean also gave

presentations to the following:

© ajoint DIES/TTA ITT conference

in London in 2000;

© the International Reading Association
(IRA) in New Zealand (with NLS
presenters) in 2000;

© the British Educational Research
Association (BERA) in Cardiff in 2000;

® the Internatonal Congress for School
Effectiveness and Improvement (ICSEI)

in Toronto in 2001;

@ the UK Reading Association (UKRA)

in Canterbury in 2001;

@ the Canadian Association for Educational
Administration in Qttawa (CAEA) in
2001;

© the American Educational Research
Association (AERA) in New Orleans
in 2002 (with NLS/NNS presenters);

© the Canadian Society for Studies in
Educaton (CSSE) in Toronto in 2002;

© the International Reading Association
(IRA) in Edinburgh in 2002 (with NLS

presenters)°; and

© a DtES-orgamised 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 reform.

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 brietly 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 — Chaprer
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 for 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 will be held at the huernational Congress Jor School Effectiveness and Improvement (ICSEI it Sydrey in Janary 2003 and at the

annnal iweeiing of the American Educttional Research Association in Chicago in April 2003.
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W@. noted in our eatlier 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.

International Context

[n 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 nced to teach leariing processes
that better fit the way work is evolving. Above
all, this means teaching the skills and habits
of mind that arc essential to problem solving,
especially where tnany minds need to interact.

(pp. 251-252)

The problem of large-scale improvements 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,
A 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, reflectung 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 AVAILABLE ”
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Teachers may complain not so much about
the nature of the changes being asked of
thern, 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 schiool improvement. lndeed,
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
kiowledge, and the student’s role in learning,
how these ideas about knowledge and
learning are manifesied in teaching and class
work. The core also includes the sinwcrural
arrangements of schools, such as the physical
layout of classrooms, student gronping
practices, teachers' respousibilities for groups
of students, relations among teachers it their
work with studeuts, and processes for
assessing student learning and comnnicating
it 10 studenis, teachers, parents, administrators,
and other interested pariies.

(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 significantly more successful. Yet
improvernents in such core processes seem to
be essential if the aspirations held by many

governments and their constituents are to be

24
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met. 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, 20014).

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 alchough 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 (Leithwood &
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 all these approaches to

accountability (see also Adams & Kirst, 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 1s
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.

N
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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 sorne 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
governimengs, has led teachers to be sceptical
about any new eflort. Ontario is a good
example of such overload and scepticisim,
with teachers now displaying negative
motivation to implement government
accountability policies (Leithwood,
Steinbach & Janezi, 2002).

There are, however, alternatives to starting
with an emphasis on high-stakes
accountability. The state of Connecuicut, over
a ten-year period, developed and
iimplemented a comprehensive set of policies
focused on improving the teaching profession
(and thus teaching in the classroom).
Described as “low-stakes, standards-based
reform” (Wilson, Darling-Hammond &
Berry, 2001, p. 31), the reforms included:

© raising teacher salaries;
O increasing licensing requirements;

© facilitating the entry of qualified out-of-

state teachers:

© toughening requirements for temporary

licenses;

Chaprer 2: National and Inrernarional Coniext

© 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

@ 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 reforins appear to have achieved
considerable success. Teacher shortages no
longer plague school districts, while student
achievernent has increased. As with all good

policies, this has been steady, hard work.

‘The story of Connecticui’s reformi is one
of focused, purposcful capacity-building
throughout the educational sysiem, driven
by poinied atfention to teaching qualify
and the creative use of available policy levers.

. Examined over time, this array of
constantly unfolding policies is an wnnsial
story of large-scale, fterative, system-wide,
state-wide refornt.

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

Qur 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 titne span of a government
term, usually no more than four to five years.
During this relatively brief period, policies
must show visible resules 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’
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 natonal 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
educanion. 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
curriculurmn in the late 1980s, primary teachers
in England were in many ways “left alone to
teach”” For some, this inighe be termed the era

of “uninformed professionalism.”

26

I started teaching in 1972, There was no
curricilum. You could do what you liked. ...
I hadn't the faintest idea of what I was
doing but I went out there and did what |
could. ... Nobody should have been
expected to do what was expected 1o 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
(Reeynolds & Farrell, 1996), 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,
Maughan, Mortimore & Ouston, 1979;
Mortimore, Sammons, Stoll, Lewis & Ecob,
1988), there has been a concerted emphasis
on identifying the qualicies of effective
schools and on trying to iinprove 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 thac 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:



O

ERIC

Aruitoxt provided by Eic:

The fundamental failure of British
governmient in the 20th century has been a
failure to atrach sufficient importance to
public education for the broad majority
of people. ... We have been good ar
educating an clite at the top but ...
the imperative fo raise standards_for
the many in line has been neglected.

(2 June 1999)

Elements of the national context are
pardcularly important as influences on how
policies are perceived and understood i
schools. The history of government pressure
and support for education over the last 15
years has shaped the way that schools view
government intervention. The late 1980s and
early 1990s 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 not ease the
pressure. Instead, DEEE (now DEES) 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 feacure of
government policy. Such apprehension and
scepticism coincided with the introduction
of NLS. which came a year earlier than its
mathematics counterpart. Some 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. The
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context permitted the expenditure of

greater government resources on school
inprovement, ensured that a strong element
of accountability would be part of any reform
effort, provided the structures for holding
schools more accountable and justified the
focus on literacy and numeracy. A. distincet
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
initiacive 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 (QECID),
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). [n our interviews
with LEA and school staff, the concern
appeared to be not so much excessive
workload as the large number of initiatives
from 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, DIES 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 headreachers
was more ntensive. 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 following
initial pilot programmes, the School Teachers’
Review Body also made recommendartions
about workload, with guaranteed time in

the school week for marking and lesson

preparation.

Workload issues are seen as conwributing

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

28
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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 protession
has been a major focus of the government.
Government actions have included
establishing the General Teaching 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 tor 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 ditficulties. Govermment
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 Regisery. As well, the number of
teacher vacancies has fallen slightly during the
samme period (Office of National Stacistics,
2002), although some comumentators wonder
to what extent the rosier picture may be due
to increased use of teachers who are not
propertly qualified or use of overseas staff not

trained in the Strategies.

Teacher shortages not ounly 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 waining over and over. Shortages also

make it difficult to obtain the supply coverage
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necessary for teachers to take part in
professional development sessions. To
address this latter problenmy, LEAs 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
govermmnent has provided funds and
opportunities for recruitment and training
of such assistants. The role is developing as a
carcer option, with national standards and a
national 4-day training programme delivered
by LEAs. Trained teaching assistants ave 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
aucumn 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
(NCSL) began operation in September 2000
as a centre for headship and senior
managerment training: the aim is to strengthen
leadership through nurturing, supporting and
developing school leaders. It has been
proposed that the NCSL 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. Qther initiatives may be
needed to attract prospective candidates for
headteacher positions, given what some data

suggest is becoming a difficult situation with

Chaprer 2: National and Inrernarionai Conrext

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 are becoming heads nowr are
better prepared and better supported than
leads cver have been. There is a invch better
sense of what leadership is. ... 1 know if is a
cliché but there is a beiter culfure of shared
leadership in schools. The role of subject
leader particulasly 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 famnily
socio-economic status {e.g., West, Pennell,
West & Travers, 2001). There 1s 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 Milliband,
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 poliucal
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 mmore
resources as well as more attention from key
people. However, a high polidcal profile can
also lead to the demand for 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 [wish we could have
this Strategy withont its political dimension,
but then I wake 1p and know you can’t
have one withont the other. If it were uot for
the political iniperative, 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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Chapter 3: The View from
the Centre: The Strategies
as Policy Levers

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.

e 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.

e 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

e Funding and support, although generous, stretched thin when covering close

to 20,000 schools.

e 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

r i Yhe National Literacy and Numeracy
Strategies are centrally developed -~

policies designed to have an impact on ali
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
avose 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
funding 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.

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 Ofsted school mspections,
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

¢ 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
liceracy and numeracy. ... Literacy and
Numeracy Strategies are the twe ntost
eritical ediicational polices of this Parliament
. whose objective is vothing less than the
abolition of poor reading, writing and maths
skills aimong the generation of tomorrow,
(Tony 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
govermnent inifiative focused on taising
standards of marhs in primary schools
through improving the quality of teaching
with lecal training by consultants and the
production of guidance inaierials.

(Numeracy regional director)

The Stratepy came about as recognifion of
the need io 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)

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 governmment’s strategy is to 1se a
combination of general policies to raise
standards across the board with targeted policies
fo raise achicvement in seine of our tonghest
areas. ... We need to aspire fo above-average
education to give children i disadvaniaged
cominunities average life-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 discussion
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 thme. 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. The mozral
imperative was sumnmed 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 inprovements. 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
lhas clavified 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 claritying and

sustaining the vision in many ways — for

7 NLS documents state that literate pupils should read and werite with confidence, fluency and wnderstanding; orchestrae a full ringe of reading cies;
understand the sound and spelling systen; have fluent and legible handwriting and a growing vocabulary; and show understanding and facility
with a range of geures in fiction and poetry as well as non~fiction texts. Pupils also showld demonsirate an ability to plan, drift and edit sheir own
writing; a technical vocabulary for discussing their reading and writing; ai interest in books; and developing powers of imagination and crivical
awareness. (See National Literacy Strategy: Framework for Teaching.} According to NNS, the browder inderstanding of aumeracy refers to a
proficiency that fnvelres o confidence and competence with mumbers and easures. Nusweraie pnpils have an wnderstamiling of the number system, a
repertoire of computational skills and an ability to solve numiber problcins in a variety of contexts. Numeracy also denands practical understanding
of how information is gathiered by connting and measuring, and is presented in graphs, diagrams, charis and tables. (See National Numeracy

Serategy: Framework for Teaching Mathematics from Reception to Year 6.)
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instance, through constant messages delivered
in person throughout the country by Strategy
leaders as well as reinforcement through
training progranumes and resources. The
Suategy 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 termn organisational
capacity — when teachers and school leaders
share a colierent sevse of what is important
in the school, with clear, shared goals and

effective ways of achieving these,

Standards

o Clear standards for pupil
outcomes.

o 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 governiment 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 nughe
become more important than the learning

they represent.

When academic progress is judged by a

single indicator and when high stakes ...

arc attached to that single indicator, the

commion effect is to narrow curricitlm

and reduce instruction to “tesi prepping.”
(Thompson, 2001, p. 358)

There has been a long standing public

debate in England about national testing
programimes, 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 not 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 surnmer schools or
for intensive Year 7 catch-up efforts, but their
secondary school placenients 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 LEA data, including, for example, results
on the Key Stage 1 assessments, the progress
of pupils berween Key Stage 1 and 2, the
performance 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 done 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 be trying to achieve.

Various reports that go far beyond the
percentages of pupils reaching Level 4 have
been produced and distributed to schools by
DIES, Ofsted and QCA.These reports include
more data about perforinance (both local
information and national wends) 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
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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, not only
for LEAs and schools, but also for the
Strategies and DIES.

Cuarriculum Frameworks and Other
Teaching Resources

& Clear curriculum tailored to
intended outcomes.

¢ 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 macthematics 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 inidal
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 priorides (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 & Hill, 2001)
concluded that for effective implementation
of policies intended to change teaching,
professionals 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
implemenctation to the later phases of
embedding and consolidation, there has been
a shift in the nature of the teaching resources

coming from the centre. Early materials

.
b

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 ac 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
longer 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 tlavour 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 some cases the material can

be readily used without such mediation.

A sample of such materials includes:

©® 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.

¢ Further Literacy Support (FLS) designed
for Year 5 pupils who need additional

support to reach the expected levels.
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© 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

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.

for organising the daily mathematics lesson

either with or without the support of a Regional directors in both primary Strategies,

teaching assistant. along with Key Stage 3 colleagues, also
) . o developed transition units to be used in the
0 Teaching writing —Text level objectives: .
. last term ofYear 6 and the first termn of Year 7.
NLS produced a set of 10 four-page flyers, . i . _ i
) ] - Such units contributed to efforts to improve
each focusing on a particular aspect of . )
. ‘ . . the transition from primary to secondary
writing, for example, narrative, explanation ) n _
i ’ school, identified by HIMI as a problem area

and persuasion. This material builds on .
(Ofsted, 2002a).

the more extended work in writing

(“Grammar for Writing” and “Developing i . .
o, i i As well as material designed for use by
Early Writing”) to provide teacher- - .
o classroom teachers, the Strategies have
friendly support. o .
produced material intended for those who

) ) . X provide support to schools — for instance,
In 2001-2002, both Strategies developed N ) . .
, LEA advisers and inspectors and leading
much more specific and complete resources . . . i
. ) ) mathematics teachers. Again, this material
to assist teachers. NNS developed detailed . . T .
L o shows a shift from “transmitting the message
lesson plans for several units of work, initially o R .
) _ to “building capacity” With an emphasis on
for Year 4 and Year 6, and subsequently for i . o
~ o ’ understanding and using data as the basis for
Year 5. Each Unit Plan has lessons and ) i ) )
. . planning, together with clarity about the
resources linked to the yearly teaching T o N o
. i o national priorities for NLS and NINS, the
programmies in the framework for teaching o )
) . material is intended to help LEAs refine their
mathematics. Each file contains a compact ) ) )
. ) o ) ) intervention approaches, targeting under-
disc with Word and PDF versions of the plans, . T )
. . performing schools or categories of pupils
allowing teachers to modity the plans ,
i o o not making the expected progress.
electronically. During 2002-2003, similar

plans for use in Years 1, 2 and 3 are being , . o .
. Both NLS and NNS developed websites
developed and piloted. R )
(located on the DIES Standards site). Teachers
. . , and other educators have been encouraged
NLS ook a slightly different approach - ) o
. " . to use the web for their own professional
producing what they termed “planning , )
) . ) o development, keeping up with recent
exemplification” to assist teachers. Initially . )
developiments and downloading material,
targeted at teachers new to Year 6, the ] _
o . Our survey data, reported in Chapter 5,
material is presented as “one example of o
, . suggests that as yet only a minority of teachers
how Year 6 planning can be constructed. ) ] .
' S i are making use of the websites but it is hoped
One three-week unit, for instance, involves o
. ) . that this will increase as awareness and
children reading a model “quest adventure” X
. . oo . comfort grow. In autumn 2002, the Strategies
and using this as a basis for developing an ’

O
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reported a considerably increased number of

documents downloaded, for instance.
Focus on Teaching and Learning

© 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 of literacy 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 of literacy and
mathematics. Throughout the period of our
study, both materials and training associated
with the Strategies becamme more purposeful
and differentiated, often in response to
teedback from schools and 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 NNS training has been extended
and customised for a range of groups, with
updated support materials that reflect *best

practice” from schools and LEAs.

Recent professional development progranimes
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-ordinators in the summer of 2002
provided a menu of modules from which
LEAs could select to provide customised
learning opportunities to suit local needs.
Modules addressed topics such as subject
leadership and management (establishing
priorities and analysing daca), managing
the deployment of additional adults in the
classroom, and planning tor eftective
professional development in the school.
Such a focus on strengthening the role of
co-ordinator 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 of Teaching

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 cogether
appoiuted a regional director who took
responsibility for Special Educational Needs
(SEN) 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 appoinanent of a dedicated position
recognises the importance and the challenges
of addressing special educational needs in the

teaching of mathematics and English.

Intervention Progranunes

Both Strategies have developed intervention
programmies 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 for 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 taining, often with the
classroom teacher, to deliver components of a
specific support programme to small groups

of children.

NLS has now developed such programmes
for children at different stages of primary
schooling. Early Literacy Support (ELS) 1s
aimed at children inYear 1, Additional
Literacy Support (ALS) Year 3, and Further
Literacy Support (FLS) Year 5, The aim is first
to ensure high quality initial teaching in the
literacy hour as the main method for 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 simaller
proportion of children (approximately 5%) for

whom the additional small group teaching
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proves insutlicient 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, for Years
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
addidonal support for schools and teachers,
the Strategy recently produced an 8-page
booklet, Effective 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 Training and Professional
Development

Strengthening teacher learning has always
been a key goad 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 trom the centre
out and down to schools. Regional divectors
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. NL.S and NNS leaders, well aware of
the difficuldes 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. Teachers 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). NLS and NNS training sessions,
both regional and local (LEA and school),
increasingly incorporate tasks that connect to
classroorn 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-
tme basis, leading mathematics teachers and
expert literacy teachers (various terms are
used for such positions) continue teacling
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 trom 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

Serategies to their colleagues, helping them
access resources and providing support for
planning. Co-ordinators also serve as the
nain 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 informaton 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 DEES, 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 direce 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 {rom 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 ralk 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 seerns that leading
mathematics teachers have been an under-
used resource, an observation we made in our
2001 interim report. Qur 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 of leading

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 chis resource.

Headteacher conferences (in 2000 for NLS
and 2001-2002 for NNS) were held as a
response to concerns about the managerment
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 slighdly in 2001.
The conferences emphasised problem solving
and clarifying what was involved for children
in moving from mental to written inethods of
work, as well as guidance on the monitoring

ot mathematics teaching, In addition, NNS

collaborated with the Nadonal College for
School Leadership on the production of
support materials for headteachers, to increase
their capacity for leading and managing NNS

in thetr 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 way of developing
puplls’ writing is by developing teachers’
understanding of writing. ... We cau sce that
much of the National Literacy Strategy.
particularly shared and guided writing at its
best, is supported by the research o writing
... even if this is not always explicit in the
Sframework 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)

liiitial ‘Teacher Training

In addition to providing more training for
those already in the profession, NLS and NNS§
now extend explicitly into inmitial 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 of literacy and
numeracy and 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 I'TT conference in July 2000, an
initial launch followed by regional mmeetings
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 Capacity

An unportant 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 Suategies 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 sornewhat
overwhelming. IHeadteachers 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
of how the Strategies have continued to
evolve in response to knowledge about

reform and feedback about progress.

Coherent and Integrated Policies

¢ Policies surrounding the reforms
are internally consistent.

e 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 DIES
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 etforts 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 nuneracy
(although the reduction in requirements for
other subjects may have contributed to a

concern about these subjects being squeezed).

The work of I'TT regional directors with
higher education institutions has increased
coherence between 1TT curricula and the
Serategies. 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 be seen by higher education
institutions as unduly prescriptive, it does

bring greater coherence to efforts to improve
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English and mathematics teaching in

primary schools.

From the perspective of the central
govermuent, NLS and NNS are part of

a larger plan for systemnic 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 IDIES
Standards and Effectiveness Unit recently put
forward a vision for the future that sets out

the larger context of reform:

The raising of standards of learning and
attainment for all of our siudents now needs
10 be scen within a whole school or sysiems
context and to impact both on classroom
practice and the work culture of the school.
{David Hopkins, in a message on the

DES Standards website, August 2002)

In our first report, we talked about progress in
bringing together curriculum and standards
from QCA 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
.. . . “ 1 ey e ar " N .
talked about “slippage” — where one agency
or departrnent may be 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 headteachers are more aware of
links to the larger policy context, classtoomn
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.

Teachers did not always see the connections.

Accountability and Incentives Based
on Performance

¢ Performance data aligned with
reform objectives.

e “Transparency” of performance
data to practitioners and the
public.

@ High quality performance data
used to foster improvement.

¢ Development of “assessment
literacy.”

o Assistance for schools and LEAs
not meeting targets.

As a result of the policy directions in the last
fifteen years, accountability is a swong feature
of education in England. Ofsted 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.

1S3 GG O/190 8

English 57 63 65
Reading - 67 7
Writing - 53 53

Miathematics 54 62 59

_Science 62 69 69

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 abour the Key
Stage 2 results from 2000 to 2002, English
results have not changed for three years; in
2002, reading scores declined, offsetting 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 gitls,
particularly in writing, where there is a L6%
difference in the percentage reaching Level 4.
There are no differences between boys and
girls in the percentage reaching Level 4 in

inathernatics.

{559 2007 2002 1996

| (o 2002
71 75 75 75 . +18
78 83 82 80 -
54 55 57 60 -
69 72 711 7130 49
78 85 87 86 +24

ok
004)

1 Ei

English 70 70 70 79 80
Reading 80 78 77 86 85
Writing 48 50 52 55 57

Mathematics 72 71 73, 71 70

Science @ 84 87 8 8 88

a)
fChangellDifterence

200082002 AR’ 2000 EleBoge

AER, 2062
79 15 15 75, 0 +9
83 83 82 80 2 +6
68 55 57 60 +3 +16
3 712 T 13 42 0
&85 81 8 -1 +1
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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; Tymms & Fitz-Gibbon, 2001), with data
from other tests not always reflecting the saime
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 chaprer, the
possible unintended effects of relying on a
single indicator for high-stakes accountability
are well known (e.g., Thompson, 2001).

A single measure cannot fully capture all

the important dimensions and rances.
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

46

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
examnple, 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 chat assessment.
Key Stage 2 intervention programmes tend to
be directed at the “not quite Level 47 group,
raising the possibility that these children may
benefit disproportionately from the
intervention efforts. Evidence to date,
however, indicates that this has not happened;
the entire distribution of scores has moved
up (DIES, 2002b). 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 OFSTED
Section 10 inspections, NLS and NNS are
specifically monitored by HMI, by the NLS
and NNS directorates, and by LEAs. All 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
samnples 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

o
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annual testing programme inYears 3,4 and 5
to augment the National Assessiment results.
Recent reports (OFSTEID, 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 nuch 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 of literacy and
mathematics — for instance, on the teaching of
literacy and mathematics in Reception classes
(Ofsted, 2001¢), the teaching of phonics
{Ofsted, 2001d) and teaching calculation in
primary schools (Ofsted, 2002b). As well, a
report late in 2002 looked at how a nurnber
of primary schools successfully blended high
literacy and numeracy standards with
provision of a broad and balanced
curriculum (Ofsted, 2002c).

Reegional 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 prompred

regional directors to sharpen the intended
focus for LEA literacy and numeracy
consultants, to maximise the irmpact 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 eatlier reports, we stressed the value of

<

developing greater “assessment literacy’ on
the part of teachers and headteachers. 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 (IDEES,
Targeting for Success, 2002¢). The document

weng on to note:

This kind of value-added analysis applied at
school and pupil level is being increasingly
well-used by LEAs in identifying
‘underachicving’ schools and in rarget
setting, which is based on the prior
attaiinment of individual children plus the
kinds of progress rates being achieved in
successful schools,

(pp. 10-11)

DfES and the Swrategies have not been alone
in their focus on improving the capacity of
schools and LEAs to use assessment data.

A recent ATL publication entitled Assessinent
Literacy for Wise Decisions (Swaffield & 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 Autunmn
Package for English schools, and LEA analyses
of Key Stage results ground the work in the
specific context experienced by teachers in
England, 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 assessinent may help
us to think carefully ahout the resources
expended on collecting assessnient data and
Tow mmch of i is actnally analysed and used.
Thoughtful responses to valid and reliable
assessinent information, arrived at through
appropriate analysis, is what using assessment
for wise decisions is all about

(-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 docurnent later in this final report,
efforts 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,

48

rather than support, teaching. Teachers can
become disillusioned and cynical if success 1s

elusive because the bar is always being raised.
Funding and Governance Structures

e Funding policies consistent with
reform efforts.

e Transparent and equitable
funding procedures that support
school performance.

e Governance structures that
integrate pressure and support,
provide coherence, and balance
centralised direction with locai
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 funding 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

o
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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
funds allocated to hiring teaching assistants. At
the sane 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 Regeneration
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 some concern on the part
of the NLS and NNS directorate that schools
might weaken their emphasis on literacy and
nuneracy. To counter this possibility, LEAs
were allowed to retain a substantial amount
of funding for targeted support of literacy

and numeracy.

Governaice

A complex infrastructure has developed over
time to manage, support and monitor the
Strategies. The National Literacy and

Numeracy Cenure, 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 for central tasks
such as developing materials and training
courses. At DEES, oversight of the Strategies
has been done by SEU. This kind of structure
and organisation is quite ditferent 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 councry. 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 (HEI) and
other IT'T providers to ensure that newly
qualified teachers are prepared to teach
literacy and mathematics. The Key Stage 3
Strategy resulted in furcher additions. As the
original core teams of about a dozen people
expanded, the groups becamne too large for
the flat structure and participatory problem-
solving meetings that had characterised the

organisation in its early days.

48
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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, I'T°T.
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 tnformed abour 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 some
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 eflective 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
mspection service, a Strategy Manager (SM)
and a Line Manager (LM) (sometimes the
same person), who in turn managed the work
of literacy 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 LEAs, 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 implementadon of the Strategies. 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 iucreasing funding to
support children learning English as an
additional language. The increase in trained
teaching assistans, 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 implementadon 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 Numetracy 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 (Galton & MacBeath,
2002) reported sirnilar findings:

Teachers’ responses to the Numeracy and
Literacy Strategies reflected a complex
pattern. Teachers said that these Strarcgies
gave a consistency and progression, yet they
also spoke about the long hours spent
preparing for thein.

(p. 45)

NLS and NNS, recognising the burdens of
planning, have instituted a mult-pronged
approach to assist schools. Although NLS
plauning 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,
ainied at getting the attention of headteachers
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 the implementation process, after
teachers had developed more tamiliarity with
the Strategies. Such a shift was noticeable in
the training and professional development
programmes, which moved from an initial
approach that was alinost 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 evaluadion,
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 & Hallgarren,

2002). Carried to an extrerne, however, such
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an approach becomes less effective at
motivating schools and can distort the

curricuium,

The challenge for SEU and the Strategy
leaders is to fine-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 Stategies have evolved, some shilfts are
noticeable in the nature of the guidance and
materials provided. Although in some cases
materials provide much greater specificity
and dewiled plans (e.g., NLS planning
exernplification and NNS unit plans), there

is no expectation that teachers should

necessarily make use of these. The materials

are avatlable 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 tor schools and LEAs. The Strategies can
be seen as supporting a shift from “informed
& as supporting a shift fi

prescription” to “informed professionalism” ~
greater autononyy but within a framework

of accountability and support.

The next chapters look in more detail at the
infrastructure for implementation and the
experience of LEAs and schools in working
with the Stategies. 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 Suategies 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 o 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 themn. And fourth, the
government and the Strategy leaders have
been, and continue to be, open to teedback,
both from LEAs and schools, and also from

Strategy evaluators.
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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

¢ 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.

¢ 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
@ The work of LEAs has been essential in achieving the level of implementation
of the Strategies - mediating between the centre and the schoois.

e 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.

e Literacy and numeracy consultants express strong support for the Strategies.
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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. This intermediate level
includes the National Centre for School
Standards, the NLS and NNS regional
directors and LEAs, particularly literacy and
mathematics staff. This bridge or infrastructure
links the Strategies to the schools and to
initial teacher training (I'TT) 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,

Most regional directors deal directly with a
group of LEAs, although a smaller number
work with I'TT providers. National and
regional directors, LEAs, I'TT programmes
and other surrounding agencies and
organisations have all played a role in helping
schools understand and implement both
Strategies. The sustainability of changes
induced by NLS and NNS will be dependent
on what happens in these bridging structures

and processes. As one regional direcror noted,

Onie of the key strengths is the way the
regional networking has bronght LEAs
muclh closer together. There is a commnion
prograrinme of supporr for ihe cousultants
and the line managers that gives a cwherence

fo the Strategies.

Our conceptual framework, as described in
Chapter 1, identifies motivation, capacity and
situation as the factors that determine
whether teachers adopt and implement
reforms. 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.

Meaningtul changes do not occur in
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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.

It our fizst report, we identified what we
believed to be an important issue to tollow
over time, the difference a stage makes. At the
launch of the Strategies — NLS 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 building 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 now embeddedness ratlier than
the initial emphasis on inanaging change.

It is a veal case study of how to implement a
assive change through a very co-ordinated
approach. Embedding also takes tinie.

(Regional director)

At the same time, support and intervention
have become differentiated, both for LEAs

and for schools.

(Regions and LEAs): bifrasiructure for NLS and NNS

There’s beeu a shift from all LEAs getring
the saime number of inputs and visits to
tafloring iuput depending upon how the
LEA itself is performing and the extent fo
which it las local expertise. Regional director
timie has increasingly focused on LEAs
needing additional support and stepping back
from others who are sneceeding.

(Numeracy regional director)

I the beginuing it was more of a blanker
thing, but now we are focusing more on
particular schools and children that did not
improve as inuch 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
momenturn, 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
vears 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 intentiornally
sought the input of many coustituents to
develop our description, since the experience
of centrally generated initiatives nay not be
the same for LEAs and schools as it is for

centrally placed leaders.

The main sources of data for our analysis

were!

© interviews with all NLS and NNS regional
directors, including ITT regional directors
(in 1999, 2001 and 2002),

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

line/strategy managers, literacy/numeracy
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consultants (throughout the four years
of the study, from 1998 to 2002);

© within LEAs, attendance at meetings and
training sessions for school participants,
usually led by line managers and
consultants (throughout the four

years of the study);

© interviews with LEA strategy/line
managers and literacy/numeracy
consultants in the LEAs associated with
our 10 sample schools (from 1998 to
2002); and

© surveys of literacy and numeracy
consultants in the spring of 2002,
The number and percentage of surveys
completed and returned are shown
in'Table 4-1.

i Strategy Total Percent |
: Returned Returned

National Literacy

Strategy 299 85%
National Numeracy
Strategy 340 85%

We have organised our discussion of the
supporting infrastructure for initial
implementation and for sustainability by
looking tirst at regional directors” work

in Strategy development and with LEAs,
followed by LEAs’ work with schools, and
finally, regional directors” work with teacher

training insticutions.

Regional Directors and their
Work in Strategy
Development and with LEASs
When the Strategies were first announced, the
beginning of a new infrastructure was already

underway. DIEE (now DIES) appointed

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 ruch of their time developing
the initial resources, bringing LLEAs 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 team and
as the frontline DIES presence in LEAs

and schools.

The role of the regional director was ahuays
partly workiug with LEAs and partly
developing materials, I think there lias been
a shift more to an outcomes focus — Key
Stage 2 results and why one LEA improved
5% and another only 2%. The hasic
organisation is similas, but there is now ore
eimphasis 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 o 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

S
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mathematics, all dealing with LEAs. As we
will oudine 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 Developnient

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’ achievernent, special educational
needs, early writing, and developing various
intervention programmes for children
needing extra help. They have also met
regularly as a group, usually fortightly, to be
kept up to date with IDIES priorities, to brief
one another on projects and to discuss the

overall implementation.

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
days per term) emphasise two somewhat

different themes. The first is training that

[(
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consultants will then give to schools in their
LEAs. The idea is that consultants will
become sufficiently familiar 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 capaciry for English and
mathetnatics leadership (for instance, 2002
sessions for English and 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 terns of consultants, support is about
training and helping them to analyse their
existing practice fo look af how they need
to move on and respond to changes and
developments, to be more flexible in their
role. It’s abour how to micet the needs of an
increasingly differentiated group of schools,
as schools are all at different stages of
developinent.

(Literacy regional direcror)

o
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| Statement Strategy % Agree |
Strategy training has helped me support Literacy 94
literacy/mathematics in the LEA more effectively. Numeracy 97
The Strategy training that | get in regional meetings/
conferences prepares me well to provide literacy/mathematics Literacy 82
training in my LEA. Numeracy 89
I have access to the resources (e.g., people, materials} Literacy 87
that | need to support the Strategy. Numeracy 89
As a literacy/mathematics consuitant | have sufficient
flexibility to modify Strategy training to fit the specific Literacy 95
needs of all participants in my LEA. Numeracy 96

Regional directors also follow up with also demonstrate how support and
consultants to assess progress of the Strategies. monitoring (or challenge) ave inevitably

intertwined in their work.
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I micet with consuliants oir a regular basis
(15 days a year dropping to 10 next year).
[ shadow: themn through the training and the
work they do io see low effeciive they are.
We offer guidance and advice to help them
be 1nore focused in their work, or lead
training to make the inessages clearer,

(Nurneracy regional director)

Irt 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 suppotrted 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

Part of the support rolc is to work with line
maitagers and consultanis who are delivering
the training and providing fecdback fo thew
about their training. We do the half rermly
visits where we go in and falk with line
managers about the progress of the work
beiug carricd on within the LEA, to
recognise their strengths and weaknesses and
hielp them achieve inore in the areas ot
working as well as enc would expect.

(Numeracy regional director)

Lineet formally with each maths adviser
cach tenn in eacl authority with a set
agenda, Where things are not going well,

1 ask if they have thought about different
things and share geod practices that I have
seen efsewhere. If they feel their inspectors or
advisers are not sufficiently invelved in the
strategics, I'll offer to go and talk to iheir
adviser teain with thein.

(Numeracy regional director)

8 For auch itent in the sirvey, respondents indicated the extent to 1diich they agree, using a 3-point sale — Strongly Disagree, Disagree, Undedded, Agree or

Strongly Agree. 18 report figures separniely for literacy consultants and nwneracy consubtants. In summarising the data for this report, we have in some qases,

as in Table 4-2, reported only the percentige uho agree, combining responses for Agree and Strongly Agree. In oilier cases, we hiave comibinied responses for

Agree and Strongly Agree, s well as for Disagree and Strongly Disagree and reported thie percontage in iliree categories — Agwee, Uindecided and Disagree.
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Regional directors frequentdy speak of the
growth in LEA capacity that they have

observed.

Previously, their use of data was quite weak
aud they didn’t see what it meant beyond
the crude scores, looking at it in a superficial
iy, Now they're using data more sharply
to steer their priorities. They have taken a
stronger lead with headteachers and have
fitvolved the sfrategy wanager with

regilar meetings.,

(Literacy regional director)

LEAs have more information about schools
and schools have more information aboni
their individual pupils so miy work with
themn is hecoming more focused. It is more
about the details of particular groups,
cohorts, schools. That’s fascinaring work
beeanse the andhorities get beyoud the
nunibers to the composition of school staff;
the level of trainiug 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 LEAs
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 consulfants and shadow them in
schools to clieck how their work is going.

I neet with feams of consultants in LEAs
and with line managers. Some line nianagers
need help in sorting out priorities, when
they should pur certain things info the
programme. At ihe senior level 1ve look at
how the funding 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.

We have common agendas in the ream _for
what should be nonitored, but there are
other things that are pertinent to LEAs that
we need to investigate firther, based on our
knowledge of whar 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, Ofsted reports, national
assessinent 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 dan
in relation to comparable schools across

the country), and other information
provided by LEAs.
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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 yoii've got a
range of contexts that you can draw on for
similar LEAs, not just in the region, but in
the entire country. As a teani we talk about
what is going well and the difficulties and
how we found ways around those difficulties.

(Literacy regional director)

At the macro 1LEA level, our moniforing is
thorough and compreliensive. Monitoring
what's going on at school level is shakier. 1
try to get into schools once or twice a ueck,
but thai ts a relatively sinall sanple of
schools. You are dependent on what
consultants, line managers and chief advisers
tell you abour what is going on in schools.

(Literacy regional director)

In some cases, the outcome of regional
director monitoring is that an LEA 15
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 systermnic or at least go

beyond pure literacy or nurneracy issues.

The issues causing concern include
difficulties in vecruiting and thar can be
within the literacy team itself but sometines
it’s link inspectors or the inore senior level
in the LEA. Because of the critical link
between the Sirategy and scliool
improvenient in general, you can have

a fully staffed literacy teant but have

gaps in other critical areas in the LEA.

(Literacy regional director)

60
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A maiin issue is senior managenient
understanding of what the Strategies are
trying to do ro and wiere they fit into ihe
whole school improveinent agenda. The line
manager and consultants may be doing a
good job as far as they can, but things can be
happening around thew that sake them less
effeciive than they conld be.

(Numeracy regional dirvector)

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.

Lwonder about liis role, which is checking
up on the LEAs, and low much it las been
part of the debate about the fusture of LEAs.
There must be a tension_for him. I wonder
how nuwch their voles resirict 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 1988 Education
Act. Before that time LEAs were largely
independent local governance bodies,
responding to broad directives from the
central authority. Although funding 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 substantally reduced the powers
of local authorities. During the 1990s the
English education service moved towards
local management ot schools through
governing councils and the potential for

schools to opt for grant-maintained status.
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At the same tme, the emergence of National
Curriculum, National Assessment and Ofsted
put serious parameters around the role of
LEAs. 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, anmouncing 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
tor supporting school improvement (Lincoln
& Southworth, 1999). The government made
raising standards a clear priority (IDEE, 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 mspected by Ofsted for their work in
school improvement, provision. of special
education, access to schools for 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 posidons (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
thern 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 vole has
become more diversified, with many more
schools receiving service and the additon of a
nurmber 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 migjor role. ... We 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 comperent people on staff to
guide teachers, we can be even more suceessful,

(Numeracy regional director)

Our data on LEAs was gathered through
interviews and through our survey of liceracy
and numeracy consultants. In the consuleant
survey, we asked questions about the

discribution and roles of consultants in various

9 Link advisers are roughly equivaleni 1o area or field superimendents in other jurisdictions.
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LEAs.” Responses carne 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 tor
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 Jow 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 implement these plans. As they are LEA
advisers, they also work directly with
headteachers, monitoring, negotiating target
setting and assisting schools in accessing and
using various forms of performance data.
Consultants are subject experts who conduct
training sesstons and provide support to
schools in a variety of ways. Expert literacy
teachers and 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 tewer
days), and 8 schools for school-based in-
service training. Responses varied widely
regarding the namber 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 bulk 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:
nummeracy 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 o

delivering training and professional

10 It is important to remeniber that the survey was completed by individual consultams within LEAs, not by LEAs. A combinnution of resposise rate

and size of 1.EA thergfore may skew these resulis. Nevertheless, they provide some indication of the role aud deployment of consnltants.
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development sessions for teachers and
providing individual support to schools,
consultants may, for instance, run conferences
or fora for co-ordinators that focus on their
management role, and be involved in

the mouitoring 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 mwlti-day training sessions to literacy
and numeracy co-ordinators, who then
trained their in-school colleagues. The
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.

We kenew that if you didn't talk to someone
in cacl school, they wouldn’t have the
messages. But we haven’t got the resources ro
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 sorne schools that bad never
received in-school support, where LEA

personnel could make a valuable contribution.

We might waut to look at schools that are
doing all right and have not been identified
by link inspeciors but maybe where there is
an impact to be made. We don’t have any
knowledge of what’s out there in terins

of these schools.

(Numeracy consultant)

A number of people come up 1o us after
conferences and say “Please, can we have
some support? We're reacliing our targets but
there is so much wore we conld do. Can you
cotne to a staff 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 abont 6 days at each
intensive school. Sowme of them, with 2 or 3
days of good quality input will be fine. And
there are sonie schools that e go into over
and over and over, and they don’t seemn to
make any progress.

(Literacy consultant)

Although their views abourt the Strategies
were very positive, the consultants offered
some opinions about ways that they believed
the training and support could be inproved.
In retrospect, some of the consultants fele that
their initial waining sessions with teachers

were far from thorough.

There were a lot of things that we glossed
over. And now there’s a seuse of a bit of
work to do. We're coming back and taking
more fime to do things more thoronghly.

(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 m training and support.
Now, we show teachers how to use the

Strategy flexibly.

(Literacy consultant)
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The message from the centre has definitely
changed over the last 2 years and some
schools are quicker to get the niessage than
others. That's one of ihe reasous wiy the
link inspectors are so finportaitt —
somietimes, through no _fault of their own,
link inspectors might be going in with the
old model and npbraiding 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)

L've changed the 5-day to a 3-day with
action points for teachers and offer the
teachers two extra days to work in their
oun school widt 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.

We nsed the national tests to identify
schools to be supported in the first year. Last
year we picked inderacliieving schools based
on trends in test results over the last 3 years
and looking ar Ofsied reports in terms of
leadership, quality of feaching in maths,
teacher understanding, and looking at the
PANDAs. These are the ones we work with.

(LEA hine 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.

o
EN

We look at the cohort of pupils and consider
where they were at the end of Key Stage 1.
And using thar data we actmally suggest to
schools what proportion of pupils we think
they might get up to this hurdle. And we

sy,
with this cohort based on how it perfornied

ul

Aell, this is what we ihink is possible

under test conditions lase timme.” If they tell
us that they have different pupils nows 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.
Thar tells us more than watching the
teachers. We monitor the evaluation,
assessment, record-keeping. How are they
tracking progress? What dees the teacher
need to do next?

(Strategy manager)

I’ becoming increasingly interested in
refining teacher assessments of the learning
achieveinent of pupils. The test is not
satisfactory. It’s instantancous and it’s
under pressurised conditions.

(Line manager)

Finally, several Strategy managers conmmented
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 iIl’)pT()VCIl’l ent.

7J



Chaprer 4: The View from “the Bridge” (Regions and LEAsj: Infrastructure for NLS and NN3J

In the end, I approach the schools and ask
“Do you want us ro work with you? These
are miy reasous _for asking, Here is the
evidence.” But ' not going fo force it. In
the end, this isw’t an inspection process;
we're frying to help,

(Line manager)

Target Setting

LEAs are the mediating body for target

setting between the schools and DIES. For the
most part, we have found thac 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 headicacher and link adviser jointly
consider the attainment of all pupils, as well
as differences betveen boys and girls,
individnals and groups, as a result of the
analysis that we get. We look at the
relartonship befween teacher assessinent

and fest level, aid we consider the actiial
aitainment in relarion to farget level. After we
[fiuish the analysis, we ideutify 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
renains a contentious area for many reasors.
We discuss the use and interpretation of the
targets elsewhere in the report but, at this
stage, point out that there are sorne 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 identitied another role of
LEAs in relation to targets — LEA personnel
have been instrumental in helping teachers
and headteachers move beyond an exclusive
focus 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.

We did a lot of work, saying assessment
isn't about fick shects and boxes. 1i's about
you kuowing where your children are now
What do you wani to do next? Also we're
trying to skill up co-ordinators, saying that
they also need to have a pictuse of wwhat are
the key issues across iheir school and how
can they actnally move those forward.

(Literacy consultant)

Support for 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, QCA and
other agencies produce and distribute many
reports tor schools, LEAs and the country as a
whole, and LEAs and schools collect data of
arious 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 rechnical 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
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of the reports that they produced as they

plaimned for school improvement.

[ try to produce cridence for the schools and
report it so that it makes sense to theni.
(LEA adviser)

We've got clusters of schools and we get
them together to look at their data and sce
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 mathematcs 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 earning 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.
Teamning across schools is another networking
approach that is particularly helpful for small
schools with only one teacher perYear group
where collaboratve planning might otherwise
be difficult. In some LEAs, opportunites to
work together can lead to outcomes that will
be useful to other schools as well as to the

participants:
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We've used lots of teachers from different
schools and brought them together to work
on exemplar materials,

(Numeeracy consultant)

Such encouraging signs of growth, however,
should not obscure the lack of progress in
other LEAs:

I kiow that in some LEAs there are regular
co-ordinator mectings. We've tried fo organise
some but there isi’t a culture within our
LEA for doing it

(Numeracy consultant)

Leadership Development

As we mentioned earlier, school leadership
has becorne a central issue for attention in
schools. The national directorate of NLS and
NINS has already held regional conferences
for headteachers and the DIES 15 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 rake on new initiatives in
literacy without balking, it’s because there is
good leadership — in literacy and for the staff
genterally. W& also have a lor of schools that
are very weak on leadership and we do a lot
of bolstering.

(Literacy line manager).

LEA personnel also tatked 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

3
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to implement the Strategies” and “low morale

among the staff.”

Counsultanis aren’t going to tmake a
difference in what’s happening in that school
becanse it a leadership issne. ... Teaching
the teachers abous the fundamentals of
granumar isn’t going to do anything in the
long rerm

(Literacy strategy manager).

Semerimes we see good practice af the level
of the classroom but 1o whole school
approach. And the leads are sitting there
thinking “This has nothing to do with me.”
It simplisitc thinking to believe thar they 're
going io 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,

50 some LEAs were augmenting them with

local sessions for headreachers.

There’s a one-day conference on nianaging
the Literacy Strategy it the autumn ierm_for
all heads. And as a result, hieads asked if
they could have more specific subjeci-related
literacy training. They felt that they didn’t
know enough. So we ran a day for themn.

(Literacy line manager)

At tdimes, however, LEA personnel were less
than optimistic about the likelihood that they
could actually change the orientations or

practices of existing leaders.

When they dor’t have a vision or a long-
term plan, it doesn’t liappen overnight 1Ahen
yotwe got these short-terny 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-ordinafors” mattagement in the Strategy
was long needed and giving then some
fraining went down really well.

(Literacy consultant)

LEA Leadership for NLS and NNS
LEAs have been pivotal organisations in the
success of the Strategies to date, taking
considerable responsibility for 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 future.

Consultant Views

We look first at consaltant perceptions

of LEA leadership. Table 4-3 indicates the
percentages of consultants who agreed with
survey statements about various dimensions

of the planning and action within their LEAs.
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le ,
i Stateen‘tv Strategy % Agree f
This LEA is supportive of the principles of the Strategy. Literacy 79
Numeracy 90
Leaders in this LEA demonstrate high expectations for Literacy 82
work with pupils in literacy/mathematics. Numeracy 79 .
Leaders in this LEA see literacy/mathematics as a very Literacy 79
high priority. Numeracy 73
This LEA provides schools with assistance in setting
curricular targets for literacy/mathematics teaching Literacy 80
and learning. Numeracy 75
Leaders in this LEA {advisers, line managers, CEQ, etc.) have Literacy 57
a clear vision for literacy/mathematics learning in schools. Numeracy - 83
There is coherence in this LEA between policies for Literacy 49
literacy/mathematics and other policies. Numeracy 50
Leaders in this LEA encourage teachers to consider Literacy 59
new ideas for teaching literacy/mathematics. Numeracy 64
Leaders in this LEA model a high level of professional Literacy 55
practice in relation to the Strategy. Numeracy 58
This LEA encourages and supports collaborative work Literacy 60
in literacy/mathematics across schools. Numeracy 47

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 LEA.
LEA leaders (advisers, line managers, CEQOs,
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
LEA 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 telt that their leaders

encouraged teachers to consider new ideas for

68

literacy and mathematics teaching or
modelled a high level of protessional practice
in relation to the Strategies. A higher
percentage of literacy consultants felr 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 surnmarised 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
fromn advisers and managers, about one-third
of literacy consultants either disagreed or

were uncertain, as were just over one-fifth
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Statement

| 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.

| 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 abouc half the
respondents agreed that they had
encouragement and sufficient opportunities
for working with colleagues within and across

LEAs suggests some room for growth.

Constraints and flexibility for LEAs

In our visits to LEAs, advisers, although
supportve 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 improvernent (Derrington,
2000). Although the DEES 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,
sorme may have a more accurate view of their

own capacity than others.

» Straegy

Literacy
Numeracy

Literacy
Numeracy
Literacy
Numeracy
Literacy

Numeracy

%

Agree

66

78

31
39
50
54
60

52 .

%
Undecided
12

9

17
16
16
18
15

27

% :
Disagree -

21

13

53
46
34
28
25
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 notitying regional

directors. In other cases, the tlexibility 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 appropuiate balance

berween central and local responsibility

for reform, With the Strategies, the initial

unpetus, 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.
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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 not
my job to do it for them, the aim is to be
moving themn toward mote self-susraining
systems so they can do the same with their
schools. We are foo remote from the schools;
it not realistic to think you can work as a
national agency directly witl the schools.

(Literacy regional director)

LEAs have a critical vole long terin; you
remove the national layer and regional layer,
and it continues at the LEA level. It
definitely does nieed to be broader than an
individual school level, so why not the
LEA, which has a nwmiber of statutory
obligarions that will contine.

(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 investinent.

The appointment of six regional directors with
specific responsibility for initial teacher training
was a welcome and much-needed extension of
the Strategies’ nfrastructure. In the two years
since their appointment, these regional directors
have worked to strengthen the links between
the Snategies and teacher training providers.
I'TT institutions have been in a different
position from LEAs, in that they receive no
additional fimding 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

BEST COPY AVAILABLE

teach primary English and mathematics in line
with the Strategies and with the National
Curriculuin. As well, the regional directors have
served as liaison between the Strategies and the
Teacher Training Agency (TTA). 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 directdy with
LEAs. Most significantly, because they have
few “levers” to influence higher education
institutions, 1TT 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
Ofted, so it’s a delicate area. Qfsted inspects
and gives grades based on that inspection, It
was important to be clear that we were not
ihere on any kiud 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 Niuneracy
Strategy. LEA regional directors feel they

have the right to sit in on training, shadow
consitltants, and ask for a breakdown of how
money is being used. W3 don't have the means
ie do that becanse there is ne funding
attached. So it more of a support role and the
pressure is done in a slightly different way.

(I'T'T regional director)

10
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We have worked via support, consensus
building and persuasion — including
challenging their assumptions and correcting
their misapprehensions.

(FT'T regional director)

I'TT 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 I'T'Ts there is a group of people
who are intractably opposed to a lot of the
Literacy Strategy.

(I'TT 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
uew materials weren’t senf to the Fligher Ed
Institurions thar were trying to prepare next
year’s icachers. On one level it was quite
easy to show then we were on their side
and conld get then the resources. e tried

fo provide whatever support they wanted,
sessions with themselves and colleagues. That
was our main support for the first few fernis.

(ITT regional director)

An ongoing focus for both literacy and
numeracy I'TT regional directors has been
strengthening the connections for I'T'T
providers, both across institutions and with

other parts of the education system.

W% created a newwork rhat linked every
English wtor in the country thiongh email,
network meetings, briefing meetings and
involving them in the production of
materials. The nefwork is extremely

povetful, but it can only be sustained if the

structure remains in place to sustain it. bn
many ways IT'T teachers and students have
been outside the systen, and we are working
towards a system where they are part of the
teaching and learning in schools. Unless
there is a national structuse 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 training programmes. In NLS, a
higher education writing initiative involved
collaboration berween English tutors and I'T'T
regional directors, with 10,000 I'TT students
receiving training in all facets of teaching
writing. In their school placements, the I'TT
students and their class teachers analysed
and planned literacy lessons together, a
professional development opportunity
participants reported (in their evaluations

of the session) as very helptul. In NNS, I'TT
regional directors, in collaboration with a
group of tutors, recently worked on two
projects to assist I'T'T providers and students.
One focused on children’s errors,
misunderstandings and misconceptions in
mathematics, the other on clarifying and
strengthening the links between the
Foundadon Stage (Reception) and more
formal schooling (Year 1). 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 I'TT students for teaching

mathematics.

g Y
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Impact of NLS and NNS:
Perceptions from the Bridge
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, all 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 abourt 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 importani thing is that sonicone
actually talks io the children and that’s the
tnost corntnon change we sce now coinpared
with five years ago. Five years ago, nobody
was talking in the maths lessons, some
children went through a whole weck
immersed in published schemes without
coniact with the teacher to speak of

(Numeracy regional director)

¥
v

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 las given 1eachers common
objectives that they know they arc teaching
towards. It has improved the debate between
teachers because they know whar they are
talking abourt and they are talking about the
saiie thing.

(Literacy regional divector)

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 eatlier, 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 then “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 inplenient certain formats.

(Literacy regional director)

There’s a lot of good practice out there and
you see sorne really good stuff. But there are
many wore schools where it’s there on the
surface. One of the diffiadlties is that
teachers go on the training, they enjoy the
training, go back into schools and becoine
very effeciive in the mental siarter and have
sonie nice activity for the children to do,
They think the Strategy is in place.

(Numieracy regional director)
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Chapter 4: The View from “the Bridee” (Regions and LEAs): Infrastructure for NLS and NNS§

Regional directors frequently mentioned
unintended consequences related to the
nurnerical 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 compouent of

government policy.

The reliance at the national level on test
performance as indicators of progress creates
a tension, with to much emphasis in a
number of schools on feaching to the fest.

(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. Cominents
from respondents suggested that this option
was often chosen when their supported
schools varied a great deal — that is, the
statermnent would be true of some schools but
not of others. According to their responses,
consultants thought that the majority of
teachers were setting curricwlum 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 neéded.

The survey also asked consultants further
questions about impact, with responses
surnmarised 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
mgjority agreed that pupils’ written
calculations had hmproved as a result of
NNS." A substantial majority of literacy

and numeracy consultants agreed that their

} 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.

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 Iy interprering this respouse, it is inportant to nore that NINS does rot encouge the reaching of writien ealonlations until considerably later than

had beet the case prior 10 the Strategy being implemented.
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; Statement Strategy % Agree
Pupils are performing at a higher level in reading/mental Literacy 93
mathematics as a result of the Strategy. Numeracy 99
Pupils are performing at a higher level in writing/written Literacy 88
calculation as a result of the Strategy. Numeracy 71,
The Strategy has provided helpful approaches for engaging Literacy 84
unmotivated pupils. Numeracy 90
The benefits of the Strategy have outweighed the costs in Literacy 87
terms of teacher time and effort required for implementation. Numeracy 93

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

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:

Because of the concentration on performance
tables, some schools and teachers feach 1o the
test instead of icaching 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 tines —
everything is geared fowards Year 6 results.
If we dow’t get it happening at Key Stage 1
and early Key Stage 2 we will aliways be
playing catch-up.

(Literacy consultant)

' BESTCOPY AVAILABLE
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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, I'T'T 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 teacher 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 1'TT
progranunes, 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 NQT's 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 programines.

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 SEU and the LEAs.
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 ac 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
pevsonnel 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

~i
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on us” and how this tendency may foster

undue dependency.

The enormous variability found in LEAs
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 and

expert support.

Questions for the Future
We briefly highlight several questions that
have emerged from our examination of the

infrastructure created to date.

© What are the key principles that should

be sustained?
© ‘What will it take to sustain changes?

o What should be the role and contribution
of LEAs?

¢ What should be the extent and nature of

the national infrastructure in the future?

How do we continue moving fonward
without just piling more and nmore pressure
onito schools, with a negative result? Part

of me recognises there still is a significant
distance to go and fo let people ioo nuch off
the ook at this stage conld be giving up too
soon. L wouldn’t like 1o be af that level
[DfES], making those decisions.

(Literacy regional director)

-~
.

)

Here lies the dilemma. We would not have
got as _far without the [central| divection of,
“We will do it and it will be done!”" The
question is, can it continuc like that and will
it be cffective? I don’t think there’s an casy
answer. What 1 think inight be worth
exploring is a changing relationship for
making it lappen — so it not so much
telling and more working it out together.

L dow’t think it will happen if you hand it
over locally. But it won’t be sustained if we
continne to e rold 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 NINS 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.

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

e}

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.

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.

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.

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.

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

e}

Many schools are becoming “learning communities,” working collaboratively,
maling 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.9., 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).

e 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 consuitants.

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 © interviews with personnel and
observations of literacy and mathematics

n this chapter we concentrate our
lessons in the 10 schools that we visited on

attention on the view from the schools.

Qur focus has been how the Strategies were a regular basis throughout the study. as

understood and implemented in schools and well as interviews with literacy and

LEAs, and how understanding and practice mathematics personnel in the LEAs in

may have changed over the course of which these schools are located.”

our study.
Table 5.1 shows the number of teachers,

For this investigation, we have drawn on data .
& i headteachers and consultants responding to

from several sources, including; -
’ & the Literacy and Numeracy surveys and the

o the NLS and NNS school surveys percentages of surveys that were completed

completed by teachers and headteachers; and returned by each group. For teachers and

headteachers, response rates represent the

© information from the consultant surveys IR o )
percentage of completed surveys returned

related to the view from the schools; .
from participating schools.

0 interviews with regional directors; and

i - Surveys Retwmed | Sureys [Retummed

Total Percent Total Percent Total Percent
Literacy 1501 57% 176 79% 299 85%
Numeracy 1527 54% 197 80% - 340 85%

12 With the 1en schools and associated LEAs we were able 10 observe and document the implementation of NLS and NNS. These sites have given us
seal images of the implementation of the Strategics in schouols arotnd the couniry. Quotes from these intervieus provide excmplification of ideas or

observations.
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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 thac the Strategies
have had on classtoom 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 NINS resource
materials and training. As the Strategies have
evolved, our focus is less on fidelicy with the
materials and 1nore 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?

Qur 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 and mathematics and
have led to improved subject knowledge and
teaching skills. The supporting materials for
teachers (video, print, CDs) are much
appreciated and used by teachers, with
particular praise for recently produced

resources that are seen as increasingly practical

80

~

and user-friendly. Headteachers, with support
from LEAs and the Strategy leadership, were
using the Strategies as an. inpetus 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 NINS 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 1s, perhaps. the inevitable
consequence of strategic initiatives that are
driven from the centre as NLS and NINS 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 recormnended
in the Strategies are present in their work.
Most teachers indicated thac they are using
curriculum targets in their own classes (95%
literacy; 94% numeracy). Many indicated that
both they (58% literacy; 50% nuimeracy) 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.
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The Numeracy Strategy is brilliant. It’s
transforined the way waths is faught.

The way it used to be taught was bastcally
you taughi cach child, wherever the child
was. You had about 15 learning objectives
to go after, so that child night be counting
fo 10, the next one you want fo count o
another number, another child might be
doing a 2 times table. You weren’t teaching;
you were just kind of floating around,
whereas now you know thar they’re

all focused on the same objective.

(Year 2 teacher)

When I do a hisiory lesson now I ralk
about objectives. | do iny teaching, I focus
on my objectives, they do their work, I come
back at ihe end. And talking fo staff; 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. Becanse it’s so successfol, we
think we’ll do e 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 mnch
caster to work with than the Literacy.
Lwould certainly say that, of tie tiwo
Strategies, Numeracy has becn
entorimonsly successful in this school.

(Headreacher)

[ dor’t know if this is frue, but you feel that
when the Nunicracy Strategy caine out that
they were inore aware of low fo put it into
practice and are more aware of what goes

on i the classroom. I think it was far

less regimented. Literacy was far more
regisnented and too structured I think.

(Year 2 teacher).

Chapter 5: The View frem 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 I made initially, iny
road to Damascus, when I literally saw the
light, was ar a couference for Numieracy
wheit they fisst introduced empty number
lines. I'd not conse across that before and
the moment 1 saw that and worked 1with
them I saw the power of empty wnnber
lines. I'd taught for ihirty years and

then suddenly soniebody showed ine

an empty minber line,

(Fleadteacher, 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 Sorategies 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 inidal 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 accommmodate 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;
in fact, fewer than 5% from either group felt
pupils were not. These groups, however, were
far from unanimous in their beliefs about the

impact of the Strategies on other dimensions

R I L B

Statement

Pupils are performing at a higher level

Strategy % % %

of pupil performance. As shown in Table 5-2a,
teachers responding to the NINS survey were
generally more positive about the impact on
pupil learning than teachers responding to the
NLS survey, Fewer than one-halt 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
performance 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
fele chat NLS had helped to engage
unmotivated pupils while dightly more than
one-third either disagreed or were uncertain,

Again teachers were somewhat more positive

Agree Undecided Disagree

in reading / oral/mental mathematics Literacy 37 43 20
as a result of the Strategy. Numeracy 79 18 4
Pupils are performing at a higher level

in writing / written calculations as a Literacy 38 37 26
result of the Strategy. Numeracy 44 43 13
The Strategy has been helpful in Literacy 29 37 35
engaging unmotivated pupils. Numeracy 42 42 15

i Strategy v % % % [
1 Agree Undecided Disagree ‘

| Statement

Pupils are performing at a higher level

in reading / oral/mental mathematics Literacy 49 33 18
as a result of the Strategy. Numeracy 83 15 2
Pupils are performing at a higher level

in writing / written calculations as a Literacy 39 33 29
result of the Strategy. Numeracy 61 33 7
The Strategy has been helpful in Literacy 41 38 21
engaging unmotivated pupils. Numeracy 64 25 11
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about NNS. While tewer 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, headrteachers 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 NLS 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 4,2
large miajority of consultants felt that pupil
performance 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 ummotivated pupils.

Chapter 5: The View frem the Schoofs

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 niay have the individual skills that we
weren’t perhaps as good at reacling before —
1sing subject-specific vocabulary, voweels,
consonants and all that, but in terins of
actually being confident at reading and
story writing, 1 don’t think itk as
strong as it used to be,

(Year 2 teacher)

There is no time for consolidation in natls.
The less able find the required pace too
quick. We need so much time for

revision and this is not considered.

(Headteacher)

Costs and Benefits of the Strategies
The teacher and consultant surveys included
a staternent 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). Table 5-3 shows the percentage of
teachers and consultants who agreed that the

benefits outweighed the costs for NLS and

ININS respectively.

Teachers Consultants
The benefits of the Literacy Strategy have outweighed the
costs in terms of teacher time and effort required for 31 87
implementation.
The benefits of the Numeracy Strategy have outweighed “
the costs in terms of teacher time and effort required for 51 93,
implementation.
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Teacher and consultant views show similar
disparities to their views on the impact of the
Strategies — particularly for NLS, where only
a third of teachers agreed it was worth the
effort, 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 ay reflect that many teachers believe that
it will take dme for changes in classtoom

practice to impact on pupil learning.

Pupils now can anipulate the infornation
they've gor. It’s hard to measure that but
you see it on a day-to-day basis. It may
have an ¢ffect on their achievenient levels
down the road a bit. Hopefully the best
effect it will have will be on their aititude
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
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inextricably intertwined, making it difticult to

discuss one in isolation from the others.

Motivation

Motivation to change is an important part
of implementing any new initiative. Teachers
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 out
second annual report, we found that much of
the early implementation of NLS and NNS
was prompted by incentves like funding,
targees and inspections. Such motivation is
sufficient for getting an inidative launched,
but for it to continue, teachers have to
develop more commitment to the initiative
itselt. 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 not all, teachers.

Building the motivation to sustain. innovation
and continue to change in response to new
developments over time is even more
challenging. Sucl 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
indicatons of this kind of motivation, with
teachers and headteachers not just
implementing the Strategies, but engaging in
continuous learning and adjusting practices to

improve pupils’ skills in hiteracy and numeracy.

The teacher, headteacher 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 ains of
the Surategies were clear and that, for most
teachers, these aims were consistent with their
own. A clear majority of teachers fele 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 felc
that their teaching was more effective because
of NLS, a substantial minority were uncertain

or disagreed with the staternent. When asked

about whether NLS made their job more

Chapter 5: The View from the Schools

satisfying and engaging, respondents wete
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 tollowing the
Strategies, although often in adapted and
personalised ways. Teachers supported the
aims of the Strategies and the frameworks
and talked about the Strategies unproving

both their competence and confidence.

I'm more confident teaching than cver I was.
Literacy is something I can do well and
Maths is another.

(Year 3 teacher)

I do enjoy teaching the Literacy
Strategy and i1’s working,

(Year 2 teacher)

Statement Strategy % % %
Agree Undecided 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
My teaching is more effective as a Literacy 57 26 17
result of the Strategy. Numeracy 74 20
The Strategy helps make my job Literacy 38 35 28
more satisfying and engaging. Numeracy 59 29 12
85
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Statement

Strategy % Agree [
The aims of the Strategy are clear to me. Literacy 99

Numeracy 99 |
The aims of the Strategy are consistent with my own aims Literacy 85
for teaching literacy/mathematics. Numeracy 96 !

On the whole, people are saying
“WMe welcome Numeracy. It’s what
we've been looking for.”

(Numeracy line manager)

Headteachers were strongly supportive of the
Strategies, more so than many teachevs. 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 che
clarity about progression from year to year.
Some also expressed the need for schools to
adapt materials and planning to their pupils

and their school context.

A lot of schools stuck slavishly to the videos
and the overheads. But we learned that we
choose what’s important for our school. Ve
identify that through observations, through
teachers’ comments, through courses we go on.

(Headteacher)

Discrepancies in the views of headteachers

and teachers on these and other matters might

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., Fullan 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
thar 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 NNS 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 [ think a lot of i1, espedally in Key
Stage 1, is so practically based that they get
a better grasp of the concepts.

(Numeracy co-ordinator)

Clrildren have made progress in reading —
even those from families who receive no help
at honie.

(Headteacher)

36
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The Key Stage | test was certainly a very
difficult paper. ... 'They all took the test and
they wese brilliant. ... At the start of the
year 1 would not have anticipated that they
would do as amazingly as they did but
again the Strategy and the way of workiug
helped them o inove on.

(Year 2 teacher)

They'll sit dovn to yead any kind of text —
and they’ll give you their opinion about it.
They are far more confident than they
wonld have been.

(Literacy co-ordinator)

Throughout our visits we have heard a range
of views about 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. Some 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.

1 the early implementation, as we described
in our prior reports, teachers and headteachers
identified specific elements of the Strategies
that were problematic or they drew attention
to the overwhehning amount of time involved
in planming. Some 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 yorr planning manageable. Yes, it
Sfulfils the criteria, but the most imnportant
thing is for you to stand in_front of those
kids, to have the energy to deliver it.”
(Headteacher)

Chapter 5: The View from the Schaols

If Ihad a newly qualified teacher in
September, 1 would expect her to plan at least
Jor the first half term so 1 can sce what her
preparation is like. But with the experienced
intelligent bunch L've got, it would be 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 and
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. Somne
teachers were still wondering whether NLS
“allowed” them to make adaptations to fit 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
fraining sent out very mixed nessages to
many teachers. This stifled creativiry and had
teachers virtnally teaching to a 15,15, 20,
10 format 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
teaclers who feel unable to be more flexible
within the hour. They see it as a rigid
Sforntat.,

(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 iinpact
on pupils. Some teachers, for instance, found
that the Strategies were not eftective with
many pupils who were unmotivated, difticult
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 fs
that there is nothing nmch on how
to motivate children.

(Headteacher)

I get very frusirated with the Literacy
sometintes because I know it’s going over the
heads of quite a lof of the clildren in the
group — what 've got 10 teach them. And |
find thar they are then switching off. Some
of them try hard to please you anyhow, but
they’re just nof ready.

(Year 3 teacher)

In a school like this where standards are

low, feaching Year 3 and Year 65 subordinate
clauses and commas and whatever else, whien
they can't write all of the capital letters and

Sull stops is foo inuch.

(Year 6 teacher)

Although those knowledgeable about the
Strategies might reasonably argue that these
concerns are based on misunderstandings
and inaccurate informacion, such perceptions
exist, and obviously influence teacher
commitment to the Strategies. Such
scepticisim, where it exists, does not bode well
for long term support for NLS and NNS.
Teachers and headeeachers will ultimately be
responsible for maintaining the focus on
literacy and mathematics in their teaching,
incorpotating the principles and the

approaches that are part of the Strategies into
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their programmes and continuing to adjust
their approaches as needed. If teachers are not
convinced that the Strategies are worthwhile,
there is a danger thae 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 Serategies’ models of effective teaching
without pupil learning improving also, the
teaching models will be called into question

and will need to be revisited.

A continuing area of concern is national
testing. Teachers expressed scepticisin about
whether or not the Key Stage 2 national
assessments reflected real gains in achieveiment
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 veflect 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 termn, pupils might receive a score
that is not an accurate reflection of their
achievernent. In other interviews, headteachers
and teachers suggested that learning has not
improved to the extent suggested by the
changes in resules; the improvement in Key
Stage 2 scores: to some extent, reflects teaching

pupils to take tests.
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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 whar inarters, it'’s
how nich progress that child’s wmade and,
you knotw, it’s frustrating really.

(Headteacher)

Oh their scores are better — certainly they’re
betier. But do children know any niore?
No. It’s because we've tanght them to
Jrump through loops.

(Year 4 teacher)

I have enonnous problems with teaching
them exam techiique, which is then used to
say “Look. Tlis Strategy is working. Look
at the standards in this country that are
increasing. We can pay our teachers more
becanse you got higher vesults.” But what’s
that got to do with what the children have
learnt? You know? 1t’s very frustrating.

(Headreacher)

Our data confirm chat teachers are motivated
to help children become literate and
numerate. The difficuley 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 getring
there. We found from our interviews chat
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: The View from the Schools

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 fiom enthusiastic support for

the Strategies to sceptical compliance.

Enthusiastic support:

@

Shared aims with Strategies
Perceived benefits for all pupils

Elements of Strategies fit the ways that

teachers want to teach
Appreciate the structure of the lessons
Believe resources are good and adaptable

Always seeking ways to improve teaching

and learning

Anbivalent support:

Q

)

Shared aims with Strategies

Perceived benetits for some pupils, but
not all {e.g., less able, children with

special needs)
Believe resources are good

Believe structure is betrer than previous
way of teaching but may not be the most

effective methods for some pupils

Sceptical compliance:

@

G

Believe they have no choice but

to follow Strategies

Believe Strategies make litte or

no difference to pupil learning

Believe lesson structures are too

prescriptive

Believe methods/resources are not
adequate or appropriate for pupils

in their classrooms

59
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Teachers expressing greatest support generally
believe thar 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 continuumn, many teachers
have more uncertainty. 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 scepticisim 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.

1t’s all too inuch for the weaker children
becanse they really need a lot more work at
their level. If doesn’t bring them on at all.
The Stratcgies work much better for the
more able children.

(Year 2 teacher)

We're actiually disappointed in onr
achicvemenr af this school, and we're trying
fo work out why it is. When they first came
in we really felt the Strafegics were affecting
pupil achicvement. What we've found is thar
they inay do somerhing really well i the
literacy hour or in the maths lesson, but
they’re still not transferring those skills to
the other curriculum areas,

{Headteacher)

90

~
N

Wihen [ look back, some aspects of the
learning have dropped in soime ways. Not
particularly in literacy and numeracy. Bt
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 partcular 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 NLS 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

-
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methodology was not designed to assess
teacher capacity in any systematic way, we
have drawn ou a range of relevant data
sources, including self~reports and perceptions
of consultants, regional directors and others,
as well as items from teacher and headreacher
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 selt-assessment
of knowledge and skill, estimates of personal
success with the Strategies, and perceptions
of the effects of the Strategies on teaching.
The LEA consultanes’ 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 cheir school
(one-off or multi-session). This represents a
high sacuration rate for a national programine,
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 frem the Schools

mathematics co-ordinator in their school.
Relatively few teachers used Scrategy

websites or observed expert literacy/leading
mathematics teachers. Those who had
participated in protessianal development
activities rated all of them as useful or exiranely
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 powertul effect:

A few years before NNS, Iwouldn’t have
seen the need for a change in the way maths
was tanght, but once 1 started going on the
fraining, I could see that we needed fo
change the way we were feaching.

(Numeracy co-ordinator)

But, given the scale of the enterprise, it 15 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 and confident about new
teaching approaches and content that may be
fundamentally different from past practice. In
our school visits, we have seen examples of
such job-embedded professional learning,
often sparked by a consultant spending time
in the school working closely with teachers
and headteachers on planning or assessment.
[n 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 efforts in moderating

marking led to the development of new

91
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§Statemt o S egy Agreef

| have developed new knowledge and skill through Literacy 84
implementing the Strategy. Numeracy 86 .
I have the knowledge and skill | need to implement the Literacy 85
Strategy well. Numeracy 86 .
Strategy training has helped me teach IiteracY/matherriéfics Literacy 64
more effectively. Numeracy 77
| feel comfortable making adaptations to the Strategy to Literacy 89
fit the class. Numeracy 92
| have the freedom that | need to teach literacy/mathematics Literacy 54
in a manner that | believe is best for my pupils. Numeracy 68

%

| Statement Strategy % % % [
} Agree Undecided Disagree
Most teachers have the subject
knowledge that they need to improve Literacy 33 28 39
literacy/mathematics learning. Numeracy 21 27 52

Most teachers have the teaching skills

that they need to improve literacy/ Literacy 46 31 23
mathematics learning. Numeracy 39 33 29 .
Teachers | work with display a thorough Literacy 34 41 25
understanding of Strategy principles. Numeracy 45 41 13
All teachers in this LEA have received Literacy 45 30 25
adequate training for the Strategy. Numeracy 25 24 51
Teachers need detailed classroom

guidance in order to implement the Literacy 65 23 12
Strategy successfully. Numeracy 60 24 17

From my observation, many teachers in

this LEA need deeper subject knowledge

if improvements in literacy/mathematics  Literacy 85 11

are to be sustained. Numeracy 88 10

Many teachers need greater pedagogicat

expertise if improvements in literacy/ Literacy 84 12 4
mathematics are to be sustained. Numeracy 82 15 3
Teachers feel comfortable making

adaptations to the Strategy to fit their Literacy 28 35 38
classes. Numeracy 36 33 30
Teachers have the freedom that they

need to teach literacy/mathematics in

a manner that they believe is best for Literacy 53 26 20
their pupils. Numeracy 59 26 15
92
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school-wide assessment policies, largely

written by teachers.

Both 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 and
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,
reachers 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

Al'ld lllkll'ht‘.l’n(lti('s.
Consultants expressed concerns about

teachers” understanding of the principles

underlying the Strategies, with less than half
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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. The 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,
Sfor excample, the purpose and practice of
guided sessions, have deeply affected
performance by somne children.

(Literacy consultant)

There is still a mass of misunderstanding
about NLS among teachers. Many are
comparimentalising the elements —
putictination, 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 arc asking
that they don’t have basic mathemaiics
skills or any undersianding 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’
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perceptions. Most teachers indicated that they
believe they have the knowledge and skill to
unplement 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, ¢.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 requirved. 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
reforins 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 consualtants’ surveys and our
interviews with headteachers, regional

directors and LEA line managers point to a

94

[

.4

L.
-

need for ongoing and deeper learning on the
part of teachers, a view shaved by many
people, including teachers, that we

interviewed.

There’s another layer missing and that’s
the understanding of how children learn
Sfrom the teacher, and low teachers feach
their children to learn. In other words,
take the Strategies on board, bur there’s
another bit thats got to go with them
to mnake them cven better.

(Headeacher)

This school has a rclatively young team,

a team of “national curriculum technicians,”
They are very good at bashing out the
curriculun, hut they need to work on
looking at where children are at, listening

to their needs. They sill have a lot 10

learn about how children learn.

(Headteacher)

1 think it’s important to have a training
programme that contintes. We always need
fo be rentinded on a regular basis of ways
in which we night 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. Qther 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 didu’t want to change anything so that
ai least she felt that she was doing what she
was supposed io be dofug,

(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 principles is not
likely to improve teacher eftectiveness 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 s tinte to reflect on their
practice and develop — and that comes from
all the initiatives, everything to do with the
Sirategies, the assessment, everything,
petformance in the classroom — all have

io do with quality of teaching.

(Numeracy consultant)

You've got to kuow it’s not only your
planning of that lesson, it’s your overall view
of where ii’s going, and your knowledge of
what the clildren have done beforchand.
Thar has goi 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 Schools

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
sttpportive feedback to teachers on classroom
teaching and organisation,

(Headteacher)

There is a culture of observing now. Teachers
don’t think anything about people coming in
to observe. The staff are more open. They
talk about things. They're prepared to say
what works and what doesir’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 nuneracy leaders. These
dinmensions are not discrete categories but
represent examples along a continuum of

teaching effectiveness.

Highly effective teaching:

© Excellent subject knowledge
© Effective pedagogical practice

& Constant ongoing assessment of whether

Jearning objectives are being met

©

Lesson planning that is based on pupils’

previous knowledge

935
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© Ongoing adjustments to teaching based

on pupil uptake of objectives

® Appropriate adaptations to improve

teaching and learning for all pupils

Moderately effective teaching:

@ Some gaps in subject knowledge, often

more so in either literacy or mathematics

¢ Tendency to stay with structured formats
more closely where teachers feel less

comfortable with their teaching

© lLess continuous assessment of pupil

outcomes throughout lessons

@ Less adaptation of Strategies to make

learning objectives accessible to all pupils

Less effective teaching:
© Significant gaps in subject knowledge
o Little or no ongoing assessment of pupils

© Planning that does not take into account

what pupils already know

© Inappropriate adaptations based on

pupil needs

@ Inability to adjust teaching during
lessons to take account of 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

%6

comnferences (73% literacy; 76% numeracy)
and assistance from an LEA consultant
through training sessions (56% literacy; 62%
numeracy) or support in the school (71%
literacy; 533% 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.

Headteachers, like teachers, telt that they had
the capacity for implementing and supporting
NLS 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
Nuneracy Steategy required new leadership
practices while move than one-third felt it did
not. A higher proportion of headteachers telt
that the Literacy Strategy required new
leadership practices while a little more than
one-quarter did not. About one-half of
headteachers fele that they had chances to
practise and refine new management skills

for both Literacy and Numeracy.

We also asked consultants about headreachers’
knowledge of the principles underlying the
Strategies. The results are sumrmarised 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 headteachers had a
thorough understanding of the principles of
the Strategies and about one-third actually
disagreed with this statement for both

Literacy and Numeracy.
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| have the knowledge and skills | need
to support staff in implementing the
Strategy.

| have had adequate opportunities to
clarify my role in impliementing 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.

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 il} equipped tor 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.

Chapter 5: The View frem the Schools

trategy % % %
Agree Undecided Disagree

Literacy 80 14 6
Numeracy 89 10 1
Literacy 72 22 7
Numeracy 71 23 7
Literacy 60 14 27
Numeracy 48 14 37 .
Literacy 49 33 18
Numeracy 49 32 19

Strategy = % % % '

Agree Undecided Disagreef

Literacy 27 37 36
Numeracy 27 41 32

Situation or Organisational
Capacity in Schools

Qur 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 terins 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 (for 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).

Y7
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We suggested in our earlier reports that
sustainable school improvement based on
NLS and NNS is nuch 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 abourt the working
relationships within the school, particularly
in relation to planning and collaboration

for N1.S 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.Teachers generally agreed with these

items, although a higher percentage was

Statement

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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undecided than was true for headteachers.
Most teachers and headteachers indicated that
teachers in their school believe all pupils can
succeed. Headteachers were asked about staft
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 Table 5-11.

A comparison of the responses of teachers,
headteachers and consultants to the

guestion about colleagues working together
in schools shows some difterences of opinion.
Consultants saw less collaboration. in

schools than did teachers and headteachers.

Consultants agree with teachers that there

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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Statement % % % |

i

{, Agree Undecided Disagree
Teachers work together to build on one

another’s strengths in implementing Literacy 41 40 19
the Strategy. Numeracy 38 41 21
Teachers work with teachers from other

schools on literacy/mathematics plans Literacy 23 24 53
or programmes. Numeracy 6 18 76

was not much collaboration across schools,
although such cross-school work was more
commonly reported for literacy than for

mathematics.

Information from the 10 schools we visited
provides some 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
raver is the kind of joint work that has the
most potential for positively influencing
teaching and learning. This more powerful
collaboration requires teachers to jointly solve
problems, make plans and gacher feedback
about outcomes. Such different interpretations
of “working together” may explain some

of the discrepancy between teacher and

cousultant views.

In smaller, rural settings especially, teachers

sometimes expressed frustradion ac not having

the ongoing opportunities they would like to
have for discussion of issues that arise in the

day-to-day use of the Strategies.

Pl ofien pull the mnneracy consultant aside
afier she's done the input and say, “Right,
this is an issue. Tell me about other schools,
what are they doing?” And [ sat down with
her after one session and if was half past
seven hefore we left. We just falked through
issties because for such a long tine I've not
had a chance to bounce ideas off people.

(Numeracy co-ordinator)
In many schools, the issue was time.

L think it’s just time constraints, It’s not that
- people don't want to ger together. It's just

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

implernentation of the Stategies (Leithwood,
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Jantzi & Steinbach, 1999). Transformational
leadership emphasises the capacity of the
headreacher 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 tostering improvements in

literacy and mathematics in 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 tor pupils,
and modelling good professional practice in
relation to the Strategies. Fewer teachers and
headteachers fele that school leaders provided

time for teachers to work together on literacy

or mathematics activities.,

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. Table 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 lictle
mote 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.

‘ac
* Statement Strateqgy % Agree |
Teachers Headteachers |

Leaders in this school give useful |
feedback about literacy/mathematics Literacy 73 85
teaching. Numeracy 73 : 86 :
Leaders in this school encourage
teachers to consider new ideas for Literacy 76 92
teaching literacy/mathematics. Numeracy 76 88 '
Leaders in this school demonstrate
high expectations for work with pupils Literacy 88 88
in literacy/mathematics. Numeracy 87 88
Leaders in this school model a high
level of professional practice in relation Literacy 77 61
to the Strategy. Numeracy 79 65
Leaders in this school encourage
collaborative work in literacy/ Literacy 70 91
mathematics teaching among staff. Numeracy 64 96
Leaders in this school provide time for
teachers to work together on literacy/ Literacy 40 52
mathematics. Numeracy 35 62
100
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Statement Strategy % Agree
Leaders in this school provide assistance in setting curriculum Literacy 77
targets for literacy/mathematics teaching and learning. Numeracy 74
Leaders in this school create conditions in the school that

allow for wide participation in decisions about literacy/ Literacy 59
mathematics. Numeracy 55
Leaders in this school help develop good relationships with Literacy 52
parents as part of the school's response to the Strategy. Numeracy 56 -

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 tor 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.

L can say, hand on heart, that this school is
going fornvard, and we're trying to improve
things for the teachers, because if you improve
the conditions for the reachers, then you're
bound ro improve it for the children. That's
one of the rcasons wiy 1 do non-contact rime
becase 1 think it’s a gesture 1o the siaff fo say,
“Look, I'll give you something back.”

And these teachers here work their socks off.

(Headreacher)

We observed in our second report that NLS
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

and mathematics, but more generally in
giving focus and direction to broader school

improvewment 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 reachers
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 licde
encouragement for teachers to continue to
build their skills and 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. The renewed focus 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 yel.
The Strategies weven’t being delivered.
The consultant came, we did an audit and

developed a programme of suppore. We went

101
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back to the beginning — this is the literacy
howr. We used videos and staff micetings,
Teachers observed other teachers in the
school and began to go to other schools foo.

(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
recoghnise, 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 mathernatics. With the focus on
subject co-ordinators, the Strategies have
provided suppott 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 1s difficult, however, for co-ordinators to
play a leading role without ongoing support
from the headteacher, who can deinonstrate
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.

102

The co-ordinators haven’t been able 10 do
wntich 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 inembers of staff they
need to get more support in that. So a senior
link inspecior has been in doing some work
on what a good lesson looks like. He’s done
some training 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 successfully.

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 intorm 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.

D
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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 them with planning and programming,
schools rarely had the capacity or the time to
make effective use of all this informacon.
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 IDES to focus their discussions

and planning.

We analysed our bascline data and broke it
dow tnto groups. e decided rhat there were
a few of thein we had to waich carcfully, and
some in the middle, and some high flyers. We
look at that when we group children.

(Headteacher)

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 frem the Schools

many tmes 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, we
found that ihe childven who haven’t made
progress were the oucs who didn't bring their
reading folders in. So they've becoine my
main focus wien we work on ihe carper.

(Year 1 teacher)

Thete is constant day-by-day assessinent.
What we haven’t done yet but are beginning
to work on is recording that assessment in a
quick and easy way so that it inforins the
next bit of planning.

(Headteacher)

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 coine aboui because of then.

(Deputy headteacher)
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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 govermmuent on
the external target setting process may well be
distorting school efforts and leading to
discouragement in many schools. We heard
from many regional directors, LEA statf and
headteachers that the emphasis on targets and

tests 1s now COUH[CI"—pI"OdUCtiVC.

The taiget sefting instrument is a blnat
instrunient and has been used in a few

instances to hit people over the head.

(Regional director)

There is a distorting effect of Key Stage
tests on the development of real
mathematical understanding.

(Numeracy consultant)

Because of the concentration on leagie
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 and 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 chan
theit 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

| Statement Strategy % Agree |
We have the staff needed to implement the Strategy Literacy 84
successfully in my school. Numeracy 87
We have the resources (e.g., materials} needed to implement Literacy 85
the Strategy successfully in my school. Numeracy 87
The LEA provides adequate resources and assistance for Literacy 63
Strategy implementation. Numeracy 74
There is a sense of community in the LEA in relation to the Literacy 62
Strategy and raising literacy/mathematics attainment, Numeracy 68 ‘
This LEA has a plan for sustaining literacy/mathematics Literacy 70
attainment over time. Numeracy 76 |
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the Key Stage 2 tests, The increase in Key
Stage 1 resules (Level 2b and above; see DIES,
2002a) 1s an encouraging sign that the
Serategies are having a positive impact on
pupil learning, even though the increase in

scores is less dramatic than for Key Stage 2.

School Organisation and Resources
The headteachers’ surveys contained items
about the amount and nature of the support
that was available for NLS and NNS.

Table 5-14 shows the percentage of
headteachers who believed that these supports

were available in cheir school and LEA.

The majority of headteachers felt thac

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 that are ready to
support and maineain the capacity of schools
to implement and refine the Stategies 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

rategy

Chapter 5: The View frem the Schools

of schools to engage in continuous
unprovement. 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 seructures 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

Statement |
Teachers Headteachers '

Structures (e.g., timetables, meeting

times) in this school give teachers

opportunities to work with colleagues

on literacy/ mathematics teaching Literacy 49 76

and learning. Numeracy 46 76

The physical layout of the school makes

it easy for teachers to talk with each

other about literacy/mathematics Literacy 43 62

teaching and learning. Numeracy 39 55

Parents are supportive of the school’s Literacy 53 71

efforts in literacy/mathematics. 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 fele they were.
This suggests thar while many school staff feel
that parents are genevally 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 inform parents were ongoing, with

varying levels of success.

Parents cowne to asseniblies and I think
they're quite surprised at the sorts of things
that their children are learning and the
quality of work they’re doing and the high
expectations. They come fo parents’ evenings
and thiugs, se they’ve learned imore about
what their children are doing, but I don’t see
parents beiug 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 litte bit of teachers observing other
teachers. It’s something the headicacher and
Lurould like to develop mtore. If it’s not in
place, people are a little bit scared of it
sometines, but it’s started now with our
NQT seeing other lessons, so it’s something
we have talked about for 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
orgaunisational capacity from those that are still

highly reliant on strong external support.

High organisational capacity is characterised

by the following:

e Effecuve leadership and/or an effective

school management team is present.

© Effective teachers actively support newer

or less effective teachers (mentoring).

® Subject co-ordinators are expert teachers

in their subject.

© Teachers are encouraged to adapt
Strategies to improve teaching and

learning,
© They are encouraged to use professional

Jjudgements.

@ They are expected to monitor the effects

of adaptations.

@ There is a culture of self-reflection:
monitoring and assessment are used

for improving teaching and learning.

@& Teaching staft are relatively stable and

cominitted to improveinent.

-

{J
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Low organisational capacity may be

characterised by any of the following:

© Ineftective 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.

© Key posts (literacy or numeracy
co-ordinators) are vacant or filled by

non-experts.

© Recruitment issues mitigate against school
improvement. High staff turnover prevents
continuity in school improvement

initlatives.

© Key Stage or vearly assessiment data are
used primarily to describe or categorise

pupil achievement.

© School leaders may be ambivalent,
believing, for instance, that the Strategies
work well for less skilled teachers but are
too prescriptive or stifle creativity in good

teachers,

© 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 improvenient iniuatives. 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 View 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 nwo
years has been so bad that if it hadn't

improved 1 was leaving. Because, althongh we
agree with the government’s initiatives, to pit
then in place withont teachers is a nightinare,

(tleadteacher)

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 reforin. 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. Qur respondents present divergent
views about how NLS and NNS have
atfected schools, teaching practice and

pupil achievement.

Differential impact across schools

For most schools, the increased focus and
time on literacy and mathematics have been
beneficial. The comrmon structure, with
common language and a set of clear learning
objectives has improved teaching to somne
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 be 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
rurnover and have been unable to focus
sufficiently on the whole school planning that
is required. Some find ic 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 waining in the
Strategies. Others have left decisions about

implementation to individual teachers.

For teachers and headteachers in schools thac
“got it,” NLS and NNS made a big difference.
Once teachers became familiar with the
planning and grasped the geneual 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.
Bug, 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
inplementing the Strategies. In this section
we offer a possible explanation for 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, headreachers, 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 Stategies 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 s flexible framneworks 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 supportters
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 Serategy. It is also the case that many
effective teachers have legitimate concerns
around the use of the Strategies and their
mmpact 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
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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 1t 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. Teachers 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 future 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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© What explains the dispariry benveen reachers,
headteachers and consultants (u 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
bue 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?

@ 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 nuathematics lesson and not 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.

© What level of skill and wnderstanding do
reachers and headteachers actually need if
literacy and mathematics are to be tanghi
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 In summary, the view from the schools reveals
conditions in schools that encourage both successes and challenges. The Strategies
self-monitoring and adaptation. have made an enormous difference in many

) ) . , schools, providing the direction and
©  What about schools in especially challenging _
. . coherence that has led to substantial
carcumstauces, particidarly those schools that . . ) .

_ o _ improvements in teaching and learning.
have had little success to date in improving ) , ) o
. ] ) A continued focus on capacity building
pupils’ literacy and mathematics skills? In Lo o
. for individuals and for school organisations
many cases, factors such as poor , .
o ) . will extend such benefits to an even larger
management, ineffective teaching practice, .
Ny ) ) number of schools.
a dificult 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
LEAs is currently focused on such

struggling schools.

Qur 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 mwst 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.
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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.

© Resources being used to achieve improvements in literacy and mathematics fali
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.

@ 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 cutcome 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.

literature but refers here to an attempt to

Background

In its 1998 invitation to tender for this assess the relationship between the resources

evaluation of the Strategies, the then-DfEE
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
Government, Treasury Department, 1997),
as part of an effort 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 NINS 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

used and outcomes produced from the
Strategies. (See Appendix C, Pare 1 for this

material.)

A supplement to our first report (Levin, 1999)
outlined in detail the conceptual basis for this
work. Our second report (Eurl et al., 2001)
provided an initial analysis of costs and gains
in outcomes in the Strategies. In this final
report we review briefly our approach o the
issue, outline the evidence we have gathered,

and present our conclusions.

Issues in Analysing Costs and
Outcomes

In the econoniics literature the terms cost-
benefit and cost-effectivencss refer vo specitic
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
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“the evaluation of alternatives according to
both their costs and their effects with regard
to producing some outcome™ (H. Levin &
McEwan, 2001, pp. 10-11). These definitions
raise important issues. 1t is one thing to
attenpt to assess whether a particular policy
initiative produced satisfactory outcomes in
relacion to its costs. 1t is quite another thing to
determine if thac initiative was the best way to
use resources to improve a given outcomie.
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 programime 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 1983 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 & McEwan, 2001) noting that in the
nearly 20 years between the two books there
has been little empivical 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 compurer-
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 in education. For example,

analysts do not agree on whether increasing

Claprer 6: Cesting and Valie for Money

spending for schooling is related to
educational outcomes (Burtless, 1996;
Greenwald, Hedges & Laine, 1996; Hanushek,
1996;Vignoles et al., 2000). A similar debarte
has occurred in regard to class size, with
differences in opinion about the impact of
such reductions and about whether class size
reductions are the best way to improve
outcomes for a given increment of resoutces.
(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,

Rescarch evidence io date suggests that the
valued outcontes are contested, technologies
are often inadequate, the systein 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 systeny capaciry.
{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 eatlier 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
programume. Often there are other sources of
support for the goals of a programime, 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 (Picus,
McCroskey & Robillard, 2001).

In many cases the resources devoted to a
programrne 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 not, in practice this
is rarely feasible (Hummel-Rossi & 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 caprure 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 systermns track che 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 funder of an
nitiative, 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
not designated in the plan, and whether or not

it is easy to attach a monetary value to them.

Both costs and benefits can accrue to different
actors. Typically analyses focus on costs and
benefits to clients, but there can also be costs
and benefits to service providers (staff),
funders (govermnent) 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 prograimime participants
or funders. In practice these issues are very

difficule 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 additdonal funding for a
programme such as NLS 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



O

ERIC

Aruitoxt provided by Eic:

alternatives. 1t for example, investiment 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
literacy and numeracy is to invest in changes
in schooling, as opposed to, for instance, using
the funds 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-benetit analysis in education is very
limited and the work that has been done
tends to be hedged with qualifications for the
reasons already outlined. Even when some
estimates of impact are made, given all the
uncertainties alveady 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. Muily large-scale innovations,
even with substantial resourcing, appear to
have had little or no lasting impact on pupil
outcomes {Leithwood, Jantzi & Mascall, in
press). The history of education policy is
littered with prograrmunes announced with

great fanfare 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
investiments 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
programumes do claim significant benefits from
a relatively modest investment of additional
resources — for example Reading Recovery

or Success For All.

It is worth noting here that there is relatively
lictle 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
from 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 D{ES has commissioned a number of
studies in the last few years that include a
requirement to assess costs and benefits, or
value for money. Such studies should
gradually lead to a stronger cheoretical

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
dithiculties already deseribed have made it
impossible to take any of these analyses
beyond a rather general and speculative
level (e.g., West, Noden, Kleinman &
Whitehead, 2000).

Qur report also draws on a growing literature
analysing costs and benefiis in other areas of
social policy. The 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.
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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 (Karoly et al.,, 2001)
reviewed evidence on the effectiveness of
various interventions for young children.
Their work provides helpful methodological
guidance as well as reinforcing cautions about
this kind of work. They also suggest that some
intervention programmes appear to produce
benefits for govermmnents 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 froin 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.

Qur 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 fruned 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 chis method produces a correlation
between spending and outcomes but does not
allow us to conclude that the gains were a

result of the programime.

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 achieveinent outcomes for literacy

and numeracy have been defined by the
Government 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 numeracy. These
differences are then divided by the starting
score to vield a percentage gain, which is

shown in Table 6-1.
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1998% 2002 %

Clapier 6: Costing and Value for Money

1

Change as % of
Reaching Level 4 Reaching Level 4 Change starting point ¢
Literacy 65 75 +10 15%
Numeracy 59 ‘ 73 +14 B 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 PISA 2001
{OECI, 2001) indicate that some countries
are able to achieve not only high levels of
achievement, but relatively low variation in
achieverment levels among regions and sub-
populations. This push for equity should in
our view continue to be an important and

explicit goal of the Saategies.

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
assumptions. The total cost of primary
education in Britain in 2000-2001 was

A8 billion (DEES, 2001 Deparunent Report,
Table 4.3). English and mathematics are
typically at least 40% of the school day, and
teacher ume allocations are an excellent proxy
for total resource allocations because teacher
salaries are by far the biggest single
comporient of education spending. It is
reasonable to assume that costs other than
teaching (support staft, administration,
supplies) could be allocated on approximately

the same basis, so that one could estimate the

ongoing cost of providing liceracy and
mathematics education in primary schools in
2000-2001 at about 40% of total spending, or
£3.2 billion. This figure could easily be out
by £200 million or more, but even a change
of that size would not substantiaily 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
improvernent 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:

© New resources allocated specifically to

the Strategies.

© Existing resources reallocated to primary
literacy and numeracy from other

functions or activities.

@ Existing resources that were previously and
continue to be used to support primary

literacy and numeracy.
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i

National

Central
agencies
{OFSTED,
QCA, TTA)

LEAs

Schools

Family and
community

These categories are applied to the Strategies

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

Purchases of books
and materials

at four levels — nanional (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. Two

possible approaches can be taken. From the

Government’s point of view, a reasonable

argument could be made that only the

113

Reallocated

LS and NNS

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 NL.S
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 resonrces provided by central govenment

ought to be included. If the efforts of DIES

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 for primary lireracy

and numeracy nor 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,
s0 a true assessment of value for money
requires taking into account all the relevant

Tesources.

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 IDIES, but
also reallocated and ongoing spending by

LEAs, schools and others.

Table 6-2 outlines the elernents in the matrix

of resource types and systemn levels.

Additional Investment by Central Governnent
Based on 2000-2001 data we estimate the
additional cost to central government of the
Strategies to be in the area of about £140
million per year, an amount that has been
relatively constant over the past 3 years.

This amount is made up of:

© The Sundards Fund allocations to Literacy
and Numeracy (in some cases 50% of the
published figures and in other cases 100%),

totalling £ 115 million.

© The running costs of DIES related to

the Strategies of about £3 million.

o The costs of infrastructure for NLS and
NNS, provided by the Centre for British
Teachers (CIBT), at about L8 million.

@ Additional funds provided to central
agencies (TTA, Ofsted, QCA) in direct
support of the Strategies, estimated at less

than /2 million.

o The provision of about £100 million in

one-time money in the first two years of

the Strategies for the purchase of materials,

rimarily for Literacy. We annualise these
. ) b;

Chapier 6: Cesting and Value for Money

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 £ 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 ave unchanged,

represents betrer 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
Departinent, 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 be 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
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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 refated nitiatives 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 funds provided
for the Strategies by LEAs were available to
schools in any case and so are not additional

in the same sense as new budget allocations
specifically tor the Strategies. The same
situation would apply in schools. Investments
froin school budgets would appear to be in the
area of a few thousand pounds per year for a
typical primary school, most of which is being

redirected from other uses.

| Source

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 nuineracy has increased.
Even a small increase in hours by teachers ~
say 2 hours per week — would imply that an
additional £300 million or so in the form 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 eftort instead of 40%, the additional

cost would be another £800 million.

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

Amount

Central government additional spending as outlined

earlier

£140 million

New spending by LEAs - estimated at 20% of their

matching contribution requirement

£10 million

Resources (including staff time) reallocated by LEAs

from sources not previously used for literacy and

numeracy — 40% of LEA contribution

£20 million

Resources (primarily staff time) reallocated by schools

from other activities to literacy and numeracy - 5% of

total primary school spending
Total estimated additional cost

120

£330 million

£500 million, or 16% of the
total estimated cost of
literacy and numeracy
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understanding about the kinds of outcomes

that might result from additional spending.

Total 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
numeracy, 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 tull 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 billon.

Our data also suggest, as already described,
that teachers are putting more effort into
literacy and numeracy, not 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 aud the question
arises as to whether such extra effort is

sustainable in the longer term.

[n 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
outcomes. The scope of our research did not

allow us to do the very substandal additional

Chapier 6: Cesting and Value for Money

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
INNS 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. Sormne 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
requirerent 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.

From 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 /1,500 and
£3,000 per school for each of the Strategies
not including extra funding for special
booster classes or suimmer schools. Half of this
would come from the LEA fromn 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 abour
£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
IDEES 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 1s
the largest single initiative in the Standards
Fund. The various components of the
Excellence in Cities Programime receive more
than /160 million. General support tor
school improvement is about £110 million.
The DFES 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-tenn
capacity building. Another 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 far, 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

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
classroomn 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 reformns

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
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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 LALS 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,

Qur teamn 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¢).

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 difterences in measures.
However some examples give the flavour of
the research as a whole. In the United
Kingdom, Machin, Mclntosh,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.

Chapirer 6: Cesting and Value tor Money

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 nuineracy
and others to literacy. A number of studies,
but not all, show stronger results for women.
More research will be 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 anny
aggregate improvement in economic
outcomnes for the society. For example, in
Canada as well as some other countties
during the 1980s and 1990, 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 vield
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,
in 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 be
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 £20,000
(derived froin National Seadistics, 2001). If
NLS and NNS improved average educarion
levels and thus earnings on average by 1%
over the lives of the children currenty in
schools this would mean an annual benefit to
those persons of £750 million, or more than
five times the annual expenditure by
government for the Stravegies. 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 ot 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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volunteerisin, greater propensity to vote and
higher levels of public trust (Dayton-Johnson,
2001). These findings are consistent across
countries (OECD, 1997).

As another examiple, a recent UK study
(Dearden, Reed & Van Reenen, 2000)
actemnpted to esthmate 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
governrrient from increased tax revenues and
reduced programme costs if all workers could
move to a particular level of numeracy and
literacy. The returns for adules would, of
course, be more immediate than returns to
improved literacy for children. Their

conclusion was as follows:

Ontr model predicts that the conbination of
increased government fax receipis and reduced
benefit spending should lead fo a gain from
finproving basic skills of around £ 400 per
person whose skills are increased in fhe
current tax year. This figure is similar both for
literacy and for numeracy skill improveinents
Taking the long-run effects of the policy into
acconnt, we estimate that the disconnted
preseni value of a policy to increase basic
skills would be around £ 4,500 per
person for both numeracy and literacy.

(P 1

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
currendy least successtul (Karoly et al., 1998).
As noted, NLS and NNS have generated

evidence of significant reductions in
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achievernent gaps. So, while the numbers
cited here are hypothetical, there are good
grounds for believing that to the extent that
NLS and 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 siguificant

and lasting effects.

This optimistic conclusion must be tempered
by several important cautions. First, there is no
real body of evidence against whiclh 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,.

Chapter 6: Costing and Value for Moncy

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 mighe also
have had an impace on these results. Finally,
spending on education has increased
significantly 1 the lase ewo years, but test
results have remained relatively stanc. 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 resule it will
be 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

O

introduction

r ]Q he 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
tor 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 i 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
Suategies have contributed to the knowledge

base for large-scale education reforin.

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
reform. We have examined the view from the
centre, from the “bridge™ and from schools,
showing how these perspectives reveal some

of the 1ssues and dilemmas to be expected in

such a complex national mitative. In this last
chapter we are shifting more explicitly to the
critical friend role. In addition to looking at
the iinplications of the data gathered in our
interviews, observations and surveys, we draw
on the international literature and our own
experience with education reforn in many

other jurisdictions.

We summarise key NLS and NNS successes
and challenges in this concluding chaprer.
Somewhat paradoxically, the challenges ave
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

nuaintained the priority of literacy and
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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 transforming 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 and 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 cornmercial schemes of work,
which children worked through at their own
rate, often with little direct teacher
intervention. The big shifts as a result of the
Strategies' have been greater use of whole
class teaching, greater attention to the pace
of lessons, and planning based on objectives
rather than acrivities. 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 che
Strategies, along with dedicated time for
literacy and mathematics, are well established;
lessons are becoming increasingly fluid and
teachers more confident. Recent HMI reports
evaluating NLS and NNS (Ofsted, 2001a;
2001b) state that the quality of teaching has
improved over the time the FIMI team has
been observing their sample schools, although
the reports indicate thac 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 ditferent levels
of understanding ot 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 implicacions 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 and NNS,

13 Mosi observers agrec that sonic of these changes predated the formal launcl of the Strategies. The Nattonal Litcracy and Nuwmeracy Projects
8 X Iges | X : ¢! Y

develaped the core of the Strategy frameworks and approaches, and some schools anticipared the Strategies by beginming to use sonse elements prior

10 their official lannchies.
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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 vear later and
“learning from Literacy’s mistakes.” Our data
suggest, however, that prior to the Strategies,
primary teachers had inuch 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 trom their
previous practices. Such teachers expressed
reluctance about losing features of their work
that they enjoyed and fele were valuable, such
as listening to individual children read. When
such practices are ditficult 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 mathematics
that has been more warmly welcomed, partly
because teachers saw NINS as an iinprovement
over their previous teaching methods and
were less reluctant to abandon their previous

practice in favour of a new approach.

ft is more difficult to draw conclusions about
the effect of the Strategies on pupil learning
than on teaching practice. Attaimment 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 chat
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

.
T3

significantly, the 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 1may 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.
Qur 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.
Qur 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 information
about progress and challenges. The overall
vision, set out through the frarneworks, 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 thac 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. rests.
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 shitts in the use of ongoing
resources in schiools, 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
_initlative had an image of a training and
support network that would eventually take
NLS and NNS into every classcoom 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
and Numeracy Centre (now the Natonal
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
LEAs 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 and teacher training
institutions, as well as continuing to provide
steering and leadership, Increasingly, the
expertise is located at the local level, with
consulants, 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 Serategies (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

I contrast to policy mantras that stress the
advantage of “starting srall” 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 iimprovements.

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 of as 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 reliet 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
Swuategies 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 sustainabiliry.
The differentiation of pressure and 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, stich
attention to relevant evidence can be
categorised as one of the successes (Ashby

& Sainsbury, 2001). 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 sufliciently data
literate to interpret and use such information
appropriately (Earl, 1993). 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 IDIES provision
of data in more accessible forms and by
considerable training and coaching. The
governiment has promoted “evidence-
informed policy and practices” (Levadic &
Glatter, 2001) and has served as a model for

others by commissioning ongoing research
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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 information
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 and teachers are increasingly
seeing such inforination 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 mer 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 classroons.
Although they continue to be aware of the
numerical targets, curriculum targets —

specitying what pupils need ¢o learn next -~
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are now more salient for many teachers. NLS
and NNS have emphasised how headteachers
and teachers could collect and interpret data
that had 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 witl 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
classtoom 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 curviculum 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 and 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
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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 creatng a central team
of regional divectors 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 waining 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
LEAs. 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. As 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
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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 supporied than
heads cver have been. There 1s a much betrer
sense of what leadership is. ... [ know it is a
cliché but there is a betier alture of shared
leadership in schools. The role of subject
leader particularly has developed.

(Strategy leader)

Chalienges

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
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up. However, evidence is mixed about the
extent to which teaching has actually changed
beyoud the adoption of the structure and
format of the literacy hour and daily
mathematics lesson, I 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 eftective 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 tlk about what
they were doing and to make connections
berween 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.
Reesearch 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, Stnith, & Hardman,
2000) tound “a notable absence of the higher
order questioning and teacher-led discussion
which is said [for instance, by Reynolds,
(1998)] to characterise mteractive 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
Leverhulme 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 dilemimas faced by teachers in
implementing elements of NLS (English,

Hargreaves, & Hislam, 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 not 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 matheinatics to

their pupils.

Training teachers fo implement insimctional
inethods when they don’t truly undersiand
the underlying rationale is fintile. Without
wnderstanding, teachers do not have the
knowledge 1o adapt an insructional sirafegy
1o address various student needs. Without
uniderstanding, reachers becoine cogs in a
snachine, with neither the responsibility nor
the rewards of being in control. Without
understanding, teachers can becornie inflexible
and dogmatic, imnable to iintegrate new research-
supported practices info 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 not 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
limnited by their own lack of awareness of
inadequacies n 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 dilemima
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 powertul
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

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 tle

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 schiools and LEAs.

Teachers don’t come out of training and
kaow all that they need to know about
teaching. Teacliing is continnously about
learning. And wltimately, the best place 1o
learn is in your own school.

(Regional director)

Sustainability will ultimately depend on

everyone 1 the educaton systern having:

the recognition that we never know it all
and can always learn, develop and fmprove.

(Regional director)

Developing this kind of organisational
capacity requires more than professional
development that concentrates on teaching

and pupil assessment, cricical as that is.
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Professional development should ... connect
teachers to external expertise while also
respecting teachers’ discretion and creativiry,
These experiences should be sustained and
continous, rather than short-tenn 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 developinent,
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 pictre of
all their schools and enabling themn to share.

(Numeracy regional director)

Central Direction and Local
Initiative

Researchers (e.g., Berman & McLaughlin,
1977; Huberman & Miles, 1984) have long
anderstood the problems associated with
sustaining any initiative after the initial push
from policy makers. More recenty, Datow
and Stringfield (2000) drew attention to the
importance of the local infrastructure in
maintaining reforins, 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 sense. 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 and broaden the early gains.
The Strategies have captured the interest and
energy of the majority of headteachers and
teachers, although initially many were just
grateful at having been given effective tools
for dealing with the target secting 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 antonomy 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 (Dadds, 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 of the 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:

We niced to inaintain the fidelity fo the key
principles about teaching and learning but
at the same time allow and encourage the
ownership that says, “I'm goiug to wove in
this way because it suits my children in 1y
cohort.” The professional development now
needs 1o iake reachers fo where ihey

have the knowledge and can use their
knowledge fo work with iheir 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 for 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 reachers
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. Virtually all consultants agreed
that schools need time to reflect and
consolidate before any turthec 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 intoduction 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 headreachers
and other members of the school leadership
group. Our data confirm that manageability
needs to be tackled both from the top,
through policy mmeans, and from the bottormn,

through helping schools deal effectively with
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external pressures and initiatives. Serious
efforts to help schools deal with overload and
stress st 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
important. 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 and schools, such changes are not
always positive. Of concern are two practices
— diverting 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 implementadon of NLS and
NNS, the emphasis on Key Stage 2 tests and
setting targets was beneficial in mobilising and
focusing the system. Flowever, 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 informants, the Key Stage 2

Level 4 targets of 80% and 75% were set

Clhiapter 7: Successes. Chailenges and Meving Forvward

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. The 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 assessinents, 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 identitying
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 (Tymms, 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 ID{ES and the Strategies
have been constantly balancing short-term
and long-term objectives. The govermment
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 tme, IDIES 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
underinine the credibility of the rarget setting
exercise and lead to cynicisin 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 assuine 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
attaimment was useful in focusing efforts
during the launch and early implementation.
of the Surategies but further efforts in this
direction may require a shift in emphasis

if they are to be 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 atrace,

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 headreachers and other
mernbers 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 noted above, addressing issues related o
workload is a component of the
modernisation initiative. The government
response to the PricewaterhouseCoopers
study and to the report from the School
Teachers’ Review Body proposes, among
other measures, greater use of teaching
assistants and other support staff, swessing
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
spitit, we go briefly beyond policies that relate
specifically to education and to schools, to
address non-school factors that have a
significant iimpact, both directly and indirectly,
on children’s learning. We look at two areas —
support for families and policy-making

beyond education.

Parents and Faniilies

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
programmies 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 yet been realised.

During 2002, government eflorts 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

Chapter 7: Successes, Challenges and Meving Forward

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 DfES 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 texe and with
schooling that parents in struggling

communities may not have.

As a caution, research shows that the kind of
parent involvetnent 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

DEES 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 atainment.
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. Improvernents in pupil

attainment, however, seem to have stalled.
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There ave still around 25 percent of children
who do not teach Level 4, the expected level.
Right now the approach seems to be “try
harder” or “do similar things somewhat
differentdy.” for instance, delivering catch-up
programmies 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 (Jefteris, Power, &
Hertziman, 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 defeatisc 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 1s 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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attairment and is thus at least indirectly

relevant to the standards agenda.

Conclusion

We believe that much can be learned from
this educational reform. The National Literacy
and Nunteracy Strategies are ambitious large-
scale change initatves 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 successtul 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 all 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. Qur study

also reaffivmed the importance of looking at
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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 rermarkably short period of time. The shift i3
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 criticisims of the NLS and NNS$S
initiative — the initiative is successful, and that
is why these challenges have emerged. Unlike
many large-scale reform initiatives, the
Strategies have had substandal early success;
the crucial next phase of NLS and NNS

reform involves:

© 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 machematics; and

© 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.
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Appendix A:
Sample Interview Protocols

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

Date
Location Interviewer
Name 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 education 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 DIEE trying to do that the NLS/NNS will assist with? Has your understanding of the

NLS or NNS changed over the past year? it'so, 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?

SN
o1
[P
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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 implementation?

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

Ongoing monitoring

As you may know, our evaluation tean is carrying out secondary analysis of reports and
evaluations of NLS and NNS that are being done by DEE 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 DIEE getting information about the priorities and needs of those implementing

thie NLS and NNS? teachers? parents? school leaders? LEAs? community?

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

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 is consulted? Who decides? What mechanism in place for consultation across stakeholder groups?
Any administrative structuzes 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 and NNS? How are these problems being dealt with? With what success?

Problem:s 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 NINS are successful, what would you expect

to be in place for cach strategy by October of 19997

If the NLS and NNS are successful, what will be different about primary classrooms in the year 20057

—~
n
[V
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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 DfES Personnel,
Senior NLS and NNS Leaders

Interviews were loosely structured around three key areas:

I. How embedded is the Serategy (or Strategies)?

¥

How likely is it that the changes will be sustained?

[

In your 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 velationships; 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?

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

responsibility?) Has this changed since you started?

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

regions?

© 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? [s the job manageable?
2. The Strategy
© How would you describe the key changes embedded in the strategy?

@ In your view, what components of the strategies ave the most important? Is there anything

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

problems with?

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?

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

a positive impact on practice?

Have you seen any unintended negative effects of the Strategy? (possible probes: for instance,
less attention to needs of some categories of pupils; inadequate tirne or attention to other

aspects of curriculum)

Communication and Relationships
Cormununications are inevitably a huge part of any initiative this size. People need to
get information and pass it on. Tell me about your communication and working

relationships with:

—~  DIEE

- LEA

- Teachers

- Other RDs

- HMI/Ofsted

—  the media

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

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

problems?

What do you see as your role in communication?

What are the key messages in the Strategy?

Are there any particularly significant relationships among or between different groups that

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

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

describe your role in the accounubility process?

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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® What are your predictions for the test results in 20027

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

Is there anything else we haven' 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 evaluadon of the implementation of NLS 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
vou first become a regional director (if not known)? I understand that you have [or don't have]
vegional 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?

o Is it the same as in 1998 or 1999? (unless a very recent appointee)

© 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).

© How well are the new/current structures working?

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

implementation plans, etc.?

z

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

w

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

© {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 I'TT institutions) that you have sorme 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).

[;;,
oD
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© With whom did you meet (roles/not names)?

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

© 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 fornis 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?

© What will it take to sustain the work that has been accomplished?
© What role do you see for LEAs, consultants, regional directors, DIES, etc.
© 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?

0 Do teachers do a “literacy hour”?

© Tell me about a typical literacy lesson.

© To what extent have the teachers adopted NLS? Have teachers adapred NLS?

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

How close is it to your personal philosophy?

EI{IC 183
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How have you gone about making changes in how literacy is taught?

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

that support,

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

to literacy? Have your teachers?
© Has the school had access to any new resources?
© What literacy support do you have from the LEA? From DIES?

© What obstacles have you faced?

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

@ in school routines

® in classroom practices

@ in the relationships among colleagues

© in relationships with parents

o 1 student learning and/or achievement?

NNS

How are you approaching mathematics in the school?

@ Do you do a formal “mathematics lesson™?

@ Tell me about a typical mathematics lesson.

© To what extent have the teachers adopted NNS? To what extent have they adapred NNS?

© How close is the NNS philosophy to the philosophy for mathematics teaching in the school?
How close 1s it to your personal philosophy?

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

©® Have you personally received NINS training and/or support? Have your teachers? Describe

that support.

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

to mathematics teaching? Have your teachers?
0 Has the school had access to any new resources?
© What support do you have from the LEA? From DfES?

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

®

in school routines

in classroom practices

in the relationships among colleagues
in relationships with parents

in student learning and/or achievement?

Target setting

Describe for me how targets are set? (gather artifacts)

©

in the school. in the LEA?

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

Funding

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

© What funding has come through the Standards Fund?

o Have you redirected any school funds to the Strategies?

¢ From where?

© Have you redirected the time of staff (head, teachers, support staff) to literacy and
mathematics?

@ 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 B: Sample Questionnaires (Headteacher, Teacher, Consultant}

OISETRY \ @

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
schoo! 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.

Michael Fullan
(on behalf of the University of Toronto research team)
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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 D
teaching mathematics in my school.

3. T 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 D
mental mathematics as a result of NNS.

5. Pupils in this school are performing at a higher level in D
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 Questionnaives {(Headteacher, Teacher, Consulianrj

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. Ihave 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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Warcling & Learning

Leadership and NNS

Strop, ety
Agree

Slra,,g Iy
Dis,, 1grep

Aé'ree
Undec,'de ”
D“r”g Tee

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

[]
[]
[]

25. T have had adequate opportunities to clarify my role in ] 0 O O
implementing NNS.
26. 1have had adequate opportunities to practise and refine new
management skills for managing mathematics. D D D D
27. Ihave been successful in helping teachers implement the
Numeracy Strategy. D D D D

28. 1 give useful feedback to teachers about mathematics teaching. D D D D

29. Iencourage teachers to consider new ideas for teaching of

mathematics. I:] D D I:‘
30. I demonstrate high expectations for work with pupils in

mathematics. I:] D D D

31. Iprovide non-contact time for teachers to work on mathematics. D D D D

32. Tmodel a high level of professional practice in relation to NNS. D [____l D D

33. Iencourage collaborative work in mathematics among staff. D D D D
34. There is wide participation in decisions about NNS in this

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

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

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

38. This LEA has a plan for sustaining mathematics attainment
over time. I:] D D D
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Appendix B: Sample Quiestionnaires (Headtcacher, Teachier, Consulrany)

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?

D yes
D no
D not sure

40. Do you expect your school to meet its 2002 mathematics targets for Key Stage 27

D yes
D no
D 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

we are making consistent use of some elements of NNS

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

O oo d

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: this or other schools:

[]  2tws3 ] 102

[] 4ws ] 3105

[] 6wl0 ] 6to 10

[] 1w18 ] 1+

D 19+

What do you see as the strengths of NNS?

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

Ifyou have any additional comments related to NNS, please add them 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. SL12DQ
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Appendix B: Sample Questionnaives (Headteacher, Teacher, Consnlianij

OISESE
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.

L\a D 0C

Michael Fullan

{on behalf of the University of Toronto research team)

ELQ TQL
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Warching & Learning

Please indicate your level of agreement by placing a tick in

the appropriate box. a 3 ¢ oy
FY 3 § & §5
f¢ & §¥ § &4
Opinions About NLS @Y ¥ 5 9 S
1. The aims of NLS are clear to me. ':l D !—__] l:l
2. The aims of NLS are consistent with my own aims for R ]

teaching literacy in my classroom.

3. The Literacy Strategy helps make my job more satisfying D |:| D D

and engaging.
4. My teaching is more effective as a result of NLS. (100 00 0O
5. My pupils are performing at a higher level in reading

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

a result of NLS. D D D D
7. NLS has been helpful in engaging unmotivated pupils. I O] ]

0O 0 0d b oof

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

NLS In My Class §¢ ¢ § £ §¥
§v ¥ § 4§ 49§
9. I set objectives or curriculum targets for groups or
individual children in my class. D D D D D
10. I feel comfortable making adaptations to NLS to fit my 00 O 00 O
class.

11. Thave the freedom that I need to teach literacy in a manner
that I believe is best for my pupils. D D I:l D D

12. Tuse NLS teaching approaches in other curriculum D |:| D D D
subjects.
13. The focus on literacy means that other subjects get less NN

attention than I would like to give them.

14. Children are applying skills developed in literacy toother [ ] [ ] [ [] ]
curriculum subjects.

15. I believe that all pupils in my class can succeed. D D D D D
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Appendin B: Sample Questionnaives (Headteacher, Teacher, Consuliani}

3. § & §¢
NLS In My School §¢ ¢ § § 8¢
SY¥ ¥ § § =g

16. Ihave 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. |:| D D |:| |:|

18. Colleagues in this school work together to implement the
new classroom practices recommended by NLS. |:| |:| |:| l_———l D

19. I work with teachers from other schools on literacy plans
or programmes. |:| |:| |:| |:| D
20. Teachers feel a sense of responsibility for work in the |:| D |:| D |:|

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

21. Structures (e.g., timetables, literacy meeting times) in |:| D |:| |:| D

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 |:| |:| |:| D |:|

and learning.

23. Parents are supportive of the school’s efforts in literacy. |:| D |:| |:| D

24. In our school, we focus a lot of time on practising for the
Key Stage 2 tests. |:| I:l [:] |:| D

25. The numerical targets set for this school are possible for
us to attain. I:l I:l |:| [:] |:|

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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27.

28.

29.

30.

Leadership For Literacy 3. §§
[ S

§e S §

§¥ 5§

31.

32.

33.

34.

35.

36.

37.

38.

39.

Warching & Learning

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

L0 O O e,

. N
in your LEA) Sf : N
S5

v £ .2

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

I have developed new knowledge and skill through
implementing NLS.

NLS training has helped me teach literacy more
effectively.

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

Y/ .
T e 0000
0 O 0000 e,

L [ e, 10 O 0O wew
D Disggyy, D D D D Disag,,, D D D D Moty
OO 0O 4

O
0O
0O

D Unde(‘/'ded

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

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

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

Leaders in this school demonstrate high expectations for

work with pupils in literacy. D D [:I D D

Leaders in this school model a high level of professional
practice in relation to NLS. D D [:I D D

Leaders in this school encourage collaborative work in
literacy among staff. D D [:I D D

Leaders in this school create conditions in the school that allow

for wide participation in decisions about literacy. D D D D D
Leaders in this school provide time for teachers to work D D D D D

together on literacy.

Leaders in this school help develop good relationships with
parents as part of the school’s response to NLS. D D D D D
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Appendix B: Sample Questionnaires (Hiadteacher, Teachier, Consultant}

General Comments

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

O

[
[
O
O

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 D 2t03
Year 2 |—_—] 4t05
Year 3 D 6to 10
Year 4 D 11to 18
Year 5 |:| 19+
Year 6

I

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

L]
L]
L]

English or literacy co-ordinator
Deputy head

Other senior management position

Please turn over
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Warclhing & Learning

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 Questionnaives (Headteacher, Teachier, Consulrant)
OISESI
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.

AN W/

Michael Fullan

{(on behalf of the University of Toronto research team)

ELQ ~ CQN
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Watching & Learning

Background Information about You and the LEA

About the LEA

Number of primary schools:

Less than 50 | 50 to 99 | 100to 149 ]
150 to 300 | over300 [

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

oog

Assignment as a consultant:

Full-time

(]

Part-time O

Previous Post

Class teacher
Mathematics co-ordinator
Deputy headteacher

|

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) l_:l schools

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

Providing school-based INSET only |_—_] 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 B: Sample Questionnaives (Headteacher, Teacher, Consultant}

Please indicate your level of agreement by placing a tick
in the appropriate box.
3
?? & v :é‘ ,ﬁ‘: \Q E‘"
;Y 8 S So & &
£ & ¥ £ £
9 § § °“9

Your Role
I get consistent messages about my role from advisers and D D D D
oot

L.
managers in my LEA.

2. InourLEA, there are enough numeracy consultants to
provide necessary support to all schools. 4

OO
OO0

I have sufficient opportunities to work with colleagues in

3.
my LEA.
4. My line manager encourages me to learn from colleagues in
other LEAs. .
R

S b4 [y DY

§¢ ¢ 3§ §§

§& & Yy § &5

4 X N & 93

Opinions About NNS
O
oo

The aims of NNS are clear to me.

5.
6. The aims of NNS are consistent with my own beliefs about

teaching mathematics.

Pupils are performing at a higher level in mental mathematics

7.
as a result of NNS.
Pupils are performing at a higher level in written calculations

NNS has provided helpful approaches for engaging unmotivated D D [:] [:] D

8.
as a result of NNS.
HEEEEREN

9.
pupils.
10. The focus on mathematics means that other subjects get less

attention than they need.

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

11

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




13.

14.

15.

16.

17.

18.

19.

20.

21

22.

23.

24.

25.

26.

Watcliing & Learning

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.

Y
\Qw Y "g d‘:
[N ¥ S &
S S Ot
$¢ ¢ 0§ 4
« 5 ]

Most teachers have the subject knowledge that they need to D L__] D D
improve mathematics learning.

Most teachers have the teaching skills that they need to
improve mathematics learning. D L_—] D D

Teachers set objectives or curriculum targets for groups or D L__] D L__]
individual children in their classes.

Teachers feel comfortable making adaptations to NNS to fit D L__] L__] D
their classes.

Teachers use NNS teaching approaches in other curriculum [] ] 1 [
subjects.

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

Teachers work together to build on one another’s strengths
in implementing NNS. D D D D

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

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

Increasing scores on KS2 tests is a high priority. D D EI D

These schools will achieve their 2002 KS2 numerical targets. D D D EI

There have been significant improvements in children’s
learning in mathematics in KS1. D D D I—_—]

There have been significant improvements in children’s EI
learning in mathematics in Years 3 and 4. EI L__] D

There have been significant improvements in children’s
learning in mathematics in Years S and 6. D D D D

O O oo o oo oo b obd 0O



Appendin B: Sample Questionnaives (Headteachier, Teachier, Consuliant}

by

Stro, g
Agree
Agree

NNS Training and Support

27. Ihave 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. D [:] D I:l

30. The NNS training I get in regional meetings/conferences
prepares me well to provide mathematics training in my D D [:] D
LEA.

31. Thave access to the resources (e.g., people, materials) that |:| D |:| D
I need to support NNS.

32. Asanumeracy consultant | have sufficient flexibility to
modify NNS training to fit the specific needs of participants in D D D D

o od o o o ogd

my LEA.
33.  All teachers in this LEA have received adequate training _

for NNS. OO d
34. All teachers in this LEA have adequate materials to

implement NNS. D D |:| D
35. Teachers need detailed classroom guidance in order to

implement the Strategy successfully. D D D l:l

LEA Leadership For Numeracy §¥ ¥ g Qa’

36. Leaders in this LEA (advisers, CEQ, line managers, etc.) have
a clear vision for mathematics learning in schools. D D |:| D

37. There is coherence in this LEA between policies for
mathematics and other policies. D D D D

38. This LEA is supportive of the principles of NNS. D |:| D D

39. This LEA provides schools with assistance in setting curricular
targets for mathematics teaching and learning. I:l D D D

40. Leaders in this LEA see mathematics as a very high priority. D |:| |:| D

=
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41.

42.

43.

44,

45.

46.

47.

48.

49.

50.

51.

52.

53.

Warching & Learning

Leaders in this LEA encourage teachers to consider new
ideas for teaching of mathematics.

Leaders in this LEA demonstrate high expectations for work

with pupils in mathematics.

Leaders in this LEA model a high level of professional
practice in relation to NNS.

This LEA encourages and supports collaborative work in
mathematics across schools.

Sustainability of NNS
NNS is embedded in schools in this LEA.

If the national network of Regional Directors were
disbanded, improvements in mathematics teaching would
continue.

If the emphasis on numerical target-setting were dropped,
improvements in mathematics teaching would continue.

If the designated resources of the standards fund
disappeared, improvements in mathematics teaching
would continue.

If the role of numeracy consultant disappeared,
improvements in mathematics teaching would continue.

If the role of leading mathematics teacher disappeared,
improvements in mathematics teaching would continue.

Setting higher numerical targets for 2004 is necessary for
continued improvement in pupil learning.

From my observations, many teachers in this LEA need
deeper subject knowledge if improvements in mathematics
are to be sustained.

From my observations, many teachers in this LEA need

greater pedagogical expertise if improvements in
mathematics are to be sustained.

184

ngly

Srro,

A&’ffe

Agl'eg
U”dec‘l'ded

OOt
DOoOooOd
Oodod

OOoOo0oOn

OOoOo0oOn



54.

S55.

56.

57.

Appendin B: Sample Questionndives (Headteacher, Teacher, Consulranr}

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

Teachers I work with in the LEA display a thorough
understanding of the principles of NNS.

Schools need time to reflect and consolidate before
any further central initiatives are introduced.

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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Watcliing & 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
in Education

How Outcomes Are Produced
Much of the discussion of the value of a
prograrmune reflects different ideas about
how resources are actually used to produce
outcomes. [n some cost studies, for instance,
total amounts of money are compared to
academic achievement levels without regard
to whether the spending is used to hirve
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
educarional 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 satisfactory in
education, however, because schools tend not
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 family variables such as parental
education than with any factor within the
school (Kohn, 2001; Gorard, Fitz & Taylor,

181



O

ERIC

Aruitoxt provided by Eic:

Watching & Learning

2001; West, Pennell, West & Travers, 1999;
Thrupp, 1999). Most recently, the results of
the PISA study (OECID, 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 are
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

(B. 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
tamily, 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 1ot constant over time or

across settings.

Assessing outcomes

Assessing outcomes is also highly problemauc.

Education has many outcomes, both for

individuals and for societies. These may

include knowledge, skills, atticudes, 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 —
inportant 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 outconies 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
resules, Literacy at age L1 is important, but it
will never be a perfect predictor of literacy
at later ages, especially given increasing
evidence, such as fromn the International
Adult Literacy Survey (OECI/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 unportant, its assessment is usually
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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 numeracy, 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 (TALS) 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 1s generally easier to
produce achievement gains when inidal
achievement levels are low. The higher the
starting point, the harder it is to get
improvements and the more expensive one
might expect the improverments to be. Some
evidence from international comparisons
suggests that the achievement levels in Britain
for literacy and 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 ditlicult
thing to do and we should be particularly

cautious about excessive reliance on any

Appendix C: Value for Money Analyses in Educarion

single measure as an indicator of how well we

are achieving complex and difficult goals.
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