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	THE RESPONSE OF THE NATIONAL UNION OF TEACHERS TO THE ‘PRIMARY REVIEW’



INTRODUCTION
1. The National Union of Teachers (NUT) welcomes the opportunity to contribute written evidence to the Primary Review.  The NUT has called on Government consistently to institute an independent review of the National Curriculum and its assessment arrangements, in particular, on its own commissioned research and in its Education Statement, ‘Bringing Down the Barriers’. 

2. The NUT’s response draws on its existing relevant policy, supplemented by discussions with members working in the primary and early years sectors. In addition to holding face-to-face meetings with members and making full use of its advisory committee structure, the NUT has also used its publications for members to invite comments and suggestions to inform its response. 

3. The NUT has traditionally promoted the educational interest of children and the needs of teachers side by side, as it believes that they are fundamentally linked.  It has members working in all phases and sectors of education, including in local authority advisory services, inspectors and National Strategies personnel.  It is therefore in a unique position to comment with authority upon the thematic areas identified by the Review Team.
Theme 1 - Purposes and Values
4. Primary education should be concerned with the personal development and health of children.  Whilst valuing the language, experience and abilities each child brings to school, it should encourage them to think and acquire knowledge.  It should also enable them to make sense of and contribute to society.  Meeting their current and future needs should be the underlying principle of primary education.
5. Primary education needs to provide children with both time and space to grow and develop as individuals at their own pace.  It should enable children to experiment and experience, as a means of developing their own identity, interests and tastes.  Whilst there must obviously be limits to such freedoms, to ensure that all children receive a broad and balanced curriculum and achieve mastery of the ‘basics’, it is important that children are provided with opportunities to develop their own skills, abilities and areas of particular interest within a supportive and enabling, rather than a highly restrictive and prescribed, framework. 

6. Primary education should equip children with the ability to learn new skills and disciplines throughout their adult lives, as lifelong education is vital to both society and the economy. Globally, many economies are developing exponentially.  China and India, for example, are developing rapidly into a major manufacturing power.  This is both a challenge to and an opportunity for our country.  Primary education must play its part in making the most of this opportunity and rising to the challenges presented.
Theme 2 – Learning and teaching
Child Development and its Pedagogical Implications
7. Early childhood, which is commonly defined in research literature as being up to age eight, is a time of the most rapid developmental changes in a person’s life.  Growth is episodic and highly influenced by the environment.  Young children come to know things through doing and listening.  They do not understand the goals of formal tests and assessments in the way older students do.  Their subject content knowledge is most effectively assessed by asking them to perform tasks or tell what they know.  Effective teaching and assessment of younger children looks and is different from that of older students.
8. Although the patterns of learning and development are sometimes seen as a progressive continuum linked to age, such patterns vary for individual children in ways that are not always predictable.  The direction and speed of learning will often fluctuate from day to day, according to where the child is and the people they are with.
9. Approaches to teaching and learning must, therefore, be flexible enough to encompass the reality of fluctuations in individual behaviour and learning.  It should meet the need for repeated, familiar experiences to consolidate concepts and reassure the child, whilst at the same time offer challenge as a medium for growth.  This approach should continue to apply, therefore, from early years educational provision into primary school.

10. An area of particular interest for the NUT is the contribution that a play-based approach to teaching and learning can make to children’s development in its widest sense.  It believes that the two aspects of the Every Child Matters outcome ‘enjoy and achieve’ are inextricably linked.

11. Recent work on brain studies has added greatly to our understanding and appreciation of play as a medium for learning in the primary phase.  Neurophysiology tells us that until children are six or seven years old they require more access to free play than older children.  The work of Professors Susan Greenfield
 of the University of Oxford and Howard Gardner
 of the University of Harvard, for example, indicates that learning happens through the connections made within the brain as a result of external stimuli received through the senses. The emotions are as fundamental to the functioning of the brain as ‘logical’ thought, so we need to feel good about ourselves in order to learn. Since play is a low-risk, inherently enjoyable activity, the associated emotional encoding will tend to be positive. 

12. The significance of play in cognitive development, in terms of the acquisition of information and knowledge, was first identified by Plato and Aristotle: ‘Enforced learning will not stay in the mind, so avoid compulsion and let your children play’ (Plato).  There are numerous examples of educationalists recognising the importance of play in the learning process, from Froebel to Steiner to A.S. Neill.
 

13. Play nurtures the development of creativity and problem solving.  When playing make-believe games and using objects to represent other things the capacity for abstract thought begins to develop.  Play may become increasingly complex with age, as it offers opportunities to explore alternative solutions and combinations of behaviour, leading to the development of creative problem solving.

14. Play provides the means for understanding new connections and relationships between ideas, experiences, skills and knowledge.  It also supports the consolidation of learning as it involves practice, rehearsal, repetition, mastery and extension.  Play promotes ‘meta’ skills and competencies in cognition, memory, language, communication and representation.  These are seen as higher order thinking skills that enable children to make connections between areas of learning and experience. 

15. Fun and enjoyment through play is experienced by adults and children alike.  As well as being important in its own right, this has been linked to physical and mental heath benefits.  Fun also often encourages us to concentrate and persevere on a task long enough for learning to occur.

16. Play encourages children to take responsibility for their own learning.  Allowing and positively promoting children to take control and ownership of their own activity is a very important aspect of teaching and learning.  It is difficult to become more skilled at problem solving, investigating or discussing without a balance between providing structure or direction and expecting children to take responsibility for themselves.  Children who are used to organising themselves in play and learning activities are more likely to become confident and creative learners than those who are continually ‘spoon fed’.

17. There is increasing agreement amongst politicians, economists and the business and academic communities that current approaches to learning are not equipping children and young people with the skills and dispositions necessary for Great Britain to compete in a global society.  As indicated above, the kinds of cognitive and physical abilities identified as vital for people in the 21st Century can, however, be fostered through a play-based approach to learning, for example: 

· making choices and decisions; 

· negotiation;

· independence in thought and action;

· intrinsic motivation and persistence;

· using imagination and creativity; 

· experimentation, exploration and investigation of ideas and objects; 

· engagement in hypothetical situations; 

· use of skills and interests already acquired for different purposes; 

· use of a range of social and interpersonal skills; 

· understanding rules and structures; and 

· functioning symbolically
. 

18. This is not to say that core skills such as literacy and numeracy are unimportant but rather, that the efficacy of the teaching and learning of these skills would benefit from a more playful approach in the primary phase. 

Recommendations:
· There should be an independent review of the Primary National Curriculum and its assessment arrangements.  The review should consider explicitly opportunities for play.  It should focus on giving teachers more freedom to introduce play based activities into their lessons.

· An audit of facilities for play in primary schools should be undertaken nationally.  The findings of such an audit should be used to inform developments arising from the Building Schools for the Future initiative, to ensure that all primary schools have sufficient space to develop play areas within the classroom, the school and the school grounds.
· Informal play opportunities for children at break and lunchtime should be enhanced.
· Local authorities should be encouraged to develop play policies in partnership with schools and children, to establish a strategic and practical framework for play provision throughout local children’s services.  Local authority support should include the provision of advisers and the channelling of resources directly to primary schools in order to develop play provision.
· Government should fund an initiative to encourage imaginative play in all phases of education, including the purchase of appropriate indoor and outdoor equipment.
The Relationship between Children’s Physical Health, Emotional Well-Being and Learning

19. The NUT believes that aspects of current Government education policy, in particular, its approach to National Curriculum assessment at the end of Key Stage 2, are demonstrably detrimental to children’s health, emotional well-being and learning.  There is now a considerable evidence base to support this view. 

20. The Government’s attitude to testing is particularly surprising given the findings of a recent research review from across the world conducted for the Government-funded body, EPPI (Evidence for Policy and Practice Information), which examined 187 studies on the impact of repeated testing on pupils’ motivation and learning
.  It concluded that repeated testing and examination had a demotivational effect upon pupils and reduced their learning potential, as well as having a detrimental effect upon educational outcomes.  In addition, the research findings indicated that pupils became more, not less, stressed by testing as their experience increased.  This suggests that increasing the incidence of testing at earlier ages has the potential to increase test aversion later in a child’s school career.
21. The review’s findings are an indictment of the Government’s approach.  It found that high stakes testing led to pupils asking not how much they had learnt but how well or badly they had done against the tests.  It reduced pupils’ learning potential, and had a detrimental effect on educational outcomes.  It found that pupils came to regard school in terms of passing tests rather than acquiring an understanding of what they had learned.  One of the most authoritative studies ever carried out, it emphasises that the current form of National Curriculum tests undermine learning and gives a clear indication that increasing the number of formal tests, as suggested in recent proposals to establish ‘progress tests’ throughout Key Stage 2, would be detrimental to children’s learning and wider well-being. 

22. The use of repeated practice tests, a common feature of classroom life in the latter part of Key Stage 2, impresses on pupils the importance of the tests.  This encourages them to adapt test-taking strategies designed to avoid effort and responsibility.  Repeated practice tests are, therefore, a barrier to higher order thinking.

23. The EPPI review evidence shows that teachers adapt their teaching style to train pupils to pass tests even when the pupils do not have the understanding or higher order thinking skills that the tests are intended to measure.  Increases in high-stakes test scores were therefore attributed more to teachers and pupils becoming familiar with test requirements than to real improvements in the quality of pupils’ learning.

24. The report found that National Curriculum tests lowered self-esteem of unconfident and low-achieving pupils.

25. The results of tests that are high stakes for individual pupils were found to have a very strong impact on those who receive low grades.  But tests that are high stakes for schools, rather than for pupils, could have just as much impact, as pupils are aware of repeated practice tests and the narrowing of the curriculum.

26. Testing was found to be motivating only for those who believed they would be successful and even then, motivation is directed towards performance targets rather than learning targets.  For less successful pupils, repeated tests lower self-esteem and the effort they put into learning, which has the effect of increasing the gap between high and low achieving pupils.
27. Research by the Institute of Public Policy Research
 found that pupils’ mental health problems were directly linked to pressures connected with testing and recommended that the Government should take a less prescriptive approach if it was to halt the increase in mental heath problems in schools.  It found that “there are now well over 1,000 primary aged children being treated for psychoses, severe depression and eating disorders”

28. A child’s state of mind and self-perception has a significant impact on the willingness and ability to concentrate.  Children who fail academically are more likely to view themselves as deficient or inadequate and are consequently more liable to respond in defensive, self-denigrating or self-destructive ways.  It is vital that schools are able to provide environments in which children feel valued beyond delivering Government performance outcomes.
29. Pupils, particularly at Key Stages 1 and 2, have been proven to suffer detrimental effects in their attitudes to school due to over formal teaching too soon as well as the pressure of testing.  Evidence from Professor Kathy Sylva’s research concluded that “the association between formal teaching, higher anxiety and lower self esteem has been found”
.  This view was supported by Dr Sean Neill’s research into pupil behaviour, on behalf of the NUT, which found that “increasing the curriculum regulation and inflexibility prevented teachers from adapting their teaching to the interests of potentially disruptive children”.

30. Charles Clarke, when Secretary of State for Education and Skills, commented that the stress experienced by primary pupils could be attributed to teachers putting pressure on pupils to perform well in National Curriculum tests.  Such a view is insulting to the professionalism of teachers, who strive to minimise the disruption of pupils’ education by the testing regime.  In addition, it does not take into account the parental pressure placed on some children. 

Recommendation:
· An independent review of testing and assessment of children should be commissioned by the Government.  Such a review should include an examination of the impact of National Curriculum test arrangements and other classroom practices arising from them on children’s learning, self-esteem and wider well-being.

The Impact of Gender on Learning and How Schools Can Respond to Concerns about the Adverse Impact of Such Differences

Boys and Girls’ Achievement

31. There is no doubt that considerable progress has been made in understanding the barriers to equality between boys and girls and men and women in the last decade.  There are barriers, however, which remain almost impervious to change and which continue to have a profound effect on choices and life patterns of men and women.  The key to breaking down these barriers lies in primary schools: this is where entrenched stereotypes may breed.

32. The success of a genuinely inclusive education policy at primary level requires a wide range of strategies that consider all the community and institutional barriers to education for different groups of boys and girls.  The overloaded curriculum and the pressure to maintain improving results and to keep abreast of new initiatives from the DfES will hamper attempts by primary schools to consider the outcomes of their policies by gender.  Schools simply do not have the time and space for the sustained work carried out fifteen years ago to ensure that gender bias was identified. 

33. Primary settings have an important role to play in preventing and tackling the formation of gender stereotypes and gendered expectations of behaviour from the early years.  Research has shown, for example, that by the time pupils reach secondary school, gender stereotypes are already deeply ingrained in pupils’ attitudes, behaviour, expectations and, ultimately, career choices.

34. An Equal Opportunities Commission (EOC) formal investigation into occupational segregation and modern apprenticeships across the construction, engineering, plumbing, ICT and childcare sectors found that young men and women are still exposed to peer pressure and family pressure, which link male and female jobs to stereotyped attributes.  Boys were found to worry most about the type of work involved in female jobs, friends teasing them, that their sexuality would be questioned, and about lack of opportunities for progression.  Girls worried most about the way they would be treated in non-traditional work and feeling isolated.  Yet it is too late to wait until secondary schools to challenge the reasons why young people do not opt for non-traditional choices. 

35. While boys’ traditional choices do not have any detrimental financial consequences, girls’ traditional choices always imply low pay.  There is a clear financial incentive for girls to choose training in such male-dominated sectors as construction, plumbing, engineering and ICT. 

36. As a result of its concerns about the pay gap between men and women in the UK, the Government recently set up a Women and Work Commission.  This Commission issued specific recommendations to the Department for Education and Skills relating to the early years and primary settings.

37. The Commission’s report called on the Department for Education and Skills to “draw up national guidance for teachers and early years childcare workers on how to ensure that the horizons of children in the three to five age group are not limited to stereotypes about what girls and boys can do”.
  The NUT not only supports this recommendation but also wishes to see it implemented for children in the five to eleven age group.

38. The Commission also recommended that the DfES should ensure that teacher training emphasises the need to challenge gender stereotyping in subject teaching.  Neither recommendations have yet been considered by the DfES, despite their pressing importance for giving young girls the skills and tools to achieve equality in terms of pay later in their lives.

39. The NUT believes that it is important to move away from the dichotomy of ‘boys underachieving’ and ‘girls doing well’ and from what has become an over-simplified debate.  Achievement and the learning ability of pupils is influenced by socio-economic background, sexual orientation, ability/disability, gender and ethnicity which all need to be considered in order to achieve a fuller picture.  Class is the most formative factor.  All these variables interact to make patterns of performance difficult to disentangle.  Furthermore, national performance data conceal local variations, and quick-fix, or ‘boys-only’ solutions are an inadequate response which may endanger outcomes for girls.

Recommendation:

· The Government should implement the findings of the Women and Work Commission relating to primary schools.  There needs to be a clear strategy of how to link research findings on gender, schooling and child development to practice at the primary level. 

Male Role Models

40. There is a debate currently about increasing children’s access to male role models in primary schools.  Some of the reasons why men are increasingly missing from education, particularly from primary schools, are that relative to other graduate careers pay has been eroded, status is low, and social structures and cultural expectations work against men entering occupations that are perceived to be ‘female’, such as teaching. 

41. It is important to remember within this debate that when men do take this pathway, they do disproportionately well.  Men in education, as elsewhere, are more likely to seek and achieve promotion, to achieve higher salaries and higher status positions than women.  This holds especially true for primaries.

42. There is also some evidence that men are anxious about working in early years settings because they could be vulnerable to accusations of child abuse.

43. The Government’s current policy to encourage the appointment of male teachers, particularly in primary schools, is based on a notion that pupils do better when there is a ‘match’ between characteristics of pupils and teachers in terms of gender.  Two assumptions thereby underpin the belief in the benefits of such ‘matching’, i.e., that male teachers behave and teach differently to their female colleagues (in ways that are more appealing to boys); and secondly that male teachers provide boys with ‘role models’ in order to prevent their educational disaffection and to raise their achievement.
 

44. There is no academic research underpinning the Government’s assumption that boys’ academic performance and behaviour benefits from having more male teachers, particularly to function as ‘role models’.  In fact the most recent studies suggest that the gender of teachers has no direct or significant impact on boys’ attitudes to schools, their behaviour or their academic achievement.  What matters is not the gender of the teacher but teacher quality, alongside the degree of social advantage or disadvantage of the pupils concerned.  There is no substance to support popular assertions that more male teachers in primary schools will improve boys’ behaviour and achievement in schools.

45. The emphasis should, therefore, be on continuing to attract and recruit high calibre beginning teachers in the primary sector, both male and female, with a commitment to the quality of education.
Sexist Language and Behaviour

46. Teachers, male or female, who wish to challenge sexism often face an uphill struggle.  Primary school teachers regularly overhear sexist language, sexual terms and put downs which are used by pupils to undermine staff or each other.  It is hard to challenge sexism because of a popular belief that is inevitable and harmless.

47. NUT surveys have shown that primary teachers witness sexist language and sexist bullying but are not necessarily given the confidence and encouragement by their senior managers to challenge it.
48. It is important that primary schools continuously play an active role in challenging prejudice, gender stereotyping and sex discrimination.  Sexist language and playground banter that can legitimise violence against women and perpetuate stereotypes need to be consistently challenged.  Teachers need explicit permission and encouragement to do so however.
49. NUT evidence reveals a close link between sexism and homophobia.  It is vital, therefore, that primary schools are conscious of this link and are making every effort to challenge early signs of potential homophobic attitudes, jokes, banter and name calling. 

50. Many LGBT teachers and young people are bullied or feel alienated because of homophobia, which is significantly fuelled by a sexist culture.  Research has shown that homophobic bullying can lead to educational underachievement, lack of confidence, fear and even suicide.  The NUT believes that all schools have a duty, in light of the Every Child Matters agenda, to ensure that all pupils are safe and remain safe throughout their education.  This means that homophobia has to be challenged in primary schools, with policies in place for the appropriate follow-up. 
Recommendations:
· Primary schools need practical equal opportunities policies. It is essential that primary schools consider:
-
how to enlist the help of parents/carers in questioning stereotypes;

-
how pupils and students can contribute to discussions about  gender inequality and equality;

-
how the school’s behaviour policy impacts on girls and boys;

-
how to ensure classrooms and teaching spaces are welcoming to both sexes and that resources are free from gender bias;

-
how to challenge stereotypes, especially at the earliest age; and

-
how to prevent and respond to homophobic and sexist language, bullying and harassment.
Personal and Situational Circumstances Likely To Impede Learning 

51. Although schools do make a difference in even the most challenging circumstances, a testament to the profession’s dedication and expertise, teachers and schools alone cannot address all the problems of primary schools which serve disadvantaged communities.  The quality of life in these areas has a direct impact on the educational prospects of children. Whilst one in seven children lives in poverty
 (the UK ranked seventh from bottom of a list of 24 industrialised nations), there will always be barriers to children achieving their true potential.
52. Disadvantaged children, by definition, are more likely to live in a poor environment, in poor quality housing and in greater proximity to crime and drugs.  Such children tend to be physically weaker and have less energy for learning, as well as more likely to be emotionally upset.  They are less likely to have opportunities for study or educational help at home.  The cumulative effect of these disadvantages works against children’s development as effective learners.

53. The problems of primary schools serving disadvantaged communities have been made worse by the introduction of performance tables for examination results.  As parents are encouraged to judge a school on this evidence, it is therefore often in schools’ interests to avoid admitting disadvantaged children, particularly those who have behavioural problems or Special Educational Needs and who would be likely to perform poorly and damage the position of the school in the performance tables.  Such children are often concentrated in under-subscribed schools where, despite the best efforts of staff, they have a damaging impact on the ethos and achievement of those already struggling schools. 

54. The introduction of open enrolment and an emphasis on parental preference can have a polarising effect on primary school intake.  Popular schools have to provide places for those living nearby or who have siblings at the school.  Middle class families can afford to move to where the ‘best’ schools are, poorer families cannot.  This can jeopardise directly the educational performance of the children within such schools.  There is overwhelming evidence that the single most important factor in a school’s performance is its intake
.  Bright children who perform well can lift the performance of others around them.  If these children are concentrated in a minority of schools, then children in the rest of the system will inevitably fail to achieve comparable results.
The Relationship between ICT and Teaching and Learning

55. Whilst the new technologies can enrich and enhance teaching and learning, they can never replace teachers.  Direct interaction between teachers and pupils is at the centre of effective pedagogy.  If anything, effective “e-learning” will require more teachers with higher skill levels than ever before. 

56. ICT undoubtedly has the potential to increase the engagement, motivation and achievement of some children, as a result of their preferred learning style.  It should, however, be seen as one of a number of educational tools and techniques teachers might deploy, using their professional judgement.  The new technologies should not be promoted at the expense of other, more traditional, approaches to teaching and learning.  Fitness for purpose should be the over-arching principle applied at both national and school level to the use of ICT.

57. There is as yet inconclusive evidence about the relationship between ICT and improved standards of teaching and learning.  OFSTED has commented that 

“the effectiveness of ICT use in the classroom is often demonstrated by the extent to which it engages pupils and sustains their attention.  …There remains much to do, however, in developing the confidence of teachers to judge when and when not to use ICT.  ….Inspection evidence indicates that ICT is capable of improving the quality of teaching and learning for individuals, even though this is not yet the norm in schools.  Demonstrating a clear and consistent influence on attainment remains more elusive.” 

58. Until this ‘clear and consistent influence’ is identified, the NUT would caution against the expansion of ICT as a means of raising standards in its own right.  Much more important is the need to equip teachers with the skills and understanding necessary to determine the most effective use of ICT in particular learning contexts. 

59. There is a danger of giving undue emphasis to the use of whiteboards in primary lessons, for example, without an accompanying programme of professional development which enables teachers to use their professional judgement more confidently in the use of ICT.
60. The NUT is particularly concerned by the increasing linkage by Government of the new technologies and the concept of ‘personalised’ learning.  The OFSTED report referred to above indicated that independent ICT activities by pupils were ineffective, because they lacked teacher intervention to support, challenge and question pupils, to help them gain more understanding from their work.  Whilst there is undoubtedly a place for the use of ICT to implement ‘personalised’ learning, any over-emphasis given to it would risk the under-development of pupils’ higher order thinking skills and in-depth understanding of their work.

61. Teachers have had little opportunity to engage in the development of e-learning.  The provision of simple e-learning design tools, with appropriate training, would be a positive step towards harnessing teachers’ expertise and creativity in the teaching and learning process.
62. Over £1 billion was spent by Government between 1997 and 2006 on creating an ICT infrastructure, stimulating the market for educational software and promoting teacher education on the use of the new technologies.  In terms of learning resources, such an amount gives a strong direction to local authorities and schools from Government that the expansion of ICT use in schools is a key priority.

63. Whilst the additional resources for ICT are welcome, this appears to have been at the expense of other learning resources, notably books.  According to an analysis of OFSTED data
, only £20 was spent on books per pupil annually.  Expenditure per pupil on ICT was £35, 75 per cent higher than that on books.  The research indicated that schools could afford to buy just over one additional book per pupil each year across all school subjects, the library included.

64. Consequently, pupils had to use older books for much of their study time, as confirmed by comments found in OFSTED school inspection reports.  A study in 2002
 found that 44 per cent of students had to share textbooks.  Only 35 per cent could keep them on extended loan and 21 per cent said that their parents had to buy them essential books.

65. This is important, not only in terms of providing pupils with an adequate range of learning resources to meet their needs, but also because there is a proven association between pupil performance and schools’ expenditure on books, which is arguably stronger than the link between ICT use and pupil attainment noted previously.  In the Open University/University of Staffordshire study referred to above, the authors analysed OFSTED inspection reports for 2000/01 and conducted a literature review before concluding: that book expenditure is optimal at approximately £60 per student.  This is almost three times higher than current levels of book spending and close to the Booktrust recommended per capita figure of £69.50, which was calculated using a completely different methodology.

66. The NUT is well aware that the full range of learning resources remain inadequate in many schools and that shortages of both books and computers are the most common deficiencies.  Whilst the additional resources made available by Government for ICT developments are extremely welcome, similar, sustained commitments to funding for other forms of learning resources are needed.

67. ICT access for children is also a crucial issue.  Research last year
 indicates that households in the higher income groups are much more likely to have a home computer and internet connection than those in the lower income groups.  While overall just over half (55 per cent) of all households had an internet connection and 65 per cent had a home computer, among households in the highest income group, 95 per cent had a home computer and 93 per cent an internet connection, compared with 29 and 17 per cent of households in the lowest income group.  A similar pattern was observed for mobile phone ownership, with 92 per cent of households in the highest income group owning a mobile phone compared to 56 per cent in the lowest income group.  This is likely to accentuate inequalities between students from different backgrounds in terms of ICT educational use at both home and school.

68. Children who do not have sufficient personal access to ICT are unfairly disadvantaged in comparison to those who have access to personal computers and the internet at school and at home.  Every effort should be made available to avoid unfair distribution of resources, for example, ensuring that all after-school clubs, libraries and community centres are sufficiently resourced and made available to all pupils.

69. Consideration is also needed of how to improve specific groups of pupils’ access to ICT, such as those belonging to minority groups including Travellers, bilingual children and those for whom English is an additional language and pupils with special educational needs, whether they are in special or mainstream schools.

70. In addition, the situation remains that there is not yet a ‘level playing field’ for all schools in terms of ICT resources.  It is vital that all primary schools are fully resourced with hardware, software and network facilities, to ensure that all pupils have equality of access to ICT at school.

71. The demands which are placed upon ICT co-ordinators in primary schools as a result of the increased use of ICT also need to be considered.  As OFSTED reports

“too many demands are placed on some ICT co-ordinators, most of whom have a full teaching commitment and few opportunities for monitoring the subject adequately across the school.”
 

72. Co-ordinators need not only time but also a considerable range of knowledge and understanding in order to fulfil their current role.  Any addition to that role must be supported by access to the resources necessary to ensure that they can fulfil their responsibilities without a concomitant increase in their workload.

73. As ICT is increasingly seen as an essential tool for teaching, the NUT believes that all teachers should be provided with a laptop, which can be used both in the classroom and elsewhere, and to high quality continuing professional development which will meet the particular needs of the individual teacher.  Such a view is supported by evidence from OFSTED, which found that “personal access for teachers to a computer for the purposes of preparation and planning is one of the strongest influences on the success of both ICT training and subsequent classroom use”.

Recommendations: 

· ICT should be viewed as one of a number of pedagogical approaches.  New technologies may enhance but should not replace interaction between children and teachers. 

· Funding for ICT should not be at the expense of other kinds of resources which support learning. 

· Awareness of and action to mitigate the effects of the ‘digital divide’ are needed if some groups of children are not to be disadvantaged further. 

· Every teacher should be provided with a personal laptop computer, as part of their teaching ‘kit’, together with access to high quality professional development on the pedagogical usage of ICT which meets their particular needs.

Appropriate Responses to Differences in Children’s Development, Ways of Learning and Apparent Capacities and Needs
Personalised Learning

74. The current notion of ‘personalised learning’ has a long history based in part on child centred learning and the need to differentiate teaching according to need.  Meeting the individual needs of each child and young person is an aspiration which all those involved in education can sign up to.  The NUT believes that two conditions need to be established for personalised learning to succeed.  As acknowledged in the recent report of the Teaching and Learning in 2020 Review Group, ‘2020 Vision’, a fundamental review of the National Curriculum and its assessment arrangements is essential to meeting the aspirations of personalised learning.  In addition, the NUT believes that children need to be able to experience and teachers need to be able to provide much more one-to-one teaching.

75. Personalised learning is integral to primary school standards.  It should be about getting the best out of what a school can offer to meet each child’s unique learning needs.  There is little within the Government’s promotion of choice and diversity between schools which has any relevance to personalised learning.  In fact, the unintended consequences of pursuing such a policy could be to impede the development of flexible responses to children’s needs. 

76. It is the concept of a balanced and broadly based curriculum within all schools which provides the best framework for personalised learning.  Personalised learning is not about a ‘one size fits all’ approach.  Securing a balanced and broadly based framework curriculum and assessment for learning which diagnoses children’s needs would provide the best form of creative scaffolding for responding to each child’s needs.  The current high stakes testing and assessment arrangements represent the antithesis of this approach.
77. Personalised learning provides also a very real opportunity to enhance the voices of children in the direction of their learning.  Personal tuition at key points in children’s lives, the provision of mentors for pupils and the development of pupil councils engage individual pupils who otherwise may be alienated from school.  Within these opportunities, the development of personal tuition arrangements for children at key points in their school lives would provide a practical opportunity to put flesh on what is still a relatively cloudy concept. 

78. The DfES has said that personalised learning complements and delivers aspects of the Every Child Matters agenda.  The outcomes of this, which focuses on giving every child the support they require whatever their needs, abilities, background or circumstances, suggest a much greater possibility of using personalised learning to tailor learning and tackle barriers to learning.  A key objective must be to develop and encourage a shared understanding of the concept throughout the profession.  Without this, there cannot be effective implementation of it by schools. 

79. The successful differentiation of teaching to meet the learning needs of each individual child represents the goal behind personalised learning.  Successful personalised learning will require, therefore, smaller class and group size with more flexibility in the timetable for reflection and adaptation of learning techniques, styles and methods.  Pupils need time to explore the curriculum, to form their own judgements and to have the opportunity to question and discuss the work they are undertaking.

80. Whilst appropriate teaching and learning strategies are integral to facilitating effective personalised learning, national policy contexts are central also to the success or failure of such worthy aspirations. 

81. The needs of underachieving groups are best met by deploying significant additional professional and material resources in schools with the highest percentages of children from socially deprived backgrounds.  Such schools are almost always fragile in their stability.  The Government should explore ways of attracting experienced teachers to stay in such schools for a minimum of five years.  There are a range of incentives which could be deployed including guaranteed professional development opportunities and a term’s sabbatical at the end of the five year period, in which those teachers could research and promote the successful strategies they have developed. 

82. The National Strategies should also focus specifically on the needs of such schools, encouraging teachers and school communities themselves to contribute to a body of successful practice aimed at tackling the needs of underachieving groups. 

83. Currently, with falling pupil numbers in primary schools, the Government has the opportunity to both increase the numbers of teachers in schools and reduce class sizes.  For the personalisation of teaching and learning for all pupils to be effectively implemented, this measure is essential and now is the right time to do it.

84. Falling pupil rolls should present an opportunity not a threat.  They represent the opportunity to improve the ability of teachers to meet the individual learning needs of children and young people and to reduce class sizes and improve the conditions of service for teachers and support staff.

85. The opportunity presented by falling primary rolls could also be used to properly address the issue of educating and fully including pupils with SEN and disabilities within mainstream schools and to draw up policy on class size in relation to such pupils.  A clear policy on this issue would allow primary schools to plan more effectively for personalising the teaching and learning of all pupils.

86. The Government must recognise the difficulties and time constraints on teachers in planning for personalised learning.  As the diversity of pupil need within mainstream primary classes widens, there will be a greater diversity of abilities within each classroom, which will make effective organisation and planning for teachers more time consuming.  Teachers do wish to plan and offer personalised learning to their pupils: practical considerations such as these are fundamental barriers to its effective and wide-spread implementation.
87. In order to meet the needs of all of the pupils it serves, every primary school should enjoy greater freedom to determine its curricular and pedagogical approaches.

88. There is an as yet unresolved tension between the implicit assumption underpinning the concept of personalised learning, that teachers have the freedom to decide how they teach and to introduce curricular innovations and the desire by Government to ensure that schools are properly accountable.  This tension will undermine any school-determined innovation designed to personalise learning for its pupils.  Innovation necessarily involves a degree of risk and needs time for it to be refined and become embedded in the school, in order to test out whether a particular strategy would work for the individual school.  With the current stringent accountability mechanisms, in particular the Government’s commitment to intervention where standards are ‘at risk’, it is unlikely that many schools will feel able to be innovative in approaches to personalised learning.
89. Disapplication under section 90 of the Education Act 2002 allows a school or a local authority to submit to the Secretary of State an application to disapply all or part of the National Curriculum in order to meet their aims through innovative curriculum development.  It is a power unused since the passing of the 1988 Education and Reform Act. It allows schools to develop their curricula beyond that which is facilitated by the general flexibility available within the National Curriculum.  Unless the disapplication direction includes statutory assessment arrangements, Key Stage 2 statutory tests and teacher assessments in all subjects except those disapplied must continue and school performance continues to be included in the annual national performance tables.  To date, this has proved to be a powerful influence on the willingness of schools to experiment with curriculum provision which might better meet pupils’ needs. 

90. All schools technically have flexibility in how they develop their curriculum from the statutory requirements, without any need for disapplication, for example, the time allocated to each curriculum area and how to organise time within a Key Stage; how lessons are described and organised; and how the programme of study for each National Curriculum subject is to be taught. 

91. The Innovation Unit is constrained by the DfES from recommending disapplication of end of Key Stage tests and Government itself has not sought to disapply end of key stage tests in the ‘Making Good Progress’ pilot.  This has led to the absurd situation where schools in the pilot have to conduct both sets of tests.  Although the national agencies such as QCA exhort schools to become more creative in their curriculum provision, unless schools feel able to undertake some level of experimentation without punitive high stakes consequences if the experiment fails, there will be little development from the current curriculum offer.

92. It must also be recognised that a culture of compliance has developed within the education system, through accountability systems developed by the current and previous administrations and that it will take some time to undo the damage done to schools’ confidence in their own abilities to implement innovations which would genuinely personalise the learning experience for their pupils.

Recommendations: 

· The Government should fund and pilot personal tuition arrangements for pupils which would involve enhancing the number of teaching staff in those schools.

· The concept of a guaranteed entitlement for all pupils should be included within the pilot. The entitlement should include a range of experiences including involvement in a minimum number of outdoor activities and visits to museums and galleries.

· Urgent consideration should be given to increasing the ability of schools to innovate to serve the needs of their pupils.  This should include publicising the current flexibilities available to schools and providing additional training to OFSTED inspectors on the assessment of school-based innovation.

Theme 3 – School Leadership
93. The Review should give particular consideration to the roles, responsibilities and structures for primary school leaders.  In January 2007 PricewaterhouseCoopers (PwC) published a report for Government on school leadership
.  The report was commissioned as a result of a recommendation by the School Teachers’ Review Body (STRB) that an independent study of the above issues, as well as reward systems, for school leaders in England and Wales was needed.

94. The NUT’s views on the proposals for school leadership contained within the PwC report are informed by two recent pieces of research.  The first is the NUT- commissioned study of the nature and likely future of school leadership by Alan Smithers and Pamela Robinson of the University of Buckingham
, which was published in January 2007.  The second is an in-house survey of head teacher and Leadership Group NUT members on their perceptions of the head teacher role and how it might develop in the future, which was published in February 2007
. 
95. PwC proposes a number of structural initiatives to deal with the impending head teacher shortage, in particular new models of school leadership, such as multi-agency managed, federated and system leadership models.  Respondents to both the NUT and Smithers and Robinson research, however, were sceptical about structural changes to school leadership such as federations, because of questions about how effective and respected accountability could be achieved and about the sheer volume of work involved in leading more than one school.  The attitude to the approach suggested by PwC is perhaps best summed up by the following comment from the NUT survey:
“The head teacher recruitment crisis will hit in 5 years time unless the nature of the job is reviewed.  This does not mean federations, unqualified head teachers, part-time head teachers.  It means less stress, a better quality of life, less bullshit, reduce paperwork – reform OFSTED, LA initiatives, increase pay and let us get on with the job!”
(Primary head teacher)

96. PwC’s proposals build on a trend which has emerged recently, where head teachers have taken on different roles.  ‘Executive’ heads, for example, specialise in the running of two or more schools and ‘consultant’ heads specialise in supporting other schools’ leadership teams to bring about improvement.  Whilst this diversity of opportunities may appear to be attractive in terms of value for money or individual career diversification, it is unlikely they are in the best interests of the schools concerned or for the capacity of the system as a whole.

97. The development of these ‘specialist’ or ‘extended’ roles for serving school leaders does not acknowledge fully the pressures that many of them face.  Whilst welcoming the involvement of experienced leaders in the training and support of others, care must be taken to ensure that such participation is not assumed or required, so that they are not compromised between fulfilling their wider responsibilities and the internal and external demands placed on them.  The opportunity to participate in such activities should, therefore, be offered rather than promoted as “the next step” in a leader’s development. 
98. Whilst there may be arguments for federating small schools, especially small rural schools which face closure, federation should not be used as a formal strategy or an imposed solution used to make up for a shortage of head teachers. It must be on a voluntary basis, driven by need. 
99. Although alternative models such as executive headship and federation may provide more opportunities for strategic leadership for the head teacher, they can also distance the head teacher still further from pupils and classrooms.  In addition, the day-to-day responsibilities of head teachers would be undertaken by someone who would not be employed or paid as a head teacher, although they would effectively be doing that job. 
100. The new models of school leadership which involve head teachers working with more than one school can only be a short term solution to recruitment difficulties. In terms of retention, they may be able to offer experienced heads new challenges and incentives which would enable them to renew and refresh their practice, but in the longer term such models may also contribute to the ‘burn out’ and early retirement experienced by many heads.  There is a need for careful monitoring of this development to ensure that it does not have any unintended consequences.

101. PwC also proposes a degree of separation between the educational and other aspects of the school leader’s role, with the latter to be undertaken by those with broad leadership experience, rather than an education background:
“It is our view that there should be no barriers for individuals with the relevant skills to take on the leadership role as long as there is a senior qualified teacher on the team to act as the ‘lead teacher’ and direct teaching and learning within the institution.”
102. The evidence from the Smithers and Robinson and NUT reports, however, would suggest that these proposals do not reflect the thinking of the profession.  Neither do such proposals reflect the distillation of knowledge about effective leadership by such researchers as Leathwood and Day.  Respondents to both reports were unanimous that school leaders must be qualified teachers in order to do the job effectively.  Respondents to the Smithers and Robinson research were keen for the title of ‘head teacher’ to be retained, in order to emphasis the centrality of teaching and learning to their role.
103. School improvement literature, both in this country and overseas, gives the consistent message that the quality of school leadership is key to effective school improvement efforts.  For this to be so, the leadership of schools must consist of well qualified and experienced teachers, who are able to empower staff by their example and by their professional knowledge of a wide range of strategies for developing a learning culture within schools.

104. A broad experience of classroom teaching, preferably across a full age range (or even in more than one phase) and certainly including experience in a number of different schools, is the best basic preparation for headship, as it ensures that those attaining headship have, themselves, experienced a number of different management styles, variations in school ethos and a range of staffing arrangements.  They will also have encountered many of the events and incidents that they are likely to meet in headship.
105. It must remain the norm, therefore, that an essential qualification for headship is both teaching and senior management experience in schools.  There is no substitute for experience.
106. All three reports said that the main driver for this pressure was Government initiatives, with Smithers and Robinson respondents listing 58 externally imposed initiatives which they believed had not been thought through or supported properly.
107. PwC, however, having dismissed Government reform of its own policy delivery approaches, proposes that a ‘review’ of current bureaucratic burdens and a mapping exercise of current and future regulations would be sufficient action for Government to take.  The Smithers and Robinson and NUT reports concluded that a fundamental sea-change in schools was needed before the threat to head teacher supply was removed.  The NUT is unequivocal that the potential head teacher shortage facing primary schools in particular is Government manufactured, rather than one which is endemic to the role itself.

108. It is important to note that none of the respondents to either the Smithers and Robinson or the NUT research actually called for a moratorium on initiatives, simply that there were less of them, or they were given time to embed.  The fact that Government initiatives were seen by 84 per cent of NUT respondents as responsible for diverting their ability to work on priorities identified by the school itself suggests that not only is the Government itself causing excessive workload for head teachers, it is also undermining its own policy of greater autonomy for schools.
109. There was clear agreement across all three reports that working with children, helping them to achieve their full potential and ‘making a difference’ to their lives was perceived as the most important, and most rewarding, aspect of the head teacher’s role.  There was agreement too, that developing the staff team and developing the strategic vision for the school were also essential elements of headship.
110. Both the PwC and NUT reports, however, show that these aspects were also those which were most under pressure from other demands.  Head teachers believed that such demands skewed the role of head teacher away from what is seen to be important, with the potential to affect adversely school standards.  The pressure of other demands were seen as intrinsically demotivating.  Head teachers appeared to be spending time on those things which they considered least worthwhile and personally satisfying rather than those which they thought were most important and gave the greatest job satisfaction.
111. The NUT report estimated that a third of head teachers’ time was spent on bureaucracy and paperwork at the moment but that it should only account for seven per cent.  Currently, just 14 per cent of head teachers’ time was spent on strategic educational leadership, which respondents felt should be increased to over a third (36 per cent) of their time.  These findings reflect closely those of PwC, which rated accountability, and the documentation generated from this (81 per cent), and ‘improvement planning’ (57 per cent) as the most time consuming tasks for head teachers.
112. NUT respondents were clear that the priorities for making the role of head teacher more sustainable and manageable were to reduce external pressures and the number of initiatives coming through, giving greater autonomy and freedom to head teachers to run their school according to the priorities identified by the school itself (36 per cent) and to reduce the paperwork and bureaucracy flowing from Government (32.6 per cent).  Similarly, Smithers and Robinson concluded:
“Our evidence suggests that any current difficulty in recruiting headteachers for maintained schools does not demand a massive change in the nature of headship.  The government should look to itself and ask whether its reforming zeal and policy of pressure from the centre is in the best interests of our schools.  The crisis, if there be one, seems to us to be government made.”

113. Smithers and Robinson noted an interesting difference in perception between secondary head teachers, who were dismissive of the notion that the job of head teacher had become ‘too big’ and primary heads who felt it had.  Secondary respondents commented that, by delegation and careful organisation, they were able to make the job work for them.  It was clear from written comments to the NUT survey, where 70 per cent of respondents came from the primary sector, that these strategies were not options because of the lack of, in some cases of any, senior management team members.  This finding would seem to be supported by those contained within the PwC report relating to the employment of primary deputy and assistant head teachers.  Five per cent had neither and 14 per cent had only one of either grade.  In contrast, there were no secondary schools which did not have members of the Leadership Group.

114. Taken together with NUT primary respondents’, there were comments about the lack of other support staff, for example:
“Lack of caretaker!  Means I have to be around to lock up etc and spend disproportionate amount of time looking for e.g., wet rot and blocked gutters!”
(Primary head teacher)

115. From the concerns Smithers and Robinson note about the burden of financial management in primaries, it would seem that the emphasis of the PwC report on head teachers needing to change their ‘mind set’ and to stop dealing with operational issues is one which does not connect with reality.

116. If Government wishes to retain committed head teachers and recruit high quality new heads, it needs to look at what it can do to address the root causes of head teacher overload first, before considering unproven structural solutions.

Recommendations: 

· School leaders must be qualified teachers and have both teaching and senior management experience in schools. 

· Alternative models of school leadership which involve head teachers working with more than one school should not be considered as long term solutions to recruitment difficulties. 

· Government must address the number of initiatives it introduces as a matter of urgency in order to make the role of head teacher more sustainable and manageable. 

· Government should consider the introduction of a ‘baseline’ for primary senior management team arrangements, in order to provide sufficient support to primary head teachers. 

Theme 4 - Curriculum and Assessment
The Primary Curriculum

“In respect of people’s lives, the pace of change is unprecedented.  Changes and attitudes to the environment and upheavals in international politics, are occurring alongside economic and technological developments which have begun to transform the nature of work and organisation.  We need, therefore, a curriculum which, within a decade at most, redefines achievement away from its current narrow academic connotations, which encourages achievement for all and which promotes creativity, collaboration and a sense of adventure.”
117. These words come from the introduction to the NUT publication, ‘A Strategy for the Curriculum’.  They remain as fresh and as relevant today as they were when they were published in 1990.  Since then, the National Curriculum in England has been subject to a number of reviews leading to new statutory orders.  Yet there is still a fundamental debate to be had about the future of the primary curriculum. 

118. The National Curriculum for primary school pupils remains both overcrowded and stratified at present.  In addition to the three core and seven foundation subjects, Religious Education and sex education, teachers are also expected to find time within the school day for a wide range of other subject content. 

119. This includes the non-statutory PSHE and Citizenship programmes of study, financial capability, ‘enterprise education’ and education for sustainable development, as well as the promotion and the development of key skills and thinking skills across the curriculum.  As a result of this overload, teachers find it increasing difficult to comply with curriculum requirements fully whilst at the same time meeting individual pupils’ educational needs and preparing pupils for life in a diverse society.
120. As a result of this overload, the demands of the primary curriculum are too high, particularly at the end of Key Stage 2.  The resulting demands on teachers are compounded by the decline in the number of local authority advisory staff available to provide support to schools for non-core areas of the curriculum.  There should be far more opportunities for teachers’ professional judgement and autonomy in the content and delivery of the primary curriculum.

121. Despite the inclusion statements in the National Curriculum, equality is still not at its heart.  The National Curriculum does not facilitate easily the preparation of primary pupils for life in a diverse society and in a global context.  Neither does it encourage the meeting of specific needs such as those of minority ethnic pupils and those from socially and economically deprived backgrounds.

122. The introduction of Citizenship has had a positive impact in many schools, but the lack of curriculum space and flexibility means that it is still not integral to an already overloaded curriculum.  The curriculum must provide schools with the confidence to tackle discrimination, including racism, sexism and homophobic bullying.  International evidence shows that equal opportunities policies raise standards, but they cannot work as effectively as they might if the curriculum acts as a restraint not an encouragement.

123. The prescribed detail of the National Curriculum does not encourage depth of learning.  By its very prescription the National Curriculum restricts access to new areas of knowledge and the capacity to construct imaginatively areas of teaching and learning which cross traditional subject barriers.  It fails also to encourage an entitlement to educational experiences outside school including the benefit of residential experiences.  The National Curriculum should provide a framework for describing in broad terms children’s entitlement to learning.

124. There is a continued need for greater breadth and balance in the primary curriculum.  Schools have been told that they have greater flexibility in managing the curriculum and teachers’ professional judgement is to be recognised. 

125. Both the OFSTED
 and QCA
, in reports on the primary curriculum, have suggested extending the length of the school day and/or school sessions and reducing break times as a means of enabling primary schools to make sufficient time to cover the curriculum appropriately.  Schools are increasingly squeezing more teaching hours out of the school day by adjusting start times and removing or reducing breaks, which has resulted in problems of concentration and motivation for pupils and intensified pressures on teachers, according to independent research commissioned by the NUT from Professors John MacBeath and Maurice Galton.

126. In addition, such an approach maintains the dominance of literacy and numeracy in the curriculum at the expense of other subjects, with additional time needed to cover other elements of the English Programme of Study, such as speaking and listening and sustained reading and writing.  This has led to the situation described by MacBeath and Galton where as many hours are spent per week on English as for history, geography, design and technology, ICT and art combined. 

127. A growing trend in primary schools which is of particular concern is the movement towards viewing many foundation subjects as able to be provided as part of a school’s out of hours curriculum enrichment programmes, rather than as an integral part of every child’s entitlement to a broad and balanced curriculum.  It would be undesirable for such provision to be offered only on an after-school hours basis, as this would deny equality of opportunity for all pupils in accessing subjects such as modern foreign language learning, sport, music and drama.
128. Such a strategy not only undermines the status of these subjects, by marginalising them as ‘additional extras’ to be tagged on to the end of the school day, but also access to a broad and balanced curriculum.  In addition, it has serious implications for the status of primary subject specialist teachers and the need to develop their subject-based knowledge and skills further.  Whilst adults other than teachers can play an important role in building on children’s enthusiasms and interests in after school activities, this must be additional to, and not a replacement for, timetabled lessons within the school day, which lay the foundations essential for such enrichment activities to thrive.
129. Making time for a broad and balanced curriculum should mean doing less, not cramming in even more.  Using literacy and numeracy across the curriculum, for example, should mean spending less curriculum time on discrete lessons for these subjects, in order that more time would be available to teach and reinforce literacy and numeracy within real learning contexts.  It is likely that such an approach would be seen by teachers as providing time for what is important, such as time to talk to pupils about their own interests.  It would also be beneficial in terms of pupil learning, motivation and well-being.

130. The arguments used by the DfES in reply to critics of the burden of the current primary curriculum are revealing.  It says that these arise due to schools misunderstanding the status of the National Curriculum Schemes of Work.  This ‘misunderstanding’ arises not from schools’ inability to understand the National Curriculum documentation, but rather typifies schools’ anxieties about accountability.  In the same way that ‘optional’ tests are now used by over 90 per cent of primary schools as a means of demonstrating that they are focused on raising achievement and meeting their targets, schools feel obliged to use the ‘optional’ Schemes of Work to demonstrate to OFSTED they are covering the curriculum.  In light of such a cultural climate, therefore, the capacity of schools to introduce curriculum innovation or to take advantage of current flexibilities within the curriculum must be called into question.

131. The National Curriculum cannot be separated into discrete stages.  A Key Stage, in National Curriculum terms, is not in fact the end of anything but merely a point at which achievement and progress are reviewed.  Children differ widely in their achievements in any given area at any given time.  The understanding, now widespread, of education as a continuous process compels close consultation between all those involved in the education of children throughout the age range, whether between or within schools.  In this context, middle schools may have much to contribute from their experience towards such consultation and understanding of learning.  

132. For many children, it is not those subjects which are tested which will provide an outlet for them to demonstrate excellence or experience enjoyment at primary school.  The full range of subjects and the opportunities they provide for fostering children’s interests, self-esteem and love of learning must be seen as of equal value to literacy and numeracy if the vision of primary education as envisaged by the NUT is to be realised.  The prominence given to standards in literacy and numeracy by Government undermines currently the broader vision of a primary curriculum which meets the needs of every pupil.

133. In terms of primary curriculum reform, it would be particularly useful to look at the example provided by the current Foundation Stage.  A consideration of how the Foundation Stage curriculum, in particular, its emphasis on broad areas of learning rather than discrete subjects, could be used to inform approaches to the primary curriculum.

134. In contrast to the current curriculum arrangements for primary schools, the Early Learning Goals for the Foundation Stage set out broad categories of areas of learning and do not prescribe a rigid curriculum.  They place more emphasis on the development of positive attitudes and learning.  This form of curriculum guidance allows teachers much greater professional autonomy, as they are able to interpret and use it to meet the particular needs of their pupils without having to adhere to strict, and sometimes artificial, subject boundaries.

135. Such an approach would be particularly welcome at Key Stage 1, where it could improve transition and the continuity of pupils’ learning experiences tremendously.  This vision of the primary curriculum is also in keeping with the need for teachers to exercise adaptability and responsiveness to meet the changing needs of both pupils and society.
136. Although the Foundation Stage is a distinct phase it is, literally, the foundation upon which primary education is built.  In addition, its emphasis on learning through experience and play is closely aligned to the Government’s vision of a primary curriculum which is ‘exciting’ and ‘enjoyable’ for pupils.

137. The NUT was disappointed, however, that the opportunity presented by the revision of the National Curriculum was not used to ensure that the primary curriculum was built from the Foundation Stage upwards rather than from the secondary stage downwards.
138. The NUT previously welcomed the inclusion of the Foundation Stage as part of the National Curriculum, which it believed would help ensure that the Foundation Stage had parity of status with Key Stages 1 and 2 and encouraged curriculum continuity and progression.  It believes that the revocation of this legislation, as a result of the introduction of the new Early Years Foundation Stage, which covers the birth to five years old age group, is a retrograde step. 

Recommendations:
· There should be an independent review of the 5-14 curriculum which should focus on restructuring the National Curriculum as a broad statutory framework.  The present distinction between the core and foundation subjects would be replaced by a framework curriculum which would describe a common curriculum entitlement, the purpose of which would be to support pupils’ learning.
· The framework would describe a range of statutory entitlements including literacy, numeracy, science and technology, the creative arts, the humanities including knowledge of global developments, information and communication technology and modern foreign languages.  The new framework curriculum would be a scaffolding for teachers’ and children’s creativity.
· A statutory framework would encourage new approaches to cross- curricula learning, such as thinking skills, environmental learning, the impact of religious and secular beliefs on society, learning about industry and manufacturing, citizenship and personal and social education, including healthy living and the importance of exercise.
· Integral to the new framework would be specific references to the needs of young people from minority ethnic backgrounds; children from socially and economically deprived backgrounds; and those with special educational needs and disabilities. 

· The new framework curriculum would encourage teachers to adapt the curriculum to meet the specific needs of pupils without teachers having to conduct post-hoc mapping exercises to show that they had covered the content of the National Curriculum.  Much of the content of the current statutory curriculum would be re-designated as having an advisory status.

· The new framework curriculum would support the development of links between primary and secondary schools, for example, flexibility in the organisation of teaching such that primary schools are able to introduce specialist teaching alongside class teaching and secondary schools can provide specific support for pupils in years 7 and 8 who are not ready for a full curriculum range. 
The Primary National Strategy

139. The National Literacy and Numeracy Strategies (NLS and NNS) were introduced by the Government in England in 1996 as a pilot in thirteen local authorities.  The development of the framework were bottom up with teachers in those authorities contributing to the strategies.  The pilot was converted into a top-down nationwide roll-out by the new Government in 1997.  The Labour Government’s intention was to provide a sharp focus on teaching ‘the basics’ in primary schools, as well as the training and professional development needed to complement the statutory subject orders.  They were introduced as a requirement even though they had no legal basis.  Yet, they could have been presented as a long over-due entitlement to professional development capable of development and interpretation by teachers.

140. As the NLNS have embedded developed into the Primary National Strategy (PNS), there has inevitably been an impact on practical curriculum content and indeed on the wider area of classroom organisation.  Many schools have felt constrained by perceived Government pressure to limit the amount of time they feel able to devote to their own priorities in other areas of the curriculum and has curtailed cross-curricular and curriculum-enrichment activities in many schools, as well as restricting the time available for pupils’ pastoral care and social development.  It has also skewed the focus of primary teachers’ professional development.

141. In many schools, the National Literacy and Numeracy Strategies have been adapted by teachers working together and developing them to address the particular needs of their pupils.  Many, if not most, primary teachers have welcomed much of the content of the programmes, the work of literacy and numeracy consultants and the additional resources the programmes have brought.  The NUT, however, has doubts about the sustainability of the Strategies; particularly in there current ‘top-down’ form.  It is not clear whether literacy and numeracy professional development has been embedded as an entitlement, rather than as an imposition.  Michael Fullan, in his evaluation of the NLS and NNS
 questioned the sustainability of improvement arising from it because of the ‘top down’ approach to its implementation.

142. In addition, many teachers have reported that the skills-based nature of the National Literacy Strategy framework in particular has prevented them from addressing other, equally important aspects of children’s learning.  There is little time available, for example, to foster enjoyment of reading or the development of sustained writing, to provide opportunities to foster pupils’ speaking and listening skills or for drama.  It is too early to tell whether the revisions in 2006 to the NLS framework have addressed these issues.  The whole-class teaching approach of the NLS has also been found to fail to engage under-achieving pupils sufficiently.
 

143. Problems have also been identified in implementing the National Literacy and Numeracy frameworks in special schools, in particular, the plenary section of the sessions.
  There is a need for more detailed data on the success rates of the National Literacy and Numeracy Strategies, for instance, how have minority ethnic pupils, including EAL pupils, have benefited from them?
144. There is increasing evidence to suggest that Foundation Stage teachers, particularly those working in reception classes, are feeling subject to pressure to adopt approaches that they believe to be inappropriate for young children because of the NLNS.  One experienced early years teacher worried about the effects of an inappropriate curriculum who wrote to the NUT commented:

“Already in some settings, children as young as two are made to complete worksheets to show parents that they are learning their letters and numbers; if they can’t do them, they are ‘helped’ by poorly trained staff”.

145. The NUT is extremely concerned that some practitioners are being hindered in their attempts to implement the principles of the Foundation Stage by top down pressure which conflicts with the curriculum guidance, including pressure to adopt unreconstructed sections of the 5-11 National Literacy and Numeracy Strategies.  Such formal teaching in the early years is considered to be inappropriate and counterproductive by early years practitioners, a view which is supported by research findings, including the DfES-funded effective Provision of Pre-School Education (EPPE) study.
  
146. The current national focus on targets for older children in reading, writing and maths has inevitably had an effect on early years teachers.  Such downward pressure risks undermining young children’s motivation and disposition to learn, thus lowering rather than raising levels of achievement in the longer term and has led, according to NUT members and other practitioners, to the increasingly common use of worksheets and other formal activities for children still in nursery.

147. Of particular concern are the experiences of Reception and Year 1 children in mixed age classes. With the downward pressure of the Key Stage 1 statutory tests, an overcrowded primary National Curriculum as well as the requirements of the NLNS, Reception classes often receive either the same or a diluted version of the Year 1 curriculum.
148. There is also some evidence that, in practice, OFSTED inspectors expect to see whole class formal teaching of literacy and numeracy in the Reception year.  This expectation can naturally influence teachers to adopt a formal approach throughout the Foundation Stage, but especially in the Reception year.
149. The Government has failed to understand that imposed transformation will fail.  Teachers have to be motivated by, believe in and above all contribute to any Primary National Strategy.  National systematic of professional development has to be developed and be owned by teachers.  They must have a deeper understanding of the educational issues underpinning the NLNS frameworks if they are to be able to adapt them to meet the needs of their pupils.  The long-overdue need to provide some degree of flexibility and to encourage teachers to modify the frameworks, using their professional judgement, has been recognised in the recent revisions to the frameworks, but it remains to be seen how far their impact on teaching and learning throughout the primary curriculum will change as a result.
Recommendation:
· It is essential that the current Primary Strategy is reviewed fundamentally.  Currently, it has a resemblance to the old caricature of the Spanish Army – two generals to every private.  Changes out of the Rose Review are being imposed.  There is no democratic discourse between teachers, the Government and the Strategies.  The Government could certainly capture the imagination of teachers and support staff with the idea that they be key players in their own professional development.  In short, the Strategies need reinventing as democratic strategies owned by schools.
Assessment

150. The NUT’s opposition to National Curriculum tests extends as far back as the introduction of the National Curriculum in 1988.  It believes that the tests have been detrimental to the quality of provision being offered, are very crude measures of pupils’ achievements and that test results are inaccurate measures of the effectiveness of schools.

151. The current National Curriculum assessment arrangements need fundamental reform. The reform of Key Stage 1 tasks and tests was welcomed by teachers and the logical next step for Government would have been to introduce such a pilot for Key Stage 2 assessment, rather than attempt to graft on additional “progress tests” to the existing end of Key Stage 2 testing arrangements.  National Curriculum testing and associated targets at Key Stage 2 distort the curriculum and any maintenance of such requirements in future would continue to do so.

152. The retention of end of Key Stage testing and the inclusion of the new progress tests would appear to indicate increased testing would become the norm throughout Key Stage 2.  The NUT is concerned about the frequency and number of high stakes tests children will be required to carry out throughout Key Stage 2, in particular, the potential these changes might have in leading to even greater incidences of “teaching to the test’ than exist currently. 

153. The Government has justified its new ‘progress test’ proposals by claiming that the progress tests will ensure that teachers focus upon and track the progress of every child.  It also argues that they will help to identify those children that need extra support. Teachers, however, as highly trained professionals, know which children need extra support from their daily work in the classroom.  Increased testing, as has been demonstrated above, would have a detrimental effect on the very children who need the most support and would reinforce, for them, their failures and difficulties.  It is the national testing and accountability mechanism per se which is in need of urgent review.  The starting point for any such reform should be that teachers’ professional judgements should be trusted and valued.

154. The Government’s emphasis on continuous and sustained improvement in rates of progress in literacy and numeracy, manifested by its current national performance targets for the end of Key Stage 2 and its proposed progression targets during Key Stage 2, is predicated on the belief that rates of improvement will rise year on year for ever and that by rigorously challenging schools where this is not the case, such rates of improvement can be sustained.  It appears to be assumed that almost all children will be able to achieve the ‘average’ of Level 4.  For some children, achieving levels 1, 2 and 3 or progressing through one or more sub-levels is a tremendous achievement, although this has often been gained at the expense of their access to a broad curriculum.  The progress made by these children, however, will not be recognised if the Government’s proposals were implemented. 

155. As those working in schools know, academic progress is not uniform and linear and cohorts of children can vary considerably in terms of ability, disposition and prior attainment.  It remains the Government’s expectation, however, that all schools should be able to demonstrate an upwards trajectory in terms of both end of Key Stage test results and progression rates within Key Stage, 2 a position which is not based on evidence or knowledge about how schools work or children learn.

156. Teachers are often intensely frustrated by the assumption that they are expected to ‘add value’ to every child’s achievement on a predictable and incremental basis, achieving expected targets.  Research has long documented the factors over which teachers have no control, including, for example, social and economic deprivation, whether children are winter or summer born, whether children have received nursery education and incidences of pupil turnover and changes in pupil intake.

157. Such factors are not excuses for low expectations of pupil achievement, but they do explain why value-added measures of progress linked to prior achievement and to national targets are often inaccurate predictors of pupil achievement.  Children often make amazing advances in their learning, followed by plateaux.  Sometimes, teachers achieve amazing progress tackling negative pupil attitudes to school and to learning but with little immediate discernible effects on test results.

158. There is also considerable doubt about the efficacy of the current National Curriculum assessment arrangements and whether they provide useful and accurate information about children’s achievements. 

159. The Demos publication Beyond Measure
, for example, concluded that the assessment system “measures recall of knowledge rather than depth of understanding, that tests only a narrow section of the curriculum, and… demotivates and lowers the self esteem of learners” and that “the notion of measuring a cohort of learners as a whole is absurd.  We know children mature at different rates.  What we need is assessment by demand”.  Whilst the Government’s new ‘progression test’ proposals might fulfil the latter purpose, they will not address the former concern.  This is particularly important given that the Report of the Teaching and Learning in 2020 Review Group highlighted the importance of skills and attitudes in children’s learning, noting that assessment needed to change if it was to be able to capture such aspects of children’s learning.

160. Research by Paul Black and Dylan Wiliam
 has found that the Key Stage 2 tests are “useless as a measure of educational progress and are based on incorrect assumptions”.  Rising test scores demonstrate little more than teachers’ ability to teach to the test.  This adds to growing concerns that tests lead to ‘skin deep’ learning.

161. Black and Wiliam have identified over 250 articles by researchers in several countries which concluded that there was firm evidence that formative assessment produced quantitative evidence of significant learning gains
.  There have been few initiatives in education with such a strong body of evidence to support such a claim to raise standards.
162. Black and Wiliam also noted “there is an ill-judged confidence in the reliability of the short external tests which are the dominant instrument of public policy, whereas in fact there is no well-researched evidence of the limits of error.  It is also clear that there is no intention to conduct such research – despite the fact that it is possible to show, with the slender evidence available, that the chances of a student being awarded a level or grade that is in error might well alarm the public if they were widely known”.
163. This finding was reflected in the NUT-commissioned Warwick University survey of members’ attitudes to testing
.  A significant proportion of respondents were clearly concerned at the accuracy of external marking of the tests.  40.3 per cent said that external marking was not accurate or reliable with a further 43 per cent having mixed views.  This strong concern about and lack of confidence in the accuracy of end of Key Stage tests is reflected in a preference for teacher assessment and the feeling that tests do no more than duplicate existing knowledge.  

164. The dominance of the external tests focusing on a narrow range of achievements has diminished the status of teacher assessment.  The purpose of assessment should be primarily diagnostic, to support teachers in meeting the learning needs of their pupils.  Within individual schools, teachers should have the maximum opportunity to use their professional judgement in the implementation of a particular assessment scheme, which is of educational value to both teachers and parents.

165. The main purpose of National Curriculum assessment at Key Stage 2 should be diagnostic and formative: to support pupils’ learning needs.  There is a place, however, for the informed use of summative assessment.  A national strategy, drawn up in full consultation with the teaching profession, should pave the way towards establishing a national system for summative assessment which is based on teachers’ professional judgements rather than externally set and marked tests.  There should be a bank of non-statutory assessments, matched to National Curriculum levels, which teachers can draw on to check and supplement their own assessments.
166. The Government’s latest proposals on assessment do indicate a role for teacher assessment, as part of its encouragement for ‘assessment for learning’.  More detail of how this would work in practice are needed, as the current proposals merely give the ‘traffic light’ approach to recording progress as an example, a wide spread practice in many primary schools currently. 

167. The Government’s interpretation of ‘assessment for learning’, however, does not appear to draw on the well-respected work done by Wiliam and Black.  ‘Assessment for learning’ can promote pupils’ progress if it is based on teachers’ judgements of ongoing work.  If it is to based on past test results for a limited range of subjects, as seems to be implied by the Government’s current consultation document, it cannot address pupils’ immediate learning needs or provide the information necessary for teachers to tailor lessons to meet individual pupils’ needs.
168. Extending the system of teacher assessment across the Key Stages would also help ensure that the Foundation Stage had parity of status with Key Stages 1 and 2 and would help encourage curriculum continuity and progression.  It is untrue, as has often been argued, that teacher assessment is more lenient, less demanding and less reliable than national test outcomes.  In fact, teacher assessment has been proved to be generally consistent and reliable throughout the period in which National Curriculum assessment has been in existence.
169. For example, Dylan Wiliam and Paul Black
 have reported that the valid assessment of pupils’ achievements at the end of a Key Stage depends on the contribution of teacher assessment because tests can only assess certain aspects.  They have also suggested that teaching to the test could be eliminated by making greater use of teacher assessment.  Teachers’ judgements would then be moderated by a number of different tests that pupils sat randomly, so schools would be unsure about exactly on what they would be examined.
170. Wiliam
 has also commented, “there is no way of establishing comparability of standards other than through the professional judgement of a community of experts”. Resources and time are needed to develop a shared understanding of progression and to enable reliable assessment to become part of an integrated educational process.

171. In addition, the 1988 Task Group on Assessment and Testing (TGAT
), which was set up by the Secretary of State for Education in England to advise on practical considerations governing assessment within the National Curriculum, proposed that teacher assessment should be an integral part of the educational process, continually providing feedback about performance and progress and ‘feedforward’ about the next steps for teaching and learning.
172. It is also essential that there is appropriate recognition within the education system that children with special educational needs should have their achievements and progress recognised and that children with SEN should be included in measures to improve standards for all.  The attitude to SEN pupils displayed within the recent Government consultation document ‘Making Good Progress’ was disturbing.  The document did not appear to acknowledge that pupils could be classified as having special educational needs unless they had a statement and that, even within this group, unless pupils “had serious neurological problems effectively preventing successes ….(this) need not prevent National Curriculum progress”.
173. The new ‘progress tests’ will only record movement from one National Curriculum level to another, based on norms of expected performance at a given age.  SEN pupils working well below expected performance levels and/or making progress in terms of sub-levels rather than whole levels will not have their progress recognised or valued by Government.  The continuing focus on measuring, testing and categorising all pupils is too rigid to account for the diversity of needs.  Recognising the achievements and progress of children with SEN requires a move away from narrow measures of attainment to look at all round achievement.  A national assessment system should aim to recognise and celebrate the wider achievements of all children with SEN.

174. The NUT believes that the P Scales should be developed as a voluntary measure such that they can appropriately assess the progression of children with SEN, where progression can be measured.  It is important to raise expectations and have clear and recognisable benchmarks of attainment to evaluate and monitor the progress of pupils with SEN and to enable schools to consider the most effective teaching approaches for different types of SEN

175. ICT has the potential to be a very useful tool for assessment, although its use would not address the weaknesses in the current national assessment system and would be unlikely, of itself, to change the current testing regime.  ICT offers the potential to provide the equivalent of current National Curriculum tests, which could be used with pupils at times which would be most appropriate for the individual pupil, rather than at one set time during the year.  This could be achieved by the random generation of questions from a large bank of test and examination resources.  ICT also offers the potential to provide in-depth, diagnostic feedback for each pupil, which could then be interpreted by teachers to inform future planning.

176. ICT has the potential to make a huge impact on methods of assessment, and on teaching and learning, but it is still not fully developed and would need extensive piloting and refinement, in particular, through development work with practicing teachers, before it could make a significant contribution to assessment procedures in all schools.

177. The development of on-line assessment would benefit from the direct involvement of teachers.  The current National Curriculum test development process appears to exclude the involvement and professional contribution of teachers.  Although QCA keeps under review the process of test development, including any comments made by primary teachers in relation to the tests, this is in stark contrast with the situation which exists in relation to public examinations, where the professional input of teachers is actively invited by awarding bodies in a more consultative and collaborative manner.  A system of ICT assessment development which similarly actively involved the experience and expertise of teachers would be of benefit to the pupils who were subject to it.

178. It is essential, when considering the use of ICT for assessment purposes, to first address the fundamental question of, ‘What is assessment for?’  This must put the learner at the centre of any developments: meeting the learners’ needs must be the main purpose of assessment and the use of ICT must be determined by this.  ICT must, therefore, serve the fundamental purposes of assessment, not determine them.

179. ICT should be used as a means of moving away from a policy which has focused almost exclusively on summative tests and summative teacher assessment to strengthening considerably the role of formative teacher assessment in national policy and enhancing teachers’ expertise in the use of formative assessment.

An International Perspective
180. Developments in other countries and in other parts of the UK make the Government seem increasingly isolated in its approach to assessment.  The following information has been drawn from a study of 21 countries which have participated in the PISA (Programme For International Student Assessment) and PIRLS (Progress in International Reading Literacy Study) programmes. 

181. Only England has a national system of assessment used across all forms of funded early educational provision, although about a third of the states within the USA, Tasmania and several cantons in Switzerland use a form of standardised testing.  In Sweden and France, the use of formal assessments of pre-school children is positively discouraged as being premature and potentially harmful.  

182. Several countries have some form of final assessment on transfer to compulsory schooling (e.g., France, Germany, Hungary and Spain).  This usually takes the form of a developmental checklist, which is generally used to identify children with special needs and is often developed by teachers themselves.  Only in England is this assessment also used as an evaluative baseline measure for subsequent school performance.  In most cases, assessment is achieved through systematic teacher observation and evaluation of the child’s work.

183. Assessment is universally seen as an important part of the primary teaching and learning cycle and therefore linked closely to the curriculum in most countries.  Teachers routinely assess and report on their pupils’ progress in all countries on an on-going basis.  This generally includes all written and oral work undertaken by children, often assessed against criteria linked to the curriculum.  Some countries are beginning to use assessment for learning approaches, such as New Zealand, Scotland and Wales, whilst other countries have a tradition of involving pupils in discussion about their learning and next steps needed, such as Sweden and Spain.

184. There is a trend towards external and standardised assessment, both statutory and voluntary, during the primary phase.  This is intended to help teachers identify pupil progress, plan their work and/or as an element of school accountability.  Literacy and numeracy are the most commonly assessed subjects, with science and social studies also being tested in a minority of countries.  Most countries test at the end of phases of primary education, whilst France assesses children at the beginning, to provide guidance for teachers.

185. Some countries limit external assessment to sample pupil populations, such as Japan, Korea, New Zealand and Spain.  Korea, Scotland and Wales have recently reduced the amount of compulsory universal assessment.

186. England is the only country which sets national targets for pupils’ performance. Attainment targets, or desired outcomes of learning at given stages, have been set in Australia, France, Hungary, the Netherlands, New Zealand and some states of the USA, for example.  Curriculum outcomes are expressed in terms of achievement outcome levels, with less formal expectations of a child’s achievement at different stages of their development.  The lack of national targets and universal standardisation in these countries has not proved to be an obstacle to effective learning. 

187. Most countries acknowledge that the introduction of ‘high stakes’ assessment leads to a degree of ‘teaching to the test’.  To counter this, tests in Sweden, for example, aim to be broad and multifaceted to counteract any narrowing of the curriculum.  Reports from France suggest that assessment has a considerable influence on class teaching, as teaching if often adapted as a result of diagnostic assessment to meet the specific needs of pupils.

Recommendations:

· An independent review of testing and assessment of children should be commissioned by the Government.  Such a review should encourage and support assessment for learning and should examine the role of summative assessment.  It should cover the current Foundation Stage Profile and testing and assessment in the 5-14 age range.

· The review should consider in particular the purposes of the tests, and the uses to which the data are put.  Lessons should be learnt from the introduction of the Foundation Stage Profile and new Key Stage 1 system. 

· If assessment at the end of Key Stage 2 is to support the highest quality teaching and learning, the following must be part of the new system:
· Greater use of assessment for learning as well as teacher assessment for summative purposes.
· A coherent strategy that targets resources for real learning where they are needed, rather than short term measures to increase test results.

· A system of national summary data collection from summative tests, similar to that carried out by the Assessment of Performance Unit (APU), in order to measure trends over time in the education system.

· Increased and sustained resources to support teacher assessment and moderation, in particular, so that teacher workload is not increased.

· Assessment should be led by schools and individual teachers, informed by the Foundation Stage and Primary National Curriculum guidance.  Head teachers, in consultation with their staff, should agree whether to use a centrally produced assessment framework or develop their own, on the basis of its usefulness and relevance to the children they teach.  Assessment instruments developed by teachers should be available from a national bank.  Teachers should be able to select the assessment tool that is best to use at a particular time with a particular child.

· Assessment should provide information which is useful to teachers and aids pupil transition, whether it is from one class to another within the same institution or from one phase or sector to another, such as primary to secondary transfer.  For the latter, common elements of assessment should be agreed with the profession, with schools, perhaps in clusters, having the flexibility to determine the precise content and format of transition reports or records.

· Assessment at both Foundation Stage and Key Stages 1 and 2 should adhere to the following criteria. Assessment should:
· be of benefit to children, that is, to plan for their individual needs, inform teachers, identify their motivation and aptitude in particular aspects of the curriculum, rather than to label or fail children;

· be based on the goals of each strand of the curriculum, in a way which is constant with the principles of the curriculum.  The needs of the children, not assessment procedures, should determine the curriculum;

· address all domains of learning developments – social, emotional, physical and cognitive – as well as dispositions towards learning;

· be based on activities which are both age appropriate and developmentally appropriate in order to be inclusive for all pupils, including those with special needs;

· rely on teachers’ regular observations and record-keeping of children’s everyday activities and performance which reflect children’s learning behaviour over time;

· be of ongoing use in the classroom, at a time when teachers felt it is most appropriate, rather than in an artificial and contrived context;

· rely on performance during real rather than contrived activities;

· draw on multiple sources of information about children such as collections of their work, discussions between pupil and teacher and observations;

· reflect individual, cultural and linguistic diversity;

· put children at their ease, so that they are comfortable and relaxed, rather than tense or anxious;

· support parents’ confidence in their children and their ability as parents;

· focus on children’s strengths and capabilities, as well as their weaknesses or on what they do not know;

· be undertaken by the class teacher primarily, who has appropriate support and training for this role;

· provide children with opportunities to reflect on and evaluate their own learning;

· provide opportunities for children to be assessed in supportive contexts, to determine what they are capable of doing with assistance, as well as what they can do independently;

· provide useful data for planning future teaching and learning and for communicating with parents; and

· be reported to parents, using meaningful language rather than letter or number grades, to provide information about children’s individual progress.
Theme 5 - Quality and Standards.

188. Accountability for the quality and standards of primary education is a legitimate requirement of both local communities and Government.  Parents have the right to expect fair and accurate systems of accountability.  The current accountability system in England is permeated, however, by a lack of trust.  Teacher initiative and creativity is undermined by uncertainties created by multiple and often conflicting lines of accountability.  National Curriculum assessment results are geared uniquely to school performance tables.  Evaluation and assessment are linked to high stakes consequences for those schools which are perceived to be failing.

189. As the NUT’s ‘A Strategy for the Curriculum’ said in 1990;

“parents and others ought to be informed about the success of the school their child attends but the publication of raw test results serves political not educational purposes, and is unlikely to affect achievement.  In its place there needs to be discussions at national level centred on what an effective school is and how its effectiveness can be evaluated.  This process should lead to parents and others receiving a much more accurate picture of schools than published test results can provide.”
190. The NUT believes that those discussions still need to take place and that its own work on school self-evaluation would make an essential contribution.

191. The arguments against school performance tables and national targets of test and examination results are well rehearsed.  They certainly widen the gap between those schools which receive the value-added advantage of parental support for their pupils’ learning and those schools in economically and socially deprived areas.  Tables and targets can also contribute to distorting the curriculum in schools and often expose individual schools to unfair public exposure and ridicule.

192. There are valid and beneficial reasons to collect data for accountability purposes, such as:

· to evaluate the effectiveness of curriculum;

· to determine trends in children’s learning;

· to determine if funding is sufficient;

· to determine support needed by schools; and

· to inform policy development.

193. However, the history of the misuse of assessment data and high stakes accountability mechanisms has skewed the use of data.  Accountability systems must go beyond diagnosing problems and focus on improving practices and services, well qualified and trained teachers and support services that will enable them to achieve positive outcomes.

194. An effective and ethical accountability should include:

· collection of common data elements, agreed by the profession;

· adequate and equitable resourcing and support;

· valid and reliable data, achieved through teacher moderation; and

· use of sampling to collect information on children’s progress, to provide a national overview of performance.
195. Only England and some states of the USA publish the results of tests by school and local education authority.  This approach is officially discouraged in Alberta (Canada) and explicitly forbidden in Denmark and France.  Publication of results is more commonly on an anonymous basis, such as in New Zealand and Spain.  In addition, results are sent to schools in the Netherlands, Singapore and, anonymised, in Spain, to enable them to compare their performance with other schools.  In New Zealand and France, information on trends is published to alert schools to general weaknesses. 

196. To meet the Government’s need to evaluate the effectiveness of the education service as a whole, national standards can be effectively monitored by an independent unit through the use of surveys and confidential sample assessments, similar to those undertaken in the past by the national Assessment of Performance Unit.

197. The frequent use of the word ‘moral’ in connection with justifying the Government’s continuing focus on schools’ accountability for standards in literacy and numeracy is notable.  No one would dispute the importance of equipping all children with the basic skills necessary for accessing the whole curriculum and for success in later life, but such a desire is very different from the Government’s emphasis on meeting its targets for literacy and numeracy at Key Stage 2.  To imply there is a ‘moral’ case for these targets is disingenuous and unrecognisable as a concept in schools.  The suggestion that, without such targets, schools would ‘let down’ their children is symptomatic of a lack of trust in teachers’ professionalism and commitment to the pupils they teach.

198. Target setting based on future cohorts of pupils is not an exact science.  Imposed or adjusted targets are unfair when schools have set targets based on their own genuine understanding of future levels of achievement.  Naming and shaming tactics demoralise rather than motivate teachers.  Some schools may find themselves in the absurd position of having to achieve impossible targets of 100 per cent Level 4s in order to compensate for schools with high numbers of pupils from socially deprived backgrounds.
199. Government policy appears to be predicated on the basis that children start school at the normal starting age, pass steadily though the same school year on year, and eventually emerge at the other end at the normal leaving age.  This perception leads to the conclusion that pupil achievement as measured in national tests should be satisfactory or better in comparison with that of other schools whose intake appears to have similar social characteristics.  In short, it is assumed that a school’s aggregate test results reflect the work of that school over a period of years.
200. As Dobson and Henthorne report in a Government-commissioned research report
, pupils who joined schools at times other than the normal starting age tended on average to achieve less well in end of Key Stage tests than children who had attended the same school throughout or who had completed a whole Key Stage in the same school.  In addition, they pointed out the potential significance of even a small amount of movement for aggregate test results:

“We have a small cohort of pupils (1 child is about 4-7%).  Results depend on the levels of ability of joiners and leavers rather than the skills of teachers.” (Northern City primary school)

“In small year cohorts, the change of just one pupil can mean a difference of up to 7% between the school’s target and the final figure.” (Midland City primary school)”
201. Such responses provide clear evidence of the way in which mobility can affect aggregate pupil performance even where mobility is not high, as well as illuminating the impact that changes to the circumstances of even small numbers of pupils can have on schools.
202. Account must be taken, therefore, of transience in the school population, particularly in inner city schools with a high number of children from refugee families or those seeking asylum, who frequently find themselves being moved around a number of schools as they are housed temporarily.  This does not mean that improvement should not be aimed for, but it should not be at the expense of breadth within the child’s experience of primary education.

203. The introduction of value-added school performance tables has driven the Government’s commitment to the continuation of National Curriculum tests, as these enable Government to demonstrate that its policies work.  It is essential that the individual differences between all schools are recognised.  The performance tables represent a narrow approach to the evaluation of schools’ performance.  It is essential that value added measures should include progress made with, for example, minority ethnic pupils, including EAL, Traveller and refugee pupils. 

204. The information provided by performance tables fails, therefore, to reflect the real character, ethos and catchment area of a school.  Using the OFSTED report as a guide to the school gives a significantly more balanced picture than simply using test results, but is still an imperfect means of capturing all that a school does.
205. In Scotland, school performance tables similar to those in England have never been published, whilst in Northern Ireland and Wales, they have been abolished.  The other UK home countries have recognised that such tables neither contribute to school improvement nor support schools with the greatest need.
School Evaluation
206. The issue of the evaluation of schools is more complex.  The NUT has led the way in seeking to secure school evaluation which supports, not punishes, schools.  School self-evaluation is now at the heart of the Government’s ‘New Relationship with Schools’ initiative.  School self-evaluation is also at the centre of OFSTED’s new arrangements for school inspections.

207. The response of teachers to OFSTED’s new inspection framework has been mixed.  They believe that the latest reforms in the inspection arrangements are moving in the right direction.  They support shorter, sharper focused inspections, although they are opposed to a narrow focus by inspections on the core subjects.  Teachers are split on whether to support ‘no-notice’ inspections.  Teachers support the idea of schools having ‘critical friends’.  Self evaluation is supported by teachers if it supports their own teaching and is not established to serve OFSTED’s needs. 

208. Although OFSTED has moved some way from punitive approaches to inspection, the consequences of schools being placed in ‘special measures’ can be severe.  Despite reforms to OFSTED, including attempts to reduce pre-OFSTED demands, the root causes of pre-OFSTED anxiety and post-OFSTED slump among teachers have yet to be removed.  The judgement that a school is ‘failing’, triggered often by a low position on test performance tables can lead to career blight for teachers, excessive workload and, for teachers in schools in special measures, movement to another school or change of career.  The resultant instability in terms of staffing and the focus on removing the school from special measure can actually be detrimental to the educational experience of the children which the school serves. 

209. The future of school evaluation is on a cusp therefore. The prime purpose of OFSTED’s reforms, that is to gain acceptance for school inspection by school communities, has a long way to go, although reforms have ameliorated some of the original harder edges of inspection.  As teachers support teacher assessment, so they support self evaluation. It is quite possible, however, to argue that both school self-evaluation and teacher assessment have been turned into imposed and rigid regulatory regimes internal to schools.  School self-evaluation has the capacity to turn into school self inspection, with the head teacher playing the role of internal inspector.  Such an approach will not lead to high quality education or improved standards. 

210. Teachers’ judgements need to be at the centre of assessment and evaluation.  The evidence from countries which have adopted ‘bottom up’ self-evaluation is that such approaches have contributed to high levels of achievement for the vast majority of pupils.  Where teachers’ ‘own’ assessment and evaluation, standards go up, not down.

211. The NUT’s proposals for a new approach to accountability are based on evidence.  They recognise that the Government itself has started to shift its position on the interface between public accountability and the needs of schools.  The purpose of these proposals is to accelerate reforms which will benefit schools and support teaching and learning.
Recommendations:
· The Government should abolish school performance tables and targets.
· The data available from summative assessment and test results should feed into school evaluation reports as they do in current inspection reports.  To meet the country’s need for a summative picture of the effectiveness of the primary education service it should re-establish the Assessment of Performance Unit.  The Unit would be able to summarise data and ask questions through studies based on sampling.  Such a unit would operate independently with an advisory board involving a full range of stakeholders.  It would respond to requests for national evidence on standards within schools.
· The terms, ‘special measures’ and ‘significant weaknesses’ or ‘notice of improvement’ should be replaced by the terms ‘schools in need of additional support’.  Such support may involve external support.  If external evaluation identifies problems in a school then the local authority should be required to provide support including advisers and seconded teachers based in the school.  There should be no ‘one-size-fits all’ deadline for improvement.
· An independent Her Majesty’s Inspectorate (HMI) should be re-established which replaces OFSTED and would be responsible for evaluating schools.  The HMI would be independent of Government, not as a non-ministerial Government Department, but as a stand-alone independent, publicly funded body.  The HMI Annual Report would be presented to Parliament, via the Education Select Committee, on an annual basis.
· External school evaluation should be conducted by HMI possibly accompanied by a small number of trained advisers who would advise HMIs drawn from teachers, advisers, parents and school communities.
· Each school should be able to appoint a critical friend whose job it would be to provide advice to the head teacher and staff and seek to secure additional support where necessary.  Appointments would be made solely by the school.  Critical friend posts would be funded by local authorities through specific grants allocated by Government.
· HMI would evaluate the procedures put in place by schools to assess their strengths and weaknesses and their plans for improvement.  The HMI would examine the processes and procedures schools have in place for gathering information on levels of pupil achievement, on the personal and social development of pupils and on the views of the school community.  The HMI evaluation schedule would be flexible enough to respond to school evaluation models which have been developed or adapted by schools themselves to reflect their curriculum range and activities.
· HMI evaluations should be flexible enough to cover both individual schools and collaborative arrangements between schools, including federations.

· School profiles would be determined by each school’s own evaluation.  A single profile would cover each school’s public description of its offer and achievements.

· Open and public accountability for schools should be predicated on an evaluation system which results in fair and accurate judgements.  A new system of school evaluation would have integrally an open and separate appeals procedure where schools which disagree both with the procedure or content of judgements can appeal.  The results of appeals should lead to judgements which can be maintained, modified or overturned.

· There should be one single form of institutional evaluation; school self-evaluation. Institutional evaluations should be developmental, not punitive.  Punitive evaluation does not strengthen schools; it makes them fragile.  Assessment of the curriculum should be focused on supporting learning, not on carrying out a task for which it is inherently unsuited; that of being a proxy for the evaluation of schools.
Theme 6 – Diversity and Inclusion
The Different Learning Needs and Cultural Backgrounds of Pupils

212. Teachers need professional freedom in order to respond creatively to the different needs of children and young people.  Currently, the National Curriculum acts as a barrier against such freedom.
213. Curriculum, and assessment, reform is needed to enable teachers to shape the curriculum and its assessment to meet the needs of their pupils.  This is an aspiration which dovetails with the concept of personalised learning for pupils with SEN.  The conditions for differentiated learning can be in place only when the curriculum provides scaffolding for the development of teachers’ own creativity in the interests of children’s learning.

214. OFSTED
 has said that the key factors for good progress by pupils with Learning Difficulties and Disabilities (LDD) are: “the involvement of a specialist teacher; good assessment; work tailored to challenge pupils sufficiently; and commitment from school leaders to ensure good progress for all pupils”.
215. OFSTED’s report made clear that the provision of additional resources to pupils in the form of support from teaching assistants did not ensure good quality intervention or adequate progress for pupils.  The NUT supports this view and has strongly represented the case for primary pupils with SEN to be taught by qualified teachers alongside well qualified support staff and specialist support staff such as educational psychologists.
216. The Costs of Inclusion Report commissioned by the NUT
 and conducted by Galton and MacBeath at Cambridge University recommended that:

“If inclusion is to mean anything it is the right to be taught by a suitably qualified teacher.  Currently that principle is frequently breached.  School policies should therefore ensure that TAs do not carry responsibility for differentiating the curriculum but rather work under the supervision of teachers to plan whole class strategies of support.  This is, however, dependent on teachers being relieved of pressure which leads to TAs taking difficult children off their hands.”
217. Primary schools need access to good practice and can benefit from examples of how other primary schools meet the needs of pupils with SEN.  The NUT has welcomed the ‘Reasonable Adjustments Project’ commissioned by the Department for Education and Skills and the Disability Rights Commission to support schools and local authorities in making reasonable adjustments for disabled pupils.  The materials for ‘Making Reasonable Adjustments for Disabled Pupils’ are contained within the DfES ‘Implementing the DDA in Schools and Early Years Settings’ pack.  A separate DVD accompanying the pack provides many examples of good practice and reasonable adjustments made for disabled pupils in primary schools and early years settings.  Primary schools need time and space to learn from each other in this way.

218. The NUT believes that schools should have the relevant support and capacity in place before reducing statements for pupils with SEN.  The Government’s Strategy for SEN Removing the Barriers to Achievement
 reported on research which had been carried out regarding local authority strategies to reduce reliance on statements.  One of the key conclusions of the research
 was that: “reducing reliance on statements is a long term (i.e. 4-5 year) change process, requiring a cultural shift, extensive capacity building at school level, a realignment of advice and support services, strengthened accountability arrangements, and additional support for parents, particularly those most affected by the changes”.  The research found that where such actions had not taken place prior to policy decisions to reduce statements there had been a great deal of anxiety and confusion about who should meet the needs of some children, particularly those who would formerly have had statements.

219. There is currently little evidence that local authorities are ensuring that primary schools have the capacity and appropriate provision and support in place for SEN pupils before moving to reduce statements.  This, in turn, is placing increased pressures on teachers, pupils and their parents.  In some cases the inadequacy of support is leading to increases in inappropriate behaviour and unnecessary exclusions.
220. In 2006, the DfES published evidence on the educational attainment of minority ethnic pupils aged 5-16.  From the data on key stage attainment, it emerges that Black, Pakistani, Bangladeshi and Mixed White and Black Caribbean pupils consistently perform below the national average for all pupils at all Key Stages. Similarly, Gypsy/Roma and Traveller pupils have extremely low attainment.  The DfES further estimates that many children from these groups are not recorded in the Annual School Census and are not present during end of Key Stage assessments.

221. Controlling for prior attainment, a key message from the DfES data is that Travellers of Irish Heritage, Gypsy/Roma, Black Caribbean Boys, White Working Class Boys, Black Other and Pakistani pupils make less progress at primary school than White British pupils with the same prior attainment.
 
222. There is a strong need, therefore, for early intervention to ensure that all pupils have equal access to the curriculum, which is reflected in corresponding levels of educational attainment.
223. However, excessive focus on such data tends to neglect, for example, the contributions of an effective pastoral and pupil support system, and of high quality support for students with English as an additional language or special educational needs.  Qualitative information about the learning environment should be as important as data on attainment in terms of deciding whether schools meet the different learning needs of all their pupils.

224. The funding of schools’ arrangements and provisions for pupils with English as an additional language should be clearly demarcated and ring-fenced to ensure that the needs of all EAL pupils, including recent arrivals, are adequately met.
225. The Government should undertake a comprehensive funding review to establish what resources are needed to deliver effectively support for all minority ethnic pupils at risk of underachieving including children of refugees and asylum seekers.  Evidence from a 2006 NUT survey on EMAG shows that an Additional Language needs over the last 18 months.  This is also due to the migration of families and workers from the new EU accession countries.
226. The question of whether our primary schools attend fairly and effectively to the cultural backgrounds of all pupils fundamentally relates to the nature and contents of the National Curriculum and the scope, active encouragement and support teachers are given, in this context, to explore, value and celebrate different cultural identities.  A key concern here is the mainstreaming of equality issues so that the emphasis on cultural diversity does not become an add-on to the existing curriculum, but that the curriculum is revised accordingly to incorporate knowledge and understanding of different cultural heritages and contributions.
227. There is evidence that, at present, there is insufficient clarity about the flexibility within the curriculum and how links to education for diversity can be made.  Moreover, links with the community, which is a rich resource for education for diversity, are often tenuous or non-existent.

228. Whilst some teachers do not see the link between their subject and education for diversity, other feel hampered by a lack of resources, not knowing how to access existing resources, and insufficient training on how to use these resources properly.
 

Recommendations: 

· Qualitative information about the learning environment should be as important as data on attainment in terms of deciding whether schools meet the different learning needs of all their pupils.
· Equality issues should be ‘mainstreamed’ so that the emphasis on cultural diversity does not become an add-on to the existing curriculum.
· Reductions in the number of statements for SEN pupils should only occur where there is sufficient support and capacity in place to meet pupils’ needs. 

Behaviour 

229. Teachers are committed to making a difference to the lives of the children and young people they teach.  The way in which primary head teachers and governing bodies approach pupil behaviour and the level of support given to teachers determines the effectiveness of schools in promoting positive classroom management and in meeting the emotional and behavioural needs of their pupils.

230. The NUT has welcomed the DfES Social and Emotional Aspects of Learning (SEAL) materials which have been sent to all primary schools.
231. The NUT believes that the constraints of a narrow, prescriptive curriculum generate inappropriate pupil behaviour.  The Government’s desire to increase personalisation of pupil learning at the primary stage is welcomed by the NUT but it must be conceived in such a way as to widen children’s opportunities within the curriculum and not to narrow them further.  A child requiring additional support in reading, for example, should not focus on reading to the detriment of other areas of the curriculum.  The NUT sees personalisation of learning as giving pupils the opportunity to learn according to their own learning styles and dispositions.

232. In the current climate of over-prescription within the curriculum and increased testing the NUT believes that the Government should promote playful approaches as one such teaching and learning method.  For most pupils such an approach will increase interest in the curriculum and learning, and as a consequence will lead to improved behavioural outcomes.
233. The NUT believes that there should be a range of provision for primary aged pupils with behavioural difficulties, including EBD schools, residential schools and Pupil Referral Units.  This must include requirements on local authorities to consider and provide for the needs of pupils with EBD (or potential EBD) in the primary sector.  Early intervention must be recognised as a key to avoiding escalating difficulties for these pupils at the point of transfer to secondary.  Pupils requiring separate EBD provision should be enabled to access the right provision at the right time, with the aim of returning to mainstream schooling as soon as they are able.

Recommendations: 

· Early intervention should be a top priority at national, local and school level, in order to prevent difficulties from escalating.

· Behaviour support services should be co-ordinated by local authorities centrally as they are integral to the life of primary schools.

· Local authorities should be required to maintain or have access to a range of behaviour provision, including support services, on-site specialised provision such as units, special schools and Pupil Referral Units.
· Local authorities should undertake a review of behaviour support plans, in order to examine what is in place at a local level, when developing their new children and young people’s integrated plans.

Intervention Strategies 

234. The need for early intervention is crucial if the attainment gap between black and minority ethnic children and the national average is to be tackled effectively.  Together with a range of stakeholders, including parents, pupils and teachers, the NUT held a series of roundtables to discuss specifically the issues surrounding the promotion of the achievement of Black Caribbean boys.  As a result of these meetings, the NUT has produced a Charter for the Promotion of the Achievement of Black Caribbean Boys.  The NUT recommends that the Government endorses and widely disseminates this Charter.

235. The NUT believes that prevention is better than cure when dealing with children with literacy and numeracy difficulties.  The primary phase of education is vital if a child is to become a fully literate and numerate adult.  

236. The national intervention strategies have developed from the National Literacy and Numeracy Strategies and have compounded the problems arising from them.

237. School resources have been targeted to support particular ability groups’ performance in end of Key Stage tests, for example, Key Stage 1 ‘Booster’ classes, catch-up initiatives such as ‘Springboard 5’, Year 6 ‘borderline’ Level 4 pupils and various initiatives targeted at gifted and talented pupils.  Effective as some of this provision may be, the political intention behind its introduction has been to ensure national targets are met.  In addition, the time-limited nature of the funding attached to these initiatives makes it unlikely that teachers will have the opportunity to refine and re-use the work they have done in future years

238. The DfES ‘wave’ model of intervention implies that if pupils do not make progress, the quality of teaching should be investigated, rather than assessing how well support is matched to the pupil’s needs.  In addition, it is important to note that the intervention strategies given as examples by the DfES of the ‘wave model’, such as Early Literacy Support, Additional Literacy Support and Further Literacy Support, were not designed for SEN pupils.

239. OFSTED has found
 “too little firm evidence” of the impact of the ELS, ALS, FLS and Springboard intervention programmes and concluded that the intervention programmes, including booster classes, have not brought about improvements in overall standards.  It reported that provision was not often targeted effectively and may some times be provided for all pupils.  In addition, it was concerned that schools rarely measured the impact of teaching assistants’ work on pupil attainment, particularly when they were working with individual or small groups of pupils.  It also noted “Because of this level of involvement in pupils’ learning, teaching assistants are often not used to reduce teachers’ workload but rather, as one headteacher put it, “to reduce the pressure in the classroom”.  It further suggested that planning the work of teaching assistants, briefing them before lessons and gaining feedback from them afterwards can create more work for teachers.

240. More consideration needs to be given to timetabling issues.  Currently, many children receive additional support outside the ‘mainstream’ timetable, but the intervention programmes do not always marry easily with school timetables, with the consequence that some pupils enrolled in the programmes can miss out on learning opportunities elsewhere in the curriculum.  Not only is this disruptive of a pupil’s learning opportunities across the full curriculum range, it also undermines the ability to embed literacy, including reading skills, across the whole range of the curriculum.

241. The need to integrate specific support for some pupils with the demands of the wider curriculum, in order to ensure the entitlement of every pupil across the full curriculum range, emphasises the need to look at the role of reading and literacy more widely within a whole curriculum context, rather than in isolation.  It also emphasises the need for curriculum frameworks to be flexible in order to meet the needs of all learners, as well as the central importance of enabling time for the school workforce to work collegiately to meet specific learners’ needs, involving specialist teachers of individual subjects working collaboratively and including specialist teachers of SEN and EAL.  Of particular importance is the need to appreciate the role that every area of the curriculum could and should contribute to developing literacy, including reading skills, and the potential artificiality of teaching ‘literacy’ in isolation and devoid of context.

242. In the case of more advanced learners of English as an additional language, it is vital that support is not withdrawn from them if they continue to have areas, such as reading English, where they are less secure, even if they are more secure in other areas, such as spoken English.

243. Typically, intervention programmes are delivered by teaching assistants on a withdrawal basis.  There is a danger therefore that the least able pupils receive less direct teaching from a qualified teacher and that the breadth of the curriculum they experience would be significantly reduced, as pupils are often withdrawn from foundation rather than core subject lessons.  Such a view is supported by OFSTED
, which has stated that “booster classes and other intervention strategies can mean that pupils miss the lessons they might enjoy most, as they spend more time with teaching assistants”.

244. It is not easy to provide effective training for children who find it difficult to learn to read.  If they found it easy, they would not have a problem.  Yet most of the intervention strategies rely on delivery by classroom assistants.  The example of Reading Recovery (RR) training provides a useful comparison.  RR teachers have to undergo a year of advanced training that includes both theory and practice.  RR is not the only effective programme, but its efficiency and reputation are closely linked to the programme’s training programme for teachers and the concomitant enhancement of their professional status.

245. The Bullock report
 recommended that “remedial work is not for the inexperienced or indifferent teacher, but for the teacher who combines a high level of teaching skill with an understanding of the children’s emotional and developmental needs”.  The NUT believes that one way of improving the quality of reading support in schools is by arranging for peripatetic teachers to spend some periods of time attached to mainstream and special schools, where their experience and knowledge could be shared by other teachers.  Such a development could also offer new career opportunities for primary teachers in the current context of falling rolls.
Recommendations: 

· Teachers should be provided with additional time and resources in order to adapt teaching methods to suit the individual child’s needs and difficulties.  

· Those working with SEN children must be highly skilled in understanding the child’s emotional and developmental needs and relate intensive support for reading to the rest of a child’s learning.
· The child’s parents or carer should be made aware of the nature of their difficulties and encouraged to support their child’s learning.
· It is essential that children do not receive two-tier provision.  Where necessary, the primary team should include two qualified teachers in a classroom setting alongside teaching assistants.
Equal Access to High Quality Primary Education

246. The performance data cited above suggests that Gypsy/Roma and Traveller pupils, in particular, do not have equal access to high quality primary education.  Indeed, the same applies to asylum-seeking and refugee pupils.  School performance tables often tend to act as a deterrent for schools to admit high mobility pupils who are perceived as low achievers.
247. The NUT continues to support the establishment of a targeted Grant for Refugees’ Education which would allow local authorities to address specifically the additional educational needs of children from refugee and asylum-seeking families.  At the most basic level, the lack of fluency in English, as a result of high mobility and disrupted education, has been noted by researchers to contribute to and indeed exacerbate social deprivation and exclusion.
 

248. For highly mobile pupils to succeed in the education system, the DfES needs to review existing school admissions policies and procedures for the collection of data on pupils with high mobility.  In particular, the NUT supports the suggestion of some Traveller Education Services that schools maintain a certain number of vacant places in each school year for highly mobile pupils.

249. An equitable education system should offer a wide range of appropriate provision for meeting the needs of pupils with special educational needs.  Primary provision should be appropriately and adequately resourced and include a range of settings sufficient to meet the full range of need at primary level.

250. The NUT believes that inclusion is not about placing all disabled children and children with SEN in either mainstream schools or special schools, ignoring difference and ‘treating all pupils the same’.  It is about meeting each pupil’s needs with the most appropriate primary provision, and making reasonable adjustments to enable each pupil to fully access education and the life of his or her school.  The provision and the adjustments may be different for each pupil.  

251. Teachers must have access to high quality resources, sufficient non contact time, appropriate PPA time and well resourced support services in order to provide differentiated educational opportunities and support for primary pupils with special educational needs.
252. A great strength of the current primary school system is that it is generally ‘comprehensive’ in its nature, that is, its intake is drawn from the local community and is reflective of that community, rather than selecting pupils on the grounds of academic ability, as is often the case at secondary level.  The terms ‘comprehensive education’ and ‘equality of opportunity’ are synonymous.  As the OECD’s Programme of International Student Assessment (2000) report demonstrates, the best education service is one where there is a single, non-diverse, system of well resourced provision within which the needs of all children and young people are targeted and met.

253. Primary education provides an excellent example of the success of a comprehensive approach, in terms of meeting the needs of all children and tackling barriers arising from, for example, the influence of social class and economic and health issues, race, gender, disability or sexuality.  There is nothing which is ‘bog standard’ about primary education or which holds back high expectations of children’s achievements.  By taking a comprehensive approach, primary education can contribute as much to the talented and gifted child as to the child who is currently struggling to learn.

254. In order for there to be equality of access to high quality primary education, there must be in place a fair and equitable pupil admissions process.  Common admissions arrangements are the key to achieving this goal.  The NUT has supported consistently the concept of local admissions forums. Local Admissions Forums must have teeth.  No admissions procedure should be in place which advantages one school at the expense of another.

255. An effective education service is one which is able to respond to local needs.  It is sustained also by a coherent vision of equality.  A focus on institutional choice, however, can have the capacity to exacerbate segregation and strengthen barriers to equality.  It is a concern that is recognised by the Home Office, for example, in its ‘Strategy on Common Cohesion and Race Equality’.  The Strategy says, rightly, that “greater choice in public services could lead to people exercising their choice in a way which leaves them living separate or parallel lives where they do not interact with people from different backgrounds”.
256. Within the primary education system, there should be a sustained attack on the root causes of social and economic deprivation.  Save the Children has found that close to one in ten children still suffer from severe and persistent poverty, lasting for five years or more.  Early years initiatives, such as ‘Sure Start’, are both an important recognition of this fact and a real contribution to tackling a persistent and damaging feature of our society.  Social class still has a powerful influence on the achievements of children.  To its credit, the Government has recognised this.  There needs to be, however, joined up thinking, on how initiatives in communities to tackle social and economic deprivation can link up to primary education locally.

Recommendations: 

· A targeted Grant for Refugees’ Education, which would allow local authorities to address specifically the additional educational needs of children from refugee and asylum-seeking families, should be established by Government as a matter of urgency.

· The DfES should review existing school admissions policies and procedures for the collection of data on pupils with high mobility.

· Local authorities should maintain a range of primary provision, including support services, Pupil Referral Units (PRUs) and special schools for primary aged pupils.  

Improving Access

257. A survey by the Teacher Training Agency (TTA), found that sixty-eight per cent of Newly Qualified Teachers did not feel that their initial teacher training focussed sufficiently on how to teach in an ethnically diverse classroom.
  By implication, many newly qualified teachers did not feel that they had the confidence and/or ability to fully meet the needs of minority ethnic pupils, including those with high mobility and English as an additional language.  The provision of training and standards that enable teachers to become more confident and effective practitioners in a multi-ethnic and multi-racial society is essential.
258. The NUT believes that the inclusion of a community cohesion module in the professional qualification, training and career development of teachers.  In addition, the National College for School Leadership (NCSL) should play a central role in providing school leaders with the skills to raise the achievement of minority ethnic and high mobility pupils.
259. To facilitate a better understanding of the issues facing Gypsy/Roma and Traveller pupils as well as asylum-seeking and refugee pupils, specialist teachers should be involved in initial teacher training programmes and in the development of accredited professional development courses at all levels.
260. Drawing on the expertise of specialist organisations such as the National Association of Teachers of Travellers, Traveller Education Services and Minority Ethnic Achievement Services, the DfES should develop nationally accredited distance learning modules to ensure continuity of learning for a variety of situations experienced by highly mobile pupils.
261. The NUT also believes that the Government should undertake a comprehensive impact assessment of every policy proposal affecting minority ethnic and disadvantaged social groups with high mobility and make it available for public scrutiny.  As a general point, the NUT believes that the Government should carry out an audit of strategies and actions developed by its agencies, such as the TTA, OFSTED and QCA in order to provide schools, local authorities, teachers and parents with a ‘joined up’ approach to raising the attainment of minority ethnic, including Gypsy and Traveller, pupils and elaborate on its impact on social cohesion.

262. A new Disability Equality Duty was introduced in December 2006.  The specific duty for primary schools in England applies from April 2007.  This means that all school policies and practices across primary schools should be evaluated for their impact on disabled pupils.  Primary schools are required to develop disability equality schemes yet there is little awareness among schools of this requirement.  The pace of change in education initiatives must be slowed.

263. The NUT is concerned that where primary schools are successful in teaching pupils with SEN a magnet effect is created and admissions practices become skewed.  This effect, without additional support, will mean that over time the capacity of such schools will become overstretched and the quality of teaching and learning for all pupils will be compromised.  

264. The ‘Costs of Inclusion’ report, cited above, found evidence of the magnet effect.  The Report said: “Some schools have proved successful in accommodating a range of special needs and then finding themselves becoming a magnet, drawing on a widening catchment as their reputation grows.  This may become a virtuous circle of good and improving practice or a vicious circle in which the critical mass of diverse needs becomes hard for staff to handle”.
265. The report further quoted a head teacher who was interviewed as part of the research:

“The problem is that we are becoming a victim of our own success. It’s word of mouth and then because we do so well with special needs we create a demand and then this imbalances the proportion of children we’re able to cope with”.  (Primary school headteacher)

Recommendations: 

· The ITT provider requirements and QTS Standards should be revised to include a community cohesion module and the involvement of specialist teachers, which would enable teachers to become more confident and effective practitioners in a multi-ethnic and multi-racial society.
· The DfES should develop nationally accredited distance learning modules to ensure continuity of learning for a variety of situations experienced by highly mobile pupils.

· The Government should conduct a comprehensive impact assessment of every policy proposal affecting minority ethnic and disadvantaged social groups with high mobility.

Responding to the wide diversity of cultures, faiths, languages and aspirations 

266. The NUT believes that a coherent response to the wide diversity of cultures, faiths, languages and aspirations requires a national framework and strategy.  This presupposes the cross-fertilisation of ideas and co-operation between different Government departments. If the ambition of community cohesion is to be pursued with vigour and integrity, then the various Government departments will need to follow a common agenda and not undermine the intentions of each others’ policy objectives.

267. As a minimum, the Government should implement the recommendation of the Report of the Community Cohesion Panel that “the DfES should routinely monitor the composition of school populations, provide an annual report on trends and develop techniques to encourage choices to be exercised in favour of mixed intake schools”. 

268. Addressing segregation is the key.  Caution needs to be exercised, however, to ensure that undue emphasis is not placed on the negative impact of segregation.  A sense of shared identity within different groups engenders confidence and self esteem.  This needs to be balanced by enough natural and created opportunities for cross fertilisation across different cultural and ethnic groups.  A fundamental problem with the recent debate on segregation has been the tendency to blame minority ethnic communities for being insular, whilst ignoring the same phenomena amongst the majority white community.  If community cohesion is to become a reality, then it needs to be seen always as a two way process.

Recommendation:

· The DfES should routinely monitor the composition of school populations, provide an annual report on trends and develop techniques to encourage choices to be exercised in favour of mixed intake schools.
Identity and Pluralism
269. It is important to continue to ensure that the contributions of Britain’s diverse communities (including within the school curriculum) to society is celebrated but to also place ‘Britishness’ within the wider human rights framework. 

270. The NUT would suggest that we work within the framework provided by human rights, in particular the 1948 Universal Declaration on Human Rights.  The human rights framework is a basic set of universal ethical standards which can be particularly helpful in multicultural societies.  It enables us to be more outward looking, internationalist in perspective and offer a more inclusive understanding of the differences which constitute the British national identity.  This framework is also more likely to be accepted across diverse communities and help achieve the aim of social cohesion.
Theme 7 - Settings and Professionals
Initial Teacher Training 

271. High standards in Initial Teaching Training, together with high quality continuing professional development for teachers as an entitlement and a framework curriculum and assessment which supports learning and creativity, should provide the bedrock for the future success of the primary education in England.

272. QTS Standards should enable and encourage newly qualified teachers to undertake curriculum design or innovation themselves.  The ability to exercise creativity is often cited as an attractive aspect of teaching as a career and the lack of opportunities to exercise it is frequently given as a cause for leaving the profession.  The addition of knowledge about curriculum design within the QTS Standards would not only benefit practice within schools, but also recruitment and retention.  Such a Standard could also feed into those relating to developing subject expertise further in the Standards for later stages of teachers’ careers. 

273. The current QTS Standards provide clear guidance to ITT providers, schools and trainees that cultural, social and linguistic diversity is an essential part of the education of new teachers.  Standard 3.4 requires trainees to differentiate their teaching with particular reference to more able and SEN pupils, whilst 3.3.5 refers to supporting pupils learning English as an additional language.  1.1 demands respect for pupils’ “social, cultural, linguistic, religious and ethnic backgrounds” and 3.1.2 focuses on the varying needs of “girls and boys, from all ethnic groups”.  3.3.6 requires that trainees “take account of the varying interests, experiences and achievements of girls and boys and pupils from different cultural and ethnic groups, to help pupils make good progress”.  This provision could be improved still further by references to issues such as working in mono-cultural and single sex schools.

274. There is still a need for pastoral aspects of teachers’ work, within the context of Every Child Matters and the Common Core of Skills and Knowledge for the Children’s Workforce, to be addressed much more explicitly in the QTS Standards if it is to capture the essence of teachers’ day-to-day work as well as respond to these new policy developments. 

275. Whilst the primary focus of teachers’ work is unquestionably pupils’ academic progress, the QTS Standards need to reflect the actuality of teachers’ practice, which is based on concern for the development of the child as a whole.  The QTS Standards could be strengthened further by references to having knowledge about and taking action informed by knowledge of child development.  This holistic approach to the whole child is particularly important given the need for the Standards to have relevance to early years teachers. 

276. The Common Core has a whole strand on ‘observation and judgement’, to reflect the importance of such skills in recognising developmental delay or behaviour changes.  These would have a direct impact on pupils’ academic progress and, as such, are therefore necessarily part of what all teachers do, although they have received little or no training for it.  The requirement within the Common Core that those working with children should “know that development includes emotional, physical, intellectual, social, moral and character growth, and know that they can all affect one another”, would appear to be a much closer definition of what teachers need to know than what is contained within the QTS Standards currently.

277. The TDA consulted on a range of proposals during 2006 which would have an impact on the structure of primary ITT, the most significant of which was the replacement of the two Key Stage requirements to two ‘age ranges’.  This would affect primary schools far more than the secondary sector. 

278. Primary schools are organised by Key Stage, not by age range.  The recommendation to relate the training to two or more age ranges, three to five year olds; five-seven year olds; seven-nine year olds; and nine to eleven year olds rather than the current two or more Key Stages (Foundation Stage; Key Stage 1 and Key Stage 2), could have a serious impact on the extent to which primary schools would have flexibility in their deployment of teaching staff, not least because of the difficulties of timetabling staff to provide appropriate curriculum coverage.  

279. In addition, teachers need to be able to gain a breadth of experience in order to be able to progress their careers.  This would be particularly important for potential head teachers as, without experience of working at two Key Stages, a head teacher may not be able to be an effective leader of the full range of educational provision offered by a primary school.  The recommendation would have serious implications for newly qualified teachers too.  Induction may only be undertaken in posts which do not demand teaching outside the age range for which the NQT has been trained.  The proposal could mean, therefore, that primary NQTs would be limited to applying for posts at one Key Stage only.
280. It is common practice in primary schools for teachers to move between the Key Stages, in order to secure the best use of available personnel, for example, to ensure that an experienced teacher is able to support a less experienced colleague.  Movement between the Key Stages also provides professional development opportunities for primary teachers as well as enhances career progression prospects.  

281. The difficulty in securing sufficient placements for Key Stage 1 trainees, which the TDA has identified as a key reason for making this recommendation, should be addressed by activities at both national and local level to encourage greater involvement of schools in ITT, not by changing the training requirement. 

282. The proposed first age range requirement, ‘Foundation Stage (ages 3-5)’ is a particular cause for concern.  From September 2008, the Early Years Foundation Stage (EYFS) will become statutory for all early years providers.  The DfES and relevant agencies are encouraging providers and practitioners to view the Early Years Foundation Stage as a framework for the whole 0-five age range, rather than divide it into phases which were covered previously by the Birth to Three Matters and Foundation Stage frameworks. 

283. In addition, the TDA’s recommendation is not helpful to the current debate about the future of teachers in the early years and the relationship between QTS and Early Years Professional (EYP) status.  The TDA has indicated previously that it was considering the introduction of ITT provision which would cover the new EYFS.  Its recommendation in this consultation would suggest that ITT providers would continue to train teachers to work with the three to five age group, although employment as a teacher might not be available.  

284. This wider issue, the impact of the EYP on ITT, was not addressed at all in the consultation document.  This was a serious omission.  The NUT believes passionately that qualified teachers must continue to lead educational provision in the early years.  It does not believe that there is a need for the introduction of the EYP as currently formulated.  It would be far better to use the revised QTS standards and to add the specific early years references in the EYP standards, for example, those relating to play and child development courses, to the requirements on ITT providers, so that an early years QTS, covering the 0-five age group, focused in much greater detail on these matters than currently.  The managerial aspects of the EYP Standards should then be used to establish a separate qualification which teachers might undertake once they have gained experience of working in the sector and were deemed ready to take on a greater advisory and leadership role, in the same way that Advanced Skills Teachers are recruited and deployed currently.

285. Ensuring equity between the early years and compulsory school sectors has been a hard fought process which has only recently been achieved, with the Foundation Stage involving the same kind of staffing arrangements as the compulsory primary sector.  The situation must not be allowed to develop whereby teaching in the early years is seen as being ‘easier’ or ‘less important’ than teaching in the compulsory school sector.  Unfortunately, the establishment of the EYP and the requirements’ proposed limiting of ITT training to the three to five age range appears designed to do just that.  

286. Employment-based ITT training routes have become increasingly popular and now account for a significant proportion of all ITT training places.  It is clear, however, from the findings of both NUT
 and OFSTED
 research, however, that there is significant variation in the type, quality and organisation of training and support experienced by trainees.
287. There is some evidence to suggest that trainees’ professional knowledge and understanding is not always well developed.  In the NUT survey questions which related to training needs, some respondents needed further practical training such as how to plan, assess or differentiate and subject specific content.  Among a minority of respondents there was also a need for more theoretical input such as in child development, teaching and learning styles and curriculum studies.  This observation would appear to be supported by the OFSTED finding that primary GRTP (Graduate and Registered Teacher Programmes) trainees had a good understanding of the content of the NLNS but not of the principles or research underpinning it. 

288. It could be argued that the GRTP gives a narrower image of the teacher as a professional and that, with a focus on school based learning and access to more theoretical studies from external sources limited, trainees would not always be aware of the importance, or even existence, of gaps in their training programmes.  In order to ensure that GRTP trainees are professional educators, rather than ‘technicians’ it is essential to ensure that all trainees have a basic entitlement to theoretical study, which DRBs’ and schools’ current interpretation of training to meet the QTS Standards does not always include. 

289. In primary schools, a substantial number of GRTP trainees were undertaking a full teaching timetable in addition to their training and it would be difficult to imagine how training plans could be adjusted to take account of that.  It would be extremely problematic for all but the most experienced to take on a demanding full time teaching post whilst at the same time undertaking the necessary reading, written assignments and study specified in their training plans. 

Recommendations: 

· ITT should aim to equip newly qualified teachers with the skills and knowledge necessary in order to exercise professional judgement rather than focus on ‘delivery’ of the Primary National Strategy. 

· The QTS Standards should give more emphasis to aspects of primary teachers’ day-to-day pastoral work and child development. 

· Action is needed to address the variation in the type, quality and organisation of training and support experienced by employment-based ITT trainees.
· Primary ITT should be organised by Key Stage rather than narrow age ranges.

Teacher Deployment
290. The full effects of high quality teaching can only be achieved if there are sufficient teachers in each school and if class and group sizes are small enough for teachers and teaching assistants to ‘personalise learning’.  As stated earlier in this response, falling pupil rolls should represent an opportunity, not a threat.  The deployment of ‘surplus’ teachers in the primary sector could reduce class sizes and improve the ability of teachers to meet the individual learning needs of children and young people.  It would allow curriculum opportunities to be expanded and also provide time for professional development and liaison between staff, the establishment of productive links with parents, with other schools and with local communities.  Such a strategy would also enable teachers to liaise with other services at school and local authority level on how to meet the needs of vulnerable children. 
291. Smaller class sizes are more appropriate for all pupils.  The Government’s programme to limit the number of pupils in infant classes should be built on to reduce class sizes for Key Stage 2 pupils.  In January 2006, 15.2 per cent of primary pupils were in classes of more than 30, a figure which has remained constant since 2002.

292. The reduction of infant class sizes has led to unbalanced year group numbers and has led to the growth of the introduction or increased use of mixed aged classes in some primary schools. This has had serious implications for teachers’ workload.  The demands of planning, preparation, assessment and recording on teachers of such classes is unreasonable, especially for those teachers working with both Foundation Stage and Key Stage 1 pupils in the same class. 

293. In addition, support is not always targeted at these classes, especially in schools where resources are limited, due to the pressures relating to Key Stage 2 test results and targets.  The regulations that allow class size to expand to over 30 in a class in order to admit a pupil with SEN can be to the detriment of pupils with special needs. 

294. Independent research in this country, including NUT-commissioned research
 has demonstrated that children learn better in smaller classes.  In smaller classes, teachers can devote more time to individual children, for example, to give detailed feedback on their work, to help motivate and encourage them, thus increasing their opportunities for success.  Mixed aged groups, practical activities and children with special educational needs all create particular demands that require even smaller classes.  A different approach to limiting class size is needed in nursery schools, where the part time attendance of pupils often results in increased overall responsibility and excessive workload for teachers, for instance, in planning and managing over 60 pupils.  The replacement of the term ‘teacher/pupil’ ratios by ‘adult/child’ ratios in early years education has exacerbated this problem. 

295. There is sufficient evidence, mainly from American studies, to show that reductions in class size are associated with improvements in pupil achievements, especially for children in the early years of schooling and for those from ethnic minority groups.
296. Major benefits accrue from reductions in class sizes to below 20 pupils to one teacher.  This is perceived to be prohibitively expensive and reductions to this level have been limited to some states in the USA.
297. Most research studies agree that class size reductions do not affect all children equally. Children in the early years of schooling and those from ethnic minority groups appear to benefit the most.  Evidence from the STAR project showed that the benefits of class size reduction are most marked in the early stages of a child’s schooling i.e., kindergarten through Grade 3 (5 to 8 years) and with black children.  The STAR Lasting Benefits study identified that the initial advantages gained from early exposure to small classes was still evident for pupils at Grade 10 (age 16 years).
298. British evidence of the impact of class size broadly confirms American results and reports decreasing scores in literacy with increasing class size.  Researchers who sought an explanation for how small classes affect pupil achievement suggested that the way teachers organised and taught children in small classes may be a mediating factor.  Most studies report that teachers believe that class size affects their teaching practices, in particular the way they organise within-class groups and the amount of time they can devote to individual children.  Teachers report feeling less stressed and more able to cope with their workload in smaller classes.
299. Research evidence shows a difference between the way teachers suggest they would organise their classes if class sizes were reduced and their actual classroom practices.  Researchers suggest that this is a consequence of few teachers having been taught specifically how to teach in smaller classes, and that it could be rectified during initial or in-service teacher education.
300. Most studies show that teachers of smaller classes report that these are quieter and more easily managed than larger ones.  Therefore, potential discipline problems are prevented from arising.  Researchers in the STAR project also claim that fewer pupils who experienced smaller classes in the early years of schooling subsequently ‘dropped out’ of school at Grade 10 (16 years).  In addition, fewer are excluded and their average number of days’ absence was less than for those who have not experienced smaller classes.
301. Any review of primary education should acknowledge the importance of the Government’s decision to remove Circular 11/90.  This Government Circular set out, in Annex A, a staffing model for pupils with SEN which considered an assessment of the staff time required per pupil, in terms of teacher and support staff, to take account of the particular learning difficulties of each child.  None of the guidance which replaced this Circular has addressed the issue of class size.

302. Currently, no consideration is given to numbers of pupils with SEN in any given primary class when assessing how teachers and support staff time may be most appropriately used. 

303. The NUT carried out a survey
 of teacher SEN training needs amongst its members.  Many of the primary teachers who responded to the survey said that class size and the numbers of pupils with SEN within the class was a key factor in reducing their ability to teach pupils in the most effective way.  One respondent said: “There are far too many expectations of the class teacher and class size makes a huge difference when teaching children with Special Educational Needs.  There seems to be very few professionally trained people to support us”.
304. Class size is perceived as a very important factor by parents.  A May 2001 MORI survey for the Independent Schools Information Service showed it to be the biggest factor behind parents' decisions to send their children to private schools.  The 36 per cent citing this factor was up from 25 per cent in 1997.

305. For the personalised learning agenda to be effective, schools will require additional funding in order to employ more teachers to work with smaller classes.  Simply using additional support staff to work with small, ability grouped sets of pupils will not achieve the Government’s desired outcomes.

306. There is also a danger that the Government’s emphasis on using additional adults rather than teachers to deliver some aspects of the curriculum, such as art, music and PE, will frustrate efforts to extend the personalisation of learning in the longer term.  Teaching assistants and other support staff may have high level specific skills but limited knowledge of the wider curriculum and limited experience of working across the full ability and age range, there would be no opportunity for schools to build capacity for these subjects in the future.
307. The SENCO has a distinctive role within primary schools in supporting both pupils with SEN and other staff within the school.  SENCOs in Primary schools are key to the early identification of SEN and often provide the lynchpin between parents, the school and the additional support a child may require.  It is for this reason that the NUT believe that the role of SENCO in primary schools should be filled by a qualified, experienced teacher who also has a place on the senior management team.
308. Ideally the SENCO should have a proportionate amount of non-contact time to fulfil the role relevant to the numbers of pupils in the school with special educational needs.  In some primary schools this will mean that the SENCO is a full-time non-teaching post.

Recommendations: 

· Each school should be required to have a minimum basic staffing establishment for teachers and support staff.  The basic number of teachers for each institution should be defined by maximum class and group size limits, appropriate distinctions between the work of teachers and support staff, a statutory curriculum framework which requires a balanced and broadly-based curriculum, and the personal and social needs of children and young people.

· The Government should publish legislation which sets maximum class sizes for the 3-19 age range and which sets out also further reductions for class sizes at Key Stage 1.

· The Government should establish a target annually for the total number of teachers and support staff who should be in employment.  Such a target should be informed by the opportunities set out above and the target totals costed in the annual Local Government Finance Settlement.

· The role of SENCO in primary schools should be filled by a qualified, experienced teacher who also has a place on the senior management team.
Professional Development 

309. There is a wide range of evidence, from OFSTED to the OECD, which demonstrates that a trusted teaching profession receiving high quality training and continuing professional development contributes to high levels of achievement for all children and young people.

310. Integral to high quality primary education is a teaching profession with a capacity to respond to the needs of local communities, yet which at the same has a national identity and voice.  Now more than ever teaching is linked nationally through developments in information and communications technology and access to a common bank of knowledge about learning.

311. In order to maintain the high standards expected by parents and pupils, continuing professional development should be part of each teacher’s contractual entitlement.  The National Curriculum can only provide a framework for the practical realities of teaching and learning.  Teachers’ professionalism is defined by their knowledge, skills, experience, training and professional development.

312. It is through an entitlement to continuing professional development, which is integral to a teacher’s work, and not additional to teachers’ workloads, that teachers’ enthusiasm and commitment to teaching can be enhanced.  Such an approach will reduce also the still unacceptably high rate of teacher turnover and loss to the profession.

313. The NUT is committed fundamentally to establishing for teachers a funded annual entitlement to CPD.  The evidence from the NUT’s CPD programme and Union Learning Fund (ULF) ICT training programme is that CPD, valued and owned by teachers, enhances professional confidence, morale and learning.  There is also evidence from the NUT’s TEACHER2TEACHER programme that the most sustained professional development, collaborative CPD involving peer tutoring and expert input is particularly effective for primary schools.  The EPPI reviews on the effectiveness of collaborative professional development highlights the importance of this model.

314. There is, however, a disturbing trend.  The introduction of Planning, Preparation and Assessment in primary schools has meant that some head teachers have cut out the time they used to give teachers during the school day for out of school CPD.
315. There are many layers to CPD, some of which will be the product of Government legislation such as the Children Act.  The school as an institution will have professional development priorities.  Professional development identified, chosen and owned by teachers themselves, however, is the key to high morale, motivation and confidence among teachers.

316. The Government’s CPD strategy, launched in 2001, represented, at long last, a hint of the original 1971 James Report’s intention that, throughout their careers, teachers should have the time, space and funding to reflect, research and develop their practice.  There is strong evidence, for example, that teachers who take a year’s professional development overseas, for example, through Voluntary Service Overseas, return with refreshed motivation and new ideas.  The NUT believes that James’ original vision and commitment can still be learnt from and should still be a cornerstone of CPD policy.

317. Yet many teachers do not have sufficient time to carry out sustained CPD.  There is still an unacceptable variation between teachers and between schools in the time and resources available for CPD.  Only an equitable and dedicated funding entitlement for each teacher can remove this wide variation.

318. It is ironic that primary head teachers are exhorted by Government to commit to a programme of profession development for all their staff’ when resources for national CPD programmes have been reduced and ring-fencing for some professional development activities in the Standards Fund removed.  Given the financial constraints experienced by schools, it is unlikely that professional development activities in the primary sector will be expanded without dedicated, on-going resourcing.

319. A significant number of professional development activities have been affected by changes to funding mechanisms, such as the removal of ring-fencing at school level and little growth in the funding available to support central CPD initiatives.  These include: 

· the Professional Bursaries initiative, which was incorporated into the proposed early Professional Development programme in 2004, which was in turn cancelled later that year;

· grant funding for the Best Practice Research Scholarships and Sabbaticals programmes ended in 2004; and
· the School Improvement Grant, which was used to fund many professional development activities and the induction of newly qualified teachers ceased to be funded through the Standards Fund in 2005.
320. It is the Government’s intention that the flexibility available within the Standards Fund should enable schools to meet the key priorities for professional development.  This is not an adequate approach, as not only is the emphasis on the Government’s ‘key priorities’, rather than schools’ and teachers’ own priorities, but it is also extremely unlikely that many primary schools would have sufficient ‘flexibility’ in funding CPD activities.

321. The NUT believes that continuous professional development is the key method for improving teaching and learning and believes that increased training and support for both teachers and support staff is needed to promote effective approaches to teaching children with different needs.  There is a need for consistent and specific support for teachers of children with emotional and behavioural difficulties.  The NUT has argued consistently that methods for early identification of SEN and for teaching children with SEN should be included in the induction training programme for newly qualified teachers.

Recommendations: 

· Each teacher should receive an annual funded entitlement to continuing professional development.  This entitlement should be made available in two forms; through guaranteed time available during the timetabled teaching day additional to PPA and through securing an individual funding entitlement for all teachers and head teachers.

· It is vital that an effective national strategy for continuing professional development for teachers is launched.  All teacher organisations in England, alongside the General Teaching Council (England), should be asked to establish a set of proposals, the purpose of which would be to secure guaranteed and continuous professional development for teachers.  The strategies would take into account the need to encourage teachers to conduct their own research on what works in teaching.

· The role of Higher Education would need to be evaluated in terms of providing mentoring for those teachers who undertake research.  Specific financial incentives should be given to Teacher Training partnerships and School Centred Initial Teacher Training Consortia in order to develop teams of trained research mentors whose responsibility would be to provide skilled and practical guidance to teacher researchers.

· Local authorities should be encouraged by the Government to establish CPD advisory committees including teacher organisations, Union Learning Representatives and schools to co-ordinate and publicise the supply of professional development.
· The funding model for delivering an entitlement for CPD must focus on ensuring that each school receives a dedicated sum sufficient to meet the needs of all its teachers.  Each school should receive annually a minimum funding entitlement for each teacher for personal professional development.  In addition, each teacher should be entitled to a one term sabbatical once every seven years of teaching to conduct his or her own research into effective classroom practice.

Teacher Recruitment and Retention

322. Evidence from both Government studies, such as that commissioned from PricewaterhouseCoopers and the NUT’s own studies and research point to four reasons for teachers leaving the profession.  They are:

· excessive workload;

· unacceptable pupil behaviour;

· government initiatives; and

· low salaries.

323. It is these reasons which have to be addressed.

324. The arguments for ensuring that teachers’ pay is competitive are well rehearsed.  In the long-term, recruitment difficulties will not be ameliorated by devices such as ‘Golden Hellos’.  The submissions by the National Union of Teachers to the School Teachers’ Review Body have consistently drawn attention to the impact of low salary levels on both teacher retention and recruitment.  

325. The need for a planned approach by Government to the introduction of any new initiatives it contemplates is essential.  Before any initiative takes place, Government must audit the capacity of schools to introduce that initiative both in the terms of financial costs and time available.
326. Unacceptable pupil behaviour impacts on all school communities, particularly teachers.  Despite some welcome national and local initiatives, both headteachers and classroom teachers in primary schools are still unclear about the support available to them externally when school-based strategies dealing with unacceptable behaviour do not work for individual pupils.  Schools still receive mixed messages about whether or not exclusions are acceptable.  

327. Entitlement to professional development is fundamental to the effective retention of teachers.  The Government’s decision to dismantle its continuing professional development strategy is a matter of deep concern.  It is essential that teachers feel that they have control over their professional development.  Evidence from the NUT’s own professional development programme demonstrates that professional development focused on teachers’ needs such as the need for professional development in the management of pupil behaviour is effective and raises teacher morale.  

328. The NUT has campaigned tirelessly over the years to seek to establish effective limits to teachers’ workload and working time.  There is no shortage of evidence about the extent of the problem.  Most recently, the School Teachers’ Review Body undertook a further diary survey to obtain a picture of the average total hours worked by full time teachers in a particular week in March 2006.

329. The findings were alarming – classroom teachers in the primary sector were working on average 50.1 hours per week.  The figures for head teachers were even higher, with primary head teachers working an average of 53.5 hours.

330. They found that despite some important changes to the conditions of service of teachers; the provision of PPA time; and a limitation on cover, there had been “no statistically significant changes in the number of hours worked by full-time teachers between 2005 and 2006”.  Indeed for some, especially head teachers and deputy head teachers there had been an increase in the overall working hours.
331. It is particularly important to ensure that those in management and leadership positions receive their promised management, leadership and head teacher time.  This is important in primary schools, because of the small numbers involved in the management and leadership.
332. There are many inter-related factors which contribute to overall teacher supply.  No single factor is, or should be regarded as, a pre-eminent measure in assessing the true position with regard to teacher shortages.  The NUT’s work has concentrated upon uncovering the whole picture.  The DfES, by contrast, in focusing upon vacant teaching posts (and upon a particular selective definition of vacant post), has in reality obstructed a wider understanding of the current situation.

Balance of Expertise: Teachers, Teaching Assistants and Other Para-Professionals

333. Qualified teachers are among a school's most valuable resources.  The Programme for International Student Assessment
 asked school leaders to indicate the percentage of teachers with a university-level qualification in their respective subject area.  Having more of these teachers was associated, on average across OECD countries, with better student results.  For example, in reading, a 25 percentage point increase in the proportion of teachers with a university-level qualification in the relevant subject was associated with an advantage of 9 points on the reading literacy scale, on average across OECD countries. 

334. The regulations and guidance arising from section 133 of the Education Act 2002 are predicated on the basis that teaching is an activity which can be compartmentalised and that decisions can be made regarding who should undertake work based on the demands of particular aspects of tasks, such as assessment.  Teaching, however, is a complex activity, with seemingly ‘simple’ tasks having an important bearing on teachers’ overall knowledge and understanding of pupils and their needs.
335. A study led by Dr Alan Marr of the Open University for the Economic and Social Research Council
 pointed out that changing or blurring the definitions of teachers' and classroom assistants' roles, or changing their job titles, could help the Government to meet targets on class sizes despite the low levels of recruitment into the teaching profession.  It says one indication of this is the way references to adult: pupil ratios have now replaced teacher: pupil ratios in official statements.  

336. Classroom assistants in Scotland have a more clearly defined set of responsibilities.  The report says, “In Scotland it will be solely the teacher's responsibility to work educatively with the children, while in England and Wales the teacher looks likely to become the ‘manager of learning’ within the classroom as wider educative roles are divested to other adults”.
337. Dr Marr said the most important finding was that there was little correlation between the number of staff involved and the performance of schools.  This shows that while there may be enormous enthusiasm from Government for the use of teaching assistants there is no evidence they do increase performance.  

“The pattern of employment also shows the needs of children are not the key driver behind employment.  This means that many children who arguably need support are not receiving it.  This is an example of a practice fast becoming a plank in Government education policy which is not evidence-based.”
338. The University of Cambridge’s study for the NUT, ‘The Cost of Inclusion’
, contains some disturbing findings about the use of support staff for the inclusion of children with special educational needs:

“It is widespread practice for teachers... to give special needs pupils almost entirely into the care of Teaching Assistants who are often regarded as the ‘experts’, although very few TAs have any qualification or background in special needs …Without expert support they lean more to a nurturing than a learning role and find it difficult to extend challenge and risk taking  ….Differentiation of the curriculum is typically left to the discretion of TAs.  Their care and concern in assuming these responsibilities (very often in their own time) is not matched by the expertise needed to make a classroom lesson relevant or accessible to a child with special needs.”

339. A key recommendation from the report was that teaching assistants should not carry responsibility for differentiating the curriculum but work under the supervision of teachers to plan whole class strategies for support.  The report emphasises that SENCOs should in all cases be qualified teachers and that all staff, teachers and support staff, should be entitled to consistent, high quality professional development.

340. Indeed, the lessons of ‘The Cost of Inclusion’ apply across all areas of teaching and learning, as so often with lessons that are learnt from the developments of special educational provision.  The danger of personalised learning is that it can lead to a hierarchy of provision with those who have the greatest needs being tutored by staff who are the least qualified to carry out the task. 

341. All pupils should be entitled to be taught by qualified teachers.  Support staff are essential team members but they cannot substitute for qualified teachers.  The NUT is concerned that the current practice of sending small groups or individual pupils out of the classroom to work with teaching assistants may be extended as part of the personalised learning agenda.  Some pupils receive more input from the teaching assistant over a school week than from the classroom teacher.

342. Support staff provide excellent support to pupils and teachers within the classroom and are a valuable resource for schools but it is not appropriate for them to be teaching some of the most vulnerable pupils for the majority of their time at school.

343. Indeed, in a recent OFSTED report
 a key finding was that “high quality, specialist teachers and a commitment by leaders to create opportunities to include all pupils were the keys to success” and that “pupils in mainstream schools where support from teaching assistants was the main type of provision were less likely to make good academic progress than those who had access to specialist teaching in those schools”.  The report went on to say that “Teaching assistants provided valuable support, and many were undertaking difficult roles, but this was not a substitute for focused, highly skilled teaching”.
344. Teaching assistants offer necessary support for pupils.  They work effectively with groups of pupils, under teachers’ supervision within the classroom.  The contributions of both teachers and teaching assistants need to be recognised and  rewarded.  

Recommendation:

· Government should define in regulations the core characteristics of practising qualified teachers.  Such a definition should be based on the principle that teaching is a highly skilled responsibility extending across a broad range of professional skills.  The creation of such a definition would provide a benchmark for head teachers and governing bodies in taking decisions about the teacher and support staff structures in schools.

Theme 8 – The Voices of Parents and Pupils
345. As the initial group to which the child belongs is the family, and because it exerts its influence on the child over a long period of time, the family is the primary agent of social development.  The structure and relationships within the family will determine the type and degree of social interaction that the child will experience, and the attitudes and values of the family provide the initial model upon which the child will construct his own attitudes and values.  It is therefore changes in family structure and child-rearing practice that will affect the initial social development of the child.

346. Economic, demographic and social changes brought about by an advancing industrial society have influenced patterns of family life and child-rearing practices.  The decline of the extended family, due to increased mobility and rehousing, has resulted in a nuclear family pattern in which, to some degree, social contact is decreased and social isolation increased.  There has also been a considerable change in family size, resulting in the emergence of a stable pattern of low family size.

“The achievement of the small, consciously planned family took place at the same time throughout the greater part of Western Europe and it must be reckoned a climacteric in social history.”

347. Such familial changes will necessarily affect the social experience of the child.  The following conclusion in the Plowden report is still relevant today:

“…whatsoever the advantage offered by the smaller unit, it certainly affords fewer experiences in the process of socialisation in terms of contact within the family with a variety of personalities and outlooks.  Improvements in housing and the introduction of the mass media can further contribute to the isolation of the modern family from personal contact and have correspondingly accentuated the need for organised association, especially between children.”

348. A further change in family life and structure has been brought about by the greater freedom and equality of women and changing attitudes towards the concept of the woman’s role.

349. Crises and disorganisation in family life have been clearly shown to have a profound effect on the social development and educational progress of the child, especially as these have had a radical effect on the family system.  There is a rising trend in the number of divorces which also effectively increases the number of one parent families.  The most recent information available from National Statistics indicates that one in four dependent children lived in a lone-parent family in 2004.  This was an increase from 1 in 14 in 1972. 

350. There are other particular and specific readily identifiable problems which affect a number of families and consequently children in those families.  These are problems of low income, inadequate housing, unemployment and poor mental and physical health, and are typical of the problems of families caught up in the cycle of deprivation.  In such families, parents providing for the needs of their children are impeded by economic insecurity, a depressing and squalid environment and a general feeling of inadequacy and helplessness.  Children from deprived homes are not only inhibited in their social development, (such children tend to exhibit more frequent behaviour problems), but may also suffer in terms of their intellectual, emotional and physical development.

351. Thus the problem of socially deprived families and the increase in knowledge of child-rearing and development with the changes in attitude that have resulted, have in part led to a greater degree of professional intervention in the life and processes of the family.

352. The NUT has always attached great importance to the development of closer relationships and better understanding between home and school and the younger the child, the greater is the need for co-operation.  Invariably primary teachers welcome parental support and are prepared to put their training and experience at the disposal of parents.  There is no single way in which this relationship can be achieved, but many ways.  The teaching profession has a special responsibility for the welfare of all children and in order to establish the most appropriate balance between the needs of the individual children, teachers are required to determine the mode and timing of such co-operation.

353. Involvement of parents in the education process is a vital factor in raising achievement.  There is a pressing need for Government to promote an ‘education culture’ amongst local communities.  There must be acknowledgement, however, that some parents are indifferent or even hostile to school, often as a result of their own experiences of the education system.  The scale of the task facing schools in securing greater parental involvement, particularly in schools sited in areas of multiple deprivation, should not therefore be underestimated.

354. Parents need to be systematically involved in their child’s education as early as possible in a variety of ways, formal and informal.  Opportunities to celebrate positive achievements need to be found, as for many parents their only contact with school is when their child has misbehaved.  This type of developmental work needs dedicated resourcing if it is to be given the attention it merits.  This should be supported by local authorities, which should promote the importance of education within the community.  

355. Home-school agreements can be a valuable means of encouraging partnership between home and school and of clarifying expectations on both sides.  The NUT has welcomed the Government’s encouragement of parental responsibility.  However, it believes that such agreements may have little influence on those parents who are not supportive of school.  Home-school agreements can be an overly bureaucratic means of encouraging partnership.  In addition, they do not provide any means of enforcing parental responsibility currently, as their ‘compulsion’ relates only to schools. 

356. Schools which serve areas with a large minority ethnic community require additional support and assistance in engaging and communicating with parents from different communities.  These should focus on strategies to identify and tackle any barriers to parental involvement, for example, parents who are not familiar with the English education system and/or have English as an additional language.

357. It is also important that primary schools consult their local communities in all their diversity.  For example, if the achievement of minority ethnic pupils is low, then minority ethnic parents and the community should be part of the development of the school’s strategy.
Recommendations:
· Learning networks, which link various educational organisations with community groups, need to be developed, with local authorities co-ordinating solutions to barriers such as lack of childcare or public transport.
· The Government should provide guidance rather than prescription on how schools should implement home-school agreements to allow schools the flexibility to respond appropriately to local needs.
The Voice of the Pupil
358. The National Union of Teachers has been at the forefront of promoting school self-evaluation.  The voices of young people were at the centre of Professor John MacBeath’s 1996 study for the NUT’s ‘Schools Speak for Themselves’.

359. A key section of the report focused on the views of younger children.  The self-evaluation approaches contained in the report opened up new possibilities for gathering the views of pupils on; the best conditions for learning; school facilities such as toilets; and how to improve the just solution to quarrels and incidences of bullying.

360. The NUT believes that the pupil voice is integral to enhancing young people’s commitment to their learning.  There are a range of national organisations such as School Councils UK and the English Secondary Students Association which provide sources of innovative practice in making the pupil voice integral to school life.

361. Their work stands in sharp contrast, however, to OFSTED’s pupil letter, where Inspectors are expected to summarise inspection reports in the language of children as young as five.  Such letters, written in child-like language represent the antithesis of the voices of children themselves.

362. ‘Bottom-up’ school self-evaluation, constructed by and under the control of school communities themselves, captures the views and ideas of children far more effectively than inspectors attempting to second guess what is best for them.

363. There is a strong argument for bringing together best practice in primary schools and early years settings on models and instruments for gathering the ideas and views of young children.  Such best practice is integral to pedagogy including the teaching of literacy and numeracy.  A bank of pedagogic practice would complement a bank of good practice in gathering pupils’ perceptions about their relationships with school life.
Recommendation:
· A national bank of good practice in pupil centred pedagogy and in gathering pupil perceptions about their lives in primary schools should be established.  Who should be responsible for establishing and maintaining such a bank is open for debate, but it should be independent of the Government, involve young people themselves and representatives of teachers and be a vital and relevant pedagogic resource for school communities.
Theme 9 – Beyond the School
364. The NUT believes that any consideration of the factors that impact on children’s lives beyond school must take into account the impact of the advertising and marketing industry and its ability to undermine the work that schools do to promote children’s health and wellbeing.
365. There has been a great deal of debate concerning the conditions that create a good childhood and the influence of the pressures of modern life on children.  Many of these pressures are influenced by the impact of the advertising and marketing industry on children’s lives.

366. Childhood is becoming increasingly commercialised.  The NUT believes that children should be protected from advertising aimed at enticing them or their parents to buy products of a particular brand. 

367. Schools have an important role to play in promoting children’s health and wellbeing.  The NUT has provided a range of detailed guidance on the steps that schools can take to improve children’s health and wellbeing.  It is also producing a Charter setting out the steps that need to be taken to stop the increasing commercialisation of childhood. 

368. Whilst schools and teachers are working hard to promote healthy lifestyle choices to children, it is important to recognise that they can only do so much when children are facing a continuing stream of marketing. 

369. Children cannot be shielded totally from 21st Century society where advertising and branding is all pervasive.  An important aspect of education is to prepare pupils for adult life and that involves developing their abilities to think critically and draw their own conclusions.  The NUT is concerned that the advertising and marketing industry’s infiltration of children’s lives is undermining schools’ ability to carry out this important role. 

370. Companies are unashamedly targeting their campaigns to exploit children’s ‘pester power’ on every level from day to day purchases of food and drink, through treats, such as meals out, to clothes and toys, which can include expensive electronic equipment.

371. There are several levels of danger arising from advertising aimed at children.  The most obvious is advertising connected with food and drink which encourages children towards an unhealthy lifestyle.  This is leading to a generation of children many of whom are overweight and under-active and/or seriously lacking in essential fats, vitamins and minerals that directly affect development and wellbeing.  The advertising industry is constantly developing more and more sophisticated ways of influencing children: through the use of cartoon characters and celebrities, not just via the media but by the internet and mobile phones. 

372. Outside school, children have access to an increasing range of technology such as television, the internet, online forums, mobile phones and computer games.  Whilst technology such as computers and the internet can enrich and expand children’s social and educational experiences it can also be used by companies to communicate with children, often without their parents’ knowledge. 

373. Society’s obsession with body image and celebrity culture has meant that children are faced with unrealistic and unachievable images of what they should look like.  This has led to an increase in illnesses such as anorexia, bulimia, and binge eating disorders.  The obsession with body image has also led to the increased use of sun beds.  Prolonged exposure to sun beds damages skin cells leading, in some cases, to cancer.

374. The NHS reports rising incidence of mental illness among the young, with anxiety and depression linked to the pressure to buy, to own, and to consume. The data shows today’s children are unhappier than any generation of the post-war era. 

375. Children are also being targeted by advertisers whilst at school.  The NUT is alarmed at the targeting of schools by businesses intent solely on the marketing of their products and the exploitation of schools, pupils and parents.  It has issued guidance to its members on the use of commercial materials in schools, which often involve the collection of branded wrappers or tokens from snack food products.
376. The use of commercial materials sends confusing messages to pupils and parents about what healthy eating is. In its report ‘Tackling Obesity in England’, the Audit Commission stated that schemes such as Walkers Books for Schools “may encourage children and their families to buy more snack foods with high fat, salt and sugar content”.  

377. One of the most worrying aspects of commercialisation is the creation and reinforcement of a culture of cool amongst children and young people.  Unfortunately to be cool these days includes a range of attributes and behaviours that are almost entirely negative especially towards schools and teachers.  All of these issues have implications for schools and for teachers.

Local Authority Children’s Services
378. The greatest potential for such joined up thinking lies in the widely welcomed ‘Every Child Matters’ agenda which recognises and sustains the idea that every school is at the centre of its community.  It is an approach which is equally important for urban and rural communities where it is introduced by communities themselves.  There may be detrimental effects of extended school provision which must be guarded against.  Whereas one school might be able to offer wrap-around provision, another because of space or funding constraints may not be able to.  The school which is unable to offer such provision could suffer a significant drop in admissions.

379. While Children’s Trusts are being established, the relationship between Trusts and schools has yet to be explored.  Schools cannot simply create new services themselves. Neither can local authorities simply establish new services in schools.  The evidence is that for extended schools and full service schools to be successful, it is schools which have to take the lead in initiating and developing services in co-ordination with local authorities.  In short, schools themselves must own the development of services. Otherwise, those services will not be effective.
380. In this context, the declining role of local authorities and their recasting as ‘commissioners’ of local services is a matter of concern.  Effective local authorities, as a whole, do not operate from the citadels of county or town halls but are ones where employees, parents and governors are seen as part of those authorities with their organisations working in partnership with them.

381. It is local authorities that have the capacity to ensure that services support schools effectively. They also have a continuing role in providing services.  The Government’s own Special Educational Needs strategy rightly points to the vital need to protect SEN services and behavioural support services, from piecemeal erosion.  Support for children from minority ethnic groups through Ethnic Minority Achievement and Traveller grants is vital.  Local authorities have a vital role also in planning and securing disability access in schools and colleges.  In short, confident and trusted local authorities play an essential role in ensuring all children and young people have equality of access to education.

382. The concept of ‘extended schools’, in particular, the siting of health and social services in primary schools, would be particularly beneficial in areas of disadvantage.  Multi agency approaches to children’s services could facilitate access to services amongst local communities and could also have the advantage of freeing teachers in schools to focus on educational achievements rather than the wider social needs of pupils that could be better met by others.  

383. Such approaches would need to be based upon a presumption of a ‘joined up’ strategic approach at local authority level.  It is also essential to ensure that schools participating in the extended schools’ initiative are not subsumed into the larger community organisations which would be established and that they retain their own distinct identity.
Recommendations: 

· The Government should introduce legislation to ban all advertising and marketing activities on school premises.  Legislation should restrict the type of companies that are allowed to produce education materials.

· The advertising and marketing of unhealthy food and drink to children should be banned. This should cover all forms of advertising and marketing activity including: television, sponsorship, celebrity endorsement, mobile phone, internet, email and publications aimed at children.
· The Government should investigate ways of ensuring that the advertising and marketing industry is far more socially responsible and aware of the messages that they are giving to children and their families.  The Government should draw on the expertise of consumer groups such as the National Consumer Council and involve teachers in this task.  There should be greater restrictions over the marketing of goods and products to children which should cover all aspects of marketing, not just television.

· Local authorities should establish local children’s services advisory forums, to advise local authorities on the development of the ‘Every Child Matters’ agenda, including the development of extended and full service schools and to coordinate and ensure the effective provision of a range of services for schools.  Their membership should include representatives of parent, teacher, support staff and governor organisations and could be chaired by lead members of children’s services.  Their purpose would be to ensure that extended school provision is planned from the ‘bottom up’ with additional resources guaranteed where identified and needed and any unintended consequences as a result of wrap around provision reduced to a minimum.

· It is essential, in the context of Children’s Trusts and Directors of Children’s Services, that local authorities retain second-tier officers for education and social services in order that schools can be confident that when initiatives are proposed and agreed, they can be implemented successfully.
· Initiatives for the development of extended schools should come from schools themselves. Audits should be conducted of additional services needed at school-level by schools in conjunction with local authorities.  With financial and logistical support from local authorities, schools would make proposals for developments.  With funding support from Government, local authorities would be required to cost developments and guarantee funding, including capital funding.

· All local authorities should be required to retain or ensure primary schools have access to a range of core services and provision.  These are set out below:

· Core services for minority ethnic achievement should be maintained by local authorities.  The role of those services should be to provide support to schools and to pupils where necessary and to provide also professional development for teachers.

· Each local authority should be required to establish or be able to provide in collaboration with other local authorities a full range of special education provision, including Educational Psychology services.  The range of services should include support services for children with specific special educational needs.  Each local authority’s policy on inclusion should involve maintaining a wide range of provision including linked mainstream and special schools.  Local authorities should continue to be required to develop access to all schools in order to secure complete disability access.

· Each local authority should be required to provide behaviour support for schools. No school should be required to continue to accept on roll pupils with continuing unacceptable pupil behaviour. No child should be written off.  It should be a requirement on all local authorities to maintain or have access to a range of provision, including behaviour support services and schools for pupils with emotional and behavioural difficulties.  All local authorities should maintain or have access to Pupil Referral Units and Hospital and Home Services.  Such services are vital in supporting children who are not taught in mainstream schools and are vital also in meeting the needs of vulnerable children.  The right to education of all children needs to be protected.
· In the context of new local authority responsibilities for vulnerable children, each local authority should appoint lead professionals whose role would be to provide advice to schools and to take action where necessary when a vulnerable child has been identified.  The Children’s Services Grant should be sufficient to fund the appointment of lead professionals.  With schools and teacher organisations, local authorities should continue to develop practical policies on pupil behaviour, including on bullying and homophobic bullying.

· The Government should maintain and upgrade, in line with inflation and need, specific Ethnic Minority Achievement and Traveller Grants.  A national grant should be established for local authorities to draw on when their schools experience significant increases in the number of children of refugees and asylum seekers.
Theme 10 - Structures and Phases
Pre-school Provision: ‘Educare’
384. The NUT does not support the Government policy, which is the rationale for the new Early Years Foundation Stage, that there is “a false distinction between ‘education’ and ‘childcare’.”  It believes that the merger of discrete early years educational provision for three and four year olds with  childcare will negate the proven long-term benefits of early years education, which was the prime motivation for the introduction of a free entitlement to nursery education by Government.

385. The terms ‘education’ and ‘care’ have different definitions, different training and education requirements and qualifications and should have different emphases and priorities in their delivery.  Teachers are continually identifying opportunities to maximise learning, assess developmental needs and recognise opportunities for direct teaching.  Carers, on the other hand, emphasise immediate well-being and different, sometimes wider, aspects of development.

386. The desire for greater integration in terms of the availability and accessibility of services to young children and their parents must not be interpreted as requiring a merger of those traditions.  High quality education is underpinned by good standards of care.  Good quality care inevitably leads to opportunities for learning.  Integration must focus on easier access to services, not lead to a compromise in terms of provision in which the strengths of neither care nor education are apparent.  Education and care overlap, but those involved in planning and organising provision for young children should continue to regard them as having distinct characteristics.

387. Whilst recognising that currently many children may have to be moved between settings providing childcare and those offering educational provision, in order to fit in with parents’ commitments, this would not appear to be a valid reason for proposing such a radical shift in entitlement.  

388. The suggestion that many Children’s Centres will be located in primary schools or on school sites, often as part of the ‘extended schools’ programme, will need careful management if it is not to be seen as an imposed initiative.  Such developments must be determined and led by schools, taking into account both the needs of the local community and the school’s capacity to implement such a development.

389. In addition, there is potential for the Children’s Centre to disrupt significantly existing patterns of early years provision.  The NUT has held long-standing concerns that the Government’s previous programme of expansion of nursery places for three and four year olds, especially in the most challenging communities, has not, as was intended, built on existing high quality education provision and has, in fact, been at the expense of maintained nursery schools and classes. 

390. This represents a significant barrier to children’s early educational development, which would also impact on their future school career.  For children from disadvantaged backgrounds, this effect would be even more acute.  A proper distinction between the kind of provision on offer and, in particular, its quality, is needed if all children are to benefit from the Government’s investment in early years provision. 

391. Although there has been significant growth in early years provision, the bulk of this has come from the private sector.  Improving the quantity of provision is not enough.  Research evidence tells us that who provides early years education is vital in determining its quality and impact. 

392. The Effective Provision of Pre-School Education (EPPE) project has demonstrated that maintained nursery classes and schools and publicly-funded combined centres score significantly higher than private nurseries and playgroups across all of the seven criteria it assessed.

393. What is more, it found that in private nurseries, it was often less the staff’s interventions and more the parents’ pro-active behaviour which accounted for children’s progress, as families using private nurseries were predominantly middle-class.  In more socially diverse settings, however, it was the quality of practitioners’ knowledge and understanding of curriculum and pedagogy that was vital and that trained teachers were the most effective in their interactions with children.

394. The NUT is particularly concerned about the role of qualified teachers within Children’s Centres.  The current Sure Start guidance on establishing Centres advocates ‘strong learning and teaching’ by qualified teachers, who should plan and ‘substantially lead’ activities for all groups of children.  The advice goes on to say, however, “we would expect that in most centres the employment of an early years teacher on a half-time basis would achieve this objective”.  (NUT’s emphasis) 

395. This is contradictory to all that is known about effective early years education provision.  The Effective Provision of Pre-school Education (EPPE) research cited above found that “settings which have staff with higher qualifications, especially with a good proportion of trained teachers on the staff, show higher quality and their children make more progress”.  The evidence clearly indicates that there should be at least one full-time teacher employed in every Children’s Centre working directly with children as well as planning and managing other staff members.  The NUT believes that every Children’s Centre should employ at least one full-time teacher who would have the key responsibility for education within the Centre.
396. The Government’s recognition that the provision of high quality sustainable childcare involves a move away from a demand-led approach and the provision of ‘supply-side’ subsidies is welcome.  According to anecdotal evidence received by the NUT, plans for the establishment of a Children’s Centre in some of the most deprived wards in the country have stalled because of lack of funding, even though there is immense need for such provision in that area.

397. The Government’s insistence that childcare provision must be self-financing does not take into account the difficulties of achieving this in very deprived communities.  Even in more affluent areas, the NUT is aware that provision has had to be subsidised by the local authority.  This trend is also apparent for initiatives such as school -based breakfast clubs.  When provision was subsidised, it was well-attended, but when parents were expected to pay their full contribution, attendance declined to the point where provision was no longer financially viable.

398. Current systems in place to secure funding for childcare and other forms of social care provision can also be extremely bureaucratic, for both schools and parents.  In addition, some forms are perceived to be over-complex and/or intrusive by parents, which can act as a significant barrier to participation and access for the most disadvantaged children.

399. The constant changes to funding arrangements for existing early years childcare and education provision have meant that in some cases, parents have had to give up work if the provision closed as a result of the changes in funding arrangements. It is essential, therefore, that long-term equitable funding arrangements for Children’s Centres are prioritised as a matter of urgency.  

Recommendations:
· Priority must be given to the quality of the educational experience young children receive in Children’s Centres and other settings which offer both education and childcare, in particular, the need for qualified teachers who are early years specialists.
· Where early years provision is designated as ‘education’, it should be provided by a qualified teacher.
All-Through Schools

400. All-through schools, serving the three to 19 age range, are becoming a new feature of Government policy, particularly in relation to its Academies and Trust Schools initiatives.  Such proposals have also been made because of a projected fall in pupil numbers, invoking ‘value for money’ arguments.  All-through schools are generally not popular with parents, particularly those with younger children.  There are a number of key factors which have influenced parents, which also reveal much about the perceived strengths of primary education.

401. The safety and well-being of children in outdoor play areas and communal leisure facilities may be a cause of concern, as there is a significant perception that the proximity of older children and teenagers would lead to increased bullying.  This is closely linked to the potential reduction of pastoral support and personal contact with the teacher.  Most primaries are small and staff know all of the pupils and parents, unlike large secondaries, which are viewed by parents as much more impersonal. 

402. Younger pupils may have to travel further to school, as the catchment area of all-through schools are typically far larger than those of traditional primaries.
403. There is also a perception that teaching and learning would be organised in accordance with, or certainly influenced by, secondary principles, for example, much more subject-orientated. 

404. There are also concerns about the loss of strong Foundation Stage, KS1 and KS2 expertise within the senior leadership team and the need for a headteacher in the primary phase: the emphasis should not just be on the secondary provision offered by the school.  Any potential savings through economies of scale would be unlikely to be able to fund such staff, however. 

405. The ‘rite of passage’ that is transferring to secondary school would be lost if pupils attended the same school throughout their school career.  Equally, some pupils would probably transfer to the school at the end of Year 6, as there is typically more capacity in the secondary section of all-through schools – this would negate any arguments about improved transition or tackling the ‘underperformance’ dip in Years 7 and 8.  

406. Such concerns have outweighed more positive perceptions, such as better quality shared specialist facilities – ICT suites, sports facilities, science laboratories etc.

Middle Schools

407. The educational arguments for both the traditional two-tier and the more recent three-tier systems are finely balanced; there is no overriding educational argument in favour of either.  Many arguments advanced to support plans to reorganise middle schools were based on an ill-considered and hasty reaction to the introduction of the National Curriculum and the legally defined stages.  More recently, reorganisation in response to falling rolls has hastened the decline in the number of middle schools.  The DfES Annual Statistics on schools do not give separate figures for middle schools, as they are ‘deemed’ to be primary or secondary.  The most recent figures available, given in answer to a parliamentary question in 2006
, were that there were 24 local authorities in England that had a total of 367 middle schools. 

408. Middle schools have developed particular strengths and offer their pupils particular advantages.  Their focus on the education and developmental needs of pupils aged between eight and 13 allows for a gradual transition to the greater focus on subjects of the secondary years.  The gradual introduction of more specialised areas of work is done without losing a child’s links with the class teacher.  A middle school system can help to ensure the availability of specialist teachers not generally found in primary schools.  Potentially this can develop work in those subjects like science, history and geography which have often been a lesser part of the training of many primary teachers. 

409. In addition, greater consideration may be given to pupils’ transfer between schools and developing liaison schemes between schools, as transfer happens in the midst of Key Stages.  This makes liaison at transfer essential rather than just desirable.
410. Moving through the three-tier system need not disrupt pupils any more than a two-tier system.  Middle schools now have long experience of close co-operation with first and upper schools.  This co-operation is less complex than is required by the greater numbers of schools often involved in primary/secondary transfer.  Schools in three-tier systems have worked to build strong and effective links so that pupil transfer is smooth and carefully planned.  Arrangements are often better developed than in other systems.  Large areas of the country have separate infant and junior schools which require two changes of school in any case.  Combined first and middle schools exist where either geography or population make them more appropriate.

411. Properly organised and supported three-tier systems offer a worthwhile and justifiable means of providing education in the future.  The achievements and strengths of the schools within such systems should be built on and developed.  Local authorities and central Government should recognise and properly acknowledge the contribution which middle schools are making within our education system.

Recommendations: 

· Local authorities with middle schools should review their future resourcing arrangements for those schools and make adequate allocations for them.
· The DfES should recognise middle schools as a significant category.
Pupil Grouping and Streaming
412. There is very little use of streaming in primary schools.  Much more common is the use of pupil grouping for specific purposes.  Nevertheless, for the purposes of this submission, it is worth rehearsing the evidence on streaming, particularly since it has a currency among some in Parliament.

413. There is little evidence that streaming pupils raises performance against standards.  In fact, there are no overall advantages of pupil streaming which can be isolated from good teaching.  Decisions on the organisation of pupil learning must be that of each of the schools.
414. Research by the Institute of Education plus Sussex and Brighton and the IoFE EPPI Review has shown that formal streaming of pupils can lead to differential levels of resourcing; unequal availability of teachers; labelling of pupils which undermines their motivation; and a lowering of the expectations made of many pupils.

415. Streaming can make it difficult for pupils to change streams because of differential rates of progress through the curriculum.  Furthermore, between 50 and 60 per cent of primary classes are ‘mixed-age’, many of them as a result of the small size of schools.  Streaming in such situations is impractical unless there is to be a major disjuncture between class groups and age groups.
Theme 11 – Funding and Governance
Funding 

416. There has been a welcome increase in investment in primary education since 1997.  Additional investment has made a material difference in schools, both in terms of school revenue budgets and improvements in school buildings.  The Government’s objective of achieving the OECD average percentage of the GDP spent on education has at last been achieved.  There is still more to do.  The NUT supports the Chancellor’s commitment of raising the levels of state school funding to private school levels.  This objective should be achieved by 2014.
417. The fundamental question about how to quantify and meet the basic and additional needs of schools has still yet to be resolved, however.  Equality of access to education cannot be subject to short-term changes in funding.  While the Government’s three-year spending reviews have eased abrupt changes in public spending levels, more sustained mechanisms for supporting education spending are needed.

418. The NUT is aware of the views expressed by some head teachers relating to the difference between funding for primary and secondary schools.  It has taken the view consistently that under-funding afflicts both primary and secondary phases and that therefore the issue of primary under-funding cannot be solved by transferring resources from the secondary to the primary sector.
419. This position is based on a needs-led approach to funding in which the resources needed by schools are identified and factored into the funding mechanism.  This would include, for example, assumed levels of non-contact time and staffing needed to deliver the curriculum.  Such a needs-led analysis should enable the needs of both primary and secondary schools to be assessed without falling into the trap of ‘robbing Peter to pay Paul’.  It would also be a huge change from the current system, which is characterised by a limited amount of funding decided according to political priorities rather than need and then distributed on the basis of pupil numbers.

420. In the NUT’s opinion, the current funding arrangements for schools do not represent a ‘joined up’ policy which responds to identified needs in disadvantaged communities.  The funding formula does not allow Government to target funding for such schools, which would go some way towards ‘levelling the playing field’ in terms of meeting both individual children’s and schools’ needs. 

421. In ‘Funding for Education’, a report by Coopers and Lybrand commissioned by the NUT in 1996, a series of proxy factors were outlined which make very clear deprivation links, for example free school meals, single parent families, numbers of children taken into care, children with criminal convictions, the environment the school occupies and the crime rate around the school.  These proxy factors should be taken into account by Government to respond to individual schools’ funding needs.
422. The current funding system which is based on pupil numbers exacerbates the polarisation of intake experienced by many urban schools.  Successful, popular schools are able to afford better pupil facilities and resources, all of which may help to improve performance, hence generating even better results and more pupils the following year.  Struggling schools, however, lose money from their budget as pupil numbers decline, necessitating cuts in provision which reduce the chances of performance improvement.

Recommendations: 

· The Government should set up a funding review group to establish a funding mechanism for schools and LA services that is based on activity led funding costing the requirements placed on schools.  It should draw on previous work conducted by the Government’s Education Funding Strategy Group.  The funding review group should establish a single mechanism for schools.  Membership of the Funding Review Group should be drawn from local and central Government and from all teacher and support staff unions.

· A separate funding review group should examine the role and capacity of local authorities to sustain across all services the needs of socially and economically disadvantaged communities.  At a stage when initial work is completed both groups would combine to agree coherent and joint findings for Government.  Prior to the establishment of both groups, the Government would commit itself to carrying through both approaches.

· The relationship between Government policy developments and their cost needs to be clarified.  The Government should audit the cost of its statutory requirements and policy commitments for the education service.  Each policy introduction should be accompanied by an evaluation of its cost.  Such a cost evaluation should cover the real term costs of introducing other services at school level, including capital costs.
· A separate funding review group should examine the role and capacity of local authorities to sustain across all services the needs of socially and economically disadvantaged communities.  At a stage when initial work is completed both groups would combine to agree coherent and joint findings for Government.  Prior to the establishment of both groups, the Government would commit itself to carrying through both approaches.

· The Government should set an objective to raise the levels of state school funding to that enjoyed by private schools by 2014.
The Role of Local Authorities

423. Local authorities’ support to schools is central to school improvement efforts and to the wider services offered increasingly by schools.  Many of the responsibilities with which local authorities are charged, however, may no longer be exercised by local authorities, as a result of the Government view of local authorities as ‘commissioners’ rather than providers of services, enshrined in the legislation Contracting Out (Local Education Authority Functions) (England) Order 2002.  This undermines the role of local authorities in providing expert and knowledgeable advice to schools, which no other agency is better placed to carry out.
424. The Order enables local authorities to retain only the broadest monitoring role in the implementation of national initiatives, compounding the situation where all functions concerned with the curriculum and assessment are considered appropriate for contracting out.  In addition, local authorities have found it increasingly difficult to recruit and retain high quality staff to undertake such roles, often due to the financial constraints arising from the trend of delegating education funding direct to schools, leaving little available to maintain central services.
425. In order for local authorities to be able to provide the support primary schools need, they must be provided with the necessary resources, including experienced and expert personnel.  It must be recognised that not all local authorities have been able to maintain sufficient numbers of high quality advisory staff and that local authorities themselves may require support in this respect.  

426. In addition, the increased emphasis given by Government to school autonomy and to different types of school working outside the local authority ‘family’, either individually or in clusters, limits considerably the amount of support local authorities are able to provide.  What effect will widespread school autonomy have on centrally supported services such as speech and language therapy or the co-ordination of equipment for children with SEN?
Recommendation:
· Specific funding to support collaborative arrangements between schools should be available to schools from Government and local authorities.  It should be a requirement that any specialist facilities developed by individual schools should be available to schools in the wider community.
School Governance 

427. The NUT believes that governing bodies have a general responsibility for the conduct of a school with a view to promoting high standards of educational achievement.  It is also important that school governing bodies serve their immediate communities.  That is why it is important that the constitution of governing bodies is made up of parental and other community representatives.

428. In order that schools work closely with their wider school communities, the stakeholder model of governing bodies is essential.  Governing bodies have a crucial job to perform so that community cohesion is at the heart of what they do.  Building community partnerships, therefore, is an important part of the business of governing bodies.

429. In practice, much responsibility for curriculum, finance, starting buildings and lettings, will be delegated to the head teacher with the governing body being involved in managing and evaluating school policies and practises.  In all the work of governing bodies, the staff governors’ perspective is significant and valuable.  Possessing professional expertise and the opportunity to have daily contact with the head teacher, staff governors will be aware of all the main issues facing schools.  It is appropriate, therefore, that they are involved with all the sub-committees of the governing body. 

430. It is essential in primary schools to have a strong and knowledgeable governing body.  The school governor with specific responsibility for SEN should have access to appropriate training and should be well versed in up to date regulations applying to SEN in the primary sector.
431. The role of staff governors in the system is an important one; having close contact with the head, other teachers and parents and being aware of educational issues.  Staff governors are well placed to help create a climate in which governing bodies consider these responsibilities with reference to the educational wellbeing of the institution and of the individual pupils. 

432. Local democratic accountability should be safeguarded at school level, therefore, in all schools.  Representation of parents, staff, local authorities and the wider community must be maintained on governing bodies rather than allowing them to become the ownership of individual business people or sponsoring trusts.  Where stakeholder models of governors are threatened, local authorities should have a duty to ensure proper support and training for governors and should be able to offer incentives such as childcare payments to ensure that all sections of the community can be represented on governing bodies. 

Recommendations:
· Governing bodies should continue to be made up of key stakeholders: such as parents, staff, the community, with community governors, representing the wider school community and representation from the local authority.  No one group, such as a trust or sponsor should have the power to nominate the majority of governors on any school governing body.
CONCLUSION
433. The NUT’s policies and recommendations aim to contribute to a high quality primary education system, based upon equality of opportunity, leading to maximum achievement for all pupils.  The achievement of these aims would be beneficial for pupils and their parents as well as for teachers

434. The NUT believes that neither it nor any other organisation or individual should attempt to dictate teaching methods.  The relevant decisions are at the heart of professional judgement.  If teachers are to be most effective, learning is to be the key focus of education and achievement of all pupils is to be maximised, this judgement must be valued and fostered.

435. The NUT hopes that the Primary Review process will initiate a public debate about primary education in England.  Primary teachers have borne the brunt of imposed Government reform over the past 30 years.  In the main, these changes have failed to meet the problems and needs identified by primary teachers and others.  They have also devalued and ‘squeezed out’ school level development which research has shown to be the most effective in bringing about real and lasting improvement.

436. Those working in primary education now deserve to have their achievements recognised and sufficient resources allocated to allow them to use their expertise to the full and raise the achievement of pupils.
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