Introduction:

Successful Futures (Donaldson, 2015) provides an exciting, motivating yet daunting opportunity for all practitioners in Wales to devise a curriculum which raises attainment for each child and young person in education.  As Donaldson states, the importance of creating a curriculum is to enthuse and challenge through a range of good pedagogical approaches and increased teacher autonomy resulting in effective learning. Throughout my career pedagogy has commonly been defined as a synonym for teaching whereas van Manen (1999) clarifies, it is crucial to focus on the relationship between teaching and learning rather than existing as separate entities. Wyse et al  (2012) describes teaching as the actions taken while pedagogy is described as the actions alongside the values and ideas that must be considered. “Pedagogy is the art and science of educating children” (Loughran, 2006) it is how something is taught and learnt it is the “method and practise of teaching” (Oxford, 2018).  These definitions reinforce the complexity of teaching and how it is the responsibility of educators to make well informed choices in their pedagogical strategies to link the learner to the curriculum (Wyse et al., 2012). 

As an integral member of an inner city, multicultural schools’ leadership team we must not forget that to raise standards in education there is an increasing widespread agreement of the need to raise the quality and effectiveness of teachers, “putting teachers and teaching at the forefront of change”  (Hargreaves and Fullan, 2012).  Deciding what high quality teaching looks like, what aspects of pedagogy must change and what good practise should remain is a continued debate however, as Whelan comments: 

	School systems need to ensure that their curricula are relevant and contain enough flexibility to accommodate different learners and different social and economic needs ... all these things are important and ultimately impact academic performance. However, none is nearly as important as the quality of teaching (Whelan, 2009).

Evidence also states that pupil attainment can be raised by a third of an examination grade with a very effective teacher rather than those with an average teacher (Murphy and Machin, 2011). Some of Donaldson’s (2015) twelve pedagogical approaches which contribute towards an effective teacher will be explored throughout this essay.

The National College for School Leadership (2012) and The Economic and Social Research Council (ESRC) (2011) have both researched key behaviours and actions of good teachers and broadly define the characteristics of highly successful pedagogical principles to achieve good outcomes for their pupils. These principles are not too dissimilar to Donaldson’s (2015) twelve pedagogical principles explored in Chapter 5. After visiting School A (name has been changed for the purpose of this assignment) it was evident that the ESRC Teaching and Learning Research Programme (TLRP) and what School A refer to as the ‘School A Curriculum’ were very similar. They catered for the values, aims and purposes of the curriculum (Rutherford, 2012) and focused on what is important for their children in their local situation, rather than focusing on a subject based content driven curriculum.  This is not to say that subjects and content are not important factors in education but, as Rutherford (2017) passionately believes “if it’s not fun, it’s not worth doing.”

Donaldson’s pedagogical principle ten links with metacognition and self-regulation. The realisation by young children that learning cannot be done for you and learning is not a teachers responsibility is the starting point to becoming lifelong, self directed and self regulated learners (Dweck and Yeager, 2012). Watkins et al (2007) reiterates that “Self-direction and self-regulation are at the heart of being an effective learner.” Utilising these approaches within classrooms has proven to achieve consistently high levels of impact with children making on average an additional seven months’ progress (EEF, 2018b). Zimmerman (2010) defines Metacognition as “the awareness of and knowledge about one’s own thinking.”  He reinforces the fact that it is a teachers responsibility to be aware of a pupils strengths and limitations and empower them to become self aware. The main challenge to achieving effective metacognition and self regulation strategies is that teachers must acquire professional understanding and skills prior to developing their children’s metacognitive knowledge (EEF, 2018b).

Donaldson’s pedagogical point ten is closely linked with point two where he explores the importance of sustained effort. One of the three components of metacognition is motivation. It is said that it is impossible to be metacognitive without bearing the motivation and perseverance to apply these acquired strategies (EEF, 2018b) of which you can find by practising a growth mindset. Growth mindset teaches the learner resilience to support and achieve great accomplishments. Growth mindset has been researched significantly by Dweck (2017) who states, “if you’re orientated towards learning, you need accurate information about your current abilities in order to learn effectively.”  When visiting School B (name has been changed for the purpose of this assignment) it was clear that the strategy growth mindset had been embedded throughout the whole school and children were aware of a range of strategies to utilise to meet their individual needs. School B ensured a consistent and seamless approach established by all, sharing a particular impact on more able and talented children due to the level of challenge offered. Alternatively, the Education Endowment Foundation (2018b) says the strategy is particularly effective for low attaining pupils, something I aim to research further with my own pupils. In personal circumstances metacognition strategies have shown limited impact however, after further research there is evidence to suggest that the increase in the demands on teachers to maximise pupil performance results in an increase in teacher control within the classroom impairing pupil performance (Watkins et al., 2007). The study by (Flink et al., 1990) directed two groups of teachers to teach the same task however, one group were told to “help pupils learn”, the other to “ensure children performed well”. Due to increased accountability this is a situation many teachers are faced with. We live in hope that Donaldson’s accountability recommendations will make a difference.

Alongside pedagogical approach ten, metacognition Donaldson stipulates the need for independent learners which could be said is the emerging pedagogy, pupil voice or child initiated learning. The United Nations Convention on the Rights of the Child (UNCRC) (2016) have proposed that “children are not only heard but also listened to and their views given due weight by all professionals working with children.” Children’s views must be considered when making decisions that affect them. In addition, ESTYN have provided supplementary guidance to support when listening to learners suggesting that the views of the learner are a key source of evidence (ESTYN, 2017). Children are now involved more than ever in their own education. 

There are a range of interpretations to promoting independent learners, either on a small scale where children exercise some meaningful choice or developed further to a larger scale as discussed by Watkins et al (2007). Many schools feel they already meet Successful Futures criteria within their Foundation Phase (FP) by embracing child initiated learning through hands on, real life, experiential opportunities. However, the ESTYN Annual Review (2016-2017) revealed there are still too many expectations from leaders for a more formal curriculum in years one and two.  As Donaldson states “we need to build on good FP pedagogy” and how child initiated learning builds meaning and understanding from experience (Kerry, 2011). 

Problems arise when pupils are given too much choice too soon with limited understanding or aim by teachers who do not always find this easy as explored by (Husbands and Pearce, 2012). Literature also states that alongside most pedagogical principles pupil consultation should be done properly or not at all (Robinson and Taylor, 2007). The main challenge when incorporating pupil voice is the expectation of a teacher to plan not only by the senior leadership but a personal expectation to be ‘ready’ to teach. However, some styles of planning can become counter productive (Watkins et al., 2007). The expectation that a child or a group of children will lead the planning limits the amount of pre-planning that a teacher can achieve. Teachers’ planning becomes a key process for the learner resulting in a significant need to ensure learners become responsible for this process. 

Controversially, Rutherford (2012) allows the teacher to decide on the vehicle, which as White (2005) says can consist of themes, projects, activities or outings. They are the hooks which drive the learning towards an end goal. Rutherford (2012) believes that giving the teachers this choice increases teacher engagement, enthusiasm and excitement to drive a vehicle they are interested in. Although Rutherford still debates whether a creative curriculum raises standards, they have been named sector leading by OFSTED. Alternatively, School B allowed their children to dictate how they would achieve teacher directed skills. Children were engaged in selecting activities that met the needs of the teacher to ensure coverage of the current statutory curriculum.  Due to the involvement of the children they became emerged in activities that they felt were self directed increasing their levels of well-being and involvement as measured on Professor Ferre Laevers’ Leuven scale (appendix a). Translated, high levels of well-being and involvement result in high levels of development and deep level learning.

Donaldson’s (2015) pedagogical principle twelve concentrates on the encouragement of collaboration based on the principle of constructivism and the benefits that social interaction can make. Research suggests that metacognition strategies (as mentioned previously) are more effective if taught in collaborative groups to provide support and to voice their thinking through discussions (EEF, 2018b). Hattie (2009) proposes four main features for successful teaching and learning and the attributes of social, help seeking, cooperative learning holds one of those keys. Collaborative or cooperative learning “is the ability to function effectively as a member of a team” (Donaldson, 2015), a strategy that will support learners in their future world of work, an important aim of the Review’s proposals. Johnson and Johnson (2016) reinforce the importance of groups in our everyday life, they say groups are “inevitable and ubiquitous” as we are born into a family group, we socialise in friendship groups and learn in peer groups, a dominant characteristic of our life seems to be group membership.  To contextualise this, collaborative learning is the grouping of typically for learners of varying abilities to achieve the same goal in a mutually helpful manner (Davidson and Major, 2014). Collaborative learning gives children opportunities to use and apply taught language but also to push less confident children through Vygotsky’s zone of proximal development by support from a skilled peer. Without guidance and encouragement from a skilled partner achievement would be unattainable (Vygotsky, 1978). 

Research shows there are multiple forms of group learning to choose from which proves a benefit for teachers, the challenge being that making a choice between the myriad of approaches can be daunting (Davidson and Major, 2014). Approaches must be carefully selected and pupils must be specifically grouped and taught how to work collaboratively. Collaboration is not an intrinsic strategy, they must be given opportunities to practise and refine techniques. Husbands and Pearce (2012) make a valid point when discussing the appropriateness of utilising certain approaches. Poorly planned or implemented collaborative learning as well as the other pedagogical approaches mentioned in this assignment becomes ineffective.  Tasks must be devised carefully to ensure working together is effective and efficient, otherwise pupils will resort back to working alone (EEF, 2018b). This reinforces the fact that good teachers use a range of strategies when appropriate to guide and support successful learners. The most commonly practised technique I have observed is Frank Lyman’s “think-pair-share”, where a question is posed with an opportunity to think about their answer, verbally process their thoughts with a partner then provide feedback alongside their partner based on each others ideas (Barkley et al., 2014).  Pair and share is often used during warm up sessions and is a technique to allow children to “rehearse in a low risk situation” (Barkley et al., 2014), increasing pupils willingness and confidence to speak up, something I have personally witnessed and utilised as part of a range of Assessment for Learning (AfL) techniques.

Which leads me onto exploring pedagogical point seven and how assessment for learning principles can contribute towards good teaching and learning through effective feedback strategies.

	Assessment for learning is part of everyday practise by students, teachers and peers that seeks, reflects upon and responds to information from dialogue, demonstration and observation in ways that enhance ongoing learning (Gadsby, 2012).

Extensive research has been carried out on the effectiveness of AfL as documented below. Black et al., (2004) claims “Few initiatives in education have had such a strong body of evidence to support a claim to raise standards.” Hattie and Timperley (2007) also agree that “Feedback is the most powerful influences on learning and achievement.” The EES (2018b) has stated that effective feedback as a whole can add approximately eight additional months onto a learners progress for very little cost.  However, the type of feedback that is offered and the way in which it is delivered can be differentially effective (Hattie and Timperley, 2007), causing a challenge to raise attainment in many classrooms. Questioning, as explored earlier is a strand of AfL that, if used effectively can be highly effective, yet many teachers struggle with “wait time” (Rowe, 1974).  Teachers’ impatience when waiting for a response to a question can be detrimental to a learners development “Wait time” was first introduced by Rowe whose research showed the benefits of allowing silence to give thinking time to process and think prior to responding to a question. On average educators wait 0.7 and 1.4 seconds once a question is asked (Stahl, 1994), and if a response is not receive they will either repeat or rephrase the question which can cause confusion. For learners with English as an additional language (EAL) of who are new to English (NTE) (of which I work closely with) need further additional time to think, decipher and process (Cortazzi and Jin, 2007). Rowe states that by increasing the wait time: 

	There are increases in the length of the response, the number of unsolicited appropriate responses, student confidence, incidence of speculative responses, incidence of child-child data comparisons, incidence of evidence-inference statements, frequency of student questions, and incidence of responses from “relatively slow” students. The number of teacher questions which do not elicit a response decreases (Rowe, 1972).

As teachers begin to think about the types of questions to be asked and the processes behind questioning learners begin to realise that responses become less on reaching the correct answer and more on the involvement in discussing and expressing their understanding (Black et al., 2004). As with all pedagogical approaches without clear professional development and understanding AfL becomes a tick box of ineffective strategies included in classroom planning, but, as extensively proven by many of those explored above and through many more strategies than have been explored in this assignment it is a highly effective process that contributes towards excellent teaching and attainment.

As Donaldson (2015) states “decisions about teaching and learning are very context and purpose specific, and are best taken by teachers themselves.” Throughout Successful Futures there is an emphasis on meeting the needs of your learners, your community and the society in which your children are growing, catering for the social and economic changes that affect their society in which they will grow and live in the future. There is also a responsibility for schools and teachers to become active learners themselves, taking responsibility for their own learning and practise as part of the new professional standards.  Teachers must lead by example and share this knowledge with their children.  We need to have a balance of being the “sage on the stage” and a “guide from the side” and as Priestly (2018)  asserts that each of these dimensions contribute to a good and balanced education. We must advocate the want to become life long learners, enabling learners to become self motivated and in control of their own learning, not learning for an end goal but utilising the process. New professional standards for teaching and leadership (Welsh Government, 2018) emphasise the importance of supporting teaching in actively engaging in professional learning.























Strategic Plan:

When analysing the SWOT analysis below (figure 1), the following principles were the most beneficial when considering how to move our school forward in preparing our children to thrive in the unknown future challenges. This includes developing effective approaches to curriculum reform through professional learning opportunities and integrating ‘Learning Habits’ throughout the whole school so that teaching and learning continues to improve. Consideration has also been given to staff well-being and what is worth fighting for when implementing change in a large school of over fifty practitioners. Both these aims address the pedagogical recommendations within Donaldson’s (2015) Review.

To begin our exploration of Successful Futures we created a SWOT analysis of our current situation. This developed confidence when highlighting our current strengths and the potential positive opportunities we will face in the near future with the appointment of our new Headteacher. After further discussion we added to the analysis and discussed strategies that may manage and eliminate the threats.

The SWOT analysis highlighted a significant lack of familiarity with the new curriculum, where opportunities had not been utilised to read, discuss and define the expectations, this is something that needed to be actioned straight away.  Too much time had been spent cross referencing the skills against the current curriculum rather than exploring the processes behind these. As a result of the SWOT analysis the strategic plan has been established in relation to the areas defined in my literature review.  This was to deepen my knowledge in the key areas to ensure that information shared with all stakeholders was based on research and evidence.  

To successfully implement all objectives in both key aims it is vitally important to invite all stakeholders in the process to create a learning culture (OECD-UNICEF, 2016). Also, to develop a growth mindset culture we need to ensure all stakeholders understand what it means and how to nurture and develop it not only in ourselves but our pupils and our local community (Dweck and Yeager, 2012). Ensuring that our children are not bribed into compliance but are challenged into engagement (Pink, 2010).

	Parents or guardians are key partners for schools as learning organisations. Without co-operation between families and schools, it is unlikely that all students will meet the high expectations set by a demanding society. The school as a learning organisation shares information with parents and considers parents as partners in the education process and organisation of the school (OECD-UNICEF, 2016).





















	Strengths
· Foundation Phase pedagogy and practitioners ability to blended teach.
· Acting on pupil voice in FP
· Viewing good practice locally, nationally and internationally
· Increased development of knowledge due to 2 staff members undertaking PG Cert on Successful Futures and Donaldson.
	Weaknesses
· Staff confidence in utilising pupil voice and techniques - holistic learning
· Staff knowledge of SF, in particular key descriptors - lack of familiarity & opportunities for professional learning
· Large cohort & teaching staff
· Communicating training and evidence throughout the team
· Policies not based on evidence

	Opportunities
· New Head teacher-wants to make an impact
· Professional Learning Lead - new role to give a clear focus on new curriculum and how we can begin to incorporate it  in our school.
· Increase in professional learning expectations for all staff linked to new teaching standards.
· Alterations to inspection, assessment and accountability.
	Threats
· Setting - LLC, MD, Science and WLD
· Teachers feel new initiatives are a fad and become an add on to tick a box.
· Prescriptive SOW that practitioners stick to religiously.
· Accountability and moderation for end of key stages (Specific amounts of work expected in books and ESTYN expectations)
· Lack of interest and aspirations from families
· Transient practitioners


Figure 1: S.W.O.T analysis
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Aim 1: Developing effective approaches to curriculum reform through professional learning opportunities.

Justification:
Donaldson clearly stipulates:
		If proposals are to be successful, there needs to be an extensive, well-coordinated and sustained professional learning programme that involves all leaders, teachers and other practitioners (Donaldson, 2015).

As a school, the status of professional life-long learning needs to be increased and become as valued as raising pupil attainment. Ultimately this is what should be used to inform pedagogical approaches to raise standards and complement our day to day work (Welsh Government, 2017). Too often new pedagogical approaches are based on limited knowledge which can impede students learning (Coe et al., 2014). Effective teachers have a deep knowledge of what they teach however,

		 As well as a strong understanding of the material being taught, teachers must also understand the ways students think about the content, be able to evaluate the thinking behind students’ own methods, and identify students’ common misconceptions
(Coe et al., 2014).

Many teachers desire more autonomy within the profession (Donaldson, 2015) and after a recent trip to Finland I was able to explore this further to inform our strategic plan. Finnish teachers study for five to seven years to gain a masters degree (Sahlberg, 2015) and are expected to use their research based qualification to design an appropriate curriculum for their class.  As many of us do not hold as high a qualification, time must be allocated to ensure invaluable research takes place collaboratively to extend professional effectiveness (Welsh Government, 2017). The OECD’s booklet ‘What makes a school a learning organisation’ mentions the four transversal themes: trust, time, technology and thinking together’ (2016). Trust and teacher professionalism are some of the Finnish strategies supporting steady improvement of student learning (Sahlberg, 2015). Research states collaborative learning has a positive impact on pupils learning , well-being and self-esteem (Ballantine and Larres, 2007, Poole, 2008, Barkley et al., 2014). The same impacts can be said for adults aiming to create a consistency of skills throughout the school (Waters, 2013). Through collaboration groups practitioners build mutual respect through support which instigates critical consultations and promotes effective pedagogy (Welsh Government, 2017). When visiting School B, opportunities to incorporate weekly professional learning sessions in collaboration groups were observed.  Practitioners were allocated time slots to read and research. Expectations were to explore strategies researched, analysing the impact and effectiveness within their groups. Watkins et al (2007) mentions that collaborative work with colleagues can support a collaborative climate within the school.
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Aim 2: Integrate ‘Learning Habits’ throughout the whole school so that teaching and learning continues to improve.

Justification:

The pedagogy of learning habits or as Dewy (1933) called them, “habits of thought” links clearly with Donaldson’s (2015) pedagogical point two and the misconception that intelligence is an unchangeable internal characteristic. According to Dweck (2017), intelligence can be increased through effort and persistence and pupils who believe this often seek out these opportunities. When integrating growth mindset within our school it is the habits that we aim to pursue. “Habits are routine, yet good use of the mind is not” (Costa and Kallick, 2008). Costa and Kallick continue to state the importance of  habituating effective problem solving “that requires a discipline of the mind that is practised so it becomes a habitual way of working towards more thoughtful, intelligent action.” With these habits successfully cultivated through a structured program our children have the potential to become more resilient to uncertain or challenging situations. 

When deciphering the importance of sustained effort and integrating growth mindset into our daily routine we, as a school must recognise the misconceptions that Dweck has  noticed when looking at the impact of growth mindset. It is said that those who are praised for intelligence rather than effort display less perseverance, less enjoyment and worse performance on future tasks compared to students praised for effort in the same situation (Mueller and Dweck, 1998). However, after further research Yeager and Dweck (2012) state “It’s not just about effort. You also need to learn skills that let you use your brain in a smarter way . . . to get better at something.” The misconception that growth mindset is just about effort, can transfer into purely praising and tracking the effort used within a classroom whereas, children need a repertoire of approaches to learn and achieve. We need to be careful to not just praise the effort to hide the gaps in the lack of learning, “It is about telling the truth about a student’s current achievement and then, together, doing something about it, helping him or her become smarter (Dweck, 2017). 

A threat highlighted in the SWOT analysis that could affect successful implementation of  the learning habits is from previously unsuccessful implementation of Building Learning Power (BLP). It lacked a robust, strategic plan and provided limited guidance and support for the practitioners and once a new initiative became available BLP seemed to lose importance, it became a fad. It is important that practitioners understand the theory of growth mindset and the significant impact it is evidenced to have on a range of learners, particularly low achievers (EEF, 2018b).  Anderson (2016) quotes Dweck saying “Education can be very faddish but this is not a fad. It’s a basic scientific finding, I want it to be part of what we know and what we use.” 
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Working in a highly transient multicultural school with around ninety percent of pupils from ethnic minority backgrounds and eighty-five percent having english as an additional language it is clear there are specific needs that must be addressed to raise attainment for all of our children. Many teachers are taking the opportunity to use teacher autonomy to explore Donaldson’s Successful Futures and the strategies that can be implemented to work for each individual with the school. However, there is a clear divide between those who want to group children homogeneously to those who want to group children heterogeneously. Sustained effort, challenge, increasing social and emotional well-being and engagement are principles (to name a few) within Successful Futures that aim to raise attainment for all young people in education. To raise awareness of the impact ability grouping can have on our children, based on research, I have explored these principles further within my academic poster to engage our practitioners and reflect on current practise within out school. 

Certain school characteristics can influence pupils performance for example, transient pupils and low attendance becomes associated with low performance (Sharp et al., 2015). Recommendation three of our 2016 ESTYN inspection was to improve attendance. However, as stated by Sharp et al (2015) these relationships are not entirely to blame for the low attainment of disadvantaged pupils. 

Ability grouping has been a long tradition in the UK and a subject of research since the early twentieth century. In the 1940 and 50s pupils were allocated to classes (streaming) to ensure effective selection for different types of schooling at secondary level (Hallam et al., 2013). In the 1960s research specified that there was no significant effect on attainment and began to show negative personal and social consequences for pupils in lower sets (Hallam et al., 2013). In the 1990s the education system came under increased pressure when the DfE (1993) stipulated that all primary schools were to introduce settings as it was believed to raise attainment. Nowadays, the significant evidence (as referenced in this evaluation) against ability grouping and the negative impact the range of strategies has on pupils well-being, self-esteem, engagement and attainment appears to be disregarded in many British schools.

Francis et al. (2017) states that grouping by ability has been advocated by policy-makers as “reflecting educational standards” whereas, research has consistently failed to find sufficient benefits. There is an assumption that teaching becomes more effective with a narrower range of attainment (EEF, 2018b), however, others argue it makes life ‘easier’ for the teacher as  heterogeneous grouping increases the need for organisation compared to other methods of teaching (Smith and Sutherland, 2003).

Studies evidenced by the EEF (2018a) reveal that higher attaining learners make on average, one to two additional months’ progress when set, compared to when taught in heterogeneous groups. With the pressures of end of phase targets and accountability, setting becomes a safety blanket to ensure that our more able learners achieve expected standards, it is a mechanism for target driven scores (McGillicuddy and Devine, 2018). This mechanism has the potential to have long term negative impacts for our low-socio economic and multi ethnic groups, who are often placed in low sets which do not always match ability (Kutnick et al., 2005). Further research has highlighted advantages for certain cohorts of pupils. This is the case for those in high ability sets who are naturally exposed to higher quality instruction, increased content, a challenging curriculum and further teaching time than those in a lower attaining set  (Ansalone, 2010, Vogl and Preckel, 2014). Alternatively, those in lower ability groups are exposed to more volatile learning environments containing increased negative interaction resulting in low levels of well-being, self image but also disaffection from school (Kususanto et al., 2010, Kim, 2012). When studying early childhood development and pupil well-being and involvement Professor Ferre Laevers (2000) states the importance of adult interaction in raising a child’s level of well-being and involvement. Due to this research and the benefits that gifted and talented children have when withdrawn from class, intervention could well be misplaced. 

	The physical and social environment in which staff and pupils spend a high proportion of every weekday may have profound effects on their physical, emotional and mental health as well as affecting their attainment  (Brooks, 2014).

Positive relationships between teachers and learners and peer to peer are critical in promoting well-being and providing children with a sense of belonging (Cemalcilar, 2010) and can contribute towards raised attendance (Burris and Garrity, 2008). Disruptive classroom behaviour, including bullying at the later years of primary school is strongly associated with lower attainment in secondary schools (Leslie and Feinstein, 2008).

Lack of exposure and “lowering standards just leads to poorly educated students who feel entitled to easy work and lavish praise” (Dweck, 2017). Donaldson’s pedagogical principle two stipulates “the importance of sustained effort in meeting expectations that are high but achievable for them”. Dweck’s (2012) philosophy of how children perceive their abilities plays a key role in their achievement and their motivation. Those children with a growth mindset who believe their intelligence can be developed have the potential to outperform those who believe their intelligence is fixed. However, when in ability groups low attainers’ confidence is undermined by setting which discourages the belief that through effort attainment can be improved (EEF, 2018b). Achieving a growth mindset begins with acknowledging that intelligence is malleable and with increased effort and engagement it can increase motivation and achievement (Dweck, 2017). Boaler (2013) believes that ability grouping is set on fixed mindset beliefs and teachers transfer these beliefs onto the students when setting homogeneously. The EEF (2018b) states that self regulation is most beneficial to low attainers, however, is best implemented in heterogeneous groups, which is also a benefit when implementing the pedagogy of  collaborative learning, Donaldson’s tenth pedagogical principle.

Many examples of collaborative learning advocate the use of mixed ability grouping (Slavin, 2010, Barkley et al., 2014, Davidson and Major, 2014). Slavin (2010) encourages equal opportunities for success by rewarding improvement from previous performances. He ensures all ability achievers are equally challenged and perform to the best of their ability, making certain that all team members are valued. 

		Students love to work in groups, and they feel more successful and like the subjects where group work is used. They also have more friends of different ethnic groups and are more accepting of others different from themselves (Slavin, 2010).

By grouping children heterogeneously you are creating a community within your classroom by improving children’s attitudes towards each other and towards their ‘work’, providing both social and academic lessons intrinsically (Ballantine and Larres, 2007, Robinson, 2008). Low attaining learners are given opportunities to socialise and learn from average or higher ability learners which has the potential to increase their motivation to interact and learn (Poole, 2008). Whereas, high attaining learners benefit academically by Vygotsky’s (1978) verbal reinforcement and promoting valuable leadership skills (Ballantine and Larres, 2007). Poole (2008) explains how high attaining learners provide a model for those low attainers, supplying examples of how to learn or what to look for to reach the next level of achievement.

(Francis et al., 2017) states there is a close correlation between educational status and socio-economic background and the way in which children are set can cause social segregation and the threat to social cohesion (OECD, 2016), something we are working hard to tackle on the playground.  Whilst ability groups are aimed to reduce disparities between socio-economic-status (SES) they can in fact do the opposite. Through research EEF (2018a) report that children in low ability groups can fall behind on average, by one or two months per year, when compared to the same ability children who are grouped heterogeneously. They also state that attitudes and engagement can be effected for low attaining pupils in ability groups. 

Although evidence suggests ability grouping children has a negative impact on low attaining pupils, when teaching in heterogeneous classrooms some form of differentiation is needed (Good and Lavigne, 2017). Heterogenous classrooms consist of a vast ability range between low and high achievers. Differentiated instruction methods and materials provide teachers with the support to "maximise the capacity of a diverse group of learners” (Tomlinson, 2015). Within our classrooms we have pupils with english as an additional language or new to english, holding a range of academic readiness and those with an array of social, emotional and behavioural needs. In commissioning Donaldson’s (2015) review the Welsh Government recognised:

	How important it is that each child and young person in Wales should be able to benefit from curriculum and assessment arrangements that will best meet their present needs and equip them for their future lives (Donaldson, 2015, pg 5).

Classrooms in Year Five potentially have at least five years of spread in abilities of children so it is important that differentiation relates more to the three phases of learning rather than providing different activities for groups of learners  “from novice, through capable to proficient” (Hattie, 2012). By focusing on pupils varying needs within a heterogenous classroom and providing high quality learning experiences can benefit a broad array of learners’ attendance, achievement and school satisfaction (Burris and Garrity, 2008). The mistake, as the graph shows is that even though pupils are positioned in groups they are not necessarily ‘working’ in groups (Kutnick et al., 2005).  This is where collaborative learning strategies need to be explicitly taught to ensure effect learning is taking place.

Ultimately practitioners now need to engage in discussion reflecting on the research provided and the impact ability grouping has had on our children. Hattie (2012) states that all teachers can claim to raise standards through almost any intervention. Consideration must be given to the appropriateness of ability grouping based on research, “ensuring that we show improvement in student learning of at least an average gain” (Hattie, 2012). Ultimately we need to address how a specific pedagogical principle or organisation technique could affect our children and the implementation of the new curriculum.
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Aim 1: Develop effective approaches to curriculum reform through professional learning opportunities.

Objectives

Actions

Success Criteria

Links to Successful Futures

Establish a Successful
Futures team led by the
newly appointed
Professional Learning
lead. (Leadership)

Incorporate the four
purposes into our
planning.

Implement growth
mindset and
collaborative learning
pedagogical principles.

%i“ﬁéﬁaﬁﬁﬂ%ﬂﬁ‘é’ﬂ%ggm

t makes a school a Learing Organisation? A gui

Establish a clear vision for professional learning linked
to curriculum reform.

Collaborate with colleagues to support professional
learning for curriculum reform across the cluster.

Ensure performance management targets link to
strategic plans.

Opportunities for SF team to visit schools and research
successful strategies when implementing a new
curriculum.

Opportunities for practitioners to read and research
expectations for the four purposes including that
related to timetabling, setting and accountability.

Collaborative training delivered to support the
incorporation of the four purposes linked to a range of
prior research and current good practise within the
Foundation Phase.

Collaborative groups established.

Parents and governors to be invited to workshops to
become aware and voice opinions about the new
curriculum.

Engage with research networks within and beyond the
school, to help inform staff knowledge of curriculum
design and development

Build on successful approaches already established,
groups to establish 'what works well'

Growth mindset training rolled out (see below strategic
plan)

A shared vision is established to enhance the learning
experiences and outcomes for all children.

Consistent and clear expectations set for the whole
school with increased responsibility for individual
professional development.

Professional learning is based on student learning and
school goals.

Increased knowledge of Successful Futures and a
culture of inquiry, innovation and exploration is
established.

Streaming abolished resulting in a less rigid timetable
established for Key Stage 2, increasing staff and pupil
well-being.

Staff learn to work together as a team, enhancing
teacher and school leader professionalism.

Staff feel comfortable supporting each other through
consultation and advice.

Contribution from all stakeholders towards the schools
vision and authentic experiences are built as a natural
part of learning.

Staff establish a learning organisation that is part of a
larger "learning system.”

Staff reflect on how to enhance student learning and
staff practice.

Learners relish the opportunity to extend themselves
and exploit previous skills whilst seeking to develop
new ones. Resilience is established in solving
problems and challenges in their learning.

oo leaiesand e o iy ooodon S e b L e gt

Donaldon's recommendations:

Pedagogy:
32. All teaching should be directed to
achieving the four curriculum purposes.

33. Teachers should apply the pedagogical
principles identified in this report when
planning their teaching and learning, to ensure
that the activities relate directly to the
curriculum purposes.

34. Children and young people should have
opportunities to learn from expertise and
experience from outside the school.

The reform process:

54. The revised curriculum and assessment
arrangements should be introduced through an
agile change strategy that establishes
understanding and support, sets a measurable
pace, builds capacity and manages
dependencies.

Teacher and leadership capacity:
58. An extensive and sustained programme of
professional learning should be developed to
ensure that the implications of the Review
recommendations for the skills and
knowledge of teachers and other practitioners
are fully met.

Donaldson (2015)
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Aim 2: Integrate ‘Learning Habits’ throughout the whole school so that teaching and learning continues to improve.

Objectives

Actions

Success Criteria

Links to Successful Futures

To develop a whole
school understanding of
‘School M Learning
Habits’.

Parents to support the
school in the development
of the children's growth
mindsets.

To use Pupil Voice
through School M’s
learning squad (LS) to
monitor and evaluate the
Learning Habits.

To evaluate the impact of
Learning Habits.

Termly training on the six ‘School M Habits’ and how
these will be promoted each term providing examples
and evidence linked to Successful Futures and further
research.

Six Habits to include:

Effort, Wonder, Challenge, Collaboration,
Perseverance, Self Management.

Introduce a common approach to the language of
learning.

Opportunities given for practitioners to research and
integrate named strategies further within their

classrooms, providing feedback during further training
sessions.

Attend and present to a governors meeting.

Learning Habits to be introduced in Parents Workshops.

Staff to use the language of learning in conversations
with parents.

Parent posters displayed on class doors as a guide to the
Maindee Learning Habits.

Develop the role of the Learning Squad with pupils from
Y1-Yé6.

LS will observe lessons, listen to learners, undertake

books looks and will visit other schools to share good
practice.

Learning Observations.
Listening to learners.

Book look, evidence look

Increased confidence of all stakeholders.

Practitioners understanding of the purposes for
integrating ‘School M Habits’.

Increased understanding of the impact Learning Habits
can have on pupils attainment.

Pupils are aware of the strategies introduced to become a
successful learner.

Pupils learning habits begin to develop.

Pupil motivation and independence and self regulation
improves.

Governors have an understanding of the strategies
utilised in school to help pupils develop a growth
mindset.

Parents to contribute to the community board.

Parents begin to use the language of the Learning Habits
at home.

LS know what they are looking for in lessons and book
looks and feedback to staff on observations.

LS able to report on impact of the Maindee Learning
Habits by listening to responses of learners.

Data analysed from questionnaires depicts an increase in
learners understanding of GM and how they learn.

Impact of GM learning evident from pupil responses.

Evidence of GM lessons and phrases in all subjects
across the curriculum.

Chapter 5: Pedagogical Principles 2, 7, 10, 12.

The four purposes & key characteristics
Ambitious Capable learners who:
P set themselves high standards and seek and
enjoy challenge
P are questioning and enjoy solving problems
and are ready to learn throughout their lives.

Enterprising, creative contributors who:

2 lead and play different roles in teams
effectively and responsibly

and are ready to play a full part in life and

work.

Healthy confident individuals who:

P are building their mental and emotional
well-being by developing confidence,
resilience and empathy

P now how to find the information to keep
safe and well

P face and overcome challenge

P have the skills and knowledge to manage
everyday life as independently as they can

and are ready to lead fulfilling lives as valued

members of society.

Ethical, informed citizens who:
P find, evaluate and use evidence in forming
views
(Donaldson, 2015)
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Successful Implementation of the New Curriculum:

Does Evidence on Ability Grouping Children Fail to Impact on Practise?

“research has consistently failed to find significant benefits of ‘ability’ grouping” (Francis, B et al., 2017) p—
rifysgol Cymru
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University of Waleg
Trinity Saint David

Successful Futures: Chapter 5, advocates pedagogical principles that relate directly to the four purposes. These principles are based upon a range of evidence that supports the central
importance of #ood teaching to effective learning. By continuing to ability group children are we at risk of increasing the attainment gap further and failing our most vulnerable children?

N Sarah Giles - 1709697
The demise of 11+ examination = mixed ability classes

In some studies non-streamed schools performed better became the norm in primary schools. By the 19905
Recommendation that children in primary schools than streamed schools. No positive effects on average streaming had declined to less than 3%. However, in 1993
should be grouped in classes according to ability attainment but there were negative social consequences all primary schools were encouraged to introduce setting by
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established the need for ability grouping. 20% chose to do so.

Grouping can help build motivation, social skills and

independence: and most importantly can raise standards

as pupils are better engaged in their own learing. The

DCSF have encouraged schools to use setting since 1997.

We must “be alive to the danger of separating children into potentially superficial groupings” oonasson, zots.

X . . Discussion Successful Futures Ability Grouping
Potential explanations for poor
outcomes among those in low sets

and streams: Challenge

Sustained Effort Children are to use sustained effort to meet expectations that are high but achievable.  Setting discourages the belief that pupils attainment can be improved through effort

A curriculum that promotes high expectations for al can help schools to defeat the | An artficial ceiling is produced with a lack of curriculum coverage, pace and

cireumstances that condemn so many to educational underachicvement. challenge.

Misallocation to groups

Ability groups can cause social segregation within schools which effects pupils well-
being and self esteem.

Social and
Groups of children from low socio-cconomic groups and Disadvantage effects the educational achievement and well-being of young children.

from particular ethnic minority groups are often placed in || emotional well-being
low sets, of which does not always match ability. Children Ability grouping can have a negative impact on the engagement and attitudes of low

Engagement A curriculum must engage the interest of all children, enabling them to achieve. e A e

with high socio-economic status are more likely to be

assigned to higher sets. ESTYN's annual report (2016-17) states there is still more work to be done to reduce | Schools are still ability grouping children which “undermines the attempts of

Attainment the attainment gap. ‘governments to raise attainment for all children whatever their socio-economic status”.

‘Teacher expectations and related pedagogy:

show teachers of high sets provide high expectations with Conclusion

All teachers can proclaim they have made an impact on pupil attainment from a strategy they have put in place. However,
through research Hattie states that “almost any intervention can stake a claim to making a difference to students learning
we need to show progress of at least an average gain."

provision of fast pace and challenge whereas, pace for |

Proportion of class
time and class

unlikely to pitch the lesson correctly for all students. When teaching in heterogeneous activity spent in
rentiation is essential various grouping W iy

arrangements.
Hatie 2012

children in low sets is slow and covers less of the

curriculum.

Teaching of the whole class
classrooms some form of di

Impoverish curriculum and qualifieations:

An artificial ceiling is produced by setting where children in

Ensure that differentiation relates more to the phases of leaning rather than merely providing different activities to different
(groups of) learners
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Differentiation interlinks with a range of Donaldson’s pedagogical principles however, as the graph to the right shows that
while most classrooms are structured in groups or pairs, most activity is still individual or whole class...

lower sets are naturally excluded from higher tier study.
This intensified the “lack of fluidity”

ue as those who
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