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1. Introduction

Learning to Learnn SchoolsPhase 4 is a research projembordinated by the independent UK

charity, the Campaign for Learning (CfL), &mtbled by the Department for Children, Schools and

Families. It isfacilitated by a team of researche from the Research Centre for Learning and
Teachingat Newcastle University and Durham University. This project involMeprimary and

secondary schools in four LocalitAorities (LAS), representing a wide range of samionomic

contexts across Englahdrhis projectbuilds onresearch completed ifPhases 1 to 3 (Rodd, 2001;

2003; Higginget al. 2007)and throughout it has been characterised by a commitment to case study

based research vii K I LINA 2 NA G & LI | O SierpgewitiorS ahddiefinidny & LINI O

Learning to Learn (L2L) which are practicable in school.

Phase 1 Phase 2 Phase 3
2000-2001 2001-2003 2003-2007
{Rodd 2001) (Rodd 2003) Higgins et al. 2007

Phase 4
2007-2011
_._.-’ku-.__

— T
MWay-Sept Academic Year Academic Year Academic Year Aug-harch
2007 2007/2008 2008/2009 200920010 201011

%]
e 5 (& % & %8 T3 Ese
= = > > ) - 2 5
R eachers’ Profiassmnal Enqui?y through 5 5 2
L e [ = =)
8 9 Action Research 3

Cross case study| |Cross case study| [Cross case study
data collection data collection data collection

.i

Figure 1: Representation of the Learning to Learn in Schools Project (Phdse 1

In Phases 3 and #he researchhas move towards a practitioner enquiry approach rather than a

more traditional university led model (see figudg. Thishas meant the prioritising of cyclesf

research (based across an academic year) withe studies completednd written up bythe

teachers using an approach basedforii Sy K2 dza SQa& Gystgam ® SFREA NBFTYHRS |
Within these Phaseghe teachers have been encouraged to initiate changes they feel are

appropriateand that fit with what they believe is the ethos of Learning to Leand they have

! Further information about the project can be found atvw.campaignforlearning.org.uk



http://www.campaignforlearning.org.uk/
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completed the first level of evaluation witmamphasis on evidence thatrseaningful to them and
colleaguesThus the locus of control in these latter two phases has been with the teachers rather

than the researchers (Baumfiekt al. 2008). The university teamnd the Campaign for Learning
compSYSyidia (GKS (S OKSNAQ F20dzaSR NBaSI NOK o8& SELJ
boundaries and drawing conclusions that can influence practice, theory and policy more generally

(Wall and Hall 2005)n this way there is a partnership which devedognd incorporates evidence

from and dissemination to practice, research and theory and policy commul(figese 2).

Practitioners

Practice Agendas

Campaign for Learning Neweastle University

Reseapch and
Agendas

Figure 2: Diagram of partnership within the project between stakeholders

Phase 4 of the Learning to Learn in Schools project started in M@y. 20 uses the same
YSGK2R2ft 238 +a tKFaS o3 0dzie tiiemdskh sGstainaity apnd/ A @S NE&
replicability. As such, within thél schools involved there is full range of experience and
involvement: from teachers and schools that haagticipated since Phase 1 through to schools and

teachers who have only gotten involved in the last months. Regardless of experience at the

current time teachers are in the middle of their first year of professional enquiry antiheersity

team ae involved in collecting baseline data.

In our analysis of Phase 4, we will continue to use and develop our conceptual framework of the
impact of Learning to Learifgblei). The framework is arranged in a way which implicitly privileges
language and tlsi will be validated by the evidence from the case studies and the-progsct data
collection reported later. It also encompasses knowledge, skills, understanding, dispositions and
affect over four levels: learner, teacher, school and community. Tbdehinas emerged from our
analysis of Phase 3 armllows us to identify areas of evidence and to constantly revise our

understanding of L2L in the light of new developments from the schools.
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Table i. Conceptual model of impact in Learning to Learn
Language Knowledge Understanding Dispositions Other effects

Articulation Use of a range of Attainment (tests) Metacognitive Attitudes Enjoyment
o Classroom discourse learning skills e.g. Achievement Skilfulness, strategic anc Mastery orientation  Satisfaction
Y Meta-language or mind mapping, (performance) purposeful use of skills W1 I 6 A i a 2 F Selfconcept
§ leA ' y3dzr 3S mnemonics Metacognitive and knowledge Retention Selfefficacy
— fSENYyAYy3IQ knowledge Self assessment Attendance Selfesteem
Evidence of transfer
Classroom discourse | a A y 3 WLINJ Marriage of Critical analysis Motivation Enjoyment
= Professional i22taqQ content knowledge Awareness of Retention Job satisfaction
= dialogues A range of teaching  with pedagogical pedagogical alternatives Professional Professional self
§ Staffroom discourse approaches tools Professional enquiry engagement concept
[ Using pupil feedback Research Evidence of transfer Willingness to
Creative solutions experiment
Explicit in Tools and techniques Staff INSET, €o School policies Time/ resource School ethos
= documentation explicitly taught, learning SEF, development plans allocation
2 Common approaches courses offered Outside support Support for External links
A articulated Focus on cross used experimentation Enquiry/ inquiry
subject pedagogy Creative solutions orientation
Home/ school links  Courses and Attendance at L2L Able to sesupport and  Attitudes Parental satisfaction
Shared language for workshops events suppat learners Support
talking about learning Participation Shared responsibility for Attendance at events
learning

Wider community
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1.1. Summarising Phase 3
The impact on pupils and their learniig Phase 3 waslearly positive, with both qualitative and
quantitative data provithg evidence of improved learning herewere clear indications of positive
attitudes and dispositions for learning as well as improved achievement and attainment associated
with the project and Learning to Learn activities which the schools have undartakfter three
years of work in their schools the teachers involweere positive about their involvement in the
project and clearly valukthe opportunity to develop professionally whilst investigating what
Wt ST NY Ay 3 ediiie intthSit sbiiga £ 2 2 |

Some clear challenges also emergEdr some schooli was difficult to maintain a development

focus over three yeardue to competing demands on time and attention. Where the scale of the
development work increased, this created its own challengeseas colleaguesvere involved with

different understandings of what makes Learning to Learn succedAfelconclude that the

Learning to Learn projeatas successful in enabling teachers to focus on improving the quality of
learning in their schools anthat thiscoulddo S ARSYGAFTASR Ay LlzLIAf &aQ | aasSa
examinations as well as in their attitudes

and achievements more broadly and
furthermore that the teachers valued the
opportunity for professional development

and enquiry provided bthe project.

(ut

Finally the diversity of schools, teachers
and approachesnade it difficult to draw
clear conclusions about precisely what the

benefits of Learning to Learn in this project

A \*\

were and how theyhadbeen achieved. We

believed that a range of faors contributed

e
=]
o
o=~
: ~
s

to the success of the project in the schools
involved. These included the particular
Learning to Learn techniques and
approaches investigated by the teachers

and the process of enquiry itself. We

; i concludel that the Learning to Learin
Working Together!

Schools Phase 3roject was successful in
Amble Primary School Northumberland

enabling teachers to focus on improving
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the quality of learning in their schools and that thieuld 6 S A RSYGAFASR Ay

performance in tests and examinations and their wider achievements and furthethbaeachers

themselves hd valued the opportunity for professional development and enquiry provided by the

project.

At the end of Phase 3 the following key points were concluded:

1 Learning to Learn involves:

(0]

(0]

(0]

I L2L is not a simple set of activities or techniqgues which can be implemented easily by a

more effective feedback between teacher(s) amehrner(s), learners working

together and learners own awareness of their leagpi

arange of teaching and learning technigues and approaches

making theprocess of learning explicit

acommon language for learning and battcommunication about learningnd

supportive networksand challenging change

teacher or school.

1 A range of methods and approaches can be successful in supporting the development of

effective larning habits and dispositions.

1 An approach based on collaborative professional enquiry into Learning to Learn through

practical classroom strategies is clearly supportive of such development. Such enquiry into

Learning toLearn is likely to includanportant questions such as

(0]

Is it the ethos about learnm that is developing in schoolsr the learning

dispositions fostered in the pupils?

The research process has shown us t
How much benefit comes directly | earning to Learn is an essential element
from the range of techniques anc  developing resoweful, responsible anc
independent learners. Learning mats a
activities that project schools have  yseful tools that can help to develo
used? independence in learners and support the
as they learn how to learn. It seem
Does sme of the benefit come! however, that their effectiveness i
o dependent upon student involvementtire
about as a result of being involve(  geyelopment of the learning mats and c
in the processes of enquiry an¢ the time taken to introduce the students t
them. (King Edward VI High Schoc

research? Northumberland)

LJdzL.
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1.2. Engaging in and with research
GXF2NI I GSFOKSNI yS3z20AldAyad KAakKSNI gle& G2 68
what it is to be a teacher to be getiated ¢ stories that do not lend themselves to final
resolutign in Are'lation to each oth,er. i Concﬁeptio}n§ may bevboth idealistic and o
dzy I OKAS@lI ot S Ay UKSYasStgSa |yR AYLRaaAotS 02
and England, 2004, p71)
Teachingpractice is a complex intetependent and individualised system of ideas, beliefs and
habituated practice; it is shaped by external pressures of policy, inspection and assessment; it is
adzZLILR2 NI SR FYR AYTF2NNX¥SR 06& SI OK dgo@dudur&anding; it @ dzNNR Od
driven by the momento-moment interactions between teacher and students; and expressed in the
dzaS KT yR®D2 ad NI 0S3ASa F2N) ol yY2y3ad Ylrye 20KSNJ S
scaffolding, guestioning,
extending dscourse and
extending metacognition. Each
AYRAGARzZ £t Qa GSI OKA Y :Z
fluid system, subject to
motivational factors which
constantly shift and change
| (Apter, 2001) and by the constant
stream of information about
innovative  approaches which

come b the teacher from her

colleagues, her management, her

Exploring project trajectories

Teachers at the 2009 residential in Bristol 90Vemm€ﬂt. the media and the

academy.
¢tKS RAZO2dINES AKX YyFRSNSRQ2ZEINWRNBASENDRAAGAZ2YE (GKS
research process and a consumer of research products. Th#otenwithin this model of using
research which posits that research can have a direct linear effect on specific practices tied to
desirable outcomes have been extensively explored elsewhere (Hammersley, 2005) but our concern
here is the way in which thisiodel contributes to growing trends for teacher passivity. If teachers
are to choose between innovations in the same way that shoppers choose detergent, based on the
reputation of the producers and the attractiveness of the packaging,disisacts fromthe task of
assessing what the conditions are in their classrooms, what the pressing needs of the learners

(teaches included) might be.
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In contrast, the process of teacher inquiry as practised within the Learning to Learn in Schools
project grounds thenrdividual in context, in relevance to the learners and sustains the process
through the increased motivation brought by rapid and responsive feedback. This is supported by
the focus on two key values from the project: teacher autonomy and the respotysitailimake
public the work that is done. Teachers gain in confidence in articulating their embodied practical
knowledge and in translating the contextual understandings of their own classrooms to a wider
audience. Moreover, this participation in the widdearning community of the project fosters the
ONRGAOIE Sy3alF3aSySyid 6A0GK ARSIFa | yR I LlkinBEngOKSa ¢
about innovation and change in their practice. We have observed a relational and developmental
interplay betweenengaging in an inquiry in the classroom and engaging with the canon of research
literature and guidance produced kacademics and policy makerBhe key outcome for teachers
appears to be a more fluid understanding of their role:
obeing on the Bristol rédential was quite a big thing for me, in my thinking about my
NREfS Ay (GKS OflaaNR2YI Ay GSN¥a 2F X LQR LINB¢
YR GKAA YR (KIFIG GKS OKAfRNBY ¢2dzf R 6S fSI N
thinkingmore @ 2 dzi WK2g OFly L SELXIFTAYy (2 (G§KS OKAf RNB)
Fo2dzi GKA&AQO® {2 a 2LJIJa&aSR G2 AdG o0SAy3a | LINP
Y2NB y2¢ loz2dzi K2¢g L OFy Ay@2ft@dS (GKSY Ay (KS
switch round in my brain of what my role is, because | want the children to be able to
dzy RSNRGFYRI y20 2dzad ¢KFG Ad A& GKFin LQY GSKO
and reclaim the knowledgdPrimary teacher, PhaseYar 2 interview)

1.3. Changimg education perspectives
As is customary in the last 20 years, it is necessary to reflect that the pace of change in educational
policy, curriculum specification, pedagogical expectations, targets and assessment does not slacken.
¢ KA& NBf Syvian@ iha capaditi ozNpstteadhers and schools to analyse and reflect on

their educational values and whether they are being realised.

One way of expressing this is in terms of a valuestice gap. One of the most significant trends in

the education landscape, which explains a spectrum of policy shifts, is the gradual drift from a
strongly centralised system. England (and to a lesser extent the UK) has been one of the most
extreme examples in the EU of government direction of policy and practi¢eilst this approach

has secured some benefits there appear to be limits in the mandating of improvement and the
plateaus seen in the trend in KS2 and KS3 test results are one example of such limits. Educational
researchers have detailed some of the negatside effects of national policies, such as the
demotivation of low attaining students and widespread teaching to the te&xcellence and

Enjoymentwvas an early example of an encouragement for more diverse approach and the review of
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the primary curriclum reflects the concerns felt by many. The QCA have meanwhile been
championing curriculum experimentation, not least in KS3, and the demise of KS3 tests is a real
fFyYyRYI N Ay SyO02dzN} 3Ay3 (GSIFIOKSNAR G2 o0StAS@S

meaningful part to play in change. This is encouraging for L2L.

1.4. Overviewof Phase 4
In Phase 4, fouregionsof England arenvolved. They are Enfield, Cheshire and Cornwall (all of
which were involved in Phase 3) and Northumberland (which is new to thjeqbt in Phase 4)n
Phase 3regions applied to be part of the project and thére three successful areagere chosen to
represent a range of geographical and sestmnomic characteristics (for further information see
Higginset al. 2005). Northumbdand was chosen for similar reasosisthe start of Phase,4n that
it is a large county with a wide range of schools and education contexts from extremely rural,
complementing Cornwall, to the more urbasirfilar toCheshire)lt is also a region operiy under
the three tier system of first, middle and high schools, due to transfer to a two tier system during the
project. By choosing Northumberland the project also becomes truly nationwide with regions

representing all four corners of Englaridis canbe seen to be mapped out abougfigure3.

8

SCOTLAND Northumberland

(new to Phase 4)

Tyné and Wizar

Morthumberan:

Durham
Cumbria

Morth Yarkshire

East{Ridingyof Workzhire

Lancashite| Syye'crorcshire

. Greater htan
eyside

Sauth fork=hire

Cheshire
(Phase 3)

Cheshire

Hottingham=hire

A Lincolnshire
Derby=hire;

Staffordzhire

Rutland,

Harfalk
Leicestershire

hire ! Eambridshire

Suffalk

Enfield
(Phase 3)

Mranwickshire
Herefordshire Bedfordshire

_ Buckinghamshire.
Gloficestershire Hert=ford
DOxfordshire

Greater; London

Berkshire

Wikt shire
Surmey

Harmpshire:
est Sussex oo e oo

Izlepaf Wiight

Cornwall
(Phase 3)

Figure 3: Map showing the four Local Authogs involved in Phase 4

10



Learning to Learn in Schools Phase 4 Year One Report (March 2009)

In each region there are betwearine andtwelve schoolsincluding both primary and secondary age
phases. In addition, we also have three special schools involved all located in Cheshire. Across the
regions the teachers correspond #&owide range of experience with regards to time in teaching and
time in the project(in those regions continuing from Phase 3). The projects includes Newly Qualified
Teachers (NQTs) and experienced senior leaders and teachers who have been involviedasiack

of Learning to Learn and those who have just got involved at the start of Phases4can be seen

summarised in tabld.

Table ii. L2L Phase 4 schools, history of involvement
New in Phase 4 Carrying on from Old school, new New school, old Total
Phase 3 teachers teachers
Cheshire 4 6 0 1 11
Cornwall 5 5 0 2 12
Enfield 6 1 2 0 9
Northumberland 10 0 0 0 10
Total 26 12 1 3 42

Learning to Learn Phaseigl developing and building upathe research and findings d®?hase 3
(Higginset al. 2007) This ha led to the development ofdy research themewhich will be central

i2 RSaA3dy 2F GKS LINRP2SOG YR AYRADGARIZ t &:0K22f &G

1 Learning relationships and interactions in the classroothrough collaborativelearning
approaches and the development of more effective feedback in lessons, pedagogical tools

for learning and enquiry and investigating its impact on attainment, attitudes and autonomy

1 Tools for learning:in supporting learning through enquiry andfdrent Learning to Learn
approaches, particularly to support reflection and actigmg. Assessment for Learning
0§SOKYAIljdzS&T LJdzLJA ¢ GASsa GSY Ldrakegies;Zitle time;A | Yy Q&
video) of students, teachers and researchers.

I Student as researchers of their own learningivestigation of how using enquiry based
approaches with students can support better awareness and understandintheif
learning, support theprioritising and development of learning and teaching in education
institutionsandS EG Sy R & G dzRSy (i & Q krdomadgehsills aindispésitiohgor y 3 | 6 2

learning and their application tdifferent situationsand individuals
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1 The world beyond the school gatexploration of how better relationships with parents can
beRSOSt 2LISRT K2¢g O2YYdzyAOFGA2Yy | 02dzi OKAf RNE:

benefits of home/school partnerships

Phase 3 was successful in

demonstrating that learning to /. There is a pressing need to transfer some of the responsi
and ownership for the direction and content of their learni
learn  approaches could to the students themselves. Our decision to establish this
support  development in future priority for our schal is not, howe\_/er,.solely' abot
_ increasing student engagement and motivation. It is ab
schools, the  professional  equipping them with the skills to analyse problems &
leaming of teachers and the  decide upon the key issues at stake. It is about giving tl
A ., the experience of managing their own work andexgncing
RSUSt 2LI¥Syu z  the successes and failures that sditected work can bring.
understanding  of  their| It iS about coping with ambiguity and developing the sk
_ _ and dispositions that might help when such situations ai
learning. However it also i their future lives. And, perhaps most of all, it is ab
raised some  important| Fedefining successful learning as being less about the qu:
_ of the outcome and more about the quality of the proce
questions about the role fo | (Fallibroome High Schb&heshirg

enquiry in learning and how

schools can be supported in

undertaking this  through

networks and the support foHigher Education InstitutiondHEI$. Therewere some indications of

differential impact of different Learning to Learn approaches which also needs to be investigated
further. In addition, perhaps the most important question is how involvement in LegutairLearn

20SNJ GAYSET KlFa Fy AYLIFOG 2y &a0dRRSyGtaQ yR Sl OKS
turn, affects their knowledge and skills for learning to leamthis Phasd the following aspects are

being explored:

1 To develop understaridg of progression in learning to leagrknowledge, skills, dispositions
FYR GKS RS@St2LIYSyd 2F tSIENYSNBQ lFdziz2zy2yYe

i To investigate issues in both scaling up and sustaining Learning to Learn as a development

approach in schools (drawing in new schoolsh® éxisting network)
T ¢2 FdZNIKSNJ dzy RSNEGFYR GKS NRfS; 2F SyljdzANE AY

1 To develop the role of an Higher Education Institution as -feamer in this process and

supporting schools in networks

1 To look at the potential influencef the family and the community on the development of

pupils as lifelong learners.

12
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The project draw on the successful model developed in Phase 3 with local INSET for teachers,
national residentials,email and internet supportand national and regional onferences to

disseminate and validate the research as it progreg¥¢all and Hall 2005)Clusters of schoolsre

based on existing L2L networés well as the addition of Northumberland as a new region. In each

of the continuing areas there will be scHeaontinuing in the project from Phase 3 (and in some

cases Phases 1 and 2) as well as schools new to the pr@petific sulthemes in the project are

the role of parents and the wider community, the role of ICT, the development of talk and feedback

2N €t SEFNYyAy3as GKS NRfS 2F AYyiSNIOGA2Yy Ay RS@OSt 2

pursued in each of the geographical clusters to support the development of the network.

Of particular interest in Phase 4 will be the development of the L2deias it continues in those

schools from Phase 3 that continue to work with us: the longitudinal impacts of the project on
learners, teachers, schools and wider communities as well as the sustainability of the approaches.

This will be complemented by thexperiences of the new schools that join the project at the start of

Phase 4: how well the project model transfers and the extent to which it is replicable and how
SELISNASYOSR [H] &aOKz22ta Oly |04 a Y2NB SELISNRSY

Display focusing on Learning to Leagribnot only supported the children but also helped the
teaching staff

Hexham EadtirstSchool, Northumberland
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2. Outputs and Impat

In all, 30 case studies have been submitted and analysed for this reportmarised in tablév.

There are a number of schools who continue to be part of the project, but have not submitted a case
study this year (see tabi@ for full list). This habeen for a variety of reasons including staff changes,
new roles and responsibilities for key staff, inspection and general workload pressures and issues
with the amount of data collected by the deadline. All of these schools have restated a commitment

to the project and intend to submit a case study in Year Two.

Table iii. Schools not submitting a case study this year
Cheshire CloughwoodCommunity School
Ellesmere Port Specialist School for the Performi
Arts

Oaklands Communitgchool

Verdin High School

Woodford Lodge High School
Cornwall Lanner Primary School

Perranporth Primary School

Portreath Primary School

Richard Lander High School
Enfield The Gladys Aylward Secondary School

Fleecefield Primary School

Hazebury Junior School

Houndsfield Primary School
Northumberland = Central First School

Harbottle First School

St Benet Biscop RC High School

Two schools have dropped out of the project during the academic year 2007/8. Reasons for this have
again been aried but are mostly similar to those given above by schools not submitting a Year One
case study. In each case, the decision to leave the project has not been taken lightly and

communication remains open.
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Table iv.

Case studis Phase 4 Yed@ne(n=30)

Cheshire (n=6)

Fallibroome High School

Hebden Green Community

School

Packmoor Primey School

Tytherington High School

Weaverham Forest Street

Primary School

Winsford High Street Primary

School

Cornwall (n=12)
Archbishop Benson Primary

School

Camborne Science and
Technology College
Liskeard School and Community

College

Liskeard School and Community

College

Liskeard School and Community

College

Liskeard School and Community

College

Marlborough Primary School

Marlborough Primary School

Francis Power
and Mike Dore

Katy Richards anc

Stacey Cartner
Vicki Shaw

Alison Whelan

Ann Saunders anc
Clare Rushworth

Helen Barwick,

Chris Anderson

Julie Beach

John Welham

Sue Braddick

Tamsin Hamilton

Gary Smith
John Golding
Kathy Rowe

Paula Ross

Case studies Phase 4 Y@€are(n=30)

Wild Tasks: An Investigation into Ways of Increasing Studer
Eng@ement in the Learning Process

Developing personalised talk with pupils who have
communication difficulties

Developing a thematic approach to learning and building
OKAft RNByQa OFLIoAfAdle G2 Sy
the use of Learning 2 Learn tools

Can he use of a weekly Learning Log help students reflect ¢
their learning and improve motivation and awareness of
learning?

Improving Behaviour And $&steem Through Creating A
Nurture Group And Developing A Model For Circle Time
Involving children in the process of learning and assessmen
and developin@ language for learning

An investigation into pupil voice in a skills based curriculum
Learning Detectives

2KFG A& GKS AYLHOG 2F af[ Sk
and attainment of a group of Year Nine students?

Students as Researcherstléir own learning in History:
impacts on learning relationships

Students as Researchers of their own learning in RE: impac
learning relationships

Students as Researchers of their own learning in PHSE: imj
on learning relationships

Students as Learning Detectives: impactdearning
relationships

Ways of Promoting a Psactive Skills Curriculum in Year 1

Ways of Promoting a Psactive Skill€urriculum in Year 6

15

240

11

48

150

90

50

436

20

30

30

30

19

30

30

Y7 &8
RY2&Y8

Y2

Y8

Y2, Y3 &Y4

Y2 &Y4

RY6
Y9
Y9
Y7
Y8
Y8
Y1l

Y6

Carrying on
from Phase 3
New in Phase
4

Phase 3
teacher, new
school
Carrying on
from Phase 3

New in Phase
4

Carrying on
from Phase 3

New in Phase
4

Carrying on
from Phase 3
New in Phase
4

New in Phase
4

New in Phase
4

New in Phase
4

Carrying on
from Phase 3
Carrying on
from Phase 3
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Marlborough Primary School

St Meriadoc CE Nursery and
Infant School

The Learning Space
Treloweth Primary School

Enfield (n=5)
Carterhatch Primary School

Eastfield Primary School

Hazlebury Infant School

Lavender Primary School
Oakthorpe Primary School

Northumberland (n=7)
Amble First School

5dz0KSaaQ | A3K
Hexham East First School
Hexham Mddle School
Hipsburn First School

The King Edward VI School

Wooler First School

i

Richard Gambier

Linda Stephens,

Clare Walsh
Becky Williams

Ann Webb

David Archer

Ellie Fitzpatrick &
Rachel Robinson
Tania McDonald

and Jane Skipper

Chris Dalynd

Michelle Harvey
Kathryn Soulard

Louise Brown and

Dawn Hunter

Gill Maitland and

Diane Murphy

Bernadette Noon

Christine
Carruthers
Dot Charlton

Helen Shipley,
Jessica Murray

Deborah Currans
Victoria Symons

Leading an Inquisitive School

Do regular philosophy Sdaz2ya tfSIFR (G2 I\
spoken vocabulary and an improvement in their
communication skills?

Pupitled learning: inspiring gifted and talented students
through Summer Rallenge

The impact of target setting on taking responsibility for
learning

The impacbf individual, pair and group work on performance
in algebra

Does having a specific grammar lesson each week impact ¢
OKAf RNBYQa 3INIYYFNIAY GKSAD
Does the TASC wheel for problem solving improve infant
OKAf RNBYyQa Y2UiA@dstéeinzy G2 f ¢
/'ty aray3IftS ASE 3INRdAzLIA NI A& ¢
Understanding the impact of using success criteria for self a
peer assessment in Maths

Developing a Language for Learning to Support Assessmen
Learning

Does cooperative learning irapt on the development of
assessment for learning, group work and social interaction?
52 RAaLXtlrea Ay GKS Ofl aaNR:
when writing?

An investigation into the effect of a kinaesthetic approach or
concentration and motivation

How will a specific strategy for @perative learning impact on
mature social interactions?

Utilising learning mats as a tool across the curriculum and K
Stages 4 and 5

I 26 STFSOUGADGS IINB YINJAyYy3-f
assessment of their own writing?

8 210
5 150
13 30
16 420
1 90
2 60
3 71
5 90
2 60
2 59
2 25
1 22
1 26
2 71
4 60
2 30

RY6

RY2

Y4 &5

RY6

Y6
Y5

RY2

Y4 &5

Y5&6

R&Y3
Y10
Y2
Y5
RY4
Y13, Y10

Y4

Carrying on
from Phase 3
Carrying on
from Phase 3

Carrying on
from Phase 3
Carrying on
from Phase 3

New in Phase
4

New in Phase
4

Phase 3
school, new
teachers
New in Phase
4

New in Plase
4

New in Phase
4
New in Phase
4
New in Phase
4
New in Phase
4
New in Phase
4
New in Phase
4
New in Phase
4
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It is possible to see that ahe 30 case studies, six were from Cheshire, twelve from
Cornwall, schools in Enfield producéde and Northumberland, seven. The case studies

come from a range of school types across the four LAs:
9 one came from a special school cateringgupils from three to 19 years;
1 one from the Learning Space which is Local Authority based;

91 inthe primary ag phase, twelve were from primary schools (three to eleven years),
two were from infant schools (three to seven years) and four were from first schools

(three to nine years)
f  one was from a middle school (nine to 13 yedrahd

1 in the secondary age phasseven were from secondary schools (eleven to 16/18

years) and two were from high schools (13 to 16/18 y€ars)

Four of the projects were

o Developing Learning Detectives in the T RS
completed at whole school | ° Secondary School Learming relationshios
'CAMPAIGN John Golding and interactions in the
. FOR LEARNING Liskeard School and Community College, Cornwall P T———
level, in other words all profect aims
The main focus of the research was o improve the leaming relationship between leacher and
students and the interactions within the classroom therefore improving students’ engagement
teachers and Students Were with their learning making them researchers for their own leamning. 5 R FOCUS
Dimensions of the study
. . The project involved 18 Year 8 students who have become L eaming Detectives. This is one RESPOMSIBILITY
of four case studies from Liskeard and it focuses on leaming in the development of Leaming
involved to some extent with o e s o ko
h ” d Summary of findings READINESS
The Leaming Detectives have been through the application and interview process, and are
L2 L apmac es ro e O UI currently being trained.
« Although students have only started their training initial feedback has been very
positive. Students are focusing much more ciearly on learning and their language is RESOURSEFULNESS T
focusing much more clearly on leaming rather than the teaching. The fesponsible L
aCI‘OSS a‘” Classes and yea attitude that students have adopled towards these roles has also been extremely
impressive. The feedback they have provided lo ieachers on leaming observed in
lessons as part of their iraining has been high quality, specific and rooled in learning
groups. Of these schools, three| e
"Plnlldlll
.. niversity
were existing Phase 3 school gyt renccveness
niversily

and so there may be some
. . . Example case study

expectation that their projects

maybe more fully developed. It is important to recognise however, that although other

schmls produced case studies on a smaller scale, this does not necessarily mean that there

is no L2L ethos underpinning practice across the school. There is something about the

manageability of writing up a Learning to Learn case study that maybe prevent®la w

school picture being given.

The case studies represent a range of experience in the project (seevjabest teachers
and schools are new to the project and learning to learn (n=17); however ten have carried

on in the same combination (school atehcher) as they were involved in Phase 3. There is

% Northumberland is predominantly organised as a 3 tier school system: first schadt#e rechools and
high schools; although this will change during the duration of the project.
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also a case study from an experienced Phase 3 teacher now working in a school not involved
in the project previously, Vicki Shaw at Packmoor Primary, and there are two schools which
were involved in Phas8 but the teachers are new to the project, Hazelbury Infants and

Oakthorpe Primary in Enfield.

Table v. Table showing L2L experience of the schools and teachers
Teacher
Phase 3 Phase 4
School Phase 3 10 2
Phase 4 1 17
2.1. Individual school contexts

At the endof Phase 3 we initiated a programme of school visits in tandem with the Summer
INSETSs and this was so fruitful for us as a team that we decided to embed it into the fabric of
the Phase 4 design. We found that seeing the physical environments in whichingetar

Learn was taking place, meeting students and staff who had previously lived for us only in
their contributions to case studies gave us a depth of insight which was enriching our cross

case study analysis.

The visitshelped us to feel thatwe id | WTE | @2dzND 2F Sl OK a0K22f |
that we sometimes felt was lacking in our discussion of the different environments or

learning ecologies within the project. On our tours we were able to see that Learning to

Learn is highly visible most schools through displays and in the language used to structure

behaviour and self
management (for example
see the photograph below
from Treloweth Primary in
Cornwall). It is interesting
to track the way in which
L2L language embeds in
school practice, in to
documents and policies,

though we found on our

visits that the most

Year 1 target board

compelling evidence came

i Treloweth Primary SchodGornwall
directly from staff and

students.
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The role of L2L amongst other initiatives

For some schools new to Phase 4, there has been an expectation that thiotradimodel

2F 2Nl Ay3 AGK | dzyAGSNEAGE Ay | WwWO2ftl 062N .

school is subordinate to that of the university would prevail and in some of our meetings

with heads and senior leaders we were explicitly asked whén thw2 § KSNJ aK2S gl a 3

RNRLIQ yR GKS RSYFyRa F2N tFNBHS RIGF O2tft SOGA

would start. It was a good opportunity to +sate our commitment to each school and

teacher setting their own parameters for inquirfka many schools, Learning to Learn has

dovetailed with ongoing projects and interests: several senior managers expressed a
e PlEASANt sUrprise  that

' - teachers and schools had

0SSy WwWItft26SRQ (2

O

pursuing their individual
passions and interests.
There ae many variations:
some schools are continuing
curriculum development
projects under the L2L

umbrella, others are using

Adapted TASC whEfr the Reeption class L2L as a fOCU IS fOI’

Hazelbury Infant School, Enfield

pedagogical CPD and still
others as a way of driving forward whole school change, either througirganisation or
through culture change. At Hazelbury Infant School, the initial focus on the TASC wheel as a
pedagogical tool has led to a privileging of enquiry processes throughout:

0All the things we do in school overajpr exampleMA modules which a

number of teaches are completing are based on the same reflective cycle

When teachers see the value of this themselves then they see why they need to

teach it You an get caught up in the issues of the area in which you teach and

you can get distracted from teachinghé learningg you need the reflective

cycle to make sure that you keep your eye on what schools are about and what

good learningisabout. 01 ' T St 6dzNE LYy Tl yGao
For Phase 3 schools, Learning to Learn continues to develop and change as new staff
become involed and as more experienced teachers encounter new ideas and deepened
understanding of their work. Change is also important for motivation, as staff at Treloweth

Primary school noted:

a.we have to keep it fresh...bubbling anégTreloweth Primary)
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Leackrship and support

All the senior leaders we spoke to wevery interested in the concept of L2L anthny

explicitly stated that the project gave them additional opportunitiesstgpport teachers as
professionals both to

improve practice and
Within weeks of taking on the headship

Marlborough, | set up a joint training day with all ¢ | outcomes forstudents and in

the teaching staff, te support st_aff and governor. | terms of their professional

at the school. The purpose of this team meeting v _

i2 RSGSN¥AYS (KS aoOKz:z learning Clearly all schools

shared principles for its future development... Onc | a6 under  considerable

0A3 LIAOUdz2NB KIR 0SSy O _

it was relativéy straightforward to move on to som: | Pressure to improve and to

seriou_s ground_work. | was able to bring my earl | make that improvement

experiences with regards to forming a skitsed . .

curriculum but even so, nobody was aware at t| | €vident In externally

stage how long it would take us, how detailed 0 | measured ways, but none of

review would beand how powerful the proces

would become in bringing the team together wii | the managers told us that

shared understanding and commitment. GKS8d8 ¢SNB t221Ay3 T2
(Marlborough Primary School (Richard), Cornwall

'da™

iEQ |yR &SOSNJI YI R

point that, if Learning to Learn

focuses on lifelong learning

skills, it is unlikely that short term benefits will be as obvioughe Head of Packmoor

t NAYIFNE gla GEBLAOIE Ay KA& O0StAST KRYQUIRT O f «

learning:
& lwill invest in the process every tim& o1 S RGSIFOKSNE t I O1Y22NJ
School)

This investment varies from school to school but key components appear to be that Learning

to Learn is iyen high status bgenior managers through talkirepout the project in staff

meetings and school communicatigribat teachersare volunteers who nevertheless get

practical support in terms of neoontact time or access to resourcand that staff get the

opportunity to feed back to their colleagues a8 dzf | NJ Ay G SNBI f ad 5dzOKSA

reported,

a lotd of active support and high profile in planning and meetinte
O2YYAlUYSy(d 3I32Sa NRIAKG (2 GKS G2L¥ 05dz0KSaa |
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-

¢S OKSNARQ LISNE2YIlIf YR LINRPFSaaazylt RSO
For individual teachers, L2k &a |y 2 LR NIdzyAdGe G2 F2tt26 | W
development route within a supported network of colleagues and management within
school and of colleagues and university partners beyond scAodfipsburn First Schoal, it
is seen as both a contiation of past practice and a chance to return to a previous era of
professional creativity:
G[H[ A& F 3I22R gleée G2 G41r1S F2NBINR GKS | 3Sy
younger cglleagues to get a taste of the kind of exciting (jevelopment work we
ddinUKS Tna¢ o6l ALJAOdzNY CANRUU
In some schools, the project has meshed with ongoing initiatives: many teachers use their
L2L projects as part of Masters or leadership pathway work; as curriculum leaders they feed
in to subject specialism in their local netwerkat Tytherington High School, the lead L2L
teacher has been taking her findings into the local network and presenting her results to
LI NIy SNEKALI a0OK22fas NIAaAy3I KSNI 26y FYyR GKS 3

commitment to communicatingur understanding in the widest possible way.

Student engagement

In every school we visited, we met enthusiastic, articulate and committed learners working
from Foundation Stage to A level study. The students were interested in our work as
researchers, sking us what we did and how we went about it and also in the other students
in the project, many were struck that so many other schools and students were involved.
Many of the secondary schools have developed student researcher groups who have a role

in  monitoring the learning

The idea that there is no such thing as a wro\  activities that go on across the
answer has been quite liberating for mar
children who usually onlyjoin in class
RA&aOdzaaAz2y 6KSYy GKSE | Technology School the student
answer that the teacher is looking for. Thu
are also now more able to change their mi
about an idea without feeling that they wer | challenging discussion of the
wrong to start with. There is much more of
feeling that we ae all learning together anc
GKIFG SOSNE2YySQ& ARSI | apility classes, different types of
more about a subject. (St Meriadoc Infa
School. Cornwall)

school. At Camborne Science and

group had an animated and

purpose and experience of mixed

assessment ah whether they

measured what they set out to

measure. At Fallibroome another

student research group explained to us that they have had more autonomy than they
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expected in the process of research: more say in how to collect data and what to collect and
more freedom to comment. There was also a great deal of confidence that notice would be
taken of their findings. This can also be seen in action in Wooler First School where Year 4
students were keen to explain their role in the development of marking ladgeisting out

where their ideas had been trialled and while proud of their successes also unfazed by the
ideas that had fallen by the wayside. Students in Learning to Learn have demonstrated that
they are becoming familiar with the principles of enquiownership of ideas; rigorous

experimentation and critical engagement.

2.2. Developing the 5R Framework
An important facet of this discussion about learning to learn has been the Campaign for
[ SFNYAYIQa RAALRAAGAZ2Y TN YS s 2pdsentél it thé R G KS v
framework areResourcefulnessRemembering,Readiness Resilience andReflectiveness.
As a construct the 5Rs arose out of Phases 1 and 2 (Rodd 2001; 2003) and the work of Bill
Lucas, Guy Claxton and Toby Greany at the Campaign. It besamral to Phase 3,
although as with the definitions above it was always presented as a flexible construct which

could be used by schools and teachers as they saw fit (Higlgiths2007).

Habits of Mind - Motivation

Figure 4wSLINBaSy Gl a2y 2F /FNNJ | yR ferciesEli2y Qa RA
and dispositions

The debate about learning dispositions in the project has mirrored a similar one in the

SRdzOF A2yt NKSG2NRAO Y2NB 3ISySNIftfeaod /NN I yR
influential in stimulating much of this discussion whibey pointed out the importance of

learning dispositions in a climate which calls for lifelong learning and asked how progression

could be observed and assessed; ideas that fit well into this project. They make an important
distinction between capabilitie and dispositions (represented in figudg which is drawn

upon by Allal (2002): capabilities being cognitive skills, strategies and abilities and

z

RA&ZLIZAAGAZYA & WKIOGAGE 2F YAYRT GSYRSyOrASa s
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1988: 30, in Ga and Claxton 2002: 10). While both these papers discuss assessment
methodologies they do not really crystallise a sense of how dispositions manifest in the
Of FaaNeB2yY | yR

about what trey look like. This is an area where we thought we could contribute ideas from

the project network.

At the start of Phase 4, in
discussion with the
teachers, it was felt that
some alterations were
needed to the 5R
disposition framework we
were using. Reembering

was decided to underpin all
of the other Rs and so was
deemed implicit in the
framework and an R which
encompassed the social

element of learning which

was critical in the findings of Phase 3 was decided on as its replacement. Hence in the
Summerof 2007 the 5R disposition framework becant€esourcefulnessResponsibility
ReadinessResilience andReflectiveness. This gave some impetus to critical thinking about

the framework and what it looked like in the classroom. It was obvious thatdesgn was

not in itself an adequate way to embark on Phase 4. It was also necessary to explore the

AYRSSR y2 6KSNB R2

Children throughout the school know what succes:
learning looks like and have a langwafpr learning.
Linking the 5Rs to animals and introducing it w
pupils (pupil voice) has really helped children ¢
adults understand what each of the 5Rs are and h
to achieve them. It is easy to forget that some adt
find it difficult to grasp whaeach of the 5Rs mear
hyS YSYoSNI 2F aidl ¥F a
,whenever | forget one of the 5Rs and what it meatr
2dzali GKAYy1l 2F GKS FyAY
teacher has been using puppets/beanie babies
represent the animals andhis has really helpec
Y2U0AQGS GKS OSNE @&2dz/=
OF G LdzLJSaG YSEkya 6S N
(Archbishop Benson CEVA Primary School, Cornw

usefulness of the Rs as a concept and to ask several key questions:

9 Do teachers in the project find the 5Rs a useful framework?

1 Do students find the ideas memgful and applicable to their own learning?

1 Are the 5 concepts distinctive from one another?

1 Are they used separately or as a group in classroom discussion of learning

dispositions?

In order to gather data to address these questions and to contributthéodiscussion on
dispositions within the academic community we spent time at the summer 08 INSETs
GKSANI LISNELISOGABSA

SELX 2 NRA Yy 3

gAlK

Sl OKSN&a

iKSe
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perspectives through a competition to-gesign the poster above ahe assumption that it
RAR y20 YIFIGGSN) 6KIG GSFOKSNEQ dzy RSNERGFYRAYy3a
understandings and constructs. In addition, we analysed the uses af Be Year One case

studies

¢SIFOKSNARQ LISNALISOUAODSA

Overall, teachers were hay that they could make meaningful distinctions between the
different constructs, though many commented that they felt our desire to explore this
aspect was a symptom of our academic mindset. Whether there was a clear distinction
between Readiness and Resocefulness of the order of a distinct psychometric concept was
less important than the warrant given to those ideas by the ease with which their students

could make use of them.

Tablevi 9ESYLIX AFTeéAy3d (KS (S OKSNEQ dzyRSNEGFYRAYy3 2
Resourcefulness More responsive than analytical, present moment
Creative thinking
Use of the immediate environment
Responsibility Selforganisation, maturity, ethics
Consciousness of learning, concrete, enacted, relational
Underpins the ther Rs
Readiness An emotional state
Related to environmental issues: sleep, nutrition
Looking forward

Resilience Individual and personal quality
b2G ySOSaalNxfe | WikK2
Develops (or is undermined) over time
Reflectiveness A development onrbm the other Rs

Analysis and evaluation, more abstract
[221Ay3 ol 012X RS@St2LAY3

Some teachers, particularly those with younger learners, felt that the terms were not easily
accessible and had invested time and creativity waykinllaboratively with their students
to customise the Rs for their school (see, for example, the Year One case study from

Archbishop Benson, Cornwall). The table above reports some of the key concepts generated.

Pupil perspectives
At the start of Phasen = A G gl & | LI NByd GKIFIG GKSNB gSNB =
YILLISR 2y G2 (GKS (S OKSNRQ dzesBerhvérdaskadh y 3 2 A (K

invite their pupilsto draw postersrepresentng andinterpreting what theRsmeant to them.
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The stdents from five schools across the UK produced 108 posters which focused on single
dispositions. Three of the RsReadinessResilience andResponsibility¢ were significantly

more popular, suggesting perhaps that these concepts were bothumekrstoodby the
students and/or that they lent themselves more easily to visual representation. Where
information on gender was available, it appears that this was not a significant factor in the
choice of disposition to portray. Similarly, there did not appeabé significant effects

associated with the age of the students.

Reflectiveness was one of the
least popular Rs. The analysis
of posters in this category
indicated that the children
\ identified  thinking  and
contemplation with this R. As
£ ) with the teacher onsultation,
r i pupils appeared to find this
an abstract concept and
Toe\

arguably an image based
Example of 3 poster produced by Year 3 to explore the meaning of Reflectivensss

. methodology made ideas
Amble First School, Northumberiand
related to this difficult to

relay. There was a lot of imagery which could be used to represent not only the process of
contemplation, but alsahe context in which contemplation might happethis was one
a0SL) 2y FTNRBY (KS (SIFOKSNRQ dzyRSNREGEFYRAYIAD 2 A
school environments were relatively absent from these images. The only point where school
did emerg was in response to assessment: one child had indicated that this was a prompt

for reflection.

Resourcefulness was the least popular R with only four posters completed within this
category. This could be taken to mean that the children found these idaabsth visualise

and draw, or it could be that the children do not see it as a useful concept in their learning at

school. The responses from the children were varied and no real convincing trends have
emerged. There was real disparity here with what teadhers considered to characterise
Resourcefulness. The pupils appeared to be more competency orientated than the teachers
LISNOSLIiA2yasr FHfiK2dza3K GKSNB R2Sa asSSy G2 o6S |
thinking. It has to be pointed out though thatith this small sample of posters it is difficult

to draw any convincing conclusions.
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Readiness was chosen by 29 of the children and the analysis of the resulting posters

revealed that this was an R closely linked to schooling: the most popular categosly

represented visually, was of tools for learning which helped the children be ready to learn,

F2NJ SEI YLX 8§35 LISyasx LISyOAata FyR o0221ad ¢KA& aS8
of Readiness as an emotional state; however, within this categwse was mention of

LISNE2Y I f OKIFNIOGSNRAGAOE HKAOK O2dz R 0SS ARSyld
attentive, wearing the right clothes and looking keen. The emphasis on the performative

nature of many of these different aspects is interestamgl does seem to fit with classroom

AYF3ISNE 2F | WI22R aGdzRRSYyidiQd ¢KS GSIFOKSNERQ AF

within these posters.

Resilience was the most popular category ahdse posters werealso the ones which

showed the most agreement thin the pupil cohort as well as with the teachers. Children
O2YYZ2yfé& dzaSR SEK2NIlIdAz2ya &dzOK & WyS@SNI 3IAQD
mantras to visually represented contexts, mostly either school work or sporting

achievement.

The analysis giosters representing responsibility revealed a strong theme around roles and
NEallyaroAftAdAaSa +d K2YS Fa ¢Sttt a Ay aoOKzz2fzx
and ethics. This was obviously a disposition that the children associated &¥itimdp others

and one of the key aspects of this was helping their fgriysehold chores and care of the

family pet.However, he students definitely did not appear to see a direct association with

learning and learning processes

The sophistication ol KS OKAf RNByQa ©@ASga |yR GKS gl & GKI
environment suggest to us that following on from Carr and Claxton (2002) our
understanding of competencies should be broader than a cognitive focus and should
encompass personal and ph@si £ NB &a2dzNOSasx 2N (G22fa GKIFG OFy

The diagram presented earlier is adapted in fighite reflect this shift in our thinking.

Environmental Habits of IV
characteristics| Mind otivation

Figure 5: Revised competencies/disposition distinction
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2.3. Pupiloutcomes

An analysis was completed of quotesrfr students in the case studies (22/30). A further

four case studies mentioned student perspectives but did not include direct quotes; this
data was not incorporated
into this section. Teachers s
collected data on pupi3
perspectives in a variety of
different ways, however
common methods were
interviews, questionnaires
and visual data. The
analysis investigad the

extent to which students

were aware of learning to

learn agendas’ the Growing plants from seeds the nurture group
Weaverham Primary School, Cheshire

language used and

knowledge and skilfulness in regards to metacognitioavil 1977).

Affective perceptions of learning
t 2aA0A0S 02YYSyida R2YAYIGSR GKS RFGF® 22NRa ac
documented as used by pupils when talking about learning and associated praclesses
many cases the students talk@bout how this prompted them to expand ideas and take the
learning into other areas of life,
aL t20SR YIF1Ay3I GKS GSRR& FAldySaa OSyuUNBo
bursting! Dad had to help me make the running machine as soon as | got
K2 YS dé rdughPrivdarg(Rathy) Year One Case Spudy

There was a particular category of positive comments around increased independence, and

this was across the ability spectrum

It was not all positive, however, and there were some negative sentiments expressed, but
even with these comments the way that they were expressed provided a tempering of the

response and a rationalised perspective in relation to the process of learning,
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' ONARYS oyz2i

G2 KSy ¢S KIFIR (2 Ay@S |
y (K2dAK L ¢l a

auaA3l
with Lily aR L KFR 3INBF{G Fdzy S@
PrimaryYear One Case St)dy
And also a pragmatic outlook on learning and schooling as a whole:

GLGQa y2G GKS o0Sad GKAy3a Ay (GKS ¢2NI R o0dzii &
(Hexham Middleérear One Case Stupy

Greater learner independence
Independence and choices were a big theme within the quotes from students. There was
real value placed on the need to try things out and learn from mistakes,
GL tSENYG FNRBY YA&adL | (BytherihgioR Highved® OrieK SY NA I K
Case Study
Assessmentarget setting and Assessment for Learning type approaches were seen as good
ways to think about progression
and therefore support the move
away from a dependency on
teachers input.There were also
comments that indicated the
impact of when teachers let go of
control and hand the power over
to the students and the impact

on selfesteem which could result

from this,

aL t2088 A0 6KSy GKS (¢
a2YSGAYSa R2SayQid KSf LJ
0S0OlFdzaSX L Oly G4NEB Al
myow dzZaAy3d Yeé GFNBSGao®

(Treloweth Primary Year
We are learning to make friends and help each other One Case Stuﬁy

(Archbishop Benson CEVA Primary School, Cornwall)

Development of an explicit language for talking about learning
There was an extent to which explicitness of process was tied up in other categories in this

analysis; however there were a numbmErcomments which appeared to merit explicit focus.
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Quotes included in the case studies emphasised the way in which students were being

encouraged to talk about learning, recognising that this is no easy task:

At the end of the year, another boy who ofténds it difficult to explain his
thoughts, expressed his understanding of his learning by saying,

aL tA1S G2 fSENYy 2y Yé 28y dé

L £ SEFENY Y2NB 6KSy T dzZOK d €
(Winsford High Street Primaryear Pupils appear to have a better
One Case Stujly understanding of how they learn and
feel more mvolved in their learning. It
There was also acknowledgement ofiet | \would appear that having a choice helg
make students more investigative and
S o that the process of choice gives them & ]
ZUKSNJ FalLlsoua 27F |y greater responsibility for their learning. (Y I € AU &
As staff, we do need to appreciate that
students are given woice they will use it
to include talk about behaviour, disposition|  and they will not always say what we
want to hear. (Liskeard School and
Technology College (Gary), Cornwall)
aL GKAY1l fSEFENYyAy3a L _ I 6 2 dzi
helping you to contl your temper and
G2 KSfLI &2dz ¢2N] 0SGUSNI Ay &A0Kz.  o®¢
(Weaverham PrimaryYear One Case
Study

ways in which learning could be influenced
and therefore learning to learn also neede

and skills:

This shows an awareness of the complexities of learning and the way in which any language
or talk on the topic has to be inclusive of many different aspectsokK2 2t Ay 3 | Yy R LJldzLJY

lives to be truly effective.

Students indicated how talk about learning had initiated a process of discovery about
GKSyaSt@Sa a fSINYSNEYX GKS ARSI . TRFprods83SGGAy3I G
then allowed students tobe critical in thinking about different methods and tools for
learning, thinking about which one had best fit,
G/ K22aS 6KAOK 2yS A& o0Saild FAGASR F2NJ &2dz |y
w2N)] GKFdG Aa aSaé o[ Aa]lSFENRXE {dzS0 , SINJ hyS /
Consistentwith themes across the project, students recognised that talking about ideas,
communicating them to others, was important in the development process: development of

a language for learning as well as for laagnabout yourself as a learner.
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Understandirg of what effective learning looks like and how to support it
Comments in this category tended to be focused on what made good learning and how
learning dispositions could support the process of learnBtgdents commonly talked about
their own learning ad how they could be strategic and reflective (metacognitive) in thinking
about how they could ensure learning in all situations was effective:
GLG gl a SFEaAaASNI G2 ¢2N] GAGK RAFFSNByG LIS2 LI
RARY QiU 3S0 &z yodhaH tode ndokepdlite GIKSYE g2dzf R (St f dé
(Marlborough Primary{athy) Year One Case Stidy
The students, however, had a realistic attitude as to what it took to be a good learner and
recognised that it could be hard work, but this did not faze théithough there was this
personal element tdhe processof understanding the students never divorced it completely
from the social dynamics of the classroom and could see potential for exploring thinking
about learning with others,
at S2LX S O ynowigyh&vidviork affidd@veély ds a team / in groups
as some people will have more knowledge and you can learn from other people.
This could make them more confident in their learning; it is also more fun
G2NJAYy3 Ay 3IANRdzLJA GKI ySHBRMN] /A EY A B dINA 2K Y D
One Case Stujly
There did appear to be a
bl My Learning genuine discourse around ideas

|||»,: LJJ, = "A‘ T

ge: q ——;, 7 related to the right to learn
S .
( e W, 5 \q\) effectively. The studentsfelt

Setrec by Fouching

™ .0 tings, o) =75 1) they had a right to explore
i T Wor\ dds. "\ J

- seaﬁ\ e L\)LH\ "%/ = C lowee v\zjw) . )

Bl i T it sws e e learning and to be supported in

L }\kuvly +

it o .poi-r\rg

e thinking critically about

€= learn  on ““j ova X

HEE Womke siee

\ TV Sk T Cowny  \cetter
_ON & qumber \ine

learning derelopment, process
and progression while inside
o o o _ and outside of school. For
Pupil Views Template showing child@uleveloping thinking about learning
Winsford High Street Primary School, Cheshire example in one school there
was evidence that students felt prepared to stand up for themselves if learning was not
being explained to them fully or if they were not being challahgdout their thinking

process in a way that was supportive of these reflective and strategic behaviours:

GL¥ ¢S KI @S | adzli e FyR
S FTNBE y2i Gd2fR (GKS &adz00
Year One Case Stydy

S INB y20 I &
a 7}

1SR ¢
Sa O NBensdh N | S oAt
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Alongside this ethically based perspective of learning, there was evidence that the students
in L2L classes were broadening their perspectives of what learning could and should include

within the structures of the education sgsn they experienced:

G{ K2dzA RyQli o6S 2dzaid F2NJ {!¢a odzi F2NI Fff &SI
The fact that learning was not just for tests was emphasised and developed in the initial
adlr3sa 2F [/ FYo2NYySQa wahadzRSyida | & edNdBwa S NOK S NE
effective strategies and tools could cross over from one subject area to another, how they

could be talked about outside class and be used to develop good practice for taking these

tests:
G{9!'[ [H] &aSaaAirzyy 3I22R 0 S®lisdfarSATs;i KSf LISR Y
IANBFGT L KSFENR a2YS 2F GKSYYeROde@ds2a Ay 3I A G | 1
Study

{20ALf O2yalOArAz2dzaySaas AyOfdzRAYy3A LISNE2Z2Y

Ly GKS O02YYSyida GKSNB sFa | OSNE addhow®hsa | 61 NBy

needs to fit into the realities of the classroom: L2L students appear to have a developing
LIN} 3YFGAO dzy RSNEGEFEYRAY3A 2F (GKSf EBEOKXOYH 44 MNR2 Y
placing their own learning alongside their peers:

a 9 y 3 f ikaatkinhd Madding made it a lot easier to plan my essay; the rest

of the class did not get on

gAGK AdG a2 ¢Sffdé o6/ Yo2N

Year One Case Stydy 1

They seem to understand that
sometimes a method will suit their
own learning disposition, at that
time and inthat lesson, but at other
times it will not but may suit others,
but that does not mean that they
will not learn from it. They even
talked about the consequences o

making the wrong decision and *

We aim for our children to become more responsibletfair learning

how this influenced their decisions:

Lavender Primary School, Enfield

G, Sazr L adzZlIA3dS K2DAydi 6KS OK2A0S YR AT L
wherea NB w23ad GStfa YSPé oal NI 62NR)zZAK t NR Yl NB
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Students talked about team work and working with others, exemplifying how they needed
to think about who they were wding with and how this would support their own and their

LI NIy SNRak 3INRdAzLIAQ € SFENYyAy3AY

GL GKAY]l OGKFG wi2ffell2L) LI NLGYSNEQ Aa | 3INBL
62N] O0SUGSNI 6KSYy GKS@QNB y20 62Nl Ay3I 6AGK
your clag¢ Yl G4S&a | oAl Y2NBE

(Hipsburn FirstYear One Case

Study

It should be noted that for some childrery
this greater social awareness was not ju 5
reserved for peers, but some student*
could also see the potential to suppor

the teachers,

GL GKAY 1 ledrrSmedid o
help the teachers know how to
teach us better and to help them a
well. Circle Time made a hugs
difference to my behaviour, how |
feel about myself and it helped me . .
O2yGNRBt Y& |y3asSNwe o P"8PgENRicee
PrimaryYear One Case Stydy

After the intervention: A class using their flexible space for Community of Enquiry

These ideas of &l consciousness fit well with the new R, Responsibility, and would appear

to support its inclusion in Phase 4.

Tools for supporting learning

Students often talked about different structures and tools that supported their learning in

different ways, forexample,
L GKAY]l 6KSYy ¢S dzasS GKS GNXrFFAO fA3IKG O2f 2
colour red or orange Miss Barwick does the lesson again the next day and it
KSftLla YS G2 dzyRSNBRGFIYR Y2NB YR L ¢2NJ] oSdaa.
Year One Ga Study

Students talked about how they could take tools and develop them to fit their own learning

needs, this happened for example at King Edward VI High School where students were able

to see the potential of learning mats and the way in which theyldde adapted and used

to support different types of learning.
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Schools have documented how students have become critically engaged with the teaching

and learning process: they have not only identified the tools that were used to support the

process and howbutthey have also seen how they can be proactive in their usage,
G{2YSGAYSa 6S R2 2dz2NJ 26y &dz00S&aa ONRGSNARIT
(OakthorpePrimary Year One Case Study

In some cases, they hawsohad a constructive opinion tied in to tlreown beliefs about

learning as to how things could be moved forward and made better,

G{2YSGAYSaz AG RSLISYRa ¢KIG {AYR 2F ai2NrR @
R2Ay3 Ad tA1S AGQa o0& w2FfR 5IKf a2vYSaAyvySa
help but ifé 2 dzZOQNB Y {Ay3 Al dzLJ f)\“[é Ay GKAAa 2yS U
6LI2AYyGa (G2 LASOS 2F g2NJ v AlQa 2dzald @&2dz YI {7
GKSYy GKS YIFENJAy3 fFRRSNI g2y Qi Stf e2dz oKI

Year One Case Stydy
Andhow this could support better teaching,

Gwt 9Y {2YS 240 AYyGSNBAdGT ¢S akKz2dzZ R 06S 3IAGS
information; | prefer other methods; helped with consolidating facts; not a very
322R T OUAQ@GAGRERY Y2ai(f e YEOhKChESWPE FTF 021 NRE o/ |
Although it is recognised that in some schools this may be perceived as a very risky area for
pupil consultation to extend into. However in the L2L schools where it is happening it has

been seen as the next logical step in opening up teedlirse on learning and teaching.

BEFORE L2L INTERVENTION AFTER L2L INTERVENTION
4 ‘\
] ,;; ”5 A1y
s, %
. "' /'-?‘ -4‘\‘ “;‘ '}\1 {{'

—
! A

bt B ’ i
>4 Wi \ /J P .}
e, A0 @ - ) \
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AR >R 77 S T Wy
: '
' o"‘/‘ )

Before and after L2L intervention Pupil Views Templates

Packmoor Primary School, Staffordshire
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Progression in understanding about learning to learn

TKSNB 6SNB SAIKIE &a0K22f aWenOpedsdectivied) Briguagesands KA OK S

knowledge, looking at differences before and after their Year One L2L intervention. Common

to these case studies was the documented improvement in pupil awareness of learning; for

example, at Archbishop Benson

Pri [ I [ . , . :
fimary in Cawall a survey provided After completing the first year of this project w

are both very keen to continue with it. Our ne

steps are to create single sex groups focusing

PE for girls and reading for boys. This is a re

evidence of increased resilience

awareness and understanding ¢

process and an enthusiasm to lear
more about learning after the L2L

innovation.

of looking at the SDQ data on boys and girls ¢
concept in these areas. The national trend w
that boys had a very poor self concept fc
reading and girls for PE. We hope that the sin

sex groups will allow the children to hay
additional time, 30 minutes per week, whel
they are surrounded by their own gender ai
given time to work on what they perceias
their weakness. We also aim to educate the r
of the school, staff and pupils alike, in the 5 Rs
that we can create a community of lifelon
learners. (Lavender Primary School, Enfield)

Transcripts from the classroom o
pupil talk were included in a numbel
of case studis to illustrate this change
in discourse. In Hebden Greethe
teachers were looking at how talk
could become more meaningful and
extended with pupils with Moderate
and Severe Learning Difficulties

(MLD/SLD). The transcripts from the second video clip ebddncreased length of utterance

as well as more talk that was pupilipil orientated rather than being mediated through the
teacher. In Wooler First, a similar progression could be seen as well as increased

rationalisation of ideas related to learning.

In Winsford High Street Primary, Packmoor Primary and Weaverham Primary, the before and
after analysis showed a movérom outcomerelated thinking about learning towards

process, for example,

aL NBFR F f2G d2 3IS4 322R

(Year 4 boyNovember 2007)

Fyi INBIFRAFER®@E L

aL €SEFENYy o6SGGSNI gAGK |
YA&GH ]

a4 ®EJulp208Bl NI n 628

LI NIy SN 0S5O0 dzasS AT L

N
S
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2.4. SIf DescriptionQuestionnaire
Phase 4 of the Learning to Learn project makes use of the Self Diescuestionnaire
(SDQ) developed by Prof Herb Marsh and his colleagues (Marsh, 2006) over the last two
decades to measure self concept. Self concept is relevant to L2L because of the association
of self concept and self esteem with achievement. In gaheself concept tends to
correlate with achievement, and changes may be apparent in a person's self concept before
these are translated into changes in achievement. This seems important given the
difficulties experienced during L2L Phase 3 in findinfintiee evidence for the changes in

pupil achievement which teachers felt were resulting from involvement in the project.

There are numerous possible measures of self concept available, including many which
measure academic self concept or the aspectsaif concept which are most relevant to
education. The SDQ was chosen for several reasons. Firstly, it has been developed through
extensive research over a period of 20 to 30 years. This built on previous understanding of
self concept, which it then emhded, and the resulting questionnaires have been
standardised, and then used, with children and adolescents across the world. Furthermore,
the SDQ differs from many measures used in educational psychology since it has separate
scales for the various aspewf self concept, which common sense suggest exist and which
Marsh has found evidence fgsee tablevii below). Marsh and colleagues have developed
several scales appropriate for different age groups, we are using the SDQI which is levelled

for Key Stge 2 readers, younger users are given support by their teachers.

Table vii.  Table giving SDQI eight elements of self concept
Factor Code Description
Physical Appearance AP Student ratings of their physical attractiveness, how their
appearance compares with othend how others think they look.
Physical Abilities PH Student ratings of their skills and interest in sports, games and
physical activities.
Parent Relations PA Student ratings of how well they get along with their parents,

whether they like their parerst, and the quality of their interaction:
with their parents.

Peer Relations PE Student ratings of their popularity with peers, how easily they
make friends, and whether others want them as a friend.

General School SS Student ratings of their skills, aityl, enjoyment and interest in
school subjects in general.

Reading RE Student ratings of their skills, ability, enjoyment and interest in
reading.

Mathematics MA Student ratings of their skills, ability, enjoyment and interest in
mathematics.

General Sk GE Student ratings of themselves as effective, capable individuals,

are proud and satisfied with the way they are.
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During L2L Phase e will be ableo track students from particular year groups through the
school and look at how self conceptries over time. This might be seen in some aspects of
the overall self concept, which is what makes the SDQI so useful, or differing patterns of

change might be revealed for the various subgroups of children.

Over the autumn term 2007, a number of sctmoised the SDQI with their students. We
have collected and analysed data from 357 pupils, both boys and girls, but mainly in the
primary years, as the followinfigure shows. This provides a baseline for those schools
which administered the questionnairdgut also an approximate baseline for the whole

project. Even at this early stage, the SDQI is revealing.

4.4
4.3
4.2
4.1

3.9 A
3.8 A
3.7 A
3.6 -

mean reponse

35 - °r 1+ + v T°r  T1r 1

APav PHav PAav PEav SSav REav MAav GEav SDQav

Figure 6: Mean responses from the L2L learners

It is possible to correlate the subscale averages. For this group of 357 L2L learners, the
correlation coeficients between the various scales of the SDQI are all positive, as would be
expected. They vary from very low (0.084Reading & Physical Abilities; 0.146Peer
Relations & Mathematics) to fairly high (0.665General Self & Physical Appearance),
showing much variation in how closely the different aspects of self concept parallel each
other (i.e. the likelihood that a person who is high on one aspect of self concept is similarly

high on another).

This reveals the understandings that the learners muaveh about these aspects of
themselves. So, for example, the very slight correlation between Reading and Physical
Ability responses suggests that learners perceive these as quite different aspects of people,
without much overlap. This result of very loar, no, correlation between responses for

Mathematics and Reading has been found previously using the SDQI, which is explained by
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aiddRSytaQ GSyRSyoOeg

GKSyasSt@gSa Fa SAGKSNI ¥

Without being part of the Learning to Lear . ~ R
project, it is wlikely that this research woulc | Y92 NRaQ LISZ2LHX S
have been conducted in such a thorough wi
The resources offered such as the SDQI, ¢
view template and the otask/off-task | emerged here even with relatively
observation schedule have been vital
collecting the evidence. | believe thi
triangulated this evidence this case study clea | |t the respondents are considered
shows that the children became much mo

ready to learn. Klexham Middle School, | by year group (for the four year

Northumberland groups fo which we have

however, that this finding has

young children.

sufficient data)it can be seen that,

in general, self concept declines

with age. This is in line with what
is enerally found when measuring self concept in children and adolescents. However, the
subscales of the SDQI reveal that different aspects of self concept appear to be differently
influenced by age. It can be seen from the bar chart that ratingslafionship with parents
(PA) arebroadly the same for the younger and older children, in contrast to the other
aspects of self concept. It may be possible to relate the variation across year group on the
other subscales to changes in teaching and learning a&giens through school, but this
will require more data. Additionally, in subsequent years of the L2L project if groups of
children remain involved in L2L in their schools, it should be possible to use these results as
agerelevant baselines, and compatbeir self concepts with those of these children who

had not at the time experienced very much L2L.

4.8

4.6 1
2 441 my2
q% 4.2 1 ovs4
5 °] 5ve
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3.4 -
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Figure 7: Mean responses from the L2L learners by year group
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If the respondents are grouped by gender, the following pattern emerges (for all the

participants):

4.5
4.4
4.3
4.2 N
4.1
4 4 O male
3.9 A1 B female
3.8 A
3.7 A
3.6 +
3.5 +
3.4 A

N N N N N N N N N
> o > o) > > > o
SHER AR IR A R R

Figure 8: Mean responses from the L2L learners by gender

There are clear differences between boys and girls in their concepts of themselves as
readers, as mathematics learners and as physically able. In general, the boys see themselves
as physically and mathemieally more capable, while the girls see themselves as more
successful readers. There is also a smaller difference between the average ratings of the
boys and girls on physica

appearance.

Since the SDQ was -re
administered by only some of
the schods at the end of the
first year, it would be

inappropriate at this stage to try
to draw projectwide

conclusions about self concepf§
and L2L (although d&urther
discussion of early trends isy
included in the technical |

appendix).

Y2LddzLJA £ & aK2gAy3 WiKdzyoa dzLl

Winsford High Street Primary School, Cheshire
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2.5. Attainment data
Within the casestudies in each of the L2L schools various research methods are being used
to identify and, where appropriate, measure any effects. This includes considering impact on
various indicators of achievement and attainment. However, an-avehning analysis acss
the schools of school level data seems a worthwhile addition and one that could be

expected to add to the explanatory

value of any results reported by~ Overall we feel that the developments introduc
this year have been successful so far. A Sogmifi
number of students are above their target level
current dominance at the policy leve  grade in certain subjects and their responses
guestionnaires  strongly suggest that the
enjoyment of those subjects has increased. Pu
and judgements based on scho¢ appear to have a better understanding of how th
learn and feel maee involved in their learning
(Liskeard School and Community College (Tam

for an intervention to be seriously . Cornwall)

individual schools. Furthermore, the¢

of ideas about school efédiveness

performance indicators suggests the

considered it helps to have a
demonstrable impact on school
attainment. As a minimum, it seems important to establish whether there is evalédmat

giving attention to L2l depresses results on external, school level, performance measures.

Therefore, this section will include two levels of analysis: analysis as reported by the schools
and teachers in the case studies and analysis of schodldat@ as reported in the publicly

available league tables.

2.5.1. Impact on attainment: as reported by schools
Different forms of attainment data have been reporteddteven ofthe case studiegten
schools) These include tege-test data in specific skillsr knowledge; National Curriculum
level data; optional SATs data; target grades set by schools and standardised scores on
published tests. The summary tabten the next page (table viii) describes the range of

impact from these kinds of measuras repored in the case studies

Overall, the attainment data reported this year supports findings from Phase 3 that L2L
students tend to do at least as well as expected in cognitive and curricular measures.
Nevertheless, many teachers are cauti@ighis earlystage of attributing all of the effects

to the L2L intervention:

a.there are so many other factors, which could have influenced this
A Y LINE @ &Hthryh $Sdulard, Oakthorpe Primafgar One Case St)dy
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Table vii. Summary of attainment data included in the casedéts
Type of attainment School Year Impact
measure used group(s)
Testre-test data Carterhatch Y6 Algebra test scores

In groups pre 38.5% post 60%
In pairs pre 34.4% post 52.4%
Individuals pre 53% post 68.5%

Teacher assessmeni Oakthorpe Y5&6 100% ofy5 and >60% of Y6 improved score:

National Curriculum Eastfield Y5 32 children increased NC level, 14 showed

level data change, five decreased NC level in writing.
Hipsburn Y2 & Y4 Y2 children averaged 18.0 points for readit

writing and maths
Y4 dildren averaged 23.66 points for readin
writing, and maths
All children in Y4 have at least one area of
curriculum in which they excel and this occt
across the whole curriculum.

Lavender Y4&5 89% of children met or exceeded the
expected progess in maths

SATs data Archbishop Y5 all learning detectives made more than tf

Benson expected 2/3 of a level progress in litera
(reading and writing), maths and science frc
Y4.

Hexham East Y2 some children who were expected to achie
a 2C achiezd a level 2B

Treloweth Y6 % of children achieving expected levels (le
4):
Numeracy: 70; Reading: 72, Writing: |
Science: 70
% achieving above expected levels (level 5)
Numeracy: 22; Reading: 31, Writing:

Science: 24

Target grades set by Liskeard (Tamsin) Y7 16 above target, 10 on target & 3 belo

schods target

Liskeard (Sue) Y9 Class 1: 6 above target, 15 on target &

below
Class 2: 11 above target, 14 on target &
below

Standardised scores St Meriadoc RY2 BPVS vabulary test

on published tests Percentage below average

Pretest: 38% postest: 0%

Percentage with moderately high score
Pretest: 12% postest: 24%

Large increase particularly noted for childre
with identified communication difficulties.

2.5.2. Impact on attainment: as masured using league tables
An analysis has been carried out on the 2008 secondary school GCSE results. Since the

primary school results have not so far been published we have not yet been able to
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complete a parallel analysis of the KS2 results. In additnterpretation of findings at this
stage must be tentative as the majority of the schools had only been part of the L2L project
for one year. As discussé@u Phase 3it seems likely that any change in achievement will
take time tobe observed in theresults of public examinations taken by a subgroup of the
a0K22fQa addzRSyiao

As can be seen, there is some difference between the L2L and the matched schools in the
proportions which have achieved results that are significantly higher than predictedisThis
not a big difference, however, and there is no difference in the proportions of schools where
results were significantly lower than expected. Therefore, at this stage there is no evidence
that L2L has a negative, or a positive, effect on GCSE perfoemdt is worth noting that

the schools which progressed through from earlier stages of the project are over
represented among the schools where results were significantly higher than expected: two
out of the four schools where this occurred were exigtih2L schools, although these

schools only make up one third of the project schools.

Retrospective analysis of results for Phases 1 and 2 appeared to show significant
improvement in GCSE results for some of the secondary schools, suggesting that the L2L
approach might be producing a measurable effect on attainment in schools. However, this
general finding was not extended in Phase 3 into SATSs results for primary schools or indeed
repeated in the GCSE results of the Phase 3 secondary schools. Therawnbea of
possible explanations for this apparent failure of L2L to produce general improvements in
external examination results, which have been discussed above and which will be further

explored as Phase 4 progresses.

Table ix. 2008 results for L2L and matchseécondary schools
Actual 2008 result compared to predicted

Sig. ABOVE Sig. BELOW Non sig.
L2L schools 4 (33%) 1 (8%) 7 (58%)
Matched schools 11 (46%) 2 (8%) 11 (46%)

The initial results from the secondary schools involvedhase 4 Year One similarly suggest
that while L2L does not appear to have a significant negative effect on exam performance,
there is insufficient evidence for a positive impact across the schools. It is important to
remember, though, when considering thesesults that the majority of these schools have,
at this point, only been part of the L2L project for one year. In fact, there is some suggestion

of a more positive effect on attainment, as measured by public exams, at the schools which
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have been involve in L2L for longer. This is perhaps not surprising given the general

tendency for educational change to take time.

This might also be seen as suggesting that the findings of Phases 3 and 4 are linked to
variation between schools in how L2L is implemenaad developed, which has affected the

overall impact on exam results. There is evidence in both the secondary and primary schools

n - . for differences in how L2L

has been implemented, with

considerable variation, both
in the content of individual
school appoaches and in the
extent of projects. This could
influence how likely it is that
improvements in learning will
filter through to affect exam
results or how long it takes

for a L2L cohort to reach the

The children took control over their learning

Marlborough Primary School (Cathy), Cornwall examined year groups.

More generally, teacher defindns of L2L have shown that it is dependent on a truly
bottom-up approach, a process starting with the pupils, to innovation and development.
This means that any changes in philosophy in line with L2L ideas, if they happen at all, are
going to take time, afirst individuals, and then the school organisation as a whole, begin to

alter their approach
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2.6.

2.6.1.

Teachermperspectives

Teacher expectations

Baselinanterviewsfor Phase 4 were undertaken with 28 teachers in 8uanmerterm of 2007, this

was at the pointwhere schools were planning their first cycle of Phase 4 enquiry. We employed a

interview

1) which

relatively  structured

schedule  (Appendix
allowed us to get a picture of our
cohort in terms of age, teaching
experience, previous researcl
experience and notes in to the
project. It should be noted that
guotes used in this section are
labelled with the phase that the
teachers became involved in L2
(Phase3/Phase 4) and whether the
are teaching in the primary or

secondary age phase.

In Phase 3 we wonderedotv much
our inputs at the INSETs and th
messages generated from the
Campaign for Learning might shape

the decision that teachers made

These results show that children working as a gr¢
made the greatest amount of progress in tt
particular lesson. However, this has then uncovel
many other questions that could be followed up, st
as, is group work best for all subjects, classes, less
and teachers? Feedback from delivering the lesson
the different dynamics, | along with my colless in
my phase group have concluded that group wrc
creates a noise that needs to be monitored to ensur
is productive. Working as individuals my colleagt
and | noticed that many of the children were n
engaged in the lesson at all and lost conficer
because they could not ask for help or rely on tt
peers to guide them.

As a sportsman and a person who believes t
children should take responsibility for their learning
am glad the results have turned out this way.
encourage children to disssi their ideas with a buddy
and realise that at times my class can be noisy, bt
the children are motivated and focussed there is
buzz of productive learning. (Carterhatch Prime
School, Enfield)

about what to inquire into. While our focus is on teacher autonomy, we are also aware that for
some teachers, this is #ir first experience of research and they might welcome a degree of
2y GSI OKSNEQ OK2A0Sa 0@ bothkemioyeh @S NE A i

less strong in Phase 4, with a clear majority of Phase 4 teachers choosing middlessgygesting a

structure.L Y LJF Ol

more equitable partnership.

¢SHOKSNAR ¢SNBE 3IAQSYy HKBG2RBFa SYRSRNY 263 (& 3Rt 81 N.
their responses were subjected to a simple content analysis. As the table below indicates, responses
tend to be either aB dzi Wadzad aGdzZRSyi(taQ>x wadadzRSyida FyR (St

view which encompasses the whole school and sometimes the parents as well.

43



Learning to Learn in Schools Phase 4 Year One Report (March 2009)

Just student learning

Just teacher learmig

Just whole school learning

Student and teacher learning

Student and whole school learning
Teacher and whole school learning

Whole school and parent learning

Student, teacher and whole school learning
Student, teacher and panat learning

Total

NNORRPRRNRREN

* missing = 1

The key theme in the studetgarninggroup was one of dispositions, whether in terms of the desire

for them to develop a flexible and mastery orientation towards learning:

dWe had someone in to talk to our chilghiX i KSe@8 alAR & g2ddZ R &2dz

good to be clever, if someone said to you that was very clever of you would you be
dzLJASGKe ! IANI &AFARZ | p &SI Nlezfydetriéd ¢ 2 dzf R
GSNE KINR | yR Al eRpsadrg/ Qyou ty haidiySuNanRears to bef S @

Ot S @ @by Phase 3)

Or a recognition that teachers have to take account of students' own responsibility for learning

oChildren choose not to learn what we choose them to learn and | think thatasda
thing that we have to accept. It is a responsibility but is also a ch@Remary Phase 4)
A clear message from some Phase 3 schools is #aaher learnings a much broader construct
within Learning to Learn than they had expected (and, indgbdn we had expected at the
beginning of Phase 3). After attending the initial INSET, one teacher reflected:
a dnthh [the INSET | thought] it is a course that you can pick up off the Hbelfto
learnQif you like, so that is what | thought the focuss but it obviously seems a bit
GARSNI GKFy GKIFGX LIS2LX S O2dzZ R R2 GK&EANI 24y
(Secondary Phase 4)
A Phase 3 teacher gives an outline of the journey that she and her colleagues have taken to become
Y2NBE Wt $ISNINA QI (i 2

GThe whole ethos of the school has turned slightly, from staff thinking that they have to
know what they are talking about what they have to talk about and feel in charge to

0

RSOSt2LIAY3I (2 @ RAWRI 21d302 & yIRy RsStndsilly ®F Ny (2 3 S

are GKFG GKS& IINB Y2NBE O2yFTARSYy(d o0& aleéAiy3
learn with children and as team together as véglPrimary Phase 3)
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2SS | a1 SR Wh&ld® #08 Ndpe t& get from being involve®d? Ly S@A (i bfadfee s YI y
outcomes could be described as
performative ¢ this is not

intended as a criticism, since
3SGadAy3I WoSGGASND oe@
criteria is of vital importance. In

addition, many responses made

reference to  dispositional
outcomes, particularly around

mastery and motivationand a

large group also highlighted

metacognitive development.

We were particularly struck by

Why (British Sign Language)

the numbers of teachers who
Hebden Green School, Cheshire
aspired to work in schools that
displayed more metacognitive features, with space for more reflective, big picture taatgc

thinking.

Goals for students are weighted towards dispositional outcomes, though performance and
metacognition are weltepresented.
d think that kids have a tough deal at the moment. A lot of it is the society that they are
growing up in. Theyve in this instant gratification, spoon fed society and a lot of them
R2y Qi KIF@S G2 R2 @SNE YdzOK Ay 2NRSNJ G2 3ASG 2
LISNESOSNF yOS AayQi | LINIG 2F SE4EINANSY OS F2NJ
Phase 4)
Interesty 3f @ 2 LISNE2Y I f 3I2Ffa& FNBE YdzOK Y2NB LISNF2NXI {
0SUGGSNE 3IS0G 0SGUSNE IyR dzyRSNEGI YR Y2NBEQ O2yadNd
a svdam hoping that this will be a new way to channel what | already know and build
on what | already knowso that all children are making good progress and also my
practice improves for the better. So | am using more innovative ideas, what has worked,
gKIFEG KlFrayQid ¢2N]J SR YR K2g OlFYy L AYLNROGS SO
evaluation for ne and improvidd Y & 2 ¢ Yy (Ptighiry Glinde@)S ¢
Many of the commentsbout other staff are concernedith drawing teams together, improving
opportunities to talk together about learning and making working together more Aumbitions for
schools are more distincthigpositional and metacognitive.

a iisbto show us as a school how to be much more sustained in our approaches to these
kind of things. In the cut and thrust of it and the day today there is so much that
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muddies the waters and pressures are concerned tiefinitely looking for that to find
ways forward about making these things l&éSecondary Phase 4)

The wider focus includes parents, other schools beyond L2L and influence on policy.

dYou can access a wide range of examples of current practice, tigeathinit not being

Ay @2dzNJ 26y o0dzoof SX LG IAGSE GKS 2L NIdzyAde

nationally as well with others about what we are dom@rosgphase, Phase 3)

The Summer 2007 intervievggaveus a baselinefor our cohort: their experiace and role in school

and the degree of autonomy they expect from an enqgdirgused project. We also now have

Ayardkia Ayid2 (SIOKSNEQ 6StASTa o2dzdi €SI NYyAyS3

the projects will benefit their studentsheir schools and their own professional development.

2.6.2. Teacher perspectives oparticipation

Motivation and constraints

Interviews  with  the teachers
demonstrated an interesting shift,
from earlier years, with regard to the

motivation  for undertaking a

particular research project. Whereas,
at the end of Phase 3, the teachers
NBELR2NISR GKId a&aSE
sharing their learning, within school
KIa ©06SSy Huyifsethdddz
2007 p.52) and that so much
RSLISYRSR dzll2y 4
particular teachers or small groups,
who strive to establish some priority
and win resources for darning to

[ SI Ny | Oib3),dheré i Savs
a sense that teachers are able to plan
projects that are in line with
curriculum foci or initiatives that are
already umlerway in school. This Our project has resulted in the need to open up opportunifsdialogue

reflects perhaps genera| (Duches&® Community High School, Northumberland)
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developments in educational policy, like Assessment for Learning, pupil peirsenalisation, group
work etc, now enbedded in educational practice, and consequently Learning to Learn teachers and
theirp 2S00 & FLIISEFNAY3I £Saa WYlFBSNARAO] Qo

G¢KS ySEG LKIF&AS F2NJ dzda Aa f221Ay3 id GKS OdzNT
that came from the emerging flexibility that there is at KS3 curriculum particularly. We

are aware that there are major changes forathd 5 nationally but KS3 increased

Ft SEAOAfTAGE I @GS dz&d 2LILRNIdzyAGASE GKEG 65
because we are interested in increasing the student choice and the flexibility and
direction in terms of what they were learningRn K2 g (G KS@
(Secondary)

g 2
gSNE G2 ¢S
For many teachers the focus of their research centred upon issues that were pertinent to their
particular classes. For example two primary teachers, who felt that children were starting Year 5

with poor grammar, bd devised whole grammar lessons for their pupils, rather than just doing the

Odza G 2 YI NB

0SSy YAydziS Gl adSNa®

¢tKS8 RSOARSR (2 af

6K2fS NBaSINOK LINR23O0Géd C2NJ GKSES 16dSthe®KS NE = (i f
WF2NXIEA83Q 6KIHiG GKSe 6SNB R2Ay3I Ay Oflaa |yR K
GKSY G2 aSS GKIFG asS |
OKFGX 6S YFRS | RAFTSNI

The wholeschool baseline measure that we ha
established as part of this project presents us w
some important challenges. While somiour results
are ambiguous, others clearly indicate that many
our students find their current classroom experient
to be largely passive and lacking in depth a
relevance to their lives. There is a pressing neec
transfer some of the responsibyliand ownership for
the direction and content of their learning to th
students themselves. Our decision to establish this i
future priority for our school is not, however, sole
about increasing student engagement and motivatic
It is about equippinghem with the skills to analyse
problems and decide upon the key issues at stake.
about giving them the experience of managing th
own work and experiencing the successes and failt
that selfdirected work can bring. It is about copir
with ambguity and developing the skills an
dispositions that might help when such situations ar
in their future lives. And, perhaps most of all, it
about redefining successful learning as being |
about the quality of the outcome and more about tt
quality of the process. (Fallibroome High Schc
Cheshire)

Issues pertinent to the whole school
were also the focus of some of the
projects In one example a teacher
had become involved in Learning to

Learn as a result of his school being

placed in special measures. It was
aSSy Fa L} NI 2F a3Shd
001 2y GNXO1é¢x &Siz |

t was enabling him to examine the
issue & 0dKS LJdzLJA £ & Q fl
independence in the classroom a

focus developed from his own

observation.

The interviews also highlighted the
fact that some teachers are being
inspired by other teachers involved in

the project, either just to become
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involved in karning to Learn themselvesr to develop a tool/strategy that they have been
introduced to:
A asked, sort of accidentally, to go to the Cardiff conference (the residential) where |
alg GKS fITRASA FTNRY [ YYSNI LINB aiyhéd bodi& SA NI [ SI N.
a really nice idea, and | thought it would fit quite nicely with being a form tutor. So
GKFGiQa ¢Keé L adFNISR AG 2FF IyR LQ@S RS@OSt 2 LIS
three questions, and | did it with just my form it was pBtreallye (Secondary)
Fourteacherscommented on problems that they had experienced with regard to motivation. These
AyOf dzZRSR Wl 101 2% YSyidlrt aLlroSqQs I+ €101 2F Ay
having the same motivatiorOne teacher also pointed out that being asked to undertake a project
GKIFG 61 &a AYLRASR dz2lRy @2dzzZ YIRS GKS aY20AQF A2y
perhaps how personal interest is one of the most significant factors for motivation, despifadhe

that this was not explicitly stated by all of the interviewees.

Upon examining the motivation for being

involved in Learning to Learn, it would

Without L2L, we would not have undertaken su
rigorous research and would not have been so s
shift towards the projects undertaken by that Lollypop Partnerssupports children in their
learning and in building mature relationship
(Hipsburn First School, Northumberland)

appear from the interviews that there is ¢

teachers reflecting ¢her whole school or
class developments, but that personé
interest is still a key factor in maintaining

motivation.

Experience of the research
The majority of teachers made some kind of affective comment in reference to their project (20
mentions) and tese were overwhelmingly posityevA § K 42 YS | fa2 NBFSNByOAy3
others:

GThe Head was absolutely delighted to see the school in the book the other day and

really impressed that we are getting that kind of notice but rills? the vyork in wiach h

believes is being validated that way which is fantastic. 6 { SO2 Y Rl NE 0
However, teachers also discussed some of the obstacles that they have had to overcome, including
WLINF OGAOFf AGASEAQ adzOK & FTAYRAY3I (Kngesinktxffhg (2 dzy |
and in some cases finding appropriate spaces to undertake activities. It is clear from the interviews

that research within the classroom can be challenging and for a variety of reasons. Some teachers
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GFt 1SR Fo2dzi §(KS NRBKY®ISI NPFdzyoRi KISARNDLS LXK 2 2f YR &
impacts upon L2L research and techniques:

G.dzi L R2 OGKAYy]l GKIFIG | a0K22txX G4KSNB Aa | OSN

order to have it feed through several areas of the schodlinkt(school A) were ready

for that because they have a thorough assessment system in place. They had a cross

curricular thematic curriculum, all of those basic teaching of numeracy and literacy and

planning from that. All of those things were there sowere able to take on projects

like L2L and the organic learning because they were ready and had that capacity. At

(school Bjhey have been very behind the times so you have to have your certain ability

in teaching literacy and numeracy to a good standand assessment systems in place.

All priorities that are over and above things like this. If we are not delivering quality in

GSNX¥Ya 27F OdzNNR Odzf dzy GKSy | 20 2F GKS G§SOKyAl

going to work. In the wrong hands it istngoing to be the best vehicle for this kind of
LIN22SOid {2 &Sa L GKAYy]l GKFdG GKS a0Kz22f K I
(Primary)

hi KSNBE GFf{1SR Fo62dzi WK26 [H[ A& 06S8SAy3 AYLXE SYSyi

school to schob In a couple of cases lead researcher/s lgthh new activity/approach each year
and in the following year preseed their research to the rest of the school, with the hope that they
would then trial the practices in their own classrooms.n some schols a core team worked

together and in others

Talk related to task At work
one or two teachers

5B

|

—— worked relatively

natge of participants

independently, with the

Percel

N

o LT T, T TR S, S T T P N L B A
e, L 2SS & @ 2
TS S & & @ ST TFTES

B l 0o N 2 3 o
FE
£y E e

FEE FEEE * degree of senior
Weekof study Weekof study
Talkrelated totask ~ —— Linear [Talk related totask) e HnEariat wers management
Talk not task related Attempting to draw attention involvement Varying aISO
L e . There was a feeling
g 10% '\_\ ; j) TSN N
i NN amongst a few
A g FFEEFES fﬁﬁ‘:f”f“ f}-‘“ interviewees that
Week of study Week of study
talknot task related  —— Linear (talk not task related) attemptingto draw attention  —— Linear (attempting to draw attention) brlng'ng Other Staff on
Graphs showing project impact over time in child&behaviour
board could be

Hexham Middle School, Northumberland
challenging, but it was

rfaz2 GKS OFasS GKr4 Ylyeé GFf1SR Fo2dzi KF@Ay3a +y

'y AYGSNBaGAy3d aLISOG GKIFIG SYSNHSR FTNRY RAaOdza

enquiry itself. Some talked about enquiag a fluid process, one in which yda not always get
things right first time, but keep reviewing and adapting, and for that to beGole teacher talked

about the process of enquiry being valuable in itself, which for this interviewee felt like a depart
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FTNRY LINBOA2dza NBASENODK LINE 2S5 O Whilst ankthet talked abouff 2 Odza S
G2NJAy3 2y -SY RRNE aWizeloSSyy 2 F NB &SIk NOKY

GL GKAY]l GKAA @SN ¢S KI@S GF1Sy 2y Y2NB
abenchmarkaggid i ®od L GKAYy|l GKFIG AG KFayQid oS
researching in a different way, each phase we have gone through we think god is this
going to work and then we think yes it is going to be fine ... | think that is the fixed way
ofF ¢2NJAy3IX 0AG Y2NB aidNUzOGdzNBRZ al FSdé 6t NRYI

2 LISY
Sy | a

There was a feeling amongst some that their research projects were taking on a new form or
direction and this approach to

enquiry will be futher investigated

as Phase grogresses.

The school is proud of its involvement with t
Campaign for Learning (CfL) and takes the rese
in many guises for L2L teachers, bi  projects it conducts very seriously. As a result of
CfL research projects in Phases Two and eTt
significant changes have taken place in the way tl
I 6 2 dzi 0§KSANI WSE Year 7 students are inducted into the school. Simile

AL oA - A~ UKS a0K22f Qa MY M aSyi:
NEBa Sl NOK LINE 2 SOou Community/Parent Outreach Programme are dire
process of enquiry. results of the CfL research projects. The schgairds
the CfL as an expert partner which enables us to m
informed, appropriate changes to our practic
(Camborne Science and Community College, Cornv

Challenges have undouwddly arisen

overall interviewees were positive

Teacher Learning

P G

alye 2F GKS (SIOKSNE SELIAOAGIDBDEKRERBNNBROAKRYBHGS |
direct result of their involvement in Learning to Learn. For a number of teachers this increased
awareness enabled them to be more reflective and to adapt their teaching as a result of their
observationgbe metacognitive)

d think | have learnt an awful lot from it, it has made me a lot more aware of how | am

teaching the children, how | am working with the children and because of the project |

am very conscious of what the children say about things and making occasitesl I

has made me more aware generally how they talk about their work and trying to get

GKSY (G2 GKAY]l Y2NB Fo2dzi GKSANI £t SINYyAYy3I NI (K¢

subjecte (Primary)
C2NJ a2YS (GKAA& RSLI NI dzNB {BNR Ya (ileyindseotfise \Ai dMiragS WO 2 v
process, bt for many itfelt like an importantprocessand one in which pupils were becoming-co
O2y GNAROGdzI2NAE 2NJ WLI NIYSNEQY

6ANnd | think that becausef 1 KS LINRP 2SO0 6SQ@S OSNIlIAyte o6SSy

and listening to what the children would like and how they would like it ... Asking the

children what they would like on thdiiool], what they thought was important for self
assessment. And it took a lot of work to get to that p@irfPrimary)
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Indeed, @&ross the interviews

Mnndnnyn Friday 22 SNPENTHI?GSI'VEI.EARNT T ‘
A is y .
What T enoyed woskig on hiswecks o e ST T - there was a strong emphasis on
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( Footy Y, b Bany) WiJdzLIA £ O2yadz GF GA2YC
S A /‘ (O A : 2)1‘H#~(ss£vslm=novznnumwzzx: )
U YTy 1 vancl vocabialory - . .
/%Mwﬁ e ‘)MZP DY S —— in regard to their learning. For
3 ’ &\mcd ‘5\/ . .
\'\ i_-j —
T - | 77772777777 How DID | IMPROVE IT? P7772779717 | some teachers this again was a
What was my favourite learning > I leorat flom oiStokes a = I i
euk

Prom right  OQain -

departure from old practices

(2 e e i
) 'm....;o,..,,m‘ 1 - didn' learn  lot where teacher views had been
— — LT SRR paramourt. Fa some schools,
WW#IGDMMWMWWW G d i — 3/5
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v 7 S e 2 J - j @u@ . X, pupil views addan additional
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increased awarenessf pupils

Version of a learning log developed in partnership with students

Tytherington High School, Cheshire bringngtheir own thoughs and
ideas to be worked withwas a useful dimensionnd for some,pupil consultationwas key to
adapting teaching as it happens:
éSo | discussed it with themian al ARX &2 Kl 0 R2 @&2dz FOQldzrftte gl
said they wanted to make it more interactive, so-tlexveloped it agaii. (Secondary)
Teachercommented on finding out what actually makdeetdifference to pupil learning=rom this
also came the heme that being part of L2L is contributing to increased awareness of and

Wdzy RSNRGEFYRAY3I 2F LlzZLIAf aQ € SENYyAY3IQ YR FRIFLIGAY 3

0And looking at how they revise as well because we just did a very simple left brain, right

brain test and nearly everyone in that group is quite right brained. And of course most

(subject) teachers are left brained. And you think about things in a different way so

6SQ@S 0SSy GNRAYy3 (2 R2 LRAGSNA | yRaysNARGS NI L

that is meaningful to them, not meaningful to the teachéréSecondary)
hyS G(GSIFOKSNJ FdzZNIKSNJ dFf 1SR |o62dzi K2g KSNJI NBaSI N
learning, which enabled her to see their development more clearly and informuh@efteaching:

0As we have gone through the year and we have had more of a focus on it the second

pupil response sheet has shown a much clearer understanding of how that process

happens. So you can see a beginning, baseline result and where they arfEhabWwas

helped me see the change in them as learners and think this is what they are capable of

now, so how can we step that up in the future/since they have done that inéMay.
(Primary)

All of this contributes to the overall feel that teachers involied.2L seem to view themselves as
f S Ny SNA® Wt dzLIAf O2yadZ GFraA2yQ Aa | 1Se& GKSYS
f SENYyAYIQ YR WAYONBFaSR ¢ NBySaa 2F G(GSIOKAy3Q

learning as a reciprat process.
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Pupil experience and learning

The teachers were aware that pupils were beginning to develop a greater understanding of their
own learning and the benefits that this knowledge might bring. Whilst several teachers commented
upon improvements int&inment, creativity and reasoning, the majority of mentions (20) described
how pupils were beginning to take more ownership of and responsibility for their learning. These
characteristics; the ability to be resourceful and find the appropriate tool/dtegy needed for a
task, or to be responsible, and not just look to the teacher for answavere ones that all of the

teachers were keen to see being developed:
0All the children have been a lot more independent at using it as they no longer look for
me to almost confirm their self 34 SaavYSyidszs GKSeQNB 3ISGiAy3a @S
GKSOGKSNI GKSANI LIASOS 2F 4NARGAYy3IA:Z K2g 3I22R A
things that they needed té(Primary)

However, it could be argued that, becoming resporesiiol your learning and beginning the process

of understanding your own learning, is

not possible without either having the
vocabulary to do so, or without being

introduced to what the characteristics

of being a good learner are (both o
which could be cosidered
fundamental to any Learning to Lear
project). Teachers commented upo
the fact that involvement in the
projects had resulted in the pupils

It is possible to see the detail with which the idr&nqeived the displays from comparihg“th(

Stal’ting to talk more about their pictures with photographs of the actual thing

Iearning (14 mentions), Wlth a Shlft in Hexham East First School, Northumberland
YIyed OFaSa FTNRYSYSYIURI AIXKE 20Y0i02¢0 LINPOSaa 2F St
given of a pupil who had developed his own vocabulary in order to express his ideas about learning:
GhyS tAGGHES o602@8 K2 OFYS (2 YS FyR atFAR GKI G
to say whatword could he use, | said that he should put the word that he was thinking
2F YR KS | OGdzrfte& Lzt dGKIG AG Aa 3I22R (G2 KI O
It was also felt by many teachers that making explicit why pupils were being asked to do something
had a positive effect on the teaching and learning experience:
OWe have spoken so much about it and then they will come up to me with their work
and | will say to them that they need to go back and do it again ... Before they would

have stropped andsaid2 L KIF @S (23 y2¢ GKS& INB tA1S L |
Miss. K€ Ot NA Yl NEBO
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Learners were beginning to see themselves in a more active than passive role, and significantly, also
beginning to understand that they are developing skills f@ fif2 y3 f SI Ny Ay 3z GKI G
f SEFNYyAy3a gAftf FTSSR Ayia2 6KFG GKS@ FNB tSFENYyAy3a A

AUTUMN SUMMER

Pupil views bfore and after a philosophy based intervention

St Meriadoc Infant School
Several teachers commented on the fact that many of the pupils involved in the projects were

demonstrating increased engagement and motivation in lessonse t€acher tenuously suggested

GKFG AF aeé&2dz AYyONBIFrasS (GKS aiGdRRSyiQa NBaALRYyaAoAf
increase the amount of choice to how they structure it and what the outcome will look like you will
AYONBLI &S Sy 3l Z6c¥ Somintady ofl the Rnter8i@vs Rould appear to support this
conclusion. Teachers also felt that many pupils were growing in confidence in les4b82 A YAy 3 A Y

Y2NBQ YR WaLlSFH1Ay3 Ay TNRyY(GH 2F GKS Ofl aaoQ

It is also evident from the interviews that thigas particularly noticeable with some pupils who had

been previously disengaged from the curriculum:

G2SQ@S KIFIR 2yS 3IANI ¢6K2 gla [[dzAdS TSR dzZLJ 6AGK
and a few behavioural issues, and with her attendance at schomlich improved and

so is her behaviour. So | feel that has been quite successful. Her mum was certainly at

LI NByia SOSyAy3a @SNE LI SFaASR gAlGK GKIFGdeE 06{SO
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Thepredominant message from the
0SIFOKSNARZ gAGK NBIFNR (2 K2g LIzZLIAf &aQ
learning and experienceswere

affected through involvement in the The research process has shown us that Learnin
Learn is an essential element of developi
resourceful, responsible and independent learne
opinion that, through providing Learning mats are useful tools that can help

develop independence in learners and support then
they learn how to learn. It seems, however, that th
opportunity to reflect upon their effectiveness is dependent upon student involeemn
in the development of the learning mats and on t
time taken to introduce the students to them. (Ki
ownership of it, which in turn Edward VI High School, Northumberland)

various research projects, is th
pupils with the language and
learning they are able to take

influences confidence a@h

engagement.

Sources of support and information
As in previous years the support provided by the University, INSETs and the January residential
continued to be valuable. Generally it seemed to be felt tivese opportunities for face to face
discussiorrenewed enthusiasm, energised teachers and encouraged them to keep things going.
number of teachers valued the opgunity to hear speakers and new ideashist others welcomed
the opportunity to talk to colleaguesHowever, others did feel that the @ortunities to network
could be further facilitated:
oWhen we went to the residential it would have been really nice to have been able to
have networked a little bit more, to maybe group with people who were doing similar
projects. We could have discussebat we were doing and bounced ideas off each
other£ (Primary)
An interesting development from previous years of L2L is the degree to which other teackess
finding support from within their own schools, with well over half of those interviewedrrieig to
YayWOK 2 2 f Ql4anertidinkd NHis support ranged from encouragement and enthusiasm for the
project, to being @ven specific time for research, and dthers getting involved themselves:
@ Sttt YlIAyfte az2yvY$sS 27 ([iNQSyed orlthgifyeasféllawing NQTK A y
KIS aFAR (KSeQ@S NBIffeé Sy22&8SR o0SAy3a A
@SENXY | I gAYy3 &adzOK +y SyiGuKdzaAlIadAaAo GadSFyYy 2

have all volunteered to join in, and havingf§twho have actually volunteered to lead
workshop< (Secondary)

H<
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Further, some teachers talked about well developed structures such as working parties, where
colleagues can discuss ideas and move things forward within school. The involvement of senior

management also seemed to be significant.

It was evident that this tended to be more likefysecondary schoalglthough itwas not universally

the case

AGQa RAFFAOMA G 6KSy &2 dzQ®&JIFot wotkéd ad\ well &8 A T FSNBy (i
wouldhaveK 2 LISR (2 0SS 0O02YLX SiSteé Kz2ySado Cdzd GKIE G
YR a2 2y IFyR L (KAY]l 6KSy odd y202ReQa I OGdz
difficult. (Secondary)

Having these structures in place can be very important inigdnog an environment of support

within school, for even in schoolshere teachers share enthusiasm and expertise this is not always
sharedamongst one anotherFor a smaller number butet significant group of teachersupport

O2dzf R |t a2 oIST T 2/dzy R2 FRENI EK2z2t 4 k[! ySGs2NlaQ
However, whether these opportunities are available does seem to depend upon the culture and
structures of the particular LA and the vast majority of teacher references to this kindpgbrt

came from one LA. It is therefore not

thought that this is a widespread

experience of teachers within L2L.

Finally, over a third of teachers reported” We have all benefited from being involved in t
project; the children because they have had their vc
valued and listened to and because we, as staff, hi
television and literature. In a few casei looked so closely at their emotional needs a
development; the teachers involved because it |
enabled us to develop our leadership skills and gi
referenced, this wider reading was also i  us a platform to develop strategies that we believe
be beneficial to the children on our school, and
develop and skill other members of staff; the teachi
Education.  This further adds to é¢h| assistants who have been empowered to develoj
their skills and confidence within a project that th
are interested in and wholly committed tc
becoming more independent learners anc. (Weaverham Primary School, Cheshire)

finding information from websites,

particularly  whee literature  was

connection with studying for a Masters it

picture that L2L teachers are themselve

researchers.

2.6.3.  Cross case study analgs

Data collected as part of the case studies from other teaching staff show that in Learning to Learn

classes observed impacts included increased student enthusiasm and motivations, with raised self
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esteem, belief and expectations being commonly commemtedThe structure of enquiry was seen
as supportive and thigzas true in particular of disaffected students:
GThe fact that they were all happy to have their work shown, and were proud of their

efforts, demonstrated yet again, just how much their confitke and selesteem had
grown.€ (Weaverham Primaryear One Case Stydy

In particular, supply teachers remarked upthie increased independence of students

GThey are incredible; they know where everything is, know what is expected of them
and just get o A (i KMaAbdréugh Primaryear One Case Stydy
Indeed, studerd were seen as active managelsdependence extended beyond procedure and
cognitive competencies to include management of emotions and behaviour:
d noticed a big change in the boysciass, and all the teachers commented about it as
well. Every session the boys seemed to gain in confidence and they felt they were able to

come to myself and Carol whenever there was an issue, instead of reacting angrily the
gl & OKS e (WdzaeshBnPiingag¥ear One Case St)dy

»
‘.qoﬁ\f\g‘(;(\q.
A 0

There were many remarks to

the effect that L2L had

33
/2

produced a shift in attitudes

towards working

collaboratively andpromoted

a healthy learning

Lodders environment Thiswas about
(\M((Ems)

Yeor Ly more than peefpeer
22-5-08%

1. Discuss with packner
1. Closs mindmo
3. Distuss With Jarckaer

W- Add & m:n&m{)

interactions however there

.« was a important teacher role
No(¥- ¢ in setting the boundaries for
aAyR al Ll 2F (GKS OKAft RNByQa (K2daAK _ _
this kind of talk and support

Wooler First School, Northumberland
and, most importantly, in modelling.iThe improvement in relationships and intpersonal skills
was frequently linked to positive outcomes for behaviour managem€&hk wasespecially where
specific groups had been targeted as part of the project:
CKS o02ea |tf o0SOFYS YdzOK o60SOGSNI Fd fAadGSyAy3d
opinions and genuinely showed care and concern for each other. This, at times,
extended2 (KS LJ F@3INRdzyR 6 KSNB (WeavérBan Ki®drlJSR S| OK
Year One Case Stydy
Some schools have noted tieX 6 SY STAGA 2F OKAf RNBY 62NJAy3I GA
(Winsford High Street Primary)But in other schools, L2L approachesichhappear to demand
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higher order skills have had differential impacts. Some teachers attribute this to motivation and

others to the ability to make use of resources:

oMost of the more able students were able to stretch themselves. The less able did need
to be encouraged to challenge their learning. They were happy to find the easiest

FyasgSNI 2 GKSANI |jdzSadArzya FyR KFR (42 0S8
(Fallibroome Higlryear One Case Stydy

2.7. The Role of Learning to Learn

LJdza K S

We have contiued to include in the case study structure a section where we ask teachers to reflect

on the role that learning to learn has played in their project as this gives us ongoing data towards

answering one of our overarching research questions, whether th&rsomething significantly

distinctive about the focus in L2L on dispositions and process or whether these are interesting but

not crucial elements of a more generic enquiry project. Many of these ideas are reflections or

developments of themes in PhasetBe centrality of process; the need for a common language to

talk about learning; the relationships between teachers and students deacners. This suggests

that the core ideas are robust.

Many teachers highlight the
emphasis on processin the
project and this has extended
beyond discussions of process i
NEBflFGA2y (2 Wi
Ydzt GALE 8Q 2N ¥
I ONRP&aa O2yiGSEG:
which strategy to use to solve
KA & LINEOE SYQ
perspective:the opportunity to
make the concepts ofearning

We hoped to see an improvementinthe §i2 02 Yy FA RS Wi@alrd){oﬁapplyiﬁg}\tﬁeii
and assessment explicit, as well skills in problem solving

as enriching the content and Lavender Primary School, Enfield

RSt AGSNE 2F (PEcBmMooD daivdddy) OTizis davighdsis on process underpins the

development ofpersonalised and pragmatic use of L2L languaglere the vocabulary of learning

to learn becomes part of the everyday talk in classrooms and staffr@onad as jargon or slogan

but genuinely terms which describe learning as it takes place and help to scaffold its development.

In line with this shared language, we see increasing egelethat students and teachers are
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learning together as ceenquirers, both

pushing at the boundaries of what can b@®
learned and taught and how.
exploration and experimentation is made
possible bysupportive and collaborative
networks within schools,across LAs and %
throughout the project G K G QB

time and space for consideration of ne
ARSI a VA= LIS NA 2
(Marlborough Primary) Theripple effect,

¢KS Ol ai

i i ini FyR atGl 35 ONBg/ fHidiByRQad RAN.
noted in Phase J3is already begining to YR ad o/ tHasy:

Marlborough Primary School (Paula), Cornwall

show itself in schoolsas students and
teachers have an impact on school cultures. Overall, the teachers in L2L continue to have ambitious

goals:preparing students for a new economy

GG KS Oelrk in ROOSWI have Q5 jobs in their lifetime. Hence transferable skills
are needed. A biglpNII 2F GKS [H][] SGK2a A(Archtiskd GSI OKA VY
Benson Primaryear One Case St)dy

Or developing a different kind of learner:

GLO A& Fo2dzi SldALIWMAY3I GKSY gAGK GKS aiAftfta
issues at stake. Isiabout giving them the experience of managing their own work and

experiencing the successes and failures thatdisttted work can bring. It is about

coping with ambiguity and developing the skills and dispositions that might help when

such situations @se in their future lives. And, perhaps most of all, it is about redefining

successful learning as being less about the quality of the outcome and more about the

j dzI £ A G & 2 F(Fallittcc®mel AR S2Sodbardae Case St)dy
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3. Learning Relationsips and Social Interactions in Classrooms

In these final sections we begin to build up a picture of what is going on in the thematic areas of
Learning to LearnTeachers themselves nominated their primary themes but many found it hard to
put themselves andheir work under a single banner, so we have included secondary themes in our

overview.This can be seen in the table below.

Table xi. Schools that focused on Learning Relationships and Interactions
Primarytheme (16) Secondary theme (8)
Carterhatch Amble First
5dz0KS&aaQ Camborne
Hebden Green Fallibroome High
Hipsburn Hazelbury Infants
Lavender Hexham East
Learning Space Hexham Middle
Liskeard (Gary Oakthorpe Primary
Liskeard (John) Packmoor
Liskeard (Sue) Wooler

Liskeard (Tamsin)
Marlborough (Kathy)
Marlborough (Paula)
Marlborough (Richard)
Treloweth Primary
Weaverham

Winsford High Street

3.1. Changing the style of classroom discourse

Researcher: Does your teacher like you to talk in class?
Boy 1: No.
Researber: No?
28 MY hyteé AT aKS lFala | ljdSadAazy (KFiQa 6KS
Researcher: OK. And what kind of talking is that that you do when she asks questions.

Boy 3: About the work, about work and stuff, especially in maths.

Researcher: Yeah? Espdgian maths? Tell me about maths then, what kind of talk is it
do you think?

Boy 3: We, we do um revision and adding.
Boy 1: And times.

Boy 3: Yeah, she writes down the answers and we hawe doe writes down the
guestion and we have to put an answer.
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Boy 2: And we have to put our hand up and ansivdFisher and Larkin, 2008, p)10

Whole class question and answer sessions like this are commonplace in schools and colleges,
probably because they offer the most obvious means for practitioners often fagtdlarge class

sizes to encourage the active participation of learners. The style of classroom interaction the boys

are discussing fits the pattern afitiation (teacher asks a questionmgply (students offer an answer)

and evaluation (teacher useshe answer to assess understanding) described by Mehan (1978).
However, although there are pragmatic reasons why this style of discourse still predominates, there

is the potential in such exchanges for crowd control to trump understanding as the main afgenda

learning conversations.

¢CKS YIAY AadaadzsS KSNBE Aa (2 R2 gAGK GKS t20dza 27
there is often perceived to be a single right answer) that drives the conversation forward, rather
GKIFyYy (KS Melzhdves tolard§ Gagping and linking new concepts together (Hammersley,
Mphnod® ¢KS NBadzZ Gz +Fa NBFESOGSR o6& (GKS o02eaQ O:
GSN¥Ya 2F (GKS GSIFOKSNRa YIylFr3aSySyid 27F Rann@dzaaizy
process seem disjointed and random. Their observations suggest that they have no view as to why

they are learningaddingand timesand, maybe more worryingly, they seem not to have connected

these skills into an overall system of mathematics thakes sense to them.

For students to truly take control and responsibility for their learning, they require an understanding
2F K2¢ |yR K& GKS WN
change in response to the different
) ] , learning contexts they  find
| was approached to be involved in the L2L proj\ o ]
as | am at a stge in my career where | am lookir | U KSYa St gSa Ayot LT ad
for further development but not quite ready fc
W[ SIRAY3 FTNBY (GKS aARI ] 5
avenues. Learning to Learn interested me as | 21 €& Ay aNBR {YAuUKQa Of
provided an oppqrtunity for me to really thin aNJ W2y 8aQs 2NJ gK& A 7
about how the children are leaing and how to
develop their approaches to learning and my oy | them to take the lead in some
teaching approaches. L2L also provides a chanc
learn from other professionals and really enhan
my own learning and understanding of ho another, then it becomes difficult for
children learn. | find it fascinating to have aaj
that will specifically influence my work in th
classroom and have a direct impact on the learn | meant to play as each scene unfolds.
in my class. (Hebden Green School, Cheshire)

reflect on why some types of talk are

discussions and wait for direction in

them to grasp the roles they are

A change in the style of discourse in

Learning to Learn schools might,

~
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20KSNDa dzy RSNA Gl YRAY 3 ing &heir joinSexperiedd tolicbnbtiudt yiewz O2 Y
knowledge:

AOS tSENYyAy3a Aa (2 FAYR 41 @&
YySs6 YR Y2NB LR gSNFdAZ ARSI a

Rogoffand colleague$2003) argue that,dr this to happen, a shift is needed away from a traditional

WaasSvyofte tAYySQ Y2RStf 2F RA&O2dzNES:T (G246 NRa | Y
G188 GKS AYyAGAILIGAOBS® C2NJ SEFYLX SE AT addzRSyida
O2yOSLJiz GKAAa O2dZ R FOG +a + aAaylrt F2NJ GKS LINI
NEGANARY3I Ayid2 GKS oF O]l 3INBdzyR a | W3IdzZARS 2y (KS

of the process once more. The important differencevibetn this approach and the IRE pattern
observed by Mehan is that the locus of control is allowed to shift from learner to teacher and back
again, depending on the state

of learning at each point in

time. We hypothesised,

therefore, that the emphasis

on process and clarity of

intent which characterised

Learning to Learn Phase 3

would result in greater

flexibility in terms of the

structure  of  classroom

interaction and new rules for

talk that are ceconstructed

by students and teachers to Comparing different grouping arrangements for effective learning

. . Carterhatch Primary School, Enfield
suit their needs .

Sq what sort of things are changing in L2L classrooms and what evidence can be seen across the
project? Despite the fact that a different approach has been used in each school to make the
learning experience moré&earning to Learn, there are some interesiyy features emerging that
appear to have relevance in multiple contexgts primary and secondary settings, in small and large
schools. However, we must be cautious. Changing cultures and interactional frames can be a long
drawn out process and the ewadce for change is elusive. We hope over the life of the project to

elicit coherent, elaborated narratives but at present we can only offer vignettes.
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