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1. Introduction 

Learning to Learn in Schools Phase 4 is a research project coordinated by the independent UK 

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

Families. It is facilitated by a team of researchers from the Research Centre for Learning and 

Teaching at Newcastle University and Durham University. This project involves 41 primary and 

secondary schools in four Local Authorities (LAs), representing a wide range of socio-economic 

contexts across England1. This project builds on research completed in Phases 1 to 3 (Rodd, 2001; 

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

based research wƛǘƘ ŀ ǇǊƛƻǊƛǘȅ ǇƭŀŎŜŘ ƻƴ ŜȄǇƭƻǊƛƴƎ ǇǊŀŎǘƛǘƛƻƴŜǊǎΩ interpretations and definitions of 

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

 
Figure 1: Representation of the Learning to Learn in Schools Project (Phase 1 -4) 

 

In Phases 3 and 4, the research has moved towards a practitioner enquiry approach rather than a 

more traditional university led model (see figure 1). This has meant the prioritising of cycles of 

research (based across an academic year) with case studies completed and written up by the 

teachers using an approach based on {ǘŜƴƘƻǳǎŜΩǎ όмфумύ ƳƻŘŜƭ ƻŦ άsystematƛŎ ŜƴǉǳƛǊȅ ƳŀŘŜ ǇǳōƭƛŎέ. 

Within these Phases the teachers have been encouraged to initiate changes they feel are 

appropriate and that fit with what they believe is the ethos of Learning to Learn; and they have 

                                                 
1 Further information about the project can be found at: www.campaignforlearning.org.uk  

http://www.campaignforlearning.org.uk/
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completed the first level of evaluation with an emphasis on evidence that is meaningful to them and 

colleagues. Thus the locus of control in these latter two phases has been with the teachers rather 

than the researchers (Baumfield et al.   2008). The university team and the Campaign for Learning 

complŜƳŜƴǘǎ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ŦƻŎǳǎŜŘ ǊŜǎŜŀǊŎƘ ōȅ ŜȄǇƭƻǊƛƴƎ ǘƘŜƳŜǎ ǘƘŀǘ ŎǊƻǎǎ ǎŎƘƻƻƭ ŀƴŘ ǊŜƎƛƻƴŀƭ 

boundaries and drawing conclusions that can influence practice, theory and policy more generally 

(Wall and Hall 2005). In this way there is a partnership which develops and incorporates evidence 

from and dissemination to practice, research and theory and policy communities (figure 2).   

 

Figure 2: Diagram of partnership within the project between stakeholders 

 

Phase 4 of the Learning to Learn in Schools project started in May 2007. It uses the same 

ƳŜǘƘƻŘƻƭƻƎȅ ŀǎ tƘŀǎŜ оΣ ōǳǘ ǿƛǘƘƛƴ ǘƘŜ ¦ƴƛǾŜǊǎƛǘȅΩǎ ŀƎŜƴŘŀ ŀǊe themes of sustainability and 

replicability. As such, within the 41 schools involved there is a full range of experience and 

involvement: from teachers and schools that have participated since Phase 1 through to schools and 

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

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

team are 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 Learn (Table i).  The framework is arranged in a way which implicitly privileges 

language and this will be validated by the evidence from the case studies and the cross-project data 

collection reported later.  It also encompasses knowledge, skills, understanding, dispositions and 

affect over four levels: learner, teacher, school and community.  This model has emerged from our 

analysis of Phase 3 and allows 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  Skills  Knowledge  Understanding  Dispositions  Other effects  

L
e

a
rn

e
r  

Articulation 
Classroom discourse 
Meta-language or 
ΨƭŀƴƎǳŀƎŜ ŦƻǊ 
ƭŜŀǊƴƛƴƎΩ  

Use of a range of 
learning skills e.g. 
mind mapping, 
mnemonics 

Attainment (tests) 
Achievement 
(performance) 
Metacognitive 
knowledge  

Metacognitive 
Skilfulness, strategic and 
purposeful use of skills 
and knowledge 
Self assessment  
Evidence of transfer  

Attitudes 
Mastery orientation 
ΨIŀōƛǘǎ ƻŦ ƳƛƴŘΩ 
Retention 
Attendance  

Enjoyment 
Satisfaction 
Self-concept 
Self-efficacy 
Self-esteem  

T
e

a
ch

e
r  

Classroom discourse 
Professional 
dialogues 
Staffroom discourse  

¦ǎƛƴƎ ΨǇǊŀƎƳŀǘƛŎ 
ǘƻƻƭǎΩ 
A range of teaching 
approaches 
Using pupil feedback  

Marriage of 
content knowledge 
with pedagogical  
tools 
Research  

Critical analysis 
Awareness  of 
pedagogical alternatives 
Professional enquiry 
Evidence of transfer 
Creative solutions  

Motivation 
Retention 
Professional 
engagement 
Willingness to 
experiment  

Enjoyment 
Job satisfaction 
Professional self- 
concept  

S
ch

o
o

l  

Explicit in 
documentation 
Common approaches 
articulated  

Tools and techniques 
explicitly taught, 
courses offered 
Focus on cross 
subject pedagogy  

Staff INSET, co-
learning 
Outside support 
used  

School policies 
SEF, development plans 
Support for 
experimentation 
Creative solutions  

Time/ resource 
allocation 
External links 
Enquiry/ inquiry 
orientation 

School ethos  

W
id

e
r 

co
m

m
u
n

ity
  Home/ school links 

Shared language for 
talking about learning  

Courses and 
workshops 
Participation  

Attendance at L2L 
events  

Able to self-support and 
support learners 
Shared responsibility for 
learning  

Attitudes 
Support 
Attendance at events  

Parental satisfaction 
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1.1. Summarising Phase 3 

The impact on pupils and their learning in Phase 3 was clearly positive, with both qualitative and 

quantitative data providing evidence of improved learning. There were 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 undertaken.  After three 

years of work in their schools the teachers involved were positive about their involvement in the 

project and clearly valued the opportunity to develop professionally whilst investigating what 

ΨƭŜŀǊƴƛƴƎ ǘƻ ƭŜŀǊƴΩ ƭƻƻƪed like in their school.  

Some clear challenges also emerged. For some schools it was difficult to maintain a development 

focus over three years due to competing demands on time and attention. Where the scale of the 

development work increased, this created its own challenges as new colleagues were involved with 

different understandings of what makes Learning to Learn successful. We concluded that the 

Learning to Learn project was successful in enabling teachers to focus on improving the quality of 

learning in their schools and that this could ōŜ ƛŘŜƴǘƛŦƛŜŘ ƛƴ ǇǳǇƛƭǎΩ ŀǎǎŜǎǎŜŘ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǘŜǎǘǎ ŀƴŘ 

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 by the project.  

Finally the diversity of schools, teachers 

and approaches made it difficult to draw 

clear conclusions about precisely what the 

benefits of Learning to Learn in this project 

were and how they had been achieved. We 

believed that a range of factors contributed 

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 

concluded that the Learning to Learn in 

Schools Phase 3 project was successful in 

enabling teachers to focus on improving 
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the quality of learning in their schools and that this could ōŜ ƛŘŜƴǘƛŦƛŜŘ ƛƴ ǇǳǇƛƭǎΩ ŀǎǎŜǎǎŜŘ 

performance in tests and examinations and their wider achievements and further that the teachers 

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

project. 

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

¶ Learning to Learn involves: 

o more effective feedback between teacher(s) and learner(s), learners working 

together and learners own awareness of their learning; 

o a range of teaching and learning techniques and approaches; 

o making the process of learning explicit; 

o a common language for learning and better communication about learning; and 

o supportive networks and challenging change. 

¶ L2L is not a simple set of activities or techniques which can be implemented easily by a 

teacher or school.  

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

effective learning habits and dispositions.  

¶ 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 to Learn is likely to include important questions such as: 

o Is it the ethos about learning that is developing in schools or the learning 

dispositions fostered in the pupils?  

o How much benefit comes directly 

from the range of techniques and 

activities that project schools have 

used?  

o Does some of the benefit come 

about as a result of being involved 

in the processes of enquiry and 

research? 

 

The research process has shown us that 
Learning to Learn is an essential element of 
developing resourceful, responsible and 
independent learners. Learning mats are 
useful tools that can help to develop 
independence in learners and support them 
as they learn how to learn. It seems, 
however, that their effectiveness is 
dependent upon student involvement in the 
development of the learning mats and on 
the time taken to introduce the students to 
them. (King Edward VI High School, 
Northumberland) 
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1.2. Engaging in and with research 

άΧŦƻǊ ŀ ǘŜŀŎƘŜǊ ƴŜƎƻǘƛŀǘƛƴƎ ƘƛǎκƘŜǊ ǿŀȅ ǘƻ ōŜƛƴƎ ŀ ǘŜŀŎƘŜǊ ǘƘŜǊŜ ŀǊŜ ƳǳƭǘƛǇƭŜ ǎǘƻǊƛŜǎ ƻŦ 
what it is to be a teacher to be negotiated ς stories that do not lend themselves to final 
resolution in relation to each other.  Conceptions may be both idealistic and 
ǳƴŀŎƘƛŜǾŀōƭŜ ƛƴ ǘƘŜƳǎŜƭǾŜǎ ŀƴŘ ƛƳǇƻǎǎƛōƭŜ ǘƻ ǊŜŎƻƴŎƛƭŜ ǿƛǘƘ ƻǘƘŜǊ ŎƻƴŎŜǇǘƛƻƴǎΦέ  ό.Ǌƻǿƴ 
and England, 2004, p71) 

Teaching practice is a complex inter-dependent and individualised system of ideas, beliefs and 

habituated practice; it is shaped by external pressures of policy, inspection and assessment; it is 

ǎǳǇǇƻǊǘŜŘ ŀƴŘ ƛƴŦƻǊƳŜŘ ōȅ ŜŀŎƘ ǘŜŀŎƘŜǊΩǎ ŎǳǊǊƛŎǳƭǳƳ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǇŜŘŀgogic understanding; it is 

driven by the moment-to-moment interactions between teacher and students; and expressed in the 

ǳǎŜ ƻŦ Ψǘƻ-ƘŀƴŘΩ ǎǘǊŀǘŜƎƛŜǎ ŦƻǊ όŀƳƻƴƎǎǘ Ƴŀƴȅ ƻǘƘŜǊ ŜŘǳŎŀǘƛƻƴŀƭ Ǝƻŀƭǎύ ƛƴǎǘǊǳŎǘƛƻƴΣ ŜȄǇƭŀƴŀǘƛƻƴΣ 

scaffolding, questioning, 

extending discourse and 

extending metacognition.  Each 

ƛƴŘƛǾƛŘǳŀƭΩǎ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜ ƛǎ ŀ 

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 to the teacher from her 

colleagues, her management, her 

government, the media and the 

academy. 

¢ƘŜ ŘƛǎŎƻǳǊǎŜ ƛƴ ǘƘŜ ¦Y ƻŦ ΨǊŜǎŜŀǊŎƘ-ƛƴŦƻǊƳŜŘΩ ǇǊŀŎǘƛŎŜ Ǉƻǎƛǘƛƻƴǎ ǘƘŜ ǘŜŀŎƘŜǊ ŀǎ ŀƴ ƻōǎŜǊǾŜǊ ƻŦ ǘƘŜ 

research process and a consumer of research products.  The tensions within 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 this model 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, this distracts from the task of 

assessing what the conditions are in their classrooms, what the pressing needs of the learners 

(teachers included) might be.  

 

Exploring project trajectories 

Teachers at the 2009 residential in Bristol 
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In contrast, the process of teacher inquiry as practised within the Learning to Learn in Schools 

project grounds the individual 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 responsibility to make 

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 wider learning community of the project fosters the 

ŎǊƛǘƛŎŀƭ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ƛŘŜŀǎ ŀƴŘ ŀǇǇǊƻŀŎƘŜǎ ǿƘƛŎƘ ǳƴŘŜǊǇƛƴǎ ǘŜŀŎƘŜǊǎΩ ŦǳǘǳǊŜ ŘŜŎƛǎƛƻƴ-making 

about innovation and change in their practice.  We have observed a relational and developmental 

interplay between engaging in an inquiry in the classroom and engaging with the canon of research 

literature and guidance produced by academics and policy makers. The key outcome for teachers 

appears to be a more fluid understanding of their role: 

άbeing on the Bristol residential was quite a big thing for me, in my thinking about my 
ǊƻƭŜ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΣ ƛƴ ǘŜǊƳǎ ƻŦ Χ LΩŘ ǇǊŜǾƛƻǳǎƭȅ ǾƛŜǿŜŘ Ƴȅ ǊƻƭŜ ŀǎ ǘƻ ŘŜƭƛǾŜǊ ǘƘƛǎΣ ǘƘƛǎ 
ŀƴŘ ǘƘƛǎ ŀƴŘ ǘƘŀǘ ǘƘŜ ŎƘƛƭŘǊŜƴ ǿƻǳƭŘ ōŜ ƭŜŀǊƴƛƴƎ ǘƘƛǎΣ ǘƘƛǎ ŀƴŘ ǘƘƛǎΣ ǿƘŜǊŜŀǎ ƴƻǿ LΩƳ 
thinking more aōƻǳǘ ΨƘƻǿ Ŏŀƴ L ŜȄǇƭŀƛƴ ǘƻ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀōƻǳǘ Ƙƻǿ ǘƘŜȅΩǊŜ ƎƻƛƴƎ ǘƻ ƭŜŀǊƴ 
ŀōƻǳǘ ǘƘƛǎΩΦ  {ƻ ŀǎ ƻǇǇƻǎŜŘ ǘƻ ƛǘ ōŜƛƴƎ ŀ ǇǊƻŎŜǎǎΣ ǘƘŀǘ ƛǎ ŘƻƴŜ ǘƻ ǘƘŜƳ ōȅ ƳŜΣ LΩƳ ǘƘƛƴƪƛƴƎ 
ƳƻǊŜ ƴƻǿ ŀōƻǳǘ Ƙƻǿ L Ŏŀƴ ƛƴǾƻƭǾŜ ǘƘŜƳ ƛƴ ǘƘŜ ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎ ǎƻ ƛǘΩǎ ƪƛƴŘ ƻŦ ŀ ŎƻƳǇƭŜǘŜ 
switch round in my brain of what my role is, because I want the children to be able to 
ǳƴŘŜǊǎǘŀƴŘΣ ƴƻǘ Ƨǳǎǘ ǿƘŀǘ ƛǘ ƛǎ ǘƘŀǘ LΩƳ ǘŜŀŎƘƛƴƎ ǘƘŜƳΣ ōǳǘ Ƙƻǿ ǘƘŜȅΩǊŜ ƎƻƛƴƎ ǘƻ ǘŀƪŜ ƛǘ in 
and reclaim the knowledgeέ (Primary teacher, Phase 3 Year 2 interview) 

 

1.3. Changing 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.  

¢Ƙƛǎ ǊŜƭŜƴǘƭŜǎǎ ΨŎƘǳǊƴΩ ǎwamps the capacity of most teachers 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 values-practice gap.  One of the most significant trends in 

the educational 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 practice.  Whilst 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 negative side effects of national policies, such as the 

demotivation of low attaining students and widespread teaching to the test.  Excellence and 

Enjoyment was an early example of an encouragement for more diverse approach and the review of 
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the primary curriculum 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 

ƭŀƴŘƳŀǊƪ ƛƴ ŜƴŎƻǳǊŀƎƛƴƎ ǘŜŀŎƘŜǊǎ ǘƻ ōŜƭƛŜǾŜ ǘƘŀǘ ΨōƻǘǘƻƳ ǳǇΩ ŀǇǇǊƻŀŎƘŜǎ ǘƻ ŎƘŀƴƎŜ ƘŀǾŜ ŀ 

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

 

1.4. Overview of Phase 4 

In Phase 4, four regions of England are involved. They are Enfield, Cheshire and Cornwall (all of 

which were involved in Phase 3) and Northumberland (which is new to the project in Phase 4). In 

Phase 3, regions applied to be part of the project and then the three successful areas were chosen to 

represent a range of geographical and socio-economic characteristics (for further information see 

Higgins et al.   2005). Northumberland was chosen for similar reasons at the start of Phase 4, in that 

it is a large county with a wide range of schools and education contexts from extremely rural, 

complementing Cornwall, to the more urban (similar to Cheshire). It is also a region operating 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 England. This can be seen to be mapped out above in figure 3.  

 

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

Northumberland  
(new to Phase 4) 

Enfield 
(Phase 3) 

Cheshire 
(Phase 3) 

Cornwall 
(Phase 3) 
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In each region there are between nine and twelve schools including 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 to a wide 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 involved since Phase 1 

of Learning to Learn and those who have just got involved at the start of Phase 4. This can be seen 

summarised in table ii. 

Table ii. L2L Phase 4 schools, history of involvement 

LA New in Phase 4 Carrying on from 
Phase 3 

Old school, new 
teachers 

New school, old 
teachers 

Total 

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 Phase 4 is developing and building upon the research and findings of Phase 3 

(Higgins et al.  2007). This has led to the development of key research themes which will be central 

ǘƻ ŘŜǎƛƎƴ ƻŦ ǘƘŜ ǇǊƻƧŜŎǘ ŀƴŘ ƛƴŘƛǾƛŘǳŀƭ ǎŎƘƻƻƭǎΩ ǊŜǎŜŀǊŎƘ ŀǎ ǿŜƭƭ ŀǎ ǘƘŜ ǊŜǇƻǊǘƛƴƎ ǎǘǊǳŎǘǳǊŜ ƻŦ tƘŀǎŜ п:  

¶ Learning relationships and interactions in the classroom: through collaborative learning 

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. 

¶ Tools for learning:  in supporting learning through enquiry and different Learning to Learn 

approaches, particularly to support reflection and action (e.g. Assessment for Learning 

ǘŜŎƘƴƛǉǳŜǎΤ ǇǳǇƛƭ ǾƛŜǿǎ ǘŜƳǇƭŀǘŜǎΤ YŀƎŀƴΩǎ ŎƻƻǇŜǊŀǘƛǾŜ ƭŜŀǊƴƛƴƎ strategies; circle time; 

video) of students, teachers and researchers. 

¶ Students as researchers of their own learning: investigation of how using enquiry based 

approaches with students can support better awareness and understanding of their 

learning, support the prioritising and development of learning and teaching in education 

institutions and ŜȄǘŜƴŘ ǎǘǳŘŜƴǘǎΩ ŎǊƛǘƛŎŀƭ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ knowledge, skills and dispositions to 

learning and their application to different situations and individuals. 
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¶ The world beyond the school gate: exploration of how better relationships with parents can 

be ŘŜǾŜƭƻǇŜŘΤ Ƙƻǿ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ŀōƻǳǘ ŎƘƛƭŘǊŜƴΩǎ ƭŜŀǊƴƛƴƎ Ŏŀƴ ōŜ ƛƴŎǊŜŀǎŜŘΤ ǇƻǘŜƴǘƛŀƭ 

benefits of home/school partnerships. 

Phase 3 was successful in 

demonstrating that learning to 

learn approaches could 

support development in 

schools, the professional 

learning of teachers and the 

ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǎǘǳŘŜƴǘǎΩ 

understanding of their 

learning. However it also 

raised some important 

questions about the role of 

enquiry in learning and how 

schools can be supported in 

undertaking this through 

networks and the support of Higher Education Institutions (HEIs). There were 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 Learning to Learn 

ƻǾŜǊ ǘƛƳŜΣ Ƙŀǎ ŀƴ ƛƳǇŀŎǘ ƻƴ ǎǘǳŘŜƴǘǎΩ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ǾƛŜǿǎ ƻŦ ǘƘŜƳǎŜƭǾŜǎ ŀǎ ƭŜŀǊƴŜǊǎΣ ŀƴŘ Ƙƻǿ ǘƘƛǎΣ ƛƴ 

turn, affects their knowledge and skills for learning to learn. In this Phase 4 the following aspects are 

being explored: 

¶ To develop understanding of progression in learning to learn ς knowledge, skills, dispositions 

ŀƴŘ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ƭŜŀǊƴŜǊǎΩ ŀǳǘƻƴƻƳȅ; 

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

approach in schools (drawing in new schools to the existing network); 

¶ ¢ƻ ŦǳǊǘƘŜǊ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ǊƻƭŜ ƻŦ ŜƴǉǳƛǊȅ ƛƴ ǘŜŀŎƘŜǊǎΩ ŀƴŘ ǇǳǇƛƭǎΩ ƭŜŀǊƴƛƴƎ; 

¶ To develop the role of an Higher Education Institution as a co-learner in this process and 

supporting schools in networks; 

¶ To look at the potential influence of the family and the community on the development of 

pupils as lifelong learners.  

There is a pressing need to transfer some of the responsibility 
and ownership for the direction and content of their learning 
to the students themselves. Our decision to establish this as a 
future priority for our school is not, however, solely about 
increasing student engagement and motivation. It is about 
equipping them with the skills to analyse problems and 
decide upon the key issues at stake. It is about giving them 
the experience of managing their own work and experiencing 
the successes and failures that self-directed work can bring. 
It is about coping with ambiguity and developing the skills 
and dispositions that might help when such situations arise 
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 quality of the process. 
(Fallibroome High School, Cheshire) 
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The project draws on the successful model developed in Phase 3 with local INSET for teachers, 

national residentials, email and internet support and national and regional conferences to 

disseminate and validate the research as it progresses (Wall and Hall 2005). Clusters of schools are 

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

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

cases Phases 1 and 2) as well as schools new to the project.  Specific sub-themes in the project are 

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

fƻǊ ƭŜŀǊƴƛƴƎΣ ǘƘŜ ǊƻƭŜ ƻŦ ƛƴǘŜǊŀŎǘƛƻƴ ƛƴ ŘŜǾŜƭƻǇƛƴƎ ƭŜŀǊƴŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎΦ ¢ƘŜǎŜ ǘƘŜƳŜǎ ǿƛƭƭ ōŜ 

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 L2L model as 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 the experiences 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 

ŜȄǇŜǊƛŜƴŎŜŘ [н[ ǎŎƘƻƻƭǎ Ŏŀƴ ŀŎǘ ŀǎ ƳƻǊŜ ŜȄǇŜǊƛŜƴŎŜŘ ΨŜȄǇŜǊǘΩ ǎǳǇǇƻǊǘΦ  

 

 

Display focusing on Learning to Learn ς it not only supported the children but also helped the 
teaching staff 

 

Hexham East First School, Northumberland  
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2. Outputs and Impact 

In all, 30 case studies have been submitted and analysed for this report, summarised in table iv. 

There are a number of schools who continue to be part of the project, but have not submitted a case 

study this year (see table iii for full list). This has been 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 

 Not submitting this year (n=12) 

Cheshire Cloughwood Community School 
 Ellesmere Port Specialist School for the Performing 

Arts 
 Oaklands Community School 
 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 
 Hazelbury 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 varied 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 studies Phase 4 Year One (n=30) 

Case studies Phase 4 Year One (n=30) 

School  Lead teachers Title Teachers 
involved 

Students 
involved 

Year 
group(s) 

Time in 
project 

Cheshire (n=6) 
Fallibroome High School Francis Power 

and Mike Dore  
Wild Tasks: An Investigation into Ways of Increasing Student 
Engagement in the Learning Process 

7 240 Y7 & 8 Carrying on 
from Phase 3 

Hebden Green Community 
School  

Katy Richards and 
Stacey Cartner 

Developing personalised talk with pupils who have 
communication difficulties 

2 11 R-Y2 & Y8 New in Phase 
4 

Packmoor Primary School Vicki Shaw Developing a thematic approach to learning and building 
ŎƘƛƭŘǊŜƴΩǎ ŎŀǇŀōƛƭƛǘȅ ǘƻ ŜƴƎŀƎŜ ƛƴ ǘƘŜ ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎ ǘƘǊƻǳƎƘ 
the use of Learning 2 Learn tools 

1 48 Y2 Phase 3 
teacher, new 
school 

Tytherington High School Alison Whelan Can the use of a weekly Learning Log help students reflect on 
their learning and improve motivation and awareness of 
learning? 

5 150 Y8 Carrying on 
from Phase 3 

Weaverham Forest Street 
Primary School 

Ann Saunders and 
Clare Rushworth 

Improving Behaviour And Self Esteem Through Creating A 
Nurture Group And Developing A Model For Circle Time 

5 90 Y2, Y3 &Y4 New in Phase 
4 

Winsford High Street Primary 
School 

Helen Barwick, 
Chris Anderson 

Involving children in the process of learning and assessment, 
and developing a language for learning 

4 50 Y2 &Y4 Carrying on 
from Phase 3 

Cornwall (n=12) 
Archbishop Benson Primary 
School  

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

15 436 R-Y6 New in Phase 
4 

Camborne Science and 
Technology College  

John Welham ²Ƙŀǘ ƛǎ ǘƘŜ ƛƳǇŀŎǘ ƻŦ ά[ŜŀǊƴƛƴƎ ǘƻ [ŜŀǊƴέ ƻƴ ǘƘŜ ŘƛǎǇƻǎƛǘƛƻƴǎ 
and attainment of a group of Year Nine students? 

1 20 Y9 Carrying on 
from Phase 3 

Liskeard School and Community 
College 

Sue Braddick Students as Researchers of their own learning in History: 
impacts on learning relationships  

1 30 Y9 New in Phase 
4 

Liskeard School and Community 
College 

Tamsin Hamilton Students as Researchers of their own learning in RE: impacts on 
learning relationships  

1 30 Y7 New in Phase 
4 

Liskeard School and Community 
College 

Gary Smith Students as Researchers of their own learning in PHSE: impacts 
on learning relationships  

1 30 Y8 New in Phase 
4 

Liskeard School and Community 
College 

John Golding Students as Learning Detectives: impacts on learning 
relationships  

1 19 Y8 New in Phase 
4 

Marlborough Primary School Kathy Rowe Ways of Promoting a Pro-active Skills Curriculum in Year 1 1 30 Y1 Carrying on 
from Phase 3 

Marlborough Primary School Paula Ross Ways of Promoting a Pro-active Skills Curriculum in Year 6 1 30 Y6 Carrying on 
from Phase 3 
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Marlborough Primary School Richard Gambier Leading an Inquisitive School 8 210 R-Y6 Carrying on 
from Phase 3 

St Meriadoc CE Nursery and 
Infant School 

Linda Stephens, 
Clare Walsh 

Do regular philosophy ƭŜǎǎƻƴǎ ƭŜŀŘ ǘƻ ŀƴ ƛƴŎǊŜŀǎŜ ƛƴ ŀ ŎƘƛƭŘΩǎ 
spoken vocabulary and an improvement in their 
communication skills? 

5 150 R-Y2 Carrying on 
from Phase 3 

The Learning Space Becky Williams Pupil-led learning: inspiring gifted and talented students 
through Summer Challenge  

13 30 Y4 & 5 Carrying on 
from Phase 3 

Treloweth Primary School Ann Webb The impact of target setting on taking responsibility for 
learning  

16 420 R-Y6 Carrying on 
from Phase 3 

 Enfield (n=5) 
Carterhatch Primary School David Archer  The impact of individual, pair and group work on performance 

in algebra 
1 90 Y6 New in Phase 

4 
Eastfield Primary School Ellie Fitzpatrick & 

Rachel Robinson 
Does having a specific grammar lesson each week impact on 
ŎƘƛƭŘǊŜƴΩǎ ƎǊŀƳƳŀǊ ƛƴ ǘƘŜƛǊ ƛƴŘŜǇŜƴŘŜƴǘ ǿǊƛǘƛƴƎΚ 

2 60 Y5 New in Phase 
4 

Hazlebury Infant School Tania McDonald 
and Jane Skipper 

Does the TASC wheel for problem solving improve infant 
ŎƘƛƭŘǊŜƴΩǎ ƳƻǘƛǾŀǘƛƻƴ ǘƻ ƭŜŀǊƴ ŀƴŘ ǎŜƭŦ-esteem? 

3 71 R-Y2 Phase 3 
school, new 
teachers 

Lavender Primary School Chris Daly and 
Michelle Harvey 

/ŀƴ ǎƛƴƎƭŜ ǎŜȄ ƎǊƻǳǇǎ ǊŀƛǎŜ ƎƛǊƭǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ƛƴ ƳŀǘƘǎΚ 5 90 Y4 & 5 New in Phase 
4 

Oakthorpe Primary School Kathryn Soulard Understanding the impact of using success criteria for self and 
peer assessment in Maths 

2 60 Y5 & 6 New in Phase 
4 

Northumberland (n=7) 
Amble First School Louise Brown and 

Dawn Hunter 
Developing a Language for Learning to Support Assessment for 
Learning 

2 59 R & Y3 New in Phase 
4 

5ǳŎƘŜǎǎΩ IƛƎƘ {ŎƘƻƻƭ Gill Maitland and 
Diane Murphy 

Does cooperative learning impact on the development of 
assessment for learning, group work and social interaction? 

2 25 Y10 New in Phase 
4 

Hexham East First School Bernadette Noon 5ƻ ŘƛǎǇƭŀȅǎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ƘŜƭǇ ŎƘƛƭŘǊŜƴΩǎ ƛƴŘŜǇŜƴŘŜƴŎŜ 
when writing? 

1 22 Y2 New in Phase 
4 

Hexham Middle School Christine 
Carruthers 

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

1 26 Y5 New in Phase 
4 

Hipsburn First School Dot Charlton How will a specific strategy for co-operative learning impact on 
mature social interactions? 

2 71 R-Y4 New in Phase 
4 

The King Edward VI School Helen Shipley, 
Jessica Murray 

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

4 60 Y13, Y10 New in Phase 
4 

Wooler First School Deborah Currans 
Victoria Symons 

Iƻǿ ŜŦŦŜŎǘƛǾŜ ŀǊŜ ƳŀǊƪƛƴƎ ƭŀŘŘŜǊǎ ƛƴ ǎǳǇǇƻǊǘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ǎŜƭŦ-
assessment of their own writing? 

2 30 Y4 New in Phase 
4 
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It is possible to see that of the 30 case studies, six were from Cheshire, twelve from 

Cornwall, schools in Enfield produced five and Northumberland, seven. The case studies 

come from a range of school types across the four LAs: 

¶ one came from a special school catering for pupils from three to 19 years; 

¶ one from the Learning Space which is Local Authority based; 

¶ in the primary age 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)2; 

¶ one was from a middle school (nine to 13 years)3; and 

¶ in the secondary age phase, seven were from secondary schools (eleven to 16/18 

years) and two were from high schools (13 to 16/18 years) 3. 

Four of the projects were 

completed at whole school 

level, in other words all 

teachers and students were 

involved to some extent with 

L2L approaches rolled out 

across all classes and year 

groups. Of these schools, three 

were existing Phase 3 schools 

and so there may be some 

expectation that their projects 

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

schools 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 prevents a whole 

school picture being given.  

The case studies represent a range of experience in the project (see table v). Most teachers 

and schools are new to the project and learning to learn (n=17); however ten have carried 

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

                                                 
2 Northumberland is predominantly organised as a 3 tier school system: first schools, middle schools and 
high schools; although this will change during the duration of the project. 

 

Example case study 
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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 Phase 3 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 end of Phase 3 we initiated a programme of school visits in tandem with the Summer 

INSETs 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 which Learning to 

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 visits helped us to feel that we haŘ ŀ ΨŦƭŀǾƻǳǊΩ ƻŦ ŜŀŎƘ ǎŎƘƻƻƭ ŀƴŘ ŀ ŘŜƎǊŜŜ ƻŦ ŎƻƴǘŜȄǘ 

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 in 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 

compelling evidence came 

directly from staff and 

students.   

 

Year 1 target board 
 

Treloweth Primary School, Cornwall 
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The role of L2L amongst other initiatives 

For some schools new to Phase 4, there has been an expectation that the traditional model 

ƻŦ ǿƻǊƪƛƴƎ ǿƛǘƘ ŀ ǳƴƛǾŜǊǎƛǘȅ ƛƴ ŀ ΨŎƻƭƭŀōƻǊŀǘƛǾŜΩ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘ ǿƘŜǊŜ ǘƘŜ ŀƎŜƴŘŀ ƻŦ ǘƘŜ 

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 when thŜ ΨƻǘƘŜǊ ǎƘƻŜ ǿŀǎ ƎƻƛƴƎ ǘƻ 

ŘǊƻǇΩ ŀƴŘ ǘƘŜ ŘŜƳŀƴŘǎ ŦƻǊ ƭŀǊƎŜ Řŀǘŀ ŎƻƭƭŜŎǘƛƻƴ ƻǊ ŀŘŘƛǘƛƻƴŀƭ ǘƛƳŜ ŦƻǊ ǎǘŀŦŦ ƻǳǘ ƻŦ ǎŎƘƻƻƭ 

would start. It was a good opportunity to re-state our commitment to each school and 

teacher setting their own parameters for inquiry.  For many schools, Learning to Learn has 

dovetailed with ongoing projects and interests: several senior managers expressed a 

pleasant surprise that 

teachers and schools had 

ōŜŜƴ ΨŀƭƭƻǿŜŘΩ ǘƻ ŎƻƴǘƛƴǳŜ 

pursuing their individual 

passions and interests.  

There are many variations: 

some schools are continuing 

curriculum development 

projects under the L2L 

umbrella, others are using 

L2L as a focus for 

pedagogical CPD and still 

others as a way of driving forward whole school change, either through re-organisation 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: 

άAll the things we do in school overlap: for example MA modules which a 
number of teachers 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 can get caught up in the issues of the area in which you teach and 
you can get distracted from teaching and learning ς you need the reflective 
cycle to make sure that you keep your eye on what schools are about and what 
good learning is about.έ όIŀȊŜƭōǳǊȅ LƴŦŀƴǘǎύ 

For Phase 3 schools, Learning to Learn continues to develop and change as new staff 

become involved 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:  

ά..we have to keep it fresh...bubbling away.έ (Treloweth Primary) 

  
Adapted TASC wheel for the Reception class 

 
Hazelbury Infant School, Enfield 
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Leadership and support 

All the senior leaders we spoke to were very interested in the concept of L2L and many 

explicitly stated that the project gave them additional opportunities to support teachers as 

professionals, both to 

improve practice and 

outcomes for students and in 

terms of their professional 

learning.  Clearly all schools 

are under considerable 

pressure to improve and to 

make that improvement 

evident in externally 

measured ways, but none of 

the managers told us that 

ǘƘŜȅ ǿŜǊŜ ƭƻƻƪƛƴƎ ŦƻǊ ŀ ΨǉǳƛŎƪ 

fiȄΩ ŀƴŘ ǎŜǾŜǊŀƭ ƳŀŘŜ ǘƘŜ 

point that, if Learning to Learn 

focuses on lifelong learning 

skills, it is unlikely that short term benefits will be as obvious.  The Head of Packmoor 

tǊƛƳŀǊȅ ǿŀǎ ǘȅǇƛŎŀƭ ƛƴ Ƙƛǎ ōŜƭƛŜŦ ƛƴ ǘƘŜ ǾŀƭǳŜ ƻŦ ōǳƛƭŘƛƴƎ ǳǇ ŀǿŀǊŜƴŜǎǎ ƻŦ ǘƘŜ ΨƘƻǿΩ ƻŦ 

learning:  

άL will invest in the process every timeΦέ όIŜŀŘǘŜŀŎƘŜǊΣ tŀŎƪƳƻƻǊ tǊƛƳŀǊȅ 
School) 

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

to Learn is given high status by senior managers through talking about the project in staff 

meetings and school communications, that teachers are volunteers who nevertheless get 

practical support in terms of non-contact time or access to resources and that staff get the 

opportunity to feed back to their colleagues at rŜƎǳƭŀǊ ƛƴǘŜǊǾŀƭǎΦ 5ǳŎƘŜǎǎΩ IƛƎƘ {ŎƘƻƻƭ 

reported, 

άΦΦlots of active support and high profile in planning and meetings, the 
ŎƻƳƳƛǘƳŜƴǘ ƎƻŜǎ ǊƛƎƘǘ ǘƻ ǘƘŜ ǘƻǇέ ό5ǳŎƘŜǎǎ IƛƎƘ {ŎƘƻƻƭύ 

 

 

Within weeks of taking on the headship at 
Marlborough, I set up a joint training day with all of 
the teaching staff, the support staff and governors 
at the school.  The purpose of this team meeting was 
ǘƻ ŘŜǘŜǊƳƛƴŜ ǘƘŜ ǎŎƘƻƻƭΩǎ ŎƘŀǊŀŎǘŜǊ ŀƴŘ ǎŜǘǘƭŜ ƻƴ 
shared principles for its future development... Once a 
ōƛƎ ǇƛŎǘǳǊŜ ƘŀŘ ōŜŜƴ ŎǊŜŀǘŜŘ ŀƴŘ ΨǘƘŜ Ǿƛǎƛƻƴ ǎƘŀǊŜŘΩ 
it was relatively straightforward to move on to some 
serious groundwork.  I was able to bring my earlier 
experiences with regards to forming a skills-based 
curriculum but even so, nobody was aware at this 
stage how long it would take us, how detailed our 
review would be and how powerful the process 
would become in bringing the team together with 
shared understanding and commitment. 
 (Marlborough Primary School (Richard), Cornwall) 
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¢ŜŀŎƘŜǊǎΩ ǇŜǊǎƻƴŀƭ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ 

For individual teachers, L2L ƛǎ ŀƴ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ Ŧƻƭƭƻǿ ŀ ΨǇŜǊǎƻƴŀƭƛǎŜŘΩ ǇǊƻŦŜǎǎƛƻƴŀƭ 

development route within a supported network of colleagues and management within 

school and of colleagues and university partners beyond school. At Hipsburn First School, it 

is seen as both a continuation of past practice and a chance to return to a previous era of 

professional creativity: 

ά[н[ ƛǎ ŀ ƎƻƻŘ ǿŀȅ ǘƻ ǘŀƪŜ ŦƻǊǿŀǊŘ ǘƘŜ ŀƎŜƴŘŀ LΩǾŜ ŀƭǿŀȅǎ ŦƻƭƭƻǿŜŘ ŀƴŘ ŦƻǊ Ƴȅ 
younger colleagues to get a taste of the kind of exciting development work we 
did in ǘƘŜ тлǎέ όIƛǇǎōǳǊƴ CƛǊǎǘύ 

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 networks; at Tytherington High School, the lead L2L 

teacher has been taking her findings into the local network and presenting her results to 

ǇŀǊǘƴŜǊǎƘƛǇ ǎŎƘƻƻƭǎΣ ǊŀƛǎƛƴƎ ƘŜǊ ƻǿƴ ŀƴŘ ǘƘŜ ǎŎƘƻƻƭΩǎ ǇǊƻŦƛƭŜ ŀƴŘ ŜƳǇƘŀǎƛǎƛƴƎ ǘƘŜ ǇǊƻƧŜŎǘΩǎ 

commitment to communicating our 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, asking 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 

activities that go on across the 

school. At Camborne Science and 

Technology School the student 

group had an animated and 

challenging discussion of the 

purpose and experience of mixed 

ability classes, different types of 

assessment and 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 

The idea that there is no such thing as a wrong 
answer has been quite liberating for many 
children who usually only join in class 
ŘƛǎŎǳǎǎƛƻƴ ǿƘŜƴ ǘƘŜȅ ǘƘƛƴƪ ǘƘŜȅ ΨƪƴƻǿΩ ǘƘŜ 
answer that the teacher is looking for.  They 
are also now more able to change their mind 
about an idea without feeling that they were 
wrong to start with.  There is much more of a 
feeling that we are all learning together and 
ǘƘŀǘ ŜǾŜǊȅƻƴŜΩǎ ƛŘŜŀǎ ŎƘŀƴƎŜ ŀǎ ǘƘŜȅ ŦƛƴŘ ƻǳǘ 
more about a subject.  (St Meriadoc Infant 
School, Cornwall) 
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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 ladders, pointing 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 enquiry: ownership 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 

[ŜŀǊƴƛƴƎΩǎ ŘƛǎǇƻǎƛǘƛƻƴ ŦǊŀƳŜǿƻǊƪ ŎŀƭƭŜŘ ǘƘŜ ΨрwǎΩΦ ¢ƘŜ ŘƛǎǇƻǎƛǘƛƻƴǎ Ǌepresented in the 

framework are Resourcefulness, Remembering, Readiness, Resilience and Reflectiveness. 

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 became central 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 (Higgins et al.  2007).  

Habits of Mind Attitudes MotivationHabits of Mind Attitudes MotivationHabits of Mind Attitudes Motivation
 

Figure 4: wŜǇǊŜǎŜƴǘŀǘƛƻƴ ƻŦ /ŀǊǊ ŀƴŘ /ƭŀȄǘƻƴΩǎ ŘƛǎǘƛƴŎǘƛƻƴ ōŜǘǿŜŜƴ ŎƻƳǇŜtencies 
and dispositions 

 

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

ŜŘǳŎŀǘƛƻƴŀƭ ǊƘŜǘƻǊƛŎ ƳƻǊŜ ƎŜƴŜǊŀƭƭȅΦ /ŀǊǊ ŀƴŘ /ƭŀȄǘƻƴΩǎ όнллнύ ǇŀǇŜǊ Ŏŀƴ ōŜ ǎŜŜƴ ǘƻ ōŜ 

influential in stimulating much of this discussion when they 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 capabilities and dispositions (represented in figure 4) which is drawn 

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

ŘƛǎǇƻǎƛǘƛƻƴǎ ŀǎ ΨƘŀōƛǘǎ ƻŦ ƳƛƴŘΣ ǘŜƴŘŜƴŎƛŜǎ ǘƻ ǊŜǎǇƻƴŘ ǘƻ ǎƛǘǳŀǘƛƻƴǎ ƛƴ ŎŜǊǘŀƛƴ ǿŀȅǎΩ όYŀǘȊΣ 
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1988: 30, in Carr and Claxton 2002: 10). While both these papers discuss assessment 

methodologies they do not really crystallise a sense of how dispositions manifest in the 

ŎƭŀǎǎǊƻƻƳ ŀƴŘ ƛƴŘŜŜŘ ƴƻ ǿƘŜǊŜ Řƻ ǘƘŜȅ ŜƳōǊŀŎŜ ǘƘŜ ƴŜŜŘ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǇǳǇƛƭǎΩ ōŜƭƛŜŦǎ 

about what they 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.  Remembering 

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 

Summer of 2007 the 5R disposition framework became: Resourcefulness, Responsibility, 

Readiness, Resilience and Reflectiveness.  This gave some impetus to critical thinking about 

the framework and what it looked like in the classroom. It was obvious that a re-design was 

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

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

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

¶ Do students find the ideas meaningful and applicable to their own learning?  

¶ Are the 5 concepts distinctive from one another? 

¶ 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 contribute to the discussion on 

dispositions within the academic community we spent time at the summer 08 INSETs 

ŜȄǇƭƻǊƛƴƎ ǿƛǘƘ ǘŜŀŎƘŜǊǎ ǘƘŜƛǊ ǇŜǊǎǇŜŎǘƛǾŜǎ ƻŦ ǘƘŜ wǎΦ ²Ŝ ŀƭǎƻ ŎƻƭƭŜŎǘŜŘ Řŀǘŀ ƻŦ ǇǳǇƛƭǎΩ 

Children throughout the school know what successful 
learning looks like and have a language for learning. 
Linking the 5Rs to animals and introducing it with 
pupils (pupil voice) has really helped children and 
adults understand what each of the 5Rs are and how 
to achieve them. It is easy to forget that some adults 
find it difficult to grasp what each of the 5Rs mean. 
hƴŜ ƳŜƳōŜǊ ƻŦ ǎǘŀŦŦ  ǎŀƛŘ ΨǳǎƛƴƎ ŀƴƛƳŀƭǎ ƛǎ ƛƴǎǇƛǊŜŘ 
,whenever I forget one of the 5Rs and what it means I 
Ƨǳǎǘ ǘƘƛƴƪ ƻŦ ǘƘŜ ŀƴƛƳŀƭ ŀƴŘ ƛǘ ǊŜŀƭƭȅ ƘŜƭǇǎ ƳŜΩ hƴŜ 
teacher has been using puppets/beanie babies to 
represent the animals and this has really helped 
ƳƻǘƛǾŀǘŜ ǘƘŜ ǾŜǊȅ ȅƻǳƴƎ ŎƘƛƭŘǊŜƴΦΩ /ƘƛƭŘǊŜƴ ƪƴƻǿ ǘƘŀǘ 
Ŏŀǘ ǇǳǇǇŜǘ ƳŜŀƴǎ ǿŜ ŀǊŜ ƎƻƛƴƎ ǘƻ ŦƛƴŘ ƻǳǘ ǿƘȅΩΦ 
(Archbishop Benson CEVA Primary School, Cornwall) 
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perspectives through a competition to re-design the poster above on the assumption that it 

ŘƛŘ ƴƻǘ ƳŀǘǘŜǊ ǿƘŀǘ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ǿŜǊŜ ƛŦ ǘƘŜȅ ŘƛŘ ƴƻǘ Ŧƛǘ ǿƛǘƘ ǇǳǇƛƭ 

understandings and constructs. In addition, we analysed the use of Rs in the Year One case 

studies.   

 

¢ŜŀŎƘŜǊǎΩ ǇŜǊǎǇŜŎǘƛǾŜǎ 

Overall, teachers were happy 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 Resourcefulness 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.   

Table vi. 9ȄŜƳǇƭƛŦȅƛƴƎ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ рw ŘƛǎǇƻǎƛǘƛƻƴǎ ŦǊŀƳŜǿƻǊƪ 

 Unique features 

Resourcefulness More responsive than analytical, present moment 
Creative thinking 

Use of the immediate environment 
Responsibility Self-organisation, maturity, ethics 

Consciousness of learning, concrete, enacted, relational 
Underpins the other Rs 

Readiness An emotional state 
Related to environmental issues: sleep, nutrition 

Looking forward 
Resilience Individual and personal quality 

bƻǘ ƴŜŎŜǎǎŀǊƛƭȅ ŀ ΨǘƘƻǳƎƘǘΩ ǇǊƻŎŜǎǎ 
Develops (or is undermined) over time 

Reflectiveness A development on from the other Rs 
Analysis and evaluation, more abstract 

[ƻƻƪƛƴƎ ōŀŎƪΣ ŘŜǾŜƭƻǇƛƴƎ ǎŜƴǎŜ ƻŦ ΨǎŜƭŦ ŀǎ ƭŜŀǊƴŜǊΩ 

Some teachers, particularly those with younger learners, felt that the terms were not easily 

accessible and had invested time and creativity working collaboratively 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 Phase пΣ ƛǘ ǿŀǎ ŀǇǇŀǊŜƴǘ ǘƘŀǘ ǘƘŜǊŜ ǿŜǊŜ ƎŀǇǎ ƛƴ Ƙƻǿ ǘƘŜ ǇǳǇƛƭǎΩ ōŜƭƛŜŦǎ 

ƳŀǇǇŜŘ ƻƴ ǘƻ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎΦ ²ƛǘƘ ǘƘƛǎ ŦƻŎǳǎ ƛƴ ƳƛƴŘΣ ǘeachers were asked to 

invite their pupils to draw posters representing and interpreting what the Rs meant to them. 
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The students from five schools across the UK produced 108 posters which focused on single 

dispositions. Three of the Rs ς Readiness, Resilience and Responsibility ς were significantly 

more popular, suggesting perhaps that these concepts were both well-understood by 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 appear to be 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 consultation, 

pupils appeared to find this 

an abstract concept and 

arguably an image based 

methodology made ideas 

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 also the context in which contemplation might happen: this was one 

ǎǘŜǇ ƻƴ ŦǊƻƳ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎΦ ²ƛǘƘ ǊŜŦŜǊŜƴŎŜ ǘƻ ŎƻƴǘŜȄǘΣ ƛǘ ǿŀǎ ƛƴǘŜǊŜǎǘƛƴƎ ǘƘŀǘ 

school environments were relatively absent from these images. The only point where school 

did emerge 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 ideas hard to 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 the teachers considered to characterise 

Resourcefulness. The pupils appeared to be more competency orientated than the teachers 

ǇŜǊŎŜǇǘƛƻƴǎΣ ŀƭǘƘƻǳƎƘ ǘƘŜǊŜ ŘƻŜǎ ǎŜŜƳ ǘƻ ōŜ ŀ ŎƻƳƳƻƴ ŀǎǎƻŎƛŀǘƛƻƴ ŀōƻǳǘ Ψƛƴ ǘƘŜ ƳƻƳŜƴǘΩ 

thinking. It has to be pointed out though that with 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 category, mostly 

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

ŦƻǊ ŜȄŀƳǇƭŜΣ ǇŜƴǎΣ ǇŜƴŎƛƭǎ ŀƴŘ ōƻƻƪǎΦ ¢Ƙƛǎ ǎŜŜƳǎ ǘƻ Ǝƻ ŀƎŀƛƴǎǘ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ 

of Readiness as an emotional state; however, within this category there was mention of 

ǇŜǊǎƻƴŀƭ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎ ǿƘƛŎƘ ŎƻǳƭŘ ōŜ ƛŘŜƴǘƛŦƛŜŘ ōȅ ƻǘƘŜǊǎ ŀǎ ΨǊŜŀŘȅΩΤ ǘƘŀǘ ƛǎ ƭƻƻƪƛƴƎ 

attentive, wearing the right clothes and looking keen. The emphasis on the performative 

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

ƛƳŀƎŜǊȅ ƻŦ ŀ ΨƎƻƻŘ ǎǘǳŘŜƴǘΩΦ ¢ƘŜ ǘŜŀŎƘŜǊǎΩ ƛŘŜŀǎ ƻŦ ƭƻƻƪƛƴƎ ŦƻǊǿŀǊŘ ǿŜǊŜ ƴƻǘ ŀǇǇŀǊŜƴǘ 

within these posters. 

Resilience was the most popular category and these posters were also the ones which 

showed the most agreement within the pupil cohort as well as with the teachers. Children 

ŎƻƳƳƻƴƭȅ ǳǎŜŘ ŜȄƘƻǊǘŀǘƛƻƴǎ ǎǳŎƘ ŀǎ ΨƴŜǾŜǊ ƎƛǾŜ ǳǇΩ ŀƴŘ ΨƪŜŜǇ ǘǊȅƛƴƎΩ ŀƴŘ ƭƛƴƪŜŘ ǘƘŜǎŜ 

mantras to visually represented contexts, mostly either school work or sporting 

achievement.  

The analysis of posters representing responsibility revealed a strong theme around roles and 

ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎ ŀǘ ƘƻƳŜ ŀǎ ǿŜƭƭ ŀǎ ƛƴ ǎŎƘƻƻƭΣ ƭƛƴƪƛƴƎ ǘƻ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ƛŘŜŀǎ ǊŜƭŀǘŜŘ ǘƻ ƳŀǘǳǊƛǘȅ 

and ethics. This was obviously a disposition that the children associated with helping others 

and one of the key aspects of this was helping their family, household chores and care of the 

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

learning and learning processes. 

The sophistication of ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ǾƛŜǿǎ ŀƴŘ ǘƘŜ ǿŀȅ ǘƘŀǘ ǘƘŜȅ ǇǊƛǾƛƭŜƎŜŘ ǘƘŜƛǊ ǇƘȅǎƛŎŀƭ 

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 physiŎŀƭ ǊŜǎƻǳǊŎŜǎΣ ƻǊ ǘƻƻƭǎ ǘƘŀǘ Ŏŀƴ ǎǳǇǇƻǊǘ ŎƘƛƭŘǊŜƴΩǎ ƭŜŀǊƴƛƴƎΦ 

The diagram presented earlier is adapted in figure 5 to reflect this shift in our thinking. 

Habits of

Mind
Attitudes Motivation

Environmental

characteristics

Personal 

characteristics
Habits of

Mind
Attitudes Motivation

Environmental

characteristics

Personal 

characteristics  
 

Figure 5: Revised competencies/disposition distinction 
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2.3. Pupil outcomes 

An analysis was completed of quotes from 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 

collected data on pupilsΩ 

perspectives in a variety of 

different ways, however 

common methods were 

interviews, questionnaires 

and visual data. The 

analysis investigated the 

extent to which students 

were aware of learning to 

learn agendas, the 

language used and 

knowledge and skilfulness in regards to metacognition (Flavell 1977). 

 

Affective perceptions of learning 

tƻǎƛǘƛǾŜ ŎƻƳƳŜƴǘǎ ŘƻƳƛƴŀǘŜŘ ǘƘŜ ŘŀǘŀΦ ²ƻǊŘǎ ǎǳŎƘ ŀ ΨōǊƛƭƭƛŀƴǘΩΣ ΨƎǊŜŀǘΩ ŀƴŘ ΨƧƻȅŦǳƭΩ ŀǊŜ ŀƭƭ 

documented as used by pupils when talking about learning and associated processes. In 

many cases the students talked about how this prompted them to expand ideas and take the 

learning into other areas of life, 

άL ƭƻǾŜŘ ƳŀƪƛƴƎ ǘƘŜ ǘŜŘŘȅ ŦƛǘƴŜǎǎ ŎŜƴǘǊŜΦ  L ƘŀŘ ǎƻ Ƴŀƴȅ ƛŘŜŀǎ Ƴȅ ƘŜŀŘ ǿŀǎ 
bursting!  Dad had to help me make the running machine as soon as I got 
ƘƻƳŜΦέ όaŀǊƭōƻrough Primary(Kathy) Year One Case Study) 

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, 

 

Growing plants from seeds in the nurture group 
 

Weaverham Primary School, Cheshire 
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ά²ƘŜƴ ǿŜ ƘŀŘ ǘƻ ƛƴǾŜǎǘƛƎŀǘŜ ŀ ŎǊƛƳŜ όƴƻǘ ŀ ǊŜŀƭ ƻƴŜ ǘƘƻǳƎƘύ ōŜŎŀǳǎŜ L ǿƻǊƪŜŘ 
with Lily anŘ L ƘŀŘ ƎǊŜŀǘ Ŧǳƴ ŜǾŜƴ ǘƘƻǳƎƘ L ǿŀǎ ǿƻǊƪƛƴƎ ƘŀǊŘΦέ ό[ŀǾŜƴŘŜǊ 
Primary Year One Case Study) 

And also a pragmatic outlook on learning and schooling as a whole: 

άLǘΩǎ ƴƻǘ ǘƘŜ ōŜǎǘ ǘƘƛƴƎ ƛƴ ǘƘŜ ǿƻǊƭŘ ōǳǘ Ƨǳǎǘ Řƻ ƛǘΦ LǘΩǎ ƻƴƭȅ ŀ ƳƛƴǳǘŜ ƻǊ ǘǿƻΧέ 
(Hexham Middle Year One Case Study) 

 

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, 

άL ƭŜŀǊƴǘ ŦǊƻƳ ƳƛǎǘŀƪŜǎ ŀƴŘ ŘƛŘ ǘƘŜƳ ǊƛƎƘǘ ŀƎŀƛƴέ (Tytherington High Year One 
Case Study)  

Assessment, target 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 self-esteem which could result 

from this, 

άL ƭƻǾŜ ƛǘ ǿƘŜƴ ǘƘŜ ǘŜŀŎƘŜǊ 
ǎƻƳŜǘƛƳŜǎ ŘƻŜǎƴΩǘ ƘŜƭǇ ƳŜ 
ōŜŎŀǳǎŜΧ L Ŏŀƴ ǘǊȅ ƛǘ ƻǳǘ ƻƴ 
my owƴ ǳǎƛƴƎ Ƴȅ ǘŀǊƎŜǘǎΦέ 
(Treloweth Primary Year 
One Case Study) 

 

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 number of comments which appeared to merit explicit focus. 

 
 

We are learning to make friends and help each other 
 

(Archbishop Benson CEVA Primary School, Cornwall) 
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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 often finds it difficult to explain his 
thoughts, expressed his understanding of his learning by saying,  

άL ƭƛƪŜ ǘƻ ƭŜŀǊƴ ƻƴ Ƴȅ ƻǿƴΦέ 

άL ƭŜŀǊƴ ƳƻǊŜ ǿƘŜƴ L ƭƛǎǘŜƴ ŀƴŘ ǘƻǳŎƘΦέ 
(Winsford High Street Primary Year 
One Case Study) 

There was also acknowledgement of the 

ways in which learning could be influenced by 

ƻǘƘŜǊ ŀǎǇŜŎǘǎ ƻŦ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ǇŜǊǎƻƴŀƭƛǘȅ 

and therefore learning to learn also needed 

to include talk about behaviour, dispositions 

and skills: 

άL ǘƘƛƴƪ ƭŜŀǊƴƛƴƎ ǘƻ ƭŜŀǊƴ ƛǎ ŀƭƭ ŀōƻǳǘ 
helping you to control your temper and 
ǘƻ ƘŜƭǇ ȅƻǳ ǿƻǊƪ ōŜǘǘŜǊ ƛƴ ǎŎƘƻƻƭΦέ 
(Weaverham Primary Year One Case 
Study) 

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 aspects of sŎƘƻƻƭƛƴƎ ŀƴŘ ǇǳǇƛƭǎΩ 

lives to be truly effective. 

Students indicated how talk about learning had initiated a process of discovery about 

ǘƘŜƳǎŜƭǾŜǎ ŀǎ ƭŜŀǊƴŜǊǎΣ ǘƘŜ ƛŘŜŀ ƻŦ ΨƎŜǘǘƛƴƎ ǘƻ ƪƴƻǿ ȅƻǳǊǎŜƭŦ ŀǎ ŀ ƭŜŀǊƴŜǊ ŦƛǊǎǘΩ. This process 

then allowed students to be critical in thinking about different methods and tools for 

learning, thinking about which one had best fit, 

ά/ƘƻƻǎŜ ǿƘƛŎƘ ƻƴŜ ƛǎ ōŜǎǘ ŦƛǘǘŜŘ ŦƻǊ ȅƻǳ ŀƴŘ ǘƘŜƴ ȅƻǳ Ŏŀƴ Řƻ ȅƻǳǊ ōŜǎǘ ƛƴ ǘƘŜ 
wƻǊƪ ǘƘŀǘ ƛǎ ǎŜǘέ ό[ƛǎƪŜŀǊŘΣ {ǳŜύ ¸ŜŀǊ hƴŜ /ŀǎŜ {ǘǳŘȅ) 

Consistent with 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 learning about yourself as a learner. 

 

 

Pupils appear to have a better 
understanding of how they learn and 
feel more involved in their learning.  It 
would appear that having a choice helps 
make students more investigative and 
that the process of choice gives them a 
greater responsibility for their learning.  
As staff, we do need to appreciate that if 
students are given a voice they will use it 
and they will not always say what we 
want to hear. (Liskeard School and 
Technology College (Gary), Cornwall) 
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Understanding 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 learning. Students commonly talked about 

their own learning and how they could be strategic and reflective (metacognitive) in thinking 

about how they could ensure learning in all situations was effective: 

άLǘ ǿŀǎ ŜŀǎƛŜǊ ǘƻ ǿƻǊƪ ǿƛǘƘ ŘƛŦŦŜǊŜƴǘ ǇŜƻǇƭŜ ŀƴŘ ƴƻǘ ȅƻǳǊ ŦǊƛŜƴŘǎ ōŜŎŀǳǎŜ ȅƻǳ 
ŘƛŘƴΩǘ ƎŜǘ ǎƻ ŎǊƻǎǎ ǿƛǘƘ ǘƘŜƳ ς you had to be more polite or ǘƘŜȅ ǿƻǳƭŘ ǘŜƭƭΦέ 
(Marlborough Primary(Kathy) Year One Case Study) 

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 them. Although there was this 

personal element to the process of 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, 

άtŜƻǇƭŜ Ŏŀƴ ōŜƴŜŦƛǘ ŦǊƻƳ ƪnowing how to work effectively as 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 
ǿƻǊƪƛƴƎ ƛƴ ƎǊƻǳǇǎ ǘƘŀƴ ǿƻǊƪƛƴƎ ƻƴ ȅƻǳǊ ƻǿƴΦέ ό5ǳŎƘŜǎǎΩ /ƻƳƳǳƴƛǘȅ IƛƎƘ Year 
One Case Study) 

There did appear to be a 

genuine discourse around ideas 

related to the right to learn 

effectively. The students felt 

they had a right to explore 

learning and to be supported in 

thinking critically about 

learning development, process 

and progression while inside 

and outside of school. For 

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 challenged about their thinking 

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

άLŦ ǿŜ ƘŀǾŜ ŀ ǎǳǇǇƭȅ ŀƴŘ ǿŜ ŀǊŜ ƴƻǘ ŀǎƪŜŘ ǿƘȅ ǿŜ ŀǊŜ ƭŜŀǊƴƛƴƎ ǎƻƳŜǘƘƛƴƎ ƻǊ ƛŦ 
ǿŜ ŀǊŜ ƴƻǘ ǘƻƭŘ ǘƘŜ ǎǳŎŎŜǎǎ ŎǊƛǘŜǊƛŀ ǿŜ ǿƛƭƭ ǎŀȅ ǎƻƳŜǘƘƛƴƎΦέ ό!ǊŎƘōƛǎƘƻǇ Benson 
Year One Case Study) 

 

Pupil Views Template showing childrenΩs developing thinking about learning 

Winsford High Street Primary School, Cheshire 
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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 system they experienced: 

ά{ƘƻǳƭŘƴΩǘ ōŜ Ƨǳǎǘ ŦƻǊ {!¢ǎ ōǳǘ ŦƻǊ ŀƭƭ ȅŜŀǊΦέ ό¢ǊŜƭƻǿŜǘƘ tǊƛƳŀǊȅύ 

The fact that learning was not just for tests was emphasised and developed in the initial 

ǎǘŀƎŜǎ ƻŦ /ŀƳōƻǊƴŜΩǎ ΨǎǘǳŘŜƴǘǎ ŀǎ ǊŜǎŜŀǊŎƘŜǊǎΩ ǇǊƻƧŜŎǘΦ IŜǊŜ ǎǘǳŘŜƴǘǎ ŘŜǎŎǊƛōed how 

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: 

 ά{9![ [н[ ǎŜǎǎƛƻƴΥ ƎƻƻŘ ōŜŎŀǳǎŜ ƛǘ ƘŜƭǇŜŘ ƳŜ ǘƻ ƪƴƻǿ Ƙƻǿ ǘƻ revise for SATs; 
ƎǊŜŀǘΤ L ƘŜŀǊŘ ǎƻƳŜ ƻŦ ǘƘŜƳ ŘƛǎŎǳǎǎƛƴƎ ƛǘ ŀŦǘŜǊǿŀǊŘǎΦέ ό/ŀƳōƻǊƴŜ Year One Case 
Study) 

 

{ƻŎƛŀƭ ŎƻƴǎŎƛƻǳǎƴŜǎǎΣ ƛƴŎƭǳŘƛƴƎ ǇŜǊǎƻƴŀƭƛǎŀǘƛƻƴ ƻŦ ƻǿƴ ŀƴŘ ƻǘƘŜǊǎΩ ƭŜŀǊƴƛƴƎ 

Lƴ ǘƘŜ ŎƻƳƳŜƴǘǎ ǘƘŜǊŜ ǿŀǎ ŀ ǾŜǊȅ ǎǘǊƻƴƎ ŀǿŀǊŜƴŜǎǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ƻǿƴ ƭŜŀǊƴƛƴƎ and how this 

needs to fit into the realities of the classroom: L2L students appear to have a developing 

ǇǊŀƎƳŀǘƛŎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎ ƛƴ ΨǊŜŀƭ-ƭƛŦŜΩ ŎƭŀǎǎǊƻƻƳǎΣ 

placing their own learning alongside their peers: 

 ά9ƴƎƭƛǎƘΥ ōǊilliant Mind Mapping made it a lot easier to plan my essay; the rest 
of the class did not get on 
ǿƛǘƘ ƛǘ ǎƻ ǿŜƭƭΦέ ό/ŀƳōƻǊƴŜ 
Year One Case Study) 

They seem to understand that 

sometimes a method will suit their 

own learning disposition, at that 

time and in that 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 of 

making the wrong decision and 

how this influenced their decisions: 

ά¸ŜǎΣ L ǎǳǇǇƻǎŜ ǎƻΣ ōǳǘ L ƭƛƪŜ ƘŀǾƛƴƎ ǘƘŜ ŎƘƻƛŎŜ ŀƴŘ ƛŦ L ƳŜǎǎ ŀǊƻǳƴŘ LΩƭƭ ƘŀǾŜ ǘƻ ǎƛǘ 
where aǊǎ wƻǎǎ ǘŜƭƭǎ ƳŜΦέ όaŀǊƭōƻǊƻǳƎƘ tǊƛƳŀǊȅ όtŀǳƭŀύ ¸ŜŀǊ hƴŜ /ŀǎŜ {ǘǳŘȅ) 

 
We aim for our children to become more responsible for their learning 

 
Lavender Primary School, Enfield 
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Students talked about team work and working with others, exemplifying how they needed 

to think about who they were working with and how this would support their own and their 

ǇŀǊǘƴŜǊΩǎκ ƎǊƻǳǇǎΩ ƭŜŀǊƴƛƴƎΥ 

 άL ǘƘƛƴƪ ǘƘŀǘ ΨƭƻƭƭȅǇƻǇ ǇŀǊǘƴŜǊǎΩ ƛǎ ŀ ƎǊŜŀǘ ƛŘŜŀΣ Ƴƻǎǘ ƻŦ ǘƘŜ ǘƛƳŜΣ Ƴƻǎǘ ǇŜƻǇƭŜ 
ǿƻǊƪ ōŜǘǘŜǊ ǿƘŜƴ ǘƘŜȅΩǊŜ ƴƻǘ ǿƻǊƪƛƴƎ ǿƛǘƘ ǘƘŜƛǊ ŦǊƛŜƴŘǎΦ !ƴŘ ȅƻǳ ƎŜǘ ǘƻ ƪƴƻǿ 
your clasǎ ƳŀǘŜǎ ŀ ōƛǘ ƳƻǊŜέ 
(Hipsburn First Year One Case 
Study)  

It should be noted that for some children 

this greater social awareness was not just 

reserved for peers, but some students 

could also see the potential to support 

the teachers, 

άL ǘƘƛƴƪ ƭŜŀǊƴƛƴƎ ǘƻ learn means to 
help the teachers know how to 
teach us better and to help them as 
well. Circle Time made a huge 
difference to my behaviour, how I 
feel about myself and it helped me 
ŎƻƴǘǊƻƭ Ƴȅ ŀƴƎŜǊΦέ ό²ŜŀǾŜǊƘŀƳ 
Primary Year One Case Study) 

These ideas of social 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, for example,  

άL ǘƘƛƴƪ ǿƘŜƴ ǿŜ ǳǎŜ ǘƘŜ ǘǊŀŦŦƛŎ ƭƛƎƘǘ ŎƻƭƻǳǊǎ ƛǘ ƘŜƭǇǎ ƳŜ ŀ ƭƻǘ ōŜŎŀǳǎŜ ƛŦ ȅƻǳ 
colour red or orange Miss Barwick does the lesson again the next day and it 
ƘŜƭǇǎ ƳŜ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ƳƻǊŜ ŀƴŘ L ǿƻǊƪ ōŜǘǘŜǊΦέ ό²ƛƴǎŦƻǊŘ IƛƎƘ {ǘǊŜŜǘ tǊƛƳŀǊȅ 
Year One Case 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 they could be adapted and used 

to support different types of learning. 

 

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

Marlborough Primary School (Richard), Cornwall 
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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 how; but they have also seen how they can be proactive in their usage, 

ά{ƻƳŜǘƛƳŜǎ ǿŜ Řƻ ƻǳǊ ƻǿƴ ǎǳŎŎŜǎǎ ŎǊƛǘŜǊƛŀΤ ǿŜ ŀǊŜ ǎƳŀǊǘ ŀƴŘ ƳŀƪŜ ƻǳǊ ƻǿƴΦέ   
(Oakthorpe Primary Year One Case Study) 

In some cases, they have also had a constructive opinion tied in to their own beliefs about 

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

ά{ƻƳŜǘƛƳŜǎΣ ƛǘ ŘŜǇŜƴŘǎ ǿƘŀǘ ƪƛƴŘ ƻŦ ǎǘƻǊȅ ȅƻǳΩǊŜ ƎƻƛƴƎ ǘƻ Řƻ ōŜŎŀǳǎŜ ƛŦ ȅƻǳΩǊŜ 
ŘƻƛƴƎ ƛǘ ƭƛƪŜ ƛǘΩǎ ōȅ wƻŀƭŘ 5ŀƘƭ ǎƻƳŜǘƛƳŜǎ ȅƻǳ ƳƛƎƘǘ ƴŜŜŘ ŀ ƳŀǊƪƛƴƎ ƭŀŘŘŜǊ ǘƻ 
help but if ȅƻǳΩǊŜ ƳŀƪƛƴƎ ƛǘ ǳǇ ƭƛƪŜ ƛƴ ǘƘƛǎ ƻƴŜ ΨIƻǿ ǘƘŜ ȊŜōǊŀ Ǝƻǘ ƛǘǎ ǎǘǊƛǇŜǎ 
όǇƻƛƴǘǎ ǘƻ ǇƛŜŎŜ ƻŦ ǿƻǊƪύ ƛǘΩǎ Ƨǳǎǘ ȅƻǳ ƳŀƪƛƴƎ ƛǘ ǳǇ ǿƘŀǘ ȅƻǳ ǘƘƛƴƪ ŀōƻǳǘ ǘƘŀǘ ŀƴŘ 
ǘƘŜƴ ǘƘŜ ƳŀǊƪƛƴƎ ƭŀŘŘŜǊ ǿƻƴΩǘ ǘŜƭƭ ȅƻǳ ǿƘŀǘ ȅƻǳΩǾŜ Ǝƻǘ ǘƻ Ǉǳǘ ƛƴΦέ ό²ƻƻƭŜǊ CƛǊǎǘ 
Year One Case Study) 

And how this could support better teaching,  

άwt9Υ {ƻƳŜ ƭƻǎǘ ƛƴǘŜǊŜǎǘΤ ǿŜ ǎƘƻǳƭŘ ōŜ ƎƛǾŜƴ ǘƘƛǎ ƻǇǘƛƻƴ ŀǎ ǘƻ Ƙƻǿ ǿŜ ǊŜŎƻǊŘ 
information; I prefer other methods; helped with consolidating facts; not a very 
ƎƻƻŘ ŀŎǘƛǾƛǘȅΥ Ƴƻǎǘƭȅ ŎƻǇȅƛƴƎ ƻŦŦ ōƻŀǊŘέ ό/ŀƳōƻǊƴŜ Year One Case Study) 

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 the discourse on learning and teaching. 

 
Before and after L2L intervention Pupil Views Templates 

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

TƘŜǊŜ ǿŜǊŜ ŜƛƎƘǘ ǎŎƘƻƻƭǎΩ ŎŀǎŜ ǎǘǳŘƛŜǎ ǿƘƛŎƘ ŜȄǇƭƻǊŜŘ ǎǘǳdent perspectives, language and 

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 

Primary in Cornwall a survey provided 

evidence of increased resilience, 

awareness and understanding of 

process and an enthusiasm to learn 

more about learning after the L2L 

innovation.  

Transcripts from the classroom of 

pupil talk were included in a number 

of case studies to illustrate this change 

in discourse. In Hebden Green, the 

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 showed increased length of utterance 

as well as more talk that was pupil-pupil 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 move from outcome-related thinking about learning towards 

process, for example, 

άL ǊŜŀŘ ŀ ƭƻǘ ǘƻ ƎŜǘ ƎƻƻŘ ŀǘ ǊŜŀŘƛƴƎ ǎƻ L ǿƛƭƭ ōŜ ŀōƭŜ ǘƻ ǊŜŀŘ ǿƘŜƴ L ŀƳ ƻƭŘΦέ 
(Year 4 boy, November 2007) 

άL ƭŜŀǊƴ ōŜǘǘŜǊ ǿƛǘƘ ŀ ǇŀǊǘƴŜǊ ōŜŎŀǳǎŜ ƛŦ L ƭŜŀǊƴ ƻƴ Ƴȅ ƻǿƴ L ƳƛƎƘǘ ƳŀƪŜ ǎƻƳŜ 
ƳƛǎǘŀƪŜǎΦέ ό¸ŜŀǊ п ōƻȅ, July 2008) 

 

After completing the first year of this project we 
are both very keen to continue with it.  Our next 
steps are to create single sex groups focusing on 
PE for girls and reading for boys.  This is a result 
of looking at the SDQ data on boys and girls self 
concept in these areas.  The national trend was 
that boys had a very poor self concept for 
reading and girls for PE.  We hope that the single 
sex groups will allow the children to have 
additional time, 30 minutes per week, where 
they are surrounded by their own gender and 
given time to work on what they perceive as 
their weakness. We also aim to educate the rest 
of the school, staff and pupils alike, in the 5 Rs so 
that we can create a community of lifelong 
learners. (Lavender Primary School, Enfield) 
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2.4. Self Description Questionnaire 

Phase 4 of the Learning to Learn project makes use of the Self Description Questionnaire 

(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 general, self 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 finding definitive 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 aspects of self 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 extended, 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 aspects of self concept, which common sense suggest exist and which 

Marsh has found evidence for (see table vii below).  Marsh and colleagues have developed 

several scales appropriate for different age groups, we are using the SDQI which is levelled 

for Key Stage 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 others, and 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 parents, and the quality of their interactions 
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, ability, 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 Self GE Student ratings of themselves as effective, capable individuals, who 
are proud and satisfied with the way they are. 
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During L2L Phase 4, we will be able to track students from particular year groups through the 

school and look at how self concept varies 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 schools used 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 following figure shows. This provides a baseline for those schools 

which administered the questionnaire, but also an approximate baseline for the whole 

project.  Even at this early stage, the SDQI is revealing. 
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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 coefficients between the various scales of the SDQI are all positive, as would be 

expected.  They vary from very low (0.034 ς Reading & Physical Abilities; 0.146 ς Peer 

Relations & Mathematics) to fairly high (0.665 ς General 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 must have 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 low, or no, correlation between responses for 

Mathematics and Reading has been found previously using the SDQI, which is explained by 
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ǎǘǳŘŜƴǘǎΩ ǘŜƴŘŜƴŎȅ ǘƻ ƛŘŜƴǘƛŦȅ 

ǘƘŜƳǎŜƭǾŜǎ ŀǎ ŜƛǘƘŜǊ ΨƴǳƳōŜǊǎΩ ƻǊ 

ΨǿƻǊŘǎΩ ǇŜƻǇƭŜΦ  Lǘ ƛǎ ƴƻǘŀōƭŜΣ 

however, that this finding has 

emerged here even with relatively 

young children. 

If the respondents are considered 

by year group (for the four year 

groups for which we have 

sufficient data) it can be seen that, 

in general, self concept declines 

with age. This is in line with what 

is generally 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 ratings of relationship with parents 

(PA) are broadly 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 expectations 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 

age-relevant baselines, and compare their self concepts with those of these children who 

had not at the time experienced very much L2L. 
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Figure 7: Mean responses from the L2L learners by year group 

 

Without being part of the Learning to Learn 
project, it is unlikely that this research would 
have been conducted in such a thorough way. 
The resources offered such as the SDQI, pupil 
view template and the on-task/off-task 
observation schedule have been vital to 
collecting the evidence. I believe that 
triangulated, this evidence this case study clearly 
shows that the children became much more 
ready to learn. (Hexham Middle School, 
Northumberland) 
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If the respondents are grouped by gender, the following pattern emerges (for all the 

participants): 
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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 mathematically 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 physical 

appearance.   

Since the SDQ was re-

administered by only some of 

the schools at the end of the 

first year, it would be 

inappropriate at this stage to try 

to draw project-wide 

conclusions about self concept 

and L2L (although a further 

discussion of early trends is 

included in the technical 

appendix).  

 
 

 
Y2 ǇǳǇƛƭǎ ǎƘƻǿƛƴƎ ΨǘƘǳƳōǎ ǳǇΩ 

 
Winsford High Street Primary School, Cheshire 
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2.5. Attainment data 

Within the case studies 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 over-arching analysis across 

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 

individual schools.  Furthermore, the 

current dominance at the policy level 

of ideas about school effectiveness 

and judgements based on school 

performance indicators suggests that 

for an intervention to be seriously 

considered it helps to have a 

demonstrable impact on school 

attainment.  As a minimum, it seems important to establish whether there is evidence that 

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 school level data 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 reported in eleven of the case studies (ten 

schools). These include test-re-test data in specific skills or knowledge; National Curriculum 

level data; optional SATs data; target grades set by schools and standardised scores on 

published tests. The summary table on the next page (table viii) describes the range of 

impact from these kinds of measures as reported 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 cautious at this early stage of attributing all of the effects 

to the L2L intervention: 

ά...there are so many other factors, which could have influenced this 
ƛƳǇǊƻǾŜƳŜƴǘέ (Kathryn Soulard, Oakthorpe Primary Year One Case Study)  

Overall we feel that the developments introduced 
this year have been successful so far.  A significant 
number of students are above their target level or 
grade in certain subjects and their responses to 
questionnaires strongly suggest that their 
enjoyment of those subjects has increased.  Pupils 
appear to have a better understanding of how they 
learn and feel more involved in their learning. 
(Liskeard School and Community College (Tamsin), 
Cornwall) 
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Table viii. Summary of attainment data included in the case studies 

Type of attainment 
measure used 

School  Year 
group(s) 

Impact 

Test-re-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 assessment Oakthorpe Y5 & 6 100% of Y5 and >60% of Y6 improved scores 
National Curriculum 
level data 

Eastfield Y5 32 children increased NC level, 14 showed no 
change, five decreased NC level in writing. 

Hipsburn Y2 & Y4 Y2 children averaged 18.0 points for reading, 
writing and maths 
Y4 children averaged 23.66 points for reading, 
writing, and maths 
All children in Y4 have at least one area of the 
curriculum in which they excel and this occurs 
across the whole curriculum. 

Lavender Y4 & 5 89% of children met or exceeded their 
expected progress in maths 
 

SATs data Archbishop 
Benson 

Y5 all learning detectives made more than the 
expected 2/3 of a level progress in literacy 
(reading and writing), maths and science from 
Y4. 

Hexham East Y2 some children who were expected to achieve 
a 2C achieved a level 2B 

Treloweth Y6 % of children achieving expected levels (level 
4):  
Numeracy: 70; Reading: 72, Writing: 65 
Science: 70 
% achieving above expected levels (level 5):  
Numeracy: 22; Reading: 31, Writing: 7 
Science: 24 
 

Target grades set by 
schools 

Liskeard (Tamsin) Y7 16 above target, 10 on target & 3 below 
target 

Liskeard (Sue) Y9 Class 1: 6 above target, 15 on target & 7 
below  
Class 2: 11 above target, 14 on target & 6 
below  
 

Standardised scores 
on published tests 

St Meriadoc R-Y2 BPVS vocabulary test 
Percentage below average  
Pre-test: 38% post-test: 0% 
Percentage with moderately high score  
Pre-test:  12% post-test: 24% 
Large increase particularly noted for children 
with identified communication difficulties. 

 

2.5.2. Impact on attainment: as measured 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 addition, interpretation 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 discussed in Phase 3, it seems likely that any change in achievement will 

take time to be observed in the results of public examinations taken by a subgroup of the 

ǎŎƘƻƻƭΩǎ ǎǘǳŘŜƴǘǎΦ 

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 predicted.  This is 

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 performance.  It 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 existing L2L 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 SATs results for primary schools or indeed 

repeated in the GCSE results of the Phase 3 secondary schools.  There are a number 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 matched secondary 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 involved in Phase 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 these results 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 involved 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 implemented and developed, which has affected the 

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

for differences in how L2L 

has been implemented, with 

considerable variation, both 

in the content of individual 

school approaches 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 

examined year groups.  

More generally, teacher definitions 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, as first individuals, and then the school organisation as a whole, begin to 

alter their approach 

  

 

The children took control over their learning  
 

Marlborough Primary School (Cathy), Cornwall 
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2.6. Teacher perspectives 

2.6.1. Teacher expectations 

Baseline interviews for Phase 4 were undertaken with 28 teachers in the Summer term of 2007, this 

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

relatively structured interview 

schedule (Appendix 1) which 

allowed us to get a picture of our 

cohort in terms of age, teaching 

experience, previous research 

experience and routes in to the 

project.  It should be noted that 

quotes used in this section are 

labelled with the phase that the 

teachers became involved in L2L 

(Phase3/Phase 4) and whether they 

are teaching in the primary or 

secondary age phase. 

In Phase 3 we wondered how much 

our inputs at the INSETs and the 

messages generated from the 

Campaign for Learning might shape 

the decision that teachers made 

about what to inquire into.  While our focus is on teacher autonomy, we are also aware that for 

some teachers, this is their first experience of research and they might welcome a degree of 

structure. LƳǇŀŎǘ ƻƴ ǘŜŀŎƘŜǊǎΩ ŎƘƻƛŎŜǎ ōȅ ǘƘŜ ¦ƴƛǾŜǊǎƛǘȅ ŀƴŘ /ŀƳǇŀƛƎƴ ŦƻǊ [ŜŀǊƴƛƴƎ both seem to be 

less strong in Phase 4, with a clear majority of Phase 4 teachers choosing middle scores, suggesting a 

more equitable partnership. 

¢ŜŀŎƘŜǊǎ ǿŜǊŜ ƎƛǾŜƴ ǘƘŜ ƻǇŜƴ ŜƴŘŜŘ ǉǳŜǎǘƛƻƴ ά²Ƙŀǘ ŘƻŜǎ ΨƭŜŀǊƴƛƴƎ ǘƻ ƭŜŀǊƴΩ ƳŜŀƴ ǘƻ ȅƻǳΚέ ŀƴŘ 

their responses were subjected to a simple content analysis. As the table below indicates, responses 

tend to be either abƻǳǘ ΨƧǳǎǘ ǎǘǳŘŜƴǘǎΩΣ ΨǎǘǳŘŜƴǘǎ ŀƴŘ ǘŜŀŎƘŜǊǎ ǘƻƎŜǘƘŜǊΩ ƻǊ ŀ ƳƻǊŜ ŎƻƭƭŀōƻǊŀǘƛǾŜ 

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

 

These results show that children working as a group 
made the greatest amount of progress in this 
particular lesson. However, this has then uncovered 
many other questions that could be followed up, such 
as, is group work best for all subjects, classes, lessons, 
and teachers? Feedback from delivering the lessons to 
the different dynamics, I along with my colleagues in 
my phase group have concluded that group work 
creates a noise that needs to be monitored to ensure it 
is productive. Working as individuals my colleagues 
and I noticed that many of the children were not 
engaged in the lesson at all and lost confidence 
because they could not ask for help or rely on their 
peers to guide them. 
As a sportsman and a person who believes that 
children should take responsibility for their learning, I 
am glad the results have turned out this way. I 
encourage children to discuss their ideas with a buddy, 
and realise that at times my class can be noisy, but if 
the children are motivated and focussed there is a 
buzz of productive learning. (Carterhatch Primary 
School, Enfield) 
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Table x. ²Ƙŀǘ ŘƻŜǎ Ψ[н[Ω ƳŜŀƴ ǘƻ ǘŜŀŎƘŜǊǎΚ 

/ƘŀǊŀŎǘŜǊƛǎŜŘ ŀǎΧ  n 

Just student learning  7 
Just teacher learning  1 
Just whole school learning  1 
Student and teacher learning  7 
Student and whole school learning  1 
Teacher and whole school learning  1 
Whole school and parent learning  1 
Student, teacher and whole school learning  6 
Student, teacher and parent learning  2 

Total 27 

* missing = 1 

 

The key theme in the student learning group was one of dispositions, whether in terms of the desire 

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

 άWe had someone in to talk to our childreƴΧ ώǘƘŜȅϐ ǎŀƛŘ ά ǿƻǳƭŘ ȅƻǳ ǘƘƛƴƪ ƛǘ ǿƻǳƭŘ ōŜ 
good to be clever, if someone said to you that was very clever of you would you be 
ǳǇǎŜǘΚέ ! ƎƛǊƭ ǎŀƛŘΣ ŀ р ȅŜŀǊ ƻƭŘ άL ǿƻǳƭŘ ōŜ ǳǇǎŜǘ ōŜŎŀǳǎŜ ƛƴ ƻǳǊ Ŏƭŀǎǎ everyone tries 
ǾŜǊȅ ƘŀǊŘ ŀƴŘ ƛǘ ŘƻŜǎƴΩǘ ƳŀǘǘŜǊ Ƙƻǿ ŎƭŜǾer you are, if you try hard you can learn to be 
ŎƭŜǾŜǊΦέέ  (Primary Phase 3)  

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

άChildren choose not to learn what we choose them to learn and I think that is a hard 
thing that we have to accept. It is a responsibility but is also a choice.έ (Primary Phase 4) 

A clear message from some Phase 3 schools is that teacher learning is a much broader construct 

within Learning to Learn than they had expected (and, indeed, than we had expected at the 

beginning of Phase 3). After attending the initial INSET, one teacher reflected:  

άΦΦuntil [the INSET I thought] it is a course that you can pick up off the shelf Ψhow to 
learnΩ if you like, so that is what I thought the focus was but it obviously seems a bit 
ǿƛŘŜǊ ǘƘŀƴ ǘƘŀǘΧ ǇŜƻǇƭŜ ŎƻǳƭŘ Řƻ ǘƘŜƛǊ ƻǿƴ ŜƴǉǳƛǊȅ ƻǊ ƘŀǾŜ ǘƘŜƛǊ ƻǿƴ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴέ 
(Secondary Phase 4)  

A Phase 3 teacher gives an outline of the journey that she and her colleagues have taken to become 

ƳƻǊŜ ΨƭŜŀǊƴƛƴƎ ǘƻ ƭŜŀǊƴΩΦ 

άThe 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 
ŘŜǾŜƭƻǇƛƴƎ ǘƻ L ŘƻƴΩǘ ƪƴƻǿ ŀƴŘ ƭŜǘΩǎ ŦƛƴŘ ƻǳǘ ŀƴŘ ƭŜǘǎ ƭŜŀǊƴ ǘƻƎŜǘƘŜǊ Χ Lǘ sounds silly to 
ǎŀȅ ǘƘŀǘ ǘƘŜȅ ŀǊŜ ƳƻǊŜ ŎƻƴŦƛŘŜƴǘ ōȅ ǎŀȅƛƴƎ L ŘƻƴΩǘ ƪƴƻǿΣ ǘƘŜƛǊ ŀōƛƭƛǘȅ ǘƻ ŦƛƴŘ ƻǳǘ ŀƴŘ 
learn with children and as team together as well.έ (Primary Phase 3) 
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²Ŝ ŀǎƪŜŘ ǘŜŀŎƘŜǊǎ ΨWhat do you hope to get from being involved?Ω LƴŜǾƛǘŀōƭȅΣ Ƴŀƴȅ of the 

outcomes could be described as 

performative ς this is not 

intended as a criticism, since 

ƎŜǘǘƛƴƎ ΨōŜǘǘŜǊΩ ōȅ ǿƘŀǘŜǾŜǊ 

criteria is of vital importance. In 

addition, many responses made 

reference to dispositional 

outcomes, particularly around 

mastery and motivation and a 

large group also highlighted 

metacognitive development. 

We were particularly struck by 

the numbers of teachers who 

aspired to work in schools that 

displayed more metacognitive features, with space for more reflective, big picture and strategic 

thinking. 

Goals for students are weighted towards dispositional outcomes, though performance and 

metacognition are well-represented. 

άI think that kids have a tough deal at the moment. A lot of it is the society that they are 
growing up in. They live in this instant gratification, spoon fed society and a lot of them 
ŘƻƴΩǘ ƘŀǾŜ ǘƻ Řƻ ǾŜǊȅ ƳǳŎƘ ƛƴ ƻǊŘŜǊ ǘƻ ƎŜǘ ǎƻƳŜ ǊŜǿŀǊŘǎΦ ¢ƘŜ ǿƘƻƭŜ ǊŜǎƛƭƛŜƴŎŜ ŀƴŘ 
ǇŜǊǎŜǾŜǊŀƴŎŜ ƛǎƴΩǘ ŀ ǇŀǊǘ ƻŦ ŜȄǇŜǊƛŜƴŎŜ ŦƻǊ ŀ ƭƻǘ ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴ ƴƻǿŀŘŀȅǎέ (Primary 
Phase 4) 

InterestiƴƎƭȅΣ ǇŜǊǎƻƴŀƭ Ǝƻŀƭǎ ŀǊŜ ƳǳŎƘ ƳƻǊŜ ǇŜǊŦƻǊƳŀǘƛǾŜƭȅ ŜȄǇǊŜǎǎŜŘΣ ǿƛǘƘ ƭƻǘǎ ƻŦ ΨǿŀƴǘƛƴƎ ǘƻ ōŜ 

ōŜǘǘŜǊΣ ƎŜǘ ōŜǘǘŜǊΣ ŀƴŘ ǳƴŘŜǊǎǘŀƴŘ ƳƻǊŜΩ ŎƻƴǎǘǊǳŎǘƛƻƴǎΦ 

 άΦΦso I am hoping that this will be a new way to channel what I already know and build 
on what I already know so that all children are making good progress and also my 
practice improves for the better. So I am using more innovative ideas, what has worked, 
ǿƘŀǘ ƘŀǎƴΩǘ ǿƻǊƪŜŘ ŀƴŘ Ƙƻǿ Ŏŀƴ L ƛƳǇǊƻǾŜ ŜǾŜƴ ƳƻǊŜ ǎƻΦ L ǘƘƛƴƪ ƛǘ ƛǎ ŀōƻǳǘ ǎŜƭŦ 
evaluation for me and improvinƎ Ƴȅ ƻǿƴ ǇǊŀŎǘƛŎŜέ (Primary Phase 4) 

Many of the comments about other staff are concerned with drawing teams together, improving 

opportunities to talk together about learning and making working together more fun. Ambitions for 

schools are more distinctly dispositional and metacognitive. 

άΦΦit is to 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 

 
 

Why (British Sign Language) 
 

Hebden Green School, Cheshire 
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muddies the waters and pressures are concerned I am definitely looking for that to find 
ways forward about making these things lastέ (Secondary Phase 4) 

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

άYou can access a wide range of examples of current practice, the thing about not being 
ƛƴ ȅƻǳǊ ƻǿƴ ōǳōōƭŜΧ Lǘ ƎƛǾŜǎ ǘƘŜ ƻǇǇƻǊǘǳƴƛǘȅ ŀƴŘ ŘƛǎǎŜƳƛƴŀǘŜ ŀŎǊƻǎǎ ǘƘŜ Ŏƻǳƴǘȅ ŀƴŘ 
nationally as well with others about what we are doing.έ (Cross-phase, Phase 3) 

The Summer 2007 interviews gave us a baseline for our cohort: their experience and role in school 

and the degree of autonomy they expect from an enquiry-focused project. We also now have 

ƛƴǎƛƎƘǘǎ ƛƴǘƻ ǘŜŀŎƘŜǊǎΩ ōŜƭƛŜŦǎ ŀōƻǳǘ ƭŜŀǊƴƛƴƎ ǘƻ ƭŜŀǊƴ ŀǎ ŀ ǿƻǊƪƛƴƎ ŎƻƴŎŜǇǘΣ ŀǎ ǿŜƭƭ ŀǎ Ƙƻǿ ǘƘŜȅ ƘƻǇŜ 

the projects will benefit their students, their schools and their own professional development. 

 

2.6.2. Teacher perspectives on participation  

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 

ǊŜǇƻǊǘŜŘ ǘƘŀǘ άŜȄǘŜƴŘƛƴƎ ǘƘŜƛǊ ǿƻǊƪΣ 

sharing their learning, within school 

Ƙŀǎ ōŜŜƴ ŘƛŦŦƛŎǳƭǘΣέ όHiggins et al. 

2007 p.52) and that so much 

ŘŜǇŜƴŘŜŘ ǳǇƻƴ άǘƘŜ ŀƎŜƴŎȅ ƻŦ 

particular teachers or small groups, 

who strive to establish some priority 

and win resources for Learning to 

[ŜŀǊƴ ŀŎǘƛǾƛǘƛŜǎΣέ όǇ.65), there is now 

a sense that teachers are able to plan 

projects that are in line with 

curriculum foci or initiatives that are 

already underway in school.  This 

reflects perhaps general 

 
 

Our project has resulted in the need to open up opportunities for dialogue 
 

(DuchessΩs Community High School, Northumberland) 
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developments in educational policy, like Assessment for Learning, pupil voice, personalisation, group 

work etc., now embedded in educational practice, and consequently Learning to Learn teachers and 

their prƻƧŜŎǘǎ ŀǇǇŜŀǊƛƴƎ ƭŜǎǎ ΨƳŀǾŜǊƛŎƪΩΦ 

ά¢ƘŜ ƴŜȄǘ ǇƘŀǎŜ ŦƻǊ ǳǎ ƛǎ ƭƻƻƪƛƴƎ ŀǘ ǘƘŜ ŎǳǊǊƛŎǳƭǳƳ ǎǘǊǳŎǘǳǊŜ ƛǘǎŜƭŦ Χ¢ƘŜ ƳƻǘƛǾŀǘƛƻƴ ŦƻǊ 
that came from the emerging flexibility that there is at KS3 curriculum particularly. We 
are aware that there are major changes for 4 and 5 nationally but KS3 increased 
ŦƭŜȄƛōƛƭƛǘȅ ƎŀǾŜ ǳǎ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƘŀǘ ǿŜ ǿƻǳƭŘƴΩǘ ƘŀǾŜ ƘŀŘΦ L ǎǳǇǇƻǎŜ ƛǘ Ŧƛǘǎ ƛƴ Ƴŀƛƴƭȅ 
because we are interested in increasing the student choice and the flexibility and 
direction in terms of what they were learning anŘ Ƙƻǿ ǘƘŜȅ ǿŜǊŜ ǘƻ ƭŜŀǊƴ ƛǘΦέ 
(Secondary) 

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, had devised whole grammar lessons for their pupils, rather than just doing the 

ŎǳǎǘƻƳŀǊȅ ǘŜƴ ƳƛƴǳǘŜ ǘŀǎǘŜǊǎΦ ¢ƘŜȅ ŘŜŎƛŘŜŘ ǘƻ άŎŀǊǊȅ ƻƴ ǿƛǘƘ ǿƘŀǘ ǿŜ ŀǊŜ ŘƻƛƴƎέ ŀƴŘ ƳŀƪŜ ǘƘƛǎ άŀ 

ǿƘƻƭŜ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘέΦ CƻǊ ǘƘŜǎŜ ǘŜŀŎƘŜǊǎΣ ǘƘŜ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǘƘŜ ǊŜǎŜŀǊŎƘ Ŝƴŀōled them to 

ΨŦƻǊƳŀƭƛǎŜΩ ǿƘŀǘ ǘƘŜȅ ǿŜǊŜ ŘƻƛƴƎ ƛƴ Ŏƭŀǎǎ ŀƴŘ ǘƘŜȅ ŀƭǎƻ ŦŜƭǘ ǘƘŀǘ ƘŀǾƛƴƎ ǘƘŜ ŀŎǘǳŀƭ ǊŜǇƻǊǘ ǿƻǳƭŘ ŀƭƭƻǿ 

ǘƘŜƳ ǘƻ ǎŜŜ ǘƘŀǘ άǿŜ ŘƛŘƴΩǘ Ƨǳǎǘ Řƻ 

ǘƘŀǘΣ ǿŜ ƳŀŘŜ ŀ ŘƛŦŦŜǊŜƴŎŜέΦ  

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 

ǎŜŜƴ ŀǎ ǇŀǊǘ ƻŦ άƎŜǘǘƛƴƎ ƻǳǊǎŜƭǾŜǎ 

ōŀŎƪ ƻƴ ǘǊŀŎƪέΣ ȅŜǘΣ ŀǘ ǘƘŜ ǎŀƳŜ ǘƛƳŜ 

it was enabling him to examine the 

issue oŦ ǘƘŜ ǇǳǇƛƭǎΩ ƭŀŎƪ ƻŦ 

independence in the classroom ς 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 

The whole-school baseline measure that we have 
established as part of this project presents us with 
some important challenges. While some of our results 
are ambiguous, others clearly indicate that many of 
our students find their current classroom experiences 
to be largely passive and lacking in depth and 
relevance to their lives. There is a pressing need to 
transfer some of the responsibility and ownership for 
the direction and content of their learning to the 
students themselves. Our decision to establish this as a 
future priority for our school is not, however, solely 
about increasing student engagement and motivation. 
It is about equipping them with the skills to analyse 
problems and decide upon the key issues at stake. It is 
about giving them the experience of managing their 
own work and experiencing the successes and failures 
that self-directed work can bring. It is about coping 
with ambiguity and developing the skills and 
dispositions that might help when such situations arise 
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 
quality of the process. (Fallibroome High School, 
Cheshire) 
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involved in Learning to Learn themselves or to develop a tool/strategy that they have been 

introduced to:  

άI asked, sort of accidentally, to go to the Cardiff conference (the residential) where I 
ǎŀǿ ǘƘŜ ƭŀŘƛŜǎ ŦǊƻƳ [ŀƴƴŜǊ ǇǊŜǎŜƴǘ ǘƘŜƛǊ [ŜŀǊƴƛƴƎ .ƻȄ ǘƘŀǘ ǘƘŜȅΩŘ ŘƻƴŜΧ  And the box is 
a really nice idea, and I thought it would fit quite nicely with being a form tutor. So 
ǘƘŀǘΩǎ ǿƘȅ L ǎǘŀǊǘŜŘ ƛǘ ƻŦŦ ŀƴŘ LΩǾŜ ŘŜǾŜƭƻǇŜŘ ŀ ƭƛǘǘƭŜ [ŜŀǊƴƛƴƎ .ƻȄ ǿƘƛŎƘ ƛǎ ōŀǎƛŎŀƭƭȅ Ƨǳǎǘ 
three questions, and I did it with just my form it was just 2B really.έ (Secondary) 

Four teachers commented on problems that they had experienced with regard to motivation. These 

ƛƴŎƭǳŘŜŘ Ψŀ ƭŀŎƪ ƻŦ ƳŜƴǘŀƭ ǎǇŀŎŜΩΣ ŀ ƭŀŎƪ ƻŦ ƛƴǎǇƛǊŀǘƛƻƴΣ ŀƴŘ ŘƛŦŦƛŎǳƭǘƛŜǎ ŀǊƛǎƛƴƎ ŦǊƻƳ ŎƻƭƭŜŀƎǳŜǎ ƴƻǘ 

having the same motivation. One teacher also pointed out that being asked to undertake a project 

ǘƘŀǘ ǿŀǎ ƛƳǇƻǎŜŘ ǳǇƻƴ ȅƻǳΣ ƳŀŘŜ ǘƘŜ άƳƻǘƛǾŀǘƛƻƴ ŦƻǊ ŘƻƛƴƎ ƛǘ ǊŀǘƘŜǊ ŀǿƪǿŀǊŘέΣ ŀƴŘ ǘƘƛǎ ǊŜǾŜŀƭǎ 

perhaps how personal interest is one of the most significant factors for motivation, despite the fact 

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

Upon examining the motivation for being 

involved in Learning to Learn, it would 

appear from the interviews that there is a 

shift towards the projects undertaken by 

teachers reflecting either whole school or 

class developments, but that personal 

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 these were overwhelmingly positive, wƛǘƘ ǎƻƳŜ ŀƭǎƻ ǊŜŦŜǊŜƴŎƛƴƎ ΨǊŜŎƻƎƴƛǘƛƻƴΩ ŦǊƻƳ 

others: 

άThe 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 also the work in which he 
believes is being validated that way which is fantastic.έ  ό{ŜŎƻƴŘŀǊȅύ 

However, teachers also discussed some of the obstacles that they have had to overcome, including 

ΨǇǊŀŎǘƛŎŀƭƛǘƛŜǎΩ ǎǳŎƘ ŀǎ ŦƛƴŘƛƴƎ ǘƘŜ ǘƛƳŜ ǘƻ ǳƴŘŜǊǘŀƪŜ ǘƘŜ ǊŜǎŜŀǊŎƘΣ ǊŜǎǇƻƴŘƛƴƎ ǘƻ ŎƘŀnges in staffing 

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 

Without L2L, we would not have undertaken such 
rigorous research and would not have been so sure 
that Lollypop Partners supports children in their 
learning and in building mature relationships. 
(Hipsburn First School, Northumberland) 
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ǘŀƭƪŜŘ ŀōƻǳǘ ǘƘŜ ΨōŀŎƪƎǊƻǳƴŘ ŀƴŘ ŜȄǇŜǊƛŜƴŎŜ ƻŦ όǘƘŜƛǊύ ǎŎƘƻƻƭ ŀƴŘ ǎǘŀŦŦΩ ŀƴŘ Ƙƻǿ ǘƘƛǎ ƛƴŜǾƛǘŀōƭȅ 

impacts upon L2L research and techniques: 

ά.ǳǘ L Řƻ ǘƘƛƴƪ ǘƘŀǘ ŀ ǎŎƘƻƻƭΣ ǘƘŜǊŜ ƛǎ ŀ ŎŜǊǘŀƛƴ ōŀǎŜƭƛƴŜ ǘƘŀǘ ŀ ǎŎƘƻƻƭ ƴŜŜŘǎ ǘƻ ōŜ ŀǘΣ ƛƴ 
order to have it feed through several areas of the school. I think (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 so we were able to take on projects 
like L2L and the organic learning because they were ready and had that capacity. At 
(school B) they have been very behind the times so you have to have your certain ability 
in teaching literacy and numeracy to a good standard and assessment systems in place. 
All priorities that are over and above things like this.  If we are not delivering quality in 
ǘŜǊƳǎ ƻŦ ŎǳǊǊƛŎǳƭǳƳ ǘƘŜƴ ŀ ƭƻǘ ƻŦ ǘƘŜ ǘŜŎƘƴƛǉǳŜǎ ŀƴŘ ǘƘƛƴƎǎ ǘƘŀǘ ǿŜ ƎŜǘ ŦǊƻƳ [н[ ŀǊŜƴΩǘ 
going to work. In the wrong hands it is not going to be the best vehicle for this kind of 
ǇǊƻƧŜŎǘΦ {ƻ ȅŜǎ L ǘƘƛƴƪ ǘƘŀǘ ǘƘŜ ǎŎƘƻƻƭ Ƙŀǎ ǘƻ ƘŀǾŜ ŎŜǊǘŀƛƴ ǘƘƛƴƎǎ ǘƘŜǊŜ ǘƻ ōŜ ǊŜŀŘȅΦέ 
(Primary) 

hǘƘŜǊǎ ǘŀƭƪŜŘ ŀōƻǳǘ ΨƘƻǿ [н[ ƛǎ ōŜƛƴƎ ƛƳǇƭŜƳŜƴǘŜŘ ƛƴ όǘƘŜƛǊύ ǎŎƘƻƻƭΩ ǿƛǘƘ ƳƻŘŜƭǎ ǾŀǊȅƛƴƎ ŦǊƻƳ 

school to school.  In a couple of cases lead researcher/s trialled a new activity/approach each year 

and in the following year presented their research to the rest of the school, with the hope that they 

would then trial the practices in their own classrooms.  In some schools a core team worked 

together and in others 

one or two teachers 

worked relatively 

independently, with the 

degree of senior 

management 

involvement varying also.  

There was a feeling 

amongst a few 

interviewees that 

bringing other staff on 

board could be 

challenging, but it was 

ŀƭǎƻ ǘƘŜ ŎŀǎŜ ǘƘŀǘ Ƴŀƴȅ ǘŀƭƪŜŘ ŀōƻǳǘ ƘŀǾƛƴƎ ŀƴ ΨƛƴǘŜǊŜǎǘ ƛƴ ŜȄǇŀƴŘƛƴƎ [н[Ω ƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭΦ 

!ƴ ƛƴǘŜǊŜǎǘƛƴƎ ŀǎǇŜŎǘ ǘƘŀǘ ŜƳŜǊƎŜŘ ŦǊƻƳ ŘƛǎŎǳǎǎƛƻƴǎ ǿŀǎ ƛƴǘŜǊǾƛŜǿŜŜǎΩ ǊŜŦƭŜŎǘƛƻƴ ƻƴ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ 

enquiry itself.  Some talked about enquiry as a fluid process, one in which you do not always get 

things right first time, but keep reviewing and adapting, and for that to be ok. One teacher talked 

about the process of enquiry being valuable in itself, which for this interviewee felt like a departure 

 
Graphs showing project impact over time in childrenΩs behaviour 

 
Hexham Middle School, Northumberland 
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ŦǊƻƳ ǇǊŜǾƛƻǳǎ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘǎ ǘƘŀǘ ƘŀŘ ŦƻŎǳǎŜŘ ƻƴ ΨƘŀǊŘ ŜǾƛŘŜƴŎŜΩΦ Whilst another talked about 

ǿƻǊƪƛƴƎ ƻƴ ŀ ƳƻǊŜ ΨƻǇŜƴ-ŜƴŘŜŘΩ ǎǘȅƭŜ ƻŦ ǊŜǎŜŀǊŎƘΥ 

άL ǘƘƛƴƪ ǘƘƛǎ ȅŜŀǊ ǿŜ ƘŀǾŜ ǘŀƪŜƴ ƻƴ ƳƻǊŜ ƻǇŜƴ ŜƴŘŜŘ ǊŜǎŜŀǊŎƘ ΦΦΦ ǘƘŜǊŜ ƛǎ ƴƻǘƘƛƴƎ ǘƻ Ǉǳǘ 
a benchmark agaiƴǎǘ ΦΦΦ L ǘƘƛƴƪ ǘƘŀǘ ƛǘ ƘŀǎƴΩǘ ōŜŜƴ ŀǎ ŦƛȄŜŘ ŀǎ ƛƴ ǘƘŜ Ǉŀǎǘ ŀƴŘ ǿŜ ŀǊŜ ōƻǘƘ 
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 ... I think that  is the fixed way 
oŦ ǿƻǊƪƛƴƎΣ ōƛǘ ƳƻǊŜ ǎǘǊǳŎǘǳǊŜŘΣ ǎŀŦŜΦέ όtǊƛƳŀǊȅύ 

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 further investigated 

as Phase 4 progresses.  

Challenges have undoubtedly arisen 

in many guises for L2L teachers, but 

overall interviewees were positive 

ŀōƻǳǘ ǘƘŜƛǊ ΨŜȄǇŜǊƛŜƴŎŜ ƻŦ ǘƘŜ 

ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘΩ ŀƴŘ ǾŀƭǳŜŘ ǘƘŜ 

process of enquiry. 

 

Teacher Learning 

aŀƴȅ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊǎ ŜȄǇƭƛŎƛǘƭȅ ǊŜŦŜǊǊŜŘ ǘƻ ŀƴ ΨƛƴŎǊŜŀǎŜŘ ŀǿŀǊŜƴŜǎǎ ƻŦ όǘƘŜƛǊύ ǘŜŀŎƘƛƴƎΩΣ ǳǎǳŀƭƭȅ ŀǎ ŀ 

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 

observations (be metacognitive): 

άI think I have learnt an awful lot from it, it has made me a lot more aware of how I am 
teaching the children, how I am working with the children and because of the project I 
am very conscious of what the children say about things and making occasional notes. It 
has made me more aware generally how they talk about their work and trying to get 
ǘƘŜƳ ǘƻ ǘƘƛƴƪ ƳƻǊŜ ŀōƻǳǘ ǘƘŜƛǊ ƭŜŀǊƴƛƴƎ ǊŀǘƘŜǊ ǘƘŀƴ L ƭƛƪŜ ǘƘƛǎ ǎǳōƧŜŎǘΣ L ŘƻƴΩǘ ƭƛƪŜ ǘƘƛǎ 
subject.έ  (Primary) 

CƻǊ ǎƻƳŜ ǘƘƛǎ ŘŜǇŀǊǘǳǊŜ ŦǊƻƳ ŀƴ ƻŦǘŜƴ ƳƻǊŜ ΨŎƻƳŦƻǊǘŀōƭŜΩ ǎǘȅƭŜ ƻŦ ǘŜŀŎƘing could be a daunting 

process, but for many it felt like an important process and one in which pupils were becoming co-

ŎƻƴǘǊƛōǳǘƻǊǎ ƻǊ ΨǇŀǊǘƴŜǊǎΩΥ 

άAnd I think that because of ǘƘŜ ǇǊƻƧŜŎǘ ǿŜΩǾŜ ŎŜǊǘŀƛƴƭȅ ōŜŜƴ ƳƻǊŜ ŀǿŀǊŜ ƻŦ ǘǳƴƛƴƎ ƛǘ 
and listening to what the children would like and how they would like it ... Asking the 
children what they would like on their [tool], what they thought was important for self 
assessment.  And it took a lot of work to get to that point.έ  (Primary) 

The school is proud of its involvement with the 
Campaign for Learning (CfL) and takes the research 
projects it conducts very seriously. As a result of our 
CfL research projects in Phases Two and Three, 
significant changes have taken place in the way that 
Year 7 students are inducted into the school. Similarly, 
ǘƘŜ ǎŎƘƻƻƭΩǎ мΥм aŜƴǘƻǊƛƴƎ tǊƻƎǊŀƳƳŜ ŀƴŘ ƛǘǎ 
Community/Parent Outreach Programme are direct 
results of the CfL research projects. The school regards 
the CfL as an expert partner which enables us to make 
informed, appropriate changes to our practice.  
(Camborne Science and Community College, Cornwall) 
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Indeed, across the interviews 

there was a strong emphasis on 

ΨǇǳǇƛƭ ŎƻƴǎǳƭǘŀǘƛƻƴΩΣ ǎǇŜŎƛŦƛŎŀƭƭȅ 

in regard to their learning.  For 

some teachers this again was a 

departure from old practices 

where teacher views had been 

paramount. For some schools, 

pupil views add an additional 

dimension; for others an 

increased awareness of pupils 

bringing their own thoughts and 

ideas to be worked with was a useful dimension and for some, pupil consultation was key to 

adapting teaching as it happens:  

άSo I discussed it with them anŘ ǎŀƛŘΣ ά²Ƙŀǘ Řƻ ȅƻǳ ŀŎǘǳŀƭƭȅ ǿŀƴǘ ǘƻ ŘƻΚέ   !ƴŘ ǘƘŜȅ 
said they wanted to make it more interactive, so I re-developed it again.έ   (Secondary) 

Teachers commented on finding out what actually makes the difference to pupil learning. From this 

also came the theme that being part of L2L is contributing to increased awareness of and 

ΨǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǇǳǇƛƭǎΩ ƭŜŀǊƴƛƴƎΩ ŀƴŘ ŀŘŀǇǘƛƴƎ ǘŜŀŎƘƛƴƎ ƳŜǘƘƻŘǎ ǘƻ ŀŎŎƻƳƳƻŘŀǘŜ ǘƘƛǎΥ 

άAnd 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 
ǿŜΩǾŜ ōŜŜƴ ǘǊȅƛƴƎ ǘƻ Řƻ ǇƻǎǘŜǊǎ ŀƴŘ ǿǊƛǘŜ ǊŀǇǎ ŀƴŘ ǎƻƴƎǎ ǘƻ ƎŜǘ ǘƘŜƳ ǘƻ ǊŜǾƛǎŜ ƛƴ ŀ way 
that is meaningful to them, not meaningful to the teachers.έ  (Secondary) 

hƴŜ ǘŜŀŎƘŜǊ ŦǳǊǘƘŜǊ ǘŀƭƪŜŘ ŀōƻǳǘ Ƙƻǿ ƘŜǊ ǊŜǎŜŀǊŎƘ ƘŀŘ ƛƴŦƻǊƳŜŘ ƘŜǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ƘŜǊ ǇǳǇƛƭǎΩ 

learning, which enabled her to see their development more clearly and inform her future teaching: 

άAs 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 are now. That has 
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 in May.έ  
(Primary) 

All of this contributes to the overall feel that teachers involved in L2L seem to view themselves as 

ƭŜŀǊƴŜǊǎΦ  ΨtǳǇƛƭ ŎƻƴǎǳƭǘŀǘƛƻƴΩ ƛǎ ŀ ƪŜȅ ǘƘŜƳŜ ŀƴŘ ǘƘƛǎ ƭŜŀŘǎ ǘƻ ΨƛƴŎǊŜŀǎŜŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǇǳǇƛƭǎΩ 

ƭŜŀǊƴƛƴƎΩ ŀƴŘ ΨƛƴŎǊŜŀǎŜŘ ŀǿŀǊŜƴŜǎǎ ƻŦ ǘŜŀŎƘƛƴƎΩΦ  tǳǇƛƭǎ ŀƴŘ ǘŜŀŎƘŜǊǎ ŀǊŜ ǎŜŜƴ ŀǎ ΨǇŀǊǘƴŜǊǎΩΣ ǿƛǘƘ 

learning as a reciprocal process. 

 
Version of a learning log developed in partnership with students 

 
Tytherington High School, Cheshire 



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

 

52 

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 in attainment, 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 ς the ability to be resourceful and find the appropriate tool/strategy needed for a 

task, or to be responsible, and not just look to the teacher for answers ς were ones that all of the 

teachers were keen to see being developed:  

 άAll the children have been a lot more independent at using it as they no longer look for 
me to almost confirm their self-ŀǎǎŜǎǎƳŜƴǘΣ ǘƘŜȅΩǊŜ ƎŜǘǘƛƴƎ ǾŜǊȅ ƎƻƻŘ ŀǘ ƧǳŘƎƛƴƎ 
ǿƘŜǘƘŜǊ ǘƘŜƛǊ ǇƛŜŎŜ ƻŦ ǿǊƛǘƛƴƎΣ Ƙƻǿ ƎƻƻŘ ƛǘ ǿƻǳƭŘ ōŜ ƻǊ ǿƘŜǘƘŜǊ ǘƘŜȅΩŘ ƛƴŎƭǳŘŜŘ ǘƘŜ 
things that they needed to.έ (Primary) 

However, it could be argued that, becoming responsible for 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 of 

which could be considered 

fundamental to any Learning to Learn 

project).  Teachers commented upon 

the fact that involvement in the 

projects had resulted in the pupils 

starting to talk more about their 

learning (14 mentions), with a shift in 

Ƴŀƴȅ ŎŀǎŜǎ ŦǊƻƳ άŜƳǇƘŀǎƛǎ ƻƴ ŎƻƴǘŜƴǘ ǘƻ ǘƘŜ ŀŎǘǳŀƭ ǇǊƻŎŜǎǎ ƻŦ ƭŜŀǊƴƛƴƎέΦ !ƴ ŜȄŀƳǇƭŜ ǿŀǎ ŜǾŜƴ 

given of a pupil who had developed his own vocabulary in order to express his ideas about learning: 

άhƴŜ ƭƛǘǘƭŜ ōƻȅ ǿƘƻ ŎŀƳŜ ǘƻ ƳŜ ŀƴŘ ǎŀƛŘ ǘƘŀǘ ƘŜ ƪƴŜǿ ƛǘ ǿŀǎƴΩǘ ŀ ǿƻǊŘ ōǳǘ ƘŜ ǿŀƴǘŜŘ 
to say what word could he use, I said that he should put the word that he was thinking 
ƻŦ ŀƴŘ ƘŜ ŀŎǘǳŀƭƭȅ Ǉǳǘ ǘƘŀǘ ƛǘ ƛǎ ƎƻƻŘ ǘƻ ƘŀǾŜ ŀ ƳƛȄǘǳǊŜ ƻŦ ŎƭŜǾŜǊƴŜǎǎέ όtǊƛƳŀǊȅύ 

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:  

άWe have spoken so much about it and then they will come up to me with their work 
and I will say to them that they need to go back and do it again ... Before they would 
have stropped and said Řƻ L ƘŀǾŜ ǘƻΣ ƴƻǿ ǘƘŜȅ ŀǊŜ ƭƛƪŜ L ŀƳ ōŜƛƴƎ ǊŜŀƭƭȅ ǊŜǎƛƭƛŜƴǘ ŀǊŜƴΩǘ L 
Miss ...Κέ όtǊƛƳŀǊȅύ 

 
It is possible to see the detail with which  the children perceived the displays from comparing their 

pictures with photographs of the actual thing 
 

Hexham East First School, Northumberland 
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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 for lifŜƭƻƴƎ ƭŜŀǊƴƛƴƎΣ ǘƘŀǘ άŀƭƭ ǘƘŜȅ ŀǊŜ 

ƭŜŀǊƴƛƴƎ ǿƛƭƭ ŦŜŜŘ ƛƴǘƻ ǿƘŀǘ ǘƘŜȅ ŀǊŜ ƭŜŀǊƴƛƴƎ ƛƴ ǘƘŜ ŦǳǘǳǊŜέΦ 

Several teachers commented on the fact that many of the pupils involved in the projects were 

demonstrating increased engagement and motivation in lessons.  One teacher tenuously suggested 

ǘƘŀǘ ƛŦ άȅƻǳ ƛƴŎǊŜŀǎŜ ǘƘŜ ǎǘǳŘŜƴǘΩǎ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ŦƻǊ ǿƘŀǘ ƘŀǇǇŜƴǎ ŀƴŘ Ƙƻǿ ǘƻ Řƻ ƛǘ ŀƴŘ ƛŦ ȅƻǳ 

increase the amount of choice to how they structure it and what the outcome will look like you will 

ƛƴŎǊŜŀǎŜ ŜƴƎŀƎŜƳŜƴǘέΣ ŀƴŘ ŜǾƛŘence from many of the interviews would appear to support this 

conclusion.  Teachers also felt that many pupils were growing in confidence in lessons ς ΨƧƻƛƴƛƴƎ ƛƴ 

ƳƻǊŜΩ ŀƴŘ ΨǎǇŜŀƪƛƴƎ ƛƴ ŦǊƻƴǘ ƻŦ ǘƘŜ ŎƭŀǎǎΦΩ  

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

been previously disengaged from the curriculum: 

 ά²ŜΩǾŜ ƘŀŘ ƻƴŜ ƎƛǊƭ ǿƘƻ ǿŀǎ ǉǳƛǘŜ ŦŜŘ ǳǇ ǿƛǘƘ ǎŎƘƻƻƭΣ ŀƴŘ ǿŀǎ ƘŀǾƛƴƎ ŀ ƭƻǘ ƻŦ ŀōǎŜƴŎŜ 
and a few behavioural issues, and with her attendance at school is much improved and 
so is her behaviour.  So I feel that has been quite successful. Her mum was certainly at 
ǇŀǊŜƴǘǎ ŜǾŜƴƛƴƎ ǾŜǊȅ ǇƭŜŀǎŜŘ ǿƛǘƘ ǘƘŀǘΦέ ό{ŜŎƻƴŘŀǊȅύ 

 
Pupil views before and after a philosophy based intervention 

 
St Meriadoc Infant School 
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The predominant message from the 

ǘŜŀŎƘŜǊǎΣ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ Ƙƻǿ ǇǳǇƛƭǎΩ 

learning and experiences were 

affected through involvement in the 

various research projects, is the 

opinion that, through providing 

pupils with the language and 

opportunity to reflect upon their 

learning they are able to take 

ownership of it, which in turn 

influences confidence and 

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 that these opportunities for face to face 

discussion renewed enthusiasm, energised teachers and encouraged them to keep things going. A 

number of teachers valued the opportunity to hear speakers and new ideas, whilst others welcomed 

the opportunity to talk to colleagues. However, others did feel that the opportunities to network 

could be further facilitated: 

άWhen 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 discussed what we were doing and bounced ideas off each 
other.έ  (Primary)  

An interesting development from previous years of L2L is the degree to which other teachers were 

finding support from within their own schools, with well over half of those interviewed referring to 

Ψƛƴ-ǎŎƘƻƻƭΩ ǎǳǇǇƻǊǘ (14 mentions).  This support ranged from encouragement and enthusiasm for the 

project, to being given specific time for research, and to others getting involved themselves: 

ά²Ŝƭƭ Ƴŀƛƴƭȅ ǎƻƳŜ ƻŦ ǘƘŜ ǎǘŀŦŦ ǿƘƻ L ǘƘƛƴƪ ƛǘΩǎ ǘƘŜƛǊ NQT year or their year following NQT 
ƘŀǾŜ ǎŀƛŘ ǘƘŜȅΩǾŜ ǊŜŀƭƭȅ ŜƴƧƻȅŜŘ ōŜƛƴƎ ƛƴǾƻƭǾŜŘ ŀƴŘ ǇƭŜŀǎŜ Ƴŀȅ ǘƘŜȅ ōŜ ƛƴǾƻƭǾŜŘ ƴŜȄǘ 
ȅŜŀǊΦ IŀǾƛƴƎ ǎǳŎƘ ŀƴ ŜƴǘƘǳǎƛŀǎǘƛŎ ǘŜŀƳ ƻŦ ǎǘŀŦŦΣ L ƳŜŀƴ L ǘƘƛƴƪ ǿŜΩǾŜ ƘŀŘ мп ǎǘŀŦŦΣ ǿƘƻ 
have all volunteered to join in, and having staff who have actually volunteered to lead 
workshops.έ  (Secondary) 

The research process has shown us that Learning to 
Learn is an essential element of developing 
resourceful, responsible and independent learners. 
Learning mats are useful tools that can help to 
develop independence in learners and support them as 
they learn how to learn. It seems, however, that their 
effectiveness is dependent upon student involvement 
in the development of the learning mats and on the 
time taken to introduce the students to them. (King 
Edward VI High School, Northumberland) 
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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 likely in secondary schools, although it was not universally 

the case: 

άLǘΩǎ ŘƛŦŦƛŎǳƭǘ ǿƘŜƴ ȅƻǳΩǊŜ ŀƭƭ ƛƴ ŘƛŦŦŜǊŜƴǘ ŘŜǇŀǊǘƳŜƴǘǎ ΦΦΦ LǘΩs not worked as well as I 
would have ƘƻǇŜŘ ǘƻ ōŜ ŎƻƳǇƭŜǘŜƭȅ ƘƻƴŜǎǘΦ  .ǳǘ ǘƘŀǘΩǎ ƳƻǊŜ ŀōƻǳǘ ǘƘŜ ǘƛƳŜ ŎƻƴǎǘǊŀƛƴǘǎ 
ŀƴŘ ǎƻ ƻƴ ŀƴŘ L ǘƘƛƴƪ ǿƘŜƴ ΦΦΦ ƴƻōƻŘȅΩǎ ŀŎǘǳŀƭƭȅ ƛƴ ŎƘŀǊƎŜ ƻŦŦƛŎƛŀƭƭȅ ƛƴ ŎƘŀǊƎŜΣ ƛǘΩǎ ǊŜŀƭƭȅ 
difficult.έ  (Secondary) 

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

within school, for even in schools where teachers share enthusiasm and expertise this is not always 

shared amongst one another. For a smaller number but yet significant group of teachers, support 

ŎƻǳƭŘ ŀƭǎƻ ōŜ ŦƻǳƴŘ ŦǊƻƳ ΨǎǘŀŦŦ ƛƴ ƻǘƘŜǊ ǎŎƘƻƻƭǎ κ[! ƴŜǘǿƻǊƪǎΩ ŀƴŘ ΨƻǘƘŜǊ ǇǊƻƧŜŎǘǎ ŀƴŘ ƛƴƛǘƛŀǘƛǾŜǎΩΦ 

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 kind of support 

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 

finding information from websites, 

television and literature.  In a few cases, 

particularly where literature was 

referenced, this wider reading was also in 

connection with studying for a Masters in 

Education.  This further adds to the 

picture that L2L teachers are themselves 

becoming more independent learners and 

researchers. 

 

2.6.3. Cross case study analysis 

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 

We have all benefited from being involved in the 
project; the children because they have had their voice 
valued and listened to and because we, as staff, have 
looked so closely at their emotional needs and 
development; the teachers involved because it has 
enabled us to develop our leadership skills and given 
us a platform to develop strategies that we believe to 
be beneficial to the children on our school, and to 
develop and skill other members of staff; the teaching 
assistants who have been empowered to developed 
their skills and confidence within a project that they 
are interested in and wholly committed to. 
(Weaverham Primary School, Cheshire) 
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esteem, belief and expectations being commonly commented on. The structure of enquiry was seen 

as supportive and this was true in particular of disaffected students:  

άThe fact that they were all happy to have their work shown, and were proud of their 
efforts, demonstrated yet again, just how much their confidence and self-esteem had 
grown.έ (Weaverham Primary Year One Case Study) 

In particular, supply teachers remarked upon the increased independence of students  

 άThey are incredible; they know where everything is, know what is expected of them 
and just get on ǿƛǘƘ ƛǘέ (Marlborough Primary Year One Case Study)  

Indeed, students were seen as active managers. Independence extended beyond procedure and 

cognitive competencies to include management of emotions and behaviour:  

άI noticed a big change in the boys in class, 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 
ǿŀȅ ǘƘŜȅ ǳǎŜŘ ǘƻΦέ (Weaverham Primary Year One Case Study) 

There were many remarks to 

the effect that L2L had 

produced a shift in attitudes 

towards working 

collaboratively and promoted 

a healthy learning 

environment. This was about 

more than peer-peer 

interactions, however, there 

was an important teacher role 

in setting the boundaries for 

this kind of talk and support 

and, most importantly, in modelling it. The improvement in relationships and inter-personal skills 

was frequently linked to positive outcomes for behaviour management. This was especially where 

specific groups had been targeted as part of the project:  

ά¢ƘŜ ōƻȅǎ ŀƭƭ ōŜŎŀƳŜ ƳǳŎƘ ōŜǘǘŜǊ ŀǘ ƭƛǎǘŜƴƛƴƎ ǘƻ ŜŀŎƘ ƻǘƘŜǊΣ ǊŜǎǇŜŎǘƛƴƎ ŜŀŎƘ ƻǘƘŜǊǎΩ 
opinions and genuinely showed care and concern for each other. This, at times, 
extended tƻ ǘƘŜ ǇƭŀȅƎǊƻǳƴŘ ǿƘŜǊŜ ǘƘŜȅ ƘŜƭǇŜŘ ŜŀŎƘ ƻǘƘŜǊ ƻǳǘέ (Weaverham Primary 
Year One Case Study) 

Some schools have noted the,άΧōŜƴŜŦƛǘǎ ƻŦ ŎƘƛƭŘǊŜƴ ǿƻǊƪƛƴƎ ǿƛǘƘ ŀ ŘƛŦŦŜǊŜƴǘ ŀōƛƭƛǘȅ ǇŀǊǘƴŜǊέ 

(Winsford High Street Primary).  But in other schools, L2L approaches which appear to demand 

 
aƛƴŘ aŀǇ ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ǘƘƻǳƎƘǘǎ ŀōƻǳǘ aŀǊƪƛƴƎ [ŀŘŘŜǊǎ 

 
Wooler First School, Northumberland 
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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:  

άMost 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 
ŀƴǎǿŜǊ ǘƻ ǘƘŜƛǊ ǉǳŜǎǘƛƻƴǎ ŀƴŘ ƘŀŘ ǘƻ ōŜ ǇǳǎƘŜŘ ǘƻ ǘƘƛƴƪ ƻŦ ŦǳǊǘƘŜǊ ŀǊŜŀǎ ǘƻ ƛƴǾŜǎǘƛƎŀǘŜΦέ 
(Fallibroome High Year One Case Study)  

 

2.7. The Role of Learning to Learn 

We have continued 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 there is something 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 Phase 3: the centrality of process; the need for a common language to 

talk about learning; the relationships between teachers and students as co-learners. This suggests 

that the core ideas are robust. 

Many teachers highlight the 

emphasis on process in the 

project and this has extended 

beyond discussions of process in 

ǊŜƭŀǘƛƻƴ ǘƻ ΨIƻǿ L ƭŜŀǊƴ ǘƻ 

ƳǳƭǘƛǇƭȅΩ ƻǊ ŦƻǊ ŀƴ ƛƴŘƛǾƛŘǳŀƭ 

ŀŎǊƻǎǎ ŎƻƴǘŜȄǘǎ ΨIƻǿ L ŘŜŎƛŘŜ 

which strategy to use to solve 

ǘƘƛǎ ǇǊƻōƭŜƳΩ ǘƻ ŀ ǿƛŘŜǊ 

perspective: άthe opportunity to 

make the concepts of learning 

and assessment explicit, as well 

as enriching the content and 

ŘŜƭƛǾŜǊȅ ƻŦ ǘƘŜ ŎǳǊǊƛŎǳƭǳƳΦέ (Packmoor Primary).  This emphasis on process underpins the 

development of personalised and pragmatic use of L2L language, where the vocabulary of learning 

to learn becomes part of the everyday talk in classrooms and staffrooms ς not 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 evidence that students and teachers are 

 
We hoped to see an improvement in the girlǎΩ ŎƻƴŦƛŘŜƴŎŜ ŀƴŘ ŀōƛƭƛǘȅ with regard to applying their 

skills in problem solving 
 

Lavender Primary School, Enfield 
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learning together, as co-enquirers, both 

pushing at the boundaries of what can be 

learned and taught and how.  This 

exploration and experimentation is made 

possible by supportive and collaborative 

networks within schools, across LAs and 

throughout the project, ǘƘŀǘ ŎǊŜŀǘŜ άthe 

time and space for consideration of new 

ƛŘŜŀǎ ŀƴŘ ǇŜǊǎƻƴŀƭ ǊŜŦƭŜŎǘƛƻƴέ 

(Marlborough Primary).  The ripple effect, 

noted in Phase 3, is already beginning to 

show itself in schools as 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: 

άǘƘŜ ŎƘƛƭŘ ƛƴ ¸ear 6 in 2008 will have 10-15 jobs in their lifetime. Hence transferable skills 
are needed. A big pŀǊǘ ƻŦ ǘƘŜ [н[ ŜǘƘƻǎ ƛǎ ǘƘŜ ǘŜŀŎƘƛƴƎ ƻŦ ǘƘƻǎŜ ǎƪƛƭƭǎΦέ (Archbishop 
Benson Primary Year One Case Study) 

Or developing a different kind of learner: 

άLǘ ƛǎ ŀōƻǳǘ ŜǉǳƛǇǇƛƴƎ ǘƘŜƳ ǿƛǘƘ ǘƘŜ ǎƪƛƭƭǎ ǘƻ ŀƴŀƭȅǎŜ ǇǊƻōƭŜƳǎ ŀƴŘ ŘŜŎƛŘŜ ǳǇƻƴ ǘƘŜ ƪŜȅ 
issues at stake. It is about giving them the experience of managing their own work and 
experiencing the successes and failures that self-directed work can bring. It is about 
coping with ambiguity and developing the skills and dispositions that might help when 
such situations arise 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 
ǉǳŀƭƛǘȅ ƻŦ ǘƘŜ ǇǊƻŎŜǎǎΦέ (Fallibroome High School Year One Case Study) 

 

 
¢ƘŜ Ŏŀǎǘ ŀƴŘ ǎǘŀƎŜ ŎǊŜǿ ŀǘǘŜƴŘ ŀ ŘƛǊŜŎǘƻǊΩǎ ƳŜŜǘƛƴƎ ŦƻǊ /ƭŀǎǎ сΩǎ Dƻǘ ¢ŀƭŜƴǘΗ 

 
Marlborough Primary School (Paula), Cornwall 
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3. Learning Relationships 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 Learn.  Teachers themselves nominated their primary themes but many found it hard to 

put themselves and their 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 

Learning relationships and interactions in the classroom 

Primary theme (16) Secondary theme (8) 
Carterhatch 
5ǳŎƘŜǎǎΩ 
Hebden Green 
Hipsburn 
Lavender 
Learning Space 
Liskeard (Gary 
Liskeard (John) 
Liskeard (Sue) 
Liskeard (Tamsin) 
Marlborough (Kathy) 
Marlborough (Paula) 
Marlborough (Richard)  
Treloweth Primary 
Weaverham 
Winsford High Street 

Amble First 
Camborne 
Fallibroome High 
Hazelbury Infants 
Hexham East 
Hexham Middle 
Oakthorpe Primary 
Packmoor 
Wooler 
 

 

3.1. Changing the style of classroom discourse 

 

Researcher: Does your teacher like you to talk in class? 

Boy 1: No. 

Researcher: No? 

.ƻȅ мΥ hƴƭȅ ƛŦ ǎƘŜ ŀǎƪǎ ŀ ǉǳŜǎǘƛƻƴ ǘƘŀǘΩǎ ǿƘŜƴ ǿŜΩǊŜ ŀƭƭƻǿŜŘ ǘƻ ǘŀƭƪΦ 

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? Especially in 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 have to ς she writes down the 
question and we have to put an answer. 
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Boy 2: And we have to put our hand up and answer it. (Fisher 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 faced with large class 

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

are discussing fits the pattern of initiation (teacher asks a question), reply (students offer an answer) 

and evaluation (teacher uses the 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 agenda for 

learning conversations.  

¢ƘŜ Ƴŀƛƴ ƛǎǎǳŜ ƘŜǊŜ ƛǎ ǘƻ Řƻ ǿƛǘƘ ǘƘŜ ƭƻŎǳǎ ƻŦ ŎƻƴǘǊƻƭΣ ƛƴ ǘƘŀǘ ƛǘ ƛǎ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǉǳŜǎǘƛƻƴ όŦƻǊ ǿƘƛŎƘ 

there is often perceived to be a single right answer) that drives the conversation forward, rather 

ǘƘŀƴ ǘƘŜ ǇǳǇƛƭǎΩ ǘŜƴǘŀǘive moves towards grasping and linking new concepts together (Hammersley, 

мффлύΦ ¢ƘŜ ǊŜǎǳƭǘΣ ŀǎ ǊŜŦƭŜŎǘŜŘ ōȅ ǘƘŜ ōƻȅǎΩ ŎƻƳƳŜƴǘǎ ŀōƻǾŜΣ ƛǎ ǘƘŀǘ ŎƻƘŜǊŜƴŎŜ ŀƴŘ ŎƻƘŜǎƛƻƴ ƛƴ 

ǘŜǊƳǎ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ƳŀƴŀƎŜƳŜƴǘ ƻŦ ŘƛǎŎǳǎǎƛƻƴ ƛǎ ŀŎƘƛŜǾŜŘ ŀǘ ǘƘŜ Ŏƻǎǘ ƻŦ ƳŀƪƛƴƎ ǘƘŜ ƭearning 

process seem disjointed and random. Their observations suggest that they have no view as to why 

they are learning adding and times and, maybe more worryingly, they seem not to have connected 

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

For students to truly take control and responsibility for their learning, they require an understanding 

ƻŦ Ƙƻǿ ŀƴŘ ǿƘȅ ǘƘŜ ΨǊǳƭŜǎΩ ƻŦ ǘŀƭƪ 

change in response to the different 

learning contexts they find 

ǘƘŜƳǎŜƭǾŜǎ ƛƴΦ LŦ ǎǘǳŘŜƴǘǎ ŎŀƴΩt 

reflect on why some types of talk are 

ƻƪŀȅ ƛƴ aǊǎ {ƳƛǘƘΩǎ Ŏƭŀǎǎ ōǳǘ ƴƻǘ ƛƴ 

aǊ WƻƴŜǎΩΣ ƻǊ ǿƘȅ ƛǘ ƛǎ ƛƳǇƻǊǘŀƴǘ ŦƻǊ 

them to take the lead in some 

discussions and wait for direction in 

another, then it becomes difficult for 

them to grasp the roles they are 

meant to play as each scene unfolds.  

A change in the style of discourse in 

Learning to Learn schools might, 

ǘƘŜǊŜŦƻǊŜΣ ŜȄǇǊŜǎǎ ƛǘǎŜƭŦ ƛƴ ŀƴ ƛƴŎǊŜŀǎŜŘ ǘŜƴŘŜƴŎȅ ŦƻǊ ǘŜŀŎƘŜǊΩǎ ŀƴŘ ƭŜŀǊƴŜǊǎ ǘƻ ΨǘǳƴŜ ƛƴΩ ǘƻ ŜŀŎƘ 

I was approached to be involved in the L2L project 
as I am at a stage in my career where I am looking 
for further development but not quite ready for 
Ψ[ŜŀŘƛƴƎ ŦǊƻƳ ǘƘŜ aƛŘŘƭŜΩ ŀƴŘ ƻǘƘŜǊ ŘŜǾŜƭƻǇƳŜƴǘ 
avenues. Learning to Learn interested me as it 
provided an opportunity for me to really think 
about how the children are learning and how to 
develop their approaches to learning and my own 
teaching approaches. L2L also provides a chance to 
learn from other professionals and really enhance 
my own learning and understanding of how 
children learn. I find it fascinating to have a goal 
that will specifically influence my work in the 
classroom and have a direct impact on the learners 
in my class. (Hebden Green School, Cheshire) 
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ƻǘƘŜǊΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ŀǎ ǘƘŜȅ ŀǊŜ ǘŀƭƪƛƴƎΣ ŎƻƳōƛƴing their joint experiences to construct new 

knowledge: 

ά¢ƘŜ ƪŜȅ ǘƻ ŜŦŦŜŎǘƛǾŜ ƭŜŀǊƴƛƴƎ ƛǎ ǘƻ ŦƛƴŘ ǿŀȅǎ ǘƻ ƘŜƭǇ ǇǳǇƛƭǎ ǊŜǎǘǊǳŎǘǳǊŜ ǘƘŜƛǊ ƪƴƻǿƭŜŘƎŜ 
ƛƴ ƻǊŘŜǊ ǘƻ ōǳƛƭŘ ƴŜǿ ŀƴŘ ƳƻǊŜ ǇƻǿŜǊŦǳƭ ƛŘŜŀǎΦέ ό.ƭŀŎƪ нллпΣ ǇΦмлύ 

Rogoff and colleagues (2003) argue that, for this to happen, a shift is needed away from a traditional 

ΨŀǎǎŜƳōƭȅ ƭƛƴŜΩ ƳƻŘŜƭ ƻŦ ŘƛǎŎƻǳǊǎŜΣ ǘƻǿŀǊŘǎ ŀ ƳƻŘŜƭ ǿƘŜǊŜōȅ ǘƘŜ ŜȄǇŜǊǘ ƎǳƛŘŜǎ ǿƘƛƭǎǘ ǘƘŜ ƭŜŀǊƴŜǊ 

ǘŀƪŜǎ ǘƘŜ ƛƴƛǘƛŀǘƛǾŜΦ CƻǊ ŜȄŀƳǇƭŜΣ ƛŦ ǎǘǳŘŜƴǘǎΩ ŎƻƴǘǊƛōǳǘƛƻƴǎ ƛƴŘƛŎŀǘŜ ǘƘŜȅ ŀǊŜ ǎǘǊǳƎƎƭƛƴƎ ǿƛǘƘ ŀ 

ŎƻƴŎŜǇǘΣ ǘƘƛǎ ŎƻǳƭŘ ŀŎǘ ŀǎ ŀ ǎƛƎƴŀƭ ŦƻǊ ǘƘŜ ǇǊŀŎǘƛǘƛƻƴŜǊ ǘƻ ōŜŎƻƳŜ ŀ ΨǎŀƎŜ ƻƴ ǘƘŜ ǎǘŀƎŜΩΣ ǘƘŜƴ ƭŀǘŜǊ 

ǊŜǘƛǊƛƴƎ ƛƴǘƻ ǘƘŜ ōŀŎƪƎǊƻǳƴŘ ŀǎ ŀ ΨƎǳƛŘŜ ƻƴ ǘƘŜ ǎƛŘŜΩ ǿƘŜƴ ǘƘŜ ƭŜŀǊƴŜǊǎ ŀǇǇŜŀǊ ǊŜŀŘȅ ǘƻ ǘŀƪŜ ŎƻƴǘǊƻƭ 

of the process once more. The important difference between 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 co-constructed 

by students and teachers to 

suit their needs . 

So, 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 more Learning to Learn, there are some interesting features emerging that 

appear to have relevance in multiple contexts ς in 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 evidence 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. 

 

 

 

Comparing different grouping arrangements for effective learning 

Carterhatch Primary School, Enfield 


