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Looking back at a year of  
excepƟonal research... 
Thoughts from KaƟe Hasler,  
outgoing Teacher Research Co‐ordinator 
In the midst of all the end‐of‐term madness and franƟc count‐
downs to holidays, it’s easy to start to forget just how much work 
the teachers of Woodford have done this year to contribute to our 
Joint Professional Development, and to making improvements to 
Teaching and Learning across the school. 

The ‘CelebraƟng Teacher Research’ conference was a  
fantasƟc opportunity to share the many findings and conclusions 
that we’ve come to in our various research projects, and the re‐
sources from this event make up the bulk of this ‘bumper’ ediƟon 
of the Teacher Research BulleƟn—alongside thoughts about the 
evaluaƟon of this year’s project and looking forward to next year’s 
Teaching and Learning plans. 

Meanwhile, we look forward to the ‘official’ announcement of our 
awarding of the NFER (NaƟonal FoundaƟon for EducaƟonal Re‐
search) Research Mark, for which, at the Ɵme of wriƟng, our final 
report is in the process of being wriƩen up and evaluated—but 
when we do receive this, it will be a fiƫng conclusion to a year of 
fruiƞul hard work—and a great ’jumping off’ point for the next 
stage of research‐based pracƟce at Woodford. 

As the outgoing Teacher Research Co‐ordinator, I would like to 
take this opportunity 
to publicly thank all 
those who have been 
involved in the pro‐
ject this year, and 
parƟcularly the 6 
Research Group 
Leaders and FloaƟng 
Mentor for all of 
their work to guide 
us all through the 
research process. 

ReflecƟons on the past year and looking ahead 
Mary Heath, incoming Teacher Research Co‐ordinator 
The research project 2017‐2018 represented a significant iniƟaƟve for staff at Woodford and as such, the evaluaƟon of the 
project was a suitable conclusion to the year to reflect on the year and to look forward to the year ahead.   

Although it has not yet been finalised and published, the preliminary feedback from the NFER Research Mark assessment was 
overwhelmingly posiƟve and this is a testament to the projects which were carried out within the school last year.  

One of the strengths of the research project was the impact that the individual projects had on student learning and the com‐
ing year offers an opportunity to build on the success of this year as well as to learn from the findings from projects this year.    

            ConƟnued inside... 

CamSTAR Conference 2018 
KaƟe Estruch, Head of Science 
On June 21st Tony Le (Physics Teacher) and I aƩended 
the 2018 CamSTAR Research Conference in Cambridge at 
the CATS InternaƟonal School. Not only was this an op‐
portunity for us to share our research for the CamSTAR 
cerƟficate, but also a chance to share good pracƟce and 
innovaƟve teaching and learning strategies with teachers 
from a range of subject areas and schools, which was the 
element we were most looking forward to. 

The research session I opted to aƩend was ‘Success in 
the linear curriculum age’ by Sally‐Ann Raymond, Teach‐
er of English & Lead PracƟƟoner: Teaching & Learning 
and Rose Conner, Teacher of Psychology & Lead PracƟ‐
Ɵoner: Teaching & Learning, The Herts and Essex High 
School. The Herts and Essex High School have had a simi‐
lar whole school research focus to ours over the last two 
years, and Sally‐Ann and Rose were presenƟng their 
findings from a range of projects that linked to their 
group focus on making content more memorable. 

They trialled a range of different acƟviƟes across many 
subjects and year groups and collected data via ques‐
Ɵonnaires to see which acƟviƟes the students preferred 
and which they felt helped them remember content 

best.  The staff also completed quesƟonnaires to 
give their opinion on which acƟviƟes they perceived 
to be most effecƟve.  ‘Bubble Self‐assessment’, ‘Pit 
Stops’ and ‘Pimp my Paragraph’ were the most pop‐
ular as these improved engagement, but it is hard 
to measure if this improved memory.  They linked 
their research to the Ofsted requirements for linear 
specificaƟons whereby progress can also be demon‐
strated by ‘knowing more’.  Overall, they received 
very good feedback from their school as they appre‐
ciated having a large bank of acƟviƟes to use to vary 
the lessons, which we have now added to the 
Woodford Research Resource Bank for our own use. 



ReflecƟons on the past year and looking ahead—conƟnued from the front page 
As part of the evaluaƟon, staff involved in the project were asked to parƟcipate in a group discussion and staff com‐
pleted a quesƟonnaire.  Below are some of the key findings from the comments received and these will be present‐
ed in more detail at the start of the academic year.  

What staff felt was most helpful from the research project: 

• discussion and collaboraƟon with colleagues  
• opportuniƟes to develop teaching pracƟce, including evaluaƟon of a parƟcular area and trying new ideas  
• hearing from students about different ideas  
• having a specific area to work on  
• external training including training at UCL 
• formalising research  
• having Ɵme allocated to compleƟng the research  

What staff felt was most challenging about the research project: 

• having sufficient Ɵme to complete the project and to complete background reading 
• Ɵming of the end research project (busy Ɵme of year) 
• difficulty of compleƟng an academic rigorous project  
• feeling a sense of compulsion to complete research  
• difficulty of involvement for part‐Ɵme members of staff 

How staff felt the project could be developed for next year: 

Carrying out research: 

• formal research should be opƟonal 
• opportuniƟes to complete more informal research  
• opportuniƟes to apply and discuss the findings from research  
• opportuniƟes to discuss research through Teaching and Learning groups to be led by members of staff which 

have a clear focus  

Sharing of educaƟonal research: 

• have summaries of recent findings in educaƟonal research 
• opportuniƟes to discuss acƟon research and exisƟng research in departments 

Topics for research: 

• range of topics (either department based / or complete choice / or everyone to do the same) 

 

Plans for next year 

All staff will join a Teaching and Learning group which will be determined by the interests of individual teachers and 
departments.  Within these groups, members will determine their aims and their focus for the year; each group will 
have a lead researcher and group members will be able to determine their level of involvement in the research car‐
ried out in the groups.  More detailed plans will be presented to staff in September.   

Photos from the ‘CelebraƟng Teacher Research’ Conference, June 2018 



Can student moƟvaƟon be improved through semi‐formal peer  
mentoring in the English classroom? 
Sally Faid, Teacher of English 
Why this research? The context: 

• To explore how a differently structured method might add to, or refine, the effecƟveness/ range of use of peer  
mentoring in differenƟaƟon by grouping. 

• To find other ways of ‘filling the gap’ leŌ by the reducƟon in availability of Year 12s as peer mentors to address  
individual issues, one‐to‐one. 

• To develop the skills relaƟng to literary analysis and interpretaƟon in relaƟon to drama texts that we had begun in our  
Shakespeare study. 

Method: 

• Research carried out with a class of ‘characters’ ‐ a year 8 class whose moƟvaƟon and focus were inconsistent, which was 
affecƟng their progress.  

• Over the course of a study unit, 15‐minute secƟons of several lessons were peer mentoring sessions—students worked in 
groups, with leaders (mentors) selected for their strong or clear demonstraƟon of a skill which was to be the focus of the next 
lesson. Groups were given copies of an exemplar paragraph from that student’s work, and the mentor was tasked with ex‐
plain how she reached her interpretaƟon and constructed her response, while the group annotated the paragraph and asked 
quesƟons to clarify their understanding. 

• Baseline and final assessment data was compared across the class. One ‘target’ group monitored through observaƟon and 
informal quesƟoning. Further data was captured through student quesƟonnaires. 

Findings: Most students gained in all areas—confidence, moƟvaƟon, progress and learning process, although the target group 
gained less than the class overall (given that these students were selected as having parƟcular difficulty, this is sƟll quite pleasing). 
This group felt parƟcularly that their understanding of the learning process had greatly increased (although they may have misinter‐
preted the quesƟonnaire quesƟon!) 57% of the whole class made beƩer than expected progress within the Ɵme period—a clearly 
posiƟve result! 

RecommendaƟons: This method can work well if there is a variety of moƟvaƟonally/academically underperforming students in 
one class. The provision of individual copies for students to annotate is effecƟve by Ɵme‐consuming; worthwhile for one lesson (two 
at most). Careful grouping of students is important, but again, Ɵme‐consuming. Several lesson over the course of a unit are neces‐
sary to embed the pracƟce and to allow the peer mentors to gain confidence. 

 This method would work with regard to skills in most subjects, even pracƟcal ones. 

To what extent can student leaders in Year 8 Whole Class Ensemble Brass lessons 
improve student confidence in performing and independent pracƟce? 
KaƟe Hasler and Kate Hannent, Head of Music and Teacher of Music 
Focus and context: 

• Year 8 ensemble brass lessons—it is difficult to give individual support and feedback to students when working in a whole‐
class situaƟon. This lack of individual feedback has led to de‐moƟvaƟon in the past (and lack of pracƟce at home) 

• The idea: Could student leaders working with small groups of students in lessons solve these issues? 

Key points from exisƟng research: 

• Small group work with student leaders has been found to be beneficial in Music lessons 

• The parameters and guidance as to how student leadership could work best include using more experienced/skilled students 
as leaders, clearly defining the focuses for group work, training leaders in some way, and allowing opportuniƟes to reflect 

Method: 

• Student leaders selected by teachers according to exisƟng experƟse and musical ability; group work (groups of 6 students in‐
cluding one leader) formed 30 minutes of each of 5 lessons. Students were given ‘task cards’ to direct group work 

• Data collected through student quesƟonnaires in first, middle and final lessons, and focus group interviews. 

Findings: 

Student confidence and enjoyment improved over Ɵme, with most students reporƟng feeling that they had made more progress 
with a student leader. Group leaders and members reported that small group work improved their progress and confidence, and that 
students who were experienced musicians made effecƟve leaders. 

“In a small group we can hear everybody—it’s harder in a whole class to do this.” 



Improving Essay WriƟng in Key Stage 5 English 
Melody Nairn and Gemma Charlton—Head of English and Teacher of English 

Research QuesƟons: 

Can more formalised and regular discussion between partnered teachers about the work 
of their students improve progress? 

How might using shared strategies and lesson structures help students to build  
connecƟons between different parts of the course and the common skills that need to be  
mastered? 
Context: A Level English students at Woodford are very able in terms of their ability to master subject knowledge and their 
ability to verbalise their ideas. Whilst A Level results in the subject are very good, on reading a range of scripts from last year’s 
examinaƟons there was a clearly a discrepancy between students’ excellent subject knowledge and how well they were able to 
apply this. Teachers in the English department have always set essays and given wriƩen feedback. However, communicaƟons 
between teachers is oŌen informal and can be irregular at busy periods. There was also the recogniƟon within the English de‐
partment that whilst a lot of Ɵme was given over to subject content, not enough was being given over to its applicaƟon 

Strategies: 

• Lessons dedicated to essay preparaƟon or feedback 

• Feedback lessons have to happen. 

• Use of exemplars from with the group and other 
sources. 

• Discussion between teachers aŌer each assessment so 
that target areas could be idenƟfied and both teachers 
could design lessons and acƟviƟes that focused on 
these. 

 

• Common teacher points such as ‘the golden thread’ 
idea to teach essay structure. 

• Talking about students’ progress and targets on both 
sides of the course to them in the lesson. 

• Trying to arrange individual tutorials where possible. 

• Data collected through student quesƟonnaires as well 
as teacher reflecƟon on strategies 

Findings: The students’ response was generally posiƟve: they were all in agreement that the quality of feedback was high 
and that the feedback lessons were helpful. Some students answered ‘neutral’ to the quesƟon regarding how well their teach‐
ers understood their needs which was a surprise to use but may indicate that we aren’t communicaƟng to them how much we 
are talking about them. When asked in an open quesƟon about how we could improve our teaching of essay‐wriƟng, a lot of 
students suggested more individual feedback which we have read as ‘tutorials’. Whilst this would be ideal, it probably would 
be difficult to implement in the ‘real world’. Students were mixed about how saƟsfied they were with their progress, although 
this may have been more down to their modesty or insecurity as all of the students in the class have made progress over the 
course of the year—and some of this progress has been significant. 

DifferenƟaƟon—Grouping by Efficacy 
Mellisa Greenfield—Assistant Head teacher and Teacher of Physics 
Context: I have been interested for some Ɵme in the achievement of students at A Level in Physics and what the barriers are 
to meeƟng expected progress from GCSE grades. Assuming that students are on the right course for them—i.e. that they enjoy 
and are good at Physics and MathemaƟcs relaƟve to their other GCSEs—a number of students sƟll underperform. In the larger 
Physics groups, in parƟcular, there seems to be a divide which becomes more apparent as the course progresses. Some  
students become more and more confident whilst some become 
less and less confident. I wanted to know more about what causes 
this to happen and if there are beƩer ways to improve confidence 
levels and hence progress and achievement for all students. 

Focus: Self‐efficacy: I looked into the idea of self‐efficacy which 
seemed to be a significant factor for some students working hard‐
er than others. There are 5 aspects of self‐efficacy as shown by 
Figure 1. I was parƟcularly interested in the vicarious experience 
aspect of self‐efficacy and invesƟgaƟng whether by grouping stu‐
dents so that they work with students with a similar self‐efficacy 
they would be able to see modelled how to figure out how to ap‐
ply their knowledge, by someone who they think is like them‐
selves. This stems from the idea that some students are 
‘inƟmidated’ by the more confident in the class. 



DifferenƟaƟon—Grouping by Efficacy : ConƟnued… 
Method: A quesƟonnaire to determine self‐efficacy was carried out with students in a Year 12 Physics class. This was used to 
group students—students were firstly asked to work in pairs or threes with students with a similar self‐efficacy. In a subse‐
quent lesson, students were asked to work with others who had a different self‐efficacy. Students were observed and asked to 
complete a final survey about their confidence and progress in the different types of groupings, and also to make a comparison 
with the group they usually work in. There was also a discussion with the students once the surveys had been completed. 

Findings: InteresƟngly there is not complete correlaƟon between achievement and self‐efficacy. Some students have high 
achievement but with lower self‐efficacy and vice versa. With the groupings by similar self‐efficacy there seemed to be good 
progress made by students, with both in the pair having to agree and therefore explain their thinking and logic. InteresƟngly 
the group with the three with the highest self‐efficacy took the longest Ɵme to agree because they had so many ideas that they 
wanted to put forward. Another observaƟon was that a few students already work with others with a similar self‐efficacy when 
they are allowed to choose for themselves, but not all. 89% of the students surveyed stated that  both their progress and  

confidence were beƩer (or the same) when in similar self‐efficacy groups rather than 
very different ones. 

Conclusions: Although this was a very small‐scale study with a 
class of 16 students over 3 lessons (and the self‐efficacy test 
would be affected by the emoƟonal state of the students on 
that day), it is probably worth considering students’ self‐
efficacy and surveying this periodically. It is probably worth 
ensuring that students have ample opportuniƟes to see other 
students with a  
similar self‐efficacy to themselves working through problems 
(vicarious experience). Future research could be carried out in 
terms of how to effecƟvely improve self‐efficacy by verbal per‐
suasion, good physiological state and good emoƟonal state or 
other ways of facilitaƟng vicarious experience effecƟvely. 

Are Year 10 Ambassadors an effecƟve way to educate younger students? 
Holly Baillie and Gemma Moore—KS3 and KS4 Co‐ordinators 
Focus of research: We wanted to invesƟgate whether Year 10 Ambassadors are an effecƟve way to educate younger stu‐
dents about LGBT+, celebrate diversity and promote inclusivity. 

Context: Championing equality is a whole‐school acƟon plan priority, and supporƟng student wellbeing is a key element of 
our role within the pastoral team covering Year 8‐11. The eliminaƟon of discriminaƟon and provision of equality of opportunity 
between minority groups is a key part of the Public Sector Equality Duty (Equality Act 2010), while OFSTED require secondary 
schools to both keep students idenƟfying as LGBT+ safe, as well as to educate all students about HBT (Homophobic, Biphobic 
and Transphobic) bullying (how to idenƟfy and stop it), as well as teaching posiƟve aƫtudes and behaviour with regard to stu‐
dents and staff idenƟfying as LGBT+. 

Method: We opted for student ambassadors to plan and delivery informaƟon and events based on the success of previous 
‘peer power’‐oriented programmes. 

• Year 10 students were offered the opportunity to become Pride Youth Network (PYN) ambassadors—with 10 being  
selected from those who applied. The organisaƟon ‘Educate & Celebrate’ came into school to deliver iniƟal training to 
the ambassadors and set out 10 targets for them to achieve. 

• The PYN ambassadors met weekly to meet the E&C targets and to plan how they would educate other students, cele‐
brate diversity and promote inclusivity—they organised various acƟviƟes including assemblies, an event day, and 
planned and delivered an LGBT+ ‘fundamentals’ PSHCE session to years 8, 9 and 10. 

• The PSHCE session was informed by the results of an iniƟal pre‐engagement survey. Year 8 students were re‐surveyed 
aŌer their PYN engagement to assess the success of the ambassadors in developing their understanding of LGBT+ issues 

Findings:  

• There was an increase in students’ knowledge and understanding of all key LGBT+ terms (except ‘gay’ which was al‐
ready understood by 100% of students). 

• Data suggests that Woodford is a more LGBT+ inclusive place and students report a decline in hearing LGBT+ words 
used in a negaƟve way, while students stated that they are now talking more frequently about LGBT+ issues in school 
and at home. 

• “I think the Pride Youth Network have successfully made people more 
aware of LGBT+ history and discriminaƟon.” 



The effect of regular exercise on self‐confidence and body image  
percepƟon of young adolescent girls 
Carly Harris, Head of PE 
Focus: To determine whether self‐confidence and body image percepƟon can improve through parƟcipaƟon in regular physi‐
cal acƟvity (outside of exisƟng PE lessons). 

Context: I have a personal interest in the effect that exercise can have on our own percepƟon of body image and our self 
confidence. I am very much aware that the impact of social media and airbrushed images can have, parƟcularly on young ado‐
lescent girls and I believe that they are detrimental in giving unrealisƟc ideas about what our bodies should look like. I am in‐
terested to know whether parƟcipaƟng in more exercise and educaƟng students a liƩle more about looking aŌer ourselves can 
help influence their percepƟon or body image and increase their confidence. 

Key points from exisƟng research: 

• PosiƟve changes were seen in students’ perceived physical ability and physical self‐presentaƟon as a result of a 15‐week 
‘LifeƟme Wellness Course’ for college students—but altering of behaviour paƩerns is a complex process and may re‐
quire a longer Ɵme period to take place (Lockwood, Park, Wohl and Roy, 2012) 

• Aerobic exercise can service to enhance self percepƟons of emoƟonal and behavioural adjustment in pre‐adolescent 
students (Lamb and Gulliford, 2011) 

• Adolescents should be given the tools to deconstruct the sociocultural influences they encounter—intervenƟons in 
school could focus on presenƟng and reinforcing a criƟcal stance toward female beauty standards in order to prevent 
(or at least reduce) low levels of self‐confidence (Clay et al, 2005) 

• Girls who desire thinner figures are likely to have a negaƟve body image percepƟon and low self‐esteem (Dohnt and 
Tiggeman, 2006) 

Research QuesƟons: 

Can regular exercise have a posiƟve impact on self‐confidence and body image percep‐
Ɵon in young adolescent girls? 

What other factors influence the way in which young adolescent girls feel about their 
body? 
Method: 

• ‘Healthy Habits’ morning fitness club run twice per week 

• A selecƟon of parƟcipaƟng students selected to complete a quesƟonnaire before and aŌer 9 months of the club. 

Findings: The findings suggest that there has been some improvement in girls’ percepƟon of body image and confidence. 
There was an increase in the number of girls who agreed that they are saƟsfied with how their body looks between starƟng 
morning fitness sessions in September to June. 

Before training 70% of girls said they agreed that they were saƟsfied with how their body looks and 30% disagreed with this 
statement. The post training survey shows that 89% of girls either agreed or strongly agreed with this statement, with just 11% 
strongly disagreeing. 

When analysing some of the responses to the quesƟon How do you feel about your body? (Are you confident? Are you unhap‐
py with how you look?) it is evident that pre training most girls seemed to feel relaƟvely happy in terms of their body, alt‐
hough self esteem and confidence does seem to be idenƟfied as relaƟvely low. ComparaƟvely, post training, there seems to be 
a slightly more posiƟve aƫtude towards their own bodies, or at least and understanding as to why we should learn to embrace 
who they are and celebrate what our bodies can do. 

 

“I am moderately confident with my body. There are Ɵmes when 
the confidence I have for my body can drop but now I am able to 
love how I look instead of pinpoint everything. I feel that there is 
room for improvement but I feel beƩer about my body.” 



Self‐assessment: Helping students to become more reflecƟve learners 
Mary Heath – AcƟng Head of Modern Foreign Languages 

“Cela me fait plus réflecƟve quand j’écris mes dissertaƟons”  

(This [self‐assessment] makes me more reflecƟve when I write my essays)  
– a year 13 student in a quesƟonnaire on using self‐assessment in French. 

Development of reflecƟon to enable student to become more self‐sufficient whilst wriƟng was a key aim of the pro‐
moƟon of self‐assessment with the year 13 French class.  As part of the self‐assessment approach, students would 
analyse their own work, write reflecƟons and the teacher would “mark” their comments.  No grades were given 
during this process.  The overall findings were overwhelmingly posiƟve in favour of using self‐assessment. As  
students were not given grades, they were able to focus fully on their work and through self‐assessing their work, 
students were encouraged to reflect more deeply on their own work.  As their teacher also keeping a note of their 
marks, it was clear that they were making good progress. Another student in year 13 also arƟculated the way in 
which self‐assessment helped her to develop her reflecƟon of her work; “ It [self‐assessment] gives you a chance to 
reflect aŌer having complete it, when you have the perspecƟve of the piece as a whole” 

Students were encouraged to evaluate their work as a whole – as much the areas for improvement as the areas of 
strength.  One student in a mid‐evaluaƟon of self‐assessment noted that; “I did a final summary and comparison 
and clearly stated my overall judgement”, which recognises the student’s confidence in her clarity of work.   
However, in other instances, students noƟced the ways in which they could have improved their work. For  
example, one student noted that when asked about her reference to wider context, she had made “a menƟon, but 
not in depth discussion….I didn’t think it was relevant in regards to essay, but re‐reading, I realised it would have 
strengthened argument.” When a similar acƟvity was trialled with year 12 students and in discussion with the stu‐
dents about their use of self‐assessment, a student menƟoned that although she had not made any changes in light 
of doing the self‐assessment to her essay she “should have done”.  

Students acknowledged the difficulƟes of using self‐assessment which are acknowledged exisƟng research.  One 
year 13 student wrote; “you can become overly criƟcal of yourself” or “when I don’t know where I’ve made mis‐
takes, self‐assessment doesn’t help me to improve”. However, the objecƟons to self‐assessment in terms of being 
too criƟcal of oneself or not knowing how to evaluate the work have an important message for the teacher leading 
the students.  The teacher leading the students must help students learn how to idenƟfy the strengths in their  
essays and help teach students to have confidence in (idenƟfying) the strengths of their work. The comments also 
reveal the importance of the teacher as a facilitator in supporƟng students understand what makes a good piece of 
work.  This stage is as important as the self‐assessment itself.   

In parallel to the use of self‐assessment, students were not given grades, although as their teacher I kept a record 
of their marks in my mark book.  The views from the students on not having grades were also revealing as students 
recognised that they did not require grades on all pieces of work; this showed a significant change in their thinking 
from the start of the year.  One student compared recognised the greater value of the self‐assessment relaƟve to 
receiving a grade; “I sƟll the grade is important but self‐assessments are more important in terms of improving”.  
Another student recognised that in not having a grade, she was able to focus more on the comments; “It [self‐
assessment] allows me to pay more aƩenƟon on the comments rather than just the mark”. That said, students sƟll 
found it helpful to receive grades but recognised that this was only necessary at Ɵmely intervals. One student wrote 
she did not want grades “..every Ɵme” and another student said that she would have wanted it “someƟmes”.  

From the project, there are a number of recommendaƟons:  

• Self‐assessment is posiƟve for student progress in terms of helping them become more reflecƟve learners 
based on student experience, student percepƟon and marks 

• Students should have opportuniƟes to act on their reflecƟons and self‐assessment should be used during a 
process and not always for “final pieces” 

• Grades are not required for every piece of work but rather should be used a Ɵmely intervals 

Next year I am keen to keep invesƟgaƟng and looking at self‐assessment (at Ɵmes instead of using grades) and I will 
be focusing on the following parƟcular areas:  

• Develop a more concise self‐assessment form 
• Enable students to make changes to their work before it is submiƩed 
• Use self‐assessment with a wider range of year groups 
• Be more explicit about not using grades and invesƟgate the effect 



NaƟonal developments in EducaƟonal Research 

Analysing the ‘self‐improving school‐led system’ agenda in England ‐ from the NFER, 3rd July 2018 

A new report analysing how schools in England have interpreted and begun to respond to the government’s ‘self‐improving school‐
led system’ policy agenda has been published today. The four‐year study, undertaken by the UCL InsƟtute of EducaƟon (IOE) and 
funded by the Nuffield FoundaƟon, evaluated the government’s ‘self‐improving school‐led system’ (SISS), which has become an 
overarching narraƟve for educaƟon policy since 2010, making schools more autonomous and accountable for their own improve‐
ment. 

The reforms have included an expansion in the number of academies and the development of MulƟ‐Academy Trusts (MATs), the roll 
back of Local AuthoriƟes (LAs) from school oversight, and the development of new school‐to‐school support models, such as Teach‐
ing School Alliances (TSAs). 

Case study research as well as a survey of almost 700 head teachers and analysis of Ofsted results over a 10 year period found that 
despite the government’s claims to be ‘moving control to the frontline’ and giving schools more autonomy, the reality is very differ‐
ent. Schools are more Ɵghtly regulated than ever, facing pressure to get good exam results and Ofsted grades or face being taken 
over by a MAT. Many schools have felt the need to narrow their curriculum and focus relentlessly on test outcomes in response. 

Chartered College of Teaching supports #LetThemTeach campaign—from the CCT website, 29th June 2018 

Today, the Chartered College of Teaching has announced its support for Tes #LetThemTeach campaign which calls for the whole 
teaching profession to be included on the ‘shortage occupaƟon’ list for teachers. 

Professor Dame Alison Peacock, Chief ExecuƟve of the Chartered College of Teaching, comments:  

“At the Chartered College of Teaching, we hear every day from our members about the fantasƟc work they are doing and the chal‐
lenges they are facing. We know that schools and teachers are under some of the biggest pressures than at any point in the last 30 
years. With 1 in 10 teachers leaving the profession last year, those that remain see their working hours climb upwards while their 
wellbeing drops. 

If we are going to change this course we need to see teachers at all stages of their career receiving support so they can do their jobs 
and provide the best possible educaƟon for children and young people. However, that cannot happen if those that have the skills 
and knowledge to change a young person’s life are prevented from doing so because they’re blocked from joining or worse yet, be‐
ing forced to leave the profession here. 

That is why the Chartered College of Teaching wholeheartedly supports the Tes #LetThemTeach campaign. We want to see the best 
professionals given the opportunity to provide the best educaƟon. Their skills and knowledge should be the deciding factor, not 
where they are from. We want to see the whole teaching profession placed on the visa ‘shortage occupaƟon list’. At a Ɵme when 
teacher shortages are a real concern, let us show that we are listening to the profession’s concerns and working towards easing 
their pressures and removing these unnecessary barriers.” 

A few further key findings from research projects... 
Full details of these invesƟgaƟons are available to Woodford staff in the ‘Research Resource Bank’ 
• ‘Flipped Learning’ techniques in Year 9 Biology allowed teachers and students more Ɵme to focus on higher level skills in 

lesson (KaƟe Estruch and Preet Sehmi—Biology Department) 

• DifferenƟated vocabulary tests in LaƟn led to increased confidence in students—with many ciƟng that the experience was 
producƟve and gave them more Ɵme to complete homework—but also raised concerns about students’ lack of awareness of 
the disadvantages of not knowing key grammar (Jamie McClelland—Head of Classics) 

• A case study of four students compleƟng the ‘Artefact’ opƟon for their Extended Project QualificaƟon determined key condi‐
Ɵons of making which are required for a successful project—including the opportunity to work flexibly and independently, 
having access to art materials and understanding the required outcomes before the project begins—as well as recommend‐
ing that students have at least the equivalent of a B’ grade in Art and Design GCSE in order to complete an Artefact project 
(Emma Liebeskind—Head of Psychology and EPQ Supervisor) 

• A study into students’ understandings of ‘equality’ ‐ and student leadership in the promoƟon thereof—idenƟfied five key 
areas for further consideraƟon (uniform, diet, mental health and wellbeing, content of assemblies and informaƟon on equal‐
iƟes issues) while also enabling students to gain a stronger understanding of the various domains of equality (Jo Pomeroy—
Head teacher) 

• The introducƟon of extension classes in Year 13 Chemistry enabled more students to achieve or exceed their ALPs targets in 
mock exams (Saira Khan—Teacher of Chemistry) 

• A study of students’ engagement with pracƟcal science acƟviƟes discovered that students generally enjoy pracƟcal work, but 
there is scope for improving leadership avenues within it—and meanwhile, pracƟcal science skills require training over Ɵme 
to improve students’ resilience and  
problem‐solving skills (Tony Le—Teacher of Physics) 


