
Welcome to the 29th Edition 
of our newsletter - the first 
of this year and the first 
of many more to come. 
We’re looking forward to 
working with schools in our 
area once again and will be 
sharing all the programmes 
that we will be running in the 
next couple of editions. 

We’re hugely excited to 
promote local and national 
research and educational 
resources that we’re finding 
and even creating and we 
remain entirely focussed on 
supporting one another to 
improve teaching, learning 
and leadership. 

Our network is vast and 
growing working this year 
with schools, colleges and 
universities in the East Riding, 
Hull and North Yorkshire. 
More to follow shortly but for 
now, here are some of the 
best bits from recent times. 

Best wishes for the new 
school year.

WELCOME

Jonathan  
Chapman 

Head of Wonder  
Training School 

Our learning 
community in the 
East Riding

Here is a map showing all of the schools who 
have engaged in training and events this last half 

term! It’s a vibrant community of sharing.

By Teachers For TeachersSEPTEMBER 2021
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Chris Bullough
Head of Walkington Primary School 

Since Jonathan suggested 
I might like to volunteer 
to write the first of these 
short guest articles – in the 
modern ‘cold calling’ method 
of volunteering rather than 
good old-fashioned ‘hands 
up’ style – I have spent a 
number of hours wondering 
what indeed I could share 
which might be of some 
comfort, help or interest to 
others. 

I suspect in common with all 
Heads, I’ve spent far too many 
hours sat alone in an office 
over the last 12 months feeling 
worried, lonely, out of my depth 
and overwhelmed. Too much 
time for self-reflection, yet still 
no SEF to show for it… Now, 
finally, I can sense my thoughts 
moving once more into the 
more comfortable territory of 
the ‘future, strategic’ rather than 
‘crisis, operational’ – ‘cautious 
optimism’ is the phrase of 
the day. The term catch-up 
seems to have been sensibly 
and thankfully replaced by the 
broader notion of educational 
recovery. Everyone, from the 
PM to the parents of next year’s 
EYFS intake, will have a view on 
what this phrase constitutes, but 
for me, today, it means children 
successfully accessing all the 
colourful riches of school life. 

What can be learnt and 
eventually tested must surely be 
carefully balanced with what can 
be experienced and enjoyed? It 
is no coincidence that in those 
eerie, unsettling weeks of the 
first lockdown last Spring, my 
first online purchase was a tin 
of ‘posh, shading pencils’, of 
exactly the kind my favourite 
Middle School teacher would 
sometimes let me use if I was 
doing ‘best work for the wall’. 40 
years on, I can draw an unbroken 
line through time and space 
between my fondest memories 
of school and present-day me, 
particularly in the more creative 
aspects of life. 

One of my greatest professional 
pleasures in normal times is that 
I work in a building which from 
time to time just erupts into 
communal song. I can vividly 
remember the songs I sang at 
school, a heady combination 
of vaudeville style classics 
flamboyantly belted out on 
an old piano from the ‘Ta-ra-
ra-boom-de-ay’ song book, 
through to ‘60s pop hits and 
protest songs. Holding up the 
words, written neatly on sugar 
paper, was a fantastic behaviour 
management strategy for certain 
individuals, and if we were really 
good during these sessions as a 
treat we were allowed a raucous 

encore of one particularly lurid 
and totally inappropriate folk 
song released at some point 
by the Dubliners…. I can say 
no more, so to protect the 
professional reputation of a 
Head who at the time brought 
so much fun, culture and colour 
into our community.

And now, much later on in life, 
I simply adore the sensation 
of communal singing, despite 
the fact that I myself am a 
quite dreadful singer. I was 
that NQT who mouthed along 
awkwardly in assemblies, and 
I fully understand those pupils 
who are still just a little too self-
conscious to fully embrace a 
whole school rendition of Katy 
Perry’s Firework.  
Continued P3

[...] today, it means 
children successfully 

accessing all the 
colourful riches of 

school life.

In April we introduced 
the Forward section 
where a local Head 
spoke about a topic 

that interested them. 
Chris started it all 
of and following on 
from that we had 

14 other heads who 
contributed!
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But I hope they will all get it 
one day, and feel that joy or 
tear jerking emotion of sharing 
a song with others, either sat 
close round a fire, at a gig or in a 
sports stadium. 

We have all done so much 
alone in life over the last year, 
and the silo system we have 
created in schools is of course 
both entirely necessary and 
excruciatingly frustrating. But 
for me, successful educational 
recovery will be signaled not 
just by rebounding standardised 
scores, but by again doing things 
as an entire school community, 
by being back together and 
enjoying activities as a united 
collective. 

After a 
hurricane 
comes a 
rainbow

Katy Perry, 
Firework

Woldgate Summer Concert
And one of the things I 
sincerely hope children 
will do again soon in 
every school, and in 
some way for the rest of 
their days, is sing songs 
together.

Jonathan also asked if I’d 
provide a portrait picture 
to go with this piece. That’s 
the last thing that anybody 
needs right now, so instead 
here is a clip of something 
from my post-pandemic 
bucket list – taking part in 
a Choir!Choir!Choir! event 
if I’m ever allowed to fly to 
Canada.

I hope you enjoy it, and are 
inspired to sing along.

Chris Bullough

https://www.youtube.com/watch?v=7lxHJDONwhQ

RESEARCH LINKS

For more information 
about Rosenshine’s 

Principles of Instruction 
Click here

What is the impact 
of lockdown on 

disadvantaged pupils? 
Read the report from the 

Sutton Trust 
Click here

Multiple reviews highlight the importance of peer interaction during remote learning. Across the 
studies reviewed, a range of strategies to support peer interaction were explored, including peer 
marking and feedback, sharing models of good work, and opportunities for live discussions of 

content.

EEF: Distance Learning, Rapid evidence assessment
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The art of modelling
I believe reading is the vehicle 
that impacts everything. It 
exercises the mind and enlarges 
the cognitive function of the 
brain. Reading is an important 
life skill which leads to many 
opportunities. How many 
times do you know of pupils 
losing a mark on a test because 
they didn’t read the question 
properly? I know it’s not all about 
tests and exams but it’s a simple 
skill that can easily be taught 
through modelling.

Modelling is the key to 
developing independence. 
When tackling a reading 
comprehension question, it’s 
important to know which skills 
are needed to conquer it. 

The pupils are then ready to 
repeat the process in small 
groups, pairs or independently, 
with the help from a teacher. 
This builds up the skills to 
transfer and apply independently.

At Pocklington Community 
Junior School, we use an 
online tool called ‘Cracking 
Comprehension’ by Rising Stars 
to develop our pupils’ reading 
comprehension ability. It’s 
interactive, meaning that the 
teacher has access to the age-
appropriate text and questions 
on the screen with a highlighter 
to model the process of 
retrieving information or quotes 
from an extract. The teacher can 
demonstrate their thought 

process on the screen and type 
their answer as it would be 
written on paper.

We also follow a five-stage 
process of teaching to an end 
product, like a piece of writing. 
This same technique can be 
used in Art, Geography, Science, 
any subject. Picture your subject 
whilst reading through the five 
stages and how this would look 
in your class. Firstly, what is the 
end product you’re wanting from 
the pupils?

Stage 1: Review – Look at a 
good example. Break down all 
the skills involved in creating the 
product. You could even show

Continued P5

KIRSTY  
WHITWORTH

Local Assistant Headteacher Kirsty Whitworth wrote 
this superb article about modelling
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pupils a bad example of what 
it would look like if the skills 
weren’t applied.

Stage 2: Teach – Teach the skills, 
giving pupils a chance to have 
a go at them and identifying 
them on the good example. 
For a piece of writing, this is the 
time to gather vocabulary and 
phrases from the good example 
that can be used in their own 
end product.

Stage 3: Practise – Follow the 
modelling steps leading to pupils 
having a practise of it before 
being asked to produce an 
independent piece of work.

Stage 4: Apply – Pupils apply all 
the skills taught in this process 
and produce their own end 
product.

Stage 5: Evaluate – Pupils assess 
their piece of work against the 
good example at the start. Which 
skills have you shown? What 
could be improved?

When working in nursery-aged 
children, the students often 
repeated the words and phrases 
from stories being read to them. 
They would appear in their 
writing or in the conversations 
they had with their peers; a 
memorable phrase could be the 
powerful tool needed for our 
pupils to succeed. These phrases 
can come from reading. Books 
open up so many opportunities 
for our pupils and with the world 
still turning, everyone inside, a 
book may be the only way of 
travelling somewhere this year.

Break it down:  
The teacher 
breaks the skill 
down into small 
steps.

Show them: 
The teacher 
then shows the 
children how 
to do each step 
with an example 
question.

Think aloud:  
The teacher talks out loud 
through the process of 
misconceptions, solutions and 
reaching the right answer by 
double checking the question.

Answer it:  
The teacher then shows the 
children how to put the answer 
into words.

1. Script your modelling 

While few of us have time to 
write a full script, recording 
some bullet points that remind 
you what you want to draw 
students’ attention to can 
be helpful when recording a 
model response.

2. Give students a success  
criteria to apply to a model

While the success criteria may 
look different, depending on 
key stage and subject area, 
giving students something to 
look for in a model (and apply 
to their own work) is vital for 
successful modelling.

 

3. I do, we do, you do

While this approach 
to modelling can pose 
challenges with pre-recorded 
lessons, it is perfectly 
possible to record yourself 
typing a model response 
onto a PowerPoint or Word 
document. If you teach a 
subject that doesn’t lend itself 
well to typing, there are lots of 
websites that provide online 
whiteboards such as Explain 
Everything. You can draw and 
annotate, while sharing your 
thought process. Students 
can then complete the ‘you 
do’ activity as part of their 
independent practice.

4. Provide scaffolding

In the classroom, we provide 
students with key words, 
formulas and diagrams to 
help them. The same is true of 
remote learning.

When producing modelled 
responses, make sure you 
provide scaffolding. This could 
be differentiated tasks, radial 
questions or visual prompts.
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A typical school day 
is packed with a wide 
variety of reading tasks: 
reading and processing 
instructions to clarifying 
and questioning a text. 
In 2019, only 73% of pupils 
leaving primary school reached 
the expected level for reading 
nationally.1 This can mean that 
many pupils are unprepared 
for the changing demands of 
reading in secondary school and 
find it difficult to catch up which 
may be linked to the fact that, by 
the age of 15, 25% of pupils have 
a reading age of 12 or under.2

However, 20 minutes of reading 
a day makes a significant impact 
on reading skills development 
and pupils can encounter 1.8 
billion words in a year. This 
means the reading we complete 
in our lessons can have a big 
impact.

Each subject discipline uses 
its own set of reading skills 
which are key to reading and 
understanding in the subject. 

1 Department for education 
(2019) National curriculum assessments 
at key stage 2 in England (2019) (interim) 

2 GL assessment (2020) https://
www.gl-assessment.co.uk/press-office/
press-releases/new-study-highlights-
the-importance-of-reading-to-the-
whole-school-curriculum/

Reading Skills

For example, reading like a 
mathematician requires a 
strong Tier 3 vocabulary as 
there are “more concepts 
per word, per sentence, per 
paragraph, than any other 
area”3 and pupils have to sift 
through questions posed and 
remove what is irrelevant to 
the problem. 

3 Schell, V (1982) p152

“Small, daily acts of reading 
matter.” 

Alex Quigley ‘Closing the 
Reading Gap’ (2020)

NICOLA 
WELLOCK

Continued P7

Nicola Wellock prepared a splendid piece on Reading

www.learningpartnership.education @thewonderlp P6jchapman@learningpartnership.education

http://www.learningpartnership.education
mailto:jchapman%40learningpartnership.education?subject=WONDER%20Newsletter


Our reading skills work together 
like jigsaw pieces to help us 
understand meaning. A skilled 
reader may use these skills 
without recognising them. To aid 
pupils in their developing reading 
skills, modelling their use and 
how to apply them to a text is 
extremely beneficial.

We model these reading skills 
with our pupils when we identify 
keywords in a question, and how 
we reread the complex parts 
of a text again to ensure clear 
understanding. We can also 
vary how a text is read in the 
classroom to make reading most 
helpful and purposeful for pupils.

• Teacher reading aloud 
(modelling pace, volume, 
expression, including 
phrasing and fluency) 

• Repeated reading

• Student reading aloud

• Pairs or small groups of 
students reading aloud

• Choral reading

• Individual silently reading

However, up to 8% of pupils 
could be described as ‘poor 
comprehenders’ which means 
they may read aloud fluently 
but may struggle to process 
the information this have read. 
It may be helpful for pupils to 
prepare for discussions based on 
their reading, perhaps using one 
of the following strategies:

• Reciprocal reading – 
students taking on roles 
for reading (predictor, 
questioner, clarifier, 
summariser)

• 3, 2, 1, section and six-word 
summaries

• Using a standard set of 
reading reflection questions: 

 » What do you think 
about…?

 » How do you know that?

 » What is your evidence?

 » What questions do you 
have about…?

 » How would you 
summarise your 
understanding of…?

Aside from the academic 
benefits of being a confident 
reader, links between reading, 
literacy and health, wealth and 
wellbeing are well established. 
Finding a Goldilocks text, one 
not too easy or not too difficult, 
balancing word reading and 
fluency, can maintain a pupil’s 
motivation to read.

If you would like to assess 
the difficulty of a text you are 
reading, you could use the 
following guide:

If you would like to read more about reading skills, I would highly recommend ‘Closing the Reading Gap’ by 
Alex Quigley (2020).
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“Metacognition and self-regulation 
approaches have consistently high 

levels of impact, with pupils making an 
average of seven months’ additional 

progress. “

“Metacognition involves ‘teaching 
pupils specific strategies to set goals, 
and monitor and evaluate their own 

academic development. Self-regulation 
means managing one’s own motivation 
towards learning. The intention is often 
to give pupils a repertoire of strategies 

to choose from during learning 
activities.’ “

EEF Evidence Summary Metacognition 
2018

Metacognition 
We would tell our pupils it is a bad idea to 
get on a train if you don’t know where it is 
going?

Similarly, we would advocate that pupils 
only embark on a piece of work having 
considered the destination of the task?
However, most of us will at some point have found 
difficulties in getting pupils to properly plan their work. 
Often the only time the lack of a plan is revealed is when 
we view the finished product.

The answer to this problem may lie, at least in part, in the 
teaching of metacognition and self-regulation.

In this issue we will look at the almost“mythical” concept of 
metacognition and how we may use it in our classrooms.

Continued P9

We dedicated a whole edition the Metacognition in 
Edition 19 - here are the best bits
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Pupils who succeed 
academically often rely on 
being able to think effectively 
and independently in order to 
take charge of their learning. 
These pupils have mastered 
fundamental but crucial skills 
such as keeping their workspace 
organized, completing tasks 
on schedule, making a plan 
for learning, monitoring their 
learning path, and recognizing 
when it might be useful to 
change course. 

They do not need to rely 
on their teacher as much as 
others who depend on more 
guidance to initiate learning 
tasks and monitor their 
progress.

Pupils who do not learn how 
to “manage” themselves well as 
they proceed through school 
experience more setbacks, 
become discouraged and 
disengaged from learning, and 
tend to have lower academic 
performance. They may also be 
responsible for more classroom 
management issues.

Many teachers enjoy teaching 
pupils how to wield one of the 
most powerful thinking tools: 
metacognition, or the ability to 
think about your thoughts with 
the aim of improving learning. 
A metaphor that resonates with 
many pupils is that learning 
cognitive and metacognitive 
strategies offers them tools to 
“drive their brains.” The good 
news for teachers and their 
pupils is that metacognition can 
be learned when it is explicitly 
taught and practiced across 
content and social contexts.

A pupil who is excited about 
being in the driver’s seat and 
steering toward learning success 
may well be destined to become 
an independent thinker on the 
way to charting a responsible 
course for school, career, 

and life. Being metacognitive 
can be likened to being more 
conscious, reflective, and aware 
of one’s progress along the 
learning path.

Teachers have told us how they 
feel an extraordinary sense of 
pleasure teaching their pupils 
useful strategies that can be 
applied to all aspects of their 
lives in and outside of school.

So what is 
metacognition anyway? 
Alex Quigley - Huntingdon 
Research School:

The EEF’s ‘Metacognition 
and self-regulated learning: 
guidance report’ aims to make 
the research evidence on 
metacognition accessible and 
understood, as well as offering 
solutions to age-old problems 
like helping our pupils to prepare 
for exams, along with tackling an 
array of learning challenges, in 
the classroom and beyond.

It shows how metacognition can 
helpfully be distilled down to 
three key steps in all learning:

“It is about planning how 
to undertake a task, then 
cognitively undertaking that 
activity, while monitoring the 
strategy to check progress, then 
evaluating the overall success.”

Why making sense of 
metacognition matters

What is so striking about the 
guidance report findings is that 
although we know that our 
pupils will develop strategies 
to plan, monitor and evaluate 
their learning naturally, we need 
to be more explicit in how we 
teach to develop such crucial 
metacognitive knowledge and 
understanding.

The benefits are clear. For 
disadvantaged learners in 
particular, this summary of 
international evidence suggests 
that ‘metacognition and self-
regulation’ as a high impact and 
low cost approach to improving 
attainment.

Though we have always known 
about metacognition (for many 
a vague understanding in truth), 
this EEF guidance helps create 
a useful platform to understand 
not just metacognition and self-
regulation, but how our pupils 
best learn.

The guidance from the EEF can 
be accessed by following the link 
below:

Metacognition and Self-
regulated Learning
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“Too often, we teach 
pupils what to think but 

not how to think.”

 OECD Insights (2014)

So what are 
the benefits of 
metacognitive 
strategies?
Metacognition helps 
pupils to become 
independent learners
Metacognitive practices help 
learners to monitor their own 
progress and take control of 
their learning as they read, 
write and solve problems in the 
classroom.

Metacognition has 
a positive impact on 
learning
Metacognition makes a unique 
contribution to learning over 
and above the influence of 
intellectual ability. Learners who 
use metacognitive strategies are 
likely to be able to achieve more. 
Research shows that improving a 
learner’s metacognitive practices 
may compensate for any 
cognitive limitations they have.

5
MINUTE READS

RJMcDonald shares his priorities for when pupils return to school.

From our Research School colleagues at Kingsbridge  
‘Back to school: priorities for the classroom’

 ‘What remote learning has taught us about: explanation’ 
Chris Runeckles
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Plan & 
Organise

Self-reflect

Monitor their 
own work

Direct their 
own learning

Metacognition is useful 
across a range of ages 
and subjects
Metacognitive practices are 
useful for all learners from 
primary level upwards. Using 
metacognition improves pupils’ 
academic achievement across 
learning domains. Metacognitive 
skills help pupils to transfer 
what they have learnt from 
one context to another or 
from a previous task to a new 
task. This includes reading and 
text comprehension, writing, 
mathematics, reasoning 
and problem-solving, and 
memorising.

Metacognition is not expensive to implement

Unlike many other educational interventions, implementing 
metacognition does not require expensive, specialist equipment or 
changes to school infrastructure. The only cost of implementing a 
metacognitive approach is the cost of professional development.

Set goals

Preview/skim 
assignments to 
decide how to 

approach them

Create a timeline to 
divide big tasks into 
manageable chunks

Check their 
progress against 
timeline

Troubleshoot issues

Ask themselves if 
they are doing their 
best work

Pay attention to 
loss of focus

Create an optimal 
study/learning 
environment

Advocate their own 
needs

Self-assess about 
how a task went

Consider how 
effective the 

strategies were

Plan for next time 
- changes to be 

made?

What successful pupils do differently:

Using metacognitive strategies.

www.learningpartnership.education @thewonderlp P11jchapman@learningpartnership.education

Training School Newsletter

http://www.learningpartnership.education
mailto:jchapman%40learningpartnership.education?subject=WONDER%20Newsletter


METACOGNITION:  
KEY RECOMMENDATIONS
The seven key recommendations from the EEF guidance report

2 Monitor: 
Explicitly teach pupils metacognitive strategies, including how to plan, monitor, and evaluate 
their learning

3 Model: 
Model your own thinking to help pupils develop their metacognitive and cognitive skills 

4 Challenge: 
Set an appropriate level of challenge to develop pupils’ self-regulation and 
metacognition

5 Talk: 
Promote and develop metacognitive talk in the classroom 

6 Organise: 
Explicitly teach pupils how to organise, and effectively manage, their 
learning independently

7 Support: 
Schools should support teachers to develop their knowledge of 
these approaches and expect them to be applied appropriately

1 Skills: 
Teachers should acquire the professional understanding and skills to develop their pupils’ 
metacognitive knowledge
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Model your own thinking 
to help pupils develop 
their metacognitive and 
cognitive skills

• Modelling by the teacher is 
a cornerstone of effective 
teaching; revealing the 
thought processes 
of an expert learner 
helps to develop pupils’ 
metacognitive skills.  

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work through 
a task. 

• Scaffolded tasks, like worked 
examples, allow pupils to 
develop their metacognitive 
and cognitive skills without 
placing too many demands 
on their mental resources.

3
Set an appropriate level 
of challenge to develop 
pupils’ self-regulation 
and metacognition

• Challenge is crucial to 
allow pupils to develop and 
progress their knowledge 
of tasks, strategies, and of 
themselves as learners. 

• However, challenge needs to 
be at an appropriate level. 

• Pupils must have the 
motivation to accept the 
challenge. 

• Tasks should not overload 
pupils’ cognitive processes, 
particularly when they are 
expected to apply new 
strategies.

4

• As well as explicit instruction 
and modelling, classroom 
dialogue can be used to 
develop metacognitive skills. 

• Pupil-to-pupil and pupil-
teacher talk can help to build 
knowledge and understanding 
of cognitive and metacognitive 
strategies.  

• However, dialogue needs to 
be purposeful, with teachers 
guiding and supporting the 
conversation to ensure it is 
challenging and builds on 
prior subject knowledge.

Promote and develop 
metacognitive talk in 
the classroom

5
Explicitly teach pupils 
how to organise and 
effectively manage their 
learning independently

• Teachers should explicitly 
support pupils to develop 
independent learning skills.  

• Carefully designed guided 
practice, with support 
gradually withdrawn as the 
pupil becomes proficient, 
can allow pupils to develop 
skills and strategies 
before applying them in 
independent practice. 

• Pupils will need timely, effective 
feedback and strategies to be 
able to judge accurately how 
effectively they are learning.  

• Teachers should also 
support pupils’ motivation to 
undertake the learning tasks.

6
Schools should support 
teachers to develop 
knowledge of these 
approaches and expect 
them to be applied 
appropriately

• Develop teachers’ knowledge 
and understanding through 
high quality professional 
development and resources. 

• Senior leaders should 
provide teachers with 
time and support to make 
sure approaches are 
implemented consistently.  

• Teachers can use tools such 
as ‘traces’ and observation 
to assess pupils’ use of self-
regulated learning skills.  

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built into 
their teaching activities.

7

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, their 
learning.   

• Developing pupils’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an effective 
way of improving pupil 
outcomes. 

• Teachers should support 
pupils to plan, monitor, and 
evaluate their learning.

Teachers should 
acquire the professional 
understanding and skills 
to develop their pupils’ 
metacognitive knowledge

  

1

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
pupils’ learning. 

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, the 
strategies are mostly applied 
in relation to specific content 
and tasks, and are therefore 
best taught this way. 

• A series of steps—beginning 
with activating prior 
knowledge and leading 
to independent practice 
before ending in structured 
reflection—can be applied 
to different subjects, ages 
and contents. 

Explicitly teach pupils 
metacognitive strategies, 
including how to plan, 
monitor, and evaluate 
their learning

2

 

  

  

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

Model your own thinking 
to help pupils develop 
their metacognitive and 
cognitive skills

• Modelling by the teacher is 
a cornerstone of effective 
teaching; revealing the 
thought processes 
of an expert learner 
helps to develop pupils’ 
metacognitive skills.  

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work through 
a task. 

• Scaffolded tasks, like worked 
examples, allow pupils to 
develop their metacognitive 
and cognitive skills without 
placing too many demands 
on their mental resources.

3
Set an appropriate level 
of challenge to develop 
pupils’ self-regulation 
and metacognition

• Challenge is crucial to 
allow pupils to develop and 
progress their knowledge 
of tasks, strategies, and of 
themselves as learners. 

• However, challenge needs to 
be at an appropriate level. 

• Pupils must have the 
motivation to accept the 
challenge. 

• Tasks should not overload 
pupils’ cognitive processes, 
particularly when they are 
expected to apply new 
strategies.

4

• As well as explicit instruction 
and modelling, classroom 
dialogue can be used to 
develop metacognitive skills. 

• Pupil-to-pupil and pupil-
teacher talk can help to build 
knowledge and understanding 
of cognitive and metacognitive 
strategies.  

• However, dialogue needs to 
be purposeful, with teachers 
guiding and supporting the 
conversation to ensure it is 
challenging and builds on 
prior subject knowledge.

Promote and develop 
metacognitive talk in 
the classroom

5
Explicitly teach pupils 
how to organise and 
effectively manage their 
learning independently

• Teachers should explicitly 
support pupils to develop 
independent learning skills.  

• Carefully designed guided 
practice, with support 
gradually withdrawn as the 
pupil becomes proficient, 
can allow pupils to develop 
skills and strategies 
before applying them in 
independent practice. 

• Pupils will need timely, effective 
feedback and strategies to be 
able to judge accurately how 
effectively they are learning.  

• Teachers should also 
support pupils’ motivation to 
undertake the learning tasks.

6
Schools should support 
teachers to develop 
knowledge of these 
approaches and expect 
them to be applied 
appropriately

• Develop teachers’ knowledge 
and understanding through 
high quality professional 
development and resources. 

• Senior leaders should 
provide teachers with 
time and support to make 
sure approaches are 
implemented consistently.  

• Teachers can use tools such 
as ‘traces’ and observation 
to assess pupils’ use of self-
regulated learning skills.  

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built into 
their teaching activities.

7

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, their 
learning.   

• Developing pupils’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an effective 
way of improving pupil 
outcomes. 

• Teachers should support 
pupils to plan, monitor, and 
evaluate their learning.

Teachers should 
acquire the professional 
understanding and skills 
to develop their pupils’ 
metacognitive knowledge

  

1

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
pupils’ learning. 

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, the 
strategies are mostly applied 
in relation to specific content 
and tasks, and are therefore 
best taught this way. 

• A series of steps—beginning 
with activating prior 
knowledge and leading 
to independent practice 
before ending in structured 
reflection—can be applied 
to different subjects, ages 
and contents. 

Explicitly teach pupils 
metacognitive strategies, 
including how to plan, 
monitor, and evaluate 
their learning

2

 

  

  

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

Model your own thinking 
to help pupils develop 
their metacognitive and 
cognitive skills

• Modelling by the teacher is 
a cornerstone of effective 
teaching; revealing the 
thought processes 
of an expert learner 
helps to develop pupils’ 
metacognitive skills.  

• Teachers should verbalise 
their metacognitive thinking 
(‘What do I know about 
problems like this? What 
ways of solving them have 
I used before?’) as they 
approach and work through 
a task. 

• Scaffolded tasks, like worked 
examples, allow pupils to 
develop their metacognitive 
and cognitive skills without 
placing too many demands 
on their mental resources.

3
Set an appropriate level 
of challenge to develop 
pupils’ self-regulation 
and metacognition

• Challenge is crucial to 
allow pupils to develop and 
progress their knowledge 
of tasks, strategies, and of 
themselves as learners. 

• However, challenge needs to 
be at an appropriate level. 

• Pupils must have the 
motivation to accept the 
challenge. 

• Tasks should not overload 
pupils’ cognitive processes, 
particularly when they are 
expected to apply new 
strategies.

4

• As well as explicit instruction 
and modelling, classroom 
dialogue can be used to 
develop metacognitive skills. 

• Pupil-to-pupil and pupil-
teacher talk can help to build 
knowledge and understanding 
of cognitive and metacognitive 
strategies.  

• However, dialogue needs to 
be purposeful, with teachers 
guiding and supporting the 
conversation to ensure it is 
challenging and builds on 
prior subject knowledge.

Promote and develop 
metacognitive talk in 
the classroom

5
Explicitly teach pupils 
how to organise and 
effectively manage their 
learning independently

• Teachers should explicitly 
support pupils to develop 
independent learning skills.  

• Carefully designed guided 
practice, with support 
gradually withdrawn as the 
pupil becomes proficient, 
can allow pupils to develop 
skills and strategies 
before applying them in 
independent practice. 

• Pupils will need timely, effective 
feedback and strategies to be 
able to judge accurately how 
effectively they are learning.  

• Teachers should also 
support pupils’ motivation to 
undertake the learning tasks.

6
Schools should support 
teachers to develop 
knowledge of these 
approaches and expect 
them to be applied 
appropriately

• Develop teachers’ knowledge 
and understanding through 
high quality professional 
development and resources. 

• Senior leaders should 
provide teachers with 
time and support to make 
sure approaches are 
implemented consistently.  

• Teachers can use tools such 
as ‘traces’ and observation 
to assess pupils’ use of self-
regulated learning skills.  

• Metacognition shouldn’t be 
an ‘extra’ task for teachers 
to do but should be built into 
their teaching activities.

7

• Self-regulated learners are 
aware of their strengths 
and weaknesses, and can 
motivate themselves to 
engage in, and improve, their 
learning.   

• Developing pupils’ 
metacognitive knowledge 
of how they learn—their 
knowledge of themselves 
as a learner, of strategies, 
and of tasks—is an effective 
way of improving pupil 
outcomes. 

• Teachers should support 
pupils to plan, monitor, and 
evaluate their learning.

Teachers should 
acquire the professional 
understanding and skills 
to develop their pupils’ 
metacognitive knowledge

  

1

• Explicit instruction in 
cognitive and metacognitive 
strategies can improve 
pupils’ learning. 

• While concepts like ‘plan, 
monitor, evaluate’ can be 
introduced generically, the 
strategies are mostly applied 
in relation to specific content 
and tasks, and are therefore 
best taught this way. 

• A series of steps—beginning 
with activating prior 
knowledge and leading 
to independent practice 
before ending in structured 
reflection—can be applied 
to different subjects, ages 
and contents. 

Explicitly teach pupils 
metacognitive strategies, 
including how to plan, 
monitor, and evaluate 
their learning

2

 

  

  

Summary of recommendations

METACOGNITION AND 
SELF-REGULATED LEARNING

www.learningpartnership.education @thewonderlp P13jchapman@learningpartnership.education

Training School Newsletter

http://www.learningpartnership.education
mailto:jchapman%40learningpartnership.education?subject=WONDER%20Newsletter


20

4 Ways to Use Effective 
Feedback to Ensure 
Progress
Use effective feedback to maximise  
outcomes for learners, with these sound ideas from 
David Spendlove...

1 Faults and Fixes

It’s important to have the correct classroom environment 
for peer-to-peer work to be successful. This means that 
there should be a shared understanding of its benefits.

Using a ‘faults and fixes’ table provides an easy way to 
structure a peer review exercise. When using the table 
pupils will be peer-assessing each other’s work against set 
criteria, which has been established and shared.

Introduce the table by saying, ‘You now have five minutes 
to review your partner’s work and complete the table by 
finding five faults and recommending five fixes’.

2 A two-way process

Turning marking into a two-way process makes it a much more productive activity. Instead of simply 
adding comments, ask questions in the marking feedback, such as, ‘How do you know?’; ‘Can you 
explain how you decided this?’; or ‘Why might this be incorrect?’.

Such questions deliberately try to provoke thinking and dialogue, rather than the teacher simply 
doing the thinking for the pupil by marking something as correct.

Of course, for this to be effective, time has to be made available for learners to respond to the 
questions.

DAVID SPENDLOVE

Continued P15

We moved to looking at progress in lessons in Edition 20 
and wrote several articles around this
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3 Find a balance

Feedback should provide two types of information: verification and elaboration.

Verification informs the learner to what extent their work is correct, and elaboration guides the 
learner towards an improved response.

Getting the balance right is an important part of effective formative feedback; and carrying out an 
audit to find out whether the balance between elaboration and verification is right for you and your 
pupils is an effective way of improving learner outcomes.

4 Praise well

We all like to be praised, and the rule of thumb related to feedback is that we should praise between 
four and five times more than we criticise (but this isn’t a science).

Some findings from research show:

 ∞ Praise works if it is specific, sincere and varied.

 ∞ Personal praise tends to make pupils feel less successful, as a failure in the task was related to a 
lack of intrinsic ability.

 ∞ Process praise has less detrimental effects, as it relates to factors a pupil can control, such as the 
amount of time allocated to a task.

David Spendlove is Professor of Education and Director of Teaching and Learning at the University of 
Manchester and an expert in AfL, research and teaching methods.
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Top 5 Tips to Show 
Progress in Lessons

AMY SARGENT - TEACHER & AUTHOR OF “OUTSTANDING LESSON”

Progress checks should definitely not just be the teacher asking the pupils where they think they are in terms of 
levels at one stage and then again at another stage of the lesson. 

I will honestly admit that in my first year of teaching, I did this. I had a little graph on the board where they 
placed their current level and then moved it at stages in the lesson. Did I think it was great? Yes. Did the 
observer? No! It was then that I knew I had to change the way I assessed progress.

1 Track Racing.

Display the image of a track and use the structure of a race as a way of pupils demonstrating 
progress.

 ∞ Stage 1 is the start line: what do they know already? Annotate their track or make a statement in 
their book.

 ∞ Stage 2: First bend/hurdle. After having taught a little content, what can they add to their initial 
thoughts/knowledge?

 ∞ Stage 3: Halfway round the track. What else can be added? Can they formulate a question?

 ∞ Stage 4: Final bend. How can they start to piece the information together?

 ∞ Stage 5: Finish line. Answer to key question or lesson objective.
Continued P17
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2 Mindmaps and Coloured Pens.

At the start of the lesson, ask pupils to jot down anything 
they know about the topic or any ways in which they 
think they could answer the key question, using their 
normal pen. After having taught some content, ask 
them to add to this mindmap, but using a DIFFERENT 
colour pen. You could continue changing colours as the 
lesson progresses. This is a great, visual and quick way to 
demonstrate to an observer the progress that has been 
made at each stage.

3 Progress Boxes.

These are a good way to show progress with a lower 
ability group or when starting a new topic. Provide pupils 
with a piece of paper and a set amount of boxes for 
words. For example, if I wanted my pupils to end the 
lesson with having a full sentence about an opinion on a 
school subject, I would have BOX 1 as “opinion”. I would 
then re-visit or teach (if a new topic) opinions, ending that 
stage of the lesson with pupils filling in their opinion box. 
BOX 2 would be a school subject. Therefore, I would have 
a vocabulary hunt or a carousel activity whereby pupils 
find out these new words. As a pit stop, they then fill in 
BOX 2 with a school subject matching their initial opinion, 
e.g. “J’adore le français”. They are showing progress 
because not only are they building sentences but also 
using logic to match the subject to the opinion they have 
already given. BOX 3 and 4 teaching of connectives so 
that they find out what “parce que” and “c’est” means. 
These go in BOXES 3 and 4. 

In my most recent observation of this lesson, I had a 
code that they had to crack to find this information out. 
BOX 5: adjectives. Another information hunt or carousel 
activity to learn some new adjectives, placing one that 
logically fits in with their previous words, e.g. “J’adore le 
français parce que c’est utile.” A variation on this for more 
able is to a) not provide as much guidance either visually 
or verbally, just give blank boxes they have to fill in, and 
b) ask them to annotate the links between the boxes 
with other complex structures, such as intensifiers or 
signposts.

The WONDER Training School 
has a dedicated Teaching and 

Learning Twitter feed at  
@thewonderlp

We would like to start  
sharing examples of excellent 

Teaching and Learning practice 
in our schools.

If you have a particular strategy 
that is useful; an example of 

where you have applied research 
to your own practice; or 

examples of resources or work 
that demonstrate the impact  

of your teaching,  
please forward to:  

jchapman 
@learningpartnership.education

We look forward to 
receiving your  
fantastic ideas!
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4 Criteria Check.

Review your lesson and really look at 
what you want your pupils to have 
achieved at each stage. Put this into 
pupil speak in a table/graph/timeline 
and leave space next to it so that pupils 
can write answers, e.g. STEP 1: I can 
give a simple opinion, STEP 2: I can 
add a school subject to my opinion, 
STEP 3: I can justify my opinion, etc. 
Teach using a variety of methods and, 
at the end of each stage, ask them 
to evidence, next to the criteria, how 
they have met it. This MUST then be 
followed up, whether it be through 
questioning, peer assessment, TA/
teacher assessment. Continue teaching 
and have pupils evidence their work at 
each stage. Their progress is visual to 
them and an observer.

5
MINUTE READS

‘Troublesome boys and  
compliant girls’  
by Ben Crockett

Ben Crockett summarises the key 
findings from a research paper on 

gender underperformance by Jones 
& Myhill.

The Best 3 Sentences in Education – 
David Didau

10 easy ways to demonstrate 
progress in a lesson by Gillian 

Galloway for UK EdChat  
Click Here to Read

5 Pie Chart.

Provide pupils with a blank pie chart or ask them to 
draw one in their book. I have found divided into 3 or 
4 sections is best. One should be labelled with “What 
do I already know?” Pupils then jot their thoughts/
prior knowledge down. Another section is to be 
labelled as “What can I add?” or, if you do pit stops, the 
number of pit stop. At each of these, ask them to add 
to their pie chart, based on what they have learned 
up to that point. Another section is to be labelled as 
“KQ” in which they put all of this together, in order to 
answer the set key question. Of course, they could be 
adding to this at any stage of the lesson, but again, it 
is a visual way to show progress. You might also want 
to ask pupils to have a section labelled as “Questions” 
and ask them to write down anything else they would 
like/need to know or a question they have for the 
class/you regarding the topic.

No matter what, progress needs to be clear and, of 
course, it doesn’t always have to be in a visual format, 
but if not, the questioning needs to be really targeted 
and show how pupils have moved from one part of 
the lesson to the next.
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Primary to 
Secondary Transition
Transition between key stages is always a major 
milestone for pupils and students, but the challenges 
of the past academic year make this an especially 
pressing priority for all teachers.

At a national level, the research on transition is clear. The new EYFS 
framework has a much greater focus on transition between EYFS and 
Key Stage 1, while Ofsted’s 2015 report Key Stage 3: the wasted years?, 
highlighted that – at a national level – transition between primary to 
secondary was “too often poorly handled”.

It is a privilege, then, to focus on the fantastic work that is happening 
across the Trust to ensure that the academic and pastoral transition of all 
pupils and students in our care is managed so carefully and thoughtfully. 
From cross-phase moderation and planning, to the vast range of transition 
activities and support on offer, our approach to transition is further 
evidence that working collegiately – across key stages and schools – is one 
of the many benefits of being part of a close partnership

We are delighted to hear from Kelly Foxton, Head of School at Melbourne 
Primary school, as she discusses effective transition, at both a whole-
school and departmental level. 

The WONDER Training School 
has a dedicated Teaching and 

Learning Twitter feed at  
@thewonderlp

We would like to start  
sharing examples of excellent 

Teaching and Learning practice 
in our schools.

If you have a particular strategy 
that is useful; an example of 

where you have applied research 
to your own practice; or 

examples of resources or work 
that demonstrate the impact  

of your teaching,  
please forward to:  

jchapman 
@learningpartnership.education

We look forward to 
receiving your  
fantastic ideas!

Kelly Foxton, local Headteacher wrote brilliantly about 
Transition. 
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Making the change:  
what is effective transition?

Kelly Foxton discusses ways to ensure transition between primary 

and secondary supports pupils both academically and pastorally

Why strive for effective 
transition?

Moving to a new school or setting is an incredibly significant part of any child’s school career. It can be an 
incredibly exciting experience but also an anxious time for many children. In addition, it is widely recognised 
that a child can regress academically by up to 6 months when transferring schools. According to the Institute of 
Education children who experience a successful transition typically greatly expand their friendships, and display 
higher levels of self-esteem and confidence once at Secondary School. They also settle well into school life, 
demonstrate greater levels of interest in school and work in comparison to Primary School, find it easy to adopt 
new routines and find work completed in Year 6 to be useful for the work they have to undertake in Year 7. It is 
for this reason that Primary to Secondary School transition should be well coordinated and handled with great 
care.

What the 
research 
says?
Much time and careful planning 
is spent ensuring that children 
transitioning from Year 6 to Year 
7 are supported pastorally. This is, 
without a shred of doubt, incredibly 
important. After all, children need 
to feel safe, secure and settled if 
they are to make any progress. 
However, OFSTED’s 2015 report KS3: 
The wasted years? suggests that 
assessment, monitoring and especially Pupil Progress often sit secondary to emotional and pastoral support 
provided to children. In terms of academia the Year 6 curriculum is both rigorous and challenging and sees 
children having incredibly high academic expectations placed upon them.

KELLY FOXTON
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What does transition really mean?
It is recognised that there are three measures of effective transition: social adjustment; institutional adjustment 
and curriculum interest and continuity. Both social and institutional adjustment are aspects that are often 
achieved over time - children maintaining and creating friendship groups and becoming familiar with routine 
systems and structures. Indeed, some may say that for most children these elements of effective transition are 
achieved over time in line with maturity and developing confidence. The final aspect of effective transition is 
somewhat more challenging to achieve – the curriculum continuity.

Year 6 in a nutshell
All Year 6 teachers know that there are two key aspects of the year – SATS and secondary school transition! 
At this point in a child’s primary career, being the oldest pupils in the school, the focus can be placed on the 
curriculum as their social and infrastructural understanding is fully developed within the primary school setting. 
It may therefore not be surprising that the expectation placed on Year 6 pupils is rigorous and demanding. 
Children are asked to take part in a very full agenda, whereby although lesson content is delivered by one class 
teacher, the subject work itself changes. For example, in maths, a child who is meeting National expectations 
will readily be able to solve algebraic equations, as well as manipulating simple formulae. In statistics they 
will interpret and construct pie charts and line graphs using the data to draw conclusions. The Year 6 English 
curriculum requires children to understand and use a range of cohesive devices in their writing, as well as using 
varied clause structures. A secure Year 6 child will be expected to use all aspects of punctuation throughout 
various genres of writing. They are required to demonstrate and apply these concepts across all other areas of 
the curriculum.
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Being Year 7 ready
Often primary schools are places that some may 
describe as a ‘family’. Pupils become members 
of this family and as teachers we become heavily 
invested in their onward journey. As such teachers 
are often very available for parents as a means 
of support which poses a risk that independence 
and responsibility are hindered. It is important for 
primary colleagues to understand that in addition 
to the curricular expectations, there are a number 
of other aspects to focus on with their children, 
namely:

 ∞ Independence

 ∞ Organisational and Social Skills

 ∞ Self-sufficiency

 ∞ Being a ‘ready’ learner

Hopefully, a focus on these qualities will help 
children cope more fully with the social and 
emotional challenges of secondary school.

Tips for supporting transitions -  
social adjustment
 ∞ Use of remote tools such as online platforms may be helpful to begin to support children to make links with 

others within their tutor group and beyond. Plan fun and creative activities for children to engage in.

 ∞ Consider ways of setting up ‘buddy systems’ and ‘e-buddies’ via school emails or virtual learning 
environments. Setting up ICT accounts early for the current Year 6s may be helpful. This may be other Year 
6 children or children who are already in the school.

 ∞ Consider children who may be the only child coming from their school as well as other more vulnerable 
children, including those with SEND. Create a dialogue with primary teachers to identify children at 
particular risk.

 ∞ Meet or create ‘Friendly face’ videos from older pupils who will be in roles as peer mentors, leading clubs 
etc. Follow this through once schools are open.

 ∞ Create Year 7 tutor groups now and have tutor meetings before the summer holiday.
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The WONDER Training School 
has a dedicated Teaching and 

Learning Twitter feed at  
@thewonderlp

We would like to start  
sharing examples of excellent 

Teaching and Learning practice 
in our schools.

If you have a particular strategy 
that is useful; an example of 

where you have applied research 
to your own practice; or 

examples of resources or work 
that demonstrate the impact  

of your teaching,  
please forward to:  

jchapman 
@learningpartnership.education

We look forward to 
receiving your  
fantastic ideas!

Tips for supporting transitions - 
institutional adjustment
 ∞ Help children to become familiar with your staff: meet key staff introducing themselves (SLT, Year Heads, 

Inclusion Team, Department Heads, Year 7 tutors etc). Vlogs can then be added to websites and social 
media.

 ∞ Photos and videos of where children will eat lunch, the toilets, the SEND base etc.

 ∞ Videos of journeys around the school and mini tours of key areas – children can watch these over the 
summer.

 ∞ Simple maps with photographs of key areas attached.

 ∞ Breaking down secondary vocabulary e.g. ‘tutor’.

 ∞ Examples of a typical Year 7 timetable and how to use it.

 ∞ Welcome booklets online.

 ∞ A ‘treasure hunt’ involving activities to encourage pupils to explore 
the school website to find answers to commonly asked questions e.g. 
timetable, lesson times etc.

Tips for supporting 
transitions - curriculum 
interest and continuity
 ∞ Take opportunities to create links with primary staff and their classes.

 ∞ Consider setting up simple Year 6 projects with the class teachers, 
with feedback and sharing involving both Year 6 teachers and Year 7 
tutor staff. How are Year 6 teachers currently setting work for their 
pupils? Ensure that projects are fun and creative rather than having a 
pure academic focus.

 ∞ Consider ways of building and promoting resilience and emotional 
wellbeing.

 ∞ ‘All about me’ booklets could be completed by pupils and sent to 
their new tutors in the summer term to begin to build connections. 
The tutor could also send their tutor group a document all about 
them.
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Carl Duck 
Funding Manager at 
Hornsea Nursery School

FUNDING
Where to start the search
As Funding Manager at Hornsea Nursery School I have spent the last seven years understanding the 
complexities of schools; from the enormous challenges faced by a Headteacher on a daily basis; the role of 
the Governing Body; the School Business Management function; the aspirations of teaching staff; the needs of 
the children; the needs of the parents; the role that volunteers can play in the school and the socio/economic/
environmental/cultural issues impacting on the local community. 

I have taken in all this information, thought about it, thought about it some more, had numerous cups of tea 
and then presented a range of ideas to the Headteacher and then said – 

“I know a place we can apply for funding to support us to do that….”

The Basic Principles

My advice to any school that is looking for funding is to, as they say in local authorities, secure the ‘low hanging 
fruit’ – whatever that means in English. My interpretation of it is to start out by securing funding that is straight 
forward, relatively quick and low risk. This week - Awards for All.

Applying for one of these grants is 
probably the easiest way to start.

The key thing to remember is the 
following - schools can apply as long 
as the project benefits and involves 
the communities around the school. 

Awards for All do not allow you to 
apply for funding for sports activities 
and they will not fund general 
applications for ICT equipment 
or resources that a school has a 
statutory responsibility for supplying 
– this is often why applications are 
rejected.

Where Awards for All will be 
supportive is where schools work in 

partnership with the local community to deliver activities. These activities can take place in school or they can 
be located on school grounds, but providing opportunities for the community to become engaged is important. 

National lottery – Awards for All
https://www.tnlcommunityfund.org.uk/funding/programmes/
national-lottery-awards-for-all-england

Up to £10,000 of funding available per application

Decision within three months (normally – can be quicker)

One application per year (you can re-apply immediately if you 
are unsuccessful)

Success rating – 8 out of 10  
   (a good chance you will be successful)

Carl Duck joined our group and unlocked the key to allow 
many of us to access additional funding for our schools. 
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Awards for All also likes the community to a voice in the application. You need to demonstrate that there is a 
need for the activity or resources and that the community will benefit.

The application form itself is online and asks for some general information. The sections which take the longest 
are those which ask about the project; how the projects links to the objectives of Awards for All and you know 
there is a need locally. In total these three sections are 900 words.

Finally, you need a bank account and a Bank Statement from the past two months to add as a PDF to the form.

Ideas for Awards for All Applications
I think that if you are interested in this funding you could utilise it for some of the following general themes:

 ∞ Developing outdoor area which might involve volunteers to support children

 ∞ Developing quiet spaces for children or families to use on site

 ∞ To support low level mental health interventions

 ∞ Cookery projects

 ∞ Gardening and allotments

 ∞ Reading projects

 ∞ Intergenerational projects

 ∞ Projects that promote inclusion

 ∞ Post Covid community support

 ∞ ICT projects where there is a level of community involvement

 ∞ Developing and supporting volunteering

I hope that this helps. 

Carl Duck 
Funding Manager, Hornsea Nursery School 

duckc@hornseanursery.co.uk 

5
MINUTE READS

The Move from Primary to Secondary by Debbie Friis. 
Click Here

Jo Castelino explores the importance of consistency in this blog. 
Click Here

In this TES article, David Alcock explores what he means by a hopeful education. 
Click Here
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The Benefits of Physical Education For All
Teaches Self Discipline

Most people see PE as a way to 
ensure that students are kept 
physically healthy – but it also 
teaches them many lessons 
which can be converted into 
real-life scenarios when they 
grow up. Self-discipline is one 
of the most important skills to 
have – especially when revising 
for exams and working full time 
as an adult. Physical Education 
helps to teach this.

Improves leadership 
skills and goal setting

Alike to self-discipline, it is 
extremely important to teach 
our pupils good leadership skills 
to prepare them for their future 
in the world of work. Allocating 
team captains for sports can 
help pupils learn to work with 
small groups and assist them to 
complete a common task (for 
example, score a goal). This is 
the same for other important 
skills such as communication, 
goal setting and working as a 
team.

It is clear that one subject 
that may have suffered 
more than most due to 
the restrictions placed on 
us due to Covid has been 
Physical Education. 
Physical Education in school is 
one of the most powerful ways 
to assist with present and future 
health issues for our pupils – 
both mentally and physically. 
Here are just a few benefits:

Improved Physical 
Fitness

As the most prominent and 
obvious benefit – the use of 
physical activities throughout the 
curriculum help to improve our 
student’s overall current physical 
fitness. Ensuring that children are 
physically fit from a young age 
can help prevent future health 
issues such as diabetes, heart 
disease, asthma and high blood 
pressure – so it is important to 
create healthy habits early on 
within our pupil’s lives.

Stress Reduction

Everyone knows that education, 
lessons and exams can cause 
mass amounts of the stress 
of students of a certain age – 
especially in secondary school. 
Encouraging fun in sports-
related environments can help 
to give them a break from the 
school-related stress that they 
may be feeling throughout the 
day and give them a fun and 
healthy outlet for this.

Respect

Finally, one of the most 
important benefits of Physical 
Education is teaching our 
students respect. This includes 
respect for their personal 
physical and mental health 
– as well as respect for 
our classmates/teammates 
which can be reciprocated 
in other social and working 
environments.
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How to write like a….
Kirsty McMurdo discusses how pupils and students can become effective writers in 
every subject

At training days, the 100-year-old quotation by George Sampson –”All teachers are teachers of English because 
every teacher is a teacher in English” – is routinely shared as an introduction to literacy training.

From there, the focus often falls on reading. This is inevitable, given the presence of reading national curriculum 
tests at Key Stage 1 and 2, and the fact that many GCSE exams require a reading age of 15+.

There is no doubt that “every teacher is a teacher in English”, and that students and pupils encounter a vast array 
of reading material during their time in education. However, there is another key area of literacy that impacts 
upon all teachers: writing. Writing is the subject with the worst performance compared with reading, maths and 
science at Key Stages 1 and 2. While harder to measure at secondary level, a huge number of subjects require 
students to produce extended writing responses.

It seems that the importance of writing often plays second fiddle to reading. There is a raft of evidence 
regarding the importance of reading across all key stages, with data showing that “developing a love of reading 
can be more important for a child’s educational success than their family’s socio-economic background”.1 
While data exists for writing, it is less comprehensive.

Of course, reading is vital to educational and socio-economic success, not to mention its positive impact on 
creativity and mental wellbeing. However, we cannot ignore the interconnectedness of reading and writing. 
In my experience, a pupil or student’s writing ability is an equally important to all of the above. It’s easy to spot 
pupils and students who come from ‘word-rich’ backgrounds: they have been exposed to a range of texts 
and have an internalised framework to draw upon when asked to produce writing tasks. They are the pupils 
and students who begin planning within seconds of being issued with instructions; they are the ones whose 
vocabulary – from tier one to tier three – is assured; and they are the ones who can draw upon the range of 
grammatical constructions they have encountered in their curricular and wider reading to produce fluent, 
mature pieces of extended writing.

However, there are also pupils and students who struggle to put pen to paper. When given a writing task, they 
don’t have a rich network of reading material to draw upon. With little experience of challenging fiction, non-
fiction and subject-specific material, they lack the skeleton upon which they can flesh out their own ideas.

So, what can we do to help? How do we close the gap between the so-called ‘word rich’ and ‘word poor’? And 
how do we ensure that all pupils and students are able to write as scientists, geographers and historians? There 
is no magic bullet, but disciplinary literacy – the literacy required to read, write and communicate effectively in 
every subject discipline – is a good starting place. Over the years, I have experimented with a range of writing 
strategies – some have worked brilliantly, some are currently languishing in the bin of failed educational ideas – 
and I think these are the best strategies to help pupils and students develop the disciplinary literacy to write like 
an expert in every subject area.

1 Organisation for Economic Co-operation and Development (OECD) 2002

Continued P28

Kirsty McMurdo, local Assistant Headteacher wrote in 
June of this year about writing - a splendid piece
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Scaffolding writing

In Early Years, evidence suggests that unstructured activities are most effective at improving writing. However, 
from Key Stage 1 onwards pupils and students need to be taught how to plan, monitor and evaluate their writing 
across all subject disciplines.

We, therefore, need to teach pupils and students how to produce writing through appropriate scaffolding. 
In essence, we want to provide pupils and students with the skeleton structure in primary and build on this 
throughout Key Stage 3 and 4.

In the first instance, this comes down to planning. At primary level, pupils are given time to plan, draft and re-
edit their work. However, planning is not given the same prominence at secondary level. As students and pupils 
work towards an exam system that focuses on producing extended 
responses in timed conditions, planning becomes something that – to 
many – uses precious time that could be spent writing a response.

However, the old adage fail to plan, plan to fail is still relevant in today’s 
pressured educational system. As teachers of writing, we need to work 
together to ensure pupils can plan effectively in primary, and to ingrain 
this mentality at secondary level. The planning, creation and scaffolding 
of writing is a complex business. However, one way that all teachers can 
scaffold their approach to writing – a key recommendation of the EEF’s 
Special Education Needs in mainstream schools – is through the use of 
structure strips.

The focus really isn’t on the piece of strip itself, but on the effective 
teaching of the individual writing components. By devising a consistent 
way to approach a task, all pupils and students are given a clear 
structure that they can internalise and adapt. With repeated practice, the 
scaffolding provided by the structure strips can then be removed.

This is in line with the EEF’s Improving literacy reports that cover EYFS 
to KS4, where the guidance states that writing should be taught “using 
modelling and structured support, which should be gradually reduced 
as a child progresses until the child is capable of completing the activity 
independently” (Improving literacy in Key Stage One) and that “teachers 
can break writing down into planning, monitoring and evaluation, 
and support students by modelling each step” (Improving literacy in 
secondary schools).

5
MINUTE READS

This week’s article focuses 
on effective approaches to 
extended writing, drawing 

heavily upon the EEF’s guidance 
reports on literacy. It’s well worth 

reading each report, as they 
contain lots of practical advice, 
but it’s also possible to view the 
summary of recommendations 

for each report.

For EYFS, click here.

For Key Stage One, click here.

For Key Stage Two, click here.

For secondary, click here.

Continued P29
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Source A - 21st Century non-fiction 
 
Elizabeth Day has been sent to report on the 2005 Glastonbury Festival1 for a Sunday newspaper. 
 

Are we having fun yet? 
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Anton is standing knee-deep in tea-coloured water. He is covered in a slippery layer of dark- 
brown mud, like a gleaming otter emerging from a river-bed. The occasional empty bottle of  
Somerset cider wafts past his legs, carried away by the current. "I mean," he says, with a  
broad smile and a strange, staring look in his dilated eyes, "where else but Glastonbury would you 
find all this?" 
 
He sweeps his arm in a grandiose arc, encompassing a scene of near- 
total devastation. In one field, a series of tents has lost its moorings in  
a recent thunderstorm and is floating down the hillside. The tents are  
being chased by a group of shivering, half-naked people who look like  
the survivors of a terrible natural disaster.  
 
When I was told that The Sunday Telegraph was sending me to  
experience Glastonbury for the first time, my initial reaction was one of  
undiluted horror. Still, I thought, at least the weather was good.  
England was in the grip of a heat wave.  
 
But then the rains came: six hours of uninterrupted thunderstorm in  
the early hours of Friday morning. When I arrived later that day, there  
was a polite drizzle. By yesterday, the rain had given way to an  
overcast sky, the colour of exhaled cigarette smoke. The mud,  
however, remained, and the only way to get around the 900-acre site  
was - like Anton - to resign oneself to getting very dirty indeed. 
 
Everything else might have been damp, but the crowd remained impressively good-humoured 
throughout. "It's a very safe, family-friendly atmosphere," says Ed Thaw, a music student from 
London. “This is my sixth time at Glastonbury and I've never had any trouble." Indeed, on my train to 
Castle Cary, the carriages are crammed with well-spoken degree students sipping Pimms2 and 
making polite chit-chat. 
 
The acts for 2005 included Coldplay, Elvis Costello and the American rock band The Killers, who 
brought a touch of salubriousness to the proceedings by performing in tuxedo3 jackets and glitter.  
 
But Glastonbury has still managed to preserve a healthy degree of wackiness. In the Lost  
Vagueness area, a 1950s-style diner comes complete with fancy-dress rock 'n' roll dancers  
and a constant stream of Elvis songs. The Chapel of Love and Loathing has a disc jockey  
booth disguised as a church organ. Apparently, couples can get married here.  Outside, a  
man wearing a huge pink Afro-wig4 is twirling round and round in bare feet. "What happened  
to your shoes?" I ask. 
 
"They got washed away with my tent," he says, cheerily. 
 
Bizarrely, everyone seems to be having a brilliant time and there are broad grins wherever I look. In 
fact, it's almost nice, this Glastonbury thing. 

Produced in December 2020

Produced in April 2021

Planning with audience 
and purpose at the heart 
of writing
For times when the rigidity of 
structure strips isn’t appropriate 
to the lesson, teaching pupils 
and students how to plan with 
audience and purpose in mind 
leads to some very effective 
pieces of writing. In fact, one 
of the most marked differences 
in the quality of writing is – for 
me – determined by whether 
pupils and students are writing 
because they have been told 
to, or whether they are writing 
with a genuine focus on 
audience and purpose. Intended 
audience and purpose is part of 
the primary literacy guidance 
reports and Pie Corbett identifies 
that “good writing arises out of 
having something to say – a 
view, an idea, a story, an exciting 
event and intriguing discoveries. 
Good writing springs from the 
relationship between the writer 
and their audience and their 
world”.2

A great resource to help 
with this is from primary 
teacher, James Durran, 
who devised a ‘boxed 
planning’ method in 
place of a traditional 
success criteria3:

2 ‘Good writers’ by Pie Corbett 
(foundationyears.org.uk)

3 Re-thinking ‘success criteria’: 
a simple device to support pupils’ 
writing – James Durran
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Re-thinking ‘success 
criteria’: a simple device 
to support pupils’ 
writing
When approaching a piece of writing, 
pupils are often given ‘success criteria’ 
in the form of a list of features which 
the writing ‘requires’ in order to be successful. These often 
include technicalities such as full stops and commas; they may 
include features such as metaphors, adjectives for description, 
varied sentence openers and so on; and they tend to include 
grammatical or cohesive devices, such as time adverbials, 
subordinate clauses or relative pronouns. In this way, they are tied 
explicitly to particular curriculum and teaching ‘objectives’.

These lists of 
ingredients clearly 
have usefulness 
– for reminding 
pupils of some 
things they might 
do to make the 
writing effective, for 
reinforcing learning, 
for providing a ready 
checklist for self and 
peer assessment, 
and so on. But 

teachers are increasingly aware of their potential drawbacks:

1. They can promote a ‘writing-by-numbers’ approach, in which 
writing becomes a performance of features rather than a 
coherent whole.

2. They can encourage teaching and task-setting by narrow text 
type, limiting the scope of what pupils might achieve.

3. They are not really success criteria: the success of a piece 
of actual writing can only be measured by how well it 
communicates or achieves its purpose for its intended reader, 
not by whether it contains specified ingredients.

4. Feedback – at the end or while drafting and editing – can 
therefore tend to focus just on whether specific elements are 
included, rather than on how effective the writing is as writing.

Continued P31

JAMES DURRAN 

This strategy can be applied to 
a range of different teaching 
situations: it can be placed 
on an IWB to create shared 
plans, laminated for pupils and 
students to work on as part of 
an ongoing process (see below), 
or used in books to prepare for 
independent writing tasks.

Combining reading and 
writing instruction

The Institute for Effective 
Education distinguished the 
characteristics of stronger and 
weaker writers as:

 ∞ Strong writers alternate 
frequently between ‘thinking’ 
and ‘production’, while 
weaker writers are primarily 
concerned with ‘production’.

 ∞ Weaker writers do not vary 
their approach between 
writing tasks; each one is 
tackled in the same way.

 ∞ Weaker writers tend to view 
a text as a series of words, 
while stronger writers tend 
to view a text as a means of 
communication.

Therefore, the co-teaching of 
reading and writing is crucial. 
We need to teach pupils and 
students to think like writers. 
This can be achieved through 
distinguishing between when we 
are asking pupils and students to 
think as readers and to think as 
writers.

The texts we use as part of our 
classroom practice need to 

Continued P31
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Together, these interrelated factors can work against pupils’ 
development as real writers, writing for real purposes and real 
audiences. By ‘real’, we don’t mean a real life situation, like a letter 
to the school governors, or a story to be published, although 
there is an important place for such tasks; we mean an imagined 
but specific and authentic purpose and audience.

Purpose and audience:  
the starting point for teaching

If pupils are to write a recipe, it is simple and easy to give them a 
list like this:

• Lists of ingredients and equipment

• Numbered steps

• Time and sequence adverbials

• Imperative or command verbs

Certainly, these things are a useful starting point. But ask pupils 
then to compare the following two fragments, each giving exactly 
the same instruction …

Add Worcester sauce for extra flavour. 
Slosh in some Worcester sauce to make it even yummier.

… and suddenly there is much more to consider and to teach. 
Who is the recipe for? Other children? A professional chef? 
Grandparents? What do they want and need? How can we 
engage them? What sort of verbs, nouns and adjectives might we 
therefore use? And so on. This is much more interesting for pupils. 
It is certainly more fun to teach.

It is important to teach about genre and about the features of 
different kinds of writing. But teachers know that, when pupils 
move on from thinking just in terms of text type, their writing 
opens up, with much more potential for richness, variety and 
authenticity. An account of a trip – perhaps in the form of an 
article – is not just a ‘recount’: it can be engagingly descriptive; it 
will have elements of entertaining narrative; it is likely to involve 
explanation, and even elements of persuasion and argument. 
Similarly, a brochure about a town should be much more than a 
‘non-chronological report’: depending on the intended audience, 
it will modulate between and blend elements of description, 
narrative, explanation, instruction and persuasion.

present manageable challenge 
to pupils and students; they 
should allow pupils and students 
to expand their understanding 
of a topic, improve their 
vocabulary, and to become 
increasingly confident writers.

The following examples 
come from Bob Cox, who has 
produced a series of books 
focussing on writing at Key 
Stages 1, 2 and 3. His approach 
is to:

Use an access strategy

This could be a prompt question 
or engaging task that links to the 
text you are going to study. He 
then advises asking pupils and 
students and pupils to produce a 
short piece of writing (no more 
than five minutes) that they can 
redraft at a later point in the 
lesson.

Introduce a challenging 
text

This poem, designed for a Key 
Stage 1 unit, is accompanied by 
radial questions that encourage 
pupils to think as readers:

Opening Doors to Quality Writing

36

give advice about images, coherence and originality – this will move 
the learning on for the later application.

Reading journeys

Your class should be jumping out of  their seats now, ready to read 
Reeves’s poem!

Slowly

Slowly the tide creeps up the sand,
Slowly the shadows cross the land.
Slowly the cart-horse pulls his mile,
Slowly the old man mounts the stile.

Slowly the hands move round the clock,
Slowly the dew dries on the dock.
Slow is the snail – but slowest of  all
The green moss spreads on the old brick wall.

This would be a memorable poem to learn and recite for lots of  rea-
sons, but mostly because your pupils will fall in love with it! 
Pronouncing ‘slowly’ at the right pace will be critical and will build 
towards the longer, final line. Don’t forget to ‘obey’ the dash and hes-
itate – that sets up the denouement. Some drama exercises might 
help the children to learn the poem and understand it. Can they prac-

Resource 9

ODtQW6-9_190716.indd   36 20/07/2016   15:14

Unit 3 from Opening Doors to Quality Writing: Ideas for writing inspired by great writers for ages 6 to 9 © Bob Cox 2016
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Pupils are encouraged to focus on 
the central question, with support 
questions if needed. Similarly, 
challenge questions can be added to 
further differentiate the task.

Writing task

After exploring the text as readers, 
pupils can then switch their focus and 
begin thinking like writers. A range of 
tasks are suggested, including:

 ∞ Use the word ‘quickly’ or any 
word implying speed in a poem. Let 
that be your repetitive word.

 ∞ Add a new stanza to Reeves’s 
poem.

 ∞ Follow Reeves’s method and use six lines which begin with a repeated word and then make the last two 
lines different – with an impact!

 ∞ Write a poem using repetition to help make the final line linger in the imagination.

 ∞ Use repetition for humour in any clever way.

 ∞ Keep to the ‘slowly’ theme but modernise the images to a city environment.

 ∞ Focus on one image, like the hand moving round the clock. Can you write a poem just about that, featuring 
repetition as a way of deepening meaning?

 ∞ The final line is worth some deeper thinking, 
at least for the more able. The creeping 
of moss over a wall is imperceptible yet 
it will change the whole look of the wall 
eventually. That is very profound. I wonder 
if some of your students and pupils could 
craft some original writing around the image 
of the wall. What happens to the wall over 
many centuries? What other things around 
us are changing that we may not notice? 
A longer narrative poem with an ‘epic’ feel 
is possible here – perhaps inspired by fairy 
tales.

This approach isn’t intended as a one-off; it 
should be an ongoing strategy. While originally 
designed for English teachers, it can be used 
across a range of disciplines. Could pupils and 
students study source material in History before 
creating a response using the content and 
register? Or, perhaps, a report in Science? A case 
study in Geography?

Opening Doors to Quality Writing

38

Support:
Think about the sound. 
How does the repetition 

help the rhythm?

Support:
Do the ‘slowly’ words help 

you follow the images?

How does the repetition of  ‘slowly’ help  
to make the poem so memorable?

Support:
How are the last two lines different?  

How do the six ‘slowly’ words build towards them?

If  you set the central question first, you can then be prepared (along 
with your teaching assistants) to offer support as appropriate. You 
don’t need to split your class into three tables by ability as this can 
programme their responses. This is a rich resource with an objective 
that all can share – each pupil can be signposted on their own route 
to improvement and mastery.

This support strategy can guide your pupils towards accelerated pro-
gress based on some ‘excellent responses will’ success criteria.

ODtQW6-9_190716.indd   38 20/07/2016   15:14

Unit 3 from Opening Doors to Quality Writing: Ideas for writing inspired by great writers for ages 6 to 9 © Bob Cox 2016
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This week we take a look 
at supporting pupils 
from a disadvantaged 
background in our 
classrooms. 

Do we truly know what we 
mean when we talk about pupils 
who are from disadvantaged 
backgrounds? Do we really, as 
teachers, understand the effect 
that this has on a pupil day to 
day? Do we make adequate 
adjustments and put in the 
support that these pupils need to 
achieve? Do we really know that 
child and their family?

Covid has clearly had an adverse 
effect on disadvantaged pupils. 
Those with that background 
are more likely to lack access 
to connectivity and platforms 
required to engage with teachers 
and school support staff, both 
to learn and to encourage good 
wellbeing, at a time when this help 
is needed more than ever before.

But COVID-19 has also negatively 
impacted wider opportunities for 
connectivity and support within 
local communities, which is often 
crucial for the development of 
children and young people from 
disadvantaged backgrounds. It 
is more important than ever for 
schools to help facilitate a culture 
of keeping in touch, knowing 
what their pupils have, and what 
they need.

Hopefully this issue will 
clarify what we mean by the 
disadvantaged and prompt some 
thinking about how we best 
support those pupils. 

5
MINUTE READS

Working Effectively with Disadvantaged Children

Recovering from Covid: Supporting the learning of 
disadvantaged pupils

Disadvantagement was the focus in late June - and 
rightly so.
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What are the most effective ways to support 
disadvantaged pupils’ achievement?  

Research undertaken by NFER has identified seven building blocks that are common 
in schools which are more successful in raising disadvantaged pupils’ attainment. 

 

 

This briefing, by Caroline Sharp, Shona MacLeod, Amy Skipp and Steve Higgins, is 
based on national research with primary, secondary and special schools across 
England. A full research report and a summary for school leaders are also available 
from the Department for Education and NFER websites: 
https://www.gov.uk/government/organisations/department-for-education/about/research 
and www.nfer.ac.uk/publications/PUPP01 

 

 

What are the most effective ways 
to support disadvantaged pupils’ 
achievement?

1 1. Whole school ethos of attainment for all

More successful schools have an ethos of high attainment for all pupils. They view each pupil as an 
individual and consciously avoid stereotyping disadvantaged pupils by referring to them as a group – they 
never assume that all disadvantaged pupils face similar barriers or have less potential to succeed. 

“Our targets have always been to ensure that groups of disadvantaged students are doing as well as 
other groups of students.” (Assistant Headteacher) 

2 2. Addressing behaviour and attendance 

Pupils have to be in school and able to pay attention before they can access learning. More successful 
schools make sure they have really effective behaviour strategies: communicating simple, clear rules and 
training all staff in behaviour management. They also have strong social and emotional support strategies 
to help pupils in need of additional support, including through working with their families. Similarly, 
more successful schools set up rapid response systems to address poor attendance. This includes staff 
contacting home immediately a pupil fails to arrive on time. If the problem persists, staff work with 
families to address any barriers they face in getting their children to school. 

Continued P35
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3 3. High quality teaching for all 

Leaders of more successful schools emphasise the importance of ‘quality teaching first’. They aim to 
provide a consistently high standard, through setting expectations, monitoring performance, tailoring 
teaching and support to suit their pupils and sharing best practice. This approach is supported by a body 
of research which has found that good teachers are especially important for pupils from disadvantaged 
backgrounds. For poor pupils the difference between a good teacher and a bad teacher is a whole year’s 
learning. 

4 4. Meeting individual learning needs 

More successful schools see pupils as individuals, each with their own challenges, talents and interests. 
Staff work to identify what might help each pupil make the next steps in their learning, whether they 
are performing below, at, or above expectations. They focus on providing targeted support for under-
performing pupils during curriculum time (as well as providing learning support outside school hours). 
They seek out strategies best suited to addressing individual needs, rather than simply fitting pupils into 
their existing support strategies. These schools tend to provide both individual support for pupils that 
have very specific learning needs, and group support for pupils with similar needs. 

“Don’t just target PP kids. Let them work with other students so there is an impact on both groups; but 
the group that benefits the most is the PP kids.” (Headteacher) 

5 5. Deploying staff effectively 

More successful schools identify the strengths of each member of staff and find the best ways to use 
them. They are quick to spot potential and ‘grow their own staff’. They devolve as much responsibility as 
possible to frontline staff and deploy their best teachers to work with pupils who need the most support, 
such as those in the lower sets. They ensure that teaching assistants (TAs) are well trained in supporting 
pupils’ learning as well as in specific learning interventions, so TAs can provide effective support to 
individual pupils or small groups. They also ensure strong teamwork between teachers and support staff. 

6 6. Data driven and responding to evidence 

More successful schools use data to identify pupils’ learning needs at every opportunity – when pupils 
join the school, during regular reviews of progress and during day-to-day teaching. They review progress 
every few weeks, spot any signs of underperformance and address them quickly. Teachers engage with 
the data themselves: they input, analyse and use it to underpin their teaching. More successful schools 
have a consistent marking scheme which recognises pupils’ achievements and sets out the next steps 
in their learning. Pupils are given time to review their feedback and discuss their progress with teachers. 
More successful schools also monitor the success of their support strategies and make evidence-based 
decisions about whether these are proving effective, need adjustment or should be replaced. 
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Teacher tips on helping 
disadvantaged pupils - 
BBC
“My moral compass tells me that this is the right 
thing to do.”

St Paul’s CE Primary School in Stoke-on-Trent is a surrounded by areas 
of high deprivation. The school hands out basic food and hygiene 
packages to families in need. Staff also wash clothes on site for pupils 
who don’t have access to a washing machine.

Head Teacher, Nicola Finney says: “One of the important things is getting to know your families. It’s 
just looking out for those little changes those things that you see that are not the norm, the things that 
you’ve noticed, and delve a little deeper. Never be afraid to ask the question - is everything okay? I see 
our school as a family, as a community. And if somebody in that family needs some support then we’re 
going to support that family member. We’re not going to turn our back on them.”

Barriers to success aren’t just limited to a lack of food or clothing.

Sarah Boyle, who teaches English at Falinge Park High School in Rochdale says: “We have a lot of young 
people who come to our school who have minimal understanding of English perhaps even minimal 
understanding of what a school day looks like and how a school day normally runs.” She runs a school 
debating team to help give students more confidence with their language skills.

One of Sarah’s top tips for teachers is to look after yourself as well as your pupils.

“I think it’s about realizing that what we are doing is important, so every couple of days just reminding 
yourself of some positives from a lesson, from an interaction on the corridor so that you are looking 
after your self-worth, because if you feel that you’re doing a good job that then transfers to how you 
interact with the pupils.”

WATCH

BBC Teacher tips of helping 
disadvantaged pupils. 

Click Here

7 7. Clear, responsive leadership 

Senior leaders in more successful schools ensure that staff are willing to do whatever it takes to help 
each pupil to succeed. They hold every staff member accountable for pupils’ progress. They train staff 
to provide high quality feedback to pupils and adopt the same approach themselves when providing 
feedback to staff. 

“We have a culture of transparency and active learning, so when I do school walks and lesson 
observations I give feedback instantly, on the spot in a constructive way, the same as I’d expect them to 
be doing for students. Teachers are important learners in our school too.” (Senior leader) 

Senior leaders in more successful schools tend to share their thinking and work collaboratively with staff, 
pupils, parents, families and the local community. They ensure their schools are linked into a number of 
networks such as local school clusters, teaching school networks, online forums and national education 
events. 
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Effective use of the pupil premium to 
improve teaching and learning

ROB NEWTON

At the beginning of October 2018 Sir 
Kevan Collins, the Chief Executive 
of the Education Endowment 
Foundation, wrote in the TES ‘We 
must hold out nerve over the pupil 
premium.’ In it, he eloquently 
explains the relationship between 
improvements in teaching and 
the closing of the attainment gap 
between children and young people 
from disadvantaged backgrounds 
and their peers.

As we know that Pupil Premium is 
‘ring-fenced’ money, this influences 
the decisions that we as school 
leaders make in choosing how to 
spend the money.

As a primary phase senior leader, and 
most recently Head Teacher, I have 
made and supported decisions about 
pupil premium spending. Reflecting 
on those choices, I’m not sure that 
these have always been the best 
decisions but they have improved. 
The available evidence suggests that 
improving quality first teaching has 
the most significant impact on improving outcomes for disadvantaged pupils and so a major part of our Pupil 
Premium Strategy has been around improving just that. In order to do this, we have focused on developing our 
staff so that we have highly skilled professionals teaching children across the school.

Participation in the ‘Leading Learning’ programme in 2016 was instrumental in supporting us to move to more 
evidence informed approaches to Continuing Professional Development across the school based on Dylan 
William’s idea that ‘Every teacher needs to improve, not because they are not good enough, but because they 
can be even better’. As a result our school’s CPD offer is better – the aims are clearer to all, it is planned more 
effectively, it focuses on the right things at the right time and has a far greater impact than ever it has had 
before meaning better outcomes for all pupils across the school but especially those that are disadvantaged. Is 
it perfect? No, but we use tools and techniques taken to help us revaluate, plan and improve further.

Finances are increasingly tight in schools and we need to make sure that we get value for money from every 
penny that we spend. As a Head Teacher, I am painfully aware of the difficult decisions that we are having to 
make in these challenging times. I would encourage you to consider the use of Pupil Premium money to look at 
improving your school’s CPD offer as we have done. This is a sustainable method of school improvement that 
is evidence based and could, as we have found, also have a significant positive impact on staff workload, health 
and well-being.

Rob Newton is the Primary School and Mathematics Research Lead at Huntington Research School as well as a 
Head Teacher in North Yorkshire.
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Who Are Our Disadvantaged Pupils?
Pupil Premium (PP)

Introduced in 2011, the pupil 
premium is a sum of money 
given to schools each year by 
the Government to improve the 
attainment of children from low 
income families. 

This is based on research showing 
that children from low income 
families perform less well at school 
than their peers. Often, children who 
are entitled to pupil premium face 
challenges such as poor language 
and communication skills, lack of 
confidence and issues with attendance and punctuality. The pupil premium is intended to directly benefit the 
children who are eligible, helping to narrow the gap between them and their classmates. 

Schools are given a pupil premium for:

 ∞ Children who have qualified for free school meals at any point in the past six years.

 ∞ Children who are or have been looked after under local authority care for more than one day.

 ∞ Children from service families who receive a child pension from the Ministry of Defence.

LONGER READS

New EEF research points way to closing disadvantage gap by 
38% in primary schools

Research to understand successful support for academically 
most able disadvantaged pupils

‘Every teacher 
needs to 

improve, not 
because they 
are not good 
enough, but 
because they 
can be even 

better’

Common uses of the Pupil Premium funding in Schools include:

 ∞ Providing Careers support for pupil premium pupils.

 ∞ Providing revision guides for all pupil premium pupils.

 ∞ Providing financial support to purchase basic equipment for pupil premium 
pupils. For example school uniform, PE kit, calculators.

 ∞ Providing a contribution to the cost towards essential curriculum based trips.

 ∞ Often, all of the children in a class will reap some benefit from how the school 
spends its pupil premium: for example, if the money is used to fund an additional 
teaching assistant who works across the whole class, rather than providing one-
to-one support. But research shows that the fund does help to narrow gaps 
between disadvantaged children and their peers, particularly in English and maths.
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Pupil Premium funding can be used to make strategic interventions that will lead 
to improved performance amongst pupils eligible for the pupil premium focussing 
specifically in these areas:

 ∞ Improved attainment and progress.

 ∞ Improved attendance and punctuality.

 ∞ Improved behaviour for learning and specifically a reduction in the number of exclusions of disadvantaged 
pupils.

 ∞ Extended access and opportunity to extra-curricular provision.

 ∞ Promoting and enabling inclusion in future education.

Free School Meals (FSM) 

Free school meals are available to students and pupils in receipt of, or whose parents are in receipt of, one or 
more of the following benefits:

 ∞ Universal Credit (provided you have an annual net earned income of no more than £7,400, as assessed by 
earnings from up to three of your most recent assessment periods).

 ∞ Income Support.

 ∞ Income-based Jobseeker’s Allowance.

 ∞ Income-related Employment and Support Allowance.Support under Part VI of the Immigration and Asylum 
Act 1999.

 ∞ The guarantee element of Pension Credit.

 ∞ Child Tax Credit (provided you’re not also entitled to Working Tax Credit and have an annual gross income 
of no more than £16,190).

 ∞ Working Tax Credit run-on – paid for four weeks after you stop qualifying for Working Tax Credit.

 ∞ In addition, the following students and pupils will be protected against losing their free school meals as 
follows.

 ∞ From 1 April 2018, all existing free school meals claimants will continue to receive free school meals whilst 
Universal Credit is rolled out. This will apply even if their earnings rise above the new threshold during that 
time.

 ∞ In addition, any child gaining eligibility for free school meals after 1 April 2018 will be protected against 
losing free school meals during the Universal Credit rollout period.

 ∞ Once Universal Credit is fully rolled out, any existing claimants that no longer meet the eligibility criteria at 
that point (because they are earning above the threshold or are no longer a recipient of Universal Credit) 
will continue to receive free school meals until the end of their current phase of education (i.e. primary or 
secondary).
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Carl Duck 
Funding Manager at 
Hornsea Nursery School

FUNDING
Places to Source Funding 
in Hull and the East Riding
A few dedicated hours of time to writing some letters can really help with your funding searches.  In the 
geographic area that Wonder supports there are a few funding bodies that that you can apply to for support as a 
school.

Below are four funders who you could have a look at and apply for projects linked to your school.

The James 
Reckitt 
Foundation
https://www.thesirjamesreckittcharity.org.uk/

Applications in the form of a letter should be 
made to the:

The Administrator 
The Sir James Reckitt Charity 
7 Derrymore Road 
Willerby 
East Yorkshire 
HU10 6ES

charity@thesirjamesreckittcharity.org.uk

This Foundation is very supportive and the 
Trustees will come and pay a visit to your 
school to see what work is being undertaken.  
They have funded support for outdoor 
provision, waterproofs for forest schools etc.  

In my opinion it is best to apply for amounts 
from £500 to £2500.

The turnaround is you are successful can be 
three months.  The Trustees meet three to four 
times per year.

Tesco 
Community 
Grants
https://tescocommunitygrants.org.uk/apply-
for-a-grant/

The Tesco Community Grant scheme will help 
school’s where there is a need to focus on 
supporting children and families.

Funding of £500, £1000 and £1500 is available 
for projects and Tesco customers choose 
which project receives the most funding by 
voting in store every time they shop. Eligible 
projects include breakfast or holiday lunch 
clubs, food banks, youth clubs or schools.

The programme is administered by community 
charity, Groundwork.

The fund relaunched in April 2021 and it is 
worth applying, but be aware you might not be 
voted on in a store sometimes for up to a year.  
It depends on how many other groups in your 
area are applying.  

Carl Duck 
Funding Manager,  

Hornsea Nursery School 
duckc@hornseanursery.co.uk 
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The Joseph  
and Annie Cattle 
Trust
http://www.jacattletrust.co.uk/

Applications in the form of a letter should be 
sent to:

The Administrator 
The Joseph and Annie Cattle Trust 
P O Box 23 
Patrington 
Hull 
HU12 0WF

The trust does support schools and has a focus 
on removing deprivation.

In my opinion it is best to apply for amounts 
from £1000 to £3000.

The 
Nunburnholme 
Trust
nunburnholme_tr@yahoo.co.uk

Financial aid is only given to groups and 
societies helping people in Hull and its 
immediate neighbourhood. 

Priority is given to small, specific projects which 
would not otherwise receive funding. 

Amounts granted are rarely more than £500, 
but funds are provided to support specific 
children who may have a specific need.

Use the email above and request an application 
form.
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Assessment
We live in a time of 
information: we can, with 
a click of a mouse, access a 
vast array of data on almost 
every topic imaginable.

This is true of assessment, too. We 
can administer assessments that 
provide us with an equally dizzying 
amount of data and information. 
However, we need to ensure that 
the quantity of information we 
collect through assessment doesn’t 
outweigh the quality.

Assessments used to generate 
information on which decisions 
are made about pupils and student 
learning need to provide high-quality 
information fit for the purposes 
intended.

There are dozens of reasons why you 
might assess pupils and students, 
and the ideal type of assessment is 
different depending on the purpose. 
However, assessment sometimes 
risks becoming all things to all 
people, where information collected 
for one purpose is also used as 
a measure of something entirely 
different.

In this edition, we look at 
what assessment should be 
and how we can use the 
information garnered from 
assessment in a meaningful 
way.

In Focus:

Assessments used to 
generate information 

on which decisions are 
made about pupils and 
student learning need 
to provide high-quality 
information fit for the 
purposes intended.

We heard from Jamie O’Brien about assessment -  
he wrote at length a piece which sparked much interest 
and discussion.
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Making accurate and 
productive use of assessment
Jamie O’Brien 
discusses what the 
term ‘assessment’ 
encompasses, and 
how we can ensure 
assessment in all 
subjects forms a 
meaningful aspect of 
teaching and learning 

Assessment forms a fundamental 
part of teaching and learning 
in schools. It forms a 
communication bridge between 
the actions of teachers and 
learners and provides crucial 
feedback on how our learners are 
responding to our lessons. The 
sudden onset of lockdown and 
home-learning in March last year 
highlighted to all of us just how 
important that feedback is to 
our ability to support and guide 
our pupils. It wasn’t enough to 
simply provide learning activities 
for pupils and students to access 
without knowing how (or even 
whether) they were engaging, 
and all schools rapidly responded 
to put in place their systems for 
assessing pupils’ and students’ 
work and providing that all 
important feedback. 

Being a central aspect of the role 
of all teachers, there is of course 
a teachers’ standard dedicated to 

assessment. 

Teachers’ Standard 6 -  
Make accurate and productive use of assessment 

1. Know and understand how to assess the relevant subject 
and curriculum areas, including statutory assessment 
requirements 

2. Make use of formative and summative assessment to secure 
pupils’ progress 

3. Use relevant data to monitor progress, set targets, and plan 
subsequent lessons 

4. Give pupils regular feedback, both orally and through 
accurate marking, and encourage pupils to respond to the 
feedback 

Assessment is a broad term, covering a wide range of teaching 
and learning activity. Many people assume that ‘assessment’ 
means taking a test, but assessment is broader than that. There 
are two main types of assessment: summative assessment 
and formative assessment. These are sometimes referred 
to as ‘assessment of learning’ and ‘assessment for learning’, 
respectively. At some level, both happen in almost all classrooms. 
The key to good assessment practice is to understand what 
each type contributes and to build your practice to maximise the 
effectiveness of each.

Continued P44

Jamie moved across to the East Riding from Kirklees in January 2013, initially taking on the 
role of Head of the Schools’ Music Service before joining the local authority Improvement 
and Learning Service. Prior to joining Wolds Learning Partnership, Jamie was Principal 
School Improvement Adviser (secondary) for the local authority.
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Assessment may also be used 
to establish a learner’s prior 
knowledge and understanding 
at the outset of a sequence of 
learning. With these different 
purposes come different 
methods of assessment. Peer-
assessment and self-assessment 
can be valuable tools that 
enable pupils and students 
to check their own progress 
against agreed success criteria. 
However, they first need to be 
trained in how to do this well, 
and the approaches work best 
alongside teacher assessment 
rather than as an alternative. 

Formative assessment
Formative assessment (or assessment for learning) is assessment 
which is used to directly inform the teaching and learning process – 
i.e. when evidence gathered on pupils is used to make adaptations 
to teaching and learning. Dylan Wiliam describes it in terms of how 
‘teachers and learners use information about student achievement 
to make adjustments to the student’s learning that improve their 
achievement.’ 

To support learning through effective formative assessment, 
you could draw on five key strategies for embedding formative 
assessment, outlined by Dylan Wiliam, which are: 

 ∞ Clarifying, understanding and sharing learning intentions (e.g. by 
sharing clear success criteria at the outset of learning activities by 
using a checklist or by modelling ‘what a good one looks like’) 

 ∞ Engineering effective classroom discussions, tasks and activities 
that elicit evidence of learning (e.g. by regularly using questioning 
and other ways of gathering information on pupil learning 
throughout and across lessons – this could include: quizzes, 
observing pupils as they work independently or discuss ideas with 
peers, checking pupils’ and students’ work during lesson time to 
monitor their progress, structured class discussions) 

 ∞ Providing feedback that moves learners forward (e.g. by being 
explicit about what pupils should do next to improve their 
learning) 

 ∞ Activating pupils and students as learning resources for one 
another (e.g. by explicitly teaching strategies such as peer-
assessment) 

 ∞ Activating pupils and students as owners of their own learning 
(e.g. by explicitly teaching strategies to monitor and regulate their 
own learning) 

The WONDER Training School 
has a dedicated Teaching and 

Learning Twitter feed at  
@thewonderlp

We would like to keep  
sharing examples of excellent 

Teaching and Learning practice 
in our schools.

If you have a particular strategy 
that is useful; an example of 

where you have applied research 
to your own practice; or 

examples of resources or work 
that demonstrate the impact  

of your teaching,  
please forward to:  

jchapman 
@learningpartnership.education

We look forward to 
receiving your  
fantastic ideas!

www.learningpartnership.education @thewonderlp P44jchapman@learningpartnership.education

Training School Newsletter

mailto:jchapman%40learningpartnership.education?subject=WONDER%20Newsletter
mailto:jchapman%40learningpartnership.education?subject=WONDER%20Newsletter
http://www.learningpartnership.education
mailto:jchapman%40learningpartnership.education?subject=WONDER%20Newsletter


Summative assessment
Summative assessment sums up, at a given time (for example, the end of a unit), where learners are in their 
learning. It is also referred to as ‘assessment of learning’, in contrast to ‘assessment for learning’. Summative 
assessments are often more useful and reliable when compared against an external benchmark and conducted 
in controlled conditions. This should improve the reliability of the information that the teacher gets from the 
assessment. 

It can be helpful to schedule your summative assessment a little before the end of the time available for 
teaching a given topic (e.g. in week 4 of a 5-week topic). This allows time (e.g. in week 5) for you to address any 
learning needs picked up in the assessment by revisiting content that pupils and students have learned less well. 

The topic of assessment is, of course, huge. It is the focus of countless books, numerous research papers, and 
also of a great many discussions (often somewhat heated!) in the education community. Some argue that those 
we teach are subjected to too much assessment in schools, others that more (or more accurate) assessment is 
required to support our pupils and students and improve their progress. However, it is widely agreed that if the 
purpose of the assessment is not clear, it is unlikely to add value. It’s easy to fall into the age old trap of giving 
an exam, grading it, and moving forward. To get the most out of assessments, we need to stay focused on the 
two primary goals of an assessment: to gather evidence that our pupils and students have learned the material 
taught, and use it to further motivate them with their own learning. 

If you want to read more about assessment, a good place to start is the National Foundation for Education 
Research (NFER) page: 

https://www.nfer.ac.uk/for-schools/free-resources-advice/assessment-hub/introduction-to-assessment/ 
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Mathematics was the focus - this article from Alexandra 
Riley was particularly helpful.

LISTENS

James Crane talks to Ben 
Crockett about how we 

can improve the reliability 
of assessments.

Listen here

Six steps for a positive mindset 
in the maths classroom

ALEXANDRA RILEY

If a pupil believes they are not good at maths it 
can have a negative impact on their attitude and 
confidence. Alexandra Riley offers six tips to help 
shift young people’s mindset and make a positive 
difference to their outcomes

Earlier this year, thousands of families, communities, organisations and 
schools joined forces to celebrate National Numeracy Day. Amid the 
many wonderful virtual sessions, a theme kept recurring: How can we 
boost number confidence?

You will have all heard the exclamation “I can’t do maths!” echo around 
the classroom. So, how can we help young people to stop believing this 
and to positively engage with their maths education?

Continued P47
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One answer lies in changing pupils’ perceptions of their ability or, to use another phrase, mindset. According to 
Professor Carol Dweck (2007), everyone has a mindset – an idea about their own potential which determines 
their beliefs and behaviours. Many of you will be familiar with her theory:

 ∞ Those with a “fixed mindset” believe that qualities such as intelligence, talent and ability to learn are pre-
determined (“I can’t do maths!).

 ∞ Those with a “growth mindset” believe that hard work, effort and commitment contribute towards success 
– it is within everyone’s power to improve and to succeed. The studies have repeatedly shown that pupils 
with a growth mindset achieve more in school and later in life.

Below, I outline six practical steps and tools to help young people establish a growth mindset and build towards 
greater mathematical confidence.

1 Understanding current mindsets

To change mindsets, we first need to understand 
them. By considering what informs both pupils’ and 
our own perceptions of maths, we can model a 
growth mindset that can positively influence children. 
Start by encouraging both adults and young people 
to reflect on their thoughts and feelings.

For staff, consider conducting a mindset audit in 
a staff meeting. Often people do not recognise 
that they have a specific mindset and exploring 
this together is a great first step towards change. 
It may also highlight areas for further professional 
development.

For parents and carers, encourage adults to think 
about their own attitudes towards maths by sharing 
questions for personal reflection, perhaps through 
the school newsletter or at a workshop. For instance, 
you could ask them: “Which words do you associate 
with maths?” Or you might encourage them to 
complete the National Numeracy Challenge to see 
how they feel about maths (see further information).

For pupils, explore their thoughts via informal 
conversations or provide them with simple sheets 
with happy, neutral and sad faces. Encourage them 
to colour-in the face that represents how they are 
feeling at the end of each maths session and think 
about your next teaching steps in light of their 
responses.
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2 Talking positively about maths

Our mindsets are shaped by those around us. It is not uncommon for adults to reinforce a fixed 
mindset by unconsciously using negative language when talking about maths. Therefore, modelling 
positive language is essential to building a growth mindset.

Sam Sims, chief executive of National Numeracy, has said: “We know that one of the most effective 
ways for parents and carers to encourage their young people to be confident with numbers is to be 
confident themselves.”

Teachers, adults (and even a pupil’s peers) can use simple phrases to help build maths positivity. 
Consider these fixed mindset phrases:

 ∞ I’m not good at maths. I’ve never been good at maths

 ∞ I give up. I can’t do this any better!

 ∞ If I fail, I am a failure.

 ∞ I can’t do this, I keep making mistakes.

Now consider how you might give a growth mindset response:

 ∞ Everyone can do maths. You might be finding maths hard now, but you can improve if you keep 
working at it.

 ∞ It’s okay to find it hard, but it doesn’t mean you’re bad at maths. You can improve if you keep 
working at it.

 ∞ Most successful people fail along the way. Just try a little longer.

 ∞ Mistakes can help you learn. You’ve got part of it right, so let’s have another go and we might get 
to the answer.

Help young people embrace the power of “yet”, for example by turning “I can’t do fractions” into “I 
can’t do fractions, yet”. This can encourage young people to take risks and not be frightened to fail.

Many teachers refer to a “learning pit”, where the struggle in the middle forms a key part of the 
learning journey. However, this is also where young people may feel that they want to give up. Using 
“yet” can help young people persevere towards success.

3 Showing that everyone can do maths

It is important to reinforce positive language by making a growth mindset part of the culture, ethos 
and even the very fabric of the school.

Identify key growth mindset characteristics: This would include, for example, determination, 
creativity, curiosity and bravery. Can children come up with characters and stories to represent these 
traits? You could put these characters on noticeboards throughout the school.

Mix-up groupings: It is tempting to always group young people by perceived ability, but try mixing 
up table groupings to see the difference this can make to both attainment and attitudes. You may be 
surprised by richer mathematical discussions and peer learning.
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Encourage young people to promote maths positivity: Ask pupils to imagine that they have received 
an email or letter from a friend who has said they can’t do maths and don’t see the point in learning 
anymore. How would they reply? This activity will encourage them to reflect on learning strategies, 
emphasise the benefits of learning mathematics, and develop their writing skills too.

Pace learning carefully: Students often equate answering quickly with being “good” at maths. 
However, many learners need time to grasp a new concept. Provide additional modelling to show 
young people how to break difficult tasks down into manageable steps and introduce activities into 
your teaching that value the thinking process over speed.

4 Celebrating mistakes

It is not uncommon for mistakes or 
misunderstandings to lead to young people feeling as 
though they have failed at maths. However, mistakes 
should be encouraged, explored and celebrated, as 
research shows that mistakes increase the capacity to 
learn and “grow the brain” (Boaler, 2016).

A useful analogy to use with children is that our 
brains are like muscles and mistakes help them to 
grow stronger by providing exercise. Mistakes are 
also valuable opportunities to deepen understanding 
for an individual and classes by, for instance, 
encouraging children to spot mistakes and help 
their peers understand how they would approach a 
problem differently.

Changing how we view mistakes encourages a 
growth mindset that stretches beyond maths and 
helps children in other areas of life too.

LONGER READS

EEF Guidance on Improving Maths at KS 2 and 3

‘The Cognitive Science Behind Rosenshine’s Principles of Instruction’,  
This is a really useful blog, outlining the research evidence that sits behind each of  

Rosenshine’s principles of instruction. A great read.

The EEF published their new guidance report last week –  
‘Teacher Feedback to Improve Pupil Learning’

Staying on the theme of feedback, here’s Dylan Wiliam talking about it, in this TES article.
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5 Praising carefully

It is important to think about rewarding 
not only the destination, answer or 
grade in maths, but also the journey to 
get there. Praise motivates pupils but 
applying a growth mindset approach 
may prompt you to do this in new ways.

By praising the effort that went into 
doing well, you can highlight that it 
is possible for children to succeed 
through hard work. This will encourage 
them to take risks, to try harder and 
to persist with problems. This shift in 
praise is something that can happen in 
conversation or in assemblies as part 
of the whole-school approach. For 
example, you could have an award for 
“most interesting mistake”! It can also 
translate into the staffroom and parents’ 
evenings too, marking a small but 
impactful shift from discussing “ability” 
to discussing “effort” and “attainment”.

6 Talking about learning

We all know that metacognition and 
self-regulation approaches help young 
people to plan, monitor and evaluate 
their own learning (Quigley et al, 
2019). In doing so, they also support 
a growth mindset by ensuring that 
children notice their progress and build 
confidence through different learning 
strategies.

It is therefore important to continue to 
embed reflective activities into lessons, 
independent study or conversations at 
home. This can be done at the end of 
each week, or at the end of each topic. 
Use questions such as:

 ∞ What did you do today that made 
you think hard? What can you learn 
from this?

 ∞ What will you do to improve your 
work?

 ∞ What mistake did you make that 
taught you something?

What is 
Dyscalculia?
Developmental Dyscalculia, like dyslexia, is one of a 
family of specific learning difficulties.

Co-occurrence of learning difficulties (or disorders) 
appears to be the rule rather than the exception, 
and it can often occur with one or more conditions 
such as dyslexia, dyspraxia or ADHD/ADD.

Although this may be as a result of sharing 
characteristic factors such as working memory, 
research is ongoing into the likely interaction 
between any individual’s cognitive, biological and 
environmental factors.

What all definitions have in common is:

• A presence of difficulties in mathematics

• The mathematical difficulties are not caused by 
lack of educational opportunities

• The degree of difficulty is evidenced to be 
below expectations for the individual’s age.

Continued P51
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A great blog from Derby Research School, focused 
on retrieval practice.

Here’s a great summary of Doug Lemov’s ‘Teach 
Like a Champion’ strategies – summarised on two 

pages.
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How common is it?

Dyscalculia is under studied 
and under resourced in 
comparison with dyslexia. 
However, it is estimated that 
dyscalculia is likely to occur 
in 3% – 6% of the population, 
and, unlike some other 
specific learning difficulties, is 
as likely to affect females as 
males.

Two definitions

Definition one

Dyscalculia is a condition that 
affects the ability to acquire 
arithmetical skills. Dyscalculic 
learners may have difficulty 
understanding simple number 
concepts, lack an intuitive 
grasp of numbers, and have 
problems learning number 
facts and procedures. Even 
if they produce a correct 
answer or use a correct 
method, they may do so 
mechanically and without 
confidence.

Definition two 

Dyscalculia can be defined 
as a specific learning 
disorder, an impediment in 
mathematics, evidencing 
problems with:

• Number sense

• Memorisation of 
arithmetic facts

• Accurate and fluent 
calculation

• Accurate maths 
reasoning.

Diagnostic assessment in 
maths
Secondary maths teacher and EEF specialist Simon 
Cox explains how diagnostic assessment can be 
utilised effectively in maths.
Mathematics classrooms up-and-down the country are busy places 
once again. While by no means ‘back to normal’, with face coverings 
the norm and teachers often restricted to a taped-out area at the front 
of the room, the sounds of mathematical discussions and of children 
getting ‘stuck’ on interesting problems make a welcome change from 
Teams notifications.
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Alongside supporting our 
pupils in reconnecting with the 
classroom, we will be looking 
to assess the mathematical 
progress made by our pupils 
during a disrupted year: 
for school-level decision-
making, identification of 
ideas and concepts requiring 
revisiting or re-teaching, and 
highlighting misunderstandings 
or misconceptions which may 
indicate the need for targeted 
individual support.

It may be tempting to do this 
by giving pupils a series of past 
A level, GCSE, or SATs papers, 
but as these are summative 
tests which are not written 
with formative assessment in 
mind. It is doubtful that these 
will give us the information we 
need. Identifying the purpose 
of our assessment up-front, 

and designing it around the 
information that will prove most 
useful to classroom teachers, is a 
better bet.

What does effective 
formative assessment 
look like?
While setting questions 
remotely during partial school 
closures may have been 
relatively straightforward, 
genuinely meaningful formative 
assessment which informs our 
next steps both at a class level 
and at an individual pupil level 
has proven more challenging.

The 2017 guidance report 
‘Improving Mathematics in Key 
Stages 2 and 3’ suggests that 
formal tests have their place 
in our classrooms, but that 

low-stakes quizzes, informal 
observations of pupils, and 
discussion, are also valuable 
pieces of the assessment jigsaw. 
Now, back in the classroom, 
it might be quick and easy to 
fall back on a written test, but 
in reality, a range of different 
assessment types – conducted 
over a significant period of 
time – are needed to build up a 
picture of a pupil’s mathematical 
understanding and to identify 
meaningful gaps.

Low-stakes quizzes

Providing opportunities for 
pupils to demonstrate their 
mathematical understanding in 
a safe, supported environment is 
important. Low-stakes quizzes 
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(which don’t entail the pressure of a test with 
scores attached) can support this well. Diagnostic 
hinge-point questions can be useful here too – 
carefully designed, with the incorrect options (the 
‘distractors’) carefully chosen to uncover common 
misconceptions, these can be a powerful diagnostic 
tool as well as an effective prompt for classroom 
discussions: “Why do you think someone might think 
the answer is B? Discuss in pairs.”

Mathematical discussions

We can learn a lot about our pupils’ understanding 
through carefully constructed opportunities to 
discuss mathematics with peers, as a class, and 
with the teacher. This could be through overheard 
explanations between pairs, opportunities for pupils 
to share their thinking with the whole class through 
use of a visualiser, or via expertly-managed teacher-
led classroom talk. The questions we ask can be 
critical here, and sources such as ‘Thinkers’ from 
the Association of Teachers of Mathematics can be 
useful.

Consider, for example, the following task:

 ∞ Show me an example of a decimal which is 
between 0 and 1

 ∞ Show me an example of a decimal which is 
between 0 and 1, and is bigger than 0.5

 ∞ Show me an example of a decimal which is 
between 0 and 1, and is bigger than 0.5, and 
rounds to 0.6 to 1 decimal place

 ∞ Show me an example of a decimal which is 
between 0 and 1, and is bigger than 0.5, and 
rounds to 0.6 to 1 decimal place, and rounds to 
0.62 to 2 decimal places

…and so on!

This task would very quickly highlight which pupils 
had gaps in their understanding of place value and 
rounding, and would be useful in deciding who 
might need some additional support in this area.

Whatever format our assessment takes, we should 
avoid the temptation to rush our pupils through a 
battery of assessments. The return to school may 
see some gaps closing very quickly, while other 
deeper misconceptions may take longer to emerge. 
As always, the key to effective diagnostic assessment 
lies in high-quality everyday classroom teaching 
and practitioners should be supported as much as 
possible to enable this to happen
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 ∞ Setting specific short-term 
goals 

 ∞ Adopting powerful strategies 
for attaining the goals 

 ∞ Monitoring performance for 
signs of progress 

 ∞ Managing time-use 
efficiently

 ∞ Self-evaluating one’s 
methods 

 ∞ Attributing causation to 
results and adapting future 
methods

While many in 
education think that 
knowledge and graphic 
organisers have risen 
to prominence in the 
past five years, it’s really 
just the term that’s new. 
They are simply a way of 
presenting information 
on a page, which is what 
we all do – and have 
been doing – for years.

They are now firmly rooted in 
primaries and secondaries up 
and down the country, but how 
effective are they?

To answer this question, we 
really need to consider their 

purpose. They are, after all, 
just pieces of paper. However, 
when we introduce them 
effectively; embed them into 
lessons, homework-setting and 
independent revision practice; 
and use them as tools to 
develop independent learning, 
they can be incredibly useful. 
They are really conduits for 
developing pupils’ and students’ 
metacognitive skills which, 
according to EEF research, 
is one of the most impactful 
teaching strategies to have been 
thoroughly tested.

When exploring the strategies 
used by effective learners, 
the Metacognition and self-
regulated learning guidance 
report outlined the following 
approaches:
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www.learningpartnership.education @thewonderlp P54jchapman@learningpartnership.education

http://www.learningpartnership.education
mailto:jchapman%40learningpartnership.education?subject=WONDER%20Newsletter


From this, consider the role 
and – more importantly – the 
purpose of the knowledge and 
conceptual information that you 
provide:

1. What do you want pupils and 
students to achieve in the 
short-term?

2. What strategies are going to 
help?

a. What does effective 
self-quizzing look like in 
your subject area? Are 
expectations different 
between key stages?

b. Will you review 
information on the 
knowledge organisers in 
lessons?

c. How will you help 
learners to develop from 
beyond knowledge to 
application?

3. How can you help learners to 
regulate their own learning?

a. Do you want them to 
RAG their self-quizzing?

b. Once learners have 
self-evaluated, what 
should they do? How 
will you help them to 
retain the information 
they understand? What 
is in place to address 
misconceptions?

We also need to address the 
term knowledge organiser as 
something of a misnomer. For 
most subject areas, skills and 
concepts are as important – if 
not more important – than 
knowledge.

Oliver Caviglioli, a former headteacher, has produced a range of graphic 
organisers that highlight the potential for imparting so much more than 
knowledge:

Fishbone graphic organiser 
Used for exploring cause and effect.

Double spray 
Used for highlighting comparisons.
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Mind maps 
Used for defining whole-to-part relationships.

Flow spray 
Used for sequencing information.

     
     

 WOLF

     
     

 DEAD
         

           
    SOLID

        ESCAPE

        BLOWN DOWN

     
 BRICK HOUSE

          WOOD HOUSE

           STRAW HOUSE

                 EVICTION

  BROTHERLY

    LOYALTY

      PLANNING

PATIENCE
     

PIGSW
OL

F

THE THREE 
PIGS

  A
CTO

RS

      ATTRIBUTES

        ACTION

 M
OT

HE
R

1st
       2nd

 3rd

STRAW

WOOD

BRICK

DELAYED

GRATIFICATION

SELFREGULATION

       FORGIVENESS

TI
M

E

STRENGTH

BRICK

WOOD

STRAW

       ESCAPE

        BLOWN DOWN

Oliver Caviglioli
@olicav 
olicav.com

EGG TADPOLE BULLFROG

GROWS CROAKS

4 LEGS

ENEMIES

MOTHER

LEAVES SWIM SWIMS8 INCHES

BIRDSBREATHES SNAKES SNAKES PEOPLEFISH

FLOATS

ONE END 
BIGGER GILLS LUNGS

GROWSTAILS TAILLEGS

MANY
ENEMIES

LESS THAN 
1/2 INCH

CAN LIVE 
30-40 YRS

OTHER
TADPOLES BREATHES

Oliver Caviglioli
@olicav 
olicav.com

LONGER READS

If we consider knowledge 
organisers as a resource to 
aid independent learning, 

we need to consider 
what effective study 

strategies look like. This 
research paper (Dunlosky 

2013) paved the way 
for exploring effective 
approaches to helping 

pupils and students learn 
independently. 

Click here to access.

5
MINUTE READS

Alex Quigley explores 
the effectiveness of 

knowledge organisers, 
exploring best and worst 

practice.  
Click here to access.

Knowledge organisers are 
arguably more popular in 

secondary than in primary, 
but do they have a role in 
the primary classroom?  

Click here to access. 
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Finally, we wrote several piece surrounding Reading

FOCUS:
Reading
This week, we are looking 
at reading across our area. 

While we are exploring how pupils 
learn to read, the end goal for any 
teacher is to ensure that pupils take 
pleasure from reading. The process 
of learning to read and the impact 
of reading is one of the most well-
researched areas of education.

So, what does the research tell us?

Benefits of reading for pleasure

Evidence suggests that there is a positive relationship between reading frequency, reading 
enjoyment and attainment (Clark 2011; Clark and Douglas 2011).

Reading enjoyment has been reported as more important for children’s educational success than 
their family’s socio-economic status (OECD, 2002).

There is a positive link between positive attitudes towards reading and scoring well on reading 
assessments (Twist et al, 2007).

Regularly reading stories or novels outside of school is associated with higher scores in reading 
assessments (PIRLS, 2006; PISA, 2009).

Evidence suggests that reading for pleasure is an activity that has emotional and social 
consequences (Clark and Rumbold, 2006).

Other benefits to reading for pleasure include: text comprehension and grammar, positive 
reading attitudes, pleasure in reading in later life, increased general knowledge (Clark and 
Rumbold, 2006). 
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Trends in reading for 
pleasure

In general, the available evidence 
suggests that the majority of children 
say that they do enjoy reading (Clark 
and Rumbold, 2006).

 In 2010, 22% of children said they 
enjoyed reading very much; 27% 
said they enjoyed it quite a lot; 39% 
said they enjoyed it quite a bit, and 
12% reported that they did not enjoy 
reading at all (Clark 2011).

Comparing against international 
evidence, children in England report 
less frequent reading for pleasure 
outside of school than children in 
many other countries (Twist et al, 
2007).

There is consistent evidence that 
age affects attitudes to reading and 
reading behaviour; that children enjoy 
reading less as they get older (Topping, 
2010; Clark and Osborne, 2008; Clark 
and Douglas 2011). However, some 
evidence suggests that while the 
frequency with which young people 
read declines with age, the length 
for which they read when they read 
increases with age (Clark 2011).

A greater percentage of primary 
than secondary aged children view 
themselves as ‘a reader’ (Clark and 
Osborne, 2008). 

A greater proportion of primary 
aged readers and non-readers (than 
secondary aged) believed that their 
friends saw readers as happy and 
people with a lot of friends (Clark and 
Osborne, 2008).

A number of studies have shown that 
boys enjoy reading less than girls; 
and that children from lower socio-
economic backgrounds read less for 
enjoyment than children from more 
privileged social classes (Clark and 
Rumbold, 2006; Clark and Douglas 
2011).

5
MINUTE READS

While authors such as Jeff Kinney and David Walliams have 
encouraged millions of children to read worldwide, pupils 
can often find themselves revisiting the same writers again 

and again.

The following lists offer pupils alternatives to some tried-
and-tested authors:

What to read after… Diary of a Wimpy Kid

What to read after… David Walliams

Reading:  
the keystone of 
education
Regardless of subject or phase, we are all 
responsible for promoting and teaching reading

How often do we ask, and expect, pupils to read? From 
Powerpoints, to questions, to extracts, to whole texts, pupils 
encounter a range of reading material every day.

The ability to read is the gateway to all other learning, and 
the skills that locks together all other elements of learning. 
However, 16.4% of adults in England, or 7.1 million people, 
can be described as having ‘very poor literacy skills’. They 
can understand short straightforward texts on familiar topics 
accurately and independently, and obtain information from 
everyday sources, but reading information from unfamiliar 
sources, or on unfamiliar topics, could cause problems. This is 
also known as being functionally illiterate.

It’s clear, then, that we all have a crucial role to playing in 
developing pupils’ ability to read and fostering a lifelong love of 
reading.

There are changes happening across the region to ensure that 
reading is at the heart of teaching, and that all pupils leave our 
care – not just functionally literate – but with a lifelong interest 
in reading.
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The Simple View of Reading
The Simple View of Reading (Gough and Tunmer, 1986):

The SVoR framework acknowledges the interdependent partnership 
between word recognition (decoding) and language comprehension (the 
skills/knowledge by which we make meaning from what we have read 
(written) or heard (oral)). Its simplicity should be seen as a point of entry 
when considering the complex nature of the reading process: the SVoR 
does not claim that reading is simple, rather it presents a simple model for 
approaching “the broad landscape of reading” (Kirby and Savage, 2008).

The common approach 
to reading focuses on the 
principle that, when we 
consider where children 
sit within this framework, 
we are better placed to 
support individual learning 
needs.

This starts from the moment pupils arrive at school. 
While literacy has always been a key area of learning and 
development, the new EYFS framework explicitly links literacy 
to The Simple View of Reading:

“It is crucial for children to develop a life-long love of reading. Reading consists of two dimensions: 
language comprehension and word reading. Language comprehension (necessary for both reading 
and writing) starts from birth. It only develops when adults talk with children about the world around 
them and the books (stories and non-fiction) they read with them, and enjoy rhymes, poems and songs 
together. Skilled word reading, taught later, involves both the speedy working out of the pronunciation of 
unfamiliar printed words (decoding) and the speedy recognition of familiar printed words. Writing involves 
transcription (spelling and handwriting) and composition (articulating ideas and structuring them in speech, 
before writing).”

The Early Learning Goal for reading has also been expanded from ‘reading’ to ‘word reading’ and 
‘comprehension’ with a more detailed focus on what children at the expected level of development will be able 
to do:

Word reading

 ∞ Say a sound for each letter in the alphabet and at 
least 10 digraphs;

 ∞ Read words consistent with their phonic 
knowledge by sound-blending;

 ∞ Read aloud simple sentences and books that 
are consistent with their phonic knowledge, 
including some common exception words.

Comprehension

 ∞ Demonstrate understanding of what has been 
read to them by retelling stories and narratives 
using their own words and recently introduced 
vocabulary;

 ∞ Anticipate – where appropriate – key events in 
stories;

 ∞ Use and understand recently introduced 
vocabulary during discussions about stories, 
non-fiction, rhymes and poems and during role-
play.
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The process of word recognition 
is ongoing, and has a significant 
impact on – not just a pupil’s 
ability to decode words – but on 
their working memory in general. 
Perfetti (1992, 2007) suggests 
that lexical quality - how 
precise and flexible a reader’s 
knowledge of any particular 
word is – is a key reason for the 
importance of print experience 
as a factor in fluent reading. If 
significant cognitive resources 
are spent on the comparatively 
demanding process of 
phonological decoding, they 
cannot be directed towards 
comprehension. Once reading 
independently is fluent and 
automatic for a large percentage 
of words, cognitive space is 
freed for the challenging process 
of comprehension (Ehri, 2005; 
Oakhill et al. 2015).

Explicit teaching of phonological 
decoding gives children the 
foundation for learning to read 
the printed word. While a small 
number of children might be 
able to teach themselves to 
read, working out the alphabetic 
code independently (Byrne 
and Fielding-Barnsley, 1989; 
Byne, 2005), the great majority 
of children will require careful 
and deliberate teaching in the 
early stages of reading, and 
some children will continue to 
require significant and prolonged 
support to become fluent 
readers.

Primary work

Ofsted’s mantra towards early 
reading is “learning to read by six 
allows you to read to learn”. This 
is something that is echoed in 
the work currently taking place 
in primary schools.

In many schools Literacy Leads 
work on a set of success criteria 
based on the following headings:

1. The headteacher prioritises 
reading;

2. Staff foster a love of reading;

3. The content and sequence 
of the phonics programme 
supports pupils’ progress;

4. Reading books match the 
sounds that children know;

5. Children are taught phonics 
from the start of reception;

6. Pupils who fall behind are 
supported to catch up 
quickly;

7. Staff are experts in early 
reading.

It is good to also review the 
Reading Curriculum to ensure 
that there is a clear progression 
and rationale for text choices.

Many primaries have also 
introduced Accelerated Reader 
– computer-based program 
that monitors reading practice 
and progress – and libraries are 
being revamped with new book 
stocks to ensure that all pupils 
have access to a range of high-
quality literature.
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Secondary work

The approach to reading at secondary level could be based on three key 
areas:

FLUENCY

Reading 
independently 

and for pleasure

Reading in 
subjects

Support for 
struggling 

readers

Reading in subjects

Disciplinary Literacy, from ‘Improving Literacy in Secondary Schools 
Guidance Report’

9Improving Literacy in Secondary Schools

Disciplinary
Literacy

Disciplinary literacy recognises 
that literacy skills are both 

general and subject specific.

How can we 
support children 
to debate like 
mathematicians? How can we 

support children 
to read like 
historians?

How can we 
support children 
to talk like 
scientists?

How can we 
support children 
to write like 
geographers?

Figure 1: Disciplinary literacy

In order to ensure that 
disciplinary literacy is at the heart 
of the curriculum, schools are 
now looking to:

1. Provide annual training to 
support teachers to define 
effective reading, writing, 
and talk in their subjects

2. Ask all subject areas to 
evaluate the quality and 
complexity of reading 
materials in school, assessing 
the degree of academic 
challenge such texts pose 
and relating this to baseline 
data of students’ reading 
ability

3. Ensure that the development 
of disciplinary literacy is 
coherently aligned with 
curriculum development. 
Key terms and essential 
knowledge are defined in all 
schemes of learning.

4. Use reciprocal reading 
strategies in all subjects to 
ensure that all students are 
strategic readers1

1 EEF_KS3_KS4_LITERACY_
GUIDANCE.pdf
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Developing reading comprehension across all subjects

Reading comprehension can be improved by teaching pupils specific strategies that they can apply both to 

Building vocabulary within the curriculum

The phrase “vocabulary gap3” has been used in recent years to identify 
the disparate vocabulary knowledge of students across the country. 
Geoff Barton has written that 

“When we talk of closing the word gap, we actually mean something 
much bigger than that unassuming phrase implies. We mean 
welcoming a child into a world of new ideas, insights and emotions, 
into a world that we, the word-rich, take for granted, and which we 
will routinely guarantee for our own children.”

Word knowledge is crucial for development in all subject disciplines. 
However, in England, almost one child in four (23%) does not meet this 
expected level of language development by the age of five. Children 
living in poverty face a much greater risk of falling behind – one in three 
(35%) does not have the language skills expected of a five-year-old. 
While the gap in language skills between poor children and their better-
off peers has fallen a little over the last five years, it remains stubbornly 
high. Boys growing up in poverty face a particularly high risk of falling 
behind – 42% of poor boys do not have the language skills expected 
of a five-year-old, compared to 28% of poor girls. This shows that the 
gender gap in educational outcomes starts long before children enter 
school – and needs to be tackled from a much earlier age.4

This research is substantiated at Key Stage 2 and 3: children who 
read often at the age of ten perform better than their peers in tests of 
spelling, vocabulary and even mathematics when tested at the age of 
sixteen.5

3 Closing the Vocabulary Gap, Alex Quigley

4 https://cdn.literacytrust.org.uk/media/documents/Ready_to_Read__-_
England_June_2015.pdf

5 Sullivan and Brown (2013). Social Inequalities in Cognitive Scores at age 16:  
The role of reading. London, IoE.

monitor and overcome barriers 
to comprehension.2

The EEF’s guidance reports 
Improving literacy in Key Stage 
1, Improving literacy in Key 
Stage 2 and Improving literacy 
in secondary schools all advise 
teaching pupils and students 
reading comprehension 
strategies to enable them to 
reading increasingly challenging 
texts.

At secondary level, every subject 
could use  the reading strategies 
recommended in the EEF report:

2 Teaching and Learning  
Toolkit (2015): Reading comprehension 
strategies
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Case Studies from the Wolds 
Learning Partnership

In September, all WLP schools 
will launch two reading 
challenges: ’11 before 11’ and ’14 
before 14’. They will initially run 
in upper Key Stage 2 and Key 
Stage 3, but they  are looking to 
adapt the challenges from Early 
Years to Key Stage 4 at a later 
date.

Pupils will be encouraged to read 
a selection of books throughout 
years 5 to 6, and years 7 to 9. 
Participation is not compulsory 
and, of course, pupils are free to 
read other books. The purpose 
is to introduce pupils to books 
they may not have chosen 
themselves, and to encourage 
discussion around literature 
both inside and outside the 
classroom.

Support for struggling readers

There is already intervention in 
place to help struggling readers, 
and they will build on this from 
September.

Any teacher who delivers reading 
intervention will be trained to 
teach phonics, and reading 
intervention will be tailored to 
each pupil.

 

 

 

 

 
 

A Kind of Spark 
Author: Elle McNicoll 
Interest age: 9-11 
Reading age: 9+ 
Date read: _______________ 

 

Artemis Fowl 
Author: Eoin Colfer 
Interest level: 8-12 
Reading age: 10+ 
Date read: _______________ 

 
Boy Giant 
Author: Sir Michael Morpurgo 
Interest age: 9-11 
Reading age: 9+ 
Date read: _______________ 

 
The Explorer 
Author: Katherine Rundell  
Interest age: 10+ 
Reading age: 10+ 
Date read: _______________ 

 

Explorers on Witch 
Mountain 
Author: Alex Vell 
Interest age: 6-11 
Reading age: 7+ 
Date read: _______________ 

 

Fearless Fairy Tales 
Author: Konnie Huq and 
James Kay 
Interest age: 6-11 
Reading age: 7+ 
Date read: _______________ 

 

The Girl of Ink and Stars 
Author: Kiran Millwood 
Hargrave 
Interest age: 10+ 
Reading age: 10+ 
Date read: _______________ 

 

 

 

 

 

 

 

 

Journey to the River Sea 
Author: Eva Ibbotson 
Interest level: 9+ 
Reading age: 10+ 
Date read: _______________ 

 

Mortal Engines 
Author: Philip Reeve 
Interest age: 11+ 
Reading age: 11+ 
Date read: _______________ 

 

The Odyssey 
Author: David Walser 
Interest age: 6-11  
Reading age: 7+ 
Date read: _______________ 

 

Once 
Author: Morris Gleitzman 
Interest level: 10+ 
Reading age: 9+ 
Date read: _______________ 

 

Percy Jackson and the 
Lightning Thief 
Author: Rick Riordan 
Interest level: 9+ 
Reading age: 9+ 
Date read: _______________ 

 

Rumaysa: a fairytale 
Author: Radiya Hafiza 
Interest level: 8-10 
Reading age: 8+ 
Date read: _______________ 

 

The 13-Storey Treehouse 
Author: Andy Griffiths 
Interest age: 6+ 
Reading age: 7+ 
Date read: _______________ 

 

The Wolves of Willoughby 
Chase 
Author: Joan Aiken 
Interest level: 9+ 
Reading age: 9+ 
Date read: _______________ 

 

 

A Kind of Spark 
Author: Elle McNicoll 
Interest age: 9-11 
Reading age: 9+ 
Date read: _______________ 

 

Artemis Fowl 
Author: Eoin Colfer 
Interest level: 8-12 
Reading age: 10+ 
Date read: _______________ 

 
Boy Giant 
Author: Sir Michael Morpurgo 
Interest age: 9-11 
Reading age: 9+ 
Date read: _______________ 

 
The Explorer 
Author: Katherine Rundell  
Interest age: 10+ 
Reading age: 10+ 
Date read: _______________ 

 

Explorers on Witch 
Mountain 
Author: Alex Vell 
Interest age: 6-11 
Reading age: 7+ 
Date read: _______________ 

 

Fearless Fairy Tales 
Author: Konnie Huq and 
James Kay 
Interest age: 6-11 
Reading age: 7+ 
Date read: _______________ 

 

The Girl of Ink and Stars 
Author: Kiran Millwood 
Hargrave 
Interest age: 10+ 
Reading age: 10+ 
Date read: _______________ 

 

 

 

 

 

 

 

 

Journey to the River Sea 
Author: Eva Ibbotson 
Interest level: 9+ 
Reading age: 10+ 
Date read: _______________ 

 

Mortal Engines 
Author: Philip Reeve 
Interest age: 11+ 
Reading age: 11+ 
Date read: _______________ 

 

The Odyssey 
Author: David Walser 
Interest age: 6-11  
Reading age: 7+ 
Date read: _______________ 

 

Once 
Author: Morris Gleitzman 
Interest level: 10+ 
Reading age: 9+ 
Date read: _______________ 

 

Percy Jackson and the 
Lightning Thief 
Author: Rick Riordan 
Interest level: 9+ 
Reading age: 9+ 
Date read: _______________ 

 

Rumaysa: a fairytale 
Author: Radiya Hafiza 
Interest level: 8-10 
Reading age: 8+ 
Date read: _______________ 

 

The 13-Storey Treehouse 
Author: Andy Griffiths 
Interest age: 6+ 
Reading age: 7+ 
Date read: _______________ 

 

The Wolves of Willoughby 
Chase 
Author: Joan Aiken 
Interest level: 9+ 
Reading age: 9+ 
Date read: _______________ 

 

We think it’s really important to encourage you to read lots of different books. 
Not only will your reading and writing improve, but you will experience 
wonderful worlds of different places and people in these books.

To help you develop your reading skills, we have set 
you a challenge: can you read 11 books on this list 
before you leave year 6? You can read them by 
yourself, read with someone, or even just listen to 
someone else read the story!

You can find the books on the list in the school library 
and at your local library.

Every time you read a book, record the date on your 
bookmark. Once you have read 11 books, hand your bookmark to 
______________ and you will receive a present from NAME OF HEAD OF 
SCHOOL.

Welcome to the ‘11 before 11’ 
challenge!

Most of the ‘11 
before 11’ books are 
on Accelerated 
Reader. Don’t forget 
to quiz!
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Please do get in touch if you have any specific training needs or, better still, if 
you want to be a part of this! We’re all in this together and the East Riding has a 

huge wealth of experience that we should all be learning from, together! 

Why look further afield!?!?

Our Partners

Pocklington
Community

Junior 
School
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