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PREFACE
The Medway Leadership Development Action Research Programme was commissioned by Medway Schools’ Forum 
with the aim of developing teachers and their leadership potential through engagement with an action research 
project of their choice.  Over the 2016-17 academic year up to 30 teachers engaged in a wide variety of projects in 
which they analysed an aspect of their practice relating to pupil learning or school improvement.  

The programme aimed to facilitate cross-school learning, enhance local networks and enable partnership 
approaches which benefited the children of Medway and the wider school community. As an important 
investment in the sustainability of a local school-led system of the future, this programme was new to Medway 
and did not replicate national programmes.

The outcome of this programme is showcased in two published booklets which highlight the importance of action 
research in evaluating learning and teaching to bring about positive change in educational achievement and 
progress of learners.

Nicola Smith
HR Business Partner & Specialist Consultant (Schools)
Medway Council
Gun Wharf
Dock Road
Chatham
ME4 4TR
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THE VALUE OF ACTION RESEARCH AND TEACHER-LED 
ENQUIRY PROJECTS 
Booklets like these which seek to capture the essence of the learning engaged in by those that participate in a 
range of projects can sometimes be misleading. On first glance, it is easy to be attracted to look at what themes 
were explored across a range of school settings or perhaps the methods which were employed to complete the 
study.
I think that the deeper and rather bigger questions that we as readers should be asking ourselves are:
• What was the value of undertaking these projects? 
• To the individual researchers? 
• To their schools? 
• To their pupils? 
• And even, over time beyond the life of the project? 

It’s not possible to answer these questions in depth at the start of the booklet, but you might like to reflect on 
them as you start to consider the contents of the pages which lie ahead. 
What can be done here, albeit briefly, is to begin to explore what has already been said about the value of such 
projects in general terms.

What is understood by ‘action research’?
‘Action research is a process of concurrently inquiring about problems and taking action to solve them. 
It is a sustained, intentional, recursive, and dynamic process of inquiry in which the teacher takes an 
action—purposefully and ethically in a specific classroom context— to improve teaching/learning. Action 
research is change research, a nonlinear, recursive, cyclical process of study designed to achieve concrete 
change in a specific situation, context, or work setting to improve teaching/learning…’
Pine, 2009: 29

 
In essence, the value of such projects lies in the person who engages. It is not the kind of work which is written 
about those who work outside the contextual situation in which it is undertaken. The drive comes from someone 
– in the pages which follow, teachers - who is captivated or intrigued by a particular set of circumstances, 
and moved to explore these in identifiable systematic, ethical and sceptical/critical ways. The drive is to both 
understand the situation better and also to make some changes, consider the impact they have made and 
ultimately pursue lasting improvement. The importance of the researcher within the actual context cannot be over-
estimated and by committing to this form of study they are actually engaging in aspects of change of which they 
may have little awareness as they begin. As indicated in the following pages, individual teachers have read around 
the topics they have explored, engaged in dialogue with themselves and their peers as they have questioned, 
reasoned and pondered over possible pathways to take. 

Why is this important for developing educational leadership?
This process of reflection-action-reflection-action can be considered as a spiralling cyclical process in which the 
research issues may change and actions undertaken are improved or discarded or become more focused. Action 
research assumes and celebrates that the teachers themselves are the agents and source of educational reform 
and not the objects of reform imposed by external agencies. Action research therefore empowers teachers to 
own, develop and refine their own professional knowledge. They are able to reflect on their practice to improve 
it, becoming more autonomous in their professional judgment, and able to lead a more energetic and dynamic 
environment where teaching and learning can take place. They also learn to articulate and build their knowledge, 
and recognise and appreciate their own expertise as an important part of learning to lead others.

‘Teachers are privileged through the action research process to produce knowledge and consequently 
experience that “knowledge is power.” As knowledge and action are joined in changing practice, there 
is growing recognition of the power of teachers to change and reform education from the inside rather 
than having change and reform imposed top down from the outside.’
Pine, 2009: 31

Allowing teachers to identify, explore and evaluate their own area of interest is particularly empowering. Frost and 
Durrant (2002) commented on this approach as having a long term effect – not just on their behaviour - 
‘but rather the impact of teachers’ development work on themselves and on their colleagues. 
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The development of teachers’ leadership skills, the exponential growth of confidence and self-esteem and the 
release of creative energy have a powerful effect…’
Frost and Durrant, 2002:157

I believe that all of these elements are clearly identifiable through the range of projects described in the following 
pages. The voices which follow are those of the researchers who undertook the studies in their own schools. It was 
a great privilege to be involved in their learning journeys.

Dr Peter Gregory FRSA FCollT NLG
Faculty Director of Partnership-led Action Research and Development

Jennifer Shearman
Partnership Development Lead, Medway

Kerry Jordan-Daus
Head of Regional, National and International Partnerships

References
Frost, D. and Durrant, J., (2002) Teachers as Leaders: exploring the impact of teacher-led development work. 
School leadership & management, 22(2), pp.143-161.

Pine, G. (2009) ‘Teacher Action Research’  Chapter 2  in Teacher Action Research: Building Knowledge Democracies 
pp 29-61 London: Sage.
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INVESTIGATING THE IMPACT OF INCREASING SELF-ESTEEM 
OF PUPIL PREMIUM GIRLS IN A GRAMMAR SCHOOL
Jo Campbell-Dunlop, Associate Headteacher
Chatham Grammar School for Girls, Rainham Road, Chatham, Kent

Jo has now left the school but can be contacted via the university.

Introduction 
In 2015-2016 Chatham Grammar School for Girls was one of a number of schools selected to take part in the 
government SAFE Pilot Project implemented by a group called IMAGO. The idea of the project was to investigate 
and implement ways of improving mental well-being for students. This Pilot Project involved IMAGO delivering 
some PSHE Lessons, Assemblies and guiding Student Ambassadors to provide mentoring support to other 
students within the school for one year. As part of this project IMAGO completed an initial baseline questionnaire 
across the school population, investigating the students’ perception and understanding of mental well-being, 
which was then followed up with a comparison questionnaire in July 2016. This enabled us as a school to examine 
our PSHE programme and look at the degree to which it was answering the needs of our students in relation to 
their mental well-being. An interesting factor that, amongst others, came to light was the question of student’s 
own self-perception and in particular their self-esteem. This reminded me of an article I read some time ago 
‘Experiences of poverty and educational disadvantage’ (Hirsch 2007, p.1). This article maintained ‘Children growing 
up in poverty and disadvantage are less likely to do well at school. This feeds into disadvantage in later life and in 
turn affects their children.  To break this cycle, we need to address the attitudes and experiences that lie behind 
social differences in education.’ There were a number of key points within the article, but two in particular 
resonated in relation to our own well-being questionnaires and students at Chatham Grammar School for Girls, 
and in particular our disadvantaged students; 
• Children from different backgrounds have contrasting experiences at school. Less advantaged children are 

more likely to feel a lack of control over their learning, and to become reluctant recipients of the taught 
curriculum. This influences the development of different attitudes to education at primary school that help 
shape their future. 

• Children from all backgrounds see the advantages of school, but deprived children are more likely to feel 
anxious and unconfident about school.

While we were not a primary school, I wondered to what extent the same concepts could be applied in a girls’ 
secondary grammar school. There were two layers to this research project; the first being to establish if there was 
a difference between the self-esteem of disadvantaged students compared to non-disadvantaged students and, 
secondly, whether the self-esteem could be improved through PSHE lessons targeted specifically to achieve this 
aim. 

Research question 
What is the measurable impact of increasing self-esteem of Pupil Premium girls in a grammar school?

Method(s)
A baseline measure was needed to try and establish where students actually currently were in relation to their 
perception of their own self-esteem. All students would be given a questionnaire and then the data of those 
recorded as ‘disadvantaged’ would be separated out as a sub-group. Well-being and self-esteem are difficult to 
‘measure’ and naturally there is some debate about the degree to which this can be truly achieved. This is an issue 
I shall discuss later in my evaluation of the research. I used an adaptation of Rosenberg’s (1965) ‘Self-esteem Scale’ 
as a base for my own measure.  The questionnaire is phrased as questions, to which available responses are ‘Agree, 
Strongly Agree, Disagree, Strongly Disagree’. These were then each given a numerical value (1-4), which enabled 
average data to be calculated and a general profile for disadvantaged students overall.
All students were given these questions amongst others which enquired about a variety of factors such as general 
well-being, access to extra-curricular activities and so forth. The purpose of doing it this way was as follows:

1. All students were given the opportunity to answer the questionnaires, which meant that the disadvantaged 
students did not feel targeted in any way.

2. The self-esteem questions did not stand out in an obvious way.
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The self-esteem questions asked within the questionnaires were as follows:
I feel that I am a person of worth, at least on an equal par with others.
I feel that I have a number of good qualities.
All in all, I am inclined to feel that I am a success.
I am able to do things as well as most other people.
I feel I do have much to be proud of.
I take a positive attitude towards myself.
On the whole, I am satisfied with myself.
I wish I could have more respect for myself.
I feel useful most of the time.

The number of lessons viewed to help increase student’s own self-perception and self-esteem were planned. 
‘Recognising self-esteem in our pupils: how do we define and manage it?’ (Kilbride, 2014, pp.17-21) was a helpful 
resource in this respect, in detailing research into ways we can develop student’s self-esteem generally.  The  
establishment of what self-esteem is clearly is not an exact science, but building ways for students to develop 
positive self-perception seems to be key. This involves encouraging introspection in a way that is focussed on the 
positive outcome of learning ways to empower the students themselves for positive mindset growth. Among other 
aspects an increased focus was given to the following in PSHE lessons:

• Celebrating Difference
• Relationships
• Peer Pressure
• Physical Well-being
• Strategies for coping with anxiety
• Pair/Group and Team working
• Friendship Relationships
• Emotional Health
• Self/Body Image/Self-Esteem
• Power of Positive Reinforcement
• Personal Responsibility
• Good Mental Health
• Stress management

While these lessons were focussed towards all students, it was hoped that the impact would also be beneficial for 
disadvantaged students. In July 2017 the students were asked to respond to the questionnaire again. This then 
enabled a comparison to be made between the baseline assessment of self-esteem in December 2016 and the 
end of the academic year having received a variety of PSHE lessons geared towards developing aspects identified 
as impacting on self-esteem. There were a number of ethical considerations as, in order to identify the sub-group 
for individual analysis, the surveys could not be anonymous. It was explained to the students that there would 
be a comparison as a result of the survey, between starting points and the end of the PSHE Programme and they 
were given the choice to refrain from completing the survey. It was explained that the original surveys would be 
returned to them and that once the scores had been submitted they would be anonymised and only summary 
data would be retained. In this instance all the students chose to take part and were able to complete their own 
comparisons also. Nevertheless, it must be recognised that the students might not have been totally honest in their 
responses to the questions posed, as a result of the fact that they could not respond initially anonymously. This is 
an inevitable pitfall for this research where specific subgroups need to be analysed and is difficult to resolve in a 
satisfactory way. 

What was learnt?
The table below shows average responses to the self-esteem questions in December 2016. Numerically the closer 
the score was to 1, the students strongly agreed with the statement  
(2 = Agree, 3 = Disagree and 4 = Strongly Disagree).
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It can be recognised 
from this baseline 
measure that the 
disadvantaged students 
did feel they were 
persons of worth and 
equal to others, but 
they were marginally 
less confident of this 
compared to their 
peers. The data also 
demonstrated a very 
similar pattern in terms 
of questions regarding 
the students’ belief 
in whether they have 
good qualities, being 
a success, feeling able 
and being proud of 

themselves. An anomaly appears when disadvantaged students rate themselves as having a positive attitude 
towards themselves. This is rated much more positively for disadvantaged students compared to other students. 
However, in response to a later question their self-esteem involving respecting themselves is much lower. This 
indicated that they evidently viewed feeling ‘positive’ about themselves as something quite different to ‘respecting’ 
themselves. As this stood out, it was important to try and tease out what the students saw the difference to be. In 
one-to-one discussions with a sample of students, which included a mixture of students from various sub-groups, 
it seemed apparent that they see feeling positive about themselves being more about their physical and emotional 
selves. Respecting themselves was viewed to be more connected with how they felt they were doing academically. 
It is interesting to note that of all the sub-groups assessed overall (including separate years groups, SEND, EAL etc.), 
the disadvantaged students stood out as being particularly low in terms of ‘respect’ for themselves. An interesting 
area for future further study would be to investigate to what degree the pressures of academic achievement 
impact on self-respect and students’ perception of self-value. Equally interesting would be to compare this 
between grammar and non-grammar schools. Either way, it was evident that we needed to address this within our 
planning of the PSHE lessons.

In July (2017), having delivered what we hoped was a very targeted and tailored PSHE programme we surveyed the 
students again. The following results were calculated:

In terms of measurement 
of the students’ self-
esteem the results 
showed a negative 
impact rather than 
positive. While they still 
showed the students to 
have an overall positive 
regard for themselves, 
the belief seemed less 
robust compared to 
earlier in the year. On 
a positive note, the 
difference seen between 
disadvantaged and non-
disadvantaged students’ 
view of themselves had 
closed. However, self-
respect remained an area 

of concern for disadvantaged students.
These findings were perplexing and it was important to try and ascertain why the lessons had appeared not to 
have had the overall desired impact. As part of our research process, students had been asked to review the value 
of lessons as they occurred and feedback was positive. Part of this feedback involved the students suggesting 
improvements, but also indicating whether they thought the lesson would be important for future groups. 
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These individual lesson feedbacks were very positive and indicated that we should see an improvement in our 
final survey. In a similar way to our earlier procedure, we engaged in discussions with the students; both one-
to-one and group. A particular issue was identified that seemed significant was that the survey was completed 
with their final set of school assessments looming the following week. It seems possible that this was impacting 
on their perceptions of their own self-worth. In the light of so much to revise, they were feeling less confident 
about themselves and their ability to cope and succeed. This would explain the result in terms of the question 
about ‘respect’ in which we saw a substantial dip for all students and the gap between disadvantaged and non-
disadvantaged deepen. It also adds credence to the possibility that students in a grammar school setting link 
academic success with self-respect.

Next steps
This was an initial study and it has been by no means perfect. From a practical perspective, I would be far more 
careful in choosing when to carry out the surveys. The impact of how the students are feeling at the time when 
it comes to this sort of survey is essential. The criteria for carrying them out cannot be timed according purely in 
relation to the availability of the students (opportunity sample), but rather more carefully timed to reflect similar 
conditions. It may also be better to develop a smaller but more intensive programme to focus on self-esteem and 
measure the impact before and after, rather than have lessons laced throughout a general programme already in 
existence. 
Self-esteem is not an easy concept to assess. It could be argued that it is not actually something you can measure. 
However, when it comes to human nature there are an abundance of examples of human experience that cannot 
be seen or touched and therefore measured in a tangible way, especially with the relatively small and restricted 
sample described herein. However, this is not to deny the value of this investigation because it does lend to 
suggestions for further research.
Ideally, a future investigation could incorporate the suggestions contained in this report/paper, e.g. the timing 
of implementation. Future research would also benefit from a larger sample, including both male and female 
students. This could be achieved by several schools co-operating in carrying out the amended research format. This 
would not only result in a larger cohort, but could result in more reliable outcomes.
In conclusion, despite acknowledged limitations of this research, and the reservations expressed here, it is 
important to address issues related to self-esteem in students, and unless we make attempts to do so, even in 
limited circumstances, we could miss an opportunity. It is important to try to grasp these aspects as much as we 
can, because if we never study that which we cannot quantify, I would propose that there would be an awful lot 
of human existence that would be left unexamined.  As Albert Einstein said, “The most beautiful experience we 
can have is the mysterious. It is the fundamental emotion that stands at the cradle of true art and true science.” 
(Seelig, 1954, pp. 8-11).

Reference list 
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WHICH TEACHING TECHNIQUES HELP MY CLASS LEARN 
THEIR SPELLINGS?
Anju Pooley
Delce Academy, The Tideway, Rochester ME1 2NJ

apooley@delceacademy.co.uk | 01634 845242

Introduction 
I wanted to explore which teaching methods can help children improve their spellings.

Research question
What teaching techniques help my class learn their spellings?

Method(s) 
I used different strategies each term to teach them the spelling words from Year 3 and 4 word list, through the 
week and then tested them weekly by giving them a spelling test. I recorded their scores weekly. 

What did you learn?
Term 1: ‘Look , Cover, Write and Check’ (Smith, 2017).
The results are below:

In Week 1 the average was 2.46, week 2 the average was 4.3, week 
3 was 2.38 and week 4 the average was 3.84.
I learned that Week 2 and 4 showed an improvement in results.
Term 2: Segmenting the words/ visual display (Snowball, 2016), “The 
splitting of a word into its constituent phonemes in the correct order 
to support spelling”.

Week 1 the average was 3.84, week 2 the average was 4.76, week 3 the average was 5.46 and week 4 the average 
was 7.07; consistently improving every week.

Term 3: Spelling patterns (Snowball, 2016).  Children explored the root word and the pattern it belonged to. 
This strategy was based on the use of prefixes and suffixes and by adding them how the meaning of the word 
changed. It involved the spelling rules and exploring word families.

Week 1 the average was 6.07, Week 2 the average was 6.76, Week 3 the average was 8.23 and Week 4 the 
average being 8.69. 
Although the results were much better this term, compared to the first two terms, the application of correct 
spelling in their writing was not so great.
Term 4: This term involved teaching of the spellings over two days with the third day for testing.  

11Leading innovations and interventions in Medway schools



Day 1: Find the meaning of the words and use in a 
sentence.  Day 2: Practise as a class. Day 3: Spelling test.

The average for Week 1 was 8.53, Week 2 was 6.76, 
Week 3 was 7.61 and Week 4 was 8.53.
This term saw a phenomenal increase in the marks, 
enthusiasm and children making links. You could see the 
improvement in their writing and their recognition of 
spelling words in their day to day reading.

Term 5: For this term, I decided to not give the class any input on spellings to see if that makes a difference and 
answer my questions of, are the children showing progress because they are more mature in their age than when 
they first started or is their improvement due to the fact that some of these spellings were repeated? Does it make 
a difference when you give them the input?

The average for Week 1 was 7.61, Week 2 was 6.69, 
Week 3 was 4.61 and Week 4 was 5.38. The scores had 
dropped.

Term 6: Same strategy as term 4 (best observed strategy)

The average for Week 1 was 7.61, Week 2 was 7.76, Week 
3 was 7.61 and Week 4 was 9. The improvement in their score was phenomenal. The enthusiasm returned and 
children felt more confident on the test day and more eager to test. 

Conclusion
I started with the question of which techniques help children to learn their spellings. I carried out my research with 
a class of 29 children but narrowed it down to 13 as they were present in all the sessions. It was interesting to 
analyse the data and find out which techniques have more impact, in their learning of spellings. I found that if the 
children are expected to learn to spell correctly, we need to teach them the skill. We expect children to know how 
to spell the words given in national curriculum but the children do not know the meanings of most of these words. 
They have never put these words in context. 
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Australian educationalist Misty Adoniou (2017) affirms, ‘’Spelling is a learned skill, not an innate ability, and 
therefore, it can and should be taught. English spelling is systematic, contrary to popular perception and therefore, 
it can be taught’’.  These words need to be taught, children need to be given opportunities to explore the 
meanings of these words and have the enthusiasm to practise without any pressure. I found that exploring spelling 
patterns and meanings helped them understand the word and made it easier for them to spell. Making learning 
of the spellings in an environment that allows making mistakes and correcting them is important. Sending home 
a list of words with spelling patterns should not be confused with the teaching of skills to learn spellings. It is the 
systematic teaching of spellings that helps children learn.

Next steps
There are four Year 4 classes in our school. I am going to extend the strategy which has been most successful 
(Term 4 and 6) to the other Year 4 classes and monitor and evaluate it after two terms whether it is making a 
difference in other classes; with other teachers giving them the same input as I did in Term 4 and 6. 
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DOES THE ‘NO GROUPS’ APPROACH TO MATHEMATICS 
TEACHING AFFECT PUPIL PROGRESS?
Hilary Russell
Delce Academy, The Tideway, Rochester ME1 2NJ

hrussell@delceacademy.co.uk   01634 845242

Introduction
“I felt dumb, stupid, like the stupidest person in the class.”

“If you are not in a group people can’t show off to the middle and lowest groups, they can’t rub your nose in it.”

“My table was for the ones who aren’t good at maths, but that table was for the ones who can do maths.”

“At first I didn’t like this, I was always in the top group and me and everyone else knew it, but then I realised that I 
needed to challenge myself every day, it was good to do maths talk with different people all the time, it made me 
think more about how I explained things. Also, I listened to someone saying how they felt being called a circle, I 
felt really bad.”

These quotes came from Yr 5 children speaking about their experiences of named group teaching in mathematics: 
The children were asked to describe what happened in previous mathematics lessons.  After input into the subject 
content for that lesson, the children were sent to their table groups.
The rationale for this research project comes from observations made during NQT placements. At that time 
(2013 -2014) maths was taught in fully differentiated (5 named groups) in all year groups. The groups were given 
names of shapes; the higher the level the greater the number of sides (circles were the lowest, hexagons were the 
highest).
At the start of each lesson children were told to go to their table groups and were provided with widely 
differentiated activities, within the same subject unit.
Adult support was directed by group, there was no movement between groups during the year despite the subject 
unit. 

My observation of the effects of this ability labelling was that both teachers’ and children’s attitudes limited their 
expectations for maths learning. Teacher’s pedagogical approaches varied towards children depending upon their 
group. In her book The Elephant in the Classroom (2015)  Jo Boaler espouses the notion that there is a belief that 
some people can do maths and some people can’t. Additionally, in Mindset by Carol Dweck (2017) quotes Falkho 
Rheinberg’s study of schoolteachers with different mindsets.

“In my experience, if I know a student’s level I can predict their performance throughout the year.”

“As a teacher, I have no influence on student’s ability.”

In these classes the children who started the year as ‘high ability’ ended the year there, and those who started the 
year in the ‘low ability’ group stayed there. 

Research question
Does the ‘no groups’ approach to maths teaching affect pupil progress?

Method(s) 
Initially, I explored how the children viewed themselves as learners of maths by individual pupil voice questioning. 
The questions were open and conversational in style intended to elicit general levels of confidence in their own 
ability to make progress in maths and their enjoyment of the subject. Whilst I had an overview of the questions 
I believed would produce this outcome, the conversation was not scripted and very much lead by the comments 
from the children. They all expressed their willingness to share their views on the styles of maths teaching to which 
they had been exposed and were very candid about their feelings on being branded by ability group.
“I’m a circle, I can’t do maths”.
“I’m a Hexagon, I’m good at maths”.
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These views did not vary from unit to unit.
Subsequently, I used a five point stylized face scale, this reflected a system of Traffic Lights familiar to the children; 
used in school to reflect upon their learning.

I used this type of scale as research has shown that the most efficient way of representing emotions is with facial 
features because facial cues are used as a main means for judging emotional information. Scales depending upon 
written text rather than pictorial representation require users to understand the words in order to be able to 
interpret the question. Additionally, as my cohort of interviewees was Year3, written scales could possibly have 
posed problems for those children who were not confident readers.

There were two questions, referring to the classes in which the children had experienced group and no-group 
maths teaching:
• How confident I feel about learning maths in (grouped class)
• How confident I feel about learning maths in (no group class)

What did you learn? 
The data of average confidence levels was quantified and presented as a chart.

The children being shown by teacher 
assessment as higher, middle or lower 
ability. I also analysed the results of 
benchmark testing, comparing results 
from October 2106 and March 2017, 
comparing data for those children 
who had self-evaluated as high or low 
confidence as maths learners. 

Interestingly, the results seem to 
indicate that, whilst all teacher 
assessed ability groups indicated 
greater self-confidence as maths 
learners in the no-group scenario, 
the greatest differential was in the 
improved confidence shown by the 
middle and lower ability children. 

Furthermore, the average attainment 
scores seem to show that the children 
who initially expressed low levels of 
self-confidence as maths learners have 
shown greater progress in benchmark 
testing than those more confident 
learners.  
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Next steps 
As a result of this project I shall use the confidence survey and questionnaire at the start of each new school 
year to determine the confidence levels within my new class such that I am best able to direct my formative 
assessment questioning appropriately to support those children who assess themselves as lacking in confidence in 
mathematics. Furthermore, I shall disseminate the results of this study to colleagues.

Most importantly, the children’s perception of themselves as maths learners was fixed in grouped class teaching 
and they lived up or down to those expectations. Their confidence and potential have been undermined and 
their hopes of upward progress limited. Fixed ability thinking and ability led teaching seems to disadvantage and 
discourage children’s aspirations. The children have been restricted by ability to the learning to which they are 
exposed. Formative assessment during a lesson rather than generalized assumptions and preconceived ideas of 
‘ability’ would, in my opinion, facilitate a growth mind set such that maximum progress for all children, whatever 
their starting point, is achieved. Dame Alison Peacock refers to the power of learning capacity, not fixed, as 
collaboration between the individual learner and the classroom collective, releasing both teacher and learner from 
the restrictive notion of inherent ability.

I believe that the children who expressed low self-confidence levels did not necessarily lack innate ability but 
were unable to develop due to an absence of appropriate learning experiences. Children should not be offered 
‘dumbed down’ activities engendering an ethos of learned helplessness, rather more all children should be offered 
challenging tasks and enabled to access them with targeted support. Ofsted have stated that one of the main 
reasons for underperformance of the most able children from disadvantaged backgrounds (Pupil Premium) is low 
expectations based upon preconceived perceptions of their capacity for progress and attainment. 

Conversely, are those children who have high confidence in their abilities as learners of mathematics restricted 
by their fear of failure? For these children the no-group approach allows them to challenge themselves, make 
mistakes and become resilient learners without the pressure that comes with being in the ‘top group’. 
In conclusion, I believe that the ‘no groups’ approach to mathematics teaching allows all children to achieve their 
best progress as their struggles with difficult concepts are private; no one is calling them a ‘circle’ or a ‘hexagon’. 
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GROWING SCIENTISTS AT GREENVALE
Emilie Ashen
Greenvale Infant and Nursery School

Greenvale Infant and Nursery School, Symons Avenue, Chatham ME4 5UP
office@greenvale.medway.sch.uk 01634 409521

Introduction
This project was undertaken for a variety of reasons.  As a relatively new middle leader, I was eager to develop 
myself professionally as a leader and establish myself as both a middle leader and leader of science in the school.  
In undertaking an action research project, I hoped to develop my research skills for my own development, but also 
to enhance the existing practice within school (Mills, 2003) and to effect change where necessary (Fullan, 2000). 
Another important factor was to reinstate science’s place as a core subject in the curriculum alongside English and 
Mathematics, and ensure all teachers valued science in the same way.  Moreover, in line with the new curriculum, 
enquiry skills needed to be brought to the forefront of the science curriculum, finding strategies to ensure that 
these are taught effectively throughout the different year groups and key stages.

Equally, developing children’s engagement in, and love for, science was another factor both in my role as science 
leader and as developing practitioner in the classroom that both excited and puzzled me.  It was important to 
develop children’s views of themselves as scientists and also to encourage parent links and involvement in the 
subject, and hopefully enrich their view of science as a subject. In this way I was eager to discover children’s views 
of science.

Research Question
How does science week support children’s learning?

Method
OFSTED (2013) stated that we need ‘better science 
education to secure a strong foundation for a successful and 
technological society’ (p.4).  Moreover, science teaching needs 
to allow pupils to ‘understand its value, enjoy the experience 
of working scientifically, and sustain their interest in learning it’ 
(OFSTED, 2013, p.4). 

It was decided that a science week would encourage a whole-
school awareness and promotion of science as a subject, and 
allow teachers the freedom and curriculum time in which 
to plan in-depth investigations and practical experiences in 
order to encourage children’s engagement and excitement 
for science.  This is supported by research into the project 
approach which advocates this use of curriculum time to give 
children the opportunity to investigate (Helm and Katz, 2000). 

In order to see the impact of science week on children’s 
learning, it was necessary to incorporate the views of both staff 
and children in the school.  The sample includes all teachers in 
Early Years including nursery, and across Key Stage One.  For 
the staff questionnaire, a combination of numerical and written 
qualitative questions was used in order to create a semi-

structured questionnaire.  In this way, Likert scales (Likert, 1932) were used to provide numerical data by rating 
the impact of science week on a particular area, which allows for statistical analysis and the creation of bar charts 
to show comparison.  Qualitative data allowed staff to give more detailed responses and ownership of their own 
responses to the questions. After science week, teachers had the opportunity to return to their initial questionnaire 
and re-code or change answers to show how their views had changed or developed as a result of science week.  
This enabled me to analyse the changes in Likert scale responses as well as see the impact of science week on each 
of the statements.  
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In order to answer the overarching research question and find out the impact of science week on children’s 
learning, it was necessary to seek children’s views of science and themselves as scientists.  Again, a combination 
of qualitative and quantitative data was collected from a sample of children across Key Stage One. In total, eight 
children were selected from two year one and two year two classes. In collaboration with the class teacher of each 
class, a girl and boy with high speaking and listening skills were selected.  

Initially children were asked to complete a Likert scale to provide numerical data involving degrees of agreement 
against four statements about science week and learning. This was piloted with other children of the same age 
range and it was decided that a five-point-scale using a series of facial expressions (as opposed to a three-point 
scale) allowed children to provide more accurate viewpoints, although it could be argued that children could still 
have a tendency to choose the most smiling face.  Each child then participated in a semi-structured interview 
discussion which could be used in correlation with their responses to the Likert scale.  Although I had prepared a 
list of predetermined questions to cover, the semi-structured nature of the interview ensured that I could tweak 
the questions accordingly to ensure that the dialogue became more of a conversation and therefore allowed the 
children to relax and be more open about their attitudes (Kellet, 2005). 

As well as analysing the quantitative data produced by using likert scales, both qualitative data of the staff and 
children was analysed using a colour-coding system to find common themes and ideas.  The data was also typed 
into a word cloud generator in order to analyse and present the frequency of words used by children and adults 
and in order to draw comparisons and themes. 

What was learnt?

From the staff questionnaires including Likert scales:
Initially, staff were asked to complete a Likert scale of the perceived impact of a science week on a set number of 
statements.

Effect of science 
week on: 1 2 3 4 5

Enquiry skills 1 5 3

Children’s 
confidence

3 6

Children’s 
wellbeing

1 3 5

Children’s 
engagement

2 7

Raising children’s 
curiosity

4 5

Progress in 
science

2 5 2

Parental 
involvement

1 3 4 1

1  = least impact, 5 = most impact

Table 1: View of staff on the perceived impact of a science week 

Generally, staff rated most areas as 4 or 
5, with children’s engagement perceived 
as a particular strength of a curriculum 
based week, an element that we sought 
to preserve in order to stimulate children’s 
interest in and passion for science (Asoko, 
2002; OFSTED, 2013; Dunlop, Compton, 
Clarke and  McKelvey-Martin, 2015).

Fig 1: Teacher attitudes to a curriculum 
based week (prior to Science Week, 2017)  
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The initial results also demonstrated a perceived need for opportunities to engage parents in activities during 
science week - an element that was planned as a result of these initial questionnaires with the introduction of 
parent drop-ins within the classroom working with their children.  Children’s progress in science was also a more 
varied response between 3 and 5 which led to middle and senior leadership undertaking planning scrutiny and 
collaborating with classroom teachers to ensure activities and lessons planned for science week were purposeful 
and linked to the curriculum to ensure progress within the subject was maximised.  

These questionnaires were revisited following science week to see if teacher views had changed or 
developed as a result.

Effect of science 
week on: 1 2 3 4 5

Enquiry skills 3 6

Children’s 
confidence

9

Children’s 
wellbeing

2 7

Children’s 
engagement

9

Raising children’s 
curiosity

1 8

Progress in 
science

4 5

Parental 
involvement

4 5

1  = least impact, 5 = most impact
 

Table 2: View of staff on the 
perceived impact of a science 
week following the week 

Fig 2: Teacher attitudes after the 
Science week

As a result of changing planning 
and creating sessions to involve 
parents, staff responses now 
range solely between 4 and 5 
for most impact. Both children’s 
confidence and engagement in 
the subject are perceived by staff 
to have the most impact through 
teaching science in this way.  

The written responses were also analysed. Initially a colour coding system was used to identify themes within each 
individual questionnaire and across the questionnaires collectively:
• Enquiry skills/investigations and referral to experiments
• Learning and discovering
• Positive attitudes to science
• Play
• Drawbacks/things to improve
• Parental engagement/home values
• Staff attitudes to science and learning
• Well being/impact on other areas 

Analysis in this way allowed for more detailed themes, attitudes and values to emerge. A key theme that was 
evident in all of the teacher questionnaires was the impact of science week on children’s engagement in and 
positive attitudes to science.  Teachers felt science became a priority for them in teaching in this way, which was an 
earlier aim of the project and echoes the message of OFSTED (2013).  
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One teacher commented that it stops people from ‘overlooking a subject’ or taking it ‘for granted’ (Teacher A).  
Enquiry and investigation skills became more evident in planning throughout the school and was a definite focus, 
with teachers commenting that it gave them time to teach and apply these skills with the children, providing ‘an 
immersive experience for the children’ (Teacher B). In this way, assessment of science was seen to become more 
accurate and precise.

A further benefit of using a curriculum-based week was the impact on other areas of children’s development 
- particularly their well-being and social development by working collaboratively, which in turn is believed to 
support learning (Maslow, 1943).  Every teacher commented that they believed science week had a positive impact 
on children’s well-being as a whole, with children becoming highly motivated due to engagement. It was 
considered that it would impact on the school community, and also support the development of personal and 
social skills.  Moreover, parent involvement gave more value to the week and helped to create positive attitudes 
throughout the children’s lives.  From the teacher questionnaires it is evident that the benefits of a curriculum-
based week are more extensive than just progress and attainment in science. The word-cloud generator below 
demonstrates common themes throughout the teacher questionnaires by the frequency of words impacting on the 
size of the words displayed. 

This also correlated with the 
existing themes and benefits of 
science week, with ‘engaging’, 
‘learning’ ‘skills’ and ‘wellbeing’ 
rating as key benefits of a 
science week.  

Though two teachers believed 
there to be no drawbacks of 
planning a curriculum-based 
week, others did note some 
drawbacks:
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• Shift in focus - making sure other subjects do not lose focus and priority
• There was a concern that it would take more time for planning and creating/gathering resources (though the 

teacher later commented that it ‘was actually quicker as cross-curricular’
• Children could forget the skills taught within the week as it could be considered separate from other learning
• Application of learning in future situations
• Could be challenging for pupils who rely on routines or who do not naturally ‘push themselves to see and hear 

move - confident children naturally dominate…quieter pupils can miss out’ (Teacher A).

With the intention of continuing science week in future years, I will need to investigate ways to minimise these 
drawbacks further so that the benefits of planning in this way can be enhanced.

Children’s interviews and use of likert scale
After analysing staff responses, I was eager to discover if the key themes correlated with the children’s responses 
and viewpoints.  Initially, children were asked to complete a likert scale involving degrees of agreement against 
four statements about science week and learning, using facial expressions to rate each statement.

Statement 1 2 3 4 5

Science lessons 
are fun

8

Science week 
has been fun

2 6

I look forward to 
science lessons

1 1 6

I like science 
experiments

8

Table 3: Children’s views on 
Science lessons 

Chart 3: Children’s responses to 
Science Week

From the children’s responses, 
the majority of the children 
have shown a clear enjoyment 
of science week and other 
science learning in school, 
with most rating 5 or 4 
(the higher smiley faces). 
As mentioned previously, it 
could be argued that children 
could still have a tendency to 
choose the most smiling face, 
so it was important to look at 

correlations with their responses when interviewed too.  Child A had a slight discrepancy in his results by choosing 
the highest response for ‘science lessons are fun’, ‘science week has been fun’ and ‘I like science experiments’ but 
choosing the middle facial expression for ‘I look forward to science lessons’.  In his interview, his positive attitudes 
are clearly shown through repeating his favourite part of science is experiments. This was a common theme 
throughout the interviews as detailed below. 

Like the teacher questionnaires, the children’s interview responses were also analysed in the same way using the 
colour coding system to identify themes. 
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A key theme that was evident in all of the children’s interviews was the high focus on investigations, experiments 
and enquiry skills which was frequently mentioned in answer to the question about ‘learning this week’ and 
‘favourite part’ of Science.  Child B commented that ‘science is the funniest thing in the world,’ with ‘explosions’ 
and ‘experiments’ highly mentioned across all of the responses.  Children also associated science with learning and 
discovering, and spoke enthusiastically about these things: ‘Science is when you learn’ (Child C), ‘discovering new 
things, I love learning new things  - that’s why I love school’ (Child D). 
 
From the children interviews it is evident that implementing a science week has raised the profile of science with 
both adults and children, as well as promoting positive attitudes to science and highlighting the importance of 
developing enquiry skills for children’s understanding of science as well as their enthusiasm for the subject. The 
word-cloud generator below stresses these areas by the frequency of words impacting on the size of the words 
displayed.

The children did note some 
drawbacks and improvements 
of science week:
• more explosions and   
 experiments (Child A, B, E, F)
• more play/discovery  
 (Child C, G, H)
• more facts (Child A)
 

Child D stated that there should be nothing changed about science because he ‘loves science’.

Next steps
In undertaking this project, I have felt a considerable impact on my own professional development in both my 
role as classroom teacher delivering quality science experiences, as well as in my role as middle leader of science, 
and my ability to support other teachers in the school. This includes raising the status of science for all members 
of staff, feeling more confident and qualified to support teachers in the planning and delivery of the science 
curriculum, as well as broadening and deepening my own understanding of the science curriculum and key skills. 

My next steps include investigating
• How to enhance progress in science during science week (4 teachers rated progress as 4 and five teachers 

rated as 5 for most impact)
• How to minimise the drawbacks mentioned by teachers
• Ensuring the status of scientific enquiry, investigations and working scientifically throughout the science 

curriculum
• My own professional development - would like to continue the cycle of action research  
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DOES THE MEDWAY MILE IMPROVE CHILDREN’S WELLBEING 
AND BEHAVIOUR?
Leanne Turner
Hilltop Primary School, Hilltop Road, Frindsbury ME2 4QN

turnl180@medwaymail.org, 01634 710312

Introduction 
Firstly, I wanted to develop my role as PE Lead across the school and do something that was hopefully going 
to have an impact on the whole school. With the PE funding that primary schools now receive, it is vital that 
all children are given the opportunity to use physical education as a tool to improve educational attainment, 
emotional and physical health and well-being.   
In addition to this, I have always been interested in the link between a child’s wellbeing and physical activity. Most 
days I hear something in the news about the obesity crisis in young people or mental health issues and I wanted 
to explore whether there was a link between children being involved in physical activity and the impact on their 
wellbeing in the classroom. 
Children spend most of their childhood at school and therefore I believe we have a key role to play in the wellbeing 
of the children in our care. I am passionate about making a change and trying to get children to get more active 
which is why I chose to carry out this research.  

Research question
Does the ‘Medway Mile’ improve children’s wellbeing and behaviour?

Method(s) 
To get an idea of my starting point, I handed out a fitness questionnaire to all the children in the school as 
suggested by the Medway Sports Team who set up the Medway Mile. Although it was given to every child in the 
school, it was taken home to complete and therefore not all the questionnaires were returned. The sample of 
completed questionnaires that I received back gave me an idea about how active each child was at the start and it 
also enabled me to find out more about their general wellbeing. 
With the support of the Medway Sports Team, I set up the Medway Mile. Each class had to complete the run at 
least once a week (depending on their age). 
After two months of taking part in the Medway Mile, I then handed out a questionnaire to all teachers in the 
school who completed it and returned it to me. This remained confidential and anonymous. All teachers had the 
right to withdraw. 
Finally, I interviewed a small sample of 24 children across the school. This was an equal mixture of boys and girls 
who were selected at random.

What did you learn?
I received 273 fitness questionnaires back that I gave out to all children prior to starting the Medway Mile. I gave 
out a total of 420 meaning this was a response rate of 63%. 
The NHS Guidelines state that in order to maintain a basic level of health, children and young people aged 5 to 18 
need to do:
• At least 60 minutes of physical activity every day – this should range from  moderate activity, such as cycling 

and playground activities, to vigorous activity, such as running. 
• On three days a week, these activities should involve exercises for strong muscles, such as push-ups, and 

exercises for strong bones, such as jumping and running. 

My results show that less than 32% of the children who returned the completed questionnaire took part in the 
recommended amount of physical activity prior to starting the Medway Mile. From the previous research and 
readings that I have carried out this could have an impact on their behaviour in class and general well-being. 
I handed 12 questionnaires out to all teachers at Hilltop Primary School (excluding Foundation Stage). My results 
show that although the teachers concluded that the children in their class enjoyed the Medway Mile, it did not 
have an impact on the behaviour and concentration in their class. Graph 1 shows that 8 out of the 12 teachers 
(67%) that I asked said that the Medway Mile did not have an impact on behaviour when they returned to class 
after the physical activity. Whereas 4 teachers (33%) stated that it did make a difference with one teacher quoting 
‘They were far more settled and ready to come back to work’.
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Fig 1: Teachers’ views on impact of Medway Mile on pupils’ 
behaviour

Fig 2 showed the results for whether the Medway Mile had an 
impact on the concentration levels in class. The results show 
that 5 teachers said that it did have a positive impact and that 
children returned to the class ‘ready to learn and more focused’. 
However, 7 teachers thought that it didn’t make any difference 
to concentration level in their class and some stated that it 
actually had a negative impact on some children in their class, 
particularly those on the SEN register. Teacher A quoted ‘I 

would say that it was negative rather than positive unfortunately. It tended to hype the children up and get them 
so excited that it was hard to get them to focus on their work afterwards’. Teacher B said ‘the change in routine 
did confuse some of the children in my class and although they were prepared for it at the start of the day they 
found it difficult to sit at their desks and work after the run’.

Fig. 2: Teachers’ views on impact on pupil concentration levels

The last part of my research was to interview a small sample of children across the school. I randomly selected 
2 boys and 2 girls from each year group (year 1 through to year 6). As the results from the teachers were quite 
negative, I wanted to find out how the children felt about the Medway Mile and whether they thought it had an 
impact on their wellbeing and behaviour. 

From analysing my results, it is clear to see that the children enjoyed doing the Medway Mile with 100% of them 
saying that they were excited to take part and looked forward to being allowed to do it on their allocated day. One 
particular child quoted ‘I ask my teacher every morning whether it is our day to do the Medway Mile. I really enjoy 
being allowed to exercise in between our lessons. It makes me really happy’. 

My results show that the Medway Mile also had a positive impact on the fitness levels of the children involved. I 
compared the fitness levels of the children that I interviewed before and after the Medway Mile and the difference 
was significantly better. All the children in my sample were now taking part in the recommended daily amount of 
physical activity and were becoming more active. When I asked the children whether they felt it improved their 
concentration in class after taking part in the Medway Mile, the results were quite similar. As the graph shows 
below (graph 3), 21 children out of the 24 children that I asked stated that the Medway Mile did have an impact 
on their concentration levels in the classroom. Several children stated that it made them feel ready to learn when 
they returned to class after the Medway Mile. Another child said that ‘It helped me focus on what I had to do 
when I got back to the classroom. It was nice to go outside and clear my brain before doing maths work’. 

Fig 4: Children’s views on effects on concentration 

However, one child that I asked didn’t think that the Medway 
Mile had an impact on their concentration levels when they 
returned to class and two younger children who I interviewed 
were unsure. The results to this question show that a majority 
of the children I asked thought that they Medway Mile did have 
an impact on their concentration levels and made an impact. 
This was very different however to what the teachers thought. 
I also asked all the children whether they thought the Medway 
Mile changed their behaviour in the classroom. 
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Fig 5: children celebrating after the activities 

My results show that 18 out of the 24 children 
that I asked thought it improved their behaviour 
stating ‘It helped me to focus and my teacher 
didn’t have to moan at me for not doing my 
work’. However, 6 children didn’t notice a 
difference in their behaviour after doing the 
Medway Mile. 

My overall results show that even though the 
children enjoyed taking part in the Medway 
Mile, it had very little impact on the children’s 

behaviour and wellbeing in class. On some occasions, it actually had a negative impact. 

Overall, I have learnt several things about my research question and research project in general. Firstly, I don’t 
think I gave myself enough time to complete the research and I have learnt that I needed a much longer time scale 
for my results to be more reliable. Unfortunately, when the Medway Mile was set up at Hilltop Primary school 
the route did not work as well as we had planned. Once a summer route had been planned and marked, the 
children started doing the Medway Mile again. However with SATS, end of term tests and a busy calendar it was 
hard for teachers to complete the Medway Mile on their accolated day. Again this had an impact on my research.  
Therefore, I don’t feel as though I gave it enough time to be able to measure the true impact that the Medway 
Mile had on the children at Hilltop Primary School. From the time that my research was carried out, I did not see 
any evidence that it improved the wellbeing and behaviour of the children at my school. 

Next steps
The Medway Mile did not have much impact in the time scale that I had and it was hard to analyse my results. 
Therefore, I plan to continue with the Medway Mile next academic year and my research into physical activity 
improving children’s behaviour and well-being. I will then analyse any results in July 2018. 
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WHAT IS THE EFFECT OF USING OUTSIDE INFLUENCES ON 
BOY’S WRITING?
Caroline Wooder
Hilltop Primary School, Hilltop Road, Frindsbury ME2 4QN
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Introduction 
I chose an area of research that had particular reference to me as a teacher in Year 6 who would be teaching a 
group of children who were working below the expected standard in Literacy. As a school it has been identified 
over a number of years that boys’ writing was an area for development. There has been much research into the 
gender gap in writing over the years and focus on National Curriculum test results that show that “boys are further 
behind girls in writing than in other English attainment targets” (OFSTED 2003, p.25). The Literacy Trust’s research 
(2010) also highlights the gap between boys and girls in writing attainment since 2005 in the SATs. With this in 
mind and the new expectations for writing in the Year 6 SATs I decided to focus my research project on boy’s 
writing in my Year 6 Literacy set.  

The Literacy set comprised of 14 children- 9 boys and 5 girls. Through discussion with their other teachers it was 
agreed that all the boys in the set should be the focus of the research as they were all underachieving in writing 
and were very reluctant to write.

Through my research I wanted to see whether using outside influences could improve and motivate the boys in 
the target group and in turn improve the quality of the writing the boys in the set produced. The boys produced 
a piece of writing at the start of the project which was assessed using our school’s 21 steps assessment tracker. 
Samples of writing were gathered at the end of the project to analyse development/improvement.

Research question
What is the effect of using outside influences on boy’s writing?

Method
At the beginning of the project I asked my target group to complete a Diamond 9 activity in which the boys had to 
rank in order of importance the impact of certain outside influences on their writing. 

Diamond 9 examples

The Diamond 9 task was to be repeated at the end of the project and the results analysed.
The next stage in the project was to implement each of the outside influences from the Diamond 9 activity over 
two terms in the daily Literacy lessons. I decided to involve all the members of the set in the lessons which meant 
that the 5 girls in the set were involved in all of the tasks but their results were not included in the research.
The implementation of these outside influences involved a variety of creative and interactive sessions led by myself 
except for the initial ghost writing session which was led by a Librarian from the Medway Libraries Scheme. 
The sessions involved the children working in groups discussing their initial ideas and then recording them 
informally on whiteboards or large sheets of paper for future use. 
After these initial discussions and recording sessions the children were asked in further sessions to produce a piece 
of writing individually which would be assessed and used as evidence at the end of the project.
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Photographs were taken during some of the sessions to record the boys’ involvement in certain tasks and as 
reminder to support the boy in the independent writing tasks.

What did you learn?
My research evidence showed that the boys’ confidence and engagement increased during the practical and 
creative lessons. Through observations of the boys engaged in writing tasks at the beginning of lessons, during 
and towards the end, each of the boys was seen to increase their levels of confidence and engagement. It was also 
very clear from the start that the target group enjoyed having the opportunities to discuss their ideas and question 
each other before committing pen to paper.

During the initial ghost story writing workshop led by a visiting librarian from Medway Libraries Service, it was 
observed by myself that many of the boys were enthusiastically participating in the oral sessions. They responded 
very well to ghost story extracts being read to them and were fully engaged with the reader- asking questions and 
adding their own thoughts. There was a definite sense of excitement surrounding the idea of writing their own 
ghost stories and as their teacher this was very rewarding to see from boys who were largely very reluctant writers. 
They expressed the views that they liked being given ‘freedom’ to create their own ideas and having a sounding 
board to share these with others before recording was also seen as a positive element too. 

From this initial session I then held two further 
sessions for the boys to complete their ghost 
stories. During these sessions the boys used drama 
techniques such as freeze frames and hot seating 
to develop their ideas further.  I also provided the 
boys with word banks, images of ghosts and story 
books to support their writing. It highlighted for 
me that some of the boys needed a visual stimulus 
to get their ideas flowing. The final ghost stories 
were assessed using the school’s assessment 
system.

Other sessions involved the boys being shown 
short clips from films relating to the texts we were 
covering. It was observed early on in the sessions 
that many of the boys found it very difficult to 
visualise the setting of certain texts such as  ‘Holes’ 
by Louis Sachar and therefore needed visual 
prompts from the film clips to help them. Once 
these clips were shown the boys developed a much 
better understanding of the conditions for the 
characters and produced some very detailed work 
on the thoughts of feelings of these characters.  
Different film clips were used for a variety of texts 
over a number of sessions clearly identifying the need to provide the boys with visual stimuli to support them in 
the writing process. 

All of the boys in the target group moved up at least one step on the school tracking system and at the end of the 
project were far more confident when tackling new writing challenges. With a few more sessions I feel at least 
two of the boys in the target group could have reached the expected standard for writing in the Year 6 SATS, 
something I had not even considered possible at the start of the project.

During the repetition of the Diamond 9 activity all the boys put the use of film clips, drama and having a picture 
to look at in their top 3 most important things that help them to write. This had not been the case for all the boys 
at the beginning of the project. One boy at the beginning had put film clips, drama and having a picture as the 3 
least important things to him when writing but it was clear from discussions with him after the sessions that he 
now understood that these did help to give him ideas when writing.
My hope is that as the boys move onto secondary school they will engage far more fully in Literacy writing sessions 
and have the confidence to voice and record their own ideas.
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Next steps
I aim to discuss my project with the school’s senior leadership team and the literacy lead and talk about the 
possibility of some staff training. In this training I would like to show the strategies used with the boys and how 
they could be adopted in other year groups to encourage the more reluctant writers. I feel this needs to be a 
whole school approach and the early some of the strategies can be implemented in our school, the better!

It has also become apparent that writing in school isn’t all the answer to improving boy’s writing attainment. The 
National Literacy Trust has recently published research showing that children who enjoy writing and who write 
creatively outside school do significantly better in the classroom. The report stresses that helping children develop 
a love of writing is important for their academic success. Children who enjoy writing outside school are seven times 
more likely to write above the expected level for their age compared with children who don’t enjoy writing (23.2% 
vs 3.2%). This has highlighted the need to try to engage parents, especially of boys, to encourage their children 
to write at home for pleasure.  Through discussion with SLT and the Literacy Lead I feel it would be of benefit to 
the school and parents to run some writer’s workshops. Whether these are sourced through school staff or from 
outside agencies is yet to be discussed.
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WHAT IS THE EFFECT OF COGNITIVE ACCELERATION LESSONS 
ON MY YEAR 8 STUDENTS?  
Hannah Fox
Sir Joseph Williamson’s Mathematical School, Maidstone Road, Rochester ME1 3EL

01634 844008

Introduction 
In my role as head of KS3 English at an all-boys selective school, I implemented a programme of Cognitive 
Acceleration lessons called ‘Let’s Think in English’, pioneered for 30 years by King’s College London, in an attempt 
to promote a growth mindset in our students.  (King’s College London, 2017a and 2017b).  I implemented this 
programme due to my belief that our students, although intellectually able, were unable to work independently 
and had little resilience when it came to facing unseen pieces of literature; they would turn to the teacher to ask if 
their interpretation was ‘right’ rather than analyse the literature themselves.  Let’s Think lessons not only claim to 
raise grades, but also claim to promote student questioning and independence of learning as students are always 
required to work in groups and teachers are trained not to agree that an answer is correct, but to encourage as 
many possible responses as possible; although the outcome of teaching the lessons may be grade-related, the 
lessons themselves and the skills gained are not aimed for a particular test.

Research question 
What is the effect of Cognitive Acceleration Lessons on my Year 8 Students?  Do they help to promote a 
growth mindset?

Method(s)
My sample size was determined by the number of Year 8 students I teach this year.  Of the 6 year 8 classes, I teach 
2 and so I ran the research activities with both groups (54 students in total) in the hope that this added some 
stability to my qualitative data collection, I was the sole data collector and observer for all students used in the 
sample.  I also felt that using two groups would provide me with a fair assessment of how Year 8 felt about the 
lessons (as these two groups represent 1/3 of the year group).  

Before beginning my research and note-taking, I informed each class what the research would be used for, that 
their comments would be anonymous, and that they did not have to take part if they did not wish to.  
 
Throughout the activities, students sat in mixed ability groups of 4-5.  From my research into student questioning, I 
selected 3 methods of provoking discussion:

1. Self-generated Diamond 9 activity
When researching methods of questioning, Fleetham, (2017) suggested 
that a Diamond 9 approach was a ‘thinking activity, where learners are 
challenged to think through a concept.’  The notion that this activity was a 
great way to capture student opinions and promote class discussion meant 
that this task not only suited my research, but also linked to the ‘Let’s Think’ 
skills through this use of challenge and promotion of thinking skills. 

I asked my students to self-generate ideas in response to the question 
‘How do you feel about the Let’s Think lessons’.  In order to encourage 
truthful responses, I kept the question open and did not provide examples.  
Students generated as many answers as possible before narrowing them 
down to 9 and organising them with which answers they felt most strongly 
represented their feelings at the top of the diamond, down the least 
significant at the bottom.  They stuck these down and annotated them with 
their ideas so that my subjective interpretations of their work did not impact 
my findings.
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2. Blob-tree identification and annotation task
The use of ‘Blob trees’ is a key tool to encourage students to explore their feelings as well as promote discussion 
(Wilson and Long, 2017).  Wilson notes the blobs contribute to students’ self-understanding of their own feelings, 
and the ability to vocalise and improve their ‘emotional literacy.’ 
  

This task becomes relevant when considering that one key theme within Let’s 
Think and a growth mindset is a student’s ability to not fear challenges.  The 
emotions students felt towards challenges is therefore important, and so 
this method with both an emotional and discursive side, was given to the 
students along with the question projected on the board: ‘How you did you 
feel about approaching new concepts/challenging ideas/problem-solving  
before then after the Let’s Think lessons?  When going into the Let’s Think 
how did you feel?  What about after?’  I asked students to number their first 
blob (depicting their opinion of themselves approaching problems before Let’s 
Think Lessons) with ‘1’ and their second blob (feelings about challenge after the 
Let’s Think lessons) with ‘2’.  I also asked students to annotate their thoughts 
as the pedagogy notes that ‘leader who uses them [the blobs] in a ‘one way 
of reading them only way’ will find that the rest of their group become very 
frustrated in discussions (Wilson and Long, 2017).  The annotations would 
ensure my own bias, when interpreting their blob, was limited.  

3. Diamond 9 abstract images activity 
For this Diamond 9, I put 13 abstract images in an envelope and gave them to 
each group of students. The inspiration for this came directly from the sort of 
skills Let’s Think body of lessons are based on, where students are often asked 
to draw together abstract ideas and think reflexively and meta-cognitively 
about their own learning.  After asking students to interpret the images to link 
to the ‘Let’s Think’ lessons, the metacognitive question requiring them to think 
about their own learning was:  Which images do you feel are most relevant to 
the skills we develop in Let’s Think lessons?

I found these images by searching for growth mindset and Let’s Think skills 
such as communication, problem-solving, challenges, and teamwork.  Again, 
to eliminate my bias in interpreting their findings, I asked students to annotate 
why they positioned the images where they did.  I noticed students were 
excited to take on the task and, despite this being near the end of the lesson, 
were not rushing to finish or seeking me out for the ‘right’ answers.  This was 
promising when considering one feature of a growth mindset is to be open to 

new challenges.

What did I learn?

FROM THE BLOB-TREE TASK I FOUND THE FOLLOWING:
My blob-tree activity asked the students to explore the blob-tree considering the question: ‘how you did you feel 
about approaching new concepts/challenging ideas/problem-solving before then after the Let’s Think lessons?’  
They indicated blob 1 as their starting point before the lessons, and blob 2 as where they are now if they are asked 
to face a challenge.  I compiled my findings into quotes, ordered thematically, and also noted how many students 
‘climbed’ the tree and found:
• 76% of students across both classes indicated their second blob was higher up the tree than the first
• 9% remained at the same point
• 15% noted a decline. 

My inference here is that most students feel more confident in approaching challenges after the Let’s Think lessons 
as a blob higher up the tree could indicate a feeling of heightened confidence.
However, not wanting to affect my results with my own inferences, I asked students to annotate their blobs with 
reasons as to why they positioned them where they did.  My first statistics, which interpreted blobs being higher 
up the tree as positive only demonstrates these results:
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Improvement confidence in facing 
challenges =  Second blob higher 

than first. 
SAME LEVEL ON TREE

Reduced confidence in facing 
challenges = First blob on tree 

higher than first

41 students 5 students 8 students

76% 9% 15%

Whereas, when considering the comments made by students on their blob-trees, the statistics become this:

Positive feelings about facing 
challenges post-Let’s Think 

(regardless of height gained on tree)

Same feelings shown post-Let’s 
Think (regardless of height on tree)

Negative feelings about facing 
challenges post-Let’s Think 

(regardless of height on tree)

47 6
1 - started ‘comfortable’ and ended 

‘thoughtful but tired.’

87% 11% of both classes 2%

From this, I can see that the positive feelings towards approaching new 
challenges rose from 76% to 87% when taking into account that some 
students dropped their second blob lower down the tree for reasons other 
than the increasing fear of a challenge.  

One student who indicated the second blob as lower than the first, annotated 
‘I am determined’ (blob 1),  but then chose the blob at the bottom of the tree 
because, to him, this blob showed, ‘I now work with others and help others.’    

FROM THE DIAMOND 9 (self-generated) TASK I FOUND THE FOLLOWING:
When analysing student comments about the self-generated diamond 9 
activity, it again became clear that students felt stretched mentally by the 
lessons.  
This insight can be gained from examining the number of times certain 
phrases/themes occurred:

Positive Themes Found
Number of times 

occurred

Stretching/expanding/wider knowledge gained 12

Enjoyable/positive experience words e.g. ‘happy’ or ‘excited’ 10

Fun 9

Group skills/everyone being involved 8

Interactive 6

Challenging 6

A break from normal lessons/something different 5

Deep thought/thinking promoted 5

Freedom 4

Excited 3

Negative Themes Found
Number of times 

occurred

Don’t have to write much 3

Boring 2

Confusing 2

This table demonstrates what appears to be a wide range of themes however, it is notable that within the top 
4 (stretch, enjoyment and communication) are all themes that have been discussed as being both significant to 
fixing gaps in the curriculum (Alexander, Peacock, and Harlen, 2010) and features of a growth mindset (Hymer and 
Gershon, 2014, p.3).    
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There is evidence here that my students acknowledge a lesson is challenging, but link this to enjoyment. This idea 
can be further substantiated when looking further at the table as it is clear that fun and a sense of challenge, 
or stretch, are both key feelings students have towards the Let’s Think lessons.  12 of the 14 groups mentioned 
stretch.  Alongside this, all of the groups mentioned at least 1 element linking to enjoyment: enjoyable, fun, a 
break from normal lessons, freedom and excitement.  Students commented that the lessons ‘give me something 
to look forward to’ but alongside this valued the sense of being made to feel ‘like a critic.’ Here it seems that their 
enjoyment comes from the challenge.

FROM THE DIAMOND 9 (images) TASK I FOUND THE FOLLOWING:
From this task, I found student responses generally fell into one of the following 3 categories.  I found these 
categories by colour-coding student responses to find patterns, and there were very few anomalies that did not fit 
into one of these themes. These themes indicate what students found to be most important to Let’s Think lessons:

1. Mental growth
This theme is supported by quotes such as: ‘You grow with ideas and how Let’s Think expands the brain.’  This 
shows that students are aware there is more than one right answer and multiple possibilities.  Interestingly, quotes 
such as this demonstrate students are realising through Let’s Think that ability can ‘grow.’  The idea of expanding 
the brain demonstrates this group did not see a limit to their ability.  This is significant as Dweck and Scott-Yeager 
(2012, p.303) discuss how implicit theories about a students’ intelligence affects their overall performance and 
discusses how ‘efforts to change mindsets can increase resilience even without removing the adversities students 
encounter in school.’
This is further supported in other groups’ comments: ‘there is no wrong way; always a path’ and ‘we need a brain 
that grows in knowledge and develops.’ Again, these comments clearly acknowledge the notion that ability is not 
fixed, and that the brain can grow.  Using Dweck’s theory, this could indicate not only a growth mindset, but that 
these students will go on to achieve at a higher level than they otherwise would have.  This links with the evidence 
proven in King’s College research (Adey Report) that shows a rise in grades at GCSE from those students who have 
undertaken Let’s Think (Adey, 2017). 

2. Development/practice of communication skills
Discussion is central to all Let’s Think lessons and writing is removed almost completely.  Due to this, it is hardly a 
surprise that students feel communication is a central theme to these lessons, but interestingly the ability to ‘learn 
well with and from others’ (Hymer and Gershon 2014, p.3) is one feature of a growth mindset indicated by Hymer.  
Student annotations indicated many instances of the feeling that communication was not only important to the 
lessons, but was also a skill that was developed as one group noted:  “Without talking and discussing, you would 
not be able to respond, interpret your ideas to anyone else or to question.”  

3. The lessons are Stretching and challenging
This theme was central to all groups’ Diamond 9 image work and one 
group noted that Let’s Think involves ‘breaking through barriers and 
‘normal’ standards and ideas.  Stretching our ideas to enhance.’   This 
not only demonstrates that Let’s Think is outside what they might usually 
expect from lessons (this could link with findings seen from the Diamond 
9 self-generated ideas activity where the table reveals students enjoyed 
the ‘freedom’ and break from normal lessons) but there is a link back to 
the notion of acknowledging the lack of limits when it comes to ability.  
Further to this, Image 4 appears on every groups’ Diamond 9 sheet across 
both classes.  This image is of a mind, with a lightbulb inside the head that 
is growing roots and leaves.  From this, it could be inferred that students 

acknowledge the obvious ‘Let’s Think’ and ‘Think’ link, and so choose the image of a mind.  However, when 
focusing on student annotations, words surrounding this image consistently focus on words like ‘growing’ and 
‘developing’.  These are again demonstrating that students acknowledge that learning in Let’s Think lessons isn’t 
about grades but about growth, process and the development.  

Next steps
When embarking on this research, I had aimed to demonstrate that the Let’s Think lessons I had introduced to the 
Year 8 curriculum at my school had an impact on my students; I had hoped to see an increase in confidence when 
it came to problem solving, as well as to find out how students felt about the lessons. From the observations of my 
students throughout this year, and during the research tasks I conducted, I feel that there is significant evidence 
that students have a more confident approach to problem-solving, and have enjoyed the lessons.  
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From atmosphere in the classroom changing from one of right and wrong (‘is this right, Miss’) to one of enquiry 
and interpretation (‘I think I can counter that’), to the demonstrations of a growth in confidence in the Blob-tree 
activity, I have confidence that the mindsets of my students has been altered.

Reflecting on this process has not only allowed me to assess the mindsets of my students, but has emphasised the 
significance of activities which allow students to think independently, to take time to talk through and develop 
ideas, and to feel a sense of achievement outside of their grades.  Many students noted that they felt ‘excited’ by 
Let’s Think, and some attributed this to a rise in ability.  However, I have never given a formal assessment using 
Let’s Think, and so I am led to believe this belief in their ability comes from confidence and, if Dweck’s theory 
about student perception of their own ability (2012) is applied here, my students could see a tangible rise in grades 
accordingly.
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STRATEGIES AND INTERVENTION TO ENSURE KEY STAGE 
FOUR HIGH ACHIEVING PUPILS AND DISADVANTAGED HIGH 
ACHIEVING PUPILS ARE MEETING THEIR EXPECTED LEVEL OF 
PROGRESS 
Layla Fackrell
Strood Academy (Part of the Leigh Academies Trust), Watling Street, Strood, Kent ME2 2SX

01634 717121 layla.fackrell@stroodacademy.org 

Introduction
Strood Academy is a larger than average-sized secondary school that includes a sixth form. Most students are of 
white British heritage and the majority speak English as a first language. A quarter of the students are disabled 
or have special educational needs. The proportion of students supported at school action is above average, as 
is the proportion of students supported at school action plus or with a statement of special educational needs. 
The proportion of disadvantaged students, known to be eligible for free school meals or in the care of the local 
authority, is also above average.  Strood Academy already promotes Quality First Teaching and sets high aspirations 
for pupils. As an effective school, the Academy recognises that that HAPs & DHAPs are not a homogenous group 
and targets approaches for individuals, or groups, that are facing particular barriers.    
In late 2016, SLT recognised that there were a significant number of Year 11 students were not on target to meet 
their Expected Level of Progress. An extraordinary meeting was arranged to discuss how, as a staff, we could 
support students in closing the gap between their current and expected Levels Of Progress. My HAP/DHAP Drive 
Team originally consisted of five staff members.  

Research question 
How can we raise the achievement of KS4 HAPs and DHAPs so that they meet or exceed their ELP? 
 

Method(s) 
Extract and analyse progress data on a termly basis. 
Divide identified students into smaller groups within the larger cohort and allocate to a member of staff, as 
mentees. 
Arrange to meet targeted students and inform them that they will be mentored and monitored. Listen to Student 
Voice. 
Staff feedback on progress & attitude, especially in subjects where the student is significantly underachieving.
Work/ book scrutinies to assess the standard and level of challenge the classwork presents. 
Arrange a ‘How to Revise Effectively’ session (following Student Voice) 

What was learnt?
Of my cohort (10 students: 3 x females; 7 x males), I had only 
previously taught three of the boys, so my first challenge was 
meeting, and building a relationships, with the other seven. 
My first surprise was when each student I arranged to meet, 
knew exactly why I was meeting them, proving that the 
dissemination assemblies are being listened to. 

My next surprise was over 50% of my cohort explaining 
that they don’t really know how to revise effectively. We 
presented a 90 minute session to students, outlining different 
revision methods and providing them some basic resources, 
e.g. blank cue cards, a small note book. 

Exit Polls from the session were overwhelmingly positive, with only two students, I randomly asked, (not in my 
cohort) saying that they didn’t learn anything new. 
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I completed Progress Cards for my cohort, to outline: 
• their P8 scores for the school terms; 
• times they were to meet with me (weekly); 
• and their academic achievements for all subjects, from term 1 (Yr11) onwards. 

At our first meetings in Feb’17, the 
students and I agreed on three 
personal targets that they would 
endeavour to uphold and I also 
introduced them to a revision 
timetable. One student (RB) admitted 
that he had not yet started revising 
and thought that he would find the 
revision timetable helpful. Since the 
mentoring meetings commenced 
in Feb’17, five students have been 
attending fairly regularly (see table 

below) and the correlation is clear; those attending the sessions are more likely to improve their Progress 8 (P8) 
score!  

In addition, I was surprised that, in general, the boys in my cohort were attending the mentoring more regularly 
than the girls - although it should be noted that this isn’t representational, as I had disproportionately more boys 
(70%) than girls, in my group. 

Student Voice showed that 70% of students found the How to Revise Effectively sessions beneficial, while only 
30% mentioned CRISP sessions. a staggering 100% of students have suggested that the mentoring sessions are 
not long enough (staff sandwich them into PPA, Form Time, break/ lunch etc. Three students also reported that 
the revision timetables were ‘very helpful’.   

Bar Chart to compare Jan’17 and 
Mar’17 P8 scores for LFA’s cohort):
 
Whole cohort:
By Term 4, a pleasing 88% of 
students had improved their P8 score 
since Term 1: indeed, one student 
had improved by 2 and another 25% 
had improved by 1.  

Bar Chart to compare Jan’17 and 
Apr’17 P8 scores for Whole Cohort:
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Next steps
I am extending the project to look at the Term 5 and Term 6 data, and final GCSE results (Aug 2017). I will also be 
reporting my finding to students, to illustrate the importance of regularly attending mentoring sessions to improve 
achievement. I will be suggesting to colleagues that we deliver our How to Revise Effectively session to Year 10 
students and again when the cohorts are in Year 11. 
I also think that earlier identification of HAPs/DHAPs, maybe pupils that are underachieving in Year 10, could help 
to prevent the ‘Year 11 rush’ and also set up mentoring earlier to support our highest achievers. 
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WHAT IS THE IMPACT OF A CAREERS INTERVENTION ON 
YEAR 11 PUPILS?
Katie Martin
The Rowans Alternative Provision Academy part of the Inspiring Change Multi Academy Trust, Silverbank, 
Churchill Ave, Chatham ME5 0LB

Martk259@medwaymail.org  01634 338803

Introduction 
The statutory guidance for careers advice from the Department of Education outlines that schools must, by Law, 
secure independent careers guidance for young people. This careers guidance should enable young people to 
emerge from school more fully rounded and ready for the world of work. Young people need to be well informed 
when making subject and career decisions (Department for Education, 2017).

But what do you do when a pupil does not know what they want to do or does not know where to start in 
thinking about their post 16 options? Also, what evidence can you gather to show pupils that the ideas they 
already have are right for them? 

From careful consideration and discussions with my independent, Level 6 qualified, careers advisor I decided to 
purchase and research Fast Tomato. Fast Tomato is a careers guidance website suitable for pupils aged 12 – 18. 
Fast Tomato measures interests, attitudes, preferences and priorities using sophisticated psychometric assessments. 
The system offers personally tailored career and course suggestions leading to option choices, career and 
educational investigation and planning. I wanted to make sure this online education and guidance was effective in 
the impact of a careers intervention that runs alongside a face to face careers advisor.

Research Question
What is the impact of a careers intervention on year 11 pupils?

Method(s) 
My sample consisted of 10, year 11, pupils that all completed the Fast Tomato survey as part of their careers 
programme. The careers programme is designed to link an online programme with face to face careers advice 
and support with career choices. The careers programme supports pupils in making the correct choices that are 
informed and realistic to the pupils predicted results and any qualifications they have already achieved in year 10.

The methods I used to generate my findings are as follows: 
A. Questionnaires given to all 10, year 11, pupils.
B. Recording of post 16 destinations against the suggestions made by Fast Tomato.

What did you learn?
Fig 1: Pupil’s views of Fast Tomato 
career tool 

Additional answers given by pupils.
Question 5 – Were any areas not 
suggested that you are interested 
in?
• It gave me more.
• It gave me extra public   
 service sectors to look into  
 as well as the police.
• It did not state scaffolding  
 but did say construction.
• Art
• It did not say law but it did  
 say areas around this carer  
 choice.
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Question 9 – Have you applied for any courses to gain the qualifications Fast Tomato has suggested you will 
require for the career choice you have made?
• Sixth form Btec course.
• MKC childcare and apprenticeship early years courses/ placements.
• MKC site joinery.
• MKC site joinery.
• I am looking at sport that is suggested but also Art that my teacher suggested.
• No but, I am now looking at construction courses and site carpentry.
• No but, I plan to apply for the construction courses it has suggested.
• Public services at MKC to have a career in the police force.
• Animal care at MKC.
• NACRO construction.

Post 16 destinations against Fast Tomato suggestions.

Fast Tomato career suggestion Pupil selected post 16 destination.

Digital imaging specialist GC – L3 Creative Media MKC

Police officer RC  - L2 Public Services MKC

Sports professional LW – L2 Art and Design MKC

Toolmaker CD – L2 Site Joinery MKC

Construction work EV - L2 Site Joinery MKC

Solicitor RB – Criminology and Law Howard School

Dog Handler HD – L2 Animal Care MKC

Installation electrician LL – L2 Electrical installations MKC

Teaching assistant CP – L3 Apprenticeship in early years

Construction work GB – L2 Painting and decorating MKC

Analysis
Clearly, 80% of pupils are following the suggestions Fast Tomato gave. 70% of pupils have applied for courses 
following these recommendations. In only one case the career choice was not accurate. However, this could be 
because the pupil was given a suggestion by a teacher he had not thought of before but with discussions with his 
parents, and now their approval, he has decided to follow this idea. 

By comparing the Fast Tomato career suggestions to the pupils post 16 destination data one can clearly see there 
is only one anomaly in the data. This being Sports professional and an Art and Design course choice. This was 
caused when a pupil was advised by their teacher after they had used the Fast Tomato website and this changed 
his perception of a future career completely. All other career suggestions were within the same sector. 

From the script that pupils wrote it showed that Fast Tomato’s suggestions even if they were not specific to the 
pupils thinking, were within the sector area. 

Next steps
With reference to my research question I do think that a careers intervention such as Fast Tomato has impacted on 
my year 11 pupils because the career choices that Fast Tomato suggested were within the sectors and strengths 
of the pupil. It also gave confidence to my pupils in their choices and own thoughts, steering some students to 
careers that tied into their strengths and helped them decide what would be appropriate for them. Thus showing a 
positive impact on any future career choices that are realistic and clearly defined. This being something I discussed 
in my introduction that OFSTED reported to be important to preventing pupils becoming NEET in the future (Evans 
and Rallings, 2013).

By using the Fast Tomato career guidance website pupils have been shown career choices with clear goals and 
by comparing this with their face to face careers advisor time they have found realistic and appropriate career 
choices. I was encouraged to see that extra examples to some sectors were suggested in the text given to pupils. 
This can widen my pupil’s views of careers with in the sectors that they might not have thought of. I was also very 
encouraged by the appropriate and realistic career choices that 70% of my pupils had chosen. This is outlined 
by the Department of Education to be essential for young people to receive and has been shown to reduce the 
number of young people becoming NEET (Department for Education, 2017). 

Fig 2: Post 16 
destinations 
listed against 
Fast Tomato 
suggestions.
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Initially I intend to look into early intervention of the use of Fast Tomato as a resource that has a positive impact 
on year 11 pupils. I will do this by giving my year 10 groups the opportunity of completing the Fast Tomato survey 
before they make their year 11 option choices. 

For the longer term I will look into the focus of my year 10 group going into year 11 and see if by having clear 
goals that Fast Tomato has aided in setting, by having a clear career path, has an impact on pupil progress.
In the future I would also like to introduce Fast Tomato to Key Stage 3 and then repeat the exercise in Key Stage 
4 for the same pupils to see if views change and if different profiles and career choices are generated by Fast 
Tomato. 

Reference list 
Both, R. (2006) E-mentoring: Providing Online Careers Advice and Guidance. Journal of Distance Learning, 10 (1), 
1-14.

Department for Education. (2017) Careers guidance and inspiration in schools. Available at: https://www.gov.uk/
government/publications/careers-guidance-provision-for-young-people-in-schools [Accessed 20 April 2017]

Evans, J., &  Rallings, J. (2013). Helping the in-betweeners: ensuring careers advice improves the options for all 
young people. Ilford, England: Barnardo’s.

Fast Tomato (n.d.) Career Guidance for 12-18 year olds. Available at: https://www.fasttomato.com/
[Accessed 20 April 2017]

 

39Leading innovations and interventions in Medway schools



HOW DOES “BUILDING LEARNING POWER” IMPACT PUPILS’ 
LEARNING?
Gloria Adesina
Twydall Primary school Gillingham Kent ME8 6JS

01634 231761 Adesina.g@twydallprimary.org.uk

Introduction 
The thinking behind this research question was to ascertain if “Building Learning power” (BLP), was having any 
impact on the pupils’ approach to learning.  I wanted to see if independence could be fostered through the various 
strands of BLP.

Having read a few journals and literature on the issue, the following came to light, in order for learners to become 
actively involved in the learning process, they first need to realise and accept that success in learning depends 
as much on the learner as it does on the teacher.  In other words, success in learning very much depends on the 
learners having a responsible attitude.  We therefore need to, as teachers, encourage intrinsic motivation, the 
source of which is some inner drive or interest for the learner.

If learners are to take more responsibility for their learning, they need to have more influence on the learning 
process.  This calls for a reallocation of some tasks and decisions in the classroom.  Hence, the learners are more 
involved and the teaching is more child-centred.

Research Question
How can teachers create autonomous/independent learners? Is BLP a help or a hindrance?

Method(s) 
I designed a pupil survey to find out from the children what aspects of learning they currently enjoy and why.
After BLP was introduced and embedded, another survey was carried out on survey monkey as well as a series of 
learning walks to ascertain the impact of the programme. I also spoke to a sample of pupils across key stage 2 to 
get their views on how they learn best.

What did you learn? 
• Children like to be involved in the learning process a lot more as they feel more empowered to take ownership 

of their own learning.
•  Most children prefer to explore and make discoveries for themselves.
• They prefer hands on practical tasks which stays with them and they never forget what they have learnt.

Next steps
I would like to explore how to involve children more in the planning process.  I would like to be able to just give 
children a topic and encourage them to plan and deliver some lessons, while the teacher acts only as the facilitator.  
I would like to research this and measure its impact on pupil achievement and learning.
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FINDING OUT MORE

Action Research projects
If you, your school, Federation, Alliance or Multi Academy Trust would like to explore undertaking similar 
research activity, in the first instance please discuss your ideas with one of the team of Partnership 
Development Leaders (PDLs) at Canterbury Christ Church University.

www.canterbury.ac.uk/education/pdls

A non-committed, informal discussion with the Faculty Director for Partner-led Action Research and 
Development would normally follow prior to agreeing a costed proposal and timeline.  

Dr Peter Gregory can be contacted directly by email peter.gregory@canterbury.ac.uk

Potential accreditation of Action Research projects  
Further information on MA studies and registration with the Teaching and Learning Academy can be 
obtained from Linda Leith linda.leith@canterbury.ac.uk 
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Thanks to all the participants for their interesting research projects and to all the schools for their participation. 
Thanks also to those parents and staff who gave permission for the use of their photographs and materials.

Schools involved: Barnsole Primary School, Bligh Federation, Chatham Grammar school for Girls, Delce 
Academy, Greenvale Infant and Nursery School, Hilltop Primary School, New Road Primary School, Sir Joseph 
Williamson’s Mathematical School, St. Mary’s Island Church of England Primary School, St. Michael’s Roman 
Catholic Primary School, Strood Academy, The Rowans AP Academy, Twydall Primary School
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