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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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OUTSIDE PLAY WITH NURSERY AND RECEPTION CHILDREN
Laura Hanniford
Barnsole Primary School, Barnsole Road, Gillingham ME7 2JG

office@barnsoleprimary.medway.sch.uk 01634 333400

Introduction 
My school has recently expanded our outside learning area to allow the children to have a natural environment 
to learn in but to also give them the opportunity to learn across the age ranges. In this larger space children from 
the ages 2 to 5 will be able to learn alongside each other. It is the first time our 4/5 year olds will have the chance 
to collaborate with younger children and I felt that this research project would give me a great opportunity to see 
how the children would respond when younger/older children are together in the same area.

Research question 
What happens to play when Nursery and Reception children collaborate?

Method(s) 
During the course of the school year there were timetabled sessions for children in Nursery 1 and Nursery 2 to 
collaborate as well as time for children in Nursery 2 and Reception to collaborate. I was a lot more interested in 
what would happen with the Nursery 2 and Reception children as they haven’t had the chance to work together 
before. The sessions started by lots of observations of what the children were doing, introducing some Nursery 
children with Reception children and scaffolding their learning. Observations were completed and documented 
by photos.  I spoke to all children in the photographs to get a true picture of what they each were doing. This was 
how I gained the bulk of my research as well as reading around the importance of outside learning in two books; 
“Every Child a Mover” (White, 2015) and “Outdoors and Active” (Mountain, 2017). As our outside space was still 
under development there were times in the school year that the space was not available to learn in and this did 
have some impact on my research. 

What was learnt?
Throughout this research there have been some clear examples where things have not worked. For example, 
during lunch time where extra space was provided children used it as a run around area. The second time 
something did not work was when we let the children go off to learning without any clear learning structure. 
Another was when we had too many bikes and scooters out at the same time. These times when things did not 
work as planned however gave me a different perspective on how to improve future collaboration events between 
the year groups. 

Taking a step back and just purely observing what was happening in the area it was clear that the children with 
solid friendship groups in both the Nursery and Reception played with only their friends, they very rarely spoke to 
the other children unless they came up to them first. This continued for some time within certain groups of the 
children. However another observation was of a particular child who is friends with everyone in the Reception 
class. This child will actively socialise with the other children however only if another child wants to play with 
the toys together. My last observation which gave a clear insight into the development of children was that the 
younger children in the Reception class were the ones who readily engaged in collaborative play with children from 
the Nursery Class.

Analysis of photographs taken proved to me that children need time together before they choose to or not to talk 
to each other.  As an example, I spent a long time being near one particular child before they made the decision to 
start a conversation. This is something I will bear in mind when our new cohort of children starts and we are ready 
to use the outside area collaboratively with Nursery and Reception children.
The area we have developed and are continuing to develop outside will have a change to how it is used through 
the research I have done and developed over the last year.

7Leading through a deep understanding of learners in Medway schools



Next steps
From my findings and the trials with the outside area this year, we are now going to use the space to have more 
targeted sessions with clear activities run by adults with a mixture of Nursery and Reception children. The space 
will also continue to be developed by adding resources to record with, self access tools and equipment as well as 
the introduction of our very own chickens. The chickens will hopefully create a new feel for the area along with 
many new skills for the children to develop.

I have also requested to attend Forest School Training to develop my own skills and knowledge around working 
with an outside space with children.

Reference list
Mountain, J. (2017). Outdoors and Active: Resources from a recent action research project led by the London 
Borough of Newham. London: London Borough of Newham / Early Education.

White, J., (2015). Every Child a Mover: A practical guide to providing young children with the physical opportunities 
they need. London: Early Education.
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BOYS AND WRITING – WHAT MAKES THEM WANT TO DO IT 
AND HOW CAN YOU HELP THEM DO IT BETTER?
Lisa Hall
Barnsole Primary School, Barnsole Road, Gillingham ME7 2JG

01634 333400 | office@barnsoleprimary.medway.sch.uk

Introduction 
I undertook this research because when I examined data for the end of Year 2, the greatest gap between different 
groups in my year group (Year 3), was between boys and girls (with girls achieving higher levels) and pupil 
premium and non-pupil premium students (with non-pupil premium students achieving higher levels). This gap 
was found in reading and to a greater extent in writing. I had also noticed, having taught in Year 3 for the previous 
academic year, that there seemed to be less engagement in writing for boys and that the level of engagement 
seemed lower to me than I had noticed when previously teaching in Years 1 and 2. I wanted to focus my research 
on what I could do to improve engagement and outcomes for this group of boys, both for my current cohort and 
for subsequent ones. I focused on boys who achieved average or below average levels in writing in my school and 
who qualified for pupil premium. Pupil premium is qualified for by pupils being entitled to free school meals either 
currently or at some point during the last six years. The grant is paid to the school and is designed to reduce the 
attainment gap between these children and their peers. I took the definition of engagement as being that they 
‘are invested in their learning and experience interest and enjoyment in activities’, which was suggested within 
Trowler’s (2010) ‘Student Engagement Literature Review’.

Research question
How can low attaining Pupil Premium boys be engaged in writing?

Method(s) 
Interviews and surveys were conducted with a focus group of 4 boys. The survey asked the boys to answer 
questions about writing. 

The interviews were conducted as a group, rather than 
individually, which was the preference of the boys. These 
pupils all qualify for a Pupil Premium grant for their school. 
Barnsole Primary School is a large primary school, with 3 
classes in each year group. The focus boys were all in one 
Year 3 class (aged 7-8), but some pilot research was also 
undertaken with other boys within this category in the same 
year group.

I also experimented with several different interventions 
with this group. The interventions were suggested by my 
research of related literature and by the interviews with 
the group: for example, setting up a boys’ writing club (a 
voluntary lunchtime writing club, where they could write 
about anything they chose) and increasing adult support to 
their writing in class.

What was learnt?
One thing that fascinated me was that although my 
research was carried out on a small group, the findings 
echoed of those in larger research projects with differing 
age groups and in different countries. This is a summary of 
the key points shown in my interviews, endorsed by further 
research findings.
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Results: 

Black figures – focus group with sad face first  

Red figures – pilot group with sad face first  

Blue figures – pilot group with happy face first  

Green figures – overall total 
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The boys in my research preferred to write for fairly short periods of time (around 20 minutes – a normal classroom 
activity time) as opposed to occasional longer periods of writing. They perceived neat handwriting as being 
important in writing: ‘You get more house points and a handwriting pen’ (through being successful in writing 
neatly). The favourite genres the boys enjoyed writing were stories, factual writing and poems. One pupil said 
and others agreed: ‘I like writing poems. I don’t like writing sentences. I like writing poems because they are not 
full sentences’. Daly’s (2002) literature review of improving boys’ writing highlighted that boys tend to have issues 
with motivation and a lack of engagement in writing tasks. It was also found that boys, with often poorer motor 
skills than girls, identified success in writing as being based on handwriting and quantity of output, as well as 
punctuation and grammar, rather than content.  The boys surveyed found that a deterioration in handwriting over 
a longer piece, led to a loss of pride and they found writing physically tiring. Hansen (2001) looked at why boys 
may not want to write. She found that girls tended to report higher satisfaction with writing than boys. The boys 
in her research suggested that teachers prefer the writing style of girls. The boys enjoyed reading equally with girls, 
but even boys who were rated as competent writers were negative about writing. They did not perceive a value in 
writing, lacked confidence in their writing ability and also didn’t feel the types of writing they most wanted to do 
(narrative adventure and science fiction stories) was given equal opportunity with those girls preferred (writing a 
poem or a childhood memory).

I tried to devote more time to working with them as a group, as it was clear from my research, that this is what 
the boys felt would benefit them most (two out of the focus group frequently have adult support), along with 
immersion activities (e.g. role play). As one pupil said: ‘It was fun in the tin mine. You know what it’s like in a real 
tin mine. It helps writing about it’. They all felt it aids them if they draw what they are going to write about first 
They really enjoyed talking about what they were doing during lessons. It was an experiment I felt would have 
been great to extend, but sadly was hard to sustain in a busy classroom. In Beattie’s exploration of the value of 
dialogue in improving boys’ writing, she looked at the gap between boys’ oral and written work – oral work 
being welcomed enthusiastically by boys, who were reluctant to write. She felt that the boys benefitted from the 
opportunity to practise, discuss and revise their writing with peers or teachers and that this improved their final 
writing outcomes.

I suggested to the boys the idea of a ‘Boys Writing Club’, which was an idea I got from Allen’s ‘My literary lunches 
with boys’ (2006). The boys were really keen on this idea and initial participation was high. They came to my 
classroom once a week, where they had a special book to write in and chose their subject and style, exploring their 
own interests. My only role was to encourage – the text below is what one boy chose to write about – his favourite 
topic of ‘Star Wars’. I feel it helped him be able to increase his ability to do sustained writing and also to practise 
his handwriting, which subsequently improved greatly.  

This group was successful at first, but as the 
weather improved, their interest waned. The 
original research had similar findings – boys were 
keen to write, but mainly if they didn’t have 
other more interesting activities to do and for my 
group, good weather and football proved more 
attractive than writing!

The boys I interviewed felt that some of the 
resources they are given to support them in 
class complicate writing for them (e.g. ‘model’ 
(exemplar) texts, word banks and prompt sheets 
can be confusing and using dictionaries can be 
difficult). In Carthew’s (2015) investigation of 
the use of writing frames in Geography, boys 
preferred using writing structures to more 
unscaffolded forms of writing or writing frames. 
Writing frames guided writing with sentence 
starters. The boys in the research felt it was hard 
to find words to fit into the frame’s structure, 
but in the writing structure, where the boys had 
prompts as to what to write about, they felt they 
could write in their own words.
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Next steps
To increase the opportunities for boys to be immersed in their writing project before beginning writing. The boys 
really wanted the writing topic to ‘come alive’ for them.

To ensure that boys are not overloaded with support resources, by tailoring them more precisely to their needs – 
differentiating in more detail for varying abilities.

To ensure that boys have increased support when writing. This is not easy to achieve, with limited human 
resources, but could take the form of more opportunities for them to read their drafts at different points, either 
to an adult or peers and to have the chance to receive improvement feedback. This was a method which had had 
clear success in research findings.

Reference list 
Allen, J., (2006). My Literary Lunches With Boys. Educational Leadership. 64(1) pp.67-70.

Beattie, A., (2007). Exploring the Value of Dialogue in Improving Boys’ Writing. Changing English, 14(2), pp.161-
174.

Carthew, M., (2015). An investigation into the use of writing frames and writing structures to overcome boys’ 
reluctance to write in geography lessons. The STeP Journal, 2(4), pp.17-37.

Daly, C., (2002). Literature Search on Improving Boys’ Writing. London: Ofsted. Available from: http://dera.ioe.
ac.uk/id/eprint/4781 [Accessed 1 March 2017]

Hansen, S., (2001). Boys and Writing: Reluctance? Reticence? Or Rebellion? Paper presented at the Annual Meeting 
of the Education Research Network (8th, Spetses, Greece, July 4-8, 2001). Available from: http://files.eric.ed.gov/
fulltext/ED456449.pdf [Accessed 1 March 2017]

Trowler, V., (2010). Student engagement literature review. York: The higher education academy. Available from: 
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TOWARDS A GREATER UNDERSTANDING
Anne Viney
Bligh Federation, Bligh Way, Rochester ME2 2XJ

01634 336220 | Vinea032@medwaymail.org

Introduction 
This academic year marked a huge change in direction for our school. A prolonged period of instability has entered 
a more intense phase accelerating the need for clear strategic, shared vision combined with the need for the 
development of strong teaching and learning teams.

Alongside the above, has come personal privilege for myself with the opportunity to act up on to the senior 
leadership team of the school for this academic year. With this privilege comes both responsibility and the need 
to establish and embed a legacy that will carry the school forward rapidly now and into the future, regardless 
of whether the individual role continues for myself after the year ends.  I am disinclined to carry out a piece of 
research just for its own sake. It is essential to me that the research should afford stakeholders (including myself) 
the opportunity to consider an element of their everyday reality; to ponder on the impact of this area of practice in 
terms of outcomes for our pupils.  Inevitably there will be many varied opinions and angles from which people will 
answer any question posed, which in turn will throw out more new and unanswered questions, keeping the cycle 
of research moving round.

It became clear to me that I hold a view that strong and effective teams are essential to a strong and effective 
school. As I continued to read existing material about leadership and effective teams I came across a view that 
mirrored my own: 

‘Schools will improve for the benefit of every pupil when every teacher is a member of one or more 
strong teams that create synergy in problem solving, provide emotional and practical support and 
distribute leadership to tap talents. It is this meaningful collaboration that enables teachers to thrive and 
be able to address the challenges of their work’ (Sparks, 2013:28)

Research question 
Are staff teams effective in our school?

Method(s) 

Leniconi (2002) provided a model of ‘Dysfunctional Teams’, and research 
from the Rush-Henrietta schools district in New York reversed Lencioni’s 
model to establish a view of effective teams in order to evaluate the 
effectiveness of their school teams. 

I used the four elements they suggest that an 
effective team have to design a survey of 20 
questions.

The survey (see example analysis question) was 
emailed out to 54 members of teaching staff from 
EYFS nursery to Year 6. 

Rush-Henrietta Model of Effective Teams

Clarity of purpose: clear transparent and SMART 
goals in terms of outcomes for pupils. 

Accountability: commitment to plans of action, 
acting on data, reviewing team’s progress regularly 
and engages in formal monitoring of the SMART 
goals.

Team Structure: observable team practice, defined 
roles and responsibilities for team members, 
agreements in place to drive team meetings and an 
identified facilitator.

Trust: open minded, respectful dialogue with active 
listening at its core.

Lencioni’s 5 dysfunctions of a 
team
• Inattention to results.
• Avoidance of 

accountability. 
• Lack of commitment. 
• Fear of conflict. 
• Absence of trust.
 
Source: Lencioni, 2002. 
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Answer Options Response Percent Response Count

Strongly Disagree 9.1% 2

Disagree 4.5% 1

Slightly Disagree 0.0% 0

Neutral 9.1% 2

Slightly Agree 13.6% 3

Agree 40.9% 9

Strongly Agree 22.7% 5

answered question 22

skipped question 1

I sent out the survey 
electronically with 
a covering letter 
simply stating that 
I was doing a piece 
of research into the 
effectiveness of 
teams in our school. I 
avoided entering into 
any dialogue about 
my own thinking 
and research or 
any expectations I 
might have for what 
I thought other 
people’s views might 
be. Thirty members 
of staff replied to the 
survey (a pleasing 

response of 55%); it was not possible to ascertain which posts or Year group’s the people who replied represented, 
however based on conversations with people who came to tell me they had responded I drew an unsubstantiated 
conclusion that it was mainly teachers from across the school and some Teaching Assistants who had replied.

It was equally apparent that the research could later be extended to Senior Leadership teams, the Governing body, 
Admin teams, and maintenance or catering teams; all of whom could be reasonably deemed to have varying levels 
of impact on outcomes for pupils.

As a means of asking children about their views of teaching teams that were responsible for their outcomes and 
daily, I decided to use the School Council members as my sample. Although a relatively small group of 24 pupils 
they represented boys and girls aged from 5 to 11 of mixed ethnicity and ability thus providing a genuine and fair 
representation of pupils throughout the school as a whole. I asked the children to complete a ‘Diamond 9’ exercise 
in groups of four mixed age and gender. 

What was learnt?
It seemed to me that the best way to begin examining what the survey responses might be saying was to 
investigate them in terms of which strand of the Rush-Henrietta (Leniconi, 2002) model they related to:

1. Questions 1 to 4 :Clarity of purpose
Responses to these questions were very clearly positive responses with 80% to 82% of answers being agree or 
strongly agree for all four questions. It seems to me that the general view of staff is that the teams in which 
they work have a shared vision of direction and purpose AND that many people feel that this purpose is being 
accomplished. The answers to questions about shared problem solving give a sense that people feel they are 
working together in a collaborative way.
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However it should be noted that the 10% 
negative response (representing 3 people) was 
that of ‘strongly disagree’ for three out of the 
four questions, it would be interesting to know 
if, as I suspect, that the same three people 
answered negatively for all four questions in 
this category. Would these three people have 
been Teaching Assistants, teachers or a mix of 
both? Were all three people in the same team?  
The answer to this might lead one to different 
speculations, for example is the teacher’s 
understanding of the vision clearer than that 
of the teaching assistants? Or vice versa? Is 
there a team in the school that has a less well 
established vision than the others?

2. Questions 4 to 10: Accountability
Once again the majority of the answers to 
this strand of questions was positive but with 
varying percentages indicated. However, the 
remaining response showed a much wider 
spread and in two cases a higher neutral trend.  
Responses to Questions around individual team 
members taking responsibility for the whole 
team’s effectiveness caused me to wonder 

about people’s motivation, is it that they like the idea of a shared vision but in reality do not really care about the 
year group’s achievement? Do a few people only care about their own status within the team?  Then again what 
would ‘taking responsibility’ look like? I think it unlikely that it would be the same for all participants: ones view of 
‘responsibility’ would surely impact one’s response to the statement.

I found my own perception of a rather negative culture of complaint was hugely challenged by the 65% agreement 
to the statement ‘We spend very little time complaining about things we cannot change’. People’s positive 
response was the opposite of my expectation. However, the 24% negative response was actually the highest 
negative in this strand. I began to wonder if this might be linked to people’s outlook on life in general, a kind of 
glass half full/ half empty bias to the response.

3. Questions 11-14: Team structure
Respondents showed a clear perception that they were equipped to do their job properly when directly questioned 
about their skill set (82%). However, the more negative response to the question about the group’s ability to use 
the hard data for their year group to drive planning and strategic direction again poses an interesting dilemma. If 
people feel they have the necessary skills to do their job but do not understand the data for their year group does 
this mean that a group of our staff do not see the relevance of data? I would speculate that this may be teaching 
assistants as they are not usually included in pupil progress meetings. It would be interesting to discuss with the 
senior leadership team whether there is a case for changing this in order to raise awareness and potentially the skill 
level of those who responded negatively.

Similarly, the statement about the productivity of year group meetings provoked an interesting response, 39% of 
people selected ‘neutral’ as their answer. This may at best be a truthful indication of indifference to the usefulness 
of meeting as a team but what if it is more than even this? It would seem to me to be a possibility that because 
people might feel they ‘should’ say year group meetings are effective they may be hesitant to actually say the 
opposite (i.e. that they are a waste of time!) although it should be noted that one person was brave, or honest’ 
enough to strongly disagree with the statement. Either way this too must surely lead to senior leaders needing 
to examine the structure and purpose of team meetings in order to ensure that they are actually useful to team 
members in some way.

4. Questions 15 to 20 : Trust 
The general response to this strand implies that the majority of people feel listened to and supported in their year 
group team. In addition, people responded that communication within teams is also good. In the current high 
pressure climate at our school I was amazed and delighted to see the positive responses to statements about 
embracing continuous improvement and viewing mistakes as opportunities for growth. This goes back to my 
earlier statements about ‘glass half full’ team members. 

Adults in my classroom… 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

Care about 
me 

Tell me when I 
have done well 

Plan interesting 
lessons 
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fun 

Give me 
challenging 

work 

Are polite to 
other adults in 

school 

Always mark 
my work 

Help me 
behave well 

Greet me each 
day with a smile 
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In my opinion these responses really do indicate individuals’ capacity to be resilient under pressure. I wonder if 
the current climate at our school was different to the high stakes one in which teams currently exist, would the 
answers be more or less positive? Or perhaps even more neutral!

I also found myself speculating on the two people who disagreed with all but one of the statements in this strand. 
Where these the same two people in each case? If so, why are their trust levels are lower than the majority of their 
colleagues? Has one particular event or relationship within the team triggered this response? Are these people 
naturally less trusting in general everyday life?

This approach of grouping questions according to strands of team components has inevitably caused much 
speculation and discussion but as a group of research project colleagues spent some time looking at the survey 
results they began to theorise around something I had not even noticed; every statement had one, or in the 
majority of cases two, respondents who skipped the question. In other words they declined to answer. Why, when 
there is a place for recording a neutral response to a statement would there be a need to skip statements?

It seems to me rather unlikely that the same person just skipped every single question. What would be the point of 
this kind of non-response from a participant? Unless of course they just opened the survey out of interest and then 
couldn’t really be bothered to see it through. I would speculate that there is more to it than this. I suggest that 
the people skipping questions were not the same ones in each case; could it be that these people really did not 
understand the question in relation to the topic in hand?

The pupils’ voice
I created a ‘Diamond Nine’ activity for our school council pupils to explore. The council comprises of mixed ability, 
gender and race pupils from Years 1 to 6, therefore providing a miniature school population to represent pupils’ 
views. Five groups made up of six pupils each carried out the activity. Four out of the five groups placed ‘Adults in 
my classroom care about me’ as their top statement and the fifth group placed it second on their list. In a school 
with a demographic such as ours it is important to the adults that pupils feel they empathise with them, value 
them and care about them. The survey is encouraging in this sense and seems to imply that an important part of 
each year group’s staff team’s responsibility is being fulfilled.

Interestingly the statement ‘Adults in my classroom plan interesting lessons’ appears in the middle to bottom half 
of the diamond in all cases. In contrast the statement ‘adults in my classroom make school fun’ appears in the 
middle to top half of the diamonds in four out of five surveys. This throws up two contrasting questions; firstly, 
do children not see a link between the lessons themselves and enjoyment of school life? Secondly, why don’t the 
majority of the children doing the activity think the lessons are interesting? These questions are definitely ones to 
debate at a staff meeting and also at senior leadership level. I suggest a possibility that the rather relentless nature 
of the new curriculum and all its requirements means that lessons may often be a hard slog of skill acquisition. This 
adds fuel to discussions about our breadth of curriculum that we as a staff are currently investigating. 

‘Adults in my classroom tell me when I have done well’ appears in the bottom two rows of all five of the 
responses. I was puzzled by this, I am certain that adults perception would be that we praise children all the time. 
Another whole project raises its head right here! Are adults focusing so much on helping children to improve that 
they are forgetting to praise achievement? Do children at our school have a tendency to focus on the perceived 
negative comments as opposed to the praise comments? I briefly researched praise to negative comment ratios 
and found that there are copious essays and articles on the subject. Opinion is divided, it seems clear that 
in general many more positive comments are needed to negate a negative one but I also found articles that 
investigated the merits of intrinsic v extrinsic motivation that suggest that the praise can become the reason for the 
work or study rather than the learning itself. 

Next steps
I think it reasonable to suggest that the research question has not been completely answered. The adult survey 
really looked at people’s perception of teams in the school, my own in terms of developing the questions and 
the staff’s in terms of answering the questions. The very fact that the senior leadership team’s perception clearly 
differs from that of the teams themselves means that at least one and possibly both perceptions are quite probably 
flawed – or too complex to fully represent in a small study. 

As previously stated it quickly became apparent that the Diamond Nine activity was not as strongly linked to the 
research question as I had intended and was in fact a whole separate project. I set it aside for now but in the 
future I would like to repeat the exercise with larger groups of pupils from our own and partner school. 
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To ask staff in the schools to try the activity out might actually provide a stronger link to the original research 
question.

However, I think that the fact that the research question itself has not been fully answered does not mean that 
the project has been of no value; on the contrary the process of the research itself has facilitated deep reflection 
linked to the line of enquiry. I think a true piece of action research is supposed to be cyclical in nature, and will 
raise more questions than answers. This hopefully reflects the attempt to carry out the research with as open a 
mind as possible and to allow the project to evolve in a spontaneous manner. It is the systematic and deliberate 
nature of the project that gives it weight. There is a strong personal element to this project but it was also rooted 
in professional exploration. I have truly valued the opportunity to pause and hypothesise purely for its own sake, 
the opportunity to flex intellectual muscle that has no space to breath in the frantic busy-ness of daily school life.  
That said it was important to me that the research question was grounded in the context of my daily experience 
in order to ensure some impact on practice in our school. I am sure that as the staff and leaders use this paper 
as a tool for their own group discussion the value of the project will increase still further in terms of altering our 
practice as leaders and team members to facilitate efficient team structure that maximise pupils’ opportunities in 
terms of teaching and learning.
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READING MOTIVATION
Lucy Anderson
Delce Academy, The Tideway, Rochester ME1 2NJ

01634 845242 | landerson@delceacademy.co.uk

Introduction 
As a leader of reading in a large junior school, my goal is to ensure every child reads at home every day. The 
younger pupils in our school should have access to adult support for this, whereas older children may be able to 
read independently. Through the development of a Daily Reading Challenge, the status of reading among the 
children has improved. The majority of children engage with the challenge and aim to get five ticks a week on their 
class chart; this contributes to a weekly percentage. However, in each class there is a small of group of children 
who read at home infrequently.  Despite the best efforts of the class teachers, they are not motivated in the same 
way as the majority and rarely show evidence of reading at home. These children have a wide range of reasons for 
their lack of home reading: some have parents who speak little English; some have additional educational needs 
and find reading very difficult; and others find the organisational aspects of recording home reading challenging. 
A few simply do not enjoy reading and prefer to spend their free time engaging with other hobbies. It was my aim 
to spend the year tracking these pupils in Year 3, to explore why they were not engaging with reading at home 
and to investigate strategies to change their mind-set by the time they reached the end of the academic year.

Research question
How can reluctant readers be motivated to read regularly?

Method(s) 
Focus Group
Year 3 class teachers were asked to identify which children in their class were not reading regularly at home. Each 
class teacher identified up to five children that were showing a persistent reluctance to read at home. They were 
asked to give possible reasons why this may be, based on their knowledge of the child so far. The reasons given 
ranged from parental illnesses to the child themselves lacking confidence with their reading skills. 

Daily Reading Challenge
Every Year 3 class took part in the weekly Daily Reading Challenge. The structure of the challenge is set out below:
• Every child has a reading book at their level, which they choose themselves according to their colour band. 

• Every child has a reading record which goes home with them every day and comes back into school to be 
signed by their class teacher. 

• Once the class teacher has signed the record, the child ticks the class chart. 
• Once a child has read five times in a week, this is recorded on the chart. 
• The class data is collected each week. Any child who has read five or more times in a week contributes to their 

class percentage.
• Reading participation data is also tracked individually for focus children.
• Each class percentage is counted and compared against the rest of the school. 
• The winning class is announced in merit assembly and receives awards.
The rewards were revamped for the new academic year and included: a trophy to keep in class for the week; a 
cuddly toy to look after as a class for the week; a book to choose as a class and keep for the year; exclusive access 
to the fun trail at break time; and celebration on the corridor library board. 
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Adult Support
The key children in each class were given additional support with their reading during the school day. This was 
provided by parent helpers and school-based adults. As the key children were not regularly reading at home, these 
sessions provided them with 1:1 and small group sessions in which they could read aloud, discuss the text and 
answer questions about their books. It was also an opportunity to monitor their progress within their colour band 
levels. The aim was to motivate the key group of children by providing them with focussed, individual support. 
The 1:1 and small group sessions linked closely with the Daily Reading Challenge: any timetabled support given 
during the school day was recorded on the class chart and counted towards the class percentage.

Peer Mentor Support
A small group of children within the focus group also received 1:1 support from a Year 6 child on timetabled days 
through the week. These children were able to provide support with reading progress and also aimed to boost 
motivation by sharing their own opinions on reading. 

What was learnt?
Data for a typical week is below, showing the range of reading sessions taken and recorded by the focus children. 

Successes
Due to the opportunities provided to 
them in school, all of the focus children 
were able to reach the ‘five times a week’ 
target on a regular basis. They were able 
to contribute to their class chart, and 
therefore their class percentage, through 
their 1:1 and small group reading with 
school-based adults and Year 6 peer 
mentors. 
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Within the group of focus children, some individuals were able to transfer their reading successes in school to 
home, and began to engage with their reading with parents, siblings or independently outside of school hours. 

Challenges
The children were on occasion unable to attend their timetabled sessions due to class commitments or 
consequences being owed to their class teacher through poor choices. School-based adults aimed to minimise this 
challenge as much as possible by collecting children from their classes and keeping a register of attendance. 
Some children attended sessions but did not bring their reading records with them. This meant that their sessions 
could not be recorded on their class chart and could not contribute to their class percentage or to their personal 
reading percentage. 

Pupil Questionnaires
Twice in the year, the key pupils were asked about their attitudes towards reading and gave their opinions as to 
what motivated them to read. 

Key findings are set out below:
• At the start, multiple children expressed that they were more motivated by adult support than by class based 

rewards. 
• The trophy was the most coveted class-based reward. 
• Class based rewards became more popular as the year progressed. 
• The peer support from Year 6 children was a good motivator once established. 
• Children expressed an interest in learning new words. 
• When questioned again at the end of the project, children expressed positive attitudes towards parent, 

school-based adult and Year 6 peer support. 

Quotes from pupil questionnaires are below:
“The Year 6s are very nice and they tell you what’s going on.”
“I like reading in school with Mrs X because if I get a word wrong, I get help.”
“I must read because I could find out new words and what they mean.”
“I want to read more so I can get house points.”

Teacher Questionnaires
Teachers also answered questions at numerous points in the year. 

Key findings are set out below:
• All teachers reported increased motivation amongst the key group.
• Class teachers reported that their focus pupils were motivated by class-based rewards. 
• Teachers recognised positive attitudes towards the support children were given in school. 
• They identified that some children were still not able to access support with their reading at home. 

Final Pupil Voice
At the end of the project, four children were chosen to have a more in-depth discussion about their reading 
attitude and motivation. These children were chosen out of the group of 15 as they demonstrated particular 
success or failure to re-engage with reading. 

Child A
Child A was now regularly engaging with reading at home and showed high levels of motivation for reading 
overall. He was receiving support from an elder brother and his mum; this was enabling him to access his reading 
at home. He also described being motivated by the class-based rewards, particularly the trophy and cuddly toy. 

Child B
Child B was now regularly engaging with reading at home and showed high levels of motivation for reading 
overall. He also received support from an elder sibling and explained that they often laughed together during their 
reading sessions. He described his motivation as wanting his class to win the cuddly toy. 

Child C
Child C was still not engaging with reading at home, but engaged well with reading sessions provided in school. 
He reported wanting to win the cuddly toy and the trophy for his class. He gave his reason for not reading at home 
as being too busy, and listed the tasks that took priority over reading. 
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Child D
Child D was a child who had begun to show indicators of SEN over the year, in all areas of school life. At the end 
of the year, child D showed a negative attitude towards reading at home and a mixed attitude towards reading 
sessions provided in school. He was positive about some aspects of reading in school, and showed a motivation 
for house points and the cuddly toy. He showed more positivity towards class-based reading sessions than the 
timetabled 1:1 or small group activities. He read intermittently at home and attended most school sessions, but 
was sometimes unable or unwilling to attend due to behaviour issues. 

Next steps
The focus group will continue to be tracked over the next three years, to measure the long-lasting impact of the 
interventions provided.

Child D, who had more needs than initially known at the beginning of the project, will be given continuous 
provision to assist him with his learning and motivation in all reading activities. Support will also be provided to his 
family. 

As each new cohort joins the school, disengaged pupils will be identified soon after the start of the school year.
Successful provisions such as 1:1 and small group support will continue in 2017/18.
The project highlighted the positive influence of elder siblings. The possibility of sibling support will be explored 
with each new cohort’s focus group.

The use of E-Readers will be explored with the new Year 3 cohort, following information provided from the focus 
group about their access to E-Readers at home. 
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THE POWER OF A VOICE
Fiona Byrne with Lee Parducci
Greenvale Infant & Nursery School, Symons Avenue, Chatham, ME4 5UP

01634 409521 | office@greenvale.medway.sch.uk

Introduction
Working in a culture of cuts in 
education, where English as 
Second Language (ESOL) teachers 
are no longer a separate funded 
element in a local authority 
school and EAL children are 
often grouped together with 
SEN children, I have found myself 
questioning if the practical 
support of English as An Language 
(EAL) children is diminishing? 
Pupil progress meetings tend to 
focus on SEN children and assume 
that children new to English 
will develop their acquisition of 
the language by simply being 
surrounded by English speaking 
pupils and staff members. This may be true for a majority of pupils especially those with older siblings, but is 
this true for all EAL pupils especially those new to the UK?  Or worse, is this simply a response to the fact that 
additional support from the authority can only begin once the child / children who have lived in the UK for two 
years.   

Research Question
How can I develop English Language and Communication Skills for EAL Children in the Nursery? 
• Which of three strategies (Role-play, Pen-pals, Widget) will develop speech and language skills for EAL children 

in the nursery?

Method
Using a lesson study approach
Lesson Study (Dudley, 2014) is an effective model through which collaborative classroom professional learning can 
solve teaching or learning based problems which affect children’s learning.

The Lesson study cycle (Dudley, 2014):
• Agree a focus for the children’s learning and development
• Jointly identify a teaching approach to develop or improve which addresses the identified need
• Identify three case children
• Jointly plan a research lessons which uses this approach
• Teach and observe focusing on the case children
• Interview case children to gain insights into the lesson
• Hold post session discussions analysing how the case children responded to the technique, what progress they 

made and what they had learnt
• Repeat the process, with three research lessons making a complete lesson study
• Formally share the outcomes with a wider audience 
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What was learnt?
Lesson study 1 -  Role-play & Imitation (as defined by Vygotsky 1978, Piaget 1970, Bruce 1991)

I set about planning a lesson using my research question 
and the first strategy that I wanted to assess ‘The 
effectiveness of role-play’ in developing speaking and 
listening strategies for children with EAL, I shared my plan 
with my co-worker and Oxford’s six observable strategies 
in language learning (1996).  My co-worker asked me to 
devise a grid that she could use to tick off each strategy as 
she saw it manifest in her case child.    

Using Oxford’s strategy classification system – six 
observable strategies in language learning  (1996)

The first research lesson was to observe ‘the effectiveness 
of role-play’ in developing the English Language skills 
of three EAL case pupils (against Oxford’s six observable 
strategies).  Case pupil A is a dual language boy whose home language is Lithuanian, he speaks both English 
and Lithuanian at home and uses English in the nursery.  Case pupil B is a girl who has only been in the United 

Kingdom for the past five months, she was 
living in Turkey before moving to the UK and 
could only speak Turkish when she started 
nursery before Christmas.  Case pupil C is a girl 
who speaks Urdu at home and although she 
has three older siblings who are dual language 
speakers, she mainly speaks Urdu at home 
with her mother (and is a reluctant speaker at 
school).  Before taking part in the first lesson 
study I predicted which of the six observable 
strategies each child would be most likely to 
use, I added this to my planning.

A quiet room next to the nursery was set 
up with home corner resources available in the hope that the case pupils and a proficient English speaker would 
naturally engage in role-play.  The four children were asked to come and play in the quiet area while the rest of the 
class played outside.  An adult was assigned to each of the case children and an introduction of a new adult taking 
part in the lesson study was made to the all the children.  However, after a few minutes of adults attempting to 
record the six strategies for their case child it was evident that all of the four children were acting unnaturally and 
that the conditions were too clinical.  The door was opened and the children were offered the opportunity to play 
inside the large play space outside (with the rest of their class) and to provide a more comfortable environment so 
that the children could use their language learning strategies and engage in play.  The children were taken outside 
to play in self-chosen area of the garden with the rest of their class.  The focus of the lesson study therefore 
became a recording of each case child’s use of Oxford’s six observable strategies.  The children were observed 
playing at their self-chosen activities and due to the age of the children and the nature of the environment all 
observers had levels of adult / child interaction with their case child and with other children from the case.

Two of the three observers are early year’s practitioners that are used to observing children across the seventeen 
areas of learning in Development Matters Strands and across the relative age bands from birth to 5.  The third 
observer is a Senior Lecturer at Canterbury Christ Church University who completed her MA looking at the impact 
of Lesson Study.  None of the three observers were used to using Oxford’s six strategies as an observational tool 
which would add a bias to our collective results.  However, although the lesson study changed its focus I decided 
to use the results as a diagnostic tool to measure the case pupils use of the speaking and listening strategies.
My predictions that Case child C would use more cognitive strategies and memory strategies were also observed as 
well as my prediction that Case child B would use more social and memory strategies.  Case child A however used 
a far broader range of strategies than I had initially anticipated, but the core of most of strategies where social 
(as expected).  As a lesson study group we discussed that the need to not continue to control the children in the 
isolated environment was important and we discussed each child’s dominant social strategies.  Case child B used 
elements of all six indirect and direct strategies and so did Case child A.
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However, Case child C only used five strategies and showed no evidence of ‘affective strategies’, such as; ‘deep 
breathing’, ‘using music’, ‘laughter’, ‘taking risks’ or ‘self-reward’ or of ‘listening to herself’ or ‘discussing her 
feelings’.  She also used few compensation strategies, with no evidence of; ‘switching to the mother tongue’, 
‘getting help’, ‘using gesture’.  The only compensation strategy she did use was ‘avoiding communication’.  Case 
child C also used limited social strategies; and showed no evidence of, ‘asking for clarification’ and ‘asking for 
correction’.  But she did ‘cooperate with others’ on her own terms.  We concluded the discussion and I set about 
planning the next lesson study, as the whole nursery class needed to continue to learn and develop each day I 
needed to plan each lesson study when I was timetabled to be out of class and during the afternoon when class 
sizes are smaller and I could use my colleague to record the results.  

Plan next lesson using the next strategy
Lesson study 2 - Pen-pal’s application of 
wireless technology
Pen-pals is a wireless technology pen devised 
for EAL children by the London based company 
‘Mantra Linguia’ who are passionate about 
developing dual-language products to develop 
language skills for bilingual children and parents.  
As a whole school we read “Elmer” for ‘Elmer 
day’ which we celebrate on the last day of term.  
I recorded the story of “Elmer” onto a paper 
copy of the book using the recordable labels 
that I stuck onto each page and the pen-pals 
pen.  I read the story to the whole class at the 
start of the session as then as the children were 
able to access free-flow play time I invited each 
of the case children to come and read the book 
with the pen-pal, I supported each child as my 
colleague used the six observable strategies 

Oxford.  I showed each child how to use the pen.  Case child C really enjoyed using the pen, she is naturally very 
shy and followed my lead to press the pen-pal onto the label on each page and listened to my pre-recorded 
reading on the text on each page.  She enjoyed holding the pen to her ear and listening to the text being read, she 
smiled at times and jumped when Elmer shouted ‘Booooooooo!’ and enjoyed repeating parts.  Case child A was 
very difficult to engage with the book I made several attempts for him to take control of the pen but instead he 
let me press each label in turn and I held the pen up to his ear to listen.  The activity felt like one painful austerity 
which he seemed keen to end and when the pen had read the whole text to him he seemed relieved and ready to 
go and ‘play’ at a self-chosen activity.  Case child B smiled a great deal once she had got used to how to use the 
pen and held it tentatively up to her ear.  She enjoyed the activity so much as repeated reading the whole book 
through again and repeated the colour names as they were verbalised to her through the pen.

We held a post session 
discussion that showed 
Case child C using all of the 
six observable strategies in 
comparison to a play based 
strategy.  
With the pen-pal strategy 
Case child C ‘took risks’ and 
‘cooperated with others’, 
and ‘cooperated with a 
proficient user of the new 
language’.  She also used 
four different elements of 
compensation strategy and 
used ‘linguistic clues’, ‘using 
other cue’, ‘getting help’, 
and ‘gesture’.  
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 Case child B used all six of the observable strategies and used the more audible language with greater clarity as 
she repeated each colour name with the pen and on the second listening to the book was keen to say the colour 
name before the pen-pal pen.  Case child A in comparison only used four of the six observable strategies in 
comparison to play where he used all six and where he did it was very limited.  

Lesson study 3 - Widget symbol communication
The final lesson study had to be conducted quickly as we were told that Case child B would be leaving to go back 
to Turkey with only two days’ notice.  Using ‘Widget’ the communication in print images (that I use a behavioural 
device for carpet times and during key person times) I discussed the images with each of the three case children 
1 to 1.  Again with my colleague recording the results.  In this final session Case Child C used four of the six 
observable strategies, Case child B used all six and Case Child A only two.  Case child A was quite irritated with 
my need to try to discuss the images with him.  Case child B and Case child C were both keen to and used a lot of 
gesture and nodding as well as showing me by miming each action, such as ‘sitting down’ and the Makaton sign 
for ‘listening’ and ‘looking’ and forming a circle with their fingers.  Case child A did his best to get away quickly!   

We held a post session 
discussion that showed this 
communication aid was far 
too limited for Case child 
A, but that for Case child 
B it was a well-practised 
strategy that we use daily 
that she could clearly 
show her understanding 
of and that gave her more 
confidence in her use and 
understanding of English 
(even if the content its self 
was fairly limited).  Case 
child A was less animated 
in her response to each 
image but used Makaton 
and a few words such as 
‘sit down’ and ‘look’.   
                                                   

Post study results

1 2 3 4 5 6

C

Metacognitive 
Strategies
(indirect)

Affective 
Strategies 
(indirect)

Social 
Strategies
(indirect)

Memory 
Strategies
(direct)

Cognitive 
Strategies
(direct)

Compensation
Strategies
(direct)

Penpals 5 1 2 2 2 4

Play 4 0 1 0 3 2

Widget 5 0 4 5 7 0

B

Penpals 2 0 2 5 4 0

Play 4 8 5 12 4 8

Widget 4 1 3 4 2 3

A

Penpals 2 1 1 0 0 1

Play 19 15 17 8 11 9

Widget 1 0 0 0 0 1
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Next steps
The column chart above taken from the 
combined table of results for the three 
strategies shows that play was the 
most effective strategy for developing 
language and communication skills 
for 66.66% of the case study children.  
However, for Case child C it was the 
least effective strategy.  For Case 
child C simply being immersed in a 
language rich environment may not be 
enough.  Case child C’s most effective 
strategy was the communication in 
print strategy which is the strategy 
suggested by the inclusion manager 

at school.  She also has a higher score than the other two case children for the use of the pen-pals talking pen 
designed for EAL children.  Unfortunately, there were limitations of time.  Child A returned to Turkey in June 2017 
so the final lesson study had to be completed two days before she left nursery permanently.  There is a bias that 
has to be taken into consideration, namely the reliability of interpretations will not be identical, as this will naturally 
differ between the practitioners recording the six strategies of the three case children.

The positive impact of undertaking a Lesson Study was -
• Shared values and visions
• Collective responsibility
• Collaboration on focused learning
• Individual and collective professional learning
• Reflective professional enquiry
• Openness
• Networks and partnerships
• Inclusive 
• Mutual trust and support

Professional learning takes place over time and is not a one off event, lesson study happens in real classrooms with 
real pupils.  It is a transferable method.  From September 2017 I will be transferring sectors from mainstream early 
years into a key stage 2 specialist classroom to work with children with SLD /MLD.
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WHAT IS THE IMPACT OF EFFECTIVE LEADERSHIP OF ART?
Emily Huxley
Hilltop Primary School, Hilltop Road, Frindsbury, Rochester ME2 4QN 

01634 710312

Introduction 
I conducted an action research project exploring the impact of effective leadership teaching art. I have an active 
interest in this subject as I am the art coordinator for Hilltop Primary School, have had a number of discussions, 
and received mixed feedback on appreciation of the subject, confidence to teach, and the value and benefit to 
pupils. I am therefore interested in the analysis of strengths and weaknesses of teacher’s knowledge of art, in 
addition to identifying methodology to improve the teaching of the subject.

Research question
What is the impact of effective leadership of Art?

Method(s) 
I devised a questionnaire to 13 members of teaching staff to find out issues and concerns in the subject of art. 
The questionnaire can be seen below:

To be used, you MUST start by explaining the purpose of the study and asking for 
their cooperation and participation….As well as how to return the form to you – and by 
when. 
 

1 Please rate your confidence to teach the following on a five-point scale, where 1 
indicates very limited and 5 represent a clear confidence in teaching the content.

Drawing (ie not observational) 1 2 3 4 5 
Painting 1 2 3 4 5 
Print Making 1 2 3 4 5 
Clay Work 1 2 3 4 5 
Other 3D activities 1 2 3 4 5 
Observational Work 1 2 3 4 5 
Teaching about  
Artists 
Designers 
Architects   

 
1 
1 
1 

 
2 
2 
2 

 
3 
3 
3 

 
4 
4 
4 

 
5 
5 
5 

Digital media 1 2 3 4    5 

2 Is there any other aspect of the subject that you feel that you would like support 
in teaching ? 

_______________________________________________________________ 
_______________________________________________________________ 

 
 

3 Which of the following to you regularly do with your pupils? How do you want this 
to be completed? If circling or highlighting each activity, you don’t need the 
portion on the right. 

 
Drawing / Painting / Printing / Modelling / 
Constructing 

 

Designing and pattern-making  
Critical studies activities e.g teaching about 
artists 

 

Additional art activities that are not included 
in the above ? 

 

 
4 When you teach art do you: 

 
Discuss the activity and identify the 
object of the lesson with the pupils 
before you start?

Usually Sometimes     Rarely

Demonstrate techniques with 
materials?

Usually Sometimes     Rarely

Intervene if you see that pupils are 
having problems with the activity?

Usually Sometimes     Rarely

Address the class collectively as well 
as individually during the lesson? 

Usually Sometimes     Rarely

Draw together the treads at the end 
of the lesson and point out aspects of 
particularly successful work? 

Usually Sometimes     Rarely

 
5 Who is mainly involved in the teaching and planning of art and design in your class?  

 
 

Yourself  /  the teaching assistant  /  a parent  /  other (please specify) 
 

 
6 Approximately how much additional art and design actively arises from other 

aspects of the curriculum? 
 

_______________________________________________________________ 
 

 
7 Do you feel confident in your ability to assess the art and design work of pupils? 

 
YES /  NO 
Please explain your answer 
 
_______________________________________________________________ 
 

 
8 Do any of the following affect or restrict your teaching of the subject? 

                   
Lack of personal expertise or knowledge  
Lack of available materials  
Lack of equipment  
Lack of space  
The demands of Literacy and numeracy  

 
     Please explain your choices 

 
_______________________________________________________________ 

                            
 
 

9 Are there any changes that could be instituted within the school that would make 
it easier for you to teach art and design? 

 
YES  /  NO 
Please describe these briefly:_______________________________________ 
______________________________________________________________ 

 
10 Having now taken a little time to reflect on your practice in art and design, would 

targeted in-service training be of help to you and would you be willing attend? In 
school time. After school or evenings? 

 
YES  /  NO 
Please identify the area/activity you would want such training to concentrate upon:  
 
______________________________________________________________ 

 

Thank you for completing this questionnaire.  I have asked for this information to track issuses 
concerns across the school in the subject art. Would you also be willing to be interviewed 
subsequently? Yes/No 
 
Thank you 
Emily  
 

Name 
 

 

Year Group/ Class : 
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The responses were then analysed, identifying the areas which needed further support. Due to the findings I 
chose print making as a specific skill to focus on for this action research. I used numbers to identify confidence on 
a five-point scale, where 1 indicates very limited and 5 represents a clear confidence in teaching the content. For 
questions surrounding when art is taught usually, sometimes, and rarely were used to ascertain the results. I also 
asked questions where they would either circle an answer or give a reason. The questionnaire was a success as it 
allowed me to analyse closely what the gaps were and how confident teachers felt teaching art. 

 R(HT) R (LT) Y1 (JM) Y1 (EC) Y2 (SH) Y2 (CW) Y3 (KW) Y4 (MB) Y4 (KS) Y5 (RS) Y5 (PT) Y6 
(JS)

Y6 
(CW)

Q1 Confidence              

Drawing 3 1 4 4 1 3 3 5 3 4 3 3 2

Painting 3 1 4 4 2 4 3 4 3 4 3 3 2

Print Making 2 1 3 4 1 4 2 3 3 3 3 3 2

Clay work 1 2 3 4 2 4 3 3 3 4 3 3 2

3D activties 2 1 3 3 1 4 2 3 3 4 3 3 2

Observational 2 1 4 3 1 4 4 5 4 4 3 3 2

Artisits 1 2 4 4 2 4 4 4 4 4 3 4 2

Designers 1 2 3 3 1 4 3 4 3 4 3 4 1

Architects 1 2 2 3 1 4 3 4 4 4 3 4 1

Digital media 1 2 2 3 1 3 3 4 4 4 2 3 2

Q2 More support?  Skills Evaluation  Progression    Printing Clay    

Q3 Regulary do              

Drawing etc. √ √ √ √ √ √ √ √ √ √ √ √ √

Designing    √  √ √ √ √ √  √  

Critical studies    √ √ √ √   - √ √ -

Additional art    √  √        

Q4 Teach              

Discuss U S U U U U U U U U U U U

Demonstrate S S U U U U S U U S U S S

Intervene U S U U U U U U U U U U S

Address class U U U U U U U U U S U U U

Trends U S S U S U R U U S U U S

Q5 Who is involved?              

CT √ √ √ √ √ √ √ √ √ √ √ √ √

TA    √    √ √ √   √

Other              

Q6 Additional art?  Other sub Little N & L R & H Other sub Occas Cross C  Hour Cross C Little  

Q7 Assessing? X X √ √ X √ X √ X √ X X X

Q8 Restrictions              

Personal knowledge √ √  √ √  √  √ -  √ √

Materials   √ √ √ -  -  √   √

Equipment   √  √ -  -     √

Space  √ √  √   -     √

Demands  √ √  √   √   √ √ √

Q9 Changes  CPD Resources Resources Take class Resources  Resources No CPD   CPD

Q10 Training  √ X X √ √ √  √ √ √  √

Training needed X Ideas X Any Draw/paint X Assess X  Expertise Print  Skills

I had already booked a CPD session for all class teachers on print making however, I felt that it would be beneficial 
to observe print making being taught before the session happened. A reception class teacher and a year 6 teacher 
were observed in print making, focusing on the activity and the teaching of print making. 
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Following the observation, a CPD session occurred for all staff exploring a variety of activities, using different 
resources and creating a variety of effect. Such as ink making, bubble making and using block paint with 
polystyrene.

A couple of weeks later I then observed the same reception and year 6 teachers completing a different print 
making activity. I was then able to compare both sessions and whether the CPD session had been beneficial and 
whether picking one art skill at a time will improve and benefit the teaching of art at Hilltop Primary School. 

What was learnt?
From the questionnaire, it was apparent that most teachers were not so confident in print making and clay 
work. Therefore, as the art subject leadership I believed that it would be beneficial to pick one skill at a time to 
develop teacher’s confidence. From the questionnaire, I also found that assessment is an area that needs further 
development.

As an art leader, I regularly take photos of display walls and take evidence of children’s work. However, I do not 
always get time to observe art lessons. It was very interesting to gain the opportunity of being in other classrooms 
and observing art being taught. I was also able to look closely at the skill being taught, the children’s enthusiasm 
towards the subject and how they felt generally about art in the classroom. From the CPD session I think that it 
would be beneficial for all staff to have an ‘art day’ allowing them the opportunity of using a variety of skills and 
mixing the children up in different age groups to develop the skills further.

From the CPD session the responses from the staff were very positive – as some quotes here indicate.
“I have learnt different methods of printing, I didn’t realise how quick and easy some of the activities are to 
prepare.”

“I have learnt that printing isn’t as complicated as I first thought and I will teach print making a lot more.”

“I have learnt how enjoyable print making can be and you can experiment!”

“From the session I enjoyed doing something practical, fun and messy. I forgot that printing can be so easily 
achieved. I will definitely use these ideas in the classroom!”

“The subject leader is to contribute to school improvement and increase standards through the high 
provision of high quality teaching.” (Bell and Ritchie, 1999:23)

I have learnt that effective subject leadership surrounds providing effective feedback to staff about strengths 
and weakness allowing the staff to improve for the future. Successful leaders should have the ability to provide 
professional leadership and management of the subject whilst having the personal attributes that motivate staff, 
secure high quality teaching and recognise where support is needed.
 
Field, Holden and Lawlor (2000:4) state that “Leaders have the responsibility for monitoring and evaluating the 
effectiveness of teaching and learning in their subject of work. They are to monitor and support all those that are 
involved in teaching and learning.” 

Next steps
• Explore other key skills such as drawing, clay work, observational drawings
• Investigate ways to assess art 
• Plan an ‘Art Day’ for all children and staff
• Regularly observe staff members to support 
• Regular CPD sessions 
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SCIENCE – NEVER UNDERESTIMATE THE POWER OF A 
DECENT VOCABULARY!  
Christina Dengate
New Road Primary School & Nursery Unit, Bryant St, Chatham ME4 5QN

01634 843084 | office@newroad.medway.sch.uk 

Introduction 
This project was undertaken after a growing number of children with English as an Additional Language (EAL ) 
were joining New Road and a focus on vocabulary was introduced within the school. The focus was and continues 
to be on getting children to recognise key vocabulary and understanding the definition. Following this, it would be 
expected that with the teacher’s input and practical activities, children would begin to apply the vocabulary to a 
range of different contexts. 

The focus for the project came after discussions from teachers and professionals found that children were finding 
new concepts difficult to understand in relation to using the correct vocabulary. This had become apparent 
through book scrutiny’s and lesson observations that had been carried out previously. For science in particular, 
children needed to be applying vocabulary to investigations and experiments linked to the topic. 
Throughout the school and across subject’s vocabulary had been key to success and therefore I thought it would 
be a relevant and interesting subject to base my research around to further my professional development as 
subject lead for science.  My focus for this study was a class of Year 5/6 pupils.  

Research question 
How do EAL children in Year 5 and 6 view Science vocabulary?
• What strategies do we use to introduce key vocabulary within Science?
• How do Year 5 children view and value Science vocabulary? 
• How do we assess the impact of Science vocabulary? 

Method(s) 
To first gain an understanding of the impact of vocabulary it was important to assess what we already do within 
school when introducing vocabulary. This involved conversations with the professionals within school as well as 
learning walks. The key stage lead and myself conducted learning walks with a focus on vocabulary, seeing what 
was already on display and support offered for vocabulary. 

Diamond 9 
The diamond 9 methodology 
was chosen as a way of being 
able to quantify data as well as 
generate discussion. Children in 
Year 5 and 6 benefit greatly 
from giving reasoning through 
discussion and most are 
confident to do so. It was also 
important to be able to quantify 
data to make comparisons 
between our EAL students and 
native speaking students.  The 
Diamond 9 activity was given to 
Year 5 and 6 pupils and they 
were asked to rank the 
responses based on what they 
felt were the most important to 
the least. All the responses were 
collected and then children 
made comments on their final 
diamond 9 structures.  
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What was learnt?
The most noticeable results were those that compared EAL learners to non-EAL learners, as it showed a stark 
difference between what children value and see as important when it comes to their learning.  Vocabulary was 
rated (1) by 7 EAL learners and reinforced the idea that vocabulary is perceived as an essential tool for learning. In 
comparison, non-EAL learners ranked vocabulary significantly lower with practical experiments and investigations 
being ranked first by 9 of the respondents. 

       
 
Graph 1 – Comparison of 
Vocabulary ranking between 
EAL and native speaking 
students. 
 

Graph 1.1 -  Highest 
ranked values among the 
respondents. 
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Introduction 
This project was undertaken after a growing number of children with English as an Additional Language (EAL ) 
were joining New Road and a focus on vocabulary was introduced within the school. The focus was and continues 
to be on getting children to recognise key vocabulary and understanding the definition. Following this, it would be 
expected that with the teacher’s input and practical activities, children would begin to apply the vocabulary to a 
range of different contexts. 

The focus for the project came after discussions from teachers and professionals found that children were finding 
new concepts difficult to understand in relation to using the correct vocabulary. This had become apparent 
through book scrutiny’s and lesson observations that had been carried out previously. For science in particular, 
children needed to be applying vocabulary to investigations and experiments linked to the topic. 
Throughout the school and across subject’s vocabulary had been key to success and therefore I thought it would 
be a relevant and interesting subject to base my research around to further my professional development as 
subject lead for science.  My focus for this study was a class of Year 5/6 pupils.  

Research question 
How do EAL children in Year 5 and 6 view Science vocabulary?
• What strategies do we use to introduce key vocabulary within Science?
• How do Year 5 children view and value Science vocabulary? 
• How do we assess the impact of Science vocabulary? 

Method(s) 
To first gain an understanding of the impact of vocabulary it was important to assess what we already do within 
school when introducing vocabulary. This involved conversations with the professionals within school as well as 
learning walks. The key stage lead and myself conducted learning walks with a focus on vocabulary, seeing what 
was already on display and support offered for vocabulary. 

Diamond 9 
The diamond 9 methodology 
was chosen as a way of being 
able to quantify data as well as 
generate discussion. Children in 
Year 5 and 6 benefit greatly 
from giving reasoning through 
discussion and most are 
confident to do so. It was also 
important to be able to quantify 
data to make comparisons 
between our EAL students and 
native speaking students.  The 
Diamond 9 activity was given to 
Year 5 and 6 pupils and they 
were asked to rank the 
responses based on what they 
felt were the most important to 
the least. All the responses were 
collected and then children 
made comments on their final 
diamond 9 structures.  
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Graph 1.2 – Highest ranked values among EAL 
respondents. 

Graph 1.2 shows the highest ranked response 
given by EAL learners during the Diamond 
9 activity. The results show that there is a 
perceived advantage to the theoretical side of 
learning with vocabulary, research and written 
work all being ranked first by the students with 
EAL. It was interesting to analyse this data as 
‘investigations’ were also seen as one of the 
most important aspects of learning Science. 
This was then investigated further more during 
informal conversations with children about 

their responses. 

It was particularly interesting that EAL children didn’t rank ‘group work’ or ‘teacher-led activities’ and the overall 
there was only a response of 4. When I began my research I assumed this might have ranked highly as it is these 
style of activities that allow cohesion, working collaboratively and discussions. On reflection, as a practitioner I 
feel this may have been due a result of planning writing focused lessons and minimal practical experiments that 
allowed for working collaboratively.  As a result, this is an area for development to ensure our EAL learners have 
the opportunity to use vocabulary orally through discussion with their peers and work together on tasks. 
1 respondent only ranked visual prompts and displays of highest importance, so as a result I then decided to 
investigate where students had ranked it. I found it interesting that visual prompts and displays were not perceived 
to be of great importance by all students but especially EAL students. With an emphasis on images and using 
visuals as a way of learning vocabulary, I thought EAL students would have found this the most useful for their 
learning.  On reflection, once again I feel it is important as a school we ask how many visual prompts we use with 
our EAL learners as they progress to upper key stage 2. My own displays included vocabulary but no pictures or 
visuals to reinforce the new terminology and I think this is a result of assuming because they are classed as ‘fluent’ I 
would no longer need to offer this additional support. 

When analysing the data I noticed that EAL respondents ranked group work and investigations the lowest. 
However, it is important to recognise the small number of respondents may not be representative of all EAL 
students and further research may be required to understand these responses further. I found it interesting that 
group work, which involves working with peers was one of the lowest ranking responses and this may be because 
of a lack of confidence to share ideas orally. 

 
Fig 1. Overview comparison EAL and non-EAL pupils
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Next steps
The importance of writing by Key Stage
During the task, children’s comments were recorded as a way of deepening understanding of their responses. It 
was interesting to see the emphasis on ‘writing’ in the responses; children perceived writing as one of the most 
important aspect of their learning within Science. This may have been a consequence of the sample chosen, as 
Year 6 are aware of the increased focus on writing for moderation.  This was also confirmed with the response that 
quoted vocabulary being useful for grammar tests.  Therefore, this could be investigated further with a study in the 
lower Key Stage 2 classes or Key Stage 1 to see whether writing is perceived to be as important to their learning 
compared to the upper KS2 classes. 

Scientific Vocabulary Display
As a result of the study, I created scientific vocabulary for each year group that was made a compulsory part of 
each classroom’s Science display. The focus was on vocabulary used within investigations and experiments that 
could be applied to every topic. The vocabulary that was chosen reflected the science scheme used within school 
and the National Curriculum statements for Science. 

Snap Science Scheme
As a school, we implemented a new science scheme following an increased focus on the subject. Snap Science 
provided a foundation to increase practical experiments and explorations for EAL learners. The aim of which, was 
to immerse them in ‘real life experiences’ and to use the vocabulary verbally as well as within their writing. This 
is particularly important for early stage EAL learners that benefit greatly from visual prompts and experiential 
learning. 

Snap Science Assessments (Snapshots) are also available to help support teachers with assessing vocabulary and 
knowledge. The majority of assessment ‘snapshots’ use visual prompts for discussion and as a result support EAL 
students who may possess vocabulary orally rather than in their written work. 

Investigations and Planning
Finally, as a result of the research and discussions amongst the staff, we decided that we would have pre-
determined criteria for investigations and experiments. This meant for each year group we decided what 
vocabulary should be used and introduced to all students as they progressed through the school. 
For further research it would be of interest to see changing perceptions as children progress through the school. 
This would show whether children’s attitudes change as they progress in their language learning compared to 
those asked in this study that have already completed their EAL targets and are classed as ‘fluent’. Additionally, it 
would be interesting to see how having a focus on vocabulary impacts on the children’s progress and this could 
be investigated with a further lesson based study and research on teacher’s practice within lesson planning and 
delivering lessons.
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HOW CAN WE IMPROVE ENRICHMENT TO PREPARE PUPILS 
FOR LIFE AFTER KS5?
Stacey Knapp
Sir Joseph Williamson’s Mathematical School, Maidstone Rd, Rochester ME1 3EL

01634 844008 | knapps@sjwms.co.uk

Introduction 
As a Sixth Form Tutor and Teacher I experienced a number of complaints and concerns discussed in mentoring 
leading to a general devaluing of the enrichment opportunities on offer to students and an increasing negative 
attitude towards it, reflecting on their attendance. 

Research question 
How can we improve enrichment to prepare pupils for life after KS5? 

Method(s) 
Using a select sample, I devised an online questionnaire with a Likert scale to measure the extent of accordance 
with the school’s concerns about enrichment and a dialogic comment box to allow more freedom of opinion. The 
sample consisted of 22 Year 13 Pupils with a range of interests and responsibilities. Out of the sample, 12 have 
been School Council Representatives, 7 are Senior and Subject Prefects, 1 is the School Captain, 2 are Sports and 
House Captains and the Sample is of Mixed Gender.  

Use of Likert Scale: Strongly Agree, Agree, Neutral, Disagree, Strongly Disagree

CIRCLE YOUR ANSWER:
1. Are you satisfied with the range of enrichment options offered to you as part of your timetable?
2. Are you satisfied with the enrichment options and teaching you have received as part of your sixth form 

timetable?
3. Do you think that the current range of enrichment options provides adequate opportunity for a well-

rounded school experience?
4. Do you consistently attend your enrichment options?
5. Do you think the enrichment opportunities offered to you have a positive impact on your wider school life?
6. Do you think the enrichment opportunities offered to you have a positive impact on your learning? 
7. Do you think that the enrichment opportunities offered to you have a positive impact on your general 

wellbeing?
8. Do you value the time given to enrichment opportunities as part of your timetable?
9. Do you believe there is greater need for more practical enrichment options such as first aid, cooking, life 

skills, university preparation, finance etc? 
10. Do you believe that enrichment opportunities should cater to preparing pupils for post-18/ post-school life?

Dialogic Box: Please add any additional comments you may have on the subject matter. Remember this is 
anonymous amongst the sample. 

What was learnt?
Question Strongly Agree Agree Neutral Disagree Strongly Disagree

1 1 10 7 4 0
2 0 12 4 6 0
3 0 11 8 2 1
4 9 4 2 4 3
5 3 10 5 4 0
6 0 8 6 5 3
7 7 6 4 3 2
8 3 7 3 6 3
9 4 8 4 3 3
10 5 8 3 4 2
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Question Strongly Agree Agree Neutral Disagree Strongly Disagree

1 5% 46% 32% 18% 0%

2 0% 55% 18% 27% 0%

3 0% 50% 36% 9% 5%

4 41% 18% 9% 18% 14%

5 14% 46% 23% 18% 0%

6 0% 36% 27% 23% 14%

7 32% 27% 18% 14% 9%

8 14% 32% 14% 27% 14%

9 18% 36% 18% 14% 14%

10 23% 36% 14% 18% 9%
         
Figs 1&2: Overview of pupils’ responses – by numbers of respondents and as percentages    
    
Question 1:
As the survey was anonymous to some extent, we do not know the range of enrichment options currently taken by 
the sample. However, there is an absence of strong positive opinion and an average correlation towards the neutral 
view that enrichment is satisfactory.  

Question 2:
Out of the sample 55% of pupils agree that they are satisfied with the overall options and teaching of enrichment. 
However, 18% were neutral and 27% strongly disagreed suggesting that despite the patterns in question 1, 
perhaps it is the delivery of enrichment options that needs addressing. The dialogic comments are expected to 
develop on this.  

Question 3:
The results show that pupils did not strongly agree and imply that the opportunities are satisfactory but that the 
expectation should be of greater opportunities to gain a well-rounded school experience. 

Question 4:
The data implies that there is a significant difference in the reasons behind motivating oneself to attend and 
seeing the specific value in attendance of their specific enrichment option as the school expected to see a stronger 
majority in attendance suggesting a lack of confidence in the purpose of the enrichment they attend. 

Question 5:
The data does show that the majority of pupils generally see the impact of enrichment as beneficial in terms of 
the impact it has on their socialisation, however evidently the statistics countering this suggest specific individual 
enrichment options may not correlate with this finding so analysis of the benefits of each option may be required. 

Question 6: 
The results suggest that the majority of pupils did not see the correlation or the positive impact that enrichment 
had on their learning and do not identify the relevant links between them. 

Question 7:
The results suggest that a small majority understand the correlation however many pupils do not see the 
enrichment options they are provided with as relevant to their general well- being. 

Question 8:
The results show a distinct divide in attitudes and again suggests that it may be certain specific options available 
that evidence a clear value/ lack of value indicating that an evaluation of the purpose and benefit of particular 
individual options being offered in future may need revision to improve this statistic.  

Question 9: 
The results suggest the majority believe there is a need for practical changes which may explain the findings of 
questions 4, 7 and 8 as the attitude of pupils may shift with the introduction of unconventional practical options 
to a strictly academic school. 
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Question 10: 
The results suggest that the majority of pupils believed enrichment should be designed with a practical purpose 
(linking to Question 9 findings), however a significant number still disagree – this is explored further in the dialogic 
comment box below. 

Summary of findings (indicated from dialogic box comments):
• There needs to be a wider range of options and opportunities for girls as there is an imbalance of enrichment 

choices open to them.        
• Excessive pressure to participate in sport is overwhelming when they wish to concentrate on A Levels/ practical 

needs to support their move to Uni.         
• Have a greater variety of enrichment options that balances the arts and practical skills as well as sports. 
• The post-18 programme needs revision to be of use and not state the obvious.     
• The school should re-design pastoral tutorials and form times to be of use as enrichment is a fun distraction 

from the stress of academic study.          
• Practical enrichment and physically preparing pupils for wider life could be done in form times/ an additional 

one off lesson a week.           
• Use of the gym has been brilliant for energy release and a balance to studies/ burn out.  

Many of the comments in the dialogic boxes could explain why the sample statistics were skewed in a number of 
questions, the understanding that girls are given fewer options may indicate a strong sense of disillusionment with 
the enrichment system, the over-emphasis on sporting options may exclude those with other arts/ practical based 
interests, the disparity in pupils feeling the need and necessity for a taught post-18 programme but requesting in 
form time as a lesson and favouring more flexible enrichment time during the day to access the gym could explain 
the correlations in what the sample did or did not value.

General Summative Conclusions
The range of enrichment options on offer is satisfactory but not exceptional.

The delivery of enrichment options and the context in which they are taught needs revision as there is an over-
emphasis on sport and neglect of varied options for girls. 

Enrichment opportunities need to expand/ be edited and revised to increase well-rounded experiences, choice and 
demonstrate positive impact/ value.  

There are a significant number of students that do not see the purpose/ value in attending their enrichment. 

The majority of pupils do not see the relevance/ positive impact enrichment can have on learning and many do not 
see the impact it has on their well-being. 

The majority feel that more practical options would be beneficial and/ or tutorial time should be deigned with a 
practical purpose to compensate and create a well-rounded experience, implying that there is a time and place 
for effective and valuable enrichment but that this is not yet right. This suggestion would imply that enrichment 
should be more about stress-relief/ filling gaps in skills and needs based on individual choice as the school is strictly 
academic which can feel restrictive and highly pressurised.

Next steps
Since the start of my research project and preliminary conversations with senior pastoral staff, many changes have 
occurred. For example, the gym has now been opened to sixth formers during the day, a room has been allocated 
to pupils for the option of silent study/ staff drop in support – it is managed by members of staff with varied 
practical experiences prior to teaching and practical skills that may be useful in an academic sense also.  The Sixth 
Form study centre has been expanded to include conference rooms and various ICT terminals to direct projects and 
Tutors have to conduct UNIFROG tutorials once a week to deliver sessions about various post-18 options that are 
not just focussed on University. Other option academies including football are in the process of allowing female 
members based on skill level (for health and safety) and year 13 summer tutorials are being designed to cater for 
cooking, CVs, finance and University/ Apprenticeship/ Travel and Work administration support.  The school has 
also offered volunteering opportunities to support with Duke of Edinburgh schemes, Sport Coaching, subject 
mentoring of younger students and options to attend first aid courses linked with the school during the school 
day. This is a vast improvement.
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However, in the future I would like to continue providing the pupils with a reflective opportunity and voice to 
improve the programme annually in order to edit and readdress (what went well, what could be better) options 
and their delivery for the years to come to benefit from this evaluation.  This can be added to the annual Pupil 
Voice Survey or linked with the School Council meetings. There is definite scope to open the design of the 
programme up to the sixth form tutor team and wider teaching staff for future suggestions as the pool of 
knowledge and planning is minimal because only a small number of staff plan and teach for the programme and 
a wider debate/ discussion could lead to ‘out of the box’ thinking and more exciting opportunities for pupils and 
staff based on a larger array of interests and expertise. 
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SPEAKING BEFORE WRITING
Victoria Jeffery
St. Mary’s Island Primary School, Island Way W, St Mary’s Island, Chatham ME4 3ST

01634891050

Introduction 
I decided to research the use of high-level vocabulary in children’s speech and how to encourage children 
to include these words in their writing. The current level of vocabulary required in subsequent year groups is 
increasingly more demanding and I believe that if children are immersed with rich vocabulary at a young age then 
they will be able to apply the language that they have learnt. The younger children are, the quicker they learn more 
and put their new knowledge into practice. 

Research question 
How can the use of high-level vocabulary in the classroom affect pupils’ verbal and written work? 
• What is the definition of high-level vocabulary?

Method(s) 
I wanted to have a baseline of the children’s vocabulary and decided to show the children some art work to gauge 
their use of vocabulary when describing art work. 

Initially I decided that I would introduce a 
word a week to the children. As a class we 
explored the meaning and we encouraged 
term to use the word as frequently as they 
could throughout the week. Unfortunately, 
as the weeks progressed the new 
vocabulary did not become embedded in 
the children’s natural speech. We monitored 
this during their child initiated learning 
through observations and interactions 
within the classroom environment. After 
going on another course, it became evident 
that children do not always have the 
vocabulary to explain how they are feeling 
and their emotions. I decided to focus on 
these words for a full term. We added a 

new synonym to the word happy and sad to our table as the words became more natural to the children’s 
repertoire of words. As the children became more familiar with these words, we made more emphasis on words 
that we came across in books. As I wanted to encourage the children to include these words within their writing, 
we had a spelling competition. The children had to challenge themselves to use their phonics to write these words 
down. The children enjoyed having longer words given to them to try and achieve the correct spelling.  Ideally I 
wanted to see the children using the newer vocabulary within their writing without prompting. 

I finished the year by showing the children 
another piece of art-work by the same artist 
with a similar theme to see if the children’s 
vocabulary had increased. 
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What was learnt?
The first thing that I discovered through this research project that was although the terminology of high-level 
vocabulary is spoken about on many of the courses that I have attended it was not a phrase that has been defined 
and is open to interpretation. I had to define what I meant by high-level vocabulary in the reception class that 
I was working with. I looked at and analysed green group’s writing from the previous cohort to examine the 
adjectives and interesting words they included in their writing. It became evident that the children who had used 
some adjectives seemed to use the same words in numerous pieces of writing. I decided that the words that the 
children had used were not the high-level vocabulary that I believe that the children could have used. This led me 
to look at the KS1 and KS2 national curriculum word list (DfE, 2013) and initially chose words on these lists that I 
felt that the children could understand the meaning of and would have meaning to them in their everyday lives. 

Year 3/4 words
Consider
Extreme
Imagine
Occasionally
Peculiar
Various

Year 5/6 words
Achieve
Awkward
Communicate
Curiosity
Desperate
Exaggerate
Persuade
Thorough

We looked at these words as a class and worked out when we could apply the new vocabulary in our learning. The 
children initially struggled with deciding on sentences to place these words into but as they grew in confidence 
within the new class environment, they were more adventurous during these sessions. The children were 
encouraged to use these words during their child initiated learning and the practitioners would use the words with 
the children to demonstrate the understanding. The children would use the new vocabulary for a short period after 
the initial introduction but its use was not sustained. 
I decided that I needed to concentrate the words into a smaller meaning as the children were not applying the new 
vocabulary. After attending a course, I decided that the children would benefit with different words to express 
their emotions. When I looked back at the artwork, the children had used simple words to describe feelings, happy 
and sad. 

During a circle time, we focused on different facial expressions and attributed them to the new vocabulary. Instead 
of introducing the words one at a time we referred back to them on a daily basis when talking about characters 
from books, how they were personally feeling, or attributing feelings to other people. The children were able to 
use the words when they were questioned and they had a few that they used more frequently including frustrated 
and joyful. The children were yet to use these words spontaneously until the last term. The children in green group 
were of mixed ability and the children who were secure or exceeding in the ‘Early Learning Goal’ (in speaking were 
beginning to use the words independently. One child even responded in Worship with an explanation of the story 
‘The wise man and the foolish man’ using the new vocabulary to describe the feelings of the two men. 
However, when I came to look through their writing the children were not applying the ‘high-level vocabulary’ 
in their writing. Most of the group were comfortable to use the language in their speech and I will continue 
conversations with their Year 1 teachers to see if they will start to implement the words in their writing when they 
are more mature. 

Next steps
I would like to follow up on the children’s written work next year to see if the children are implementing the new 
vocabulary in their writing. I will also repeat the same this year to see if the results will be the same and that the 
children are happy to use the words in their spoken form and not in their writing. 
I would also like to find out more about where the terminology of ‘High-Level’ vocabulary has come from and 
whether there is more research being undertaken. 
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ME IN SOCIETY: HOW ETHNIC BACKGROUND AFFECTS THE 
LEARNING OF PRIMARY CHILDREN IN CHATHAM
Lydia Ahern
St. Michael’s Roman Catholic Primary School, Hill’s Terrace, Chatham ME4 6PX

01634 832578 | lydia.ahern@stmichaelsrcp.org  

Introduction 
St. Michael’s RCP is a diverse school community. Many of the groups of children represented at St. Michael’s RCP 
are considered to be in ‘vulnerable groups’. These statistics have lead the teaching staff at St. Michael’s to begin to 
analyse the various vulnerable groups and their progress and attainment through their school journey, with a vision 
to ‘closing the gap’ between all groups of children who come to learn at St. Michael’s.

This research project was undertaken to provide a closer look at the trends within our school. It aimed to provide 
insight into how people with different ethnic backgrounds view attainment, learning and progress, which may 
create barriers to learning. The research conducted focuses mainly on attitudes and values to learning, which had 
been noted to vary among the different groups represented in Chatham, particularly in St. Michael’s. The research 
question: How ethnic background affects the learning of primary children in Chatham, was explored with a view 
to a deeper understanding of the varied lives of the children in this school, and perhaps in others, as well as to aid 
in ‘closing the gap’ between children of vulnerable groups and others, thus providing a fair education and equal 
opportunities to all and diminishing any barriers to learning caused by personal background. 

Research question 
How does personal backgrounds affect the learning of primary children in Chatham?

Method(s) 
To conduct this research, it was necessary to break down the demography of the student cohort in St. Michael’s. 
This was done using data provided through Target Tracker and SIMS.  The demography of the school was 
situated within Medway, and comparisons made between the breakdown of Medway population and the school 
population. 

The background information for each child represented in Years 4-6 was used to analyse for trends among various 
groups, comparing assessment results and progress breakdown, using teacher assessment results, pupil progress 
reports and Target Tracker.  Links between progress and backgrounds were compared and trends illustrated.
As a first impression, children in Years 4-6 were asked to draw an ‘effective learner’ and write one sentence to 
describe them.

To gain knowledge into difference in outlook and attitudes to learning and values in children of varying personal 
backgrounds, 180 children across Years 4-6 were given surveys and Likert questionnaires on the topic of their 
views about learning and education in general.

Parents of the general school population were then given Likert scale questionnaires, again to gain insight into 
their personal experiences and attitudes towards learning and education. 

Teachers were asked their opinions regarding links they have noticed between socio-economic and cultural 
backgrounds and attitude to learning. They were also asked about any trends between personal background and 
attainment and learning in their individual classes.

All responses were collated and analysed and trends illustrated. Answers which well-illustrated the key views and 
points were taken as quotations to be used in the project.
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What was learnt?
Comparing St. Michael’s to Medway, England and Wales
To reflect the demography of St. Michael’s RCP situated in the area of Medway, a comparison was drawn between 
the ethnic backgrounds represented in both. Referring to the 2011 Census Key Statistics (Medway Council, 2013), 
whilst looking at the demography of ethnic backgrounds in St. Michael’s RCP, these are the comparisons that could 
be made:

From looking at the above bar chart, it can be stated that the demographic of St. Michael’s RCP varies largely 
to that of Medway and England and Wales. The percentage of White background is over thirty percent lower, 
whereas all other ethnic groups show a much higher percentage represented in the school population. Does this 
demographic of ethnic backgrounds affect attainment and progress in children?

Next, a comparison was made in first languages. Using the 2011 Census, the results were compared to St. 
Michael’s RCP, resulting in the following bar chart:

It was again observed that the percentages varied vastly, with far less of the demographic at St. Michael’s having 
English as their Main Language. Similarly, only around fifty percent of the children in St. Michael’s RCP speak 
English as their main language. How does this affect learning?

Progress Among Ethnic Backgrounds in Years 4, 5 & 6
This question focused on children in Years Four, Five and Six. The following is the ethnic breakdown of these year 
groups.
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With this demographic in mind, progress was broken down according to First Language and Ethnic Backgrounds. 
These were the corresponding comparisons:

 
Although it could be said that there are gaps where those with English as their First Language are outperforming, 
these gaps are insignificant. One point worth noting is that there are no children with First Language Not English 
that made less than 4 steps progress in any subjects. This is not the case for children with First Language English.

The following is the breakdown in progress among ethnic groups:

Steps in progress vary among the ethnic groups, however it cannot be said that there is an overall trend in those 
performing ‘best’. Other Ethnic Group seem to be the highest performing, with all children making either five or 
six steps progress. Mixed/Multiple Ethnic Group have one of the lower performances, along with White Group.

What does an ‘effective’ learner look like in Years 4, 5 & 6?
Children in years four, five and six were also surveyed as part of research. They were asked to draw and describe 
an ‘effective’ learner. These are a sample of the replies given; each child represented is of a different ethnic 
background.
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Child I is of an Asian Ethnic Group, and shows value placed on 
employment and education providing more opportunities and 
choice in careers.

Child II is of a White English Ethnic Background and portrays 
the value of enjoyment in learning and its role in making new 
knowledge more memorable.

Child III is of a Mixed Ethnic Group, and understand the importance 
of focus and concentration to ensure full potential learning can take 
place. 

Child IV is of the Black African group and shows the need for 
deeper thought and visualisation, even in solving the simplest of 
problems.

Child V is of the White Eastern European group, and shows the 
learner working independently. Child V shows an understanding 
that learning is valuable and they will ‘get something’ from it. Child 
V also realises that learning in school applies in real-life situations.

From the total pool of children questions in a Likert-Scale Survey, a sample of six children from each ethnic 
background was taken: two in each year group, one of each gender. 
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An overall statement that can be made, judging from the graphs, is that all ethnic backgrounds seem to have 
highly positive attitudes to learning. Ethnic backgrounds are similar in their outlook towards confidence, with 
between twenty to fifty percent of children not feeling confident to answer in class. However, there is a contrast in 
a sense of belonging, with one hundred percent of Other and Asian Ethnic backgrounds feeling that they belong, 
whereas White, Black and Mixed Ethnic Backgrounds having some children who do not feel similarly. Precisely 
one hundred percent of children feel that their parents/carers support their learning, regardless of background it 
is reassuring to see that all children feel this way. Having previously predicted more variance in responses among 
these backgrounds, it has become apparent that this is not the case. 

How do parents/carers attitudes reflect their children’s?
Parents/carers of children in these same year groups were also asked to complete a questionnaire, containing a 
Likert Scale and open question. Those questioned also displayed a positive attitude to learning for their children. 
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Taking into consideration that only nine parents returned this questionnaire, 89% of parents agreed that their 
attitude to learning rubs off on their child. Questions which lent themselves most to the research question: Our 
family’s culture influences our attitude to learning – all parents/carers agreed. Most parents – 89% - agreed that 
their family’s attitude to learning is influenced by both the people and area they are surrounded with. It would 
appear that regardless of ethnic background, it is evident that positive attitudes to education are inherent in both 
adults and children.

Parents/carers were also asked: Who do you think has more of an influence on a child’s attitude to learning: a 
parent/carer, or their teacher? Below are some of the quoted responses:
“I think the parents could give more influence and give good attitude and good manners.”
“Teachers foremost, but parental influence is equally important.”
“Both the parents and teacher have an influence on my child’s learning.”
“Both equally have an influence, with parents a more encouraging role.”

It has become clear here that opinions differ, but with the limitation in the number of responses, it is unfair to 
analyse such a small cohort of respondents. 

What do teachers think?
As part of a CPD meeting, teachers were asked to order a Diamond 9 and discuss in groups. Here are the Diamond 
9 responses:

Notably, 75% of teachers agreed 
that parents/carers influence 
their child’s learning, which 
could also be said to be seen in 
the correspondence between 
children’s and parent’s/carer’s 
Likert Scale questionnaires. A 
statement that came in highly – 
between 4th and 6th place – was 
that cultural factors affect attitude 
to learning. This is something 
which is not necessarily reflected 
in this research. In last position for 
all groups was that learning is NOT 
influenced by factors around you. 

Next steps
A conclusive answer to the 
research questions would be: 
Ethnic background does not 
seem to have a MAJOR impact 
on the learning of primary 
children in Medway. This research 
reflects that, although ethnic 

backgrounds in St. Michaels are vastly diverse, they have little to no bearing on attitudes and progress in learning. 
Even though responses were limited, it could also be said that parents/carers, regardless of ethnic background, 
display a similar positivity towards learning. Gaps in data were minor and the scope of research did not allow for 
the consideration of other influential factors such as socio-economic background or educational needs. However, 
a negative correlation between ethnic background and learning can be seen. Overall, it can be said that there are 
subtle differences in the ways that ethnic backgrounds portray and value learning, but all of these outlooks are 
overwhelmingly positive. 

It is clear from my research that, in St. Michael’s RCP, children have a positive outlook on learning and make good 
progress, regardless of ethnic background. A question raised, particularly from the opinions of parents/carers is: 
Who influences children’s attitudes/progress more: their family or teacher? Is it a definite that these cultural and 
ethnic backgrounds all value learning similarly, or is it the influence of the educational setting that causes this to 
happen? This study certainly raises these questions for further research.
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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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