Making Sense of TLRP
Please return your responses to Mary James at the end of the session or as soon as possible afterwards. 

Your name: 



Your email: 
Your TLRP investment: 

Two General Questions:

1. In what main ways do the current 10 principles for effective teaching and learning need to be amended, expanded or changed in order to represent all (or most) sectors? 

2. What future directions/approaches would you recommend for analysing and synthesizing findings across TLRP – with limited resources? 

	Principles for effective teaching and learning:


	1. equips learners for life in its broadest sense
Learning should aim to help individuals and groups to build the intellectual, personal and social resources that will enable them to participate as active citizens, contribute to economic development and flourish as individuals in a diverse and changing society. This may mean expanding conceptions of worthwhile learning outcomes and taking seriously issues of equity and social justice for all.  

TLRP schools projects acknowledged the importance of academic attainment but sought to broaden the concept of outcomes beyond those defined by a narrow standards agenda (Ainscow). Pupils’ capacity to learn and to use thinking skills, especially metacognitive strategies, was promoted and assessed (McGuinness) and shown to have a positive relationship with attainment and effort, although the effect needed time to build and was not uniform across all learner groups. Learning how to learn was investigated as a valued outcome (James).

Learning dispositions  and confidence were found to be crucial (Plowman) and gains in social-emotional relationships, behaviour and participation, as well as higher conceptual learning, were observed from engagement in group work (Blatchford, Christie & Bevan) 

No TLRP project was sufficiently long or wide to evaluate the impact of school learning on life after school. However these expanded conceptions of valued learning outcomes are expected to benefit learners beyond school and enhance lifelong and life-wide learning.

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Hodkinson; Mills; Welch; Coffield; Gerwitz; Felstead.
Principle 1 questions

P1 A.


Is this more aspiration than evidence based, within TLRP?

P1 B.


Do we really have evidence of broader outcomes (defined and/or assessed)?

P1 C.


Were we constrained by the currency (performance measures) of the time, or by the design of development and research projects?

P1 D.


Is there change in orientation in projects begun later in TLRP or in post-compulsory settings? Why?


	2. engages with valued forms of knowledge

Teaching and learning should engage learners with the big ideas, key processes, modes of discourse and narratives of subjects so that they understand what constitutes quality and standards in particular domains. 

Teachers need to possess both a good understanding of the subjects they teach and of the best ways to teach these subjects – what has been called ‘pedagogical content knowledge’. TLRP schools projects that focused on teaching in particular subjects offer teachers advice on practical classroom activities.   

In mathematics, an understanding of rational numbers (proportion and ratio) is important but difficult for primary pupils to master. Relatively small teaching sequences can boost achievement (Nunes & Howe). Similarly, spelling improved through teaching pupils explicitly about rules of morphology (units of meaning) (Nunes).

In science, nine key themes were identified that should be taught as part of the school curriculum (Millar). This research showed that insights from research were used by teachers when they were transformed into worked examples. 

However, giving teachers practical strategies is not always enough for the development of professional expertise. Practice can become ritualised if teachers did not understand the principles that underpinned it (James). Therefore continuous professional development depends on fostering an understanding of practice and some theory. ‘Awareness’ and making learning explicit is important for both pupils and teachers 

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Hodkinson; Coffield; Cox.
Principle 2 questions

P2 A.


Are these ideas too ‘schooly’ or do they generalise to other sectors?

P2 B.


Do they underplay the values dimension and contestation within domains?

P2 C.


Do they emphasise individual cognition and underplay learning in and through social activity?

P2 D.


How might these ideas be better expressed?



	3. recognises the importance of prior experience and learning

Teaching and learning should take account of what the learner knows already in order to plan their next steps. This includes building on prior attainment but also taking account of the personal and cultural experiences of different groups of learners. 

Pressures for ‘delivery’ and ‘coverage’ of an overloaded curriculum militate against deep and secure learning and enhanced motivation. Teachers need time to diagnose learning difficulties and help pupils to improve. This is a foundation principle of assessment for learning (James) and underpinned the focus on developing diagnostic questions in science (Millar).

It was also the basis on which a number of projects encouraged teachers to challenge their assumptions about the prior knowledge and experience of certain groups of children (see, for example, Ainscow on inclusive practice, Hughes on home-school knowledge exchange, and EPPE on pre-school settings). 

A project investigating interaction with ICT in early years (Plowman) found, contrary to expectations of a ‘digital divide’, that children in high income families do not necessarily have more access to computers.

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Hodkinson; Martin-Jones; Wolf ; Smith; Mills/Welch; Ecclestone; Ivanic; Howard-Jones; Withnall.  
Principle 3 questions

P3 A.


Does this also underplay contested values associated with cultural diversity?

P3 B.


Does this privilege cognitive constructivist or social constructivist view of learning?

P3 C.


Does if presuppose linear or hierarchical models of progression?

P3 D.

Does this accurately reflect the emphases in our schools’ projects?

P3 E.

Should socio-cultural approaches receive equal emphasis, especially if we extend the principles to accommodate post-16 projects?


	4. requires the teacher to scaffold learning

Teachers should provide activities and structures of intellectual, social and emotional support to help learners to move forward in their learning so that when these supports are removed the learning is secure. 

The way that teachers plan and structure activities in the classroom, and the role of classroom dialogue in scaffolding, was a theme of a number of projects. For example, activities characterised as ‘high organisation based on ideas’ were found to be an important new dimension of assessment for learning practice to set alongside the more familiar emphasis on questioning, feedback, sharing criteria and self-assessment (James).

The teachers’ role in scaffolding learning was found to be crucial in early years learning with ICT (Plowman). This was confirmed for older pupils too, across the whole range of school subjects (Sutherlan; Kennewell continues this work) because it promoted sustained mindful engagement. The role of mediating tools and artefacts to support such collaborative dialogue, such as a computer-based concept-mapper (Bevan), showed gains in learning and achievement. 

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Smith; Cox; R. Edwards; Hoyles, Eraut, Hounsell, Newman. J. William. 
Principle 4 questions

P4 A.


This principle draws heavily on Vygotsky, Bruner etc, who are frequently quoted by schools’ projects. Is this pedagogical focus too narrow? Have we the evidence to broaden and deepen it?

P4 B.


Do we need to give more attention to mobilisation and use of resources?

P4 C.


Should we emphasise the centrality of relationships at the core of the curriculum, pedagogy, assessment triangle?

P4 D.


Can we use or develop theory to account for informal, tacit and vicarious learning?

P4 E.


Is the theory confounded by reality e.g. the capability of teachers to scaffold the learning of others?


	5.
needs assessment to be congruent with learning

Assessment should be designed and implemented with the goal of achieving maximum validity both in terms of learning outcomes and learning processes. It should help to advance learning as well as determine whether learning has occurred. 

Testing that focuses on factual recall often overestimates students’ understanding of key concepts. Millar, on learning in science, showed that understanding cannot be measured by a single question. 

Likewise the attempt to construct a simple test of ‘learning how to learn’ proved problematic (James).Complex learning behaviours and outcomes need more subtle measures which require observation over time and across different contexts. This is an argument for taking a critical view of summative assessment that is reliant on tests and considering ways of enhancing the role of teachers in assessment. Teachers are also in the best position to use assessment formatively so that it promotes learning, rather than stifles it.  
Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Coffield; Cox; Gallagher; Daugherty.
Principle 5 questions

P5 A.


Is this also more aspiration than evidence-based within TLRP?

P5 B.


What evidence do we have of innovation in assessment practice?

P5 C.


Are consistency (reliability) and congruence with expanded learning outcomes (validity) in tension?

P5 D.


Do we have anything to say about a resolution?



	6.
promotes the active engagement of the learner. 

A chief goal of teaching and learning should be the promotion of learners’ independence and autonomy. This involves acquiring a repertoire of learning strategies and practices, developing positive learning dispositions, and having the will and confidence to become agents in their own learning. 

Most TLRP school projects emphasised the importance of developing learning awareness, explicit learning practices, positive learning dispositions, and learning autonomy (for example, Nunes, McGuinness, James, Blatchford, Hughes)and built this focus into their  development strategies.  However as some projects found whilst teachers want to promote learning autonomy in their pupils, they find it difficult because of constraints. Those who were most successful were those who adopted an inquiry approach to their own learning and took responsibility for what happened in their classrooms and for pupils’ learning.  

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Martin-Jones; Wolf; Mills/Welch; J. Gallagher. 
Principle 6 questions
P6 A.


The development of learners’ agency, independence, autonomy, identity and disposition emerge strongly from school-based projects. Is this equally true post-16?

P6 B.


Do we need to nuance our discussion and use of these concepts? How?

P6 C.


Are we really talking about developing learners’ ability to manage their learning?


	7.
fosters both individual and social processes and outcomes. 

Learners should be encouraged and helped to build relationships and communication with others for learning purposes, to assist the mutual construction of knowledge and enhance the achievements of individuals and groups.  Consulting learners about their learning and giving them a voice is both an expectation and a right. 

New technologies have exciting potential to help teachers and schools tailor programmes of study to learners’ needs and interests. However, TLRP projects, including those on uses of ICT, emphasised the importance for effective learning of learning relationships and opportunities to construct knowledge with other learners. The development of schools as communities of learners is crucial, even in the electronic age. 

The TLRP group work projects Hodgkinson, Blatchford & Christie) demonstrated the benefits of efforts to improve the quality of group work and children’s mastery of cooperation and collaboration. Pupils involved in these developments made significant academic gains, which were seen across schools in different social contexts. This confirms the importance of dialogue and peer mediation of learning.

Other projects examined the benefits of making space for teachers to consult pupils about their learning and take their perspectives into account. Rudduck found that consulting pupils and taking their views seriously enhances self esteem and agency and improves learning opportunities. However these researchers also found that some pupils have more communications competence and are ‘heard’ more than others. Teachers need to be alert to class and gender differences. Leitch project, which extends these themes, is testing whether the concepts of space, voice, audience and influence (from the UN Convention on the Rights of the Child, Article 12) provide a useful framework for understanding the possibilities and limitations for offering pupil engagement, participation and consultation in classrooms.

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Hodkinson; Wolf; Brennan.
Principle 7 questions

P7 A.


We have strong school-based evidence of the effectiveness of collaborative learning but is there any inherent contradiction with Principle 6?

P7 B.


Do we have sound evidence of learning as knowledge-creation (a third metaphor) to set alongside learning as acquisition and learning as participation?

P7 C.


What is our evidence – beyond rhetoric – that the voices of all groups of learners are heard?



	8.   recognises the significance of informal learning 

Informal learning, such as learning out of school, should be recognised as being at least as significant as formal learning and should be valued and used in formal processes.

At classroom level, teachers can be encouraged and helped to value and build on informal learning. Sutherland, investigated two-way knowledge exchange between home and school and observed that young people draw on school experience, and develop it at home, and bring home experience into school. For example, teachers sometimes underestimate pupils’ computer expertise derived at home.  

The explicit home-school knowledge exchange activities of Hughes also produced evidence of how these impact on outcomes. This impact is mediated by social class, gender and attainment factors. Thus, valuing and using informal learning needs to be handled with sensitivity in order to avoid negative consequences for particular groups of pupils. 

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Hodkinson; Jephcote; Biesta; Brennan; Ivanic.

Principle 8 questions

P8 A.


Contestation of values is important. Does it have more prominence post-16 than in the schools’ model?

P8 B.


Should we distinguish three dimensions: formal/informal; voluntary/compulsory; within/beyond institutions? For example, informal learning occurs within school and formal learning occurs out of school.

P8 C.


Are ‘identities’ and ‘literacies’ key constructs here?



	9.   depends on teacher learning

The need for teachers to learn continuously in order to develop their knowledge and skill, and adapt and develop their roles, especially through classroom inquiry, should be recognised and supported.

Most TLRP school based projects produced substantial evidence on teachers’ professional development and learning. In subject areas, as in relation to more generic approaches to learning, teachers were found to need opportunities to develop their own knowledge, beliefs and values. The development of competences, narrowly defined, was inadequate. James found that teachers need to possess frameworks of concepts and principles to guide the decisions they make in the unpredictable situations they often encounter in classrooms. They ‘need to know what to do when they don’t know what to do’. TLRP evidence suggests this is best achieved through teachers’ critical inquiry, with colleagues, into practice in classrooms. For example, Dudley focused on Research Study Lessons as one model for CPD that is school-based, longer term, collaborative and based on inquiry. Ainscow noted that a culture of reflection developed in schools when teachers engaged with evidence about their practice. Visits from teachers in other schools were valued for questioning assumptions. However, this can be challenging. As Davies found, teachers have to deal with uncertainty in changing their practice. Their levels of commitment and resilience (VITAE) are important conditions for this. 

Schools with traditions of staff participation, cultures of inquiry and professional networks (Millar & James) are in a good position to support change. They benefit from help from local and national providers. 

Projects found that specific targeted professional development materials and courses were valued. For example, Nunes concluded that teachers need to understand mathematics and spelling rules themselves if they are to teach effectively. Thus targeted professional development in areas where explicit conceptual knowledge is limited makes a difference. Blatchford found that offering teachers and schools a package of practical relational strategies with support for setting up, managing and improving the effectiveness of group work is a successful approach to the integration of group work in everyday classroom settings. Similar practical materials were produced for use in In-Service Training by a number of other projects.

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Hodkinson; Martin-Jones; McNally; Ecclestone; Gerwitz; Fuller; Gallagher.
Principle 9 questions

P9 A.


Do we need to expand this to cover non-teaching staff i.e. in extended schools?

P9 B.


What are the implications of considering teachers as learners e.g. management of their own learning careers?

P9 C.


In emphasising knowledge and practice do we neglect the affective dimension e.g. the emotional labour of teaching?

P9 D.


If there is strong evidence of constraints on teachers’ practice, do we have any idea what the consequences might be of releasing them from these constraints?



	10. demands consistent policy frameworks with support for teaching and learning as their primary focus

Institutional and system-level

policies need to recognise the fundamental importance of teaching and learning and be designed to create effective learning environments for all learners.  

If effective teaching and learning are the core functions of schools, they should be the focus of policy at institutional and system level. This would give other policies coherence and consistency. 

A number of TLRP projects investigated the implications for school policy. Most noted that when senior management support innovation it becomes sustainable (see Hughes). However, head teachers (James) revealed their concerns about leading learning in their schools within the context of prescriptive government policy. All schools were implementing government policies but with varying degrees of enthusiasm, locating themselves on a spectrum from compliance to subversion. The greater the external pressure, the greater was the desire for flexibility, diversification and agency. There was sometimes a perception that progress was being made despite government policy rather than because of it.

Some post-compulsory and thematic work dealing with these issues/resonating with these findings: Hodkinson; Wolf ; Coffield; Brennan; Gerwitz; Fuller; Felstead; Gallagher.

Principle 10 questions

P10 A.
Do we need to unpack this further in the following ways:

i. By being more explicit about system and institutional structures e.g. the role of the 3rd sector (voluntary), and internal organisation of institutional settings.
ii. By analysing constraints and affordances in these sub-contexts?
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