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This book is dedicated to all those working, day in, day out, with children in Haringey Education Partnership schools and whose unheralded moments of teaching and learning magic take place in the corners of their classrooms on cold, wet Thursday afternoons…
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Preface





Time is of the essence. Always. Especially if you’re leading a school. So, when Heather De Silva, Haringey Education Partnership’s indefatigable professional development lead asked me whether I’d like to host a live leadership webinar aimed at keeping HEP’s busy school leaders up to date with the world of education, I agreed immediately.


To emphasise the lack of time in our lives, Heather suggested that each webinar be less than an hour long. She suggested we call it ‘Leadership 55’, as in 55 minutes long! It seemed like it might work. We might even abbreviate it to L55? What about a logo? How about if each episode includes an interview with a big player in the edu-world? We could ask some grand fromages, like Professors Dylan Wiliam and Becky Allen… The more we talked, the more enthused we became.


The thing is, when you get carried away with an idea, you can soon get blinded by your own enthusiasm. What seemed like the best idea in the world last evening on a Zoom call can appear incredibly prosaic when you run it by someone the next morning. Not so with Leadership 55. HEP’s leadership team, James Page and Fran Hargrove, loved the idea and proposed they provide bite-sized updates on news from the DfE and Ofsted. Heather suggested I provided a five-minute wisdom-piece on something I had learned about leading schools.


So, with a germ of an idea and more front than Brighton and Hove put together, we approached some potential guests. I have learned over the years that the likes of Dylan Wiliam are just damned decent people who are always willing to help if they can. So, Dylan agreed to appear on our first episode of L55 with a brilliant piece on assessment. Becky Allen was next, with a counter-piece to Dylan’s. Put the two episodes together and there’s most of what you might need to know about assessment in schools.


When the guest interviews are bookended by James and Fran’s DfE/Ofsted updates and my wisdom think-pieces, the webinars provide 55 minutes of concentrated usefulness. Over the past two years we have managed to enable our school leaders to hear from some of the best thinkers practising in education today, in a format that they can access easily in their busy lives.


The final proposal came from Heather. ‘How about a book, John?’ And, never backward in going forward, I approached John Catt Educational, who liked the sound of the idea and the names of the contributors we might include. So, huge thanks go to Alex at John Catt Educational for having faith in this project, as well as all those generous guests who have appeared on the L55 webinar. And it would be wrong not to acknowledge Luke Kemper, HEP’s Lead for Insight and Intelligence, who has helped edit the interview transcripts.


It does seem right to have published the golden nuggets of the L55 webinars – material that has, until this point, only been accessed by the school leaders affiliated to HEP. Some of the thinking in the following pages is cutting-edge stuff – Alex Quigley on literacy… Margaret Mulholland on SEND… Bennie Kara on diversity – and this book brings such wisdom to a much wider audience.


One other thing… Your purchase of this book will contribute to HEP’s charity, Horizons, which provides extracurricular opportunities for those children and young people for whom such opportunities are out of reach. Horizons’ vision is that through equity of access to extracurricular activity, ALL children and young people in Haringey and Enfield will have the opportunity to fulfil their enormous potential.


There is never enough time. But, if you can, do find a few minutes – 55 if possible – to sit with this book and your brew of choice, and enjoy learning from some of the most insightful people working in education today.


John Tomsett, February 2025





















Chapter 1


A conversation on leading HEP with James Page and Fran Hargrove





John Tomsett (JT): Where did HEP come from? What made HEP happen?


Fran Hargrove (FH): In 2016, Haringey faced a challenging period with intervention from the Department for Education. This was around the time of a significant shift towards forced academisation. Just before this, there had been considerable political tension surrounding one of the schools and its mandated conversion to an academy, which left many schools feeling vulnerable. Historically, Haringey has been a very collegial borough, where headteachers and schools work closely together. The area is relatively compact, with schools in close proximity to one another, fostering a long tradition of collaboration among headteachers and their institutions.


Back in the early 2000s, Haringey was at the forefront of ‘Network Learning Communities’, an initiative introduced by the DfE as part of their White Paper strategies. It focused on local collaboration and building a sense of place. The systems to support this were well established, and the local authority managed a fairly comprehensive school improvement service. However, as time went on, this service grew somewhat outdated and compliance-driven, especially as public sector cuts led to redundancies. Many individuals providing school improvement support had been in the local authority for a long time but lacked recent leadership experience or practical insights from time spent as headteachers or in school leadership roles.


At that point, a group of us – all headteachers – came together. I was part of this group, and we began to explore how we could channel our shared sense of moral purpose, a quality that is deeply ingrained in Haringey – a collective responsibility, if you will. There was a phrase that summed it up well: ‘accountable for some and responsible for all’. That idea became the foundation of our approach.


As a group, we had reached the conclusion that we no longer wanted to delegate school improvement responsibilities to the local authority. The local authority was very supportive of this decision, as the political environment at the time was favourable toward such initiatives. Together, we set out to envision what an ideal school improvement model would look like if we managed it ourselves.


A steering group of headteachers was established to move this work forward, and I was honoured to be asked to lead it. I agreed, albeit somewhat reluctantly at first, and now it’s become a real passion of mine, a very personal endeavour. We researched various school improvement models in different local authorities and looked at emerging education partnerships. We brought our findings back to the group of headteachers and began to have deep discussions about what mattered to us, about what school improvement should mean in our context.


We developed a model that centred on leadership, curriculum and pedagogy, analysing everything through these three pillars. Although school improvement partners were becoming less popular due to their inconsistent quality, we recognised the importance of such relationships. We also discussed the ‘glue’ in the system – the sense of place, the importance of our community and our shared commitment to our children.


Through a series of steering group meetings, I presented various options to the group, asking questions like, ‘Would you prefer this, or that?’ This was around the time Mr Page joined us. If I remember correctly, that was back in 2017.


JT: James, how did you enter the scene?


James Page (JP): Before this, I was involved in different areas within the local authority – first in children’s social care support, then adult social care. When Jon Abbey took on the director of children’s services (DCS) role, he asked me and a colleague to jointly take on the assistant director (AD) role at the council. My main task was to get Haringey Education Partnership (HEP) set up while maintaining stability in the existing system. This gave me a clear, singular focus.


From the council side, I could bring together all the support we needed – funding, legal assistance, procurement and political backing. Working closely with Fran and the steering group of headteachers, I had significant leverage. I could return to the council and insist that HEP wouldn’t succeed unless it met the needs and expectations of the headteachers. This gave me powerful tools to overcome many of the typical barriers and challenges within the local authority.


FH: Yes and, at that time, I said I wouldn’t work for it, which, looking back, sounds a bit mad! The idea was for someone with formal qualifications to lead it. And, now, here we are.


JT: So this was very much a bottom-up initiative. There was a gap, a need, and the two of you stepped in to drive it forward. It launched in 2018. But how did you both transition from your previous roles to becoming part of HEP, rather than staying in your positions as a headteacher and an AD?


JP: We held a headteachers’ conference in July 2018, with the goal of launching HEP by September 2018. At that point, we had a strong commitment from around 45 schools in Haringey, although it wasn’t quite viable yet. The support largely came from primary schools, which had to unite to confirm that this was what they wanted. During that conference, we were still finalising applications for the improvement partners we hoped to bring on in September.


Just weeks before the summer holidays, we left that conference with commitments from about 60 schools in total. It was nearly a majority, although not every school in Haringey. Interestingly, we even had a couple of schools from Enfield joining us; they knew us and decided to come on board from the outset, albeit in a limited capacity. The level of uncertainty and risk was huge. Fran and I left our previous positions to take on the responsibility of running HEP.


JT: That was a major commitment. And the culture piece?


FH: Yes, that was the point where the culture was truly established. One of our non-negotiables was that nobody would be seconded or retain their local authority employment terms. This meant no transfer of teachers’ pay, conditions or local government pensions. We are entirely independent, with our own pension and benefits structure. To join HEP, you had to leave behind that traditional security.


JT: That makes people sharper, doesn’t it?


FH: Absolutely, it does. It makes you want to be fully invested in the job. Our timelines were incredibly tight. When I decided to do this, I had to resign from my previous role well before the official application for the position I wanted was even available. You have to be willing to take that leap. This commitment level is something that continually comes up when we talk to other education partnerships; they often ask us how we cultivated such a strong culture. I believe it came down to the urgency we faced. You had to want to be part of it for the right reasons.


JT: And what about the governance structure?


JP: Initially, we had a shadow board while we were designing HEP, which functioned as a decision-making body even though it had no legal standing until we officially incorporated the company. The board included the director of children’s services, the lead member for children’s services from the local authority and several headteachers. The current board structure includes three permanent positions: myself, the independent chair of the board, and the director of children’s services. Additionally, we have a rotating group of eight headteachers and chairs of governors who serve two-year terms. This set-up emphasises that HEP is led by schools and reflects true school ownership.


JT: So, you’re structured as a limited company?


JP: Yes, exactly. The majority of our board members are headteachers and chairs of governors, which reinforces our accountability to them.


JT: Tell me about your moral purpose.


FH: It’s like the idea of a broad and balanced curriculum – a very relevant concept. Our moral purpose is to ensure that the children we serve are at the centre of everything we do. We support them by working with leaders and teachers, essentially flipping the triangle so that children are at the top, with all our efforts directed upward toward them. In every decision we make, we ask ourselves how it will support the education and opportunities provided to these children. We’re funded by public money to serve other people’s children, so every pound spent must go toward improving their lives and choices.


JP: Exactly, and that moral purpose is also deeply embedded in how we’ve structured our operations. It’s essential to our approach. We’ve always been clear with our schools: HEP is a single-tier membership organisation – you’re either fully in, or you’re not. This isn’t a transactional service; it’s a collective commitment to shared responsibility and accountability for our children. Our approach is rooted in knowing our schools, building long-term relationships through years of collaborative improvement, and striving for the best possible outcomes for the children we serve. It’s never about selling more services.


JT: Back to 2018, you launched. Tell us about that first year.


FH: It was brilliant, absolutely brilliant, but also make or break. We had promised the world, and now we had to deliver. Headteachers are incredibly exacting and demanding, and there was a real sense of apprehension because we had a completely new team and no blueprint to follow. We needed to build the team, establish the culture and deliver excellence right from the start. It was intense but also exhilarating. There was a strong sense that there was nothing we couldn’t achieve if we put our minds to it. We were agile, able to respond and make decisions quickly. Thanks to the financial backing from the local authority, we had the resources to meet schools’ needs promptly and make effective decisions.


JP: We did ask schools to invest significantly in membership, so the quality of what we delivered had to be exceptional. By the end of that first year, we had added about 15 to 20 more schools, and nearly every school in Haringey had joined us. We were also beginning to expand into Enfield, which allowed us to broaden our reach and impact.


FH: The improvement partners were essential to our success. We were meticulous in our recruitment, bringing in not just skilled individuals but people whose expertise aligned with our mission. We focused on creating a strong sense of identity for them, even though they were consultants. Their work has real significance. The feedback from headteachers and improvement partners has been incredibly positive. They serve as the primary connectors for HEP, brokering access to everything else we offer.


JT: What was your offer in that first year? Was it largely around school improvement partners?


JP: Predominantly, yes. There were data packs, a racial equity programme, the CPD programme, Network Learning Communities and governance support. We also had the headteacher hotline, which was essentially just Fran’s mobile number.


JT: You mentioned the change in the Ofsted framework in 2019. How did that impact HEP?


JP: The new Ofsted framework was significant. We needed to grasp not only the language but also the underlying principles. We invited Christine Counsell to speak with our headteachers, which was transformative. She delved into why curriculum matters, advocating for a knowledge-rich curriculum, equity and high ambition. This discussion led to the launch of our Opening Worlds programme in 2019, though it was delayed by Covid. It helped us deepen our thinking and link cognitive science to curriculum and pedagogy. This experience showed us that we could operate at a high level and establish partnerships with national significance.


JT: Then Covid hit…


FH: Yes, Covid was a pivotal moment. Initially, we worried because we couldn’t be in schools or run in-person training. But we adapted quickly, moving everything online. Heather De Silva, who led CPD, was instrumental in this transition. We brought in renowned speakers to present to our heads and schools and, by scheduling training at 4pm, we saw attendance soar, often reaching over a hundred participants. As a result, our staff and schools became more comprehensively trained than ever. Improvement partners also adapted, tackling challenging aspects of school improvement remotely. We served as a vital link between all departments in the local authority, helping to streamline support for schools. This period also gave rise to the HEP weekly Monday briefing, where we distilled important guidance for schools.


JP: There were two other crucial developments during this time. Schools sought out CPD resources and found value in Rosenshine’s principles and Tom Sherrington’s WalkThrus. We were at the forefront, purchasing subscriptions and integrating these resources across our network. This allowed us to solidify our focus on pedagogy, leadership and curriculum.


JT: Having both Counsell and Sherrington involved is significant.


JP: Absolutely. Their involvement enabled us to reinforce our approach to leadership, curriculum and pedagogy, allowing us to address issues through those perspectives. We also launched a charitable arm, Horizons, to support equitable access to extracurricular activities – a need we recognised when disparities in access became stark during home-schooling.


JT: What does success look like for you?


JP: Our top priority is outcomes for children. Achieving the London average for Key Stage 2 reading, writing and maths is an incredible accomplishment for Haringey, a borough that has historically ranked among the lowest three to five in London. We measure our success through these outcomes and the feedback from our annual survey with member schools. Our average rating from headteachers and chairs of governors is 9.1 out of 10, which shows that we’re making a positive impact.


FH: For us, growth isn’t about commercial expansion; it’s about people seeking us out because they recognise the value we bring. That’s humbling. Feedback from Ofsted also reflects our impact. Our focus is on building meaningful relationships and establishing a respected presence in the system, fully aware of the responsibility that entails. It’s about our engagement with member schools and enriching the professional lives of those who work with us.


JT: Where are you heading next?


FH: We want to continue doing the right thing while staying stable and financially secure so that we can serve our member schools with excellence. We believe we have much to contribute in terms of place-based education.


JP: We’re not an isolated entity. I’m currently chairing the London Boroughs Group Strategic Education Leads, which keeps us connected with the DfE and Ofsted regional directors. We’re also collaborating with the Association of Education Partnerships and maintaining strong relationships with key figures in the education sector. Another priority is expanding Horizons, our charitable arm, to support equitable access to extracurricular activities. Our goal is to make a difference both inside and outside the classroom.






















Chapter 2


A conversation on assessment with Professor Dylan Wiliam





John Tomsett (JT): I’m delighted to welcome Dylan to our webinar, our first Leadership 55 webinar. I’ve asked Dylan to talk about whole-school assessment. Over to you, Dylan.


Dylan Wiliam (DW): Thanks, John. Well, I think the first thing to say: I’m not going to tell you how to do whole-school assessment. I think what we’ve learned is that any school assessment system needs to take into account the local school context, but I think what might be helpful is for me to lay out a few principles that I found useful in thinking about assessment. So if you think about it, what I’m going to try to do is to help you think in a more productive, creative and critical way about assessments in your school. Then I think you can take your own purposes, your own needs into account, but it’s just taking into account what we’ve learned in something like a hundred years of research on educational assessment. So the first thing to say is, well, what is an assessment?


I think the most helpful definition comes from Lee Cronbach, who over 50 years ago now said: an assessment is basically a procedure for drawing conclusions. We give students things to do. We look at what they did; we draw conclusions. If you think about it from that perspective, I think everything makes a lot more sense. There’s no such thing as a valid test. A test can be valid for some purposes and not others.


Let me give you an example. Let’s say I give a maths test to a group of students and they’re all fluent readers, which is good because the test has quite a high reading demand. Most of the variation scores that I see will be caused by their differences in mathematics achievement. So, hopefully, students who are good at maths get high scores; students who are weak at maths get lower scores; that’s helpful. If I give it to a more mixed group of students, then some of the variations in scores will be caused by differences in maths achievement, but some of the variation will be caused by reading ability, in which case I don’t know how to interpret the scores. A high score means they’re probably good at both, but a low score? Is that because they weren’t able to read the question or was it because they didn’t know the maths? So the crucial thing here – it’s got a complicated psychological term but I’m not going to use that for a while – we want the differences in scores to represent the differences in the things we care about. The problem is sometimes test scores depend on things they shouldn’t.


In history for example, we want test scores to reflect differences in historical ability. If we use essay questions, we may find that we’re actually assessing language and handwriting skill and handwriting speed as much as anything else. So the first problem with assessments is sometimes scores depend on things they shouldn’t, and that includes bias in teacher marking. One teacher is a lenient marker; one teacher is a severe marker. Your score should not depend on who does the marking. Your score should not depend on whether you’re having a good day or a bad day. Your score should not depend on whether the particular choice of writing prompt, for example, was one that you had actually thought about recently. In a history exam, if you had revised the particular topics that came up on the essay questions, you will do well. If you revised different topics, you will do badly. The first problem: the complicated scientific term for this is ‘construct-irrelevant variance’. I’ll just unpack that a bit. Variation in scores is called ‘variance’ in statistics. We want the variation in scores to be relevant to the thing we’re assessing, the construct. So if the variation in scores is caused by things that are irrelevant to the construct we’re assessing, maths achievement for example, then we have construct-irrelevant variance. I think basically you capture all of that scientific idea in the idea of scores depending on things they shouldn’t.


The opposite problem is the scores don’t depend on things they should. So if I assess science entirely with a written test with no practical, two students with the same academic skills, but where one has a far higher mastery of practical skills than the other, will get the same score and that’s not fair. The student who is actually better at some aspects of science, the practical aspect, should somehow have that additional expertise reflected in their scores. So those are the two main problems bedevilling assessment: scores depending on things they shouldn’t; scores not depending on things they should. That then affects the conclusions we can draw. So I think the first step in thinking smartly about assessment is to say, ‘There’s no such thing as a valid assessment.’ Describing an assessment as valid is like describing a rock as happy. It’s what Gilbert Ryle called a ‘category error’. A rock cannot be happy because happiness is not a property that rocks are capable of possessing. In the same way validity is not a property of tests. Validity is a property of conclusions and in a way that actually harkens back to the way we use the word ‘valid’ in ordinary language: a valid conclusion.


So the correct question to ask is not ‘Is this a valid test?’, but ‘What conclusions can I draw when I see the test results?’ When people ask me to validate a test I say, ‘Tell me what you propose to conclude about these students from these test results and I will tell you whether that’s warranted or not.’ This is a real problem in all kinds of assessment used because we make assessments do double duty and it’s perfectly understandable because assessments are expensive in terms of time. So why shouldn’t we actually make an assessment serve as many different purposes as possible? For example, GCSEs used to be used just to certify students’ ability to benefit from sixth-form study. A-levels used to be used solely to judge the suitability of a student for university education, but then we started using them as guides to the quality of a school, which is stupid because actually most of the variation in GCSE scores is not caused by the quality of education those students have received. It’s caused by how much those students knew when they arrived at the school.


It’s like regarding Great Ormond Street Hospital in London as a bad hospital because the mortality rates are higher than the average cottage hospital. Yes, because they take the sickest patients. In the health service it’s widely agreed that you should never report mortality or morbidity stats. What you should do is talk about risk-adjusted mortality stats. So when you arrive in any hospital in England, your condition is assessed in terms of 56 different categories of how sick you are and then your outcomes are reported relative to those admission characteristics. In the same way the Conservative government has never much liked the idea of value-added; they like contextualised value-added even less. Michael Gove famously said that to use contextualised value-added was to actually expect less from kids from disadvantaged backgrounds. Well, that might happen, but it’s like saying that having risk-adjusted mortality stats in the NHS means that doctors won’t try hard to save the sickest patients, which is a bizarre claim. The problem is that whenever an assessment is used for one purpose, it weakens its ability to serve another purpose. This is called ‘Goodhart’s law’ in the UK. It’s called ‘Campbell’s law’ in the United States.


Originally we started using GCSEs to certify student achievement, but then we started using them to certify school quality, which is bizarre because in England only about 8% of the variation in GCSE scores is caused by the quality of teaching the students receive. The other 92% is actually outside the school’s control. So what then happened is we started actually making sure that students were well prepared for these exams. In English literature, for example, we started focusing only on the set book, and then only on the aspects of the set book that are most likely to come up in the tests. There used to be relatively little spoon-feeding at A-level because we saw A-level as a preparation for university study. But if you’re under pressure to improve your A-level results, you will make sure your students do well by taking more and more responsibility for their learning away from them. This is the real problem; it’s that any assessment changes its characteristics when it’s used. You might think that’s not a big issue in your school but it is. So if you hold teachers accountable for students’ results, you will change how teachers teach. It might be in a good way, it might be in a bad way, but it will distort the system. This is the essence of Campbell’s law or Goodhart’s law. Any policy indicator loses its usefulness when used as an object of policy – any performance indicator.


Just to wrap up one more point there then: formative and summative aren’t descriptions of assessments. There is no such a formative or a summative assessment because the same assessment can be used formatively or summatively. Let me give an example. I am in a primary school. I’m deciding I want to test this boy’s knowledge of his number facts all the way from 1 × 1 up to 10 × 10. I choose 20 of them at random. I quiz him. He gets ten out of 20 right. I can conclude from that that he knows approximately 50% of his number facts. That is a summative conclusion; that’s a conclusion about his status. If I notice he’s having a particular difficulty with the seven times table, that gives me something to go on; that’s a formative conclusion. So the same assessment – and even the same assessment evidence – can be used formatively and summatively.


To draw all that together: validity is a property of conclusions, and formative and summative are properties of conclusions. In other words, we can draw formative conclusions – this child needs help with the seven times table – or summative conclusions – this child knows 50% of his number facts. That I think is really important.


Then we come onto reliability. People talk about validity and reliability. That is in my view unhelpful because you can’t have a valid assessment and valid conclusion if the results are unreliable. If the student gets a different score tomorrow from today, if they get a different score if teacher A marks the work rather than teacher B, then any conclusions we draw on the basis of those outcomes will be flawed. So reliability is part of validity. Reliability is basically an aspect of scores depending on things they shouldn’t. In other words you’re asking, ‘Was the student lucky in who marked his test?’ That’s something that affects the score and it shouldn’t, so there’s an example of scores depending on things they shouldn’t. When we come onto the design of whole-school assessment systems, I think it’s really important that we don’t actually think of there being a perfect assessment system. There isn’t and, in fact, assessment systems involve trade-offs. So there is a trade-off with reliability and other aspects of validity.


So if I want a highly reliable result, I would ask a lot of questions on a very narrow topic. If I ask 100 questions on arithmetic, for example, then it’s highly unlikely the child will be lucky in the 100 questions I happen to choose. If I ask five questions then they might get lucky five times. They’re not going to get lucky 100 times. So a very narrow test can have a very high degree of reliability, but your ability to conclude anything about anything else that you didn’t test is compromised. The way I like to think about this is in terms of stage lighting. For a given amount of wattage or candle power, you can focus a spotlight and get a lot of information about one part of the stage, or you can use a floodlight and get a little bit of information about everywhere but there’s a trade-off. Here’s the really important part: if you focus the spotlight on one part of the stage, you have no idea what the actors are getting up to in the areas that are not in the floodlight. This is what we see in high-stakes tests. We actually say, ‘This is just a sample, but if the sample is predictable, teachers spend all their time preparing kids for the things that you are counting.’ That happens at GCSE now, but it also may happen if you have an assessment system where you hold teachers accountable for getting particular results. So there’s always going to be a trade-off here.


So what I like to offer you by way of a conclusion before we go into the Q&A – because I would be interested in hearing what you want to know most about – I think there are five principles that we can think about in the design of an assessment system, although you will never get a system that does all five.


So the first is the assessment is distributed. In other words, we’re not going to collect the information at the end. We’re not going to do a high-stakes exam like they have in the baccalaureate in France or the Abitur in Germany or the A-level in the England. What we’re going to do is we’re going to collect information over time, which makes our results more reliable. But the assessment system also has to be synoptic, because we don’t want to end up with the American system, where students do three or four weeks’ work on a particular topic, then they get an assessment on that topic and a grade. They then get to bank the grade and they keep that A (if that’s what they got), even if they forget everything they needed to know to get the A. So there’s a trade-off there between distributed and synoptic. I think we need to collect the information throughout the course of the term or the marking period or the half-term, but we also need students to actually assemble all the things that they’ve learned together. We need to get away from this idea that students are going to learn stuff and forget it.


The third requirement is that the assessment system is extensive. If we only assess reading and writing, then it won’t be surprising if teachers don’t pay much attention to speaking and listening. We need to be assessing all the things we think are important. Now we won’t be able to do some of that as reliably, but I don’t think we should make reliability our prime concern. This is a point that’s actually worth stating more broadly. I often point out to people that GCSEs are not particularly reliable and that on a given day the average error is at least one grade either way and that I think is a really important point. Any grade has error. Any measurement, in education or otherwise, has error. So, I would like to see teachers reporting scores to students, to parents like this: ‘The pass mark for this course is 70 and your child scored 65, so they failed, maybe, but because it’s 65 plus or minus 10 (there’s error there) your child might have passed. Probably didn’t, but 65 plus or minus 10.’ To which the parent might say, ‘Why don’t you know exactly?’ ‘Every assessment has error.’ ‘Couldn’t you make the assessments more reliable?’ ‘I could, by taking more time for testing, but that would take time away from teaching and we don’t want to do that.’


So, I think we have to regard the inaccuracy – the unreliability – of our assessments as optimal. We don’t want more reliable assessments because we’d take far too much testing time to achieve it. What we do therefore need to do is not to place too much weight on an individual result.


Next, the assessment needs to be extensive. It needs to be manageable so the teacher is going to administer this system without too much extra work, and it needs to be trusted by the key stakeholders including parents. So these five principles – distributed, synoptic, extensive, trusted and manageable – are always in tension, but I think they are important principles to bear in mind. There is no perfect assessment system. It involves trade-offs and the trade-off might be explicit and planned, which I think is good, or you can forget about these trade-offs and think you’re actually designing a perfect assessment system, in which case there will be trade-offs but you won’t know where they are. What I’m suggesting is rather than ending up somewhere where we don’t know how we ended up where we are, we need to be designing assessment systems where we are aware of the trade-offs we made in getting that assessment system. We say, ‘Yes, that is a trade-off. We decided that this aspect was more important than that aspect and therefore we’re able to speak with less authority than we would like on this area, because it’s not worth spending more time getting more accurate information.’


So those five principles I think are a helpful starting point and the other thing to remember is that assessments – as well as having meanings – have consequences. So whatever the consequences are, we’ll have to factor in, particularly in high school, that students will play the system. They’re very smart and they’ll find ways of getting the highest score for the least effort and you should design your assessment system to take that into account.


So I think that’s probably enough from me on the principles of assessment and now I would like to hand back to John to see if there have been any questions or if anybody wants to ask the questions verbally.




Questions


JT: Where, if anywhere, have you seen the closest to the most ideal assessment system? Have you come across schools that have got it as right as possible?


DW: No. Well, I should say they’ve got it right for them. So, for example, the kind of assessment systems that work in Sweden, work okay if there’s very high trust in teachers, but those systems will be a disaster in England, where the government actually cultivates distrust of teachers. Without government interference I think teachers would be trusted far more than they are, but governments consistently undermine public trust in teachers. Therefore, the things that work in Sweden or Finland would not work here because of government’s undermining of teacher authority. In some cases that trust needed to be undermined. If the teacher says, ‘This is worth a C because I say it’s worth a C’, well, they deserve everything that happens to them because they should have externalised the standards. This is quite an important point. If we have teacher marking and the teacher doesn’t make the criteria for a particular grade as transparent as possible – not necessarily fully transparent – then the grade looks like the teacher’s verdict. Students say, ‘She gave me a C.’ While if the teacher is clear about why that work is only worth a C then the student will say, ‘I got a C’, but more importantly it repositions the teacher. If the teacher has these subjective, unrevealed standards, then the student sees the teacher as an enemy who judges you. If, on the other hand, the standards are externalised then the teacher is the student’s ally against the standard. The teacher is like the high-jump coach who is trying to get the athlete to clear the bar at six feet. I have never heard an athlete who kicks the bar up with their foot as they go over saying, ‘Well, that’s just your opinion.’ We didn’t clear the bar. So teachers need to work to make sure as far as they can through exemplification, through description, through rubrics to say, ‘This is not worth a B because you didn’t actually reach the standard needed for a B in terms of these following aspects.’


JT: That brings me round to how difficult it is to nail down rubrics and criteria. I’ve listened a lot to Daisy Christodoulou and her comparative judgement process, and I wonder what you thought of going down a comparative judgement route.


DW: Well, the one thing that I haven’t stuck my head above the parapet to proclaim from the rooftops is, to mix the metaphor somewhat, No more marking is entirely summative. There’s no formative benefit in No more marking. It just tells you: ‘You got a B or a C or a D.’ Now that may free teachers to do some formative assessment, but the interesting thing is if we do formative assessment well, our students will know whether their work is worth a B or a C. What they won’t know is how to make that C into a B, and that’s where the teacher’s expertise come in. If we do assessment well, our students will understand the standards. They will be able to say, ‘I am here and I need to be here’, but the teacher also needs to possess – as well as a sense of quality – an anatomy of quality. What’s this next small step that this pupil needs to take to get from where they are to where they need to be? If you look at sports coaching, you will see excellent examples of sports coaches being able to see what’s wrong. So in cricket, for example, there’s an orthodoxy that cricket is a side-on game and it kind of is, but it kind of isn’t. So you’ve had many bowlers, a bit like Mike Procter who played for Gloucestershire and South Africa, who had a square on – a very strange – action and bowled off the ‘wrong’ foot. Everything wrong, but his hips and his shoulders were aligned at the moment of delivery.


So if you see a cricketer with a mixed action, where their shoulders and their hips are not aligned at the moment of delivery, that gives the coach something to work with the athlete on. We see that kind of example all the time in sports, but often we don’t see it on the academic side. A great marking activity, for example, I would say is get some teachers to get together, bring some student work, sit down in pairs and take 20 minutes. What will be the best advice you could give to this student now? Just take what normally takes 20 seconds, 30 seconds, and unpack that. What would we say to this child right now to move their learning forward?


Heather De Silva (HDS): Thank you, Dylan. Thinking about what you’ve said, I feel Covid was a huge benefit. It made teachers have to be collaborative, to work hard to establish the evidence for specific grades.







OEBPS/images/ii-2.jpg
MIX
Paper | Supporting

F responsible forestry
wwiscog  FSC™ C104740






OEBPS/images/iii-1.jpg






OEBPS/images/ii-1.jpg
B hachette

LEARNING

www.hachettelearning.com

Together we unlock every learner’s unique potential

At Hachette Learning (formerly Hodder Education), there’s one
thing we're certain about. No two students learn the same way.
That's why our approach to teaching begins by recognising the
needs of individuals first.

Our mission is to allow every learner to fulfil their unique potential
by empowering those who teach them. From our expert teaching
and learning resources to our digital educational tools that make
learning easier and more accessible for all, we provide solutions
designed to maximise the impact of learning for every teacher,
parent and student.

Aligned to our parent company, Hachette Livre, founded in 1826,
we pride ourselves on being a learning solutions provider with a
global footprint.











OEBPS/images/tp.jpg
LEADERSHIP 55

LESSONS IN SCHOOL
LEADERSHIP

JOHN TOMSETT







OEBPS/nav.xhtml






		Cover



		Title Page



		Copyright



		Dedication



		Contents



		Preface



		Chapter 1 A conversation on leading HEP with James Page and Fran Hargrove



		Chapter 2 A conversation on assessment with Professor Dylan Wiliam



		Chapter 3 Leadership 55 wisdom – the essence of the headteacher’s job



		Chapter 4 A conversation on SEND with Margaret Mulholland



		Chapter 5 Leadership 55 wisdom – establishing your core purpose



		Chapter 6 A conversation on leading writing with Alex Quigley



		Chapter 7 Leadership 55 wisdom – teaching and learning



		Chapter 8 A conversation on diversity with Bennie Kara



		Chapter 9 Leadership 55 wisdom – being patient



		Chapter 10 A conversation on instructional coaching with Jim Knight



		Chapter 11 Leadership 55 wisdom – understanding the finances



		Chapter 12 A conversation on assessment with Professor Becky Allen



		Chapter 13 Leadership 55 wisdom – change management



		Chapter 14 A conversation on Ofsted with Malcolm Willis



		Chapter 15 Leadership 55 wisdom – coping with the loneliness



		Chapter 16 A conversation on cognitive science with Jade Pearce



		Chapter 17 Leadership 55 wisdom – the buck stops with you



		Chapter 18 A conversation on unpacking oracy with Clare Sealy













		Cover



		Title Page



		Copyright Page



		Contents



		Preface













		i



		ii



		iii



		iv



		v



		vi



		vii



		viii



		ix



		x



		1



		2



		3



		4



		5



		6



		7



		8



		9



		10



		11



		12



		13



		14



		15



		16



		17



		18



		19



		20



		21



		22



		23



		24



		25



		26



		27



		28



		29



		30



		31



		32



		33



		34



		35



		36



		37



		38



		39



		40



		41



		42



		43



		44



		45



		46



		47



		48



		49



		50



		51



		52



		53



		54



		55



		56



		57



		58



		59



		60



		61



		62



		63



		64



		65



		66



		67



		68



		69



		70



		71



		72



		73



		74



		75



		76



		77



		78



		79



		80



		81



		82



		83



		84



		85



		86



		87



		88



		89



		90



		91



		92



		93



		94



		95



		96



		97



		98



		99



		100



		101



		102



		103



		104



		105



		106



		107



		108



		109



		110



		111



		112



		113



		114



		115



		116



		117



		118



		119



		120



		121



		122



		123



		124



		125



		126



		127



		128



		129



		130



		131



		132



		133



		134



		135



		136



		137



		138



		139



		140



		141



		142



		143



		144



		145



		146



		147



		148



		149












OEBPS/images/cover.jpg
hachette

LEADERSHIP

55

LESSONS
IN SCHOOL
LEADERSHIP

(@

JOHN TOMSETT

WITH LUKE KEMPER,
HARINGEY EDUCATION

PARTNERSHIP
JORNCATT











