
		
			[image: cover.jpg]
		

	
		
			First Published 2020

			by John Catt Educational Ltd,
15 Riduna Park, Station Road, 
Melton, Woodbridge IP12 1QT

			Tel: +44 (0) 1394 389850
Email: enquiries@johncatt.com
Website: www.johncatt.com

			The copyright of these chapters is with the individual authors. The copyright of the collection is with Roy Blatchford.

			All rights reserved.

			No part of this publication may be reproduced, stored in a retrieval system, transmitted in any form or by any means, electronic, mechanical, photocopying, recording, or otherwise, without the prior permission of the publishers.

			Opinions expressed in this publication are those of the contributors and are not necessarily those of the publishers or the editors. We cannot accept responsibility for any errors or omissions.

			Set and designed by John Catt Educational Limited

		

	
		
			About the contributors

			[image: ]

			Caroline Barlow is Headteacher of Heathfield Community College and Chair of the East Sussex Secondary Headteachers Strategic Group. She is a co-founder of the East Sussex #FlatCashEd campaign and has worked with WorthLess to raise awareness locally and nationally of the issues relating to school funding. Caroline has facilitated and assessed NPQSL and NPQH programmes with Ambition Institute and is one of the members of the Headteachers’ Roundtable.

			Geoff Barton is General Secretary of the Association of School and College Leaders. He was formerly an English teacher and headteacher.

			Roy Blatchford served as a headteacher in London, Oxfordshire and Milton Keynes, before joining Her Majesty’s Inspectorate (HMI). He was Founding Director of Reading Is Fundamental and of the National Education Trust. He has inspected and reviewed over 1000 schools and colleges across the world and has served as an adviser to governments in the UK and internationally. He was appointed CBE for services to education in the 2016 New Year’s Honours. 

			Rebecca Boomer-Clark currently works for Ark Schools. Previously she worked for the Department for Education as the Regional Schools Commissioner for South West England. Her school leadership career began in Exeter, before moving to become the principal and executive principal of two turn-around secondary schools in Bristol. She chairs Ambition Institute.

			Peter Collins is a headteacher in Slough. He has worked in education for over 20 years and is currently on his second headship, having previously worked in Hampshire and Bracknell. He has responsibility for standards in secondary schools across a multi-academy trust and works closely with PiXL as a secondary associate.

			Dr Tim Coulson is the Chief Executive of Unity Schools Partnership, a trust of primary, special and secondary schools, mainly in Suffolk. He was previously a headteacher, local authority director of education and regional schools commissioner. He chairs the Norwich Opportunity Area Partnership Board.

			Kiran Gill began her career teaching in London schools. Her published research focuses on poverty, social mobility and the evolution of the school-led system in England. She was Head of Policy at the Social Mobility Commission when she established The Difference, a charity which she has run full-time since 2017. 

			Miranda Green is an editor and columnist at the Financial Times, where she has worked since 2000 in diverse roles, including as an education correspondent. She helped found The Day, an online daily news and current affairs publication for schools, colleges and teenagers. From 1995-1999 she worked for the Liberal Democrats as a researcher and as Press Secretary to Paddy Ashdown during his last two years as party leader.

			Peter Hyman is Co-Director of Big Education, Co-Founder and first Headteacher of School 21 and Co-Founder of Voice 21, a charity developing oracy skills. He was a strategist and speechwriter for Prime Minister Tony Blair and is author of 1 Out of 10: From Downing Street Vision to Classroom Reality.

			David Laws studied economics at King’s College, Cambridge. After a career in banking, with J. P. Morgan and Barclays, he became the Economics Adviser for the Liberal Democrat Parliamentary Party, and then Liberal Democrat Director of Policy and Research. In 2001, David was elected MP for the Yeovil constituency. He served in the 2010-2015 coalition government, as Chief Secretary to the Treasury, Schools Minister, and Cabinet Office Minister. He is now Executive Chairman of the Education Policy Institute and the Education Partnerships Group.

			Rachel Macfarlane is the Director of Education Services at Herts for Learning. From 2007 until 2018 she was a National Leader of Education, serving as headteacher of three contrasting schools over a 16-year period. In 2011 Rachel joined Ark Schools to set up a new academy for 4-18 year olds in Ilford, East London – judged ‘outstanding’ in 2014 and 2018. From 2009-2018 Rachel was Project Director of The London Leadership Strategy’s ‘Going For Great’ programme. Rachel is an honorary fellow at the Institute of Education. 

			Rupert Moreton is currently the Headteacher of Cheney School, a large comprehensive school in Oxford. From September 2020 Rupert will be the Headteacher of Malmesbury School, Wiltshire. Rupert is a member of the Steering Committee for Headteachers’ Publications at the Farmington Institute, Harris Manchester College, Oxford and is undertaking research with the Department for Education at the University of Oxford. Prior to a career in education, Rupert spent 12 years working as a management consultant for Price Waterhouse, Deloittes and UBS.

			Harmer Parr is a retired languages teacher, local authority adviser and senior HMI. He was an adviser to the Department for Education, and Chair and then President of the National Association of Language Advisers. In Ofsted he had a national responsibility for the quality assurance of school inspections.

			Marc Rowland is the adviser for disadvantaged learners for Unity Schools Partnership. He was formerly Head of the Research School at Rosendale Primary School. Marc has worked with the Research School Network, Department for Education, Jersey government, North Yorkshire, Essex, Sheffield, and many other local authorities and multi-academy trusts to support better outcomes for disadvantaged pupils. He has published two award-winning books, An Updated Practical Guide to the Pupil Premium (2015) and Learning without Labels (2017).

			Catherine Sezen is Senior Policy Manager FE for the Association of Colleges (AoC). She joined AoC in June 2015 after working as a teacher and manager in further education for 14 years. Catherine is currently working on the implications of T Level delivery for colleges, students and other key stakeholders.

			Richard Sheriff is the Director of the Red Kite Alliance, a partnership of 45 schools, and leads a multi-academy trust in Yorkshire. He has been a headteacher for 20 years, having worked as a teacher and inspector. As a National Leader of Education (NLE) and a past President of ASCL, Richard is passionate about supporting the forgotten third. 

			Nicholas Taylor-Mullings is vice-principal of a secondary school in South London. He has held several senior leadership role in schools in Hackney and Lambeth. Prior to this he worked in children’s services in local government. Nicholas is a school governor and an independent advisor to the police in Lambeth. He has a PhD from University College London. His research interests include race, education and public policy.

			Iain Veitch began his career at Garforth Comprehensive School in September 1986, filling the roles of English teacher, Director of CPVE and second in English. Moving to Park View School in January 1992, he has been Head of English, Head of Sixth Form, Deputy Head, and from 2007-2019 Headteacher. Iain has been an Ofsted inspector, a local leader in education and Vice-Chair of Schools North East.

			[image: ]

			Editor’s note

			This collection of essays was conceived during the autumn 2019 election campaign. Some essays were written BC (before coronavirus) and some AC (after coronavirus). 

		

	
		
			Foreword

			Estelle Morris, Baroness Morris of Yardley
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			At least the ‘Forgotten Third’ are forgotten no longer! This isn’t the first time in our history that we have had to address the problem of a significant number of pupils leaving school with no or few qualifications. Indeed, it is possible to argue that this group is smaller now than ever before. What perhaps has changed is that attention is focused in a way that hasn’t always been the case. 

			It is worth remembering that the present education system and those who work in it are the first to be asked to raise standards for every child. The moral case for doing so has always been there but the economic and social case is relatively new. There is a shared belief that our economy can’t flourish without a higher skilled population and we now far better understand the consequences of children who don’t achieve at school. 

			The impact of this failure goes far beyond what happens in our classrooms. The Forgotten Third tend to come from the same groups in society – their communities become the Left Behind and even Conservative governments talk about Levelling Up. 

			Whilst action at every level is needed, schools have a central role to play. If we solve the problem in education, the rest may fall into place. 

			Acknowledging the problem, however, may be the easy part. Although many schools and teachers meet the needs of all their pupils, doing so on a national scale has proved difficult. At the end of the Second World War, the huge education changes benefited many of those who became grammar school pupils but not the rest. The introduction of comprehensive education, the development of the national curriculum and the many changes in the assessment system, still left a group who ‘lost out’. 

			This isn’t an argument for a system that gives ‘prizes to all’. But a closer look at the statistics shows that generation after generation, it is mainly the same groups who do ‘lose out.’ The link between poverty and underachievement at school is stronger in the United Kingdom than in almost every other developed country – and that should be a concern. 

			Agreement, however, about the problem, hasn’t yet led to agreement about the solution. There is widespread acceptance about the importance of early years education but far less about what needs to be done with the building blocks of curriculum, assessment and pedagogy.

			This book explores these questions. Is it a case of higher expectations and better teaching? Would putting our most successful teachers and school leaders in our most under-performing schools be the answer? Do we essentially just drive the present curriculum so that more children succeed? Is it, in effect, unacceptable to give up on expecting this to be possible?

			Or is it the curriculum that is the problem? If we were better at vocational subjects or developed a pedagogy that was more practical, would that be what is needed? If so, why should it only apply to lower-achieving children who tend to come from less advantaged communities? When does tailoring what and how we teach to the needs of the individual child become a first and second class education? 

			Perhaps it is the structure of our education system itself? If schools were less socially segregated, or we allowed children to progress at different rates instead of sticking to the strict age-related system we have, would that be better? If we judged success other than by examination passes, would that help? 

			There is no widespread agreement – or evidence – as to what works and these essays reflect a diversity of views and approaches. They take our thinking forward, and challenge and inform our practice. That’s right. This issue can’t be just an interesting academic debate. It is one of the biggest challenges for this generation of educationists. The time has come to resolve it.

		

	
		
			Do a third have to fail?

			Roy Blatchford
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			Half Our Future

			Historians often say that the one lesson of history is that we don’t learn from our history. 

			In 1963, John Newsom and his colleagues presented to the government of the time a beautifully crafted, 300-page report titled Half Our Future. Among its principal recommendations were the following three, which echo down the years and highlight the antipathy to valuing vocational education within the English education system.

			‘The school programme in the final year ought to be deliberately outgoing – an invitation into the adult world of work and of leisure.

			‘The schools should resist external pressures to extend public examinations to pupils for whom they are inappropriate.

			‘Extended workshop and technical facilities should be provided wholly within the schools or jointly with further education.’

			The landmark report painted a picture of success and positive self-esteem for 50% of the nation’s 15 year olds, the leaving age at the time. It went on to identify that the other 50% languished with an unsuitable curriculum resulting in poor or no qualifications. The report’s various recommendations led happily to practical improvements in schools’ curriculum and resources – and crucially to the raising of the school leaving age, a decade later in 1973.

			The Forgotten Third

			Five decades on and that 50% identified by John Newsom has its current equivalent in the forgotten third.

			In 2018, 48% of 16 year olds did not secure at least a ‘strong’ pass (grade 5) in English Language GCSE. 57% did not achieve at least a grade 5 in English and mathematics combined, after 12 years of compulsory schooling – a remarkable statistic in one of the world’s leading economies and advanced democracies. The 2018 GCSE results record that 36% of 16 year olds failed to secure at least a standard pass (grade 4) in English and maths combined. 

			The figure for English language was 32%. That equates to around 168,000 students across England, an average 43 in each school. These students were awarded grades 1, 2, and 3 (the unfortunately media-dubbed 123ers), with disadvantaged and vulnerable youngsters disproportionately represented.

			Appendix 1 presents a fuller analysis of these statistics. Those for 2017 and 2019 present a very similar tale.

			In October 2018, the Association of School and College Leaders (ASCL) invited me to chair an independent national commission of enquiry entitled ‘The Forgotten Third’, taking English GCSE as a starting point to explore these issues:

			
					the appropriateness of the current examination system at 16+

					the accountability measures for the school system

					the challenges for schools to address social justice

					the need to resolve curriculum discontinuity between primary and secondary phases.

			

			Dignity and moral purpose

			‘I am a better person than these grades show.’

			This grade makes it look as though I can’t read or write.’

			‘If you fail, you are nothing.’

			‘I feel as though I am trapped in the English and maths waiting room.’

			These are the words of four young people amongst the 187,000 students who in August 2018 were informed by the examination boards that they had failed to secure at least a standard pass (grade 4) in English and maths combined. And it is worth recording here that at age 11, as they leave primary school, a similar third of children are told each year by their schools that they have ‘failed to reach the expected standards’ following their SATs.

			There is a fundamental matter here of common dignity, and what perceived failure does for the self-worth of so many young people. As one headteacher of a secondary school judged ‘outstanding’ reported to the ASCL Commission:

			‘33% were grade 3 or lower in English and maths this summer and we anticipate a similar percentage in future years. It’s grim for a third – and professionally very frustrating.’

			Most tellingly, one 17-year-old student, with a grade 3 in English, asked the Commission: ‘Do a third of us always have to fail so that two-thirds pass?’

			To which we must add: ‘Does it have to be this way?

			The Forgotten Third report published last year sets out in stark terms the fundamental injustice of our accreditation system and recommends major reforms to GCSEs, in particular to how English Language and mathematics should be examined. 

			To take the example of English, the Commission advocates the inclusion of 50% oral and written coursework, alongside 25% online testing, with 25% for a final examination. How might such an arrangement have been of value this summer, or for any future year whether terminal examinations are interrupted or not.

			Further, the report recommends increased investment in early years teaching, a new approach to examining language and maths at the end of the primary years, and a radical rethink of current accountability systems in the best interest of all students. 

			International perspectives

			The OECD’s Programme for International Students Assessment (PISA) tests have been running since 2000. They measure the ability of 15 year olds to apply their skills and knowledge to real life problem-solving in reading, maths and science. The ranking are based on samples of students in each country, with about 600,000 having taken the 2018 round of tests. The assertion is that all countries administer the tests with integrity.

			In the 2018 league table, China, Singapore, Macau and Hong Kong continue to lead the maths and reading rankings. In science the same countries dominate, with Estonia rising to join the top table. Canada and Finland are up there too, as they have been for a number of years. (The UK is 14th in reading and science; 18th in maths).

			In none of these countries is there a forgotten third by design.

			As part of my work at Reading University I worked this year with a group of undergraduates studying education. Many of the students come from the countries which feature at the top of the PISA league; they value British Higher Education. They argue strongly that culture trumps systems, that the esteem in which the teacher is held in their societies is the determining factor alongside the value placed on education by parents. Tutoring outside school also plays a part they suggest.

			These undergrads spoke eloquently about the expectations which all teachers have that all children will succeed. Mixed-ability classes are the norm. The results from China are calculated from just four of its provinces with a combined population of 180 million. Even the most deprived 10% of pupils in these provinces had better results than the average for the UK.

			The reasons to be cheerful about our own education system are that many children and young people succeed academically and enjoy school, though OECD in a linked survey observed that UK teenagers were found to have among the lowest levels of ‘life satisfaction’.

			Yet it remains the case that the ‘long tail of under-achievement’ – the forgotten third – casts a shadow over UK education which we need to focus on in a fresh, radical, new-look way.

			Ask a group of primary headteachers and they say that reducing class sizes would make a significant difference to attainment for all at 11+. Ask a group of secondary headteachers and they will say that a system of ‘comparable outcomes’, which fails a third of students in order that two-thirds can pass, presents a fundamental flaw in our GCSE examination system.

			Dig a little deeper into how the ‘top table’ countries organise things, and national examinations at 16+ are a feature of the past given the vast majority of young people are in education and training to at least 18+. Not to mention many, many countries trusting teachers to assess their own students, externally verified.

			And ask folk in Canada or Finland about the balance between school accountability and school support, and they find the Ofsted model (albeit slowly shifting) an alien force.

			We shall not see the UK in the top PISA ranks in the coming decades as long as there is the accepted orthodoxy that failure for a third is, in David Laws’s phrase, ‘baked into our system’. The international diaspora of undergraduates I spoke to cannot believe we do this. Why would you? Why do we?

			After COVID-19, the remembered third

			There was a time Before Coronavirus (BC), though it already seems months ago. 

			We are all armchair critics and soothsayers now. None of us can be right or wrong because nobody has the answer. Some pundits are arguing that the cure is worse than the problem, and while some countries have a clear policy that schools will remain closed until September, others have opted simply to keep them open.

			Here, the summer term unfolds in this strange ‘new normal’. At the time of writing, schools have more or less physically shut down, apart from the vital care provided for vulnerable and keyworkers’ children. Teachers are steeped in providing virtual classrooms while parents speak on talk shows of a mixed picture of engagement with online learning (PE guru Joe Wicks apart).

			One headteacher in the north east reports that ‘the boys have gone underground, or stayed under their duvets, while Year 11 girls are polishing their history essays’.

			And as so often, for all the talk of vulnerable and invisible children, school meals, digital exclusion and the perils of replacing our exam grading system, we are not hearing from the forgotten third. Year in, year out, tens of thousands of disadvantaged and dislocated students do not achieve a GCSE grade 4 in English and maths, and regardless of how grades are awarded this year, this will be the case again. That’s because they fail by design.

			So what about life After Coronavirus (AC)? Schools will be open again.

			In March 1943, the young president of the Board of Education, Rab Butler went to Chequers to see Winston Churchill. The meeting with Churchill – leaning back on his pillows in a four-poster bed, night-cap on and with a large cat at his feet – was an unlikely beginning for the most fundamental reform of the English education system. Yet that night the Prime Minister signed off on what became the 1944 Education Act. 

			Conceived during the Blitz and the Normandy landings, it is remarkable to think that civil servants and ministers were focused on post-war reconstruction in order to build, as they saw it, the new Jerusalem. 

			Without wishing to draw unlikely parallels between the Churchill-Butler partnership and the Johnson-Williamson pairing, what might the current Secretary of State for Education set in motion during the months ahead? 

			Right now, leaders across our social, political and health systems are rightly focused on preserving precious life at this moment of national emergency. But what landmark decisions could taking a long view of our current circumstances lead to? 

			Children continue to paint NHS rainbows across the nation, but they are also watching our leaders learn lessons. Courageous leaders will want to paint a picture of a better tomorrow for them.

			After Coronavirus, there will be renewed life and vibrancy, and it will take place in a changed society, with altered values. Will they be a society and a values system that continue to willingly damage the aspirations and life chances of a full third of its 16 year olds each year? 

			As our national report shows, this is not a necessity but a political choice. A default position. As Secretary of State Williamson and his ministers begin to give thought to what a ‘levelled up’ change could look like, it’s time those young people took centre stage as the (finally) remembered third. 
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			Appendix 2 (page 155) presents the main recommendations of ‘The Forgotten Third’ Commission.

			The final report of the Commission is available from ASCL: www.bit.ly/2YygLIq

		

	
		
			Nobody wants to lock in failure

			David Laws
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			The English education system tells the story of a deeply divided country. At the ‘top’ end, we have some of the best performing schools and universities in the world. It is no surprise that students travel from all over the globe to be educated here, and that policy makers travel to our country to see what they can learn from us.

			But although we are a global leader for the education outcomes of our top performers, we are distinctly a developed world laggard when it comes to the outcomes for those at the bottom end of the attainment distribution. For many of these children, their outcomes are simply not consistent with those we might expect from a rich, developed country. Taking all of this together, England is a country with one of the largest gaps in the world between the performance of those at the top and bottom of the results table.

			Around one third of pupils complete their education without securing the basic minimum suite of qualifications which will allow them to compete successfully for good, better-paid jobs, and prepare them for success in life. It’s not just that these pupils don’t master more complex subjects such as foreign languages or physics – they don’t even leave school with the basic levels of literacy and numeracy which are needed. At least, that’s what the grades they secure in national tests tell us about their competence levels.

			Students who don’t master the basics of English and maths will struggle to get decent jobs, and in an increasingly globalised economy, they will find themselves competing to do low skill jobs with workers across the rest of the world – including in much poorer, developing, countries. This spells low wages and insecure work which is bad not just for these individuals but for our nation. It means lower national productivity and lower national income and wealth.

			What is the problem? 

			Some people argue that the ‘bottom third’ are condemned to always be the ‘bottom third’, because the exam system is basically focused on sorting winners from losers. They argue that the exams regulator – OFQUAL – uses a system of comparable outcomes, which means they will always impose a set of grading outcomes on the student population in which a third or more will receive what are widely regarded as ‘fail’ grades. They argue that however much student performance improves, OFQUAL will always need to ‘fail’ one third of students to ‘do their job’.

			There is a bit in this, but in my view less than is claimed. Any examination system will serve both a ‘basic skills’ and a ‘sorting’ function. A system in which everyone received A* or 9 would give universities and employers limited information, and it could be a powerful disincentive for students and schools to ‘stretch’ themselves. And after the grade inflation of the early 2000s, there is a strong political, regulator and public desire for credibility in the exam system – so that we know that when improvements in exam results are reported these are credible and not due to exams getting easier.

			But what nobody – genuinely nobody – wants is to lock in failure. Political leaders want to show that their policies are leading to improvement. And even the regulator has to be accountable and defend itself from criticism that it is institutionalising failure. The new reference test should help us to understand whether exam results should be improving, and whether we are properly accommodating a genuine improvement in outcomes. And if outcomes are improving, we should of course be willing to recognise this. A job of the exams system is not just to ‘sort’ but to recognise when all students have met a generally recognised measure of competence.

			Why do so many students struggle to get good grades, and what can we do about it? 

			The poor performance of many students in our country is linked to pupil characteristics rather than school failure or regulatory failure. Poverty, special needs, being placed in care – these are all flags that are likely to be highly correlated with poor outcomes.

			And the gap between poor children and the rest opens up early and goes on widening over time. By the time disadvantaged pupils (those entitled to the pupil premium) take their GCSEs, they are on average 18 months of learning behind their non-disadvantaged peers. Around one third of this gap is present on entry into the school system. And for the most persistently disadvantaged pupils, the gap at age 16 is a full two years of learning.

			Of course, policy makers have recognised this challenge, and over the last two decades a range of policies have been targeted at seeking to close this disadvantaged gap. Indeed, there has been some success in closing the gaps – but much more so at the primary level than in secondary education. And in the last two years, that gap closure seems to be grinding to a halt.

			Given England has one of the most ‘pro poor’ school funding systems in the developed world, why aren’t we having more success in closing the gap?

			There appear to be a number of reasons. Firstly, poor children’s challenges and disadvantages in the home environment are large – and this is where they spend most of their time in life. Schools are trying to use the limited contact time they have with children to lean into these hurricane force winds of disadvantage, which are blowing back in their faces.

			Secondly, we are almost certainly not doing enough in early years development to close the gap early. English early years policy has largely focused on delivering cheap childcare to help parents get out to work. It has not focused on creating a trained and skilled labour force that is able to really make an impact on early years opportunities. Extra funding for poor children, such as the Early Years Pupil Premium, is small – and recent policy to give more generous hours provision to working families actually has the characteristics of a negative policy premium.

			Thirdly, while governments have been broadly successful in getting more money to schools with high levels of disadvantaged pupils, there are few signs that the money has enabled these schools to secure the best teaching and leadership resources. Schools have not used extra funding to attract the best teachers through pay incentives. And access to subject qualified teachers is generally much better in advantaged schools than in schools in the poorest areas. Staff vacancy rates and sickness rates are also higher in schools in more disadvantaged areas.
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