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Chapter 1 Good teaching








Why go into teaching?


There are numerous reasons for being a teacher:




	You may be good at teaching, and that will give you great job satisfaction.



	You want to make a difference in the lives of children, and you will certainly do that by teaching.



	You enjoy your workplace – a school full of lively children or young people and colleagues who are intelligent and like-minded.



	You engage every day with a subject you love.



	You get school holidays, which is especially important if you are a parent.



	The pay is reasonable when you start and can rise to a high level if you are promoted; the Teachers’ Pension Scheme is excellent.











The truth about teaching


Teaching is often fun, but it is quite physically and emotionally draining. You have to work hard in term time. Not everyone is suited to the job.







What makes a good teacher?




Secondary


This is a tough question, because ‘good’ teachers can operate in quite different ways. I know good teachers who are brilliantly organised, give their pupils excellent notes and create lessons that are full of fun and variety. But I have recently come across an A-level history teacher who remains firmly stuck in an old armchair and whose only activity was talking through topics – but he does this in such an interesting way that his pupils love him and learn a great deal.


There is probably no right way to teach, and in any case, it depends on the age of the pupils and the subject you are teaching. But if we had to generalise, we would say the characteristics of good teachers tend to be:




	Good subject knowledge, because such teachers are often more enthusiastic and more interesting. They are more capable of stretching and stimulating the most able pupils and they know the syllabus, so they don’t have to spend much time preparing, which enables them to devote their energy to other things, such as individual pupils. Pupils soon pick up if a teacher has great subject knowledge, and that gives them confidence in that teacher.



	A strong enough character to maintain control – if a teacher cannot control the pupils, nothing can be achieved.



	A warm person beneath the exterior – they exude energy, and their enthusiasm rubs off on pupils.



	A sense of humour, which pupils really appreciate.



	High expectations of every pupil, and ambition for all of them.



	A hard-working attitude.



	Organising skills. For example, a good teacher always has spare copies of the necessary equipment – even PE kit – for the pupil who for some reason has forgotten it.



	A clear sense of what works and doesn’t work in the classroom, which comes from experience.



	Patience when dealing with pupils, especially younger children.



	Pupils look to them if they are in difficulty, and the teacher cares.






But there is no one formula for creating a good teacher. Different age groups, types of children and subjects require different methods. Experienced teachers will agree with some of the things we cover in this book, but not others.







Primary


As primary teachers usually spend all day with their pupils teaching across every subject in the primary curriculum, there are some differences between primary and secondary that need to be highlighted.


While the above list of the characteristics of a good teacher hold true in primary teaching, we should emphasise the teacher’s ability to forge positive relationships with their pupils, take the time to get to know them as individuals and the ability to generate trust in such a way that pupils are happy, have a sense of belonging in the school and therefore choose to behave well.


Younger pupils need a different approach than older pupils, based on the formation of warm, caring relationships. This is easier for primary teachers to build and maintain since we spend all day with the same pupils. I recently interviewed an Early Career Teacher (ECT) in her first year, who told me:




At the start of September, I felt at a loss as to how I was ever going to control the behaviour in my Year 1 class. The teacher I was with last year made it seem so effortless, and I wasn’t really sure how she managed it. What I started to realise was that I had to get to know my 5-year-olds really well as individuals. They all have different needs and respond differently to different things. Once I understood this and got to know them, they realised how much I cared for them and started responding to me differently. They started to trust me to be fair and consistent and to have their best interests in mind. For the last few months, behaviour has been really good in my class.





The teacher summarised her situation well, but I have observed her over the past few months and know that she could have also mentioned three pertinent points:




	She is even-tempered, calm and consistent in her manner.



	She has high expectations for behaviour and children understand what these are.



	She has built routines that her pupils are aware of and that are designed to maintain a calm and purposeful classroom environment.














Are good teachers born or made?


Like most things in life, the answer is a mixture of the two. Some of the characteristics listed above come easier to some people than to others, such as forceful class management or the ability to work hard. But other characteristics can be taught.


Having a strong voice is necessary – you are going to be talking a great deal. It helps to have a powerful voice, but that does not mean shouting. In fact, shouting is discouraged. Some clever teachers quieten their voice when there is chatter in the class, and this can have the effect of quietening the children.







How do we know what works?


Most experienced teachers know what works best in the classroom – in other words, what methods enable pupils to learn fastest. But it is useful to look at research that has been carried out on a larger scale to answer this question with confidence.


In England we use the Education Endowment Foundation (EEF), which publishes research into the effectiveness of different methods in their Teaching and Learning Toolkit. They give each teaching method three scores based on the cost of the method (for example, reducing class size, which is very expensive), the strength of the research evidence and the impact measured in terms of the number of months of learning gained in a year compared to pupils who have not had the benefit of the new method. For example, metacognition has low cost, strong evidence and huge impact, while physical activity has low cost, quite strong evidence and low impact.


The toolkit can be found here: educationendowmentfoundation.org.uk/education-evidence/teaching-learning-toolkit.







Rob Coe et al.: What makes great teaching?


Let’s have a look at a review undertaken by Rob Coe and colleagues in 2014, available at: http://bit.ly/2OvmvKO. This analysis concluded that the two main characteristics of great teachers were:




	Subject knowledge. As well as a strong understanding of the material being taught, teachers must be able to understand the ways in which students think about the content, evaluate the thinking behind their methods and identify common misconceptions.



	Quality of instruction. This includes effective questioning and use of assessment. Teachers adopt specific good practices, like reviewing previous learning, providing model answers for students, giving adequate time for practice and progressively supporting new learning through scaffolding.






Other factors that can help are:




	Classroom climate, relationships and expectations. The quality of interactions between teachers and students and teacher expectations is important in the classroom. There is a need to create a classroom that is constantly demanding more but still recognises students’ self-worth. This also involves attributing student success to effort rather than ability and valuing resilience when experiencing failure.



	Classroom management. This refers to a teacher’s abilities to make efficient use of lesson time, coordinate classroom resources and space and manage students’ behaviour with clear rules that are consistently enforced.



	Teacher beliefs. Why teachers adopt particular practices, the purposes they aim to achieve, their theories about what learning is and how it happens and their conceptual models of the nature and role of teaching in the learning process all seem to be important.



	Professional behaviours. These behaviours include reflecting on and developing professional practice, participation in professional development, supporting colleagues and liaising with parents.






The review also lists things that do not work well:




	Using lavish praise (see pages 151–52).



	Allowing pupils to discover things for themselves.



	Grouping learners by ability, because doing this gives teachers the impression that the group is homogenous in terms of ability when it is not. Teachers sometimes go too fast for the pupils in the top sets or too slow for the weaker sets.



	Encouraging re-reading and highlighting to memorise the work, as these techniques are not effective.



	Addressing issues of confidence and low aspirations before teaching the content. Teachers need to teach the content well, show the pupils they can understand it and then confidence can rise.



	Presenting information to pupils in their preferred learning style, as the idea of learning styles is unfounded.



	Ensuring pupils are always active, rather than listening passively, if we want them to remember the work. If we want pupils to remember something they must be forced to think about it, but that can happen with a good teacher simply speaking in an interesting and engaging way.











More research evidence about good teaching


John Hattie, 2023, Visible Learning: The Sequel, Routledge. John Hattie’s ground-breaking study was first published in 2008 and was based on a synthesis of over 800 meta-analyses relating to achievement. Over the last 15 years, the research base underlying the Visible Learning project has grown to more than 2,100 meta-analyses, drawn from more than 130,000 studies and involving more than 400 million students from all around the world. Hattie identifies behaviours by teachers that seem to work best.


PISA – the Programme for International Student Assessment. PISA reports on the knowledge and understanding of 15-year-olds across the world, focusing on reading, maths and science. Some 690,000 students completed the assessment in 2022, representing about 29 million 15-year-olds in the schools of 81 participating countries or economies. In addition to saying ‘which countries do best’, the analysis tries to explain why some countries do better than others.







Three myths about teaching




	Teachers are born, not made. Well, successful teachers come in many shapes and sizes, which is why it’s odd to believe that it’s the teacher’s inborn personality that matters. What’s more, experience shows that good training can create very effective teachers.



	If you know a subject, you can teach it. No, you have to know how to teach a subject. Subject knowledge is not enough.



	Teaching isn’t hard. No, teaching is a hard task that can take years to master.











What is the point of this book?


The point of this book is to flesh out what we believe are the most effective practices of good teachers and the research evidence that lies behind our recommendations. The book is relevant to anyone doing teacher training, including those taking the international QTS course and those embarking on the Early Career Framework (ECF) while working in schools.


But there are several things this book can’t do:




	It can’t make you implement the recommendations in your school – that is up to you. But in initial teacher training and the ECF, you should try out as many of our suggestions as possible. Too many teachers develop their own style or method very early on and never try anything new. So, we hope that in your teacher training you will try out as many methods as possible and receive feedback from your mentors on how successful you are.



	It can’t make you skilful any more than reading a book about ‘how to drive a car’ can make you a good driver. You have to learn the basics and then try them out. Gradually, you will become more and more skilful. Jonathan Smith, the former head of English at Tonbridge School, once said that the characteristics of good teaching are pretty obvious, but it is ‘obviousness of a tricky kind’. Yes, good teaching methods are easily stated, but they are harder to implement.



	It can’t be a good substitute for effective training in the particular subject you are teaching. Every subject is different and requires different teaching methods, both in primary and secondary schools.











Avoiding over-generalisations about good teaching: The three-legged stool


There are three distinct legs to teacher training:




	The general statements we can make about how best to teach children. For teachers in England, these are summarised in the Teachers’ Standards.



	The subject or subjects you are teaching, all of which require specific subject knowledge and slightly different approaches to teaching.



	The age group of the children, which also determines how you are going to teach them. Can things apply equally to primary and secondary schools? Not often, which is why many chapters in this book include specific points applying to different age ranges.






It is perfectly possible to be an excellent secondary art teacher but a lousy maths teacher, or to be a good A-level teacher but a hopeless primary school teacher. Therefore, these three legs to the stool are separate but equally important to the structure.


How could a book about teaching apply equally to, say, an academically selective independent girls’ school and a state comprehensive school? The answer is, it can in some ways and but not in others, so the reader must interpret things accordingly.


















Chapter 2 The basics of teacher training in England








How do you become a teacher?


There are several ways to become a teacher in England. The most obvious is to gain a degree and then do teaching training – there are a variety of routes, which you can learn about on the DfE’s ‘Get Into Teaching’ website, available at: getintoteaching.education.gov.uk.


All teacher training providers use three basic methods for developing teachers:




	Talks are given by experienced teachers, based in large part on the Teachers’ Standards and ITTECF syllabus and reading useful books and articles, especially about the research evidence for teaching methods.



	Trainee teachers get placements or jobs in schools where they watch more experienced teachers at work and teach classes themselves. For the Qualified Teacher Status (QTS) qualification, the teachers are expected to know about the differences and similarities between four consecutive school year groups. The QTS also requires teachers to have taught in two schools so they can gain experience of different approaches to teaching, school organisation and management.



	More experienced teachers (mentors) observe the trainee teaching and give feedback. A mentor is appointed by the school and normally teaches the same subject as the trainee.






Teacher trainers have to show evidence that their trainees are doing well enough to pass the course. This evidence comes in two main forms:




	From the assessments made by the school mentor and any staff who visit from the training provider (such as a university). They will judge the trainee against the Teachers’ Standards.



	From the reflections and essays written by the trainee over the course of a year.






The three main questions that will be asked by the training provider are:




	Can the trainee teach well?



	Does the trainee have a grasp of good practice and the research evidence that lies behind it?



	Does the trainee know their subject?











What are ‘key stages’?


Key stages are the blocks of years that make up the national curriculum in English schools. For teacher training, you will often need to specialise in two consecutive key stages, so you need to know the key stages and the year groups each applies to.




	Early Years Foundation Stage (EYFS) – for children aged 3–5, this stage includes nursery and reception years.



	Key stage 1 – for children aged 5–7, years 1 and 2.



	Key stage 2 – for children aged 7–11, years 3–6. The KS2 programmes of study for English, mathematics and science are presented in the national curriculum as ‘lower’ (years 3 and 4) and ‘upper’ (years 5 and 6).



	Key stage 3 – for children aged 11–14, years 7–9.



	Key stage 4 – for children aged 14–16, years 10–11.



	Key stage 5 – for young people aged 16–18, this stage is commonly known as ‘sixth form’.











Two important documents




The Teachers’ Standards


Teachers’ Standards are not a new thing – the first serious government attempt to regulate Initial Teacher Training was in 1984. Immediately before 2011, there were five booklets of Teachers’ Standards each with dozens of standards that were tied to the pay and conditions of teachers, for:




	Core (41 standards)



	Qualified Teacher Status



	‘Post-threshold’ teachers



	‘Excellent’ teachers



	‘Advanced skills’ teachers






It is not a surprise that the 2010 coalition government wanted to simplify them, and in 2011 they did just that.





What are the 2011 Teachers’ Standards?


The great thing about the Teachers’ Standards is that there are only nine of them:


Part one: Teaching




	
Set high expectations which inspire, motivate and challenge pupils




	Establish a safe and stimulating environment for pupils, rooted in mutual respect.



	Set goals that stretch and challenge pupils of all backgrounds, abilities and dispositions.



	Demonstrate consistently the positive attitudes, values and behaviour which are expected of pupils.









	
Promote good progress and outcomes by pupils




	Be accountable for pupils’ attainment, progress and outcomes.



	Be aware of pupils’ capabilities and their prior knowledge, and plan teaching to build on these.



	Guide pupils to reflect on the progress they have made and their emerging needs.



	Demonstrate knowledge and understanding of how pupils learn and how this impacts on teaching.



	Encourage pupils to take a responsible and conscientious attitude to their own work and study.









	
Demonstrate good subject and curriculum knowledge




	Have a secure knowledge of the relevant subject(s) and curriculum areas, foster and maintain pupils’ interest in the subject, and address misunderstandings.



	Demonstrate a critical understanding of developments in the subject and curriculum areas and promote the value of scholarship.



	Demonstrate an understanding of and take responsibility for promoting high standards of literacy, articulacy and the correct use of standard English, whatever the teacher’s specialist subject.



	If teaching early reading, demonstrate a clear understanding of systematic synthetic phonics.



	If teaching early mathematics, demonstrate a clear understanding of appropriate teaching strategies.









	
Plan and teach well-structured lessons




	Impart knowledge and develop understanding through effective use of lesson time.



	Promote a love of learning and children’s intellectual curiosity.



	Set homework and plan other out-of-class activities to consolidate and extend the knowledge and understanding pupils have acquired.



	Reflect systematically on the effectiveness of lessons and approaches to teaching.



	Contribute to the design and provision of an engaging curriculum within the relevant subject area(s).









	
Adapt teaching to respond to the strengths and needs of all pupils




	Know when and how to differentiate appropriately, using approaches which enable pupils to be taught effectively.



	Have a secure understanding of how a range of factors can inhibit pupils’ ability to learn, and how best to overcome these.



	Demonstrate an awareness of the physical, social and intellectual development of children, and know how to adapt teaching to support pupils’ education at different stages of development.



	Have a clear understanding of the needs of all pupils, including those with special educational needs; those of high ability; those with English as an additional language; those with disabilities; and be able to use and evaluate distinctive teaching approaches to engage and support them.









	
Make accurate and productive use of assessment




	Know and understand how to assess the relevant subject and curriculum areas, including statutory assessment requirements.



	Make use of formative and summative assessment to secure pupils’ progress.



	Use relevant data to monitor progress, set targets, and plan subsequent lessons.



	Give pupils regular feedback, both orally and through accurate marking, and encourage pupils to respond to the feedback.









	
Manage behaviour effectively to ensure a good and safe learning environment




	Have clear rules and routines for behaviour in classrooms and take responsibility for promoting good and courteous behaviour both in classrooms and around the school, in accordance with the school’s behaviour policy.



	Have high expectations of behaviour and establish a framework for discipline with a range of strategies, using praise, sanctions and rewards consistently and fairly.



	Manage classes effectively, using approaches which are appropriate to pupils’ needs in order to involve and motivate them.



	Maintain good relationships with pupils, exercise appropriate authority, and act decisively when necessary.









	
Fulfil wider professional responsibilities




	Make a positive contribution to the wider life and ethos of the school.



	Develop effective professional relationships with colleagues, knowing how and when to draw on advice and specialist support.



	Deploy support staff effectively.



	Take responsibility for improving teaching through appropriate professional development, responding to advice and feedback from colleagues.



	Communicate effectively with parents with regard to pupils’ 
achievements and wellbeing.












Part two: Personal and professional conduct


A teacher is expected to demonstrate consistently high standards of personal and professional conduct. The following statements define the behaviour and attitudes which set the required standard for conduct throughout a teacher’s career.




	
Teachers uphold public trust in the profession and maintain high standards of ethics and behaviour, within and outside school, by:




	treating pupils with dignity, building relationships rooted in mutual respect, and at all times observing proper boundaries appropriate to a teacher’s professional position



	having regard for the need to safeguard pupils’ well-being, in accordance with statutory provisions



	showing tolerance of and respect for the rights of others



	not undermining fundamental British values, including democracy, the rule of law, individual liberty and mutual respect, and tolerance of those with different faiths and beliefs



	ensuring that personal beliefs are not expressed in ways which exploit pupils’ vulnerability or might lead them to break the law.








	Teachers must have proper and professional regard for the ethos, policies and practices of the school in which they teach and maintain high standards in their own attendance and punctuality.



	Teachers must have an understanding of, and always act within, the statutory frameworks which set out their professional duties and responsibilities.






This is a sensible list of some of the qualities of good teachers. They were written by a committee convened by the schools’ minister at the time, Nick Gibb. Sally Coates, an experienced teacher, was the chair, but delegated the actual writing to a much smaller sub-committee chaired by Roy Blatchford. Two of the key people on this sub-committee were Professor Anthony O’Hear, who set up the School of Education at the University of Buckingham, and John McIntosh, the distinguished former head of the London Oratory School.


The QTS qualification, which is the main qualification for teachers in England, requires all teachers to be judged against the Teachers’ Standards at the end of their course.










The Core Content Framework (CCF)


In 2019 the CCF – sometimes called the Initial Teacher Training and Early Career Framework (ITTECF) – was published. Professor Sam Twiselton of Sheffield Hallam University was the chair of the group who wrote it for the DfE. Other members included John Blake (who is now at the Office for Students), Emma Hollis of the National Association of School-Based Teacher Trainers (NASBTT) and James Noble Rogers of the Universities’ Council for the Education of Teachers (UCET).




What is the CCF for?


The CCF is defined as a ‘minimum entitlement for trainee teachers and places a duty on providers of initial teacher training – and their partner schools – to meet this entitlement’. In other words, the CCF is the core syllabus for teacher training. It’s an attempt to elaborate on the Teachers’ Standards and include some more recent research, in particular the findings of neuroscience.


The CCF is very clear that all the statements they make have research evidence behind them and have been approved by the Education Endowment Foundation (EEF). The EEF (see page 3) is a government-sponsored organisation that conducts research into ‘what works’ in schools and publishes a useful teacher toolkit.


The CCF was updated in 2024 and is now called the ITTECF, which is available at: gov.uk/government/publications/initial-teacher-training-and-early-career-framework. This long name shows us that there are two stages to teacher training, both following the same syllabus:




	Initial Teacher Training, a one-year course leading to QTS qualification. The ITTECF is the syllabus.



	The Early Career Framework, a two-year course that takes place in the school in which you are working after you have done the one-year QTS qualification. The ITTECF is once again a part of the syllabus.






It’s important to appreciate that these teacher training syllabi were produced by a small group of people favoured by the government minister in charge at the time. The ITTECF was written by Ian Bauckham of Ofqual, Richard Gill of the Teaching School Hubs Council, Marie Hamer of the Ambition Institute, Matt Hood of Oak National Academy, Reuben Moore of the National Institute of Teaching, Chris Paterson of the EEF and Professor Sam Twiselton of Sheffield Hallam University. Some of them are experienced schoolteachers, while others not.










Problems with the Teachers’ Standards and ITTECF


The preamble to the CCF states:




The ITT Core Content Framework does not set out the full ITT curriculum for trainee teachers. The complexity of the process for becoming a teacher cannot be overestimated and it remains for individual providers to design curricula appropriate for the subject, phase and age range that the trainees will be teaching.





That is an important caveat, but once a teaching training syllabus is defined in a DfE document and you learn that you will be inspected against it, that document becomes a large part of the syllabus. Other very important factors, such as subjects and pupil age phase, take second place, whatever the intentions of the authors of the CCF.


Both the Teachers’ Standards and the CCF fail to distinguish properly between primary and secondary, even though the methods used for teaching younger children are very different to the methods used with teenagers. Of course, certain things can be equally true of young and older children, such as the need to maintain good behaviour, but the methods employed differ greatly. The Teachers’ Standards and ITTECF are largely orientated to secondary schools.


Primary teachers are trained to teach 13 subjects, while secondary teachers are often trained to teach one; they are fundamentally different roles. Furthermore, the Teachers’ Standards and ITTECF do not adequately acknowledge that different subjects require different teaching methods. Much of what is true of secondary maths teaching is not true of secondary art teaching.


It’s perfectly possible for someone to tick all the boxes of the Teachers’ Standards and achieve the QTS qualification without being a very good teacher. This is because they only have to reach a minimum standard, and the Teachers’ Standards are just a basic shopping list. You can go to Tesco and buy the ingredients, but it requires a decent recipe and some acquired skills to make a good meal. The essential characteristics of a good teacher – subject knowledge and an energetic, persuasive personality, for example – are not really measured by the QTS qualification. The Teachers’ Standards and the ITTECF are good lists, but they are not adequate on their own.








The gap between the written syllabus and reality in your classroom


Reading and learning the ITTECF can’t make you a good teacher any more than reading a car’s manual and the Highway Code can make you a good driver. The only way to understand the ITTECF is to watch other teachers try it out in a classroom before teaching classes yourself with feedback from your mentor – your driving instructor.










The Early Career Framework


The two-year Early Career Framework is called ‘statutory induction’ and is the bridge between initial teacher training and a career in teaching. It’s carried out in the school in which you work, normally immediately after you have completed your initial teacher training. It combines a structured programme of development, support and professional dialogue with good teachers in your school (mentors) and an assessment of your performance against the Teachers’ Standards.


The ECF is a programme based on the Teachers’ Standards and ITTECF for teachers who have completed the Initial Teacher Training QTS course. These teachers are called ECTs – Early Career Teachers. Early Career Teachers get a 10% and 5% timetable reduction in years 1 and 2 of the programme respectively. There are two formal assessment points, one midway through induction and one at the end of the induction period, and if you do well enough you are classified as having completed your statutory induction.


Many teachers are more than satisfactory before they even begin the two-year ECF course. But the timetable reduction is helpful for all new teachers because of the amount of time they spend preparing topics they have not taught before.


Your school is responsible for managing the Early Career Framework, and they are checked by an ‘appropriate body’ to check they have done the job well. Your school will appoint a mentor to support you and provide coaching, and an induction tutor to carry out progress reviews.


You may wonder what the point of the ECF is. It has two purposes:




	It is very difficult to cover all aspects of the ITTECF in only one school or university year. For example, primary teachers are expected to know about thirteen different subjects and knowing them well is impossible in a year. Secondary teachers may be expected to know about key stages 3, 4 and 5 (children aged 11–18), and again, this is too much to learn in only one year.



	The UK government has been keen to reduce the number of teachers leaving the profession after only 1–5 years. It was felt that providing additional training on a reduced teaching timetable would help.






The two-year ECF is not compulsory; it’s up to you and your school. At the time of writing, there is no legal requirement to satisfactorily complete an induction period if an ECT intends to work solely in the independent sector. Nor does the ECF have to follow the ITT year immediately – it can be done at any time.


The ECF can be done in most schools, including overseas independent schools that have been inspected by a DfE-accredited inspectorate within the last six years against the standards for inspection of British schools overseas.




The golden thread


The DfE established the term ‘golden thread’ to describe the thread of teacher training that runs from initial teacher training through the ECF and then on to National Professional Qualifications (NPQs), which are further courses for middle and senior management.










Qualifications for teachers


There are two main qualifications for beginner teachers in England: the QTS (Qualified Teacher Status) and the PGCE (Postgraduate Certificate in Education). They mostly last one year.




QTS


The QTS course is managed by the DfE, and the syllabus is the Teachers’ Standards and the ITTECF. It is a pass/fail course. Providers of this course must have approval from the DfE to offer it, and they must teach the course and collect evidence (mainly from lesson observations) that the trainees have made good progress with the elements described in the Teachers’ Standards. The providers have to employ an independent person (called an external moderator) to confirm that their processes and standards are fair and comparable with other teacher training providers. They also inspected by Ofsted, and the Ofsted reports are published.


The requirements of every QTS course are spelled out in ‘Initial teacher training (ITT): criteria and supporting advice’, which is an essential DFE document. It tells you exactly what you need in order to start a QTS course and what has to happen before the end. The document is available at: gov.uk/government/publications/initial-teacher-training-criteria.


One requirement of the QTS course is that you do teaching practice in at least two schools. This is called the ‘second school placement’, which involves three weeks in a school that contrasts with the main placement school. For example, if your main school is a special needs school, your second school placement should be in a mainstream school and may last half a term.


Another requirement is that you pass an English and maths test. This will be organised by your teacher training provider. The required syllabus is:




	Teachers should use standard English grammar, clear pronunciation and vocabulary relevant to the situation to convey instructions, questions, information, concepts and ideas with clarity. Teachers should read fluently and with good understanding.



	Writing by teachers will be seen by colleagues, pupils and parents, and as such it’s important that a teacher’s writing reflects the high standards of accuracy their professional role demands. They should write clearly, accurately, legibly and coherently using correct spelling and punctuation.



	Teachers should use data and graphs to interpret information, identify patterns and trends and draw appropriate conclusions. They need to interpret pupil data and understand statistics and graphs in the news, academic reports and relevant papers. Teachers should be able to complete mathematical calculations fluently with whole numbers, fractions, decimals and percentages. They should be able to solve mathematical problems using a variety of methods and approaches, including estimating and rounding, sense-checking answers, breaking down problems into simpler steps and explaining and justifying answers using appropriate language.











Apprenticeships


The Teacher Apprenticeship is a cheap way of funding a QTS course. To take the apprenticeship route, you have to be employed by a school in England even though you are not qualified as a teacher. Your school has to access the apprenticeship levy fund, but this is not difficult. You have to find a QTS provider who is on the Register of Apprenticeship Providers.


Such courses are effectively free of charge, but they have to follow apprenticeship rules, the main ones being:




	The course must last a school year and there has to be evidence that the trainee has engaged with the course every month.



	For the same reason, there must be regular calls between the trainee and the course teacher. These are known as progress reviews.



	The standards are checked by an independent expert.






Teachers overseas can gain the QTS qualification by taking the international QTS course, which is very similar to the QTS course itself.


To take a QTS course, you need to have passed GCSE English and maths or an equivalent, and a science if you want to become a primary teacher. You also need a degree taken in the UK, or one taken abroad that is an equivalent standard, and you will need to be physically fit enough to teach. The rules relating to these requirements can be found in the criteria and supporting advice document.


Another course you may come across is the Assessment Only route to QTS qualification. This course is for teachers with two or more years of experience who have to produce a portfolio of evidence and whose lessons are inspected by trained assessors. This process can be relatively quick.







PGCE


The PGCE course, which is sometimes combined with the QTS course, is run by universities and can be anything those universities want it to be. It often involves writing academic essays that are judged against ‘levels’ (usually level 6 or 7) that are defined by the Quality Assurance Agency (QAA) in the UK Quality Code for Higher Education.


Level 7 is defined by the QAA as students having:




	A systematic understanding of knowledge and a critical awareness of current problems and/or new insights, much of which is at, or informed by, the forefront of their academic discipline, field of study or area of professional practice.



	A comprehensive understanding of techniques applicable to their own research or advanced scholarship.



	Originality in the application of knowledge, together with a practical understanding of how established techniques of research and enquiry are used to create and interpret knowledge in the discipline.



	
Conceptual understanding that enables the student:




	To evaluate critically current research and advanced scholarship in the discipline.



	To evaluate methodologies and develop critiques of them and, where appropriate, to propose new hypotheses.












Typically, students will be able to:




	Deal with complex issues (both systematically and creatively), make sound judgements in the absence of complete data and communicate their conclusions clearly to specialist and non-specialist audiences.



	Demonstrate self-direction and originality in tackling and solving problems and act autonomously in planning and implementing tasks at a professional or equivalent level.



	Continue to advance their knowledge and understanding and to develop new skills to a high level.






(QAA, 2024 2nd edition, The Frameworks for Higher Education Qualifications of UK Degree-Awarding Bodies).


Getting a level 6 or 7 qualification gives you ‘credits’. The number of credits reflects the amount of work; one credit represents 10 hours of work. All UK university qualifications carry credits. These credits can be used to access other university qualifications and can reduce the length of time spent on such higher qualifications – this is called ‘credit transfer’. The ways in which credit can be transferred are determined by each individual university. Credit transfer is dependent on whether the accumulated credit is relevant to the programme to which you want to transfer.







Getting a degree


Finally, you can go to a university and take a degree course such as a Bachelor of Education (BEd), which includes teacher training. The University of Buckingham, for example, offers a three-year degree in education for teaching assistants in primary schools, followed by a one-year QTS course.







Do you need these qualifications to teach in England?


You need a QTS qualification to teach in a state school. You don’t need any teaching qualification to teach in an independent school, but some will expect it. Some schools will be happy to take you if you just have a good degree, as long as you do teacher training with a provider of an employment-based course within your first two years.










Intensive training and practice (ITAP): Part of the QTS course


ITAP is a form of teacher training employed for the QTS course since September 2024 and is based on the system used in the Core Practice Consortium in the USA by Dr Pam Grossman, Professor of Education at the University of Pennsylvania. The basic idea is that you need to think through a skill and practice it with an expert teacher before you use that skill in a classroom. QTS rules require ITAP training in England to cover 100 hours (or 20 days) in the training year. (See Grossman, P., 2018, Teaching Core Practices in Teacher Education.)


The training provider will choose 3–5 core competencies, which are skills they regard as especially important. Some of these may be particular to specific subjects and specific phases (age groups). An example of such competencies would be ‘how to use formative feedback’ or ‘how to teach pupils with dyslexia’.


The training will then involve the following steps:




	The training provider will use experts to explain the core competency to the trainees, linking to both theory and evidence from research findings.



	The training provider will show them what good and bad practice for each competency looks like using films, pupil work, lesson plans, marking, classroom transcripts and classroom observations of experts. Dr Grossman calls this ‘representation’. There should be in-depth critical analysis and discussion of all these (Dr Grossman calls this ‘decomposition’ – breaking down a complex practice into its constituent parts). The mentor or trainer shows how different strategies are available and which may be best.



	Then trainees try out the skill, though maybe not in a full classroom at first because we want a non-stressed environment and to isolate one skill. Dr Grossman calls this ‘approximations of practice’ – just like a trainee pilot using a flight simulator or a surgeon practising on a dummy. This could take the form of role-play – although we may not like role-play because we are British. Instead, we can use co-teaching, where the trainee teaches a part of a lesson focusing on the core competency. Then there will be a debrief on the trainee’s efforts by the mentor or other expert.



	The trainee can then teach a whole lesson, followed by feedback and opportunities to practise further and improve.











Teacher training delivered by multi-academy trusts and some schools


At some stage, most young teachers will receive training provided by their multi-academy trust (MAT) or school. This training could be very different to the training described in this chapter, because the school where you choose to work might have particular requirements.


Some MATs and schools require teachers to teach in a very specific way and follow a script. This has two advantages and one big disadvantage. The advantages are that making teachers follow a script helps to minimise the impact of bad teachers – they are, at least, delivering an approved curriculum. And if a teacher is ever away, the cover teacher can pick up the script and carry on where the absent teacher left off.


The disadvantage is that there is little job satisfaction in delivering someone else’s script, as one of the principal elements of job satisfaction is autonomy (see Daniel Pink, 2011, Drive: The Surprising Truth About What Motivates Us). That is why the prescriptive training offered by some MATs and schools can be dispiriting.


Another factor is that a school may have a particular ethos, and every teacher is expected to work with that ethos. Steiner schools and Montessori schools (page 292), for example, believe young children learn in a particular way, and so their teachers have to be trained accordingly.







Applying for teacher training


You can apply for teacher training at any time, but the earlier you do so in the school year the greater your chance of success. You can use the DfE ‘Get Into Teaching’ website (see page 9), or you can apply directly to a university or training provider.


For a QTS course, you need a UK university degree and GCSE passes in maths and English, plus a GCSE science for those training to become primary teachers. If you don’t have a UK university degree or the required GCSEs, the alternatives you could use are described in the DfE’s criteria and supporting advice (see page 17).


You need to decide:




	Where you want to be. Close to home or not?



	Whether you want to work and earn money while you train, such as on an employment-based course like those provided by the University of Buckingham or Teach First.



	If you are doing an employment-based course, do you want to follow the apprenticeship route?




















Chapter 3 Getting ready for teacher training






The best use of your time before you start training is to discover what you will be teaching in your placement school and start building your subject knowledge. You should then find out about the resources the pupils will have, such as textbooks, and become familiar with them. If possible, discuss these things with the mentor who will be looking after you.


It’s ideal to do lesson preparation before you begin training because it’s difficult to prepare lessons as well as marking work after the end of every school day. Your mentor should tell you what they want you to cover in the time you are with them. They may give you a week-by-week breakdown of what you will be expected to teach with a list of resources, or schemes of work, that you can use.


Speak to your training provider or your main placement school as early as possible about the second school placement.




Things you need to do before you start teaching practice




	Make your own teaching notes, using AI if that is helpful.



	Create a summary syllabus for the pupils in each class so they and their parents can see what you’re covering.



	Create a knowledge organiser for the content, concepts and key vocabulary you will be teaching.



	Know whether you are following a course bought by the school, such as White Rose maths.



	Establish whether the pupils will have textbooks.



	Create your own printed workbooks.



	Think about the organisation of your classroom (if you have one).



	Be clear about the rules and routines of your school and classroom.



	Ensure resources are ready, such as a visualiser, clock, whiteboards, whiteboard pens and rubber, textbooks, exercise books, paper, spare writing pens for pupils, files, hole punchers, computers and projectors.



	Plan any practical work in subjects like science and design and technology.



	Plan the term as a whole, and some of the first lessons.



	Plan tests and homework.



	Obtain a mark book (either digital or paper).



	Make sure you know who your pupils are in each class, something about their prior attainment and which have special needs. Prior attainment could be their primary school SATs results or, for sixth formers, their GCSE results.



	Make sure you know the teaching assistants, technicians and SENCOs.






Before you start training, you must have had training in child protection and have read the DfE’s ‘Keeping Children Safe in Education’ and the school’s safeguarding policy. You also must know that if you are worried about a child’s safety or welfare, it’s not your job to sort it out – your job is to report the issue to the school’s designated safeguarding lead immediately.







How beginner teachers progress over time


You may go through the following stages at the beginning of your career:




	When teachers begin teaching, they focus on control of the class and having an orderly classroom. This is understandable.



	When they are more confident, they focus more on ‘delivering the syllabus’.



	When they are confident about the syllabus, they start to think about individual children and building their skills and conceptual understanding.











Managing your life when doing teacher training


Teacher training is quite demanding. You may have to get up early in the morning to be in school by 8am, and you will be teaching for much of the time, especially in an employment-based course. You have not taught before, so you have to prepare lessons and build your subject knowledge. You have to prepare resources for every lesson, liaising with technicians in some subjects. You will want to do marking, yet you need to leave time for the teacher training course, which involves lectures and seminars, essays, meeting your mentor, observing other teachers and getting feedback on your own teaching.


You need to avoid getting stressed and burned out, so make sure you:




	Try to do as much of the lesson preparation, including photocopying, before the term begins, and use AI where it helps.



	Manage your marking – you do not have to write huge amounts, and you can easily set tests in a lesson that are marked by the pupils themselves.



	Devote time every weekend to preparing the week ahead but leave time for yourself.






Teaching when you have a cold and are losing your voice is hard – invest in throat lozenges.








Safeguarding is everyone’s responsibility…


Before you start working in any school, you will receive safeguarding training and you will need to obtain a certificate. Any trainer will mention the phrase ‘safeguarding is everyone’s responsibility’. It’s important that you read the latest version of ‘Keeping Children Safe in Education’ (sometimes referred to as KCSiE), which is published by the DfE with updates every September. Read about the changes each year to keep yourself up to date.


All teachers should have regular training that covers the essential elements of child protection and safeguarding. You may have training provided by your local authority or trust, or you may follow external courses. Many schools now provide a ‘safeguarding snippet’ in weekly staff newsletters or ask questions in staff meetings, and it’s expected that you will always know the answers to these questions.


When starting in teaching, it’s important to understand the role of safeguarding and how to keep children safe:




	Training. Teachers often need level 1 or 2 safeguarding training, but the levels vary between training providers. Training can be basic or advanced and can be delivered through eLearning, virtual events or face-to-face sessions. 



	Responsibilities. Teachers should be aware of signs of abuse or neglect and be prepared to report them. They should also create a safe environment for children and teach them about safety.



	Reporting. Teachers should know how to report concerns and who to report them to. They should also record their concerns in accordance with good recording principles.



	Online abuse. If a child is being cyberbullied, teachers should report this immediately to the school safeguarding lead.



	When you are interviewed. When asked about safeguarding, teachers should demonstrate knowledge of proper procedures, sensitivity and the importance of confidentiality.











…however, you are not alone


An oft-quoted case in safeguarding training, the death of a child called Victoria Climbié, changed safeguarding policy in the UK. Following a public enquiry, all of the parties involved in her case were widely criticised. It was found that there were numerous instances where Victoria could have been saved, that many of the organisations involved in her care were badly run and more importantly, information was not being shared across the various agencies involved. If the information had been shared, it was likely that she would have been saved.


Every school has at least one (and usually many more) designated safeguarding lead (DSL). These members of staff can be consulted about any concerns you may have about a child or member of their family. You will be trained in the use of the school’s online safeguarding system to log any small concerns you may have, but any more urgent concerns must be reported by you to the DSL immediately. An issue like unexplained bruising, for example, will need to be called in by a DSL to the local multi-agency safeguarding hub (MASH) immediately, and the MASH team may even decide that a child can’t be allowed to go home at the end of the school day.







What are the key principles of safeguarding?


Several key principles underpin strong safeguarding to ensure the welfare, safety and happiness of children. These mainly include:




	A child’s needs should always come first.



	It’s important to help and support children as early as possible before an issue escalates.



	Safeguarding is everybody’s responsibility, and everyone at a setting should act in a timely and coordinated manner to respond to any concerns about the welfare of a child. Your job is to report any concern to the DSL.



	You cannot promise a child confidentiality if they speak to you.











Common mistakes in safeguarding


Launching an investigation yourself.




	If you become aware of a potential problem, do not start investigating. Report it to a more experienced teacher.






Not reporting safeguarding concerns.




	In some instances, people are so concerned about making data breaches that they don’t report legitimate safeguarding concerns to the necessary authorities. This is often due to a lack of internal training or processes covering how to handle these situations.






Making assumptions.




	There are occasions when a teacher (or teachers) may be tempted to think, ‘surely that couldn’t happen in that family’. This is a dangerous assumption to make. Remember, it could happen in any family.






Openly discussing an issue.




	You have to treat safeguarding issues as confidential. You should report your concerns, but do not engage in chat with colleagues or other people. (A friend once had to give up his safeguarding role because he was overheard discussing issues on a train.)






Thinking there are only four main categories of abuse.




	
The four main categories of abuse – physical, sexual, emotional and neglect – help us understand how different types of abuse can harm children and how they can be identified. But the DfE is very clear that there are other types of abuse or welfare concerns that may not be mentioned in your school safeguarding and child protection policies, so do make sure you know what these are:




	Bullying



	Child sexual exploitation



	Children appearing in court



	Children with family in prison



	Criminal exploitation/county lines



	Cyberbullying



	Drugs



	Fabricated and induced illness syndrome



	Faith abuse



	Female genital mutilation (FGM)



	Gangs and gang culture



	Generational abuse



	Gender-based violence/violence against women and girls (VAWG)



	Grooming



	Harassment



	Hidden harm



	Homelessness



	Honour-based violence



	Invisible children



	Mental health



	Missing education



	Other forms of domestic violence and abuse



	Peer abuse



	Private fostering



	Radicalisation



	Sexting



	Teenage relationship abuse



	Trafficking




























Chapter 4 High expectations








ITTECF syllabus







High expectations (Standard 1 – Set high expectations)
















	Learn that…


	Learn how to…











	
1. Teachers have the ability to affect and improve the wellbeing, motivation and behaviour of their pupils.


2. Teachers are key role models, who can influence the attitudes, values and behaviours of their pupils.


3. Teacher expectations can affect pupil outcomes; setting goals that challenge and stretch pupils from their starting points is essential.


4. Setting clear expectations can help communicate shared values that improve classroom and school culture.


5. A culture of mutual trust and respect supports effective relationships.


6. High quality teaching has a long-term positive effect on pupils’ life chances, particularly for pupils from disadvantaged backgrounds.


7. High quality teaching is underpinned by positive interactions between pupils, their teachers and their peers.


8. Pupils’ experiences of school and their readiness to learn can be impacted by their home life and circumstances, particularly for EAL pupils, young carers and those living in poverty.



	
Communicate a belief in the academic potential of all pupils, by:


a) Using intentional and consistent language that promotes challenge and aspiration.


b) Setting tasks that stretch pupils, but which are achievable, within a challenging curriculum.


c) Creating a positive environment where making mistakes and learning from them and the need for effort and perseverance are part of the daily routine.


d) Seeking opportunities to engage parents and carers in the education of their children (e.g. proactively highlighting successes) and consider how this engagement changes depending on the age and development stage of the pupil.


Demonstrate consistently high behavioural expectations, by:


e) Creating a culture of inclusion, respect and trust in the classroom that supports all pupils to succeed (e.g. by modelling the types of courteous behaviour expected of pupils).


f) Teaching and rigorously maintaining clear behavioural expectations (e.g. for contributions, volume level and concentration).


g) Applying rules, sanctions and rewards consistently in line with school policy, including where individual pupils have an agreed tailored approach, escalating behaviour incidents as appropriate.


h) Acknowledging and praising pupil effort and emphasising progress being made.

















High expectations in secondary schools


This standard deals with two separate types of high expectation: pupil behaviour and pupil academic work. The four comments on behaviour (‘Learn how to…’ points e) to h)) are very important, so we will come back to them in Chapter 10.




High expectations of pupil work




A higher than usual level of syllabus content and demand


The highest-achieving secondary schools often teach work during Year 7 that other schools leave to years 8 or 9. Such schools often talk about a ‘knowledge-rich curriculum’ and produce their own textbooks and knowledge organisers to raise the level of demand. On the whole, the lessons you teach and the work you set should be stretching but achievable.


In 2024, Sir Jonathan Bate, the Professor of English at Oxford University, suggested that some students struggle to read long novels at university because a focus on ‘crowd control’ in schools meant these pupils were never stretched in terms of reading. He found that some literature students struggle to finish one book in three weeks when they had previously been able to read three in just one week.







Expecting all pupils to reach a good level


Many pupils are capable of reaching a much higher level than they are actually performing at. The evidence for this comes from those schools that achieve high levels of value added with pupils from disadvantaged backgrounds (see Lenon, B., Much Promise, 2017, which explains exactly what these schools do). The evidence also comes from countries like Japan, which do not have the long tail of underachievement we find in England. For example, the weakest third of pupils in England do quite badly at GCSE compared to East Asian countries.


We all know what high expectations means: setting the bar fairly high for all pupils. You set the expectation that pupils work hard and do well in tests. But the key point about high expectations is what you actually do about a pupil who gets 9 out of 20 in a test, or even 14 out of 20. If you have high expectations, the next step is to ask the pupil to resit the test and carry on resitting until they reach your bar. That will require time set aside to do the retest, and possibly time to reteach some of the trickier work.


This is the crucial step that distinguishes the most dedicated teachers from the rest; it’s the step that will make the difference between success and failure for weaker pupils. Simply saying, ‘teachers should have high expectations’ is not wrong in itself, but what really matters – and is unspecified in the ITTECF – is how that aspiration works in practice. This is an example of ‘obviousness of a tricky kind’.










Two common obstacles to achievement


One obstacle is the pupil having a special need, such as dyslexia, which holds them back. In this case the school should provide SEND support, but unless the pupil’s special need is quite severe you should not allow your knowledge of their needs to lead to too many allowances.


Another obstacle is that the pupil comes from a family that has not promoted the value of school or exam passes and perhaps has not taught the child to read. As a result, they have been behind all their lives. Some argue that children from low-income homes who are on free school meals struggle at school. On average this is a true statement, but there are many children on free school meals who do very well at school. So on the one hand, you may need to provide additional support to some children from low-income homes, but on the other hand you must not fall into the trap of creating self-fulfilling prophecies.


The same is true of other sub-groups, such as boys or children from a minority ethnic group (Afro-Caribbean, for example). The same principle applies: knowing the average data for a group (such as ‘boys do worse than girls at GCSE’) doesn’t tell you much about the individual children in your class.




If a pupil has poor English, they need extra help


When a pupil struggles with English, the school should drop them from one subject and replace that time with literacy lessons if possible. As the teacher, you need to correct bad spelling and get the pupil to write out the correct spelling 3–5 times. Teach them vocabulary, including subject-specific terminology.


All pupils need help with oracy (speaking well), which includes the use of complete sentences, using academic speech and speaking with good audibility.


Try to teach children effort and perseverance. You may need to have a chat with them individually, giving encouragement – as the ITTECF suggests, good relationships make this easier.










Doug Lemov and high expectations


In Doug Lemov’s books and website, Teach Like a Champion, he identifies a number of good techniques that work in schools in the US:




	No pupil may opt out of a question; all need to rehearse success.



	Set and defend a high standard of correctness, meaning you need to have worked out the correct answer first. What are you expecting the pupils to say or write?



	Use follow-up questions that extend knowledge; for example, ask for a better word or say, ‘tell me more’.



	When pupils are speaking in class, get them to use complete sentence answers.



	Insist on audibility, correct grammar and vocabulary.



	Never apologise for things being rigorous, academic or requiring hard work.











Hard work


Most pupils (and some teachers) have no idea what hard work actually means. It’s virtually impossible for a secondary age pupil to do well if they are not able to work reasonably hard.




How do you get pupils to work hard?


You have to explain why hard work is going to be worthwhile, because if pupils work hard they will achieve good results, which may well lead to a good job and a better life. You have to explain that most successful people, including footballers and musicians, have only become successful through dedicated hard work. At GCSE, the correlation between results and ability is weaker than the correlation between results and effort.


You also have to explain what hard work means. In terms of homework, if you have given pupils 30 verbs to memorise, you need to explain how they go about doing that and that the final step in the revision process is to write out the verbs from memory.


In terms of Easter holiday revision before GCSE exams begin (in May), hard work means revising every GCSE subject once. That means making notes from your notes or text and then seeing if you can write them out a third time from memory. That will take five hours a day at least, right through the Easter holidays – that is what hard work means.


Finally, you have to give pupils the experience, every day and every week, of the ways in which a bit of effort yields good results. They can do it… if they try.










Target grades


Many secondary schools give pupils target GCSE grades based on their prior attainment (such as the SATs tests they took at age 11) and what the data suggests pupils with that level of prior attainment tend to achieve. Target grades can be good, but:




	You should be aiming to get every pupil the highest grades irrespective of their targets.



	Some pupils improve greatly over time. Pupils who do not speak English much at home tend to struggle at the start of primary school but overtake those who speak English at home by the end of Year 6. Some boys take a long time to mature, but they can make great progress at ages 15 and 16.



	Some pupils are very good at some subjects and bad at others. Target grades do not always reflect this, especially if they are based on SATs scores in reading, writing and maths. What about a pupil whose main strengths are music or art?






Target effort grades are a good thing – all pupils should be showing a good level of effort.







The balance of sticks and carrots


This is where the skill of a teacher is important. You can see that the ITTECF places the emphasis on gentle encouragement and praise – this is correct, as often an encouraging word is needed if a pupil is going to try harder rather than give up. A skilful teacher gives a pupil work they are fairly sure they can do and then praises them for doing it.


If a pupil doesn’t seem to understand how to answer a question, you should model using a worked example so they can see what is required. In maths, this may be the steps you take to solve an equation. In history, this may mean showing how to structure an answer, the correct length of the answer and level of detail expected.


Never say, ‘just do your best’. After the age of 10, all pupils want challenge – watch them playing sport or a video game. Most work we set is too easy – ‘doing work’ is not enough if it lacks challenge.


What about sticks? If a pupil is intelligent but lazy – something that is true of many teenage boys – it’s appropriate to give them a detention under school supervision to complete the work they have failed to do. If a pupil has simply not completed homework for no good reason, they must be required to complete it quickly.







How can high expectations apply to lower attaining pupils?


Some pupils are lazy while others seem to find learning difficult, but it’s amazing what good teachers can do to get good GCSE grades with such unpromising teenagers.
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