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FOREWORD



PROFESSOR SAM TWISELTON OBE SHEFFIELD HALLAM UNIVERSITY





As someone who has spent recent years emphasising the importance of support and development for early career teachers, I wholeheartedly welcome this book on several levels. I welcome it as an important contribution to understanding where the Early Career Framework (ECF) came from, what informed its early development and why it has been implemented in the way it was. I also welcome the contribution it should have in the next steps of embedding and improving this important development. The importance of continuous evidence-based learning is something that unites all those who have contributed both to the book and the ECF itself. It is therefore vital that this spirit powers the way it continues to evolve and improve. This book can be an important catalyst for this.


My concern for early career teacher support and development started many years ago but was hugely accelerated by my time on the Carter review of initial teacher training (Department for Education 2015) (or Initial Teacher Education [ITE] as we wanted to call it). This experience not only highlighted how much learning and development needs to be crammed into such a short time in ITE but also the impact this had on the many early career teachers (ECTs) we met in the process. An alarming number of these ECTs were expressing doubt, stress and a feeling of being overwhelmed by the expectations on them to be able to ‘hit the ground running’.


High-performing education systems elsewhere in the world typically spend much longer training their teachers than in England; in England, it amounts to little more than nine months on a postgraduate route. It is little surprise that ECTs felt stressed and overworked in meeting unrealistic expectations to be a fully formed teacher. Two of the biggest findings we reported from the Carter Review (Department for Education 2015) were:




	ITE is not long enough to cover and apply meaningfully and adequately everything that is needed to become a competent and confidant new teacher.



	ITE is not sufficiently joined up to a programme of development and support needed for new teachers after ITE.






At the time, these findings were little discussed despite the fact it was clear many agreed with them. As a sector, it felt that we have just learned to live with these difficult truths about the way we prepare teachers.


Fast forward to 2019 and the publication by the Department for Education (2019b) Recruitment and Retention Strategy and things had moved on considerably. I was a member of the advisory group that supported the strategy and continues to support the ever-evolving work it launched. At last, it felt as though the problem of teacher retention was being taken seriously and, in particular, that we needed to recognise the very real pressures that were driving more and more early career teachers out of the profession. The ECF (Department for Education 2019c) felt like a big step forward in bringing the English education system nearer to other systems that recognise the challenge and complexity involved in learning to become an effective teacher and the time and support needed to do this well.


I happily agreed to chair the advisory group for the DfE ITT core content framework (Department for Education 2019a). I could see the potential benefits of creating an as seamless as possible link between ITE and early career support and development, and a framework to bring coherence and consistency between the many players involved in this seemed logical and helpful. The DfE policy changes for ITT represent a minimum entitlement to at least three years high-quality ongoing support and development for beginning teachers. This surely has to be a good thing and an important step to prevent teachers from feeling they need to leave before they have barely begun.


However, a huge undertaking, such as transforming the support and development for beginning teachers, was never going to be simple to implement. This is where this book is so important. From a range of different perspectives, roles, and responsibilities, it gives a set of deep, varied and multifaceted insights into the factors impacting the early development and implementation of the ECF. This is important in several ways.


The book provides an overview picture of a period of intense learning and rapid innovation from a range of players deeply involved in developing the ECF in practice. The honesty of the ‘warts and all’ accounts are important in helping to take forward the learning from this. There is still so much to learn about how to make these policy developments really fly for those it is designed to support. There are so many contextual variables involved in getting this right for every teacher in every school in every community. We need to approach this with humility and openness to change and challenge. I hope this book will play a central role in helping us to do this.
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INTRODUCTION



TANYA OVENDEN-HOPE PLYMOUTH MARJON UNIVERSITY





The Early Career Framework (ECF) (Department for Education 2019a) is a reform for schools in England that has arisen from the Department for Education’s (DfE) focus on teacher supply, articulated through the teacher recruitment and retention strategy (Department for Education 2019b). The ECF is intended to support early career teachers (ECTs) through mandatory two-year focused training as part of their induction phase to become fully qualified against the Teachers’ Standards (Department for Education 2021b). It became statutory in September 2021 following pilot programmes and early roll-out phases in the preceding two years. The ultimate aim of the ECF is to equip ECTs to teach effectively, to develop self-efficacy and thereby want to stay in teaching for the long term (mitigating ECT high levels of attrition – Worth, Lynch, Hilary, Rennie and Andrade 2018). The ECF applies to primary and secondary teachers in maintained (including academy) schools in England. It does not align with independent schools, early years or further education.


The ECF (2019a) sets out what the government in England believes all new teachers need to know and should be able to do as they begin their careers. The content of the framework and its underpinning evidence has been independently assessed and endorsed by the Education Endowment Foundation (EEF) for the DfE. The ECF sets out five core areas identified as essential for ECT development: behaviour management, pedagogy, curriculum, assessment and professional behaviours. These five areas are framed within the eight Teachers’ Standards (Department for Education 2021a) to ensure ‘congruence’ between the two expectations for ECT development however, the DfE are clear that ‘the ECF is not, and should not be used, as an assessment framework’ (Department for Education 2019a) and that ECTs will only be assessed against the Teachers’ Standards. The ECF core areas are articulated through two types of content that ECTs are required to learn:




	Key evidence statements (research from the UK and overseas): this is prefaced by ‘learn that…’ and are numbered by the standard within the ECF to which they apply, e.g. ‘1. Teachers have the ability to affect and improve the wellbeing, motivation and behaviour of their pupils’.



	Practice statements (from research and experts in education): this is prefaced by ‘learn how to…’ and are numbered by the standard within the ECF to which they apply, e.g. ‘1. Communicate a belief in the academic potential of all pupils, by… Using intentional and consistent language that promotes challenge and aspiration, etc.’






These contents are prescriptive, underpinned by evidence referenced in the ECF (Department for Education 2019a) and align with the ‘golden thread’ of teacher development mapped by the DfE from the initial teacher training core content framework to the national professional qualifications (Department for Education 2021b).


The ECF provides ECTs with 10% off timetabled teaching (remission) in their first year of teaching to engage in professional development – this is on top of the 10% remission all teachers have for preparation, planning and assessment (PPA) time. In the second year of teaching, early career teachers receive 5% remission to engage in professional development activities, alongside the 10% remission for PPA. This additional time has been provided to support the training and mentoring ECTs will receive through the ECF to help them achieve the Teachers’ Standards (Department for Education 2021a).


The ECF mentors will be trained in mentoring and coaching, and in the content of the ECF, in order to support the ECTs through regular mentoring sessions that focus on accessing the local ECF support programs, the core ECF program, setting targets for career development and development activities. Mentors will already be a teacher working within the school, but it is hoped that they will be different to the induction tutor, who is responsible for signing off that the ECT has achieved the Teachers’ Standards (Department for Education 2021a), to avoid any issues that could arise from ‘judgementoring’ (Hobson 2016) that would slow down professional growth. Mentors will also have time allocated to their ECF mentoring role and funded by the DfE.




	Schools will be supported in delivering the ECF by regional teaching school hubs (TSHs). These are a network of 87 TSHs for teacher training, development, and leadership across England. The key TSH functions are:








	❐ Supporting the roll-out of the ECF



	❐ Delivering school-based initial teacher training



	❐ Providing DfE approved professional development to school leaders and teachers






The TSH programme is part of the government’s recruitment and retention strategy (Department for Education 2019b), which seeks to improve the quality and effectiveness of teachers through all stages of their career using a range of reforms to ITT and CPD.


The ECF programmes will primarily be delivered through six lead providers (a provider contracted by the DfE to deliver the statutory ECF, sometimes referred to as the training provider). The providers have connected to regional TSHs, which in turn have liaised with local delivery partners such as multi-academy trusts (MATs) and teaching school alliances. However, there are two other approaches on offer by the DfE that include schools and MATs; schools can use resources developed by four lead providers to deliver the ECF themselves, or the school can provide their own ECF programme developed fully in-house. The first two approaches are fully DfE funded, the last is not. It is clear that the DfE has incentivised schools financially to choose an approach to ECT professional development that favours their ‘approved’ ECF provision.


The ECF is, therefore, part of the most significant reform to take place in teaching in England in a generation. This book explores insights from those most closely connected to the ECF – the lead providers, school leaders, teaching school hub directors and academics involved in understanding the efficacy of professional development and learning in schools, and the potential of the ECF for retaining ECTs. In order to fully understand the ECF, it is useful to consider where this statutory provision has come from and the phases of development it has been through. It is interesting to examine the rationales behind the full national roll-out of the ECF programme development and the way theory and evidence on practice have influenced these. It felt important to give lead providers an opportunity to explain ‘why’ they had developed their programme in a particular way (the ‘what’ of the content having already been mostly stipulated) and the benefits they believed this approach would bring to the profession. Lastly, it is essential to pay attention to the opportunities the ECF brings through its focus on teacher development and equally to the issues that may challenge its success.


Section 1 of the book focuses on the origins of the ECF, opening with Iglehart in chapter 1 explaining where the policy reform came from and why the government in England needs to put ‘early career teacher retention front and centre’ to avoid a crisis in the classroom through teacher supply issues. This section continues by exploring the pilot ECF programmes through the voices of those that designed and delivered them. It should be noted that all of the pilots were disrupted by the Covid-19 pandemic.


In chapter 2, Tyreman shares the ‘promise, problems and practice’ of the Chartered College of Teaching’s online pilot ECF programme, in which 36 schools participated. This pilot showed some impact of the online materials and the increase in ECTs’ and mentors’ self-efficacy. An inability to align with schools’ existing contexts and teachers’ needs were considered issues for the national roll-out (NRO) of the statutory programme. Field and Bailey in chapter 3 share how Ambition Institute piloted the ECF content in two blended delivery programmes that differed in the way the content would be delivered to teachers. Both programmes showed promise and established recommendations for how the ECF should be developed in the future.


Section 1 ends with comment in chapter 4 from the independent evaluators of the ECF pilots, Daly, Hardman and Taylor, who share the factors that impacted the successful implementation of the ECF, which exist at three levels: i) the wider system, e.g. local authorities and multi-academy trusts, ii) school level, and iii) mentor-mentee level. Daly et al. provide suggestions for how the ECF NRO can be made more effective, with the recognition of schools’ policies, practices, priorities, culture and context being identified as key.


Section 2 extends into the outcomes of government planning for the ECF and invites comment from the lead providers on their vision for their programmes and their experience of developing a programme for NRO. The experiences of school leaders are also appreciated through consideration of an education trust undertaking the development of their own resources to support their ECTs with the ECF and through a special school contemplating their ECTs specific needs for professional development. In chapter 5, Platt provides a candid account of the genesis of the Education Development Trust‚s (EDT) Early Career Professional Development Programme – from early roll-out (ERO), into ERO expansion, through to mobilising national roll-out (NRO). It explores the ten design principles behind the programme model and curriculum design, with a focus on the centrality of the role of the mentor, and the decision to place mentors’ own entitlement to high-quality professional development at the heart of their offer. This EDT overview details the various lessons learned, offering areas for improvement in the near future.


Teach First’s Craster and Moore consider the entitlement of ECTs to the ECF and how this CPD enables their professional development in chapter 6. They share how the NRO ECF programme was developed from experience gained by leading an ERO and expansion ERO with over 4000 teachers – experience that showed both opportunities and challenges. They focus particularly on their programme‚s curriculum design, effective implementation, engagement of teachers and also how the generic nature of the framework posed specific challenges to success.


Quinn in chapter 7 offers insight into the University College London (UCL) ECF programme, highlighting the collaborative partnership of teacher-educators and teachers at three universities and three networks of schools that worked together to create the programme design. Recognising that teaching is a complex profession, UCL adopted a critically reflective approach to developing their programme, with a foundation of praxis and practitioner inquiry for both ECFs and mentors.


Due to the pace required from contracting to NRO of an ECF programme, not all lead providers and the school-led provider were able to allocate the time to write chapters for this book. Therefore, chapters 8, 9 and 11 provide case studies based on interviews with representatives of the educational organisation. Chapter 8 provides insights on Ambition Institute’s approach to creating an ECF programme focused on school contexts and needs. Chapter 9 offers the rationale from Capita for an ECF programme to support ECT growth and progression through school focused engagement. The challenges for design and delivery were also identified by both lead providers, sharing insights into how the ECF might need to develop in the future to support ECT and mentor engagement. Best Practice Network was invited to contribute to the book but was not able to do so, therefore chapter 10 presents an overview of their provision from their website.


The case study for chapter 11 explores The Education Alliance, an education trust that decided to become a school-led provider and design and develop its own ECF materials and programme to support its existing, school-based induction programme. My interview provides an interesting and useful insight into the rationale, challenges and opportunities of ‘going it alone’ that The Education Alliance experienced in their ECF journey.


Section 3 deliberates the opportunities presented by the ECF for enhancing ECT self-efficacy and supporting greater retention in the profession. School leaders, teacher education academics and teaching school hub directors consider a range of factors embedded in teacher professional development that present both chances for enhanced ECT professional growth and potential hurdles to this growth. In chapter 12, Pyrah shines a light on special schools and the decision-making process for adopting an ECF approach that supports ECTs in a special school within a specialist multi-academy trust (MAT). The particular consideration of special educational needs and disability (SEND) and specialist provision ECT within lead providers programmes, for ECTs and in mentor training, is interesting. Chapter 13 provides an overview by Snook on the Welsh governments’ masters in educational practice (MEP), which was an ECT programme of accredited professional learning. The MEP is considered in relation to lessons that were learned and the way this learning could be applied to the ECF. The vital role of external mentoring for developing the practices of ECTs is explored, as is the need for robust professional learning for mentors to support ECTs.


The Chartered College of Teaching has been involved in and supportive of the ECF since its initial proposal in the government’s 2017 consultation on teacher career progression in England. Therefore, in chapter 14 Scutt shares insight from their role on the ECF Advisory Group and of their approaches to supporting providers, school leaders, mentors and ECTs around the ECF, such as an ECF textbook and online resource bank for ECTs aligned to the ECF. Scutt ends the chapter by highlighting the challenges that exist in the ECF and the potentially negative impact for ECTs and schools if it is not rolled out with appropriate time and funding.


Chapter 15 analyses the implementation of the ECF from the perspective of a director of one of the new 87 teaching school hubs created in England in February 2021. Outhwaite and Oberman review the programmes offered by lead providers and provide recommendations for schools, and their leaders, from the early roll-out expansion in 2020/21 that they participated in. Crisp and Cordingley in chapter 16 also consider the role of school leaders, and leadership itself, in the success of the ECF. Using systematic review evidence of leadership of professional learning, they recommend a focus on middle and senior leaders working with the ECTs, not just their mentors, is necessary to build a supportive environment for professional learning.


Lofthouse and Turu in chapter 17 discuss ways for enabling and sustaining ECT learning within the ECF through coaching and mentoring. Framing the ECF as a technicist policy, they draw on research evidence to explore the potential of coaching and mentoring to support ECTs. As coaches and mentors create structured opportunities for professional conversations and sense-making, the ECF programme should support new teachers to integrate the curriculum content of the ECF, their current experiences and thereby promise of a sustained career in which they can thrive and contribute.


The book ends with my considerations in an afterword, exploring where the ECF has come from, what it is intended to do and whether these intentions will be met through the current provision. It could be argued that the ECF (Department for Education 2019a) and Recruitment and Retention Strategy (Department for Education 2019b) are a timely occurrence in England. Timely, in that meeting our required levels of teacher supply remains challenging, so retaining teachers already in the classroom is essential. Using unqualified teachers to ‘plug gaps’ in supply to avoid the demands of the ECF is not the answer for a healthy workforce for schools – it undermines teaching as a qualified profession (Ovenden-Hope 2021). Creating a funded professional framework of CPD for teachers early in their careers (ECF) and sustaining this professional development through funded national professional qualifications (NPQs) is a positive development for teaching in England. However, the ECF was rolled out as a national statutory provision during a pandemic, which had stretched teaching capacity in schools already. Add to this the pace of the introduction that gave little time for schools to plan and prepare for the programmes. The impact of the ECF on schools must therefore be monitored, reviewed and evaluated to understand any positive and negative impact for ECTs and mentors; and changes made as needed to affect the opportunity presented for teacher professional development, wellbeing and long-term retention.


This book has been designed to support a deep understanding of the history, aims and ambitions of the ECF. Opportunities for reflection have been offered within each chapter to encourage consideration of key elements within the framework related to both development and delivery. The overarching hope is that our contribution to thinking on the ECF will enable purposeful and constructive review for rich and sustained early career teacher professional development.
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CHAPTER 1



THE DEVELOPMENT OF THE EARLY CAREER FRAMEWORK: PUTTING EARLY CAREER TEACHER RETENTION FRONT AND CENTRE





PHILADELPHIA IGLEHART


PLYMOUTH MARJON UNIVERSITY




INTRODUCTION


The Early Career Framework (ECF) focuses attention on high-quality, relevant training for early career teachers (ECT) in England as an initial step in their journey towards becoming experts in their chosen career (Department for Education 2019a). The ECF puts early career teachers’ professional development front and centre, to ensure support from quality-controlled mentoring programmes, provision of evidence-informed materials, and government funding to cover the off-timetabling of hours for professional development. It has a great deal of support from within the teaching profession; one experienced educator and professional mentor stated in an online article, ‘the ECF is the single most important document to be produced in this area over the duration of my career’ (Naylor 2021).


There is hope that the ECF will increase teacher retention during a period of significant teacher supply shortages in England. However, there are two potential impediments – implementation and content of the continuing professional development (CPD). How well the ECF is delivered, whether the content is flexible and responsive enough to local needs, and whether it is supportive of development, rather than becoming an assessment framework, will determine whether it succeeds.







TEACHER SUPPLY CHALLENGES


Periods of teacher supply shortages in England stretch back to the early 1970s (Howson 2020). There were warning signs as early as 2013 that issues of teacher supply could reach a crisis point in England, especially in certain subjects (GTTR 2014, pp. 10–11; Howson 2013), and by 2015 in certain regions or in areas with persistent socio-economic disadvantage, especially rural and coastal areas (Ovenden-Hope and Passy 2015, pp. 13-14; UCL 2015, para. 8, 19). However, the government was still unwilling to accept in 2015 that this problem needed addressing (Ward 2019). That same year, the Education Select Committee launched an inquiry into whether there was a crisis in teacher supply (House of Commons Committee of Public Accounts 2015). The response of then-Education Secretary Nicky Morgan was focused on recruitment rather than retention (Department for Education 2016). But a cabinet reshuffle in July 2016 meant that some initiatives outlined in the White Paper Educational Excellence Everywhere (March 2016) – including replacing qualified teacher status (QTS) with stronger, more challenging accreditation – were not pursued.


In February 2017, the Education Select Committee inquiry into teacher supply reported its findings (House of Commons Committee of Public Accounts 2017). It stated that the government ‘consistently fail[ed] to meet recruitment targets’ (House of Commons Committee of Public Accounts 2017, p. 2). Although the number of new trainees entering initial teacher training (ITT) in 2017 was greater than in each of the previous five years (Department for Education 2019d, p. 10), too few teachers had been recruited since 2011, and the increase in teachers did not keep pace with increasing pupil numbers (Long and Danechi 2021, pp. 3-6). The Select Committee also recognised that teachers leave the profession at a higher rate than is sustainable, thus noting that a greater emphasis should be placed on teacher retention and recommending high-quality, relevant training and a manageable workload as the way forward (House of Commons Committee of Public Accounts 2017, pp. 14-16, 24-27). In December of that year, then Education Secretary Justine Greening launched a public consultation on strengthening QTS and improving teacher career progression, which reinforced the belief that early career development could promote recruitment and retention.


Despite Greening’s attempts to address teacher supply challenges, the new year brought more uncertainty. In January 2018, another cabinet reshuffle replaced the Education Secretary again, with Damian Hinds at the helm. The same month, the Public Accounts Committee, which had been looking into retaining and developing the teaching workforce, reported that ‘the Department [for Education] has failed to get a grip on teacher retention’ (House of Commons Committee of Public Accounts 2018, p. 5). The number of teachers leaving the profession before retirement had been rising rapidly (Worth et al. 2017, p. 4; House of Commons Committee of Public Accounts 2018, pp. 10–11), with the rate of leaving higher than among nurses and police officers (Understanding Society [n.d.]). Furthermore, only 48% of secondary teachers in England had over ten years’ experience compared with 64% in other countries (House of Commons Committee of Public Accounts 2017, p. 8). In 2018, one in three teachers left the profession within their first five years (House of Commons Committee of Public Accounts 2017, p. 14; Department for Education 2019d, p. 10), and leaving rates are the highest among early career teachers (Worth et al. 2018, p. 15).







WHY TEACHERS LEAVE AND WHAT MIGHT HELP THEM STAY


As a consequence of the unsatisfactory state of teacher retention, the Public Accounts Committee (House of Commons Committee of Public Accounts 2018, p. 5) recommended a coherent plan be put in place by April to support schools to retain and develop their teachers. It was thus important to determine why teachers do not stay in the profession. The main reason they often give for leaving is workload (House of Commons Committee of Public Accounts 2018, p. 5). Yet, while teachers want a reduced workload to allow them more time to reflect and learn, they also want more support from senior leaders and greater recognition of their efforts (Lynch et al. 2016, pp. 14-16). According to the National Foundation for Educational Research (NFER), these things relate to ’protective’ factors, defined as ‘factors that are significantly associated with intent to stay in the profession’, by far the strongest of which is job satisfaction (Lynch et al. 2016, pp. 17–18).


However, the link between workload and job satisfaction is not a straightforward one, with the focus often on reducing workload rather than understanding the nature of it. According to a Department for Education working paper (Sims 2017, p. 20), it is not the number of hours worked that affects levels of satisfaction in teaching, but whether workload is manageable. Although ‘manageability of workload’ may often be subjective, the Education Select Committee report on teacher supply states, ‘teachers who feel supported and professionally confident often feel that their workload is more manageable’ (House of Commons Committee of Public Accounts 2017, p. 17). Peter Sellen, chief economist, told the Education Select Committee in 2017 that ‘teachers in England receive very little professional development compared to those in other countries, which makes them feel less prepared, and that makes them struggle more with their working hours’ (House of Commons Committee of Public Accounts 2017, p. 18). Thus, an association between professional development, workload manageability and job satisfaction merits investigation.







UNDERSTANDING TEACHING AS A PROFESSION


An unmanageable workload and poor job satisfaction are arguably bound up with the status of teaching as a profession. Several trends have influenced how teaching has been perceived. After the 2010 election and Michael Gove’s appointment as Education Secretary, the education sector underwent pronounced changes. Particularly relevant was the establishment of free schools, university technical colleges and studio schools, and new regulations that removed the restriction for academies, alongside these other schools, to employ teachers with Qualified Teacher Status (Department for Education 2012; Howson 2020, p. 16). From 2012 onwards, a high proportion of all schools in England could hire unqualified teachers, a move that teaching unions and headteachers criticised as one that could damage the professionalism of teaching (Harrison 2012). This shift to teaching as a ‘job’, which almost any competent adult without a teaching qualification could do, ‘undermines the status and value of teaching as a highly skilled profession’ (Ovenden-Hope 2021, p. 73).


Salary levels and conditions of service also affect the status of the teaching profession (UCL 2015, para. 12). A few relevant trends include: a 4-8% fall in teacher pay across the salary scale in real terms since 2007 (Cribb and Sibieta 2021); a 9% reduction in school spending per pupil in real terms over the last decade, the largest decrease in over 40 years, with deprived schools seeing the largest cuts (House of Commons Committee of Public Accounts 2021, pp. 5, 8-9; Howson and Ovenden-Hope 2021, p. 7; Sibieta 2021, p. 3); increasing workloads due to the rapid pace of policy reform since 2010, with changes affecting curriculum, assessment, school structures and the accountability system (House of Commons Committee of Public Accounts 2017, especially pp. 15, 17-19; UCL 2015, para. 24); low job satisfaction (Sims 2017; UCL 2015, para. 24). All the trends noted above affect the attractiveness of teaching as a career choice. They also coincide with a lowering of its status where teaching is seen more as a commodity and less as a profession. This, in turn, results in the low teacher trainee numbers, unmet targets and poor teacher retention in England already mentioned, most often disproportionately affecting schools serving deprived communities and in coastal and rural areas (Howson and Ovenden-Hope 2021, pp. 7–9; Ovenden-Hope 2021).


It appears that, if a decline in the professionalism of teaching leads to poor recruitment and retention, the opposite might also be true. Research indicates a connection between teaching as a high-status profession and teacher retention, as well as with continuing professional development (Cordingley and Crisp 2020, especially pp. 136–138). This supports earlier longitudinal studies suggesting professional development increases retention (Fletcher-Wood and Zuccollo 2020) and an OECD (Mostafa and Pál 2018) report and the aforementioned Department for Education working paper (Sims 2017) which both found that teachers’ engagement with effective CPD increased their job satisfaction.







COMMITMENT TO CPD


In 2017, the Education Select Committee agreed with these findings and acknowledged that CPD improves teaching practice, professionalism and can help improve teacher retention. The committee also noted that ‘until now, England has had a weaker commitment to CPD for teachers than many high-performing countries’ (House of Commons Committee of Public Accounts 2017, p. 24). Therefore, it is not surprising that witnesses making submissions in 2018 to the Committee of Public Accounts, including the Chartered College of Teaching, the teaching unions and headteachers, ‘stressed the importance of teachers undertaking good quality continuing professional development’ (House of Commons Committee of Public Accounts 2018, p. 16). There is mounting evidence that providing high-quality CPD for teachers at all stages of their career – including early on when they are likely to feel least prepared and most in need of support to develop their skills – is crucial to both retaining teachers and raising the status of the profession. There is also evidence that a supportive school environment for professional learning supports retention and increased status (House of Commons Committee of Public Accounts 2017, p. 22).


Offering and delivering high-quality CPD has often proven to be something of a stumbling block. Senior leaders are not always willing to release teachers from classrooms for fear of missing student attainment targets and/or because their budgets do not support release time (Mathematical Association 2015, para. 12), while the weight of Ofsted inspections can push other considerations into the background (House of Commons Committee of Public Accounts 2017, p. 20). In a system beleaguered by accountability measures and pupil performance data, cultivating a culture of professional learning and development is often a low priority (House of Commons Committee of Public Accounts 2017, p. 20).


As a result, the average number of days of professional development in England is four, compared with 10.5 across the 36 other countries in OECD’s Teaching and Learning International Survey (TALIS) (Sellen 2016, p. 7). Further, most CPD is driven by regulatory or statutory frameworks (curriculum change, Ofsted, Prevent) (House of Commons Committee of Public Accounts 2017, p. 21). And when the best CDP is ‘long-term, interspersed with episodes of practice, individually tailored and informed and challenged by external expertise’ (UCL 2015, para. 29), but provision is limited as it is in England, quality is likely to suffer. It appears an entitlement to high-quality CPD for teachers, with full support from senior leaders and funded by the government, is essential to ‘re-professionalising’ teaching. If society stops treating teachers as a commodity and instead invests in them and values them, it may be possible to overcome serious teacher supply shortages.


The Department for Education’s (2018, pp. 8–13) QTS and career progression consultation, which reported in May 2018, proposed an Early Career Framework as the foundation to support high-quality professional development for teachers from the very beginning of their career, with an intention to provide clear and compelling career progression opportunities for all teachers. The Teacher Recruitment and Retention Strategy and the ECF followed in 2019. The latter was designed in collaboration with an Expert Advisory Group, with the Department for Education (2019a, p. 4) consulting widely within the sector and gaining invaluable input from teachers, school leaders, academics and experts. The result is that once-peripheral CPD has ended up at the heart of the Department for Education’s Teacher Recruitment and Retention Strategy (Department for Education 2019b, p. 26). And as a fully funded, two-year entitlement to CPD that senior leaders must support, the ECF thus has the potential to become an important component in re-professionalising teaching and improving retention.




[image: Downward flow timeline of governmental policy relating to teacher supply from October 2015 to September 2021.]




Figure 1 Timeline of governmental policy relating to teacher supply








RESEARCH INFORMING THE STRUCTURE OF THE EARLY CAREER FRAMEWORK



The Department for Education’s acknowledgement in 2019 of the need to reinforce support and CPD for newly qualified teachers (NQTs) – teachers who had received QTS but had not yet completed a statutory one-year induction programme – was welcome, especially since there was a great variety of practice, both formal and informal, in how induction for NQTs was being delivered (Hardman et al. 2020, p. 8). The Department for Education’s (2018) consultation on strengthening QTS and improving career progression set out some commitments, including the development of an Early Career Framework to ensure NQTs – now called early career teachers (ECTs) instead (Department for Education 2021b, p. 7) – had the support that is so very necessary at the start of their careers. Fortunately, the DfE took note of prominent voices in the sector and included mentoring and the lengthening of formal support from one year to two as key components of the ECF structure.


Collaborating with the ECF Expert Advisory Group, the DfE sought evidence-informed research about how to structure the Early Career Framework provision. There had been a growing consensus concerning the characteristics of effective continuing professional development (Cordingley 2015), especially of coaching and specialist support. These characteristics, among others, informed the RETAIN programme developed by Tanya Ovenden-Hope, with funding from the Education Endowment Foundation (EEF). The programme was piloted in 2015/16 and was specifically designed as ‘a research-informed model of continuing professional development for early career teacher retention’ (Ovenden-Hope et al. 2020, p. 59). The RETAIN programme was favourably reviewed by independent evaluators, who found an increase in teachers’ knowledge, confidence, self-efficacy and research use, and that the well-structured programme was aligned with indicative characteristics of effective CPD (Maxwell et al. 2018). Significantly, the independent evaluation highlighted that it was the careful consideration given to how CPD was delivered which supported positive outcomes. This view was expressed on social media more generally by Muijs (2021), until recently head of research at Ofsted: ‘In education how something is done is usually as important (if not more so) than what the actual intervention is. Implementation matters, and this will affect impact.’


The RETAIN programme’s key components of coaching, collaboration (mentoring, community of practice) and classroom (taught content) provided a foundation for the Early Career Framework that was used for the ECF’s pilot programmes, which ‘built upon existing evidence around support for ECTs, notably the successful EEF pilot project RETAIN’ (Hardman et al. 2020, p. 9). This is unsurprising, given the link between CPD, job satisfaction, manageability of workload, and retention, as well as the increase in confidence and self-efficacy, noted among RETAIN participants. The three ECF pilot programmes, which informed the early roll-out (ERO) of the ECF in September 2020, showed promise and will be discussed in greater detail later.







THE EARLY CAREER FRAMEWORK AND ITS AIMS


The objective that came out of the first meeting of teachers, academics, senior leaders and teacher educators with the DfE was described as ‘ambitious and deceptively simple: to improve the professional entitlement of teachers, providing them with the firmest foundations possible as they begin their careers, giving them the best chance to deliver excellent educational opportunities for their pupils’ (Hutchinson and Spalding 2021). The ECF is the foundation for provision that should fulfil this aim, providing a national framework for a common induction that enables access to high-quality training for all ECTs. This national standard for early career teacher training is a major component of the re-professionalisation of teaching and addresses the government’s ‘overriding objective’ to raise the status of the profession (House of Commons Committee of Public Accounts 2017, p. 23). In fact, the language used in the ECF reinforces this stance by positioning teaching as a profession, with explicit comparison with medicine and the law (Department for Education 2019a, p. 4).


In addition, the benefits should extend beyond the first few years of teaching, since the ECF links with the specialist national professional qualifications (NPQs) available to more experienced teachers to develop their practice throughout their career (Department for Education 2019d, pp. 26–28). In October 2021, the government made all NPQs free of charge to teachers in England (Department for Education 2021c). This change supports access to government-approved CPD, which has been welcomed. However, there are concerns about teachers having time to do CPD: the cost to schools of releasing teachers from the classroom has not been included in the funding. Moreover, since the development of the teaching school hubs (TSHs) in 2021, the government has taken responsibility for approving the CPD that can be offered through the TSHs to ensure it aligns with the core content framework that runs throughout ITT, the ECF and the NPQs (Department for Education 2020a, updated 2021). Schools and teachers are free to choose professional development offered outside the TSHs, but they may fear it lacks government support and quality assurance, which may limit wider professional progression.









REFLECTION: WHAT IS THE ECFS PROFESSIONAL DEVELOPMENT PACKAGE FOR SCHOOLS?


The stated aim of the ECF is evidence-based professional development for early career teachers. This is delivered through an entitlement to a fully funded, two-year package of structured training and support (Department for Education 2019a) and will include (Department for Education 2019d, p. 21):




	in addition to the current 10% reduction in timetable all NQTs have received since 2013, funding and guaranteeing a further 5% timetable reduction in the second year of teaching for all early career teachers;



	high-quality, freely available curricula and training materials;



	an accredited ECF training programme;



	funding for mentors to support early career teachers;



	and fully funded mentor training (only available to mentors who attend accredited provider-led programmes).
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Figure 2 Five core areas of professional development covered in the ECF


The five core areas of professional development within the ECF are presented in relation to the eight sections of the Teachers’ Standards. Each section is divided into two areas: knowledge (‘Learn that’ statements) and application (‘Learn how to’ statements) (Department for Education 2019a, pp. 8-25). These sections are followed by 17 pages of what is asserted to be ‘the best available research evidence’ (Department for Education 2019a, pp. 4-5). However, issue may be taken with this evidence base. As Biesta (2015), Deputy Head of Institute for Education at University of Edinburgh, persuasively argued, ‘what works’ in education and associated research, and what it works ‘for’, are often implicitly related to raising achievement and increasing ‘performance’ at the expense of a holistic view of educational purposes; as a result, the space for teacher judgement shrinks. In a podcast, Lofthouse addressed a similar point in reference to the core content principles that run from ITT through the ECF to the NPQs as ‘a very defined and particular set of principles of what it takes to be a teacher or leader, not the whole picture’ (Norris 2021).


One way this may play out during implementation of the ECF relates to the EEF’s review of evidence on the use of cognitive approaches in the classroom. Cognitive science principles prescribe practice based on underlying theory and not on evidence of testing such practice in classrooms across subjects and ages. The review thus found that ‘it is important to think carefully about if, and in what circumstances, [cognitive science strategies] are applicable’ (Education Endowment Foundation 2021, pp. 7-8). However, the ECF ‘presents itself as an evidence-based solution for all teachers. And yet when it mentions the cogsci techniques, it does not caveat them to age/subject restrictions’ (Severs 2021). This may be problematic since the ECF implies a pedagogically prescriptive, one-size-fits-all approach that leaves little room for teacher judgement in application of research, and perhaps little room for fulfilling non-performance-based educational purposes.


In addition, the policy document makes it clear that the ECF is not, and should not be used as, an assessment framework. It is meant to benefit early career teachers in their professional development, support their acquisition of knowledge and skills, and help promote retention in teaching. ECTs should be assessed at the end of the two-year period solely against the Teachers’ Standards, as was the case for NQTs until 2021 at the end of their one-year induction programme (Department for Education 2019a, p. 5). However, the possibility exists that ECF mentors may also become involved in the induction assessment process of ECTs, despite guidance which states that ‘the mentor and the induction tutor are two discrete roles with differing responsibilities and it is expected that these roles should be held by different individuals’ (Department for Education 2021b, p. 20).


Mentors who act as evaluators may negatively impact the quality of the coaching provided (Hardman et al. 2020, p. 8). Even when mentors remain separate from induction tutors, issues may still arise. Mentors engaging in judgemental mentoring, or ‘judgementoring’, that is, ‘revealing too readily and/or too often her/his own judgements on or evaluations of the mentee’s planning and teaching (e.g. through “comments”, “feedback”, advice, praise or criticism), [can] compromise the mentoring relationship and its potential benefits’ (Hobson and Malderez 2013, p. 90). Such mentoring could potentially impede an ECTs development of informed reflective practice, create learned helplessness, and/or negatively impact their emotional wellbeing; there is even a suggestion of it adversely affecting teacher retention (Ibid, p. 100). It is therefore essential that the ECF mentor and CPD programme remain supportive and developmental, whereas evaluation and assessment is conducted by a separate induction tutor and only as part of ECT statutory induction.
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