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ABSTRACT	
  
The	
  introduction	
  of	
  a	
  new	
  national	
  curriculum	
  in	
  September	
  2014	
  aimed	
  to	
  
encourage	
  a	
  greater	
  degree	
  of	
  autonomy	
  and	
  innovation	
  rather	
  than	
  offer	
  a	
  
prescriptive	
  straitjacket.	
  	
  This	
  small-‐scale	
  research	
  project	
  examines	
  the	
  impact	
  of	
  
the	
  curriculum	
  change	
  on	
  the	
  teaching	
  of	
  English	
  in	
  three	
  Primary	
  schools.	
  	
  	
  Using	
  a	
  
review	
  of	
  contemporary	
  and	
  current	
  literature,	
  it	
  reports	
  on	
  curriculum	
  changes	
  to	
  
date	
  and	
  the	
  impact	
  these	
  changes	
  have	
  had	
  on	
  classroom	
  practice.	
  	
  Using	
  
interpretive,	
  case	
  study	
  methodology	
  the	
  report	
  then	
  goes	
  on	
  to	
  describe	
  the	
  
decisions	
  made	
  by	
  teachers	
  and	
  senior	
  leaders	
  in	
  the	
  participating	
  schools	
  and	
  the	
  
impact	
  these	
  have	
  had	
  on	
  the	
  day	
  to	
  day	
  teaching	
  of	
  English.	
  	
  Classroom	
  visits	
  were	
  
undertaken,	
  along	
  with	
  open-‐ended	
  interviews	
  and	
  an	
  analysis	
  of	
  key	
  documents	
  
such	
  as	
  lesson	
  planning,	
  school	
  policies	
  and	
  action	
  plans.	
  	
  The	
  study	
  reaches	
  
tentative	
  conclusions	
  rather	
  than	
  definitive	
  answers.	
  	
  These	
  suggest	
  that	
  there	
  has	
  
been	
  a	
  heightened	
  expectation	
  on	
  the	
  teaching	
  of	
  grammar,	
  which	
  has	
  led	
  to	
  an	
  
increase	
  in	
  time	
  on	
  discrete	
  grammar	
  teaching.	
  	
  With	
  some	
  trepidation,	
  the	
  
decrease	
  in	
  content	
  of	
  the	
  English	
  programmes	
  of	
  study	
  has	
  been	
  welcomed	
  and	
  is	
  
leading	
  to	
  a	
  move	
  to	
  a	
  more	
  cross-‐curricular	
  or	
  topic-‐based	
  approach.	
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Chapter 1. Introduction
This study looks at primary school teachers’ literacy teaching in the light of recent
curriculum reforms. It focuses on the work of 8 teachers in 3 schools in differing areas
of Lincolnshire and was undertaken over 12 months between May 2014 and May 2015.
My overarching aim in undertaking the research was to identify the impact of the new
national curriculum on classroom practice.

1.1Context
From September 2014, all maintained Primary schools were required to teach a new
National curriculum. Since the Plowden report in 1967, through National curriculum
reforms in the 1980s and 1990s and the setting up of National Strategies, Primary
education has been a subject of intense public and political debate. The nature of
literacy, language and/or English teaching continues to be a contested area
(Williamson and Payton 2009, Burnett et al. 2014).	
  	
  For some, it is simply about
imparting a set of skills and competencies through which children will learn to read and
write fluently and effectively. For others, reading, writing, speaking and listening are
social practices and so pedagogical choices are embedded within ideological and
philosophical paradigms. Within this debate schools, teachers and early years
practitioners are constantly challenged to raise standards, accelerate progress and
meet the needs of an often diverse group of children. The day-to-day decisions an
adult makes about how, when and what to teach children are influenced by a great
many pressures, resources and opinions. How many of the decisions are theirs to
make and how many are made for them?
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The set of enquiries in this dissertation is used to explore how recent government-led
initiatives have shaped school and classroom practice. Following a thorough literature
review, the study looks at how a new curriculum, with greater emphasis on
grammatical terminology, reading for pleasure and reciting poetry by heart has shaped
the pedagogy and practice of Primary teachers since its introduction in 2014. I create
new knowledge about the impact of curriculum change on three Primary schools in
Lincolnshire. The classroom practices evidenced in the literature review (for example
class organisation and grouping, pupil/teacher interactions and timetabling) provide
predicted patterns which I will attempt to compare with the empirical findings from data
collected from the sample schools. By analysing school documents and field notes
from classroom visits I will create case studies of the participating schools. I will use
time-series analysis to produce a descriptive pattern, tracking the time spent on key
aspects of English teaching (e.g. phonics, reading, writing, spelling grammar) and
changes to every-day practice before and after the introduction of the new curriculum.
The research in this study was designed in three phases, and these are outlined
below.

1.2 The enquiry questions
Phase 1
Through Phase 1 I developed an understanding of the link between statutory National
curriculum and individual school provision – how schools have shaped their English
policies and the strategies used to teach reading, writing, speaking and listening in the
light of curriculum change.
In particular;
•

	
  

how have schools responded to curriculum change in literacy?
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•

what changes have been made to day-to-day organisation and
delivery of the English curriculum?

•

how have these changes been brought about?

Phase 2
Through a second enquiry I explored the relationship class teachers and senior
leadership teams have with the curriculum in their schools. Predominantly, I aimed to
investigate how the changes to curriculum policy have manifested in day to day
classroom practice. By discussing with them how the curriculum was created and the
ethos it was intended to encompass, I aim to draw out the relationship between
schools, teachers and the English curriculum
In particular;
•

to what extent is the English curriculum focussed on the needs of
pupils and/or new curriculum requirements?

•

do staff share a common understanding of the curriculum?

•

do class teachers and senior leaders agree that the curriculum
serves pupils’ needs effectively? If so, how? If not, why not?

1.3 Researcher Positionality
In my professional role as Literacy advisor, I have worked alongside many schools in
making the transition to the new curriculum. Through courses and in-school support I
have drawn on the knowledge gained through the literature review to ensure that best
practice is maintained and built upon during the period of change. I have witnessed
first hand the decisions schools and teachers make about how to integrate the new
requirements with their underlying belief systems of what constitutes effective teaching
and learning in Primary English. I therefore embarked on the two phases of enquiry
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with a strong bias. However, throughout the research, I attempted to maintain the
position of neutral observer rather than advisor. The participants knew me as an
advisor and therefore expected me to provide opinions, despite the fact that my role as
researcher rather than advisor was made clear. How this manifested, and what impact
this may have had, is discussed in each case study1.

	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  	
  
1	
  See	
  examples	
  on	
  p35	
  and	
  p41.	
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Chapter 2 Literature review
This literature review aimed to locate and document the range of research and
evidence relating to changes in reading and writing curricula in English Primary
schools. A wide-ranging search was instigated, including electronic databases and
search engines such as ERIC, Google scholar and a range of professional websites
including professional associations and government organisations. As much of the
material has been disseminated through professional websites, blogs and on-line
journals I conducted searches on the internet using the Google search engine
combining the terms (but not limited to) Primary curriculum, reading curriculum, writing
curriculum, KS1, KS2, syllabus, pedagogy, practice. To begin the review, I created my
own definitions of the search terms. These are:
Curriculum – meaning the programmes of study/statutory requirements a teacher
must fulfil. This outlines the content i.e. what pupils should be taught and, to a greater
or lesser extent, the way in which they should be taught.
Pedagogy – the strategies and methodology a teacher utilises to ensure a pupil learns
a concept, piece of knowledge or skill. For example, teachers may choose a directive,
inductive or enquiry-based pedagogy. This will lead to decisions about classroom
layout and organisation e.g. whole class/group/individual learning
Practice – the context and organisation through which a teacher plans to teach a
particular concept, skill or fact. Decisions about pedagogy will naturally lead to a
particular practice. However, other influences may sway the decision e.g. practical
considerations, pupil prior knowledge, timing etc.

Significant amounts of research have been carried out in the USA. However, for the
purposes of this literature review, whilst this has been considered, it has not been
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specifically referred to. The focus of the review remained on primary schools in
England. The choice of material was to include contemporary materials, reflecting the
research and effect of key issues in curriculum change as well as research carried out
during the period of curriculum change. Noteworthy comparisons were made between
the immediate impact of curriculum change in journals of the period and long-lasting
impact decades later. The period included in the review will span several decades to
include changes brought about by the Plowden report in the 1960s to the revisions of
the Primary National Strategies in 2004.
Two main areas were investigated. Firstly, in section 2.1, I examine what is meant by
‘curriculum’ and reviewed several definitions. Furthermore, I summarise the changes
from the 1960s to the present day, drawing out similarities and differences in the
pedagogy, content and style of the curricula followed by schools.
Secondly, in section 2.2, I explore the research related to the impact of the curriculum
changes on classroom practice. Where possible, I based my review on peer-reviewed
journals and research. However, extensive materials were to be found in official
government papers such as OFSTED documents and DFE’s Research and analysis
team reports. Whilst these have not been peer-reviewed, and arguably may present a
biased or limited viewpoint, they have some claims on validity and have an
undisputable influence on educational policy so therefore have been included in the
review. Bias has been considered and, where expedient, referred to. Research in this
second section has been grouped into clearly evidenced classroom practices;
•

timetabling,

•

class organisation and grouping,

•

the teaching of reading and writing

and the impact these have had on learner experience and achievement.
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2.1 The curriculum changes - a summary
Before undertaking a detailed review of research regarding classroom practice, I set
the context by reflecting on the curriculum changes to date. In this section I
summarise the significant curriculum changes in Primary schools over the last five
decades, drawing out similarities and differences in the ethos and purpose of each of
the curricula introduced.
The difficulty in defining and therefore creating a curriculum is summarised by
Williamson and Payton (2009, p3):
A curriculum fundamentally establishes a vision of the kind of society we want in
the future, and the kind of people we want in it: it decides what the ‘good life’ is for
individuals and for society as a whole. As such, it’s not always possible for
everyone to agree on what a curriculum should be.
For decades, the English National curriculum has been central to education and
standards in Primary schools. But the exact nature, content and purpose of a school
curriculum has varied widely over time. Compare, for example, the view in the Hadow
report of 1931 that 'the curriculum is to be thought of in terms of activity and experience
rather than knowledge to be acquired and facts to be stored' (cited in Alexander et al.
1992 p8) with the view of the DfE (2010, p42) that:
The new National Curriculum will … [outline] the essential knowledge and
understanding that pupils should be expected to have to enable them to take their
place as educated members of society.

Strong links between changes in the curriculum and shifts in dogma from ‘post-war
liberal progressive’ ideologies of primary education, towards those associated with
modern ‘performance’ models’ have been recognised (Pollard et al. 2000, p48). In the
1960s, for example, when Lady Plowden (DES 1967, p196) produced her report which
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led to a major overhaul of Primary school curricula, she called for Primary schools to
be led by the child’s intrinsic interest:
One of the main educational tasks of the primary school is to build on and
strengthen children's intrinsic interest in learning and lead them to learn for
themselves rather than from fear of disapproval or desire for praise.
and reminded teachers that they should “not assume that only what is measurable is
valuable” (DES 1967, p202) . This is a far cry from the modern “performance models”
school adhere to today.
In his review, Briggs (2003, p88) discusses this two-paradigm approach offered by
Pollard et al. described as:
liberal, affective, collegiate, child – centred teaching with the teacher as a
professionally autonomous facilitator of spontaneous learning; compared to
conservative, bureaucratic education, with the teacher as mechanistic instructor
delivering targets within a standardised national curriculum and assessment
system.

and argues that this oversimplifies the situation, making a case for a third paradigm
where the two disparate systems are brought together, where the national frameworks
for curriculum and assessment are maintained but successful schools and teachers
are encouraged to have considerable room to manoeuvre. He looks towards a time
when teachers and pupils might be “brought back in” to greater ownership of
developments through more creative approaches and a return to a more “professional”
approach where teachers judgments are trusted by government”. However, despite
the claims of flexibility and autonomy or breadth and balance in each curriculum
review, Briggs’ third paradigm model has proved very difficult to achieve. Some may
argue we have not succeeded yet.
One of the most fascinating and wide reaching changes to curriculum teaching over
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the last decades has been the categorisation of subjects and perceived hierarchy
amongst them. The introduction of core and foundation subjects in the 1989
curriculum led to changes in the approach from ‘topic based’ to subject based
timetables which, to many (Pollard et al. 2000, Jeffery 2003, Boyle 2006) was based
much less on ideology than on merely functional practicality.
A fear that ‘topic based’ approaches were not efficient enough to cover the amount of
content in the curriculum with sufficient rigour meant that subject based structures
became the standard model for most schools. But it was soon realised that a subject
based timetable was also problematic and, perhaps, not the only answer.
Thus, a middle ground was developed by many schools, taking on the
recommendations of Alexander et al. (1992) to maintain the integrity of subjects whilst
exploiting carefully focused topic work; developing a ‘cross-curricular’ approach which
answered both the demands of the national curriculum along with the need to
approach learning in an exciting and creative way. Whilst this approach seemed to
successfully marry together Pollard’s two paradigm vision child-centred ‘liberal
progressive’ approach with the ‘performance models’, the approach, described by
Hayes (2010) as both a holy grail and a poisoned chalice, the was not always
successful. OFSTED (2010, p5) concluded that:
In schools with good teaching, there is not a conflict between the National
Curriculum, national standards in core subjects and creative approaches to
learning. In the schools which were visited for this survey, careful planning had
ensured that the prescribed curriculum content for each subject was covered within
a broad and flexible framework and key skills were developed…Occasionally,
teachers failed to grasp that creative learning was not simply a question of allowing
pupils to follow their interests; careful planning was needed for enquiry, debate,
speculation, experimentation, review and presentation to be productive.

The organisation of the curriculum into distinct subject groups (core and foundation)
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also led to what Boyle (2006) calls ‘territories of priority’ where tested core subjects
(firstly English, Maths and Science and latterly just English and Maths) were given
priority in terms of time, effort and resourcing than those of the non-tested foundation
subjects. He noted an overall reduction in teaching time for foundation subjects during
a longitudinal study from 1997 to 2004, thus echoing the finding of the Primary
Assessment, Curriculum and Experience project (Pollard et al. 2000, p 50) that:
the core curriculum of English, Mathematics and Science was dominant in the
classrooms observed. Irrespective of the age of the pupils being observed it took
approximately 60 per cent of all observed time through out the period. [1990 –
1996]
There is some evidence that, for a brief period, the focus on a ‘broad and balanced’
curriculum following the Dearing review in 1994, led to a decrease in time spent on ‘the
basics’ (Pollard et al. 2000) but the new streamlined curriculum continued to maintain a
focus on English and Mathematics which was then cemented with the inception of the
National Literacy and Numeracy strategies in 1997. Moreover, the amount of teaching
time spent on un-tested aspects of English - speaking and listening were given a
much lower profile than reading and writing (Pollard et al. 2000, Osborn 2000).
Despite Dearing’s (1994, p7) recommendation that the National Curriculum should be
made less prescriptive to ‘free some 20% of teaching time for use at the discretion of
the school’, the increasing perception in schools has been that of an over-bureaucratic
and burdensome curriculum. The Primary Assessment, Curriculum and Experience
project (Osborn et al. 2000 p227-230)
…documented [teachers’] experience of feeling increasingly accountable to
outsiders …the reality for many teachers as a result of a growing proliferation of
bureaucratic requirements which they perceived as leaving them less and less
space for their own professional discretion. …for some teachers…the national
Curriculum itself caused stress and frustration since teachers did not perceive it to
be meeting these children’s’ particular needs …Discretion concerning time and
space and control over the content of learning was increasingly denied to both
teachers and pupils.
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In 2010, the then Secretary of state for Education, Michael Gove laid out plans for a
curriculum review which promised less prescription whilst, at the same time, focusing
on core knowledge and skills. The Importance of Teaching (2010, p10) heralds:
a new approach to the National Curriculum, specifying a tighter, more rigorous,
model of the knowledge which every child should expect to master in core subjects
at every key stage. In a school system which encourages a greater degree of
autonomy and innovation the National Curriculum will increasingly become a
rigorous benchmark, against which schools can be judged rather than a
prescriptive straitjacket into which all learning must be squeezed.
This appears to be yet another attempt to reach Hayes (2010) and Briggs (2003) third
‘holy grail’ paradigm of rigorous accountability with autonomous, creative teaching
approaches. In the enquiries which follow in chapters 4 to 6 I will attempt to identify
how effectively this has been achieved.
2.2 Curriculum changes and classroom practice
In this section, I intend to explore the relationship between curriculum change as
summarised in section 2.1 with the everyday practice in Primary school classrooms,
with a particular focus on the teaching of English – reading, writing, speaking and
listening. To what extent do changes to policy and curriculum actually change what
goes on in the classroom and how much do they influence the pedagogical choices
teachers make? When reading leading research on the area, I have considered typical
choices open to schools and teachers; timetabling choices, classroom organisation
and grouping, and the teaching of reading and writing.

2.2.1 Timetabling
Despite relatively high levels of change in the curriculum over the last two decades, as
demonstrated in the section above, there seems to have been little comparable change
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to school timetables and the amount of time which is given over to the teaching of
English:
The main evidence from the longitudinal data for the period 1997 to 2004 indicates
a primary curriculum dominated by teaching time allocated to English and
mathematics, a situation caused by a range of central policy requirements. This
has led to the overall reduction in teaching time allocated to the foundation
subjects. (Boyle 2006, p579)
Despite a small decrease in teaching time in the mid-nineties following the Dearing
Review, Pollard et al. (2000) observed that teaching of English, Mathematics and
Science took up sixty percent of the timetable, regardless of the age or stage of
learners across the six years of their study (1990-1996). Furthermore, they (Pollard et
al. 2000, p51) remarked that:
..the overall impression remains that there has been relatively little change in the
dominance of the old ‘elementary school’ curriculum of English and Mathematics.
However, there was a decrease of the ‘basics’ in 1994-5, which was widely
regarded as being ‘driven out’ by the attempt to make the curriculum ‘broad and
balanced’.
The dominance of English teaching over foundation subjects on school timetables
continued well into the new millennium. For example, Boyle (2006, p574) observed
that:
English teaching time peaked in 2002 (29.2%) and 2003 (29.3%)- almost one-third
of the available whole curriculum teaching time-while 2004 shows a slight
decrease (28.7%). There is a similar story in mathematics with the peak of 2003
(22.2%) decreasing slightly in 2004 (21.7%), still well over one-fifth of the total
available teaching time for all the curriculum.
It is clear that the links between testing, accountability and the curriculum led to a
greater focus on English and Mathematics, increasing demand on an already overcrowded timetable. New pedagogies explored in the late 1990s with the advent of the
Literacy Strategy continued to increase the teaching time given over to English
lessons, for example through additional Guided Reading sessions (Fisher, 2008),
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where schools decided to create additional ‘reading time’ to support the practical
aspects of teaching Guided Reading with little information regarding the “complex
theoretical and empirical underpinnings of the different modes of reading teaching”
(Fisher, 2008, p19).
It is also indicative of the link between testing and timetables that only parts of the
National Curriculum are given high status, that is to say, reading and writing as the
‘tested’ subjects over speaking and listening which was assessed through teacher
assessment rather than Statutory end of Key Stage Assessments (SATs). Pupils
involved in the Primary Assessment, Curriculum and Experience project (Pollard et al.
2000) perceived very little time spent on talking or discussing things and researchers
concluded that the speaking and listening strands of the National curriculum had a
much lower profile than reading and writing. Although this did vary from school to
school, with individual schools giving a higher priority to speaking and listening, the
overall conclusions were drawn that speaking and listening were given much less
timetable space than reading and writing.

2.2.2 Class organisation and grouping
Whilst it is true that Primary schools have been through significant change in terms of
what is taught over the last three decades, it seems there has also been a shift in how
classrooms and lessons are organised. Osborn et al. (2000, p23) recognised a trend
towards whole class teaching and teacher instruction and documents “… a clear shift
away from ‘constructivist’ models of learning to one that emphasises the delivery of an
established body of knowledge”.
The increase in whole class teaching is also identified by Polllard et al. (2000 p56):
PACE findings suggest that Key Stage 2 pupils of the 1990s still spend most of
their time on individual work assignments, but there was twice as much whole-

	
  

14	
  

	
  
class teaching as their had been in junior schools twenty years previously.
The shift from the constructivist models of teaching which concerned individual
exploration and developed understanding over time to a direct instruction is accredited
by most to the volume of content in the curriculum and speed at which it needed to be
‘covered’. This had implications for the type of teacher talk, teacher pupil interactions
and pupil grouping. Teachers were less likely, for example, to ask open questions.
The ratio of teacher statements to pupil responses increased and pupils spent less
time in lessons talking to one another (Pollard et al. 2000, Jeffry 2003)
Whilst initiatives from NLS encouraged interactive pedagogies, research (Alexander
1992, Hall et al. 2003, Smith et al. 2004) continues to recognise the tensions between
how teachers would like to teach and the choices they felt able to make. As English,
Hargreaves and Hislam (2002, p21) point out, “the case study teachers clearly saw the
use of interactive teaching as something of a luxury”.
And so, whole class direct instruction methods are those found most commonly in
English lessons studied. Smith et al. (2004, p409) argues that:
…new ‘top–down’ curriculum initiatives like the NLS and NNS, while bringing about
a scenario of change in curriculum design, often leave deeper levels of pedagogy
untouched. Traditional patterns of whole class interaction persist, with teacher
questioning only rarely being used to assist pupils to articulate more complete or
elaborated ideas as recommended by the strategies.
This is in line with the findings of Mroz, Smith and Hardman (2000, p382), who point
out that:
Teacher presentation (teacher informs) and teacher-directed question and answer
(teacher elicits) dominated most of the classroom discourse in all 10 lessons,
accounting for 82% of the total teaching exchanges… This is reflected in the type
of moves they were usually restricted to within the classroom discourse, often
being denied access to initiation and evaluation moves, resulting in the very low
level of pupil questions (pupil elicits) and statements (pupil informs). It also
minimised the amount of responsibility which the pupils were able to take for their
own learning as they were usually dependent on the teacher's sense of
relevance.….”
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Whilst new pedagogies such as Guided reading and Guided writing in the late 1990s
demanded group work, these were often under-exploited and provided merely an
extension to whole class teaching but with fewer children rather than giving the
opportunity for extended and targeted dialogue. As Swain (2010) recognises, with
defined learning intentions to teach, it is difficult for teachers and pupils to engage in
genuine group dialogue without relying upon closed questions or reframing questions.
The need for children to grasp a particular concept within the sessions often
outweighed the teachers’ desire for sustained dialogue and discussion. The perceived
pressure of having a focused set of learning objectives to cover within a time frame is
recognised by many researchers (Pollard et al. 2000, Jeffrey 2003, Hall et al. 2003) as
the cause for teachers to increase the amount of whole class teaching, leading to
reduced pupil interaction and increased teacher talk.
Nevertheless, Alexander et al. (1992, p30) would argue that the issue is not how much
time is spent on whole class, group or individual learning but more importantly, that the
decisions a teacher makes are ‘fit for purpose’.
The teacher must be clear about the goals of learning before deciding on methods
of organisation. Whole class teaching, group work and one-to-one teaching are
each particularly suited to certain conditions and objectives. Equally, they can be
used in singularly inappropriate ways.
With the introduction of each new curriculum, the timetable, timing, and classroom
organisation a child might experience changed. The pressure felt by teachers to
‘cover’ an increased number of learning objectives led to an overall trend of more
whole class teaching with increased use of direct instruction and fewer decisions about
the pedagogies that were ‘fit for purpose’. Across a school day, children experienced
less group or child-initiated work and had fewer opportunities for genuine discussion or
dialogue. In the following section, I discuss the impact of curriculum changes on
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English teaching in particular, looking more closely at the teaching of reading and
writing.

2.2.3 The teaching of reading and writing
There are a wide range of theories on how to teach reading and writing in Primary
schools and these have had a significant impact on the English curriculum over the last
four decades. From the ‘real’ books encountered by children in the 1970s and 1980s
to the focus on a ‘searchlights model’ in the late 1990s, the types of books, reading
instruction and views of reading have varied greatly. This might be best exemplified in
the longitudinal study of the Primary Assessment, Curriculum and Experience project
which took place over 8 years from 1989 to 1997 (Pollard et al. 2000, Osborn et al.
2000). During this time, the researchers saw in shift in children’s perception of reading
as something you ‘did’ to something that you learned. Early in the project children
talked about reading to the teacher or being read to by a teacher. At this stage the
reading of non-fiction was barely mentioned. By the late 1990s the notion of a ‘reading
lesson’ was introduced via the National Literacy Strategy’s introduction of Shared
Reading and Guided Reading. As outlined in the previous section, the extent to which
these lessons were focused on effective teacher-pupil or pupil-pupil interactions was
limited – in part due to the constraints of the curriculum and the learning objectives
within the NLS which, although non-statutory, nevertheless provided schools with a
reading and writing curriculum to adhere to. Dombey (2003, p38) agrees with the
findings of Mroz, Smith and Hardman (2000) and Smith et al. (2004) that “the
introduction of the NLS has intensified rather than mitigated this trend towards more
‘transmissional’ teaching”.
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The concept of ‘lessons about writing’ was more clearly indicated by the children
involved in the PACE project than lessons about reading (Pollard et al. 2000, p70).
Over 50% of the pupils involved in the project thought they did a lot of writing, with less
writing of stories in Y5 and 6. Spelling and handwriting were perceived as being done
a lot. Overall, there was a significant dislike of writing;
..when children did express a view it was usually related to some aspect of writing
and more likely to be negative. The act of writing for many of our target children
was painful, threatening and not enjoyed at either key stage.
Alongside the introduction of Shared writing – a specific whole class lesson where
teachers model how to write, incorporating particular writing skills to be developed,
teachers were also introduced to a wide range of fiction and non-fiction text types. A
significant amount of material was produced by the NLS and publishers to exemplify
the text types and identify the particular features of each. The NLS also redefined the
grammar terminology pupils should learn across their Primary schooling. Like other
aspects of reading and writing, grammar teaching has been in and out of favour and
correspondingly in and out of the Primary school curriculum across the decades. This
is summarised by Myhill (2013, p103) when she reflects on the belief:
that learning grammar was damaging to children’s language development (Elbow,
1981) with a harmful effect upon writing improvement (Bradock et al., 1963, p37)
Despite these beliefs, she argues, grammar teaching has always been a part of some
English classrooms before it became statutory in the 1990 National curriculum and that
emphasis has continued to increase through the 1995 reforms and into the publication
of the NLS in 1998. Despite this, there remains widespread uncertainty about its place
within a writing curriculum and dispute as to how best it should be taught (Myhill et al.
2012). In the case studies that follow in Chapters 4, 5 and 6, it will be demonstrated
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that the position of grammar as a high status area of learning has shifted once again
with the introduction of the new National curriculum.

2.2.4 Summary of literature review
Section 2.2.2 outlines some of the challenges for teachers in deciding how to teach
children to read and write and the conflict they perceived between quality learning and
the pace necessary to teach the required learning objectives. As demonstrated in
section 2.2.3, the changes have also had a significant impact on the teaching of
reading and writing, with changes in pupils’ perception of reading and writing and a
widening of experience of text types.
Viewed together, the themes explored in the literature review show that changes in the
curriculum have had a significant effect on the lessons children experience on a daily
basis at Primary school. Whilst teachers may hold personal beliefs on how and what
to teach, these can be strongly influenced by the underlying dogmas of the prevailing
curriculum and assessment regime. The findings of the literature review indicate that
pedagogical decisions are often driven by time, pressure, assessment procedures and
accountability rather than research-based understanding of effective learning
methodology. The following enquiries and subsequent case studies attempt to identify
whether this is still the case with the 2015 National curriculum, or whether it has met
the intention of providing a degree of autonomy and innovation and become a “rigorous
benchmark, against which schools can be judged rather than a prescriptive straitjacket
into which all learning must be squeezed” (DfE 2010, p10).
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Chapter 3. Methodology
Following the literature review, the school enquiry explored how the new curriculum
has shaped the pedagogy and practice of Primary teachers in 3 Lincolnshire schools.
In particular;
•

how have schools responded to curriculum change in literacy?

•

what changes have been made to day-to-day organisation and delivery
of the English curriculum and how have these changes been brought
about?

•

to what extent is the schools’ English curriculum focussed on the needs
of pupils and/or new curriculum requirements?

The classroom practices evidenced in the literature review (for example class
organisation and grouping, pupil/teacher interactions and timetabling) provided themes
that I have attempted to compare with patterns identifiable in the data collected from
the sample schools. Because of my interest in different aspects of this impact, how it
was perceived and enacted in practice a case study approach seemed most
appropriate. A criticism of the case study methodology might be that it is without
method and lacks evaluation or generalization. However, case studies allow the
interpretation of what has happened in a particular situation. The works of Bassey
(1999) and Yinn (2003) have provided insights into the effectiveness of the case study
methodology and the practical application in this enquiry as a means to investigate the
phenomenon of a new curriculum within the real-life context of the Primary school
where the boundaries between individual school circumstances and external influences
are not clearly defined . Case study data also tends to be more readily accessible to
the intended audience for the study - teachers and headteachers, who recognise the
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embededness of the data within the individual school context and who can distinguish
alternative interpretations of the situation.
The participants in this enquiry were self-selected. Self-selection helps to ensure the
rapport necessary in open-ended interview situations and helps to facilitate the visits
and time required. However, it must be acknowledged that in using a self-selected
group the research will not indicate the views and practices of a representative group.
Therefore, conclusions and summaries do not create direct generalisations about all
schools. Nonetheless, in the Implications section in Chapter 9 I attempt to create an
interpretation of what has been observed drawing on my experience and partiality as a
school advisor and teacher in order that the finished document may be used by other
teachers and senior leaders to instigate change where desired.

3.1 The stages of the enquiries
As stated in the section above, it was important to identify a thorough methodology to
ensure the individual findings were rigorous. Therefore, I followed the seven stages of
case study research suggested by Bassey (1999, p66).

Stage 1 – Identify the research as an issue to be explored
In September 2014 a new National curriculum was launched outlining the statutory
requirements for all subjects including English. How has this changed the content and
pedagogies in Primary school classrooms? What have been the implications for
teachers?
Alongside the national agenda led by the new curriculum schools have also married
the demands of the programmes of study with the issues of pupil progress, attainment
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and learning. Each of the individual school issues will be discussed within the case
studies.
Stage 2 – Asking research questions and drawing up ethical guidelines
Enquiry 1 - an understanding of the link between curriculum and school provision.
How schools have shaped their English policies and the strategies used to teach
reading and writing in the light of curriculum change.
In particular;
•

how have schools responded to curriculum change in literacy?

•

what changes have been made to day-to-day organisation and delivery
of the English curriculum?

•

how have these changes been brought about?

Enquiry 2 - the relationship classteachers and senior leadership teams have with the
curriculum in their schools.
In particular;
•

to what extent is the English curriculum focussed on the needs of pupils
and/or new curriculum requirements?

•

do staff share a common understanding of the curriculum?

•

do classteachers and senior leaders agree that the curriculum serves pupils’
needs effectively? If so, how? If not, why not?

The participants were drawn from 3 Primary schools in different regions of
Lincolnshire. A more detailed description of the school context can be found in within
the case studies. The schools were self-selected following an on-line request for
participants. On a practical level, this ensured that all participants were motivated to
give time to the enquiries and were interested in working alongside me to discuss
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ideas and thoughts in the open-ended interviews. However, it must be acknowledged
that in using a self-selected group the research does not indicate the views and
practises of a representative group. Therefore, conclusions and summaries cannot
create direct generalisations about all schools.
All participants engaged with the research process professionally and with genuine
openness and interest in the discussions. The open-ended interviews needed to have
both a focus and structure that allowed for open discussion without veering into
personal or harmful descriptions and comments. The participants were provided with
clear discussion prompts and transparent aims which were shared with all
headteachers and participating schools. By asking their opinions it could have given
credence to negative or harmful beliefs. However, participants did not see the
interview as an opportunity to criticise or comment on capability and beliefs of others
(senior leaders and/or government) but welcomed the opportunity for reflection.
Children were not directly involved in the enquiries, but did form part of the
observations during classroom visits. Therefore the schools’ safeguarding procedures
were adhered to at all times and schools, staff and pupils were anonymised in all field
notes, documents and case studies. Attainment, motivation and achievement of
groups of pupils were not discussed in open-ended interviews in either enquiry and
pupil data was not collected.

Stage 3 – collecting and storing data
Enquiry 1 - The first part of the enquiry involved a time-series analysis. Documents
regarding teaching practices in English were studied to recognise changes to policy
and practice as a result of curriculum changes. Examples of the documents studied
can be found in Appendices B, C and D. Changes in time spent on key aspects of

	
  

23	
  

	
  
English teaching (e.g. phonics, reading, writing, spelling grammar, poetry) and
changes to every-day practice were identified over a six month period before and after
the introduction of the new curriculum. The classroom practices evidenced in the
literature review (for example class organisation and grouping, timetabling and
teaching of reading and writing) informed the analysis and predicted patterns were
identified to compare with the patterns from data collected from sample schools.
Alongside the studying of documents, a series of open-ended interviews were carried
out, based around the documentation to seek to understand the participants’ views
about the impact of the new curriculum on their practice and reveal important insights
into everyday teaching. The open-ended interviews were designed to reveal greater
understanding of the participants’ view of change than simply answering an
interviewer’s pre-written questions. A set of questions was designed to allow for
individual response to which the participants could answer freely with whatever
information they felt was relevant to the topic. However, aspects of the interviews were
left unstructured, and additional questions were asked in relation to the interview
situation (see MacBeath, John et al. 2000). As such the questions for each interview
varied from school to school. Samples of the open interview questions can be found in
Appendix E.
Enquiry 2 To enable me to match policy with practice, I visited classrooms to observe
English lessons. Changes evident in the documentation may not necessarily have
equated with real change in the classroom and vice versa– so, where possible, an
attempt was made to find patterns between the documents in Enquiry 1 with the
practice in the classroom. Anonymous field notes were used to create a narrative and
commentary on the changes evident. These were non-evaluative and sought to
record merely a description of classroom practice rather than appraisal. Following the
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classroom visits, open-ended interviews were carried out with class teachers involved,
based around the classroom observations. Whilst it was important to maintain a close
focus on the observed practices, the interviews were also led by the teachers’
responses and often revealed a greater understanding of the participants’ view of
change and belief systems.

Stage 4 – generating and testing analytical statements
In my professional role as Literacy advisor, I support many schools in making the
transition to the new curriculum. Through courses and in-school support I have drawn
on the knowledge gained through the literature review to support schools in ensuring
the best practice is maintained and built upon during the period of change. I have
witnessed first hand the decisions schools and teachers make about how to integrate
the new requirements with their underlying belief systems of what effective teaching
and learning in Primary English consists of. I have, therefore, a strong bias which may
have influenced my analysis of data from the two enquiries. Where possible, a stance
of neutral observer rather than advisor was adopted but often the interviewees sought
advice and opinion. In these instances, the open ended interviews were completed
and a more traditional teacher-advisor role was continued at a different time. These
conversations were not included in field notes or analyses. Nonetheless, the influence
that my presence and the concept of the enquiries had on the data should not be
underestimated.
Data collected were read initially to identify patterns. Whilst I attempted to read the
data in an impartial manner it should be acknowledge that my knowledge of concepts
within the national curriculum led me to look for patterns as did the findings from the
literature review. These patterns were then coded. Evidence was coded and grouped
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under headings. These headings form the content of each of the case studies. As
each school gave individual, open-ended responses, the patterns and therefore the
coding for each school differed. Data was annotated and a content analysis technique
was used. Triangulation of evidence ensured that patterns could be traced across
interviews, documentation and field notes made during classroom visits.

Stage 5 – interpreting or explaining the analytical statements
Following initial analysis of the data, it became necessary to follow up particular lines
of enquiry with emails and telephone conversations with the teachers and senior
leaders. This allowed for hypotheses generated to be tested and examined more
closely. Where beneficial, additional data was supplied in the form of school-produced
audits and pupil questionnaires which supported the final interpretation.

Stage 6 – deciding on outcomes and writing the case report
In writing the case studies I have used a description to convey the decisions and
actions each school carried out whilst drawing on the conceptual background of the
study as described in the Literature review. This form of ‘picture drawing’ case study
(Bassey 1999) or descriptive case study (Yinn 2003) draws together all the significant
data and provides a descriptive account of the change within a small frame of time,
giving necessary attention to the subtlety and complexity of each school within its own
right.
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Chapter 4 - Case study 1 – Accountability and creativity
4.1 School 1 – context
School 1 is an average sized school, with approximately 250 pupils on roll, in the north
of Lincolnshire, positioned in the centre of a large village. Almost all the pupils are
white British and there is a lower than average proportion of pupils with Special
Educational Needs. The proportion of pupils eligible for free school meals is also
below the National average. The quality of teaching was judged by OFSTED to be
good at the last inspection and pupils achieve well. In 2014 pupils’ achievement at end
of KS2 was in line with the national average.
Three teachers were involved in the enquiry. Teacher A is an experienced teacher,
having taught in FS and KS1 for over ten years. She is currently teaching a Y1 class.
Teacher B has been teaching for five years. She is currently teaching a mixed Y2/3
class. Leadership and management of the school was judged to be good at the last
inspection. The English subject leader, who participated in the enquiry, is an
experienced teacher. She was identified as an outstanding teacher of English by her
Local Authority and has been an English Leading teacher for more than 5 years. All
teachers volunteered to be part of the enquiry and understood the purpose and
planned outcomes. They engaged positively and were happy to articulate their views
in interviews and host classroom visits.
4.2 School 1 case study
In school 1 I undertook classroom visits, open-ended interviews and analysis of
documents such as planning formats, timetables and the school’s English policy. I
identified patterns within the data and coded the evidence under the following
categories and sub-categories;
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•

•

•

Grammar
o additional time
o pedagogy
o CPD/teacher subject knowledge
Spelling
o additional time
o resources
o pedagogy/teaching methods
Teacher autonomy

4.2.1 Grammar
Both the subject leader and Teacher B recognised the impact the new curriculum has
had on the teaching of grammar in their school. In the school policy for English, written
before the introduction of the new curriculum, grammar is not mentioned specifically
(see extract in Appendix C). Instead, the policy refers to Sentence level work (a
phrase used in the early introduction of the NLS in 1997) and VCOP (Vocabulary,
Connectives, Openers and Punctuation). However, grammar teaching is now more
explicit.
I think a lot of it is the use of the terminology because before I think I was a bit
wary of introducing all that language to children but they are quite good at
absorbing it and picking it up so I have been a lot more specific on the types of
words been used.
Teacher B School 1
This is evident in the timetable and classroom visits, where the Y2/3 children were
learning about past and present tense, including progressive forms of tense. This
tense has not been taught previously but now appears in the statutory requirements for
Y2. Despite this being new content, Teacher B was confident in the delivery and her
own subject knowledge. She has received whole school CPD on grammar and uses
new, published resources to support her teaching. She acknowledges the additional
workload involved in preparing to teach the new grammatical terminology to ensure
she has a good understanding but does not find this “a big chore.”
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In contrast, the Teacher A perceives less of a change in the grammatical terminology
being taught in Y1.
… the terminology is there but we are talking about capital letters and spaces, it’s
what you talk about even before the new curriculum came in with the big focus on
the grammar. That’s what we were doing with year one anyway, so I haven’t seen
a big change. I think if I was up in Y3,4,5,6, I would see a big shift in the
terminology used with the children but down here its not a big change really.
Teacher A, School 1

Additional time has been given to the teaching of grammar, including lesson starters of
discrete grammar knowledge. However, keeping grammar within the context of
reading and writing is a key philosophy for the school. So, in addition to the discrete
daily teaching of grammar, teachers are expected to include grammatical terminology
in their medium term planning (MTP). MTP tables have been adjusted since the
introduction of the new curriculum with a grammar column added to each unit. The
subject leader acknowledged the conflict between the school’s beliefs in how grammar
should be taught with the constraints of time and coverage.
We know some schools that are beginning to teach grammar discretely and we are
really trying to avoid this. Rethinking SPAG [Spelling, punctuation and grammar],
we feel the units we cover are being squeezed. We really want to keep teaching
this way, rather than discrete lessons. I think we will need to look at our long term
plan, as it's very genre based, and link more to our creative curriculum so that we
have more time to teach.
Subject leader, School 1
She identified that it is a “squeeze” to teach the statutory content and that this will lead
to a ‘re-think’ on how to teach English in the following year.

4.2.2 Spelling
As well as additional time for discrete grammar lessons, spelling is also being taught
more often, with daily phonics or spelling now a feature of all classrooms. The school
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spelling policy previously stated that spelling would be taught in three 15 minute
spelling sessions per week which were within the Literacy lesson. In KS1 the change
to daily phonics was made several years ago and this still remains. However, the
subject leader explained that spelling is now timetabled for 10-15 minutes each day in
KS2. This is due to the attainment of KS2 pupils in spelling. The subject leader
identified that spelling is a “major concern” in KS2. However, it is unclear whether
pupil attainment has become a concern due to changes of expectation in the National
curriculum or because it has been highlighted more readily as a result of changes to
testing procedures.
Concerns were raised over the expectation in the new curriculum and how this might
be differentiated appropriately for different groups of children.
Spelling is a big push, because obviously there is a new word list for every year
group so we are just trying to get our heads around at the moment how we are
going to do that …we had a meeting yesterday... But it’s just tricky because in my
year 3 some of them are not … end of phase 5, so where do you go with that
because some of them are not ready for that?
Teacher B, School 1

4.2.3 Teacher autonomy
The subject leader in School 1 has a creative approach to teaching and believes that
children should be taught skills within an engaging unit which emphasises enjoyment
of reading and writing. She is, therefore, encouraging all teachers to take the
opportunity given through a new curriculum to refresh and improve their planning whilst
also maintaining the high expectations and recognising accountability;
As a staff we looked at the previous units we knew had impact, what our children
enjoyed/ needed and what was expected from the new curriculum. We kept very
much to the new objectives, which is what ultimately we will be tested on.
Subject leader, School 1
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The focus on impact and enjoyment has enabled the teachers to have more flexibility
to choose the text types they teach than they experienced in previous years. However,
so far, this has led to few changes, with Teacher A and B maintaining many of the text
types suggested in the NLS.
Its really tricky but we have tried to make sure we are covering the different text
types because we still feel its important but not as much as a rein on the types of
text we are using but it just gives teachers a bit of a chance to look at new texts
and bring different things in really.
Teacher A, School 1
I think once I start letting go of my comfort zone, I think I will be able to sort of go in
a different direction but … I am using the objectives from the new curriculum at the
moment and putting those in place … so I have started to use those but not a lot
has changed for year one its still the same.
Teacher B, School 1
Teachers perceived that they have been given the freedom to add creative elements
and all the staff involved recognised that cross curricular links motivated their children
to read and write and supported the learning of new vocabulary. For example, in the
lesson visited, the English lesson was linked to the study of place in Geography.
Children were supported to use the language and vocabulary introduced in the
Geography lesson through resources, classroom displays and a reading text linked to
the theme.
It is hoped that by following a cross-curricular, creative approach they may gain back
some of the time necessary to teach the discrete elements of the English curriculum.
4.3 School 1 Summary
School 1 is determined to strike the balance between accountability, through rigorous
teaching of the skills being externally tested and creativity, through developing a
thematic, topic based approach. The school exemplifies the OFSTED (2010, p5)
conclusion that;
In schools with good teaching, there is not a conflict between the National
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Curriculum, national standards in core subjects and creative approaches to
learning.
The introduction of the National curriculum has had a significant impact on the
timetabling and focus of teaching English, with significant time given to the teaching of
grammar and spelling. Staff are positive about the increase and that this is appropriate
to children’s needs.
Whilst some tentativeness remains, with Teacher B recognising the need to stay in a
‘comfort zone’, overall the teachers involved in the enquiry have welcomed the new
curriculum. They appreciate the flexibility and freedom the curriculum offers in terms of
text types and creativity that allows them to maintain the successful elements of
previous initiatives whilst at the same time, developing a greater focus on grammar
and spelling. This is summed up by one interviewee who said:
I do like the new curriculum… it needs a bit of creativity but I think that’s up to us to
bring that into the classroom but I think its really clear on what the skills need to be
Teacher A, School 1
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Chapter 5
Case study 2 – A work in progress
5.1 School 2 – context
School 2 is a small school in a rural village near the Lincolnshire coast with
approximately 80 pupils on roll. The school is federated with two nearby schools,
sharing a headteacher, senior leadership team and governing body. Almost all the
pupils are of white British heritage with a few pupils from minority ethnic backgrounds
or who speak English as an additional language. There is a higher than average
proportion of pupils with Special Educational Needs. The proportion of pupils eligible
for free school meals is below the National average. The quality of teaching was
judged by OFSTED to be good at the last inspection and pupils make good progress.
Two teachers were involved in the enquiry. Teacher A is an experienced teacher,
having taught in KS2 in the school for 6 years. She is currently teaching the Upper
KS2 class. She is a senior teacher with curriculum and assessment responsibilities
across all three federated schools. Teacher B is newly qualified. She is currently
working part-time in the Y3/4 class as a temporary job share.
Both teachers volunteered to be part of the enquiry and understood the purpose and
planned outcomes. They participated fully, including responding to follow up enquiries
and return visits intended to clarify and test hypotheses and confidently articulated their
views in interviews and host classroom visits.
The English subject leader, who teaches in one of the federated schools, also took part
in the enquiries. She has been teaching for almost 10 years and has responsibility for
leading the subject across three schools. As discussed on Chapter 3, email
communication was used to validate initial analysis of the data and test hypothesises.
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Additional data was supplied in the form of school-produced audits and action plans
which supported this interpretation.

5.2 School 2 Case study
In school 2 I undertook classroom visits, open-ended interviews and analysis of
documents such as short term planning, audits and subject leader action plans. I
identified patterns within the data and coded the evidence under the following
categories and sub-categories;
•

•

•

Grammar
o additional time
o grouping
o CPD/teacher subject knowledge
Spelling
o additional time
o grouping
A Personalised school curriculum
o Impact of new curriculum on teachers
o Creative curriculum

5.2.1 Grammar
There has been a focus on grammar terminology in School 2 since the introduction of
the new curriculum. In the recent audit, the subject leader at School 2 identified that
more time is being spent on grammar teaching. As well as integrating grammar into
everyday English lessons, the teachers are also teaching one discreet session per
week and using daily starters to review and consolidate new grammar terminology. In
the lower KS2 class, assessment information has been gathered through writing and
testing to evaluate which grammatical skills are still to be learned. Children are then
split into groups, each with a teacher or teaching assistant, to receive focussed
teaching on the grammatical concepts or punctuation needed. The smaller groups do
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allow for some interaction and group discussion but have been designed,
predominantly, as a way of differentiating teacher directed instruction. The teacher
has identified areas such as sentence demarcation, connectives, adjectives and
adverbs, irregular verbs, paragraphs and past tense as areas to target; driven by the
areas of weakness in children’s writing rather than the statutory content in the national
curriculum.
I have been able to really home in on what they repeatedly struggle with
Teacher B School 2
Whilst KS2 teachers in the school are happy with the grammatical terminology within
the Grammar appendix, KS1 teachers have requested training on the new
expectations and terminology.
In Teacher A’s class, there is a stronger urge to keep grammar within the context of a
writing task. For example, a lesson beginning with a starter about parenthesis led into
a whole class lesson on explanation texts where additional information was added with
brackets and dashes. She describes grammar within context as being “more
meaningful” to the children and therefore more effectively learned. Teacher A’s
practice resonated with Myhill’s (2013, p106) conclusion that “establishing links
between a grammar feature and a writing context supports development of students’
metalinguistic understanding.”
My role as observer was challenged here as, having worked with the school previously
as an advisor, both teachers sought clarification and asked my opinion about how best
to teach grammar. Whilst both teachers had clear opinions on what they thought the
best practices are, they sought reassurance that they were “doing it right”.
The teachers are uncertain as to whether it is the introduction of the curriculum that
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has driven the focus or the new assessment procedures.
It is higher priority because you’ve got the SPAG test to sit. At Y6 you have to test
them on it [SPAG] – so although I don’t necessarily agree with the emphasis – we
have to do it in order to get the results.
Teacher A, School 2.
5.2.2 Spelling
The teaching of spelling has remained the same despite the changes in the new
curriculum. Spelling is continuing to be taught as a discrete session in ability group
sets. However, it was acknowledged that there is an increase in the expectations for
each year group in the Statutory requirements which may not be appropriate for all the
children they are teaching.
I started off this year’s spelling test with the words from the year 3-4 list which are
obviously pretty challenging. They are not unfortunately doing the 3/4 year words
yet, but we are only half way through and I would think the middle group that are
doing the harder high frequency words will soon get back to doing those.
Teacher B, School 2

5.2.3 A personalised school curriculum
Currently school 2 organises learning in English around ability groups rather than ages.
This means that children across KS2 are organised into classes according to their
attainment. So, in the Upper KS2 class for example, whilst the majority of children are
in years 5 and 6 there are a small number of Y4 children learning alongside them.
Similarly, Y5 children may move to the Lower KS2 class for English lessons. The
school have made a recent decision to move away from these “personalised learning
groups” towards age-related classes. This change is not related directly to the
introduction of the National curriculum; the headteacher considered the decision
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following research on children working with their peers. However, Teacher A
recognises the conflict between the “high pressured” learning environment in Y6 and
the need for all children to learn alongside their peers.
I have got some year 5’s that cope better with the learning environment with class
2 and when they come to me in the afternoon you can tell that they can’t cope with
challenge in the classroom…for year 5/6’s I think it is quite high pressured.
Teacher A, School 2

As well as changes to classroom groupings, School 2 are also developing a topicbased creative curriculum.
Our vision is to have a long term plan for the key subjects we teach. Topics with
everything feeding in, so your Geography, your History and obviously bringing the
key skills of maths and English into topic work as well. We are using the creative
curriculum wheel to plan topics and pulling in maths and English in to see what we
are hitting and what we still need to cover.
Teacher
A, School 2
Both Teacher A and B perceived a high workload in introducing and beginning the new
curriculum and were mindful that developments needed to be “workable for staff”.
Teacher A appreciates the flexibility available and is conscious of maintaining practices
she sees as effective.
I am probably making a more conscious effort of making sure the children are
doing a lot of talking and reacting with the whole group. I am aware of trying to put
[drama] into sort of every part of English – I am aware it needs to be in there
more…It’s just making sure that you get it in because its not statutory, but its
important.
Teacher A School 2
The lessons she plans have speaking and listening incorporated and units occasionally
have a speaking or presentational aspect as an outcome as well as a written outcome.
This echoes Lady Plowden’s reminder in the 1960s that we should “not assume that
only what is measurable is valuable” (DES 1967, p202).
However, Teacher A bemoans the lack of structure and prefers the NLS style text type
approach.
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Because it’s a little bit more woolly isn’t it…I have tried to take on board on what
the new national curriculum said … but I knew the coverage that I had to have but
now it’s a bit more open isn’t it and I don’t really like it.
Teacher A, School 2

5.3 School 2 Summary
In school 2 the most immediate focus was on the grammar element of the new
National curriculum. The subject leader undertook an audit, new resources are
planned for, children have been assessed and grouped and additional time has been
given over to the teaching of grammar. The changes to spelling, reading and other
aspects of writing have been less evident. There is a strong sense among staff that
the new curriculum has added to workload and there is still a lot of “work in progress”
to develop the kind of curriculum they want for their children.
The teachers have mixed feelings about the new curriculum. On the one hand the lack
of structure and new terminology have added additional burden to an already difficult
job and they perceive that the increased challenge presented in the Programmes of
study might be difficult to achieve. On the other hand, is the recognition that a new
curriculum can lead to a new approach and they welcome the flexibility to make
professional judgements about how to teach English.
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Chapter 6
Case study 3 - Go out and look at the rainbow.
6.1 School 3 context
School 3 is a small school sited within a large town on the border of North Lincolnshire
and South Yorkshire with just over 100 pupils on roll. The proportion of pupils eligible
for the pupil premium funding is more than twice the national average. The proportion
of pupils who have a minority ethnic heritage is small and few pupils have a first
language that is not English. The number of children with Special Educational needs is
slightly above the national average. The school was placed in special measures in
February 2011 but was re-inspected in 2012 when achievement and teaching and
learning were considered to be good. For the last 3 years, School 3 has been
federated with a larger primary school nearby and they share a headteacher and
governing body. The current headteacher is recently appointed having arrived at the
school in September 2014. In 2014, the school’s end of key stage attainment data was
above the National average.
Two teachers were involved in the enquiry. Teacher A is an experienced FS and KS1
teacher. Teacher B has been teaching for several years. She is currently teaching a Y2
class. Both teachers have recently been appointed joint English subject leaders for
the federation. Both teachers volunteered to be part of the enquiry and understood the
purpose and planned outcomes. They engaged positively and were happy to articulate
their views in interviews and host classroom visits.
6.2 School 3 Case study
In school 3 I undertook classroom visits, open-ended interviews and analysis of
documents such as planning formats, pupil questionnaires and school action plans. I
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identified patterns within the data and coded the evidence under the following
categories and sub-categories;
•

•
•

Reading
o Reading for pleasure
o Guided reading
Grammar
Creativity

6.2.1 Reading
School 3 has identified reading as a focus due to a slight decline in reading progress
over the last three years. The focus in the National Curriculum on Reading for
pleasure (based on the findings of the ESARD team, 2012) was acknowledged as a
useful strategy to developing the teaching and learning of reading. Subject leaders
devised pupil questionnaires to discover whether children enjoyed reading and find out
about their reading preferences. The questionnaires indicated that most pupils in KS1
enjoyed reading but there was a sharp decline in enjoyment as children moved through
the school. Children in Y5 and 6 did not feel they had enough time to read and that the
resources in their classrooms did not reflect their reading interests (see Appendix G).
As a result of the survey new resources have been ordered and every classroom now
contains a dedicated reading area where children can spend time reading
independently.
Both teachers felt that Guided Reading has not been taught well and staff often missed
the session out due to pressures of time, resources or staff, directly exemplifying the
findings of Fisher (2008, p27)
Unfortunately, where the teacher, or student teacher, has weak subject knowledge,
or lacks confidence in reading between and beyond the lines, practice may well
tend to default to the certainties provided by a comprehension card. Indeed, it may
be that, with the relaxation of the literacy hour and introduction of the Primary
National Strategy (PNS, 2006), if its underlying principles are still not completely
understood, guided reading disappears completely.
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Thanks to whole school training on Guided Reading teachers now confidently teach
reading through regular Guided sessions.
It’s not that we have given extra time to Guided Reading it is just that staff now see
the importance of it. If any lesson was missed it was Guided Reading...staff really
do feel now that you don’t miss Guided Reading.
Teacher A, School 3.
It was Guided Reading that went if things got missed out. Not now. I just want to
make it a bit more creative. They love guided reading, they really love it. After the
course I feel like I did an outstanding Guided Reading lesson for the first time. I
just kept asking questions and they got so much from it.
Teacher B, School 3

However, Teacher A perceives that staff feel less confident with “what skills they need
to provide these children to read and understand the book” in the Strategy check part
of a Guided reading session. Planning formats have been amended to ensure the
sequence advocated by NLS is still adhered to and additional guidance on the Strategy
check has been written and circulated to all staff. Classroom visits evidenced the daily
Guided Reading sessions. The teachers clearly express increased enthusiasm for
Guided Reading. However, it should be recognised that I have worked as an adviser
in the school and given training on effective Guided Reading. Therefore, the extent to
which my influence as adviser rather than neutral researcher must be acknowledged.
Teacher B is developing her use of Guided reading to develop dialogue and discussion
skills and recognises the impact this has had on pupil motivation and enjoyment of
reading. Nonetheless, Teacher A is mindful of a perceived conflict between giving
adequate time for talking about reading with the need for pace and progress, echoing
the findings of Swain (2010).
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Sometimes the pace of your teaching.. you’re trying to get them through these
different stages you just don’t give them opportunity [to talk] do you? And actually
that’s what its all about isn’t it?
Teacher A, School 3
6.2.2 Grammar
Unlike the other two schools, in School 3 grammar has not been identified as a priority
for training or whole school development. Since the introduction of the Spelling,
Punctuation and Grammar test in 2013, all classes from Y2 onwards have taught one
‘SPAG’ session per week. Grammar is taught in a discrete session at the beginning of
the week. This feeds into the reading and writing taught across the week. For
example, during the classroom visit, a unit of work on writing letters to an author was
preceded by a session on writing questions and using question marks. The teaching
and learning of grammar is being monitored by the Senior Leadership team and may
form part of an action plan at a later date.
Teacher A and B both identified the difficulty in assessing progress in grammar. The
school is currently assessing using assessment criteria in documents provided by
nearby Local Authority teams. The teachers both raised concerns that the assessment
sheets, with more narrowly focussed statements, have become a focus for teaching
rather than the National Curriculum itself.
I think what people are doing is looking at these and teaching from them rather
than the National curriculum and then missing lots of the National Curriculum out. I
think because this is much easier to see on the assessment steps. The National
curriculum is much broader.
Teacher B, School 3

6.2.3 Creativity
School 3 is developing a more creative approach to long term planning. Learning
objectives from all subjects are being linked across thematic headings such as

	
  

42	
  

	
  
‘Carnival’ or “Into the forest’. Both of the teachers interviewed recognised the strength
in this approach to free up more time, but most importantly help motivate and interest
the children in their school.
Children learn through first hand experiences. If you can’t grasp that...just
because it says here you have to do this or that ..it’s what has changed the whole
ethos of this federation.
Teacher B, School 3.
This is due to the flexibility of the new curriculum which is perceived by Teacher A as
“much more laid back” but also the philosophy of the new Headteacher who has
encouraged staff to recognise the learning experiences around them.
Our headteacher told us ‘If there’s a rainbow go out and look at the rainbow’.
People feel more relaxed that they can do that – the Headteacher has allowed us
to create topics that hold children’s interest. I think we lost that creativity for a
while and I think that people were scared to do that... Teacher A, School 3

6.3 School 3 Summary
Since the introduction of the new curriculum, there have been significant changes to
classrooms in School 3, not least the re-introduction of Guided reading and the
provision of a reading area. The school has identified two significant themes within the
National curriculum – reading for pleasure and grammar, and chose reading for
pleasure as the first priority to embed in their school.
School 3 demonstrates what Bassey (1999) would acknowledge as the problematic
nature of research in a primary school, where it is impossible to discern the impact of
one external factor when there are so many supplementary influences. In this school,
the boundaries between the impact of the externally imposed curriculum and the other
influences on the school are even less clearly evident. In this school it has been the
federation, appointment of a new headteacher and the change in senior leadership
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teams which appear to have had a bigger impact on classroom practice than the
introduction of the new curriculum alone. The journey from Special measures to
federated school with a new, more creatively driven Senior leadership team provide a
backdrop upon which the new curriculum, promising an escape from a ‘straitjacket’ can
begin to develop.
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Chapter 7 Summary of findings
Each of the schools involved in the two enquiries have very different contexts in which
to work. Nonetheless, undeniable patterns emerged from the visits and interviews; the
introduction of a new National curriculum has had some parallel effects in each school.
In this chapter, I will draw out the similarities and make tentative conclusions about the
influence of the new curriculum as perceived by the participants. It must be recognised
that these patterns are not representative of all schools – and any conclusions about
other schools cannot be made. Furthermore, schools are not static places where all
opinions and beliefs are permanently fixed. Therefore, the summaries in the case
studies can only ever reflect the opinions of those teachers at a particular time within
their context. The dynamic, ever-changing contexts within which teachers work lead to
constant alteration and fluidity. In accordance with Walker (as cited by Bassey, 1999
p35) it is not my intention to “embalm practices which are actually always changing”.
However, it is hoped, that by drawing out the similarities of three distinctly different
schools at one point in time, the reader may be able to reflect on their own situation
and thus understand it better.
7.1 Grammar
The teaching of grammar has undoubtedly experienced an increased prominence in all
three schools. In all three schools, grammar is either being taught, assessed and/or
monitored as a subject in its own right, rather than as an aspect of writing. However, it
was unclear from the enquiries where this increased prominence stemmed from.
Whilst it is true that the national curriculum has an increased content and draws
attention to grammar terminology through a statutory Grammar appendix, all teachers
involved in the interviews referred to grammar as ‘SPAG’. This acronym is not
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mentioned in the curriculum document but is the informal title of the statutory end of
key stage writing test - Spelling, Punctuation and Grammar. A conclusion could be
drawn that it is less the national curriculum that has led to the increased prominence
but rather that the new assessment procedures, and in particular the SPAG test, which
have had an influence on the teaching and timetabling decisions.
There is also a clear sense in all three schools that grammar should be taught in the
context of reading and writing and the teachers are working hard to maintain strong
links between discrete teaching of grammatical contexts and the reading and writing
being taught in other lessons. Despite the increased prominence of ‘SPAG’ as outlined
above, the teachers demonstrate some uncertainty about how best to teach grammar
and there appears to be a degree of conflict between the teachers’ belief systems and
the direction they feel the curriculum and assessment procedures are pushing them.
Additional enquiries are needed in order to ascertain whether the need to cover the
terminology in the Grammar appendix will lead to greater use of “transitional teaching”
(Dombey, 2003) or whether teachers will use the opportunity suggested by Myhill
(2012) to embed grammar within investigation and discussion.
7.2 A cross-curricular approach
It is interesting that, despite the National curriculum being presented in discrete
subjects, the three schools involved in the enquiries are all using a cross-curricular
approach to adapt and reform learning to secure the achievement and engagement of
their pupils. Teachers involved in the interviews used the phrase ‘topic work’ or talk
about subjects being taught ‘in topics’. Whilst some elements of English were taught
discretely, and English remained on planning formats as a discrete subject, the noncore subjects are being combined under themes and teachers recognise opportunities
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to apply skills learnt in English through the topic areas.
The phrase ‘topic work’ was, by some in the early 1990s synonymous with slipshod, illconsidered practice. Alexander, Rose and Woodhead (1992, p2) wrote:
There is clear evidence to show that much topic work has led to fragmentary and
superficial teaching and learning. There is also ample evidence to show that
teaching focused on single subjects benefits primary pupils.
However, as discussed in the Literature review, the benefits on motivation, interest and
skills of a well-planned topic-based approach were also recognised and in 2010,
OFSTED acknowledged:
In schools with good teaching, there is not a conflict between the National
Curriculum, national standards in core subjects and creative approaches to
learning. In the schools which were visited for this survey, careful planning had
ensured that the prescribed curriculum content for each subject was covered within
a broad and flexible framework and key skills were developed.
A tentative conclusion could be drawn that the enquiry schools are approaching the
introduction of the new curriculum with a degree of confidence in the way the subjects
are best organised and, although at differing stages of the process, are all undertaking
the careful planning necessary to develop key skills within a flexible framework.
7.3 Flexibility and freedom
In 2010, the Schools’ White paper set out plans for a National curriculum that would
“set out only the essential knowledge and understanding that all children should
acquire and leave teachers to decide how to teach this most effectively” (p40). The
teachers involved in the enquiries recognised the flexibility and freedom available in
the new curriculum. This was not always welcomed, with some teachers uneasy about
the lack of prescription and apprehensive about the change, preferring to stay ‘in their
comfort zone’. The phrases used in the White paper (2010, p10) ‘rigorous benchmark
against which schools can be judged’ and ‘autonomy and innovation’ do not always sit
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comfortably together in teachers’ minds.
However, all the teachers were positive about being able to make choices concerning
their teaching methods. Although there has been some ‘tweaking’ of medium term
plans, the schools are continuing to use pedagogies they have previously found to be
effective e.g. drama, Guided reading, the teaching sequence for writing and there was
very little that had changed on a day to day basis in the overall teaching methods the
teachers chose for teaching areas of English other than spelling and grammar. There
was a sense that, as Briggs (2003) appealed for, teachers were being “brought back
in” to greater ownership of developments through more creative approaches. But,
there is still some hesitancy – and the teachers were not yet celebrating the discovery
of the “‘Holy Grail’ for which we have eagerly waited” (Hayes, 2010).
In the following chapter, I consider how these tentative conclusions may be shaped
into ‘Next steps’ for primary schools implementing the new Curriculum. Furthermore,
in Chapter 9, I will explore the limitations of these conclusions and how the research
might be extended to allow for firmer conclusions.
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Chapter 8 Implications
Bassey (1999) identifies three different types of empirical research; theoretical
research; where an enquiry is carried out in order to understand a situation, evaluative
research, where an enquiry is carried out to understand and evaluate a situation and
action research, where an enquiry is carried out to understand, evaluate and change a
situation. The enquiries carried out within this project have only proposed to begin to
understand a situation. It is not my intention to either evaluate or change the situation
in any of the case study schools. However, in the process of the school-based
enquiries along with the literature review, I have developed a set of ideas. These
appear in the form of possible ‘Next steps’, which it is hoped, will be useful to the case
study schools as well as other educational leaders who have been interested in the
enquiries. I have also developed some further
8.1 Next steps for schools and educational settings
•

Read contemporary research on effective teaching of grammar and identify
how these dovetail with whole school practice (see References for a
research papers that will provide a starting point).

•

Establish a core set of whole school values about teaching grammar and
spelling, exploring teacher’s beliefs and confidence in their place within
reading and writing.

•

Reflect on previously used effective pedagogies e.g. drama, dialogue,
Guided reading and cement their place within a new whole school
curriculum.

•

Weigh up the strengths and pitfalls of a thematic or cross-curricular
approach (see References for examples of research papers), considering

	
  

49	
  

	
  
how to combine rigorous subject teaching with creative and motivating topic
areas.
•

Regularly monitor and evaluate curriculum changes and allow time for
whole staff reflection on successes and barriers.

8.2 Next steps for research
The scope of this small-scale research is limited and much more research is necessary to
truly understand the impact of curriculum change on classroom practice. In Chapter 9, I
discuss how deeper understanding can be gained through further research and I suggest
extensions to the two enquiries. In addition, the enquiries have led me to consider other
thought-provoking and useful areas of research.
In all three case studies, the notion of a curriculum influenced by assessment procedures
is raised and this is discussed in some detail in the Literature review in Chapter 2.
Therefore, it would be judicious to understand the degree to which a school’s curriculum
is shaped by assessment practice. A comparison of assessment and curriculum
protocols in other countries would be a valuable study; for example in Australia where
there is regional autonomy in curriculum design alongside a national assessment system;
or Kazakhstan which is developing a curriculum in which assessment for learning
practices are embedded.
Furthermore, in the three case study schools a dichotomy has been evidenced between
teachers’ beliefs about teaching grammar within the context of reading and writing and
the need for discrete grammar lessons. Whilst research already exists (Myhill, 2013), the
long-term impact of more focused grammar teaching and grammatical terminology on
children’s writing is yet to be seen. A longitudinal study focused on the impact of the
English curriculum on children’s attainment and attitudes to writing would be beneficial.
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Chapter 9 Personal Reflection
The school-based enquires were intended to explore the following questions;
Enquiry 1
•

how have schools responded to curriculum change in literacy?

•

what changes have been made to day-to-day organisation and delivery of the English
curriculum?
Enquiry 2

•

to what extent is the English curriculum focussed on the needs of pupils and/or new
curriculum requirements?

•

do staff share a common understanding of the curriculum?

•

do class teachers and senior leaders agree that the curriculum serves pupils’ needs
effectively? If so, how? If not, why not?

In Chapter 7 I make tentative conclusions which attempt to answer the enquiry questions
but the questions have only partially been answered. Research in schools is problematic.
It is impossible to distinguish between outcomes driven by a new curriculum and those
influenced by additional factors. In the case studies presented, the beliefs of
headteachers and senior leadership teams, school attainment and achievement data,
OFSTED inspection judgements, teacher experience and personal philosophies all
influence the pedagogical choices made in the classroom and changes to the curriculum
have all been perceived in the light of these other influencing factors. Nevertheless, the
pictures drawn in the case studies do provide useful vignettes which provide a backdrop
against which other schools may reflect on their own circumstances.
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Whilst I attempt to draw conclusions and next steps in Chapters 7 and 8, a much more
detailed study would be useful to draw out the details revealed in the three case studies
and answer the enquiry questions more fully.
Specifically, additional research time should be spent triangulating the findings through;
•

pupil interviews – how have they perceived recent changes to teaching of
grammar, spelling and reading? What understanding of topic work and crosscurricular themes do they demonstrate? How well do they feel the curriculum
serves their needs?

•

additional lesson visits and detailed mapping of pupil/teacher interactions, and time
spent on elements of speaking, listening, writing, reading, spelling and grammar –
what detailed changes have been made to the teaching of English?

•

increasing the number of teachers involved within each school – are the views of
the self-selected teachers representative of other teachers in the same school?

•

increasing the number of schools involved – are the views of the self-selected
schools representative of other schools?

•

returning to the case study schools one year later – how have views changed?
Have planned curriculum changes occurred? If so, have they had the desired
outcome?

Undertaking this research has been a fascinating journey, recognising the historic
changes which have shaped, and which continue to shape, my own beliefs and
experiences as a classteacher and adviser. Having the opportunity to listen to
teachers and begin to understand their opinions has been a useful way of positioning
the knowledge I’ve gained through the Literature review within the real-life context of a
classroom.
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Clearly, much more work needs to be done to evaluate and fully understand the impact
of the 2015 curriculum on schools, teachers and learners. As demonstrated in the
Literature review in Chapter 2, over the last few decades, curriculum change has had
significant and lasting impact on the experiences offered to primary children. Even in
a short time, it is evident that this curriculum has had an impact already. It will be
crucial for teachers, senior leaders, politicians and academics alike to monitor the
success of the curriculum in meeting its aims and, moreover, reflecting critically on
whether its aims are those shared by all stakeholders in the first place.
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Appendix A Application for Ethics approval

Master's in Education Programme
Application for Ethics Approval
Developing Practice through Research Enquiry
Section A: Enquiry Proposal
Name of student

Emma Rogers

Email address

Erogers11@btinternet.com

Title of MA/MSc you are
working towards

MA Learning and teaching

Supervisor

Prof Guy Merchant

Provisional Title of Enquiry (maximum 12 words)
The impact of curriculum on pedagogy and practice in Primary English.

1. Background/ Rationale for the enquiry
e.g. what is the 'research problem' and why is it important?
include a brief outline of how the enquiry relates to existing literature and theories,
and to your professional role and development?
This research will consist of three enquiries; a literature review, a multiple-case holistic
case study and a phenomenological enquiry.
Background
From September 2014, all maintained Primary schools will be required to teach a new
National curriculum. Since the Plowden report in 1967, through National curriculum reforms in
the 1980s and 1990s and the setting up of National Strategies, Primary education has been a
subject of intense public and political debate.
The enquiry I aim to undertake will explore how recent government-led initiatives have
shaped school and classroom practice. The literature review will focus on how the teaching of
reading and writing has been defined in primary schools in England over the last ten years.
The choice of material will include contemporary materials, reflecting the research and effect
of key issues in curriculum change as well as research carried out during the period of
curriculum change. In particular, my literature review will study the works of Andrew Pollard
(2000) and Marilyn Osbourn (2000) in the Primary Assessment, Curriculum and Experience
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Project (PACE) and how their findings reflect the experiences of other researchers in the field
(Galton, 1997; Alexander, 1992; Bob, 2003; Boyle, 2006) and how these relate to the literacy
curriculum. Through reading their research I aim to develop an understanding of the link
between curriculum and practice – how teachers have shaped their practice due to curriculum
changes and the impact these have had on learner experience and achievement.
Noteworthy comparisons will be made between the immediate impact of curriculum change in
journals of the period and long-lasting impact decades later. The period included in the review
will focus on the last ten years, but will also trace how earlier curriculum developments
continued to exert an influence on classroom practice, from the Plowden report in the 1960s to
the revisions of the Primary National Strategies in 2004.
The literature review will be organized to focus on two key strands, which will then inform two
further enquiries.
Firstly, I aim to examine what is meant by ‘curriculum’, reviewing definitions drawn from
journals and publications. Furthermore, I intend to summarise the changes from the 1960s to
the present day, drawing out similarities and differences in the pedagogy, content and style of
the curriculums followed by schools.
Secondly, I hope to explore the research related to the impact of the curriculum changes on
classroom practice. Research in this section will be grouped into clearly evidenced classroom
practices; timetabling, class organisation and grouping and pupil/teacher interactions.
New knowledge
Following a thorough literature review, I intend to create new knowledge about the impact of
curriculum change on Primary schools in 2014. I will explore how the new curriculum, with
greater emphasis on grammatical terminology, reading for pleasure and reciting poetry by
heart has shaped the pedagogy and practice of Primary teachers from 2014. The classroom
practices evidenced in the literature review (for example class organisation and grouping,
pupil/teacher interactions and timetabling) will inform me of predicted patterns which I will
attempt to compare with the empirically based patterns from data collected from sample
schools – this is discussed is greater detail in question 5. By analysing key documents (see
action plan in q2 for a full list) and field notes from classroom visits I will create case studies of
the participating schools. I will use time-series analysis to produce a descriptive pattern,
tracking the time spent on key aspects of English teaching (e.g. phonics, reading, writing,
spelling grammar, poetry) and changes to every-day practice before and after the introduction
of the new curriculum.
I aim to develop an understanding of their experience, gaining insights into their motivations
and actions.
In my professional role as Literacy advisor, I will be supporting many schools in making the
transition to the new curriculum. Through courses and in-school support I will draw on the
knowledge gained through the literature review to support schools in ensuring the best
practice is maintained and built upon during the period of change. I will witness first hand the
decisions schools and teachers make about how to integrate the new requirements with their
underlying belief systems of what effective teaching and learning in Primary English consists
of. In both of the enquiries I will need to maintain the position of neutral observer rather than
advisor, which may cause difficulties – discussed further in question 6. Thus a narrative will
be created to represent the views of the participants in the study. My position as neutral
observer will be clear in this section. In addition, a discussion section will be created
representing my interpretation of what has been observed drawing on my experience and
partiality as a school advisor and teacher.

2. Draft enquiry aims and as appropriate the enquiry objectives and/or research
questions
Enquiry 1
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I aim to develop an understanding of the link between curriculum and school provision
– how schools have shaped their English policies and the strategies used to teach
reading and writing in the light of curriculum change.
In particular;
• how have schools responded to curriculum change in literacy?
• what changes have been made to day-to-day organisation and delivery of the
English curriculum?
• How have these changes been brought about?
Enquiry 2
I aim to explore the relationship classteachers and senior leadership teams have with
the curriculum in their schools. Predominantly, I aim to investigate how the changes
to curriculum policy have manifested in day to day classroom practice. By discussing
with them how the curriculum was created and the ethos it was intended to
encompass, I aim to draw out the relationship between schools, teachers and the
English curriculum
In particular;
• to what extent is the English curriculum focused on the needs of pupils
and/or new curriculum requirements?
• do staff share a common understanding of the curriculum?
• do classteachers and senior leaders agree that the curriculum serves
pupils’ needs effectively? If so, how? If not, why not?
3. The main stages in conducting your enquiry
Provide an overview of the main stages of your Enquiry, including a timeline.
Enquiry 1
Action
Date to be completed
Gain ethical consent from panel
March 2014
Approach schools and gain consent
May 2014
(See letter 1 in Appendix)
Share aims and timelines with
May 2014
participating schools – agree dates and
deadlines
Collect and analyse documents; English July 2014
policies and guidelines, class
timetables, short term planning
examples and examples of Long term
plans
Collect and analyse documents (see
January 2015
above)
Carry out open-ended interviews with
January 2015
sample of classteachers and senior
leaders/headteachers
Triangulation of key findings
On-going – to be completed by
February 2015
Write up case studies of each
March 2015
participating school
Share case studies with participating
April 2015
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schools
Submit
Enquiry 2
Action
Gain ethical consent from panel
Approach schools and gain consent
(See letter 1 in Appendix)
Share aims and timelines with
participating schools – agree dates and
deadlines
School visits and observations,
recording field notes
Post-observation discussions with
participants (open-ended interviews).
Share field notes
Analyse findings, looking for patterns
Carry out open-ended interviews with
sample of classteachers and senior
leaders/headteachers
Triangulation of key findings
Summarise findings and write up
Enquiry 2
Share summaries with participating
schools
Submit

May 2015

Date to be completed
March 2015
May 2014
May 2014
October 2014
October 2014
October 2014
January 2015
On-going – to be completed by
February 2015
February 2015
April 2015
May 2015

4. Enquiry participants/ interested parties
Who will be involved in your Enquiry (i.e.. who will be participating in your enquiry)/
Who beyond participants will have an interest in your enquiry or be affected by your
enquiry?
The enquiries will involve myself and the sample of self-selected participants. The
participants will come from 3 local Lincolnshire and North East Lincolnshire Primary
Schools and will consist of 6 classteachers, 3 English subject leaders, and 3 senior
school leaders/headteachers. Children will not be directly involved in the enquiries,
but will form part of the observations during classroom visits in Enquiry 1 and
attainment, motivation and achievement of groups of pupils may be discussed in open
ended interviews in either enquiry. Therefore the schools’ safeguarding procedures
will need to be adhered to at all times and schools, staff and pupils will be anonymised
in all field notes, documents and case studies.
The findings of the enquiries will be of interest to all those working in Primary
education, particularly those involved in leading English. Once completed, the
summaries and case studies will be circulated around cluster groups in the region as
documents to support school professional development. They will also be of interest
to government policy makers as evidence of how their curriculum is being
implemented and the impact it is having in Primary classrooms.
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5. Methods /data collection and analysis
What methods and/or approaches will you use at each stage of your enquiry? - briefly
explain the purpose of each / What data will you be collecting? / how will you analyse
this data?
The participants in both enquiries will be self-selected. On a practical level, it ensures
that all participants will be motivated to give time to the enquiries and will be interested
in working alongside me to discuss ideas and thoughts in the open-ended discussions
and take time to complete questionnaires. Self-selection will also begin to ensure the
rapport necessary in open-ended interview situations. However, it must be
acknowledged that in using a self-selected group the research will not indicate the
views and practices of a representative group. Therefore, conclusions and summaries
cannot create direct generalisations about all schools.
The classroom practices evidenced in the literature review (for example class
organisation and grouping, pupil/teacher interactions and timetabling) will inform me of
predicted patterns which I will attempt to compare with the empirically based patterns
from data collected from sample schools to create a multiple-case holistic case study.
The work of Yinn (2011) has provided insights into the effectiveness of the case study
methodology and the practical application in this enquiry. Various data will be
collected to support evidence and result of change;
Enquiry 1
Analysis of documents
To enable a time-series analysis to produce a descriptive pattern. I will use the
documents to recognise changes to policy and practice as a result of curriculum
changes. I will also attempt to track the time spent on key aspects of English teaching
(e.g. phonics, reading, writing, spelling grammar, poetry) and changes to every-day
practice before and after the introduction of the new curriculum.
Open-ended interviews
The interviews will seek to understand the participants’ views about the impact of the
new curriculum on their practice and reveal important insights. The interviews will be
based around the documentation and it is hoped that open-ended interviews will
reveal greater understanding of the participants’ view of change than simply
answering an interviewer’s pre-written questions. A good rapport will need to be
established in order to foster an open and honest response. A content-analysis
technique will be used to analyse the data.
Enquiry 2
Observations
To enable me to match policy with practice, I will visit classrooms to observe English
lessons. Changes evident in the documentation may not necessarily have equated
with real change in the classroom and vice versa– so I will triangulate the patterns
found in documents in Enquiry 1 with the practice in the classroom. Field notes will be
used to create a narrative and commentary on the changes evident.
Open-ended interviews
The interviews will seek to understand the participants’ views about the impact of the
new curriculum on their practice and reveal important insights. The interviews will be
based around the classroom observations, so a close focus will be kept to the
changes as a result of the new curriculum but it is hoped that open-ended interviews
will reveal greater understanding of the participants’ view of change than simply
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answering an interviewer’s pre-written questions. A good rapport will need to be
established in order to foster an open and honest response. A content-analysis
technique will be used to analyse the data.
6. Issues
Are there any particular aspects of your enquiry that you think are likely to be
problematic?/ what ideas do you have to address these?
In my professional role as Literacy advisor, I will be supporting many schools in
making the transition to the new curriculum. Through courses and in-school support I
will draw on the knowledge gained through the literature review to support schools in
ensuring the best practice is maintained and built upon during the period of change. I
will witness first hand the decisions schools and teachers make about how to integrate
the new requirements with their underlying belief systems of what effective teaching
and learning in Primary English consists of. I will have, therefore, a strong bias with
which I will embark on the two enquiries. In both of the enquiries I will need to
maintain the position of neutral observer rather than advisor, which may be
problematic. The participants may well be current, past or future clients – who will
therefore expect me to provide opinions and support. My role as researcher rather
than advisor will need to be clear and expectations of what will happen on each visit
and communication will need to be transparent. The aims and outcomes of the
research will be shared with all participants as well as the wider SLT/governors in the
participating schools via a short information sheet which explains the research and my
role as researcher rather than advisor. I will also explain the separation of my role as
researcher from that as ‘advisor’ to all participants. A narrative will be created to
represent the views of the participants in the study in which my position as neutral
observer explicitly referred to. However, to protect my interests and opinions, a
discussion section will be created representing my interpretation of what has been
observed drawing on my experience and partiality as a school advisor and teacher.
An ‘Issues and implications’ section could also be added in order that the finished
document be used as a professional development tool for schools (bearing in mind the
confidentiality and ethical considerations involved in this kind of summarising – see
question 5). It will be important to outline confidentiality and develop a trusting
relationship with all participants throughout.
Children will not be directly involved in the enquiries, but will form part of the
observations during classroom visits in Enquiry 1 and attainment, motivation and
achievement of groups of pupils may be discussed in open ended interviews Enquiry
2. Therefore the schools’ safeguarding procedures will need to be adhered to at all
times and schools, staff and pupils will be anonymised in all field notes, documents
and case studies.
7. Does your enquiry involve you in research with NHS or Social Care clients, staff
or carers?
NO
If you answered yes to this question: TIck the box that matches your enquiry
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The Enquiry requires approval by the NHS or a Social Care
committee
The Enquiry is defined by the NHS as a local audit or evaluation
If your enquiry requires NHS/ Social Care ethical approval - you should not complete
the rest of the form - - you must follow the procedures for external NHS / Social
Care ethical approval and when you have approval send a copy to the module
administrator before beginning your primary research. Consult the module
handbook and your supervisor.
If your enquiry is defined by the NHS as a local audit or evaluation you should provide
a letter confirming this from your line manager or your local NHS R&D office with this
proposal.
Section B Ethical Issues
8. Describe the arrangements for selecting/sampling and briefing potential
participants in the enquiry
This should include draft copies of any letters to individuals/organisations inviting
participation as an appendix. Explain which aspects of participation are expected as a
usual part of work processes and which aspects are additional to this.
Schools will be approached during training sessions and meetings. Following their
initial interest, letters will be sent via e-mail which outline the aims of the project and
their involvement in more detail. Participants will then formally agree or decline.
Consent will be sought from approximately 3 local Lincolnshire and North East
Lincolnshire Primary Schools, 6 classteachers, 3 English subject leaders, and 3 senior
school leaders/headteachers. Where full participation is not given, a classteacher may
consent to participate alone in Enquiry 1, without full participation of senior staff but
headteachers must support their participation. This will be in addition to their normal
work and all participants will have the right of withdrawal.
9. What is the potential for participants or third parties to benefit from the enquiry?
An ‘Issues and implications’ section could be added in order that the finished
document be used as a professional development tool for schools (bearing in mind the
confidentiality and ethical considerations involved in this kind of summarising – see
question 5). The findings of the enquiries will be of interest to all those working in
Primary education, particularly those involved in leading English. Once completed,
the summaries and case studies will be circulated around cluster group in the region
as documents to support school professional development. They will also be of
interest to government policy makers as evidence of how their curriculum is being
implemented and the impact it is having in Primary classrooms. I will seek publication
through education journals and share via professional organisations (e.g. UKLA,
NAAE).
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10. Describe any possible negative consequences of participation in the enquiry
along with ways in which these consequences will be limited.
This should include details where appropriate of any withholding of information, with a
justification of why this is necessary.
Open-ended interviews need to have both a focus and structure which allows open
discussion without veering into personal or harmful descriptions and comments.
Participants may see the interview as an opportunity to criticise or comment on
capability and beliefs of others (senior leaders and/or government). By asking their
opinions it may give credence to negative or harmful beliefs. This will be limited by
providing participants with clear discussion prompts and having transparent aims
which have been shared with all participants. A good rapport with participants should
allow for directional change or shift by the interviewer.
11. Describe the arrangements for obtaining participants' consent
This should explain who you need to gain consent from and include draft example
copies of the information participants will receive and written consent forms where
appropriate as an appendix. If you are not intending to gain consent from all
participants you must justify this.
See question 8 and letter in appendix 1
12. Right of withdrawal
A principle of research ethics is a participant's right to withdraw from the research
during data collection and to withdraw data collected about them. In workplace
professional enquiries this means that you need to clearly distinguish between
activities in your enquiry that participants enter into in the usual course of their work
and research/ enquiry activity that you are asking them to engage in where they
should be given the right to withdraw. Below identify those aspects of the enquiry
where participants should have the right to withdraw and describe how they will be
made aware of this right to withdraw. Also include information on participants' rights to
withhold information.
This has been clearly outlined – see letter in appendix 1
13. If your data collection requires that you work alone with children or other
vulnerable participants have you undergone Criminal Records Bureau
screening? Please supply details.
I have undergone full CRB screening but this will not be necessary, as I will not be
working alone with children.
14. Describe any arrangements for debriefing participants
Relevant field notes, summaries and case studies will be shared with all
particpants – see timeline in q3 for details.
15. Describe the arrangements for ensuring participant confidentiality.
This should include details of how data will be stored to ensure compliance with data
protection legislation and how findings will be presented for assessment and more
widely.

	
  

ix	
  

	
  
Schools’ safeguarding procedures will need to be adhered to at all times and schools,
staff and pupils will be anonymised in all field notes, documents and case studies.
Numerical data will not be collected from schools unless referred to in open-ended
interviews in which case it will be stored on encrypted memory sticks and password
protected laptops. Pseudonyms will be given to participants.
16. Are there any conflicts of interest for you undertaking this research?
e.g. Are you undertaking research with work colleagues, clients, students and how
are these being addressed?
No
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Section C: Risk Assessment
17. Where will the enquiry be conducted?
r In your normal workplace
r On a SHU campus
rX No

(Please go to question 21)
(Please go to question 21)
(Please complete all questions)

1. Where will the enquiry activity take place?
(Tick as many as apply if data collection will take place in multiple venues)
r Own house/flat
r Residence of participant
rX Other education premises r Other Business/Voluntary Organisation
r Public Venue (e.g. Youth Club; Church; etc)
r Other (Please specify) _____________________________

18. How will you travel to and from the data collection venue?
r
r

On foot
rX By car
r Public Transport
Other (Please specify) ______________________________

19. Please outline how you will ensure your personal safety when travelling to and from
the data collection venue:
I will travel by car. I have full business insurance and have accredited high-mileage
driver training.
20. How will you ensure your own personal safety whilst at the enquiry venue?
If you are carrying out enquiry work off-campus or away from your normal workplace,
you must ensure that each time you go out to collect data someone you trust knows
where you are going (without breaching the confidentiality of your participants), how
you are getting there (preferably including your travel route), when you expect to get
back, and what to do should you not return at the specified time. Please outline here
the procedure you propose using to do this:
Data will be collected in Primary schools with full insurance. I will not be left alone with
children. My appointments will be pre-arranged and timings and contact details for
each visit left with my spouse. I will sign in and out of the building according to each
schools’ H&S policy.
21. Are there any potential risks to your health and wellbeing associated with either (a)
the venue where the enquiry will take place and/or (b) the enquiry itself?
rX None that I am aware of
r Yes (Please outline below)
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22. Does this research enquiry require a health and safety risk analysis for the
procedures to be used? No
If YES current status of Health and Safety Risk Assessment.
Appendix 1
Dear XX,
Thank you for expressing an interest in taking part in my research. The study aims
to explore the effect the new National curriculum has had on the teaching of English
in Primary schools. Comparing school based documents such as policies, long and
short term planning documents and class timetables before and after implementation
of the new curriculum I aim to study the changes teachers and schools have made
to their practice to meet the new requirements. I would also like to visit classrooms
to see the changes first hand and take some time to talk together with classteachers,
headteachers and senior leaders about the changes, finding out from them what has
happened as a result of the new curriculum and how (if at all) it has impacted on
their practice and pupil learning.
All visits and discussions will be pre-arranged at mutually convenient times. All field
notes, data and documentation will be anonymised and pseudonyms will be given.
Schools and participants will not be named. During all school visits I will be a neutral
observer and no judgements will be made about the quality of provision or school
development. Any conclusions drawn in the final summary will be based around
main findings and individual schools will not be compared.
All field notes, analysis and summary documents will be available to read and the
finished thesis will be shared with participants before submission.
Participants will have the right to withdraw from the research at any point and may
request that data collected about them be withdrawn from the enquiry. The enquiry
will be supervised by Professor Guy Merchant, professor of literacy in education,
Research Excellence Framework (REF) co-ordinator and research lead for the
Department of Teacher Education at Sheffield Hallam University. He can be
contacted through the university (0114 225 5099) or by e-mail
g.h.merchant@shu.ac.uk .
If you would be happy to participate in the research, please indicate below and
return to xxxxx by xxxx.
Yours sincerely,
Emma Rogers
I, (name), (role) at (name of school) would like to participate in the enquiries. I will
share anonymised documents and participate in pre-arranged interviews/visits.
I can be contacted on email: telephone:
Signed________________________
I give permission for (name) to participate in the above enquiry/enquiries
Signed ________________________ (Headteacher)
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Section D Ethical Approval Decision
A. To be completed by the student
I confirm that this enquiry will conform to the principles outlined in the Sheffield Hallam
University Research Ethics policy.
I confirm that this application is accurate to the best of my knowledge.
Student's
signature

E J Rogers

Date 17.03.14

B. To be completed by the enquiry supervisor
Supervisor feedback
Feedback on methodology and methods:
This is still quite an ambitious project, but it addresses important and topical issues that
are particularly relevant to Emma in her current working context. Refining the project
will mostly depend on thinking about ways of reducing the data it generates, so that a
careful analysis can be made. In other words I think the real challenge will be to relate
the observations to interview data in the light of the proposed document analysis in
order to get a realistic view of the changes that are occurring. It may be helpful to look
at some of the extensive literature on educational change, as the project develops, just
to underscore the complexity of the process.
I will ensure the following ethical issues are addressed through supervision:
Emma’s current role is, as she acknowledges, likely to influence participants’
perceptions of her. She has demonstrated awareness of this in the proposal, but we
will need to keep it under review, both at the data collection stage, and during the
subsequent analysis.

I recommend that the proposal is submitted to the MEP Ethics SubCommittee

Supervisor's
signature

	
  

	
  

Date

Yes
No

17/3/14
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Appendix B Sample school planning documents
School 1 sample medium term plan for English

Literacy Medium Term Plan

Text/ genre

Grammar

Spelling

1

Playscripts

VCOP

Not taught this week due to DT, and
TH only being in 1 day.

2

Information texts

Extending the range of sentences with
more than one clause by using a wider
range of connectives, including when, if,
because, and although.

Prefixes: sub, re, super, anti, auto

3

Information texts

Use of paragraphs to organise writing.
Extending the range of sentences with
more than one clause by using a wider
range of connectives, including when, if,
because, and although.

Prefixes: sub, re, super, anti, auto

4

Information texts

Use of paragraphs to organise writing.
Revision of headings and subheadings.
Standard English forms

The i sound spelt y.
The u sound spelt ou.

5

Stories that raise issues/ dilemmas

Pronouns within a text.

Words with the k sound spelt ch.
Words with the ai sound spelt ey or
eigh.

Apostrophes
Determiners

6
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School 1 Sample short term plan for English
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School 2 – Sample SPAG lesson plan
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School 2 sample short term plan for English
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School 3 Sample Guided reading planning
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Appendix C - School 1 Literacy policy - extracts
Curriculum and School Organisation
The English Curriculum is delivered using the Primary Framework for Literacy. Literacy is taught on a
daily basis, for at least an hour. On Fridays, this is through a Big Write session. In addition to this,
each class also has a guided reading session each day. In Foundation Stage and KS1 there is also a
daily phonics input. There is no long term plan for Literacy, as it is important to allow flexibility for
each teacher and to make cross curricular links to other subjects through our Creative Curriculum.
Teachers do ensure that each unit of work is covered so that the children access each genre/ text
type. Each teacher plans from the Primary Framework, selecting objectives which are appropriate to
the needs of their class. These objectives focus on the three areas; reading, writing and speaking and
listening. Planning is recorded onto the school format to allow for continuity throughout (Appendix A).
There is also a generic Guided Reading planning format (Appendix B). When selecting texts and
writing stimuli, we actively seek material which will interest and engage our children, particularly
texts to interest boys who are reluctant writers.
Writing (including spellings)
Aims
To raise standards in writing.
To promote the essential skill of writing.
To develop enthusiasm, enjoyment and creativity in writing.
To give children the tools to confidently compose their own texts.
To encourage children to have an interest in vocabulary.
To be confident spellers with a range of strategies.
Objectives:
To have a clear enjoyment for writing.
Use a range of spelling strategies.
To understand that different texts have different structures and be able to apply these.
To select appropriate and imaginative vocabulary, depending on the text type.
To use punctuation accurately within their writing.
Have an interest in words, their meanings; developing a growing vocabulary.
handwriting style which can be adapted for different purposes

To have a legible

To know the grammatical functions of words, and different types of sentences.
Curriculum Organisation
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Writing is planned and taught using objectives and suggested planning from the Primary Framework.
Teachers ensure that they select objectives that are appropriate for their children, and that there
is a balance of writing, sentence and word level objectives chosen. Opportunites for modelled, shared
and guided writing are planned for as they are all effective strategies for raising standards in
writing. Writing is a skill required for all curriculum subjects and therefore should not be taught
discretely in Literacy lessons. Opportunities to develop writing skills in other areas, such as writing a
report or a persuasive argument as part of our Creative Curriculum, should be planned for. Teachers
should encourage children to maintain a high standard of writing across the curriculum.
Big Write
This is taught once a week. Teachers engage children in 30 minutes of VCOP activities, followed by a
10 minute break (to allow children ‘planning time’.) Children then write for a sustained period, without
support from an adult wherever possible. Children are encouraged to refer closely to their writing
targets during the writing process. Classical music is sometimes played to encourage creative thinking.
Lights are dimmed and a candle may be lit. By Key Stage 2 most children should be able to write for
45 minutes. Teachers model the writing process at this time, writing for a purpose for example a
piece to use with a Guided Group the following week. Teachers also give prompts during the writing
process. Big Write work is marked using 2 stars and a wish, either by the teacher or a peer.
During the following week, teachers stop and teach through ‘stocking fillers’ to embed learning from
the previous week’s VCOP input. ‘Bells work’ is also undertaken whenever possible.
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Appendix D School 2 sample – Grammar audit
SPAG audit Best practice November 2014

What is your weekly SPAG input?
Do your children have a separate SPAG work book ?
Sites used:

Effective games:

Other resources used regularly:

Do you do any form of summative assessment re: yearly attainment
expectations set under new curriculum? Details?
Are you confident with terminology/ content to be taught to your age
group? Would you welcome any collaboration?
Most successful strategy ?

What have you done that hasn’t worked?

PLEASE CAN YOU FORWARD TO ME :
1. a photograph of your SPAG working wall / display
2. any indispensable resources
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Appendix E Open ended interview question samples
Enquiry 1
What changes have you made in light of the new curriculum?
What changes do you have planned?
Which elements do you think will be a focus/biggest challenge for the school?
Phonics, grammar, reading for pleasure?
Enquiry 2
What impact has the NC had on planning, classroom organisation or timetabling?
How have you gone about planning your English curriculum?
What choices did you make when you came to agree your school curriculum?
How well does it meet your pupils needs?
How has the introduction of a new curriculum supported or hindered school development?
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