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Abstract
The decision as to whether a student teacher is ready to teach is an important matter in all countries. However, between nations, there are variations in the nature of the judgement (e.g. professional or prescriptive); who decides (e.g. staff in school or from higher education); where accountability lies (e.g. higher education or school). The English OFSTED regime locates at one end of the spectrum of possibilities. Under it, higher education institutions, are held responsible for the quality of school placements and hence of ensuring that teachers in school support their placement students in acquiring the detailed, prescriptive grades, and of consistency across placements. 
However research suggests that there are many factors which have an impact on formative and summative assessment of individual placements, and which are likely to be partially or wholly outside the influence or control of a higher education institution or of schools. This poses a challenge for all initial teacher educators, based in higher education or school, who seek to maintain consistent, high quality support and feedback for, and robust final assessment of, students on placement. 

This project, based in the rigorous environment of the English system, investigated ways in which this challenge was tackled. Evidence was sought from two case study primary schools (serving children aged between 4 and 11) – one large and urban, one small and rural – and one case study cluster, working in partnership with a higher education institution. These case studies illustrated where challenges might be overcome, how this was undertaken. Where this was deemed inappropriate, the case studies illustrate ways in which situations may be managed. The case study method enabled visibility of the particular conditions which facilitate the success of a strategy. The aim was to present exemplars for others to chose to adapt and adopt. 

The case study data and analysis provide the specific exemplars of: 

· The role of school culture in enhancing the support and feedback for and assessment of students

· Needs Analysis Week: the appropriate choice of route - facilitating coherence of grading between schools and higher education

· Strategies for supporting student and staff where a student is ‘borderline’, and working towards a positive exit strategy

· Two way, flexible feedback opportunities for staff and student, for the enhancement of learning environments provided by new technology

· The impact on student experience and quality of placement of a mutually supportive cluster of small schools. 

The principle of appreciative enquiry approach was adopted for the project. The case study methodology was blended, incorporating much of Stake’s approach. Three case studies were chosen for their exemplary track records, following interviews of the meaning of a ‘successful partnership school’. The project was taken forward collaboratively with a team from higher education and school. 
From this grounded approach, evidence emerges to illustrate how challenges which are common to initial teacher education in all EU countries may be met. 

Project Overview

Research suggests that there are many factors impacting on support and assessment of students on school placement which are partly beyond the influence of higher education institutions and schools. This poses a challenge for all initial teacher educators, in school or higher education, who seek to maintain consistent, high quality support and feedback for, and robust final assessment of, students on placement. 

This project investigated strategies for tackling some of these challenges, using a case study approach. Two primary schools – one large and urban, one small and rural – and one rural cluster were selected, all in partnership with one higher education institution. The aim was to provide exemplars for others to adapt and adopt. 

The case study findings focus on: 

· The role of school culture in enhancing the support and feedback for and assessment of students- a training school based advanced mentor training course

· The appropriate choice of flexible, modular route to qualifying as a teacher -  an approach for coherence of grading to the standards in a Needs Analysis Week

· Strategies for supporting student and staff where a student is ‘failing’ - and working towards a positive exit strategy

· Constructive feedback in a changing learning environment: pedagogy, technology and the interactive whiteboard

· Generating high quality student support in a small rural school cluster

· The mixed age class challenge: reducing the risk factor through student support

The principle of appreciative enquiry approach was adopted for the project. The case study methodology was blended, incorporating much of Stake’s approach. The case studies were chosen for their exemplary track records, following interviews of the meaning of a ‘successful partnership school’. The project was taken forward collaboratively with a team from higher education and school. The diagram summarises the research brief: 
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The literature
The literature suggests that consistency of feedback and support for, and final assessment of, students on school placement may be challenged if 

· It is influenced by the local context

· There are inherently unpredictable influences shaping it

· Feedback, support and formal assessment 'feed' on each other 

· External influences on the school environment lead to variations in student experience 

· Support, feedback and assessment are not independent of personality and styles of student, class tutor and associate tutor

Prior research
This project follows several others at St Martin’s. These prior findings include factors which may apply to initial teacher education across many European countries: 

· Student perceptions of inconsistency of assessment persist despite exemplary partnership policy, guidance and training events

· Geographical dispersion over a large partnership area may reduce mentor access to partnership events; familiarity with partnership documentation and guidelines for delivery as well as to informal support from peer mentors and link tutors 

· Web based resources provide a means of bypassing distance. But our evidence suggests that face to face interaction still plays a crucial role 

· Students and teachers perceive that informal, positive feedback from class teacher or mentor enhances teaching capability and formal assessment outcomes

· But the availability of such support may depend on temporary, changing pressures on school resources due to staff absence or job moves and many other factors

· Critical incidents may be viewed as challenging by very experienced mentors, for example if assessing a student considered ‘borderline’ 

· Peer group informal interaction can provide support and feedback which is highly valued by students, notably by distance learners

· Peers may offer reassurance through exchange of troubling experiences; celebration of perceived successes; enable bearings to be taken in uncertain conditions; provide an opportunity to acquire tips and troubleshoot resource problems

· Emotional stability, a sense of security and confidence may be fostered by peer support, but may be at risk for students on small or remote school placements

· Some association between formative and summative assessment is likely

· Consistent support (frequent, immediate, informal) is linked to developing teaching capability

· Lack of support may be linked to critical incidents, very damaging to confidence

Features of the English system
There are two particular features of the English system: firstly in order to qualify to teach student teachers have to demonstrate performance of prescriptive standards; secondly that summative as well as formative assessment of the student teacher is the responsibility of the teacher-mentor in school. It would appear likely that the English policies would be associated with partnership challenges in at least three areas:
· Professional judgement of teaching capability is complex and intuitive, based on the experience of an individual working lifetime. Arguably it is ‘trustworthy’ and in this sense ‘consistent’ yet intrinsically idiosyncratic

· Assessment is taken forward in diverse contexts, a key feature of which is the complex interactions between individuals assessing, being assessed, and moderating 

· Consistency in relation to final grade on school placement is a ‘pigeon holing’ exercise. The pigeon holes are defined by the official interpretation of ‘standards’ but delivered through locally mediated interpretation 

Methodology: 
Three approaches were drawn on for the project:
· Appreciative enquiry

· Case study approach

· Collaboration – an active partnership team of researchers, managers from higher education and schools took the research project forward

Given the evidence that inconsistency of assessment on school placement appears to be, in many ways, intransigent, an ‘appreciative enquiry’ approach appeared attractive for such reasons as:
· ‘No problem can be solved from the same level of conscientiousness that created it’ (Albert Einstein)

· It requires a move out of deficit language into an appreciation of what works well in an organisation – with the belief that you get more of what you pay attention to ..’(Church Mission Society)

· ‘Just as plants exhibit a tendency to grow in the direction of sunlight … there is an analogous process going on in all human systems’ (Cooperidder, lead thinker)

The link with this approach is imprecise: it informed the design of the procedure for choosing case study schools, and within each, the focus of the investigation. 
There are many alternative case study methods. The particular approach was chosen from Stake and Simmons so as to be appropriate for practitioners to ‘adopt and adapt’, as the following quotes illustrate: 

· ‘As readers recognise essential similarities to cases of interest to them, they establish the basis for ‘naturalistic generalisation’... (case studies are) a direct and satisfying way of adding to experience and improving understanding’ (Stake)

· Case studies provide the potential for readers to generalise in a naturalistic way utilising their ‘tacit knowledge’ (Simmons)

· Because of the universality and importance of experiential understanding and their compatibility with that understanding, case studies can be expected to … have an .. advantage over other enquiry methods (Stake)

We adopted a grounded approach to the case studies, taking the view, as Marion Dadds writes that: ‘There is, of course, a very real danger of starting one's theory or hypotheses running too early in the case, since this might channel one's perception prematurely. It could lead to seeking evidence, in a blinkered way, to support one's theory, rather than keeping one's eyes wide open to alternative views as the case progresses’ (M. Dadds, ‘Doing Research Differently’)
The mixed methods nevertheless generated - a priori - several potentially theoretical and practical challenges which have been explored in a different forum.
Choosing case studies and the research focus 
Ten partnership managers from higher education were interviewed about what attributes they would associate with a ‘successful’ partnership school. Common factors were:
· Whole school involvement with the partnership 
· All teachers are trained mentors

· Involvement with the initial teacher education programme

· Commitment to supporting each student at all stages

The data confirmed that the case study schools all had these features:
· Strong external relationships with the higher education institution. These included representation of the school at the centre of the case study on partnership committees, in particular initiatives, in a taught masters degree and continuing professional development. 

· Established links to national agencies including the National College of School leadership; the Teacher Training Agency; the Department for Education and Skills. These related, for example to grant funded initiatives; membership of policy committees; invitation to consultations and conferences. 

· Both formative and summative assessment were underpinned by strong long run relationships which generated common understandings and approaches between staff within a school.
Within each case study we sought two exemplars which would potentially illuminate:
· Local practice where influence on consistency appears feasible

· Adjustment strategies where influences on consistency are seen as ‘givens’

Each focus was decided after a prior interview with each head to explore where they felt they could offer examples of successful ways of meeting the challenges experienced in relation to formative and summative assessment of student placements. 
CASE STUDY A 
Training school characteristics

· Full partner with HE, (interviewing, sitting on boards, teaching on Masters programme)

· Tutor sessions in partnership; advanced mentor training events

· Ethos: highly supportive to staff and students

· Well resourced

Deputy Head’s description 

· High Involvement in Teacher training 

· Training School status in 2000

· From 2000 all teachers except NQTs are trained as mentors 

· Teachers now train as mentors in their second year of teaching and are supported by more experienced mentors.

· Continuing Professional development is high priority and is seen as a seamless movement from pre-teacher training through to retirement. 

· New teachers very quickly ‘absorb’ the culture and expectations of the school and are keen to be part of the reflective training team.
· The school with St. Martin’s offers advanced mentor training in school and involves an element of school based research.

· 17 teachers are on this course – ‘Critical Perspectives in Mentor Training’ - which leads to 20 credits towards an MA 

· The advanced mentor course is very much tailored to the needs of the school and of the staff and focuses on models of mentoring

· Building and sustaining relationships

· Images of teaching and learning 1

· Images of teaching and theories of learning 2 
· Holistic professional assessment underpins the whole mentoring process.
Case study A Focus 1: Advanced mentor course findings

An accredited advanced mentoring course was being conducted jointly by colleagues from higher education and the school-based tutor. Whilst the course did not, on the surface, seem directly relevant to the project focus, observation and listening proved otherwise. There were many 'nuggets of information relevant both to issues related to assessment as well as to understanding the innovative cultural context of the school. 

Data: 

· Observation ‘swag bags’ from 3 sessions of Advanced Mentor course for all teachers in this training school, with notes of written records of activities and analytical comments .
· Brief biographical information about Judith Green's role as a cultural innovator over several years of working collaboratively with St Martin's in a variety of ways.
· Other 'nuggets' were gleaned from informal and unstructured conversations about the school. 

Findings: School culture

Marion Dadds writes: ‘The innovative school culture was evidenced in the fact that a joint accredited course of this kind was taking place. This is an unusual practice and can, probably, only happen successfully, in a cultural context that is seeking new ways to enhance teacher professionalism. Judith could be seen as a key 'culture leader' in the case. A further collaborative project between the school and St Martin's on the use of video link in student assessment is also being developed next year. This is further evidence of a continuously developing innovative partnership culture. 
Analysis of flip chart sheets from the previous course session, in which the teachers were invited to discuss and record their theories about the role of the school mentor, showed that they saw assessment, feedback and judgement making as a part of their broader role.’

In summary, the main features noted were:
·  Key innovation 'culture leader' 

·  Continuously developing, innovative partnership culture 

·  Teachers showed that they saw assessment, feedback and judgement making as a part of their broader role     

Findings: Emotional and human issues related to feedback

Marion Dadds notes: ‘Discussion of pre-set course readings from the previous session showed that there were many emotional and human issues related to giving feedback to students in the assessment process. Teachers have different ways of handling this. Some find critical or negative feedback difficult to give and some, therefore, avoid giving it. This may lead to unrealistic views by the student about their performance. This, therefore, raises a key problem about consistency in formative feedback and assessment. 
Emotional intelligence and consistency of assessment of students may, therefore, be an important issue for the research project. Whilst the ‘nuggets’ did not, in general, link very specifically to identifying innovative practices in student assessment, they all related broadly to painting a picture of the wider context in which student assessment takes place. They help to provide a rich contextualistion of assessment practices that will enable us to explain, not simply describe, those practices. 

· Some find critical or negative feedback difficult to give and some, therefore, avoid giving it. This may lead to unrealistic views by the student about their performance

· Potentially key issue: the role emotional ‘intelligence’ may play in consistency of assessment of students 

· BUT when summative assessment is needed, the emotional challenges of formative assessment may be overcome in the interests of standards 

Case stdy A Focus 2: Assessing students for appropriate flexible modular routes to QTS (‘Needs Analysis Week’)

The flexible modular programme leading to Qualified Teacher Status (QTS) and if the student requires, a Post Graduate Certificate in Education (PGCE) for primary teaching. It is a part time, blended learning course, which offers access to QTS to students who would not follow a full time, campus based course for geographical, family or other lifestyle reasons. Most students are mature, many have families or jobs. They bring a wide range of prior experience and qualifications (some non-UK), including of other professions or a different type of teaching. Routes range from Route 1 (shortest route, for example for experienced teachers seeking updated or national qualification) to Route 4 (most comprehensive preparation to teach). The appropriate decision as to which route the student will take has ‘knock-on’ effects for successful completion of QTS, for student satisfaction and retention.
· Needs analysis week assesses the appropriate route for graduates with significant school or related experiences and relevant transferable skills who have already been accepted on the course.
· A group of students, in a training school, each in a different class, spend the needs analysis week planning and teaching in four areas of the curriculum, with close support by class teacher/ mentor and observation by subject tutors from higher education. 
· Students are assessed by teacher and tutor against the ‘standards’ criteria for each key subject.
· The decision for each student, made by a board meeting of teachers and tutors, guides which of four routes the student can follow on the programme, including access to an accelerated route into teaching.
· Needs analysis week assesses students against the criteria for ‘standards’ and therefore requires the same ‘skills’ from mentors as does assessing a final placement grade.
Organisation of Needs Analysis Week

·  12 students receive a planning pack two weeks prior to placement 

·  Students plan for one week of lessons in core subjects and send these to school.

·  One week spent in school where assigned to a class: plan for in more detail and teach 2 numeracy, 2 literacy, 2 science and 1 ICT (optional) lessons.
· Monday - whole group introduction to the week, orientation, and observation of class. 

· Tuesday, Wednesday, Thursday – teach 2 lessons a day.
· All lessons are observed and assessed by mentor against set criteria relating to QTS standards.

·  At least two lessons are jointly observed by College tutor.

·  Feedback, and needs-led support and help is ongoing throughout the week.
·  A dedicated room, resources and access to a mentor at all times is made available.

·  Friday afternoon – board meeting where decisions about routes are made.
Who assesses

· The class teacher observes and assesses all 6 lessons.  

· Two of the six lessons are observed and assessed by both the class teacher and a higher education tutor.  

· Specialist tutors observe English, mathematics and science.  

· A specialist Teaching Studies tutor observes the 3 subject areas.  

· Information and Communications Technology (ICT) was in this week partly observed by a specialist ICT tutor but some students were interviewed instead (because of staff availability)

What is assessed?
· Each tutor/teacher gives the assessed route for these areas of the TTA standards

· Knowledge and Understanding 
· Teaching – Planning, expectations and targets 
· Teaching – Monitoring and assessment 
· Teaching – Class management 
Supplementary data is provided by prior audit of subject knowledge assessments.

Data:

Observations of introductory morning for students and of selected lessons and feedback sessions with teachers and students throughout week; observation of video of seminars for students led by lead mentor/ deputy head; participatory observation in board meeting; written assessment sheets with grades for each subject for every student; written minutes of board decision. Separate questionnaires completed by staff and students in needs analysis week. Quantitative analysis of grade data in relation to board decisions.
Findings

The Needs Analysis Board decisions: summative assessment

The decisions are seen by programme leaders as playing an important part in placing students appropriately. The remit of the board is to consider all the teacher and tutor assessments and to moderate the route which students will be offered. For the NAW observed, there were 115 joint assessments of which 66 (57 %) were agreed and 49 (43 %) moderated by the board. Under certain assumptions, this difference could be seen as significantly unlikely to have occurred by chance (at the 95% level).

There are several possible reasons why the NAW process achieves consistently appropriate outcomes: 

· A common interpretation of grades is generated by the close partnership links.
· The large number of grades per student reduces the likelihood of an inappropriate selection of route.
· ‘Pre-moderation’ conversations between class teacher and tutor enable convergence of view in advance of the board.
The success of NAW suggests that if other influences are present they do not distort overall outcomes. Examples of potential factors are:

· The class teacher defers to the tutor’s view of observations – eg because of ‘power differential’; ‘tutor knows best’ etc.
· The tutor defers to the class teacher’s view of observations – eg because of more extensive contact with student through the week etc.
It is also noted that the evidence suggests that:

· The teacher-tutor grading gap was more marked for ICT where tutors (because of timetabling incompatibilities) had interviewed, rather than observed, the student. This suggests that tutor observation may play a key role in the moderation.  

The board meeting considers other factors which may be taken into account in deciding the route. It may arrange extra support to meet specific student needs so as to align student capabilities more closely to a route. Three examples show the complex considerations which are dealt with in making decisions:

Student A

· The board is advised that A’s weightings are towards Route 4 (longest route) if preference is not taken into consideration. 

· The board is told that A is already a qualified secondary school P.E. teacher.  The members are surprised. 

· The Chair explains A wants a Route 2 because he will have to pay his own fees.  In this case the student’s wishes are not taken into consideration because his results show no evidence of Route 2.

· The Chair asks if the school and college will support a Route 3 provided A spends an additional term at the beginning of this course working on his subject knowledge.
Student B

· B is a Route 1 (accelerated route) but not in ICT.
· B has science subject knowledge weaknesses on her audit, although this was not apparent in the classroom.
· From audit, B has several gaps in her subject knowledge for the mathematics units.
· Route 2 means she must do 2 placements. B is applying for a job which starts in September and wants to qualify by then (only time for one placement).  The board in this case do not take B’s wishes into account.
Student C

College gives ‘higher’ grades for science than does the school, which takes into account that:
· The topic being taught was a biology topic where less ‘problems’ are likely with students’ subject knowledge than for other sciences. 

· Some students are failing the science subject audit but teaching the biological sciences confidently. 

Student questionnaire: Needs Analysis Week 
· Growing confidence strongly associated with needs analysis week, judged by the number of such responses.
· Widespread appreciation of personal support from and work of the lead mentor and colleagues.
· Needs analysis week created an awareness of mismatches between own preparation for and actual reactions, pace, behaviour of children. 

· But student perceptions may be influenced by assumptions about their capabilities. 

Teachers questionnaire: Needs Analysis Week
· Majority are happy about allocation to ‘route’.
· Praise for clarity of guidance booklet.
· Value of regular experience using assessment methods and criteria.
· Confidence in judgement and validation by colleagues.
· But – even in this ‘flagship’ school - a minority appeared to seek a fuller understanding of the ‘match’ of student to route and suggested more guidance, information about ‘routes’, ‘practice’, discussion time.
Why does Needs Analysis Week work? Possible explanations
· Working together in a wide range of partnership activities may enhance common understanding of the interpretation of ‘standards’ – although a minority of staff may feel less involved.
· Working together increases understanding of the complexity of judgements and hence the need for a solution to be negotiated. 

· Working together on the Needs Analysis Route programme increases understanding of the capability associated with each route (grade) and reduces the scope for misunderstanding.
· School based initiatives jointly undertaken with a higher education institution enhance collaborative skills.
· A school culture of commitment appears to foster teacher motivation to ‘agree’ with the higher education tutor although this may also be explained by perceived power imbalances between higher education and school (observations silent) or by other incentives (not apparent to research).
Summary of findings – Needs Analysis Week

· NAW assessments have a very good track record in appropriately routing students.
· The success of this assessment process is associated with a close partnership between the school and higher education.
· Formative assessment plays an important role in facilitating student awareness of own strengths and challenges.
· Formative assessment plays an important role in enabling teachers to form a judgement about student capability judged by ‘standards’.
· Student expectations and the assessments by higher education tutors and school based mentors are nevertheless likely to require some reconciliation and this is achieved by the board moderating process with few exceptions.

· Some external factors outside the control of the assessors may impact on assessment .

Key Partnership features conducive to success 

· Close working relationship, understanding and trust between school and higher education programme, and close knit school cluster 

· Proactive and thorough preparation and experience for all staff involved with partnership activities linked to practitioner research 

· Carefully structured design of support and feedback for needs analysis week 

· Professional judgement successfully ‘pigeonholed’ to standards

· But some variations in formative assessment persist: there is no panacea for inconsistency
CASE STUDY B 

Small-ish rural school (130 on roll) - an outstanding ‘partnership’ with the higher education institution

· Head extensively involved with programme and partnership development

· Cutting edge use of ICT

· Strong involvement in development with community

· Head chairs National College for School Leadership ‘ICT’ strand
· All teachers are trained mentors
Focuses of case study

· ‘Failing’ student (common concern among mentors and higher education staff)

· Support and feedback in relation to use of the interactive whiteboard (feature – substantive variability in equipment, preparedness and experience between students, mentors and class teachers, and link tutors)

Data (for both focuses)

· Interview with head in order to profile scope of use of ICT within the school and with the surrounding village community

· Observations of, and interviews with final placement students, one of whom was later disclosed to be at risk of ‘failing’

· Observation, taped and transcribed, of ICT development time at staff meeting

· ‘Failing student’ – spontaneous mind maps of 8 staff response to formative and summative assessment of ‘failing student’

· Taped and transcribed discussion among staff following completion of mind maps 

· Taped and transcribed individual interviews with each teacher on both issues

· Minutes of primary partnership committee meetings

Case study B, Focus 1: Failing or marginal student

Partnership focus

The partnership for the case study school notes concerns about whether potential failures especially on final block placement are sufficiently reported and whether a student is more at risk of ‘failing’ a placement in certain partnership contexts than others, for underlying reasons which do not reflect teaching capability. 

Some specific examples are:

· Mentors may appear reluctant to ‘fail’ students who should not qualify from a final school placement. It was hoped that the case study would throw light on the reasons for this reluctance, and what may be done to encourage more robust mentor decisions. 

· Where the student appears to be at risk of ‘failing’ final placement, rigidities in relation to the particular placement may be the suspected cause.  Typically, such factors may include alleged personality differences between student and class teacher, or the reaction of a student in this context to the ‘power’ of teachers and mentors who grade as well as develop their performance; the characteristics of the placement which may contrast with previous experiences, or with student preferences. The accumulated experience of mentors in the case study school and strategic leadership of the head show some ways in which such challenges may be met. 

Other issues

· There is also a concern with the employment potential of student teachers preparing for a specific profession, especially in relation to the PGCE, where no other qualification follows completion. In particular, an individual may be less suited to primary teaching but satisfactory in secondary, further or adult teaching; a different occupation may not always be needed. The partnership school may have a role to play in developing a positive way forward for the student. The case study provided an exemplar.

· A major concern of schools in providing placements for students is how to find the time to provide the support for developing and improving student capabilities. The scarcity of time is presently exacerbated in primary schools by lack of ‘free periods’, despite recent policy initiatives aiming to generate space for teachers; and in small schools by multiple roles and duties shared by teachers. Lack of time may be given as a reason for sparse participation in partnership events, or fewer placements, both potentially detrimental to consistency of summative and formative assessment. Because of the scarcity of time, schools may be anxious to have ‘good’ students who will be unlikely to make unexpected extra demands on them. The time hungry demands of support for and grading of marginal or ‘failing’ students may be especially worrying. The case study looked at the motivation and scope for managing such situations and drawing on alternative resources.  

· Perhaps the most negative aspect of supporting a ‘failing student’ is the slowing or reversal of the progress which the class teacher would have otherwise expected to make with the children. The case study looks at how this is handled. 

Findings: Positive outcomes

· One strength of the case study lies in showing how positive consequences can be developed, whether or not the marginal student qualifies. The case study head emphasised strongly the privileged role for the school in preparing the teachers of the future and the future education of children. If this implies extra demands for formative assessment for a weaker student, who would then become a successful teacher, then this was seen as a necessary part of the work and the privilege. 

· The strong commitment to the partnership motivates the school through challenging circumstances. The leadership is backed by a clear set of strategies to deal with different circumstances. Despite the small size of the school, there are clear structures for staff to share and discuss issues and ideas and to provide mutual support: this is not ‘left to chance’. These strategies reinforce the strong leadership provided by the head. 

· Strategy towards ‘failing students’ did not appear controversial, from the case study data, despite the very different personalities of individual staff. A notable feature of the case study was the respect for the diversity between individuals, both staff and students. The strategies were built on and around these ‘givens’.

Findings: Emotional dimensions

The case study school regarded the emotional dimensions of having a ‘failing student’ as of central importance. It was emphasised that a school placement, especially the final block, where a student is marginal or at risk of failing, is likely to be traumatic not just for the student but also for staff. The researchers were reminded that primary teachers ‘nurture’ students as well as children; some have children of the same age as the student and the empathy is strong. A supportive mentor and class teacher will form a close relationship with the student. When a student ‘fails’, the class teacher, mentor and other staff have tried to do whatever is possible to support that student. This is an emotionally draining experience, whether or not the marginal student ends up by qualifying with the support of the school. 

For staff, the case study shows ways in which the emotional trauma for staff may be mitigated. 

· Having a team of colleagues in school who are used to discussing issues in a supportive environment helps to provide a front line emotional relief for staff. 

· In this case the small school size may have contributed to the readiness of mutual support to colleagues. 

· The close personal relationships with an accessible link tutor who is on the end of a phone and will reschedule appointments at short notice to visit the school, appears paramount for lessening anxiety.

The issues around emotional trauma may be more complex and individualised for a student. 

· While staff may all be familiar, and the student made personally welcome, in the staff room and ‘involved’ in meetings, the ‘goldfish bowl’ of the small school may potentially be more stressful from a student who cannot ‘escape’. One student who had been ‘marginal’ expressed a preference for a larger school where the student had some choice over who to consult. 

· Tutors in higher education perceived added pressures on students, associated with the dual role which teachers play as assessors as well as positively supporting their progress. Students develop varied personal strategies to handle the micro politics of their relationship with teachers and mentors. This may involve not admitting to making mistakes. The head in the case study was keenly aware of the possible tensions for students. Interviews with a large number of mentors for other projects suggest that this is an area in which it would be helpful to raise mentor awareness.

· The case study teachers would all have preferred to have started a student placement with a ‘blank sheet’. On the other hand, they felt that it would be beneficial for the student if they were to be informed of prior placement weakness so as to understand problems promptly and be able to provide appropriate support as soon as possible. 

Findings: The challenge of making the judgement

The case study teachers said they needed ‘courage’ to be firm about a judgement of student failure on the placement. ‘Who will support me?’ is a prime consideration. 

· The guidelines to the standards (the ‘Red Book’) which was provided by the higher education institution was rated very highly by the case study staff. Following these closely was regarded as an important safeguard for awarding an appropriate grade. 

· Teachers also drew attention to the way the guidelines were used. The case study staff spoke of the advantage of steady, incremental and carefully managed steps to make progress towards improvement and to increase levels of student confidence. One of the teachers said that it was important to take a view which allowed for the student to have the odd ‘off day’ (‘we have all been there’).

· There were a number of ways in which a teacher might obtain another professional assessment which would make the grade decision more ‘safe’. The case study showed how the concern at having to make a judgement in isolation, and un-moderated, could be remedied, even in a small school. Having more than one teacher in the class – for example two part timers or a teaching head with some non-teaching time – was considered helpful since two people would then be very familiar with the student. The close knit relationships in a small school also meant that teachers had others to consult across the school. Subject co-ordinators also expected to be involved, providing another dimension to the support. The same network would also support the teacher in formative assessment for a ‘failing student’.

· External support from the partnership, for the case study, was provided by a familiar ‘link tutor’ allocated to the school on a long term basis, who has a good knowledge of the school, the children, the staff and the student. Teachers spoke very highly of the value of having this link tutor readily available for advice, and of some one whose specialist job this was. 

Findings: Diverse presenting features among ‘failing’ or ‘weak’ students

A feature of the case study is the recognition that students who are failing may react in contrasting ways, and that diverse approaches are required. Examples of presenting features - drawn from accumulated staff experience in the case study school - were signs of being ‘in denial’ about weaknesses; or resistance to ‘learning’ in the form of ‘not taking things in’; stress associated with a downward spiral of lack of self confidence; decision making that after all primary teaching is not ‘for them’; personal problems, sometimes confided to a personal tutor at the time, but unknown to the school. 

The case study teachers considered that it was part of their role to find out whether there were circumstances which pointed to a specific cause of ‘weakness’ which, if it appeared not to be open to change, might be managed. 
· A student might be prepared for a different age group, and not for mixed age classes, in a final block placement. 
· Personality clashes between student and mentor or class teacher may occasionally threaten the viability of the placement. 
In some cases a ‘solution’ might be to change classes. The key skill in the case study school appeared to be honest and accurate diagnosis and to draw clear boundaries round what lies within the influence of the school. If the constraint was judged as a ‘given’ to the school, the way forward was explore an appropriate strategy for avoidance, rather than taking responsibility for remedy. 

The school suggested that it would be interesting to see whether there is data to test for the possibility of a link between student failure, on placement, and a final placement which differs strongly from student placement preferences - for reasons such as the above. 

The research team had some practical reservations about accepting responsibility for aligning placements with preferences. For example the newly qualified teacher may end up finding work in a situation which does not match preferences. Allowance for difficult personal circumstances may cloak a persistent, rather than transient weakness.  
The policy imperative is that the standards must be met, to qualify, regardless of context.  But, if the view is accepted that the extent to which a student meets the standards is not independent of the school context, then consistency in meeting the standards implies - for the individual student - potential inconsistency of grades across placements. Concerns about the robustness of summative assessment of marginal students are, therefore, not unreasonable, and are likely to persist among teachers.
Findings: Helping ‘failing’ students move forward

A particular strength of the case study was explore, with the student, the possibility that a decision not to proceed to become a primary teacher could be positive, and would help the student to move forward. 
· Case study interviews highlight that primary teaching requires ‘jacks of all trades’ of subject specialism - and a willingness to ‘find out’ by research or from colleagues where knowledge is required. Students who are passionate about one subject might prefer an exclusive focus. For this and other reasons, students might be better suited to other options such as secondary teaching, or to further or adult education. 
· If not, ‘teaching is not the only job in the world’. Undergraduates, it is noted, qualify with a degree if not QTS. 
· The case study also suggested that if the decision not to become a primary teacher was made as a result of the placement, this was helpful as a change could be made sooner rather than later.

Findings: Workloads and supporting a marginal student

The case study offered little scope for managing the extra workload in supporting and assessing ‘failing’ students. 

· Limited flexibility had been arranged in some classes to relieve some of the pressure on individuals of providing extra support time to a weak student, but some staff suggested that finding sufficient extra time to support such students was near impossible. The underlying constraint is resources; where extra time could be ‘bought in’; by for example increasing part time hours, the pressure became more manageable. 

· The school ethos, however, encouraged staff to treat support to weak students as part of the commitment to, and privilege of, preparing the next generation of teachers. The school may enjoy the satisfaction of successfully transforming a weak student into a good teacher.
One option suggested by the case study school, which is not being considered in England (although it is practice elsewhere), is for grade assessment to be the responsibility of the higher education institution, for example through the link tutor. The arguments are discussed in the literature. The case study interviews suggested that – since moderation to the standards is the experienced link tutor’s specialism, and assessment is defined against national standards which are independent of context - this would be appropriate. 

Case study B, Focus 2: Interactive whiteboard

Diverse contexts
The interactive whiteboard is challenging for formative assessment because ongoing technological and pedagogical change is part of the learning environment for schools, higher education and students. In particular:
· Schools may be more amply endowed with resources for hardware and software, but the extent to which interactive whiteboards are used in classrooms in primary schools varies between schools, as does the extent to which students find themselves in placements using the technology. 

· In higher education, the student experience of interactive whiteboards is likely to vary substantially. This ranges from not at all; transmission mode or fully interactive use, with hands on experience. 

The familiarity with the pedagogic potential of the interactive whiteboard varies across tutors in higher education, partnership link tutors; teachers in school. The usual heirarchy of expertise cannot be taken for granted and may be actually reversed in certain respects in favour of the student. It is not clear, therefore, what shape formative assessment should take, and in what direction it will flow. 

On the other hand, in relation to summative assessment, students are appraised against an ICT standard that does not specifically relate to use of the interactive whiteboard. Yet the question remains, can the mentor assess, and the link tutor moderate ICT teaching effectively, in a situation in which a student may be technologically ‘ahead’ of them. 

Findings: Developing staff

The case study interviews showed that staff, typically of primary schools, had a wide range of prior IT skills when the interactive whiteboards were installed, but there was unanimous enthusiasm for it. Teachers had been ‘won over’ by seeing the children’s involvement in activities and feeling the children’s enthusiasm for the interactive whiteboard.

· The technology is said to motivate children to learn. It ‘fits’ with their ‘cultural capital’. The case study teachers find that exposure to multi-media has made children used to fast moving action and bright, engaging images – the interactive whiteboards gain their attention. 

· The large screen can be easily seen by all the children and encourages inclusive learning (it was compared with a standard television, which is always quite hard for some children to see). 

· The one reservation is that because the interactive whiteboard is a domineering presence and commands attention in the classroom, it could – other things being equal - encourage children to be ‘passive’. 

· There is strong leadership of IT from the head. The quarter hour devoted to new technology at the weekly staff meetings sets the norm for discussing new ideas, developments and applications. It also encourages sharing of experiences of using new technology, and of positive benefits. 

· The pedagogical potential of the interactive whiteboard has especially appealed to the less ‘techie’ staff, who are said to have moved faster than the others to take advantage of the potential offered by the technology. 

Findings: Embedding the new pedagogy

The key feature to understanding the case study is the pedagogy enabled by the interactive whiteboard. 

· The teachers explained that it enables children to be active, and contribute in diverse ways which speeds up the learning process and enables different ‘learning styles’ to be accommodated, so that diverse approaches to learning are facilitated. 

· Enriched learning is associated with the additions of visual, auditory and kinaesthetic dimensions. 

· For maths and literacy, in particular, the less ‘techie’ teachers were very enthusiastic about specific advantages. The creation and development of shared text, which can be saved for reopening, is one example. One of the teachers described how the interactive whiteboard enabled children to record their individual approaches to calculating time differences, recording these simultaneously to share with the class. She compared the laboriousness of trying to do this with cardboard clocks with the speed and clarity of the interactive whiteboard. Using traditional methods in the same way was said to be comparatively slow and laborious, and hard to share across a whole class.

· The new ideas and innovative use of the interactive whiteboard appeared to be rapidly shared between staff and this motivated them to explore and develop use further. 
The new pedagogy, encouraging children’s active involvement in their own learning, could be seen as the main driver. This is not to say that it was not a valued resource in other ways – for example, through the internet, it brings the resources of the ‘world’ into the classroom. 

Findings: Support and feedback for the student

A main dimension for the formative assessment of students would be to provide experience for and raise their awareness of the use of the distinctive pedagogy. 

· The case study school had found that a student who was very proficient technologically might be unaware of the pedagogy and use the interactive whiteboard for ‘presentations’ and ‘demonstrations’ rather than involving the children actively in their learning.  

· The key role played by pedagogy in the perceived benefits of the interactive whiteboard also points to some limitations. Teachers emphasised that traditional methods remain superior for some types of learning. This knowledge and understanding would be part of the formative assessment of students. 

· ‘Non techie’ staff stressed how easy they have found learning to use the interactive whiteboard. But they suggested that it was important, especially where this was the first placement using interactive whiteboards, that students should be given times when they could learn to use the board by ‘playing around’ without the presence of children.

· Students who are technologically expert may spend a great deal of time preparing learning materials from scratch. One role of the case study school was to show them some of the software which can save them from ‘re-inventing the wheel’ (certain software was specified in the interviews but recommendations are not part of this brief).

· Another part of formative assessment of students was to encourage them to be prepared, always, for the technology not to function. Most staff had experienced a projector bulb which stopped working, or the internet going down, and the less dramatic but equally inhibiting very slow movement of computers at times. Students needed to prepare for use of traditional technology. 

· Even where a student has more technical expertise than the class teacher or mentor, knowledge of the practical management of the use of the interactive whiteboard, as well as the pedagogy, appears an important part of formative assessment.

Findings: The interactive whiteboard, the link tutor and moderation

Not all link tutors will have developed as much knowledge about the technology or pedagogy of the interactive whiteboard as staff in the case study school. The question which the case study school was asked to consider was whether this would impede their ability to moderate and to support mentors. 

· The view was expressed in the case study school that the link tutor was an expert at recognising how children were learning, and if the interactive whiteboard was contributing positively to this experience, the outcomes would be evident to the link tutor.  (The summative assessment of the interactive whiteboard is not stand alone but is part of the ICT standard).

CASE STUDY C School and cluster
Six small rural schools organically grown cluster features 
· Holistic strength with strong mutual support for the cluster heads and involvement of other staff and students

· Innovation in overcoming constraints – activities, resources, staff specialisms – of small schools

· Dynamics – attracting grant funding and looking to future opportunities

· Spin-offs to feedback, support and assessment of students in small and geographically isolated schools and cluster

· Potential sharing of mentor support and of school experiences across cluster schools

· Strengths in addressing challenges of formative and summative assessment in relation to mixed age classes
· Close partnership links with higher education institution
Data
· Notes on school visits and observation.
· Collation of paper trail of cluster activities and written records of formative assessment.
· Observations of and Interviews with students, taped and transcribed.
· Interviews, taped and transcribed, with six cluster heads.
· Observation of cluster meeting.
· Interviews with higher education tutors who lead ‘clusters’ of small rural schools about mixed age classes.

Case study C, Focus 1: Supportive cluster culture

The mutually supportive cluster

In the third case study, head teachers in a cluster of six small schools had a ready willingness to communicate, consult and share issues, large or small, in a spirit of mutual trust, and informally at very short notice. Linked developments appeared to be that:
· Formative and summative assessment of students were being supported in some areas through the strong cluster relationships. 

· In this environment, the isolation of such small schools is to some extent overcome. The ease of communications and exchange of views could help to foster consistency where challenges or queries arise. 

· More favourable conditions exist for mutual support, moderation and sharing of specialised expertise and resources. 

The case study shows how this cluster formed and how the many mutual benefits sustain it.

· The cluster formed initially from a pair of schools – after stress levels had led to the early retirement, on health grounds, of two of the small rural school heads. The head who started the cluster is still regarded as a leader although responsibilities for organising funding applications and organising activities are rotated. 

· The heads hold regular meetings during half days linked to the LEA cluster dates, although the latter involve many more schools. Once they saw each other as competitors in an area with declining primary school rolls. Now they work co-operatively. Working together to enrich the learning activities of the children, they now enjoy mutual trust and understanding. 
· The heads of such small rural schools can easily feel isolated, with no-one to turn to discuss day to day issues. Because of the close relationship between the heads each feels that there is always someone to pick up the phone and ring, and this has been especially valuable for a new head in the cluster. 
· The optimum size of the cluster for mutual support is also the subject of strong views. There are many schools wanting to join but six is the maximum size that cluster heads consider will enable the close mutual support between heads to be sustained. This is a possible area for future investigation. The heads would not support closer ties which would prejudice the prized independence of each school. 

Findings: Support for the student placement

The close relationships with colleagues encourage them to share issues about student placements such as subject specialism support, and providing formative assessment and observation in other cluster classes. 

· The cluster has built a formidable reputation for obtaining grant funding for joint activities and resources, thus overcoming some of the potential difficulties faced by small schools. 

· Arts, drama and dance workshops have been outstanding and offered to the children a rich range of activities which would not have been otherwise available. 

· Joint activities have also brought the children from different schools together, so that when they go on to secondary school they know many other children.

· The reputation of the cluster activities has made access to grant funding easier, although there is a concern that funds are drying up.

· The extra activities and resources have benefited students who may borrow resources from other schools and be involved in activities

· The community dimension prepares students for wider professional roles. 

· The additional funds make it easier to ‘buy in’ help, and relieve the pressure on time of teachers in small rural schools, which is seen as a constraint on providing consistent, regular support to students. 

The cluster is looking to organise joint activities in order to improve support and feedback for students, for example joint tutorials, and possible science subject support. The case study illustrates favourable conditions for fostering such joint action. 

Case study C, Focus 2: Mixed age classes

· Mixed age classes have been singled out as a source of potential challenge especially for this partnership, since many remote rural schools are small, given the geographical spread of the population. There are a number of issues relating to student placement in mixed age classes, including: 

· The standards are age specific but the class spans at least two age groups. 

· An extensive range of subject knowledge is required. 

· Understanding of children across the wide age range is needed. 

· A mixed age class placement poses challenges in relation to targets set for a single age group. Planning is quite different, to cater to the wide range of capabilities as well as social characteristics and maturity. 

Findings:

· The teachers in small rural schools may agree or disagree as to whether mixed age classes merely require extreme differentiation – but they do agree that planning for mixed age classes is more complex and challenging than for single age groups. 

· Students on a final block placement, who have not experienced mixed age classes before, may be at a disadvantage because of the different demands.  

· Teachers shared with the students the specially developed planning and resources for the class.

· In the cluster school in which teachers and students took part in the research, all the teachers were trained mentors. There was a tendency to use their professional judgement in assessing students because the standards do not cater for the mixed age group class. 

· Because of the approachability of teachers in the small school, and their readiness to provide informal advice, informal support was readily available for students in a mixed age class from all the staff. 
Conclusions

Each case study focus related to challenges to consistency of formative and summative assessment of student teachers on Primary school placement (for children aged up to 11) which are likely to present in most systems of initial teacher education. The case studies also indicated how the process of is closely linked with the particular English national policy governing how to qualify to teach. In this project the distinctive policies are the requirement to satisfy the prescriptive English standards for Qualified Teacher Status, and the allocation of responsibility for that assessment to a teacher-mentor in school, rather than a tutor from higher education, whose role is reduced to moderator. The final grading of a student teacher by teacher-mentors poses a considerable challenge even for experienced teachers. Evidence suggests that they judge the preparedness of student teachers to teach according to the ‘expert within’, using their complex, intangible, intuitive professional judgement. But in England they must be able to ‘pigeon hole’ each student teacher’s capability onto one of four grades based on an understanding of the standards which is in turn consistent with the partnership  interpretation of higher education tutors and with teacher-mentors in other schools.

Since in the English system, the critical responsibility for how formative and summative assessment has been transferred from the higher education institution to the placement school, the partner relationship between them is critical to consistency. The case studies illustrate some context specific processes by which the consistency of grading of any student by different teacher-mentors may be facilitated. These exemplars offer potential for others to adapt and adopt. 

Data from the case study schools, selected because they accorded with the criteria attributed to ‘successful partnerships’, showed some of the processes by which each had achieved this success. In each school, there was confirmation that partnership is underpinned by close personal relationships, frequent communication, two way participation in policy making and active involvement in programmes of initial teacher education on the part of school leaders. Systems, customs, expectations which are specific to case study schools encourage all teachers to participate in formal and informal discussion and collaborative working within a supportive and innovative partnership culture. The effects appear to be that teachers and head teachers move closer towards understanding of how the higher education side of the partnership interprets the formative and summative policies of initial teacher education, and in turn how these may be embedded into their professional responsibilities towards students. 

Although such features of partnership appear to be conducive to consistency across schools, this may not follow. The case studies also suggested that a moderating process, formal or informal, is necessary for consistency of grading, and this posed a substantial challenge, especially for small geographically isolated schools. Data from the large urban Primary school shows how a formal procedure for generating and moderating a large number of subject ‘standards’ grades for each student within a structured environment can generate close consistency of final grade. However the evidence also indicates that the consistency of a subject grade reduces sharply if there are partial constraints on observation of the student teacher and restricted opportunities for discussion between the assessors about the grade. The small rural cluster and single rural school showed how moderation may be physically accessed through the class sharing of part time teachers; the mobility of subject specialists (‘co-ordinators’) and of students between schools; and imports of external subject expertise. Drawing on such networks for moderation also increases the experience of teacher/mentors in grading.

Teachers tend to feel that helping to prepare future teachers, by providing formative assessment, is a privilege. But in England there is strong dislike for the responsibility of grading students, especially on final placements. This is seen as emotionally challenging and stressful, and the case studies illustrate how vulnerable teacher-mentors could feel with insufficient support. Many students prefer the person awarding the grade to be very familiar with their capabilities. But teacher/mentors tend to have the view that someone who assesses students frequently in varied contexts is better able than they to grade consistently. The closely knit and networked relationships featured in the case studies appeared to mitigate some teacher/mentor concerns, providing valued emotional support and access to trusted moderation for assessments. The dispersed rural cluster suggests possible ways to meet the additional challenge posed to consistency of formative and summative assessment by small school size, limited resources, mixed age classes and geographical isolation. A particular challenge, for which ‘home made’ professional solutions have to be devised, arises for formative and summative assessments in mixed age classes, for which the English standards lack guidelines.

Teacher/mentors expressed concern about the damage to children’s learning which was associated with a ‘weak’ student. Teacher-mentors felt extra time was required to reach a secure grade assessment for such a student teacher, increasing the exposure time for the children. Given the SATs tests in England, exposing the class to a ‘weak’ student was seen as threatening to the scores of individual children, the class and school. By contrast, the formative assessment of students in relation to use of the interactive whiteboard (IWB) is not directly graded for the student nor tested by SATs, and appeared to generate no such concerns. Perceptions of teacher-mentors were enthusiastic about the placement experience with the IWB which was associated with their own professional development, a pedagogy which facilitated active learning on the part of children; and independent learning by the student as well as summative feedback about integrating the new technology into practice in school. 

Time and resource pressures appear to cause severe and persistent problems for teacher-mentors seeking to provide consistent formative feedback to students. One aim of the project was to illustrate strategies to ameliorate the effects. In each case study, contacts with higher education and national policy making bodies or other grant awarding sources had been exploited to secure extra funding for particular activities or developmental work. This injects additional resources into schools and indirectly provides scope for freeing up staff time. Especially in small primary schools, pressures on staff time were, nevertheless, intensely felt. The added time to provide support and feedback to a ‘weak’ student teacher, appears a major source of concern, although it may be justified as a ‘price paid for the privilege’. 

Each student reacts to and interacts with varied school placements in different ways, and formative assessment is tailored to developing teaching capability in a situated manner according to each distinctive context. By contrast, summative assessment in England is intended to demonstrate achievement of the standards independent of context. The simultaneous inclusion and exclusion of contextual variables provoked conflicting responses among teacher-mentors, notably in the focus on the ‘failing student’. In a ‘nurturing’ role, the case studies indicated awareness by teacher-mentors of the stresses felt by student teachers facing a mixed age class or an age group for which they were relatively unprepared. They stress the role that frequent, informal, carefully structured feedback and positive reinforcement may play in preventing downward spiralling of confidence. Sensitivities are expressed about student perceptions of, and reactions to, the micro-politics of school placements and the delicacy with which teacher-mentors felt they had to tread in the process of assessing students. Personal information about a student teacher, for example reaction to a family crisis or prior placement problems may be inaccessible, placing the scope for support beyond school. In a grading role, there are contrasting views. It is argued that student teachers should have to adapt to the school placement context since as newly qualified teachers they may take up posts in less preferred contexts or for which they are comparatively less well prepared. There were positive examples of strategy: for example coming to terms with ‘failure’ may be used as a turning point for moving into a more appropriate area of teaching or new career. 

Each case study featured strong, charismatic, innovatory leadership within school. This raises further issues. Would the same attributes have occurred in the case studies in the absence of this leader? If the leader were removed, what would happen? All leaders appeared astute in differentiating between those factors in the complex dynamic contexts which are perceived to be within the influence of the school, and those which are not or in doubt. They demonstrate embedded solutions in school practice for the former and practical strategies to seek external remedy where considered feasible for the latter. If leadership capabilities are a critical condition for improving consistency of assessment, then the potential for others to do so lies in how far these characteristics may be learned or are ascribed. 

It is noted however that the English policy of lodging responsibility for formative and summative assessment of student teachers in schools creates dilemmas for teacher-mentors. It adds to the stress and anxiety about the children’s learning, the welfare as well as the progress of students; the teacher’s quality of formative and consistency of summative assessment; pressure on time; and need for support for the teacher-mentor.
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Case study A: 
Critical area – Advanced Mentor Training course
	Potential source of inconsistency (research link: see method diagram)

	Exemplar of practice (P) or external strategy (S)

	Contextual sources of potential inconsistency arising from complexity, interactivity, unpredictability, uncertainty  FA1 FA2 FA4 SA2 SA3
	· Innovative 'culture leader' is continuously developing partnership culture underpinning consistency. (P) (S)

· Professional accord of school mentors is supported by cultural ethos and encouraged through whole school interactive professional support activities and training.(P)

· Teachers regard assessment, feedback and judgement making as part of their broader professional role. (P) 


	Emotional and human responses related to formative and summative assessment FA2 SA3
	· Sharing of experience facilitates understanding of the potential role emotional ‘intelligence’ may play in consistency of formative assessment of students. (P)

· When summative assessment is needed, the emotional challenges of formative assessment may be overcome in the interests of standards. (P)



	Data sources
	· Observation of Advanced mentor training course, in school, and notes of discussion themes. 

· Flip charts recording main developments and summaries of discussion.

· Notes from team meetings analysing data.



Case study A: 
Critical area – Needs Analysis Week (matching professional judgement to standards criteria)

	Potential source of inconsistency (research link)

	Exemplar of internal practice (P) or external strategy (S)

	Careful designed and structured support and feedback system for all parts of week for students and staff FA4 FA5 SA3 SA1 SA2
	· Supports class teacher and HE tutor in make judgements about teaching capability and to grade consistently against standards criteria for 4  key subjects (P)

· Professional accord reinforced by the cultural fabric, professional support activities and resources of a training school (P)

· Builds on strong partnership between schools and higher education which underpins consistent interpretation of standards (P)

· Facilitates student awareness of own strengths and challenges (P)


	‘Pigeon-holing’ capability to match professional judgement to standards SA4 FA5


	· Robustness of decision associated with substantial number of separate grades per student (S)

· Reconciliation of inconsistencies between grades for each student at full board meeting including all class teachers and HE tutors participating (S)

· Identification of specific variations in student capabilities for which the programme is sufficiently flexible to cater (S)


	Appraisal of prior capability generated by widely diverse school or related experiences and relevant transferable skills brought to the course by graduate recruits FA6


	· Consistency of assessment  likely to be enhanced by parity of student experience, during the same week planning and teaching in the same training school environment under one system of support from class teacher  and observation by HE tutor (P)

· Rigour of assessment is likely to expose student preferences for route which are driven by external factors rather than teaching capability (S)



	Data sources
	· Observation of student induction; students teaching; mentor providing feedback to students; video of tutorial with lead mentor; questionnaire of all students in one week.

· Questionnaire survey of all teachers involved in mentoring.

· Observation of Board meeting and analysis of data relating to grading feedback, comments and grades.
· Notes from team meetings analysing data.



Case study B: 
Critical area – Diversity caused by fast moving new technology - Interactive whiteboard (IWB) 

	Potential source of inconsistency (research link)
	Exemplar of practice or strategy

	Student unfamiliar with IWB and classroom interface FA1 FA3 FA4


	· Student observation of IWB  harnessing  children’s cultural ‘capital’ -  IWB gets and keeps children’s attention (children used to fast moving action; big, bright, engaging images). (P)

· Observation of children’s active involvement in activities using IWB. (P)

· Observation of ‘inclusiveness of the large screen’ which all can see. (P)

	Students unfamiliar with appropriate pedagogy FA1 FA3


	· Induction in enriched and diversified learning opportunities with visual, auditory and kinaesthetic dimensions. (P)

· Induction in interactive learning facilitated by IWB. (P)

· Induction in appropriate selection of traditional and IWB mediated learning. (P)

	Student unfamiliar with hardware FA3 FA4
	· Student provided with time to ‘play around’ without class presence. (P)

· Use IWB rather than see ‘presentations and demos’. (P)

	Student unfamiliar with software FA3 FA4


	· Student shown how to use the software to avoid ‘re-inventing the wheel’. (P)

	Destabilising effect of unexpected failures in technology FA2 FA4


	· Student preparation for alternative traditional delivery and resources e.g. planning in case of projector bulb blown; broadband down; computers slow. (P)

	Teachers are new to technology FA1 FA3  


	· Strong lead from head/ ‘champion’ to adopt new technology. (S)

· Regular staff sessions to discuss new developments ideas and applications

· (training). (P)

· Less ‘techie’ staff become aware of and are attracted by pedagogical advantages. (P)

· Staff may learn from student knowledge and student from a peer in the school. (P)

	Link tutor may be less familiar with IWB than students and teachers SA1 SA3 FA5


	· LINK tutor assesses by how  well children are learning. (P)

· LINK tutor IWB moderation a part of whole ICT. (P)


	Data sources
	· Interviews with 2 students and observation of teaching with IWB and mentor. feedback of one student

· Interviews with all teachers. 

· Observation and tape of new technology ‘hands on’ session for the first part of staff. meeting at which staff were being introduced by head to new software for electronic record of library book borrowing.

· Prior interview with head about new technology use by school.

· List of potential uses of IWB in primary schools drawn up by head for circulation. among other heads at NCSL

· Notes from team meeting discussion.


Case study B: 
Critical area – Failing Student 

	Potential source of inconsistency (research link)
	Exemplar of practice (P) or external strategy (S)

	Denting of student confidence; ‘downward spiral’ F2 FA4
	· Steady, incremental and carefully managed steps to make progress towards improvement and raise student confidence (P)

	Moderation SA1 SA2 SA3 SA4


	· Grade decision made ‘safer’ by involving more than one teacher and subject co-ordinators (P)

	Quality of partnership support FA3
	· Accessible support from familiar ‘link tutor’ with good knowledge of school, children, staff and student (P)

	Support for teachers / mentors FA1
	· Clear structures for staff to share and discuss issues and ideas and to provide mutual support (P)

· Team of colleagues used to discussing issues in a supportive environment (P)

	Extra demands on teacher time FA3
	· Some flexibility for relief to provide extra support time (P)

	Reaction to student response FA2
	· Failing students may react in contrasting ways, diverse approaches are required (P) 

	Appropriateness of placement FA2 SA3
	· Diagnosis of preparedness for a different age group, not for mixed age classes, etc (P)

· Personality clash - realign (S)

	Appropriateness of career FA2, SA3
	· Diagnose appropriate re-routing to secondary, FE; alternative career; use of degree (P)


	Data sources
	· Interviews with borderline student.

· Interviews with all teachers. 

· Mindmaps about ‘failing student’ issues individually drawn by all staff after staff meeting; tape of group discussion afterwards.

· Notes from team meetings: analysing and discussing data.

· Interview data from tapes from related project (20 school mentors; 12 higher education tutors).


Case study C: 
Critical area - Mixed age group classes

	Issue (linked to issue identified by research)
	Exemplar of practice or strategy

	Standards relate to single age group class SA1 SA2

Prior targets only partially transferable FA5 SA1


	· Professional discretion of teacher and mentor in formative and summative assessment (P)

· Accessibility of advice and support and troubleshooting from head teachers and mentors in other cluster schools (S)

	Planning for wide range of maturity and social characteristics  FA1 FA3

Planning for wide range of capabilities FA1 FA3 SA1 SA2

Classroom management without full time support of classroom assistant FA3
	· Teacher flexibility and innovation observed by and discussed with student (P)

· Teacher shares specially developed plans with student (P)

· Potential for student to spend time at other small cluster schools to observe teaching and plans (S)

	Extensive range of in-depth subject knowledge required FA1 FA2 FA3 SA1 SA2 SA3
	· Subject co-ordinators available across cluster (S)



	Heavy demands on student; worries about  effect on grading FA2 FA5


	· Approachability of teachers in small school, readiness to provide informal, on-the-spot advice (P)

· Supportive whole school environment (P)

· Paired student peer support in school (S)


	Data sources
	· Interviews with school staff and two students at one school

· Interviews with all six cluster heads

· Written records of feedback to students

· Observation

· School newssheet

· School research of children’s views of student teachers (questionnaire survey)

· School research of staff views of student teachers (brainstorming and mind-mapping)

· Interviews with programme leaders, higher education


Case study C: 
Critical area – Small school cluster placement

	Issue (linked to issue identified by research)
	Exemplar of practice or strategy

	Distance from partnership events and guidance

SA1 SA4


	· In-house  cluster partnership events (S)

· LEA cluster events (S)

· Personal links of cluster and school head to national initiatives and partnership (S)

	Limited scope for moderation

FA2 SA1 SA3
	· Cluster offers increased scope for moderation (S)

	Limited subject expertise

FA3
	· Shared expertise across cluster (S)

	Limited resources

FA1
	· Cluster grant funding provides  resources and events (S)

	Student has no one to turn to in close knit school and ‘bottles up’ problems, reducing access to support

FA1
	· Paired placements in each school and joint activities within cluster offer opportunities for peer support (S)

	Limited range of school activities experienced

FA1
	· Greater range of school based community activities (P)

· Grant funded joint cluster arts and drama days (S)

	Isolation of heads from informal feedback and support

SA1 SA2
	· Close small cluster relationships offer informal support when needed (S)

	Time pressures on teachers constrains support to students

FA1
	· Grant funding enables extra support (S)


	Data sources
	· Interviews with school staff and two students at one school

· Interviews with all six cluster heads

· Written records of feedback to students

· Observation

· School newssheet

· School research of children’s views of student teachers (questionnaire survey)

· School research of staff views of student teachers (brainstorming and mind-mapping)



Areas for further investigation

	Case study A: Advanced Mentor Training course

	· Some teachers find critical or negative feedback difficult to give and some, therefore, avoid giving it. This may lead to unrealistic views by the student about their performance.

	Case study A: Needs Analysis Week (matching professional judgement to standards criteria)

	· NAW has very good track record of appropriate matching students to routes who proceed to qualify so the system is deemed ‘robust’. However we have insufficient evidence to assess the plausibility of alternative explanations for why.
· Inconsistency of grade between class teacher and HE tutor increases if student interview replaces direct observation by tutor. There are several possible alternative explanations, and we have insufficient evidence to suggest which is most likely to apply.

· A small minority of class teachers had yet to feel fully comfortable with the summative assessment of student capability. Such dissonance may be structural, as newcomers to the school take time to acquire familiarity and experience.

	· 

	· 

	· 

	· 

	· 

	

	Case study B: 
d by fal area – Fwith marginal student on placementeaching capability with standards on par with single class assDiversity linked to fast moving new technology - Interactive whiteboard 

	· Role of student peer group in providing support for widely disparate capabilities.

	Case study B: Failing Student

	· ‘Goldfish bowl’ of small school puts pressure on student.

· Availability of extra time for support of weak student.

· If context influences the extent to which individual students meet the standards, then consistency in meeting the standards implies - for the individual student - potential inconsistency of assessment across placements.

· Ability of schools to recognise and respond to diverse student personal strategies to handle the micro politics of student relationship with teachers e.g. student may not admit to making mistakes. 

· Conflict between advantage of starting a student placement with a ‘blank sheet’ and benefits of understanding problems promptly and being able to provide appropriate support.

	Case study C: Mixed age group classes

	· Standards not tailored to mixed age class assessment.

· Despite practice and strategies to bridge this gap, the student faces extra challenges compared with a single age class placement, and is at corresponding risk of grade detriment.

	Case study C: Small school cluster placement

	· Initiation of process by which small rural schools form close cluster relationships.

· Availability of funding for joint cluster projects.

· Critical dependence of dynamics on personal relationships.

· Lack of time and resources to pursue initiatives involving formative and summative student assessment across cluster.


Timescale:  February 2004 to March 2005
Research team: Deputy Head, Training School; Higher education: Programme leaders (4), initial teacher education (primary PGCE/QTS including flexible modular distance learning routes); Professor of Educational Research; visiting Professor of Educational Research; Research Fellow; Partnership manager ( All but 2 women)

Case studies: 8 Head teachers (5 male all white); staff in each school (28 mainly female all white); all students (16) on placement at time of case study (almost all female; I minority ethnic); 16 tutors from higher education working in school at time of case study or interviewed. 

Dissemination and other outputs

· Presentation to Research Fest, St Martin’s College, 2004; Paper at British Educational Research Conference, 2004; Feedback to Primary Partnership Committee, St Martin’s College; Abstract accepted for British Educational Research Conference, 2005 and European Congress for Educational Research, 2005 obtain from c.kynch@ucsm.ac.uk
· In course of preparation: resources for mentor training, using case study material, ‘failing student’ (to meet shortage of training materials because of sensitivity of subject) contact c.kynch@ucsm.ac.uk
Additional information and source; bibliography and further reading

Twelve papers (individual and joint) on related research, single and co-authored by C.Kynch  - or list of titles - are all available from c.kynch@ucsm.ac.uk Bibliography from Sam Twiselton s.twiselton@ucsm.ac.uk
CASE STUDIES: LOOK FOR: Local practice where consistency appears within influence of school (P)











SA4 Consistency in relation to final grade on school placement depends on ‘pigeon holing’ capability





FA5 Diversity of formative assessment may link to variability of summative assessment 








SA1 Consistency of delivery of ‘standards’ depends on local interpretation and implementation








CASE STUDIES: LOOK FOR: Appropriate strategies where consistency appears beyond influence of  schools (S)








FORMATIVE ASSESSMENT (FA) Factors associated with consistency





SUMMATIVE ASSESSMENT 


(SA) Factors associated with consistency





To focus on strategies for consistent, effective feedback and support for, and final assessment of students on school placement








To build on prior research evidence pointing to a number of practical challenges








To identify management, structural, process or other innovations which successfully smooth the delivery of effective feedback and formal assessment in the face of changing pressures on school resources








The identify innovative developments which offer opportunities for others to adapt and adopt








To develop research capacity








FA6  Diversity of student expectations from and prior experience of placements 











FA2 Support, feedback and assessment are not independent of personality and styles of student, class tutor and associate tutor








SA2 Professional judgement of teaching capability is complex and intuitive, based on the experience of an individual working lifetime, and thereby ‘trustworthy’ and ‘consistent’ but not necessarily externally consistent








SA3 Summative assessment is not independent of the diverse contexts in which it is situated; the complex human dynamic interactions between individuals assessing, being assessed, and moderating; and classes








FA5 Diversity of formative assessment may link to variability of summative assessment 








FA3 External influences on the school environment leading to variations in student experience








FA4 Inherently unpredictable, uncertain factors shaping the student experience of the classroom








FA1  Student experience is located in the idiosyncratic local context of school and classroom

















RESEARCH EVIDENCE informing case studies





SA3 Summative assessment is not independent of the diverse contexts in which it is situated; the complex human dynamic interactions between individuals assessing, being assessed, and moderating; and classes








SA2 Professional judgement of teaching capability is complex and intuitive, based on the experience of an individual working lifetime, and thereby ‘trustworthy’ and ‘consistent’ but not necessarily externally consistent
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