Developing Placement CPD resources January 2021-July 2021:
Dear Developing phase QTS student.

Please find below a range of CPD materials that link to the progression made at beginning phase in your development against
the national teacher standards.

What if my setting is shutdown/locked down?
v" Notify your partnership tutor

v' Ongoing physical contact with setting- It may be that the setting is still open to key/critical worker children and you should
continue to offer your services to support this activity unless the university advise otherwise. Or... your setting may become part
of a local hub; please continue to offer your support to that hub.

v" Online support of Teaching & learning- Continue to work with your class teacher and mentor to support online teaching /
learning provision for the children you are getting to know. Only do so via the IT systems the school has put in place.

v' Teacher CPD- If you are unable or the setting do not require your services. Please notify your programme team /
partnership tutor who will issue you with a teacher CPD package and instructions.

If you have not yet received notification of an aligned school / Placement.

* Do not worry- our team of partnership tutors are securing places and our admin team are working hard to run all checks to
align you to a school /setting ASAP.

» Notify your personal tutor/ programme team- They will issue you with a set of CPD activities (Below); These will help you
continue to build a set of evidences to map against your Teacher Standards (Common Framework) grid.

e If your school has to close for any reason and you are unable to take part in teaching and learning support please revert back
to the point in this CPD activity pack that you left off when notification came through.

Here at the University of Cumbria, the Institute of Education is committed to ensuring that you receive support, activities and
guidance to help you to continue to develop as a student teacher. To this end we have created some CPD activities below for
you to engage in, with the support of your University Partnership Tutor (UPT) and Personal Tutor.

We have split the activities into key focus sections. Against each area and set of tasks we have given an indication of the amount
of time they will take to complete. You may choose or negotiate with your UPT (based on your professional development needs)
the order in which you engage with the other tasks.

There are enough tasks embedded within the document to supplement the full length of a developing placements (usually 5-6
weeks).

As with any online learning we encourage a mixture of screen focussed activity, reading and down time; in any given working
week we would not suggest that you spend more than 20 hours of screen time (4hrs per day equivalence with regular breaks)

We strongly suggest choosing a wellbeing resource / task each week- notifying the importance of this area.

Your engagement will be monitored by Partnership Tutors and you will bring the evidence of your engagement and learning
together in a portfolio. This will provide additional evidence of your progress towards the Teachers’ Standards including Part 2.
You should expect a minimum of 2 formal touch points with your University Partnership Tutor during your placement; this could
be a mixture of online CPD support and in school QA.

It is important that you track the professional development activities to map your engagement. As you complete an activity
please ensure that you add evidence of this to an ongoing portfolio (preferably electronic). Please continue to keep yourself and
others safe by following the Public Health England guidance at all times; wash your hands for 20 seconds and use a tissue for
coughing then wash your hands. More importantly if you feel unwell at any time, please follow the PHE guidance.

Warmest wishes

Institute of Education Leadership Team



Section CPD resource Task/Time
Wellbeing We suggest that you pick one
resource / task each week from
this section.
First Read the following paper commissioned through Explore the paper and resources
educationsupport (by DfE) available to teachers.
What are the key messages?
POF
covid-19_and_the_c How does this impact on how
lassroom-2.pdf you plan for pupil engagement
Now explore some of the videos and resources available to teachers. when in school?
Reflect on their impact as to how you support yourself and others. Does it h'gh_l'ght further CPP that
you would like to engage with?
https://www.educationsupport.org.uk/helping-you/coronavirus-
supporting-education-staff
https://www.educationsupport.org.uk/resources?f%5B0%5D=field ty
pe%3A278
Global 9 hrs
Education Global perspectives on primary education

perspectives

https://www.open.edu/openlearn/education-development/global-
perspectives-on-primary-education/content-section-0?active-
tab=description-tab

This free course, Global perspectives on primary education, provides an
introduction to comparative education studies and will compare and
contrast primary schooling around the world. You will look into
classrooms and hear from teachers, teacher educators and policy
makers from a range of education settings and countries. You will also
learn about United Nations Sustainable Development Goal 4 and the
agenda for free, universal, quality education.

Course learning outcomes: After studying this course, you should be
able to:

e know the basics about the field of comparative and
international education studies
e understand the purposes of international goals for quality

Complete online course.

Print free statement of
participation.

Consider which Teacher
standards this relates to (use
your common framework)

Inclusion

education
e Develop skills to compare and contrast education policies and
practices.
1 hour
Dyslexia awareness part 1
https://education.microsoft.com/en-us/course/30a7b5e8/overview
1 hour

Dyslexia awareness part 2
https://education.microsoft.com/en-us/course/4acb190d/overview

Once completion of the 2
dyslexia courses- reflect on how
this will impact on your planning
process.

Try producing a sequence of
learning in a core subject area
that gives focus on supporting
dyslexic learners.



https://www.educationsupport.org.uk/helping-you/coronavirus-supporting-education-staff
https://www.educationsupport.org.uk/helping-you/coronavirus-supporting-education-staff
https://www.educationsupport.org.uk/resources?f%5B0%5D=field_type%3A278
https://www.educationsupport.org.uk/resources?f%5B0%5D=field_type%3A278
https://www.open.edu/openlearn/education-development/global-perspectives-on-primary-education/content-section-0?active-tab=description-tab
https://www.open.edu/openlearn/education-development/global-perspectives-on-primary-education/content-section-0?active-tab=description-tab
https://www.open.edu/openlearn/education-development/global-perspectives-on-primary-education/content-section-0?active-tab=description-tab
https://education.microsoft.com/en-us/course/30a7b5e8/overview
https://education.microsoft.com/en-us/course/4acb190d/overview

Meeting the needs of diverse learners
https://education.microsoft.com/en-us/course/adlacl7d/overview

1 hour
Then as above

What children's perspectives tell us about inclusion
https://www.open.edu/openlearn/education/educational-technology-
and-practice/educational-practice/what-childrens-perspectives-tell-us-
about-inclusion/content-section-0?active-tab=description-tab

The underlying premise of this free course, What children's perspectives
tell us about inclusion, is that we are all experts in different ways, and
that our different experiences and understandings are of value.
Inclusive education is presented and discussed as under construction,
both in educational settings and as a concept. The materials to be found
in this course are largely rooted in the social model of disability and
human/disability rights frameworks.

Course learning outcomes: After studying this course, you should be
able to:

e understand a context in which listening to the perspectives of
children is important in developing inclusive education

e demonstrate an insight into the varying perspectives of
children

e Reflect on how children's perspectives fit into a personal
developing model of good practice and how they relate to a
personal set of perspectives.

4 Hours
Complete online course.

Print free statement of
participation.

Consider which Teacher
standards this relates to (use
your common framework)

Migrants and Refugees in Education: A toolkit for teachers

https://www.futurelearn.com/courses/migrants-and-refugees-in-
education

On this course, you’ll hear from experienced teachers on the challenges
of refugee education.

They’ll share experiences of what they’ve learned and strategies they’'ve
used when teaching migrant learners both in countries affected by
conflict and in host countries.

Whether you’re a language teacher, a teacher of another subject, or a
volunteer working in migrant and refugee education, you'll find ideas
and strategies that you can use to better understand your learners.

You'll also learn how to build inclusive classrooms and develop your
learners’ confidence, taking into account the languages they know and
their cultures.

4 weeks- 3 hours per week

Teaching &
Learning

Planning for Learning: Formative Assessment
https://www.futurelearn.com/courses/planning-for-
learning?utm campaign=stem learning&utm content=ne70f

Develop the way you use evidence of student understanding to inform
your teaching and enable learning during and across lessons.

5 Weeks- 3 hours per week

Teaching and learning tricky topics
https://www.open.edu/openlearn/education-
development/learning/teaching-and-learning-tricky-topics/content-
section-overview?active-tab=description-tab

24 hrs- spend 4 / 5 hrs per
week.



https://education.microsoft.com/en-us/course/a41ac17d/overview
https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/what-childrens-perspectives-tell-us-about-inclusion/content-section-0?active-tab=description-tab
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https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/what-childrens-perspectives-tell-us-about-inclusion/content-section-0?active-tab=description-tab
https://www.futurelearn.com/courses/migrants-and-refugees-in-education
https://www.futurelearn.com/courses/migrants-and-refugees-in-education
https://www.futurelearn.com/courses/planning-for-learning?utm_campaign=stem_learning&utm_content=ne70f
https://www.futurelearn.com/courses/planning-for-learning?utm_campaign=stem_learning&utm_content=ne70f
https://www.open.edu/openlearn/education-development/learning/teaching-and-learning-tricky-topics/content-section-overview?active-tab=description-tab
https://www.open.edu/openlearn/education-development/learning/teaching-and-learning-tricky-topics/content-section-overview?active-tab=description-tab
https://www.open.edu/openlearn/education-development/learning/teaching-and-learning-tricky-topics/content-section-overview?active-tab=description-tab

Differentiation for Learning
https://www.futurelearn.com/courses/differentiating-for-learning-

stem?utm campaign=stem learning&utm medium=Ilink&utm source=

coursepage

3 weeks- 3 hours per week

Evaluating school classroom discussion
https://www.open.edu/openlearn/education/educational-technology-
and-practice/educational-practice/evaluating-school-classroom-
discussion/content-section-0?active-tab=description-tab

It is important to learn from classroom discussions, both for pupils and
teachers. This free course, Evaluating school classroom discussion, will
help you, as a teacher, to evaluate such discussions in order to help
students develop their understanding and use of spoken language. The
ability to use language as a tool for constructing and sharing knowledge
is applicable across the whole curriculum.

Course learning outcomes
After studying this course, you should be able to:

e understand ways that spoken language is used to create joint
knowledge and understanding, and to pursue teaching and
learning

e consider the educational implications of some recent research
on teaching and learning in face-to-face interactions

e demonstrate some approaches to analysing the spoken
language of teaching and learning

9 Hours

Assessment

Exploring innovative assessment methods
https://www.open.edu/openlearn/education-development/exploring-
innovative-assessment-methods/content-section-overview?active-
tab=description-tab

The course explores the purpose and usefulness of a constructively
aligned curriculum and a competency aligned curriculum and the
benefits of both.

As the course progresses, you will also explore the barriers and enablers
to innovative assessment. This will include aligning assessment with the
curriculum and considering how learning outcomes from a curriculum
can be achieved with the use of technology. This will involve considering
key elements which are often seen as tenets when designing, creating
and delivering assessments in further and higher education such as
reliability, consistency, validity, authenticity and ownership.

In the last stages of the course you will explore how innovative
assessment can be introduced into your professional practice and how
you can evaluate its effectiveness.

Course learning outcomes

After studying this course, you should be able to:

e identify the usefulness of innovative assessment as well as the
barriers and enablers

12 hours



https://www.futurelearn.com/courses/differentiating-for-learning-stem?utm_campaign=stem_learning&utm_medium=link&utm_source=coursepage
https://www.futurelearn.com/courses/differentiating-for-learning-stem?utm_campaign=stem_learning&utm_medium=link&utm_source=coursepage
https://www.futurelearn.com/courses/differentiating-for-learning-stem?utm_campaign=stem_learning&utm_medium=link&utm_source=coursepage
https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/evaluating-school-classroom-discussion/content-section-0?active-tab=description-tab
https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/evaluating-school-classroom-discussion/content-section-0?active-tab=description-tab
https://www.open.edu/openlearn/education/educational-technology-and-practice/educational-practice/evaluating-school-classroom-discussion/content-section-0?active-tab=description-tab
https://www.open.edu/openlearn/education-development/exploring-innovative-assessment-methods/content-section-overview?active-tab=description-tab
https://www.open.edu/openlearn/education-development/exploring-innovative-assessment-methods/content-section-overview?active-tab=description-tab
https://www.open.edu/openlearn/education-development/exploring-innovative-assessment-methods/content-section-overview?active-tab=description-tab

e facilitate flexibility for students to demonstrate what they have
learned using mobile technology

e integrate mobile assessment into the taught curriculum

e Evaluate the effectiveness of technology as a tool for formative
or summative assessment.

Online
teaching

Take your teaching online
https://www.open.edu/openlearn/education-
development/education/take-your-teaching-online/content-section-
overview?active-tab=description-tab

Online learning has rapidly emerged and is now found in every area of
education, from schools to skills training. More people than ever learn
through online courses. Even where teaching is primarily ‘face to face’,
online tools and interactions have become a key part of the learning
experience.

But teaching online is different. If you work in education or training at
any level, you need to develop new skills and understanding in order to
make the right decisions, make the most of the opportunities, and
overcome common challenges.

It is almost 20 years since The Open University trialled our first fully
online course with our students. We are now world leaders in the
research and delivery of online education. In this free course, we share
the fundamental knowledge needed to deliver effective teaching
online.

In Take your teaching online, you will hear about the experiences of real
educators, be introduced to cutting edge research, and understand the
ideas and tools that shape how we teach and learn online. You will also
learn useful methods that will guide you to test out these new ideas in
your own practice.

Course learning outcomes: After studying this course, you should be
able to:

e identify the differences between teaching online and teaching
in a face-to-face environment

e make informed decisions when choosing new tools and
pedagogies for online teaching

e identify major benefits and challenges of teaching online

e understand the changing practices of educators as they make
use of online opportunities such as social networks and open
educational resources

e Understand how to create and evaluate approaches to online
teaching that are appropriate for you.

24 hours- 4/5 hours per
week?

Teaching Programming in Primary Schools

https://www.futurelearn.com/courses/teaching-programming-primary-
school

Understand key programming concepts and apply them using Scratch.

4 weeks (@ 2hrs per week)



https://www.open.edu/openlearn/education-development/education/take-your-teaching-online/content-section-overview?active-tab=description-tab
https://www.open.edu/openlearn/education-development/education/take-your-teaching-online/content-section-overview?active-tab=description-tab
https://www.open.edu/openlearn/education-development/education/take-your-teaching-online/content-section-overview?active-tab=description-tab
https://eur03.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.futurelearn.com%2Fcourses%2Fteaching-programming-primary-school&data=04%7C01%7Cpatrick.freeman%40cumbria.ac.uk%7C2325cb456f134905848008d8a2944492%7Cb627db1d99584fd18ea48ac3b27cf00f%7C0%7C0%7C637438104967499579%7CUnknown%7CTWFpbGZsb3d8eyJWIjoiMC4wLjAwMDAiLCJQIjoiV2luMzIiLCJBTiI6Ik1haWwiLCJXVCI6Mn0%3D%7C1000&sdata=SmMsK4wlhtqJ99WZVBMZzGrSuJNz2pC9u6XAfMQh6fI%3D&reserved=0
https://eur03.safelinks.protection.outlook.com/?url=https%3A%2F%2Fwww.futurelearn.com%2Fcourses%2Fteaching-programming-primary-school&data=04%7C01%7Cpatrick.freeman%40cumbria.ac.uk%7C2325cb456f134905848008d8a2944492%7Cb627db1d99584fd18ea48ac3b27cf00f%7C0%7C0%7C637438104967499579%7CUnknown%7CTWFpbGZsb3d8eyJWIjoiMC4wLjAwMDAiLCJQIjoiV2luMzIiLCJBTiI6Ik1haWwiLCJXVCI6Mn0%3D%7C1000&sdata=SmMsK4wlhtqJ99WZVBMZzGrSuJNz2pC9u6XAfMQh6fI%3D&reserved=0

This free online course will provide a comprehensive introduction to
programming, designed for non-subject-specialist primary or K-5
teachers.

Over four weeks, we'll introduce you to key programming concepts.
You’ll have the chance to apply your understanding of them through
projects, both unplugged and on a computer, using Scratch as the
programming language. You’ll discover common mistakes and pitfalls,
and develop strategies to fix them.

Have A Go- 1-2 weeks (@ 2 hours per
Shared & Pie Corbett video series- Talk for writing day)
Guided
writing https://www.youtube.com/watch?v=575881ZH4aY

Start with the video in the link- but also be open to view the others in

the series.

Pie talks about

See the document below that originates from the national Literacy

strategy.

POF

Guided_writing_ma

terials_Redacted.pd'

Now... using the relevant video clip below (linked to the age phase you

are placed with); think about planning a sequence of learning that

would help children develop a piece of writing; using the strategies

learnt from the Pie Corbett video and shared or guided writing

approaches- or maybe a mix of all three.

KS1/EYFS writing Clip: use Osec-22sec

https://www.youtube.com/watch?v=0bgmo74UgFY

KS2 writing Clip:

https://www.youtube.com/watch?v=AW uCZQsLP8

Share your planning with your school- if you get to go back in — maybe

ask if you can try shred and guided writing approaches using these clips.
Reading to Aim to read for 4 hours per
support https://eu.alma.exlibrisgroup.com/leganto/public/44UOC INST/lists/39 | week.
learning — 27555550002701 ?auth=SAML (ITT Core Content Mapped)
mapped Choose a Teacher standard within this ‘Onelist’- readings are
against mapped directly to each standard.
Teacher

standards
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https://eu.alma.exlibrisgroup.com/leganto/public/44UOC_INST/lists/3927555550002701?auth=SAML
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Introduction

Improving standards of writing at the end of Key Stage 2 is a national priority. In 2007 whilst 80% of
children achieved an overall Level 4 in English (Key Stage 2 tests), only 67% achieved this result in
writing. The performance of boys in writing is a particular concern with only 60% of boys achieving
Level 4, there is clearly a need to address this issue. The Primary Framework launched in 2007 has:

m provided clear expectations for each year group in writing;

m delivered systematic practical support to teachers and headteachers to support assessment,
planning and teaching.

This booklet, Improving writing with a focus on guided writing, will support headteachers, teachers
and practitioners to improve the teaching of writing across all primary year groups. It is part of the
overall Primary Framework Continued Professional Development (CPD) package on Improving
writing and is designed to accompany the DVD ‘Improving writing.” that provides exempilification of
shared and guided writing in Years 1, 3 and 5.

It aims to:
m define clear messages about the assessment, planning and teaching of writing;
m strengthen a focus on teaching methods specifically for guided writing;

m illustrate effective classroom practice in the teaching of writing.

Leading improvement using the Primary Framework 00618-2007BKT-EN
Improving writing with a focus on guided writing © Crown copyright 2007
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Guided writing is an essential component of a balanced writing curriculum, providing an additional
supported step towards independent writing. It contributes to the teaching sequence as
exemplified in the Primary Framework. Through guided writing, children are supported during the
different stages of the writing process.

As an activity, it should be carefully targeted towards groups of children according to their current
targets or specific needs. Within the teaching sequence, guided writing would normally follow on
from shared writing, though not necessarily during the same session.

Teachers should consider carefully the purpose of the guided session and select the children
accordingly. The aim is to provide support that is going to help children to improve their writing and
to work with increasing independence.

enables the teacher to tailor the teaching to the needs of the group;

facilitates the teaching and learning of individual children. Although guided writing is a group
activity focused on the needs of the group, the teacher is able to observe and respond to the
needs of individuals within the group;

provides the teacher with the opportunity to extend and challenge more-able groups of
children;

encourages the children to be active participants in discussions about writing;
builds confidence — the group are all grappling with the same issues;

allows the teacher to give immediate feedback on success and the opportunity to discuss
further areas for improvement.

00618-2007BKT-EN Leading improvement using the Primary Framework
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Headteachers will have received the booklet Leading improvement using the Primary Framework
as part of the Primary National Strategy support to all schools (also available on the website:

)

They will also be familiar with the cycle illustrated below, which provides the model for
headteachers and senior leadership teams to lead an improvement priority using the Primary
Framework. Improving writing will be a key priority for improvement for many schools identified
through school self-evaluation and prioritised in the school development plan.

1. Analysis and self-review
Analysing the data/tracking, collecting
the evidence and.identifying.the key
priorities and target groups.

5. Evaluation

Evaluating the impact on
children’s progress and key
implications for planning and
teaching.

4. Collaborative development of
improvements in classroom practice
Sustained structured and cumulative
opportunities for practice; evaluating and
reviewing what has been learned in the
classroom.

2. Planning of CPD

Focusing on outcomes and
impact on pupil progress and
learning aligned with skills and
expertise of staff and their
development needs.

3. Professional support and challenge
Developing of whole-school and
personal CPD plans and professional
learning-opportunities to strengthen
learning and teaching.

Headteachers and senior leaders may wish to use the DVD and this accompanying booklet in
sessions planned for whole-school CPD to improve the teaching of writing.

This booklet provides:

an explanation of the teaching sequence for writing, linked to the Primary Framework;

an overview of the teaching strategies to improve writing;

detailed guidance on guided writing and Assessment for learning (AfL);

case studies providing exemplification of guided writing sessions within the context of extended

units of work, drawn from the Primary Framework;

suggested CPD activities for teachers.

Leading improvement using the Primary Framework
Improving writing with a focus on guided writing
Primary National Strategy
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The teaching sequence for writing

One of the key ways in which the Primary Framework supports the teaching of writing is through the
recommended approach to planning. The exemplified units provide a model of planning for learning
across longer, extended units of work where reading, planning and writing occur in

the context of a rich and varied curriculum. The basis for the approach was set out in the joint
UKLA/PNS publication Raising boys’ achievements in writing (2004). Based on the work of

Bearne (2002) the research recommended a structured sequence to planning where the children
and teachers began by familiarising themselves with a text type, capturing ideas for their own writing
followed by scaffolded writing experiences resulting in independent written outcomes (see figure 1).
The planning model can be used to support learning across a short, five-day unit or longer units of
four to five weeks. Time spent on a unit depends on the text type and the needs of the children.

Engaging the children as readers in a quality text
type/genre at the outset of the unit provides a critical
reference point throughout the subsequent learning o
) , Familarisation with
experience. By developing personal responses the genre/text
to texts and understanding how they as readers
have been manipulated, the children extend their
understanding of the patterns and cadences of the
text type/genre.
Capturing ideas
Typical approaches used by teachers at the
familiarisation phase in the planning process include:

reading for pleasure and enjoyment of the text;

learning the reading skills required by the format Teacher demonstration
and medium of publishing, such as reading on-

screen,
Teacher scribing

higher order comprehension reading skills, for

example, to identify the author’s intent; Supported writing

reading as a writer to identify structures, Independent writing

vocabulary and techniques for use in their own Figure 1
writing.

The process of capturing ideas begins once the children are secure with a text type/genre. At this
stage in the writing process the children explore the text type/genre through quality experiences that
support the transfer of patterns, structures and cadences of the text into their spoken language. This
process is sometimes referred to as ‘talk for writing’.

00618-2007BKT-EN Leading improvement using the Primary Framework
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The process of capturing ideas can include:
role-play;
dramg;
visualisation;
small world play;
planning approaches such as drawing, maps, diagrams, flow charts and photographs.

While familiarisation with a text type/genre and capturing ideas are valid learning processes in their
own right, they also provide the models and content that can be drawn on throughout the writing
process. As figure 1 shows, a combination of learning and teaching approaches can be combined
to enable the children to write independently in the chosen text type/genre at different stages in the
writing process. A writing session may begin with the teacher using shared writing to demonstrate
how to engage a reader at a critical stage in the writing. In the same session the children use
supported composition to practise and apply new skills (see the table Teaching strategies to improve
writing on page 10 for a detailed outline of the various approaches).

As the children develop their own independent written work over a number of sessions they should
be supported to:

transfer ideas from plans into writing;
apply strategies and skills gained as readers to meet the needs of an audience;
draft their writing for meaning and content.

When appropriate for the text type and the audience, the learning and teaching approaches also
support the children in proofreading and publishing their writing. At all phases of the planning
process drama, role-play, ICT, media and speaking and listening approaches can be drawn on to
support the children to achieve the learning objectives.

When approaching a unit plan the following points need to be addressed to ensure the unit meets
the learning needs of the pupils. Successful planning to support writing includes:

identification of children needs, based on effective AfL and linked to curricular targets;
an understanding of the prior learning required to undertake a unit of work;

making decisions about the number and structure of phases and the anticipated number of days
required to secure the learning at each phase;

at various points during the unit, adjusting the plan to provide opportunities to revisit and secure
aspects of the children’s learning;

intervention through guided writing sessions that are identified to address specific learning needs
with groups of children.

Further guidance on planning across all the literacy strands is available in the planning (resources)
section of the Primary Framework.
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Teaching strategies to improve writing

Teaching

Key principles

Advantages

Examples

strategy
Modelled writing

m Teacher, as

m  Gives children

I’'m beginning my story with the

grouped on the
basis of ability and
need.

Teacher analyses
writing, prioritises
a focus and sets
targets for each

group.

tailored to specific
needs of the

group.

Builds confidence
and encourages
children to be
active participants
in writing
conferences.

the expert, the opportunity setting, | want it to be gloomy
Demonstration demonstrates the to understand the so I'm going to start by writing,
writing process. choices a writer ‘The sky seemed as though it
The teacher makes during‘t.he was weeping...’
articulates the process of writing. m  When we write an explanation
process and we have to start with an
emphasises opening sentence that tells us
specific teaching what we are trying to explain
points related so I'll start like this...
to the lesson
objectives.
Shared writing Teacher involves Allows children m  We are writing a recount about
the childrenin to concentrate our visit to the zoo. Talk to your
Scribing composition on composition partner and decide on a good
by asking for without opening sentence.
their ideas and worrying about . )
structuring trans?::rigtion. = Thave written the first L
discussion. paragraph but | don’t think it
Offers further emphasises how strongly | feel
Teacher takes opportunities about the new motorway. Can
children’s ideas to be active you give me ideas how | might
and refines them participants in the improve it?
before scribing. writing process.
Shared writing Used during Allows teacher m  Talk to your partner for two
or after shared to immediately minutes and compose a
Supported writing. assess question to ask the author.
composition Children work in understanding. m  We have been looking at
pairs to discuss Revises and how a verb can show how a
choices. consolidates character moves or speaks.
L shared work. On your whiteboards, change
Objective o
is precisely jche verbs in this sentence to
illustrate character.
structured.
Guided writing Children are Teaching is m | have looked at your writing

and today | want to show you
how you can make your writing
more interesting to the reader,
by changing the word order

of some of your sentences. I'll
begin with this sentence from
Jack’s work...
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Guidance on AfL and guided writing

Guided writing is underpinned by effective AfL. Guided writing sessions provide opportunities for
ongoing assessment. Teachers identify the learning needs of children based on their assessments;
they set precise writing targets that will address the needs of each group. The teacher explains the
targets to the group and regularly reviews them with the children. Feedback is provided at every
stage; this may take the form of self-assessment, peer-assessment or teacher-assessment.

Key characteristics of AfL Effective practice in guided writing

Creating the conditions for learning | ® The learning environment is supportive of AfL.

that will support Afl B Secure rationale for ethos and attitudes to learning in place.

m  Routines and behaviours established - children clear about
organisation for guided writing and how to learn as part of a
group.

Using curricular targets B The process of curricular target setting is well established in the
school.

= Group curricular targets are informed and identified by analysis
of children’s writing and through discussion.

m  Children are fully aware of their targets and understand the
process of reviewing them.

Designing opportunities for B Thereis a clear focus on learning objectives, which feed into
learning: planning curricular target setting.

B Success criteria are clear and understood by the children.

Teaching is adjusted to take account of ongoing assessment.

Day-to-day assessment strategies | m Effective use of the following strategies is in place during guided
writing:

- questioning;
~  Observing;
- discussing;

- analysing — marking and assessing writing with the
children;

- checking children’s understanding.

Feedback on learning m Providing effective oral and written feedback to children in the
group.

m  Developing peer-assessment.

m Developing self-assessment.

m  Ensuring children are clear about the next steps needed to

improve their writing.
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Planning and organising for guided writing

Effective teaching of writing begins with assessment and the identification of the learning needs
of the class.

Using this information and other relevant information, the teacher then groups the children with
similar needs.

The number of groups in any one class will vary but it must be manageable.

The number of children in any group will also vary, usually six to eight children form a
manageable group.

The groups should be flexible to enable each child to achieve success. This may mean that a
child attends two different guided writing sessions to consolidate a particular area of learning or
to extend the child’s learning.

Guided writing follows on from shared writing and addresses the specific identified writing
development needs of each group.

This may be general, for example understanding the concept of a sentence, variety of sentence
structure, paragraphing. Alternatively it might be genre specific, for example use of emotive
language when writing a persuasive argument, organising a hon-chronological report or use of
powerful verbs to indicate character in narrative.

The session may simplify the shared session for less-confident writers or extend the shared
session to challenge more-able writers.

Guided writing may be focused at whole text level, sentence level or word level.

00618-2007BKT-EN Leading improvement using the Primary Framework
12 © Crown copyright 2007 Improving writing with a focus on guided writing
Primary National Strategy





At what stage of the writing process do | teach guided
writing?

Time to work with a guided group is scarce so it must be clearly focused. Guided writing can take
place at any stage of the writing process.

Before writing — to support children’s planning and drafting of their work.
This should refer back to and build on the previous shared writing session. Activities might include:

B supporting children as they formulate their ideas — this may incorporate drama or role-play;
B reviewing objectives for writing and/or the children’s targets;

m the teacher modelling the process of planning and drafting (this may include rerunning part of the
shared session for targeted groups of children);

m developing sentence construction and punctuation;

retelling a known story in the correct sequence and as a writer: in complete sentences (look at
speaking and listening objectives);

planning a piece of explanatory writing drawn from a model discussed in the shared session:
m oral rehearsal:
- in particular, those children who have poor literacy skills;

—  for children with poor language skills.

At the point of writing.

Support can be provided to groups as they begin to write or when they have already started to write
independently (in order to support the revising process). Children can be supported to:

write the first or next paragraph of an explanation text and be invited to read it aloud to the group;
reread for clarity and purpose;

use alternative vocabulary;

use greater precision — choice of phrases, use of complex sentences;

use greater cohesion — use of connectives, consistency of tense, time, person and so on;

remember objectives for writing and be supported in checking their work against the success criteria.

Throughout, these sessions should be used to acknowledge and praise in order to facilitate constructive
discussion with the intention of improving the writing. The teacher will invite comments and lead the
discussion.

After writing - feedback sessions.

After children have worked independently on their writing there should be opportunities for them to assess
their writing — the use of peer support here is useful.

After writing, you could:

B support children to check their work against success criteria, editing, proofreading and making
improvements;
B review progress and targets;

B discuss next steps in writing and set new targets where appropriate.

Improving writing with a focus on guided writing © Crown copyright 2007
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Guided writing for English as Additional Language (EAL)
learners

Guided writing sessions can provide highly effective support to EAL learners. These sessions
should:

m be set in context, based on, linked to or in preparation for classroom work;

m provide explicit modelling/articulation of writing so that attention is drawn to grammatical
features, if appropriate, and/or focus for guided writing such as persuasive language — use of
modals (could, would, might and so on);

m provide opportunities for focused, planned talk:

- paired/group talk at an exploratory level to gather ideas;

- clarify thinking, reach shared understanding;

- oral rehearsal of identified language required for writing;

- further modelling/recasting of oral language where necessary;

m address the appropriate use and extension of vocabulary. This includes understanding of the
nuances and intensity of words and phrases and their use within a genre and its register;

m review/assessment of writing against success criteria — language/vocabulary misconceptions
addressed.

References: Excellence and Enjoyment: Learning and teaching for bilingual children in the primary
years (00164-2007)

Assessment toolkit to support pupils with English as an additional language (0319/2002)
Could they do even better? Good practice case studies — the writing of advanced bilingual learners
of English at Key Stage 2 (Ofsted HMI 2452)
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Case studies

The following case studies provide exemplification of guided writing sessions in Years 1, 3 and 5.

In each case the context of the session is provided, with the guided writing session following on
from the whole-class shared session. The teachers have selected the groups of children and the
focus for each session as a result of ongoing assessment of the children’s writing and in discussion
with them.

Points to look for in the clips are highlighted and follow-up CPD activities are suggested.

Appendix 1: Writing samples from the schools — these could be used for CPD activities linked to
assessment and planning next steps

Appendix 2: A form for planning a guided writing session

Appendix 3: A form to support observation of the clips
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This is an urban infant school with a separate junior school on the same site. Two initiatives

have had a powerful impact on attainment in writing. The school was a pilot school for the
Communication Language and Literacy Development programme and the more rapid acquisition
of phonic knowledge has enabled the children to become more confident, independent writers.
Another factor in improving writing has been the school’s involvement in the Primary Arts
Development Project based at a local secondary school, which has Arts status. All classes have
integrated speaking and listening and drama into their literacy teaching and this has had an
enormous impact on motivating the children to write.

The class comprises 19 children: 11 boys and eight girls, including one child with special
educational needs (SEN). The teacher has a Teaching Assistant (TA) three mornings a week.

The children are grouped for phonics and all take part in a daily, discrete phonics session.

They are organised into three groups for guided writing. In addition to ongoing assessments, the
teacher formally analyses the children’s independent writing and sets new targets each half-term.

Group 1

To write a story with a clear series of events, interesting words and descriptions about settings and
characters.

Group 2
To write a story with a clear series of events and begin to use interesting words.

Group 3
To write a story with a clear beginning, middle and end.
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Developing the teaching sequence - Year 1

The teacher has used the Primary Framework to develop the teaching sequence to encompass
speaking, listening, reading and writing into a rich and meaningful experience for the children.

Writing outcome: a recount about the event of the stranded whale.

The children have explored the theme ‘The seaside’ through information texts, drama, music and art.

The teacher has read several Lighthouse Keeper (by David Armitage and Ronda Armitage) stories to
the children.

The role-play area is Mr Grinling’s cottage and lighthouse.

The children retell and improvise events from the stories.

The teacher has read The Lighthouse Keeper’s Rescue to the children.
They have discussed events in the story, the setting and the characters.

The children have rehearsed oral recounts, for example with the children in role as the whale, imagining
what the whale might say before, during and after the rescue.

The teacher has set an imaginative context for their writing; the children are to be reporters and to write
about the event of the stranded whale.

The teacher demonstrates writing a recount of the event.

]

Children discuss the event with talking partners.
Children begin their writing.

The guided group work with the teacher focusing on sentence openings, the two other groups work
on differentiated writing tasks.

Completed reports are illustrated, evaluated and shared with the other Year 1 class.

Improving writing with a focus on guided writing © Crown copyright 2007
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The theme for the term is ‘The seaside’ and the class has explored the theme through information reading
and writing, history, drama, art and music.

This half-term the teacher is focusing on narrative. The unit of work is recount (fiction). The children have
had experience of oral retelling and writing factual recounts earlier in the term.

The children have read a series of narrative texts set at the seaside.

The children have explored the text, The Lighthouse Keeper’s Rescue through reading, improvisation and
role-play, speaking and listening and art.

The children have worked at sentence level on simple sentence structure, use of capital letters and
accurate demarcation.

Phonics is taught in daily, discrete sessions.

The teacher introduces the learning objectives.
The teacher recaps the sequence of events from the story.

The teacher, in role, constructs an imaginary situation in which she is the ‘chief reporter’ needing help
from them to report the event of the stranded whale.

The teacher shows the children an email report, which gives scant detail, and together they discuss how
to improve it by including more information.

The teacher models two or three sentences explaining how she is making it more interesting to the reader.

The children are asked to write their own reports of the incident, which will eventually form a newspaper,
for the other Year 1 class to read.

Group 1
The children have to write a report about the event of the stranded whale. They have the checklist,
what, when, where, who, why and how exemplified in the shared session, to support them.

Group 2
Guided writing group.

Group 3

Children to create a fact file of information about the whale and events. The children have a series
of pictures and some key vocabulary. They have to choose a picture and write a sentence to match
it in their whale book.

SEN child
Individual work matched to need.
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The children in this group are able to write in simple sentences but tend to write as they speak,
beginning each sentence with ‘then’ or ‘and’. The focus of this guided writing session is to build a
greater awareness of the reader and to understand how to make their writing more interesting by
using different sentence openings.

The teacher explains the purpose of the session.

The teacher shows an example of writing that uses repetitive sentence openings.

The teacher has provided a selection of possible sentence openings and together they discuss how the
words could be used.

Children work in pairs on whiteboards and choose two pictures to each write a sentence about.
Children apply the new knowledge to their own work.

The teacher guides, supports and advises individuals.

The teacher draws on examples from the group and summarises the learning.

The teacher discusses the learning with the whole class, two children, girl A (high attainer) and boy
A (low attainer), who were working independently, share their writing, and the teacher reviews the
focus of the session.
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Points to note from the DVD
m The rich learning environment.

Clear objectives and expected outcomes.
The teacher works in role to provide the context for writing.
The teacher models the writing process.

The children are given opportunities to compose writing themselves.

The children can discuss ideas confidently with a talk partner.
The teacher’s emphasis on writing for a reader.

The clear focus and structure of the guided session.

The children’s phonic knowledge that supports their writing.
Opportunities for assessment at every stage of the lesson.
The children are involved throughout.

Suggested CPD activities

m Examples of writing completed by the children during the session are available in Appendix 1.

m  Analyse the writing, prioritise a focus and consider how you would plan the next guided writing
session for each group. You may find the prompt sheet (Appendix 2) helpful.
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Case Study 2

School

The school is in a suburban area and draws from a mixed catchment area. There is a strong
emphasis on literacy and the arts. The school is part of a primary network that is researching the
impact of the arts on writing.

Class - Year 3

The class comprises 30 children: 17 girls and 13 boys. Of these, two children are awaiting
statements for SEN and three children have been identified as being very able. The children are
organised into four guided writing groups but there is some flexibility in the composition of the
groups throughout the term. AfL is a strength in the school with a focus on ongoing assessment.
In addition, the teacher assesses the children’s independent writing every half-term and sets
targets for each group based on these assessments. The children also have individual targets
where necessary.

Writing targets

Group 1

To use full stops, question marks and commas in lists accurately as well as using some other
punctuation.

To use tenses accurately and appropriately.

To use interesting and adventurous vocabulary to explain my ideas.

Group 2

To try out a wide range of punctuation.

To begin my sentences in a range of interesting ways.

To use adjectives and adverbs to make sentences more detailed and descriptive.

Group 3

To use capital letters and full stops consistently.

To use adjectives and descriptions to add detail.

To write in a lively and interesting way to engage the reader.
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The teacher has used the teaching sequence from the Primary Framework to plan this unit of work.

Writing outcome: an adventure story.

Read, discuss and compare a range of adventure stories.

Explore characters’ thoughts and feelings through hot seating, improvisation, role on the wall and other
strategies.

Identify themes, typical characters and plots.

Class discussion ‘What makes an exciting adventure story?’

Discuss the purpose and audience for a story s__4 Aztec times.

Teacher provides opening that begins in their own classroom in the present day and John, the main
character, travels back in time.

Children explore ideas through drama.
Teacher models planning.
Children plan and discuss story with a response partner, some guided work.

Teacher demonstrates how to continue the story.

Children begin to write story over several days,%__£nher uses demonstration and scribing to
illustrate aspects of narrative writing such as the conventions for dialogue.

Drama lesson: dramatising strong verbs and adverbs in relation to character.

Sentence level work whole-class: using strong verbs, adverbs and opening sentences with adverbial
phrases.

Guided work to support sentence level targets.

The children edit and redraft their work with a7 Jnse partner and with the teacher in
guided time.

Share and evaluate stories with the parallel class.

Discuss possibility of changing events from the stories into a play script.
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The theme for the term is “The Aztecs’ and each unit of work from the Primary Framework is related to this
theme, both fiction and non-fiction.

Children have already been involved in note taking, report writing and writing letters to the authors of the
information texts they have used.

During this half-term the teacher has focused on Unit 3 — narrative, with the children writing adventure
stories, using the Aztecs information to create the setting and characters.

The final unit will involve the children changing their stories into play scripts. The role-play area this term is
a theatre and the children will be involved in performances.

The children have already looked at the features of adventure stories, discussed their ideas, improvised
and planned their own stories.

They have worked with a parallel class dramatising movements and using strong verbs and adverbs to
describe the actions.

The children are now in the process of writing their story from their plans.

The teacher shares the objectives with the class.

To use more powerful verbs and adverbs to entertain the reader.

To improve how we start our sentences to entertain the reader.

Children from the parallel class have been videoed reading various sentences from their Aztec stories.
The teacher recaps previous work on verbs, adverbs and adverbial phrases.

Using this information, the children try to improve the sentences working in pairs on whiteboards.

The teacher instructs children who are working independently and prepares to work with the guided
writing group.

Group 1
The children in this group have completed their story. They are working with response partners
using the school drafting code and a checklist to redraft their own writing.

Checklist

3.

. Check that you have used powerful verbs and adverbs. Think back to yesterday and the words

we generated in drama.

. Check that you have begun sentences in a range of interesting ways, including at least one

example of adverbials for when, where and how.

Check whether you have met any of your targets and underline examples that illustrate this.

Group 3

The children in this group are in the middle of their story. The focus of the previous day’s drama
lesson was to dramatise verbs and adverbs and to understand their role in describing character.
Today this group are to go back over their work, looking at their use of verbs and adding an adverb
to support character description.
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Checklist

1.

2.

Look at the verbs underlined in blue in your literacy books.

Using the words we generated in our drama lesson and a thesaurus, change these words to
more powerful verbs.

Now try to add some adverbs to describe how the verb was done, for example ‘he walked
slowly’.

Check whether you have met any of your targets and underline examples that illustrate this.

Group 2

This is the middle ability group in the class. Two children, who are normally in this group, have
joined another group today because they do not need today’s input. The children in this group are
secure, independent writers but the sentences in the opening of their story are repetitive, beginning
either with ‘The’ or ‘John’, the main character’s name. They have previously worked with powerful
verbs but they are not yet applying this knowledge in their independent writing.

The teacher explains the purpose of the session; the children need to improve the structure of
some of the sentences in the opening paragraph — particularly looking at sentence openings.

The teacher uses a sentence from the children’s work that needs to be improved.
Children work in pairs to discuss the improvements.

The teacher has identified sentences in the children’s work, which they can change; children
choose one and on whiteboards try to improve it.

When they are satisfied that the changes are an improvement, they apply these to their draft
and then look at the other two sentences.

The teacher sums up the group’s work and shares examples. Children will apply this learning to
their stories in independent time during the next literacy session.

The teacher reviews the progress of the groups working independently.
Discusses the work of three children, girl B, girl C and boy B.

The teacher revisits the objectives of the lesson.
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The learning environment.

Clear sentence level focus to the session applied to the children’s own work throughout the
session.

The teacher’s emphasis on writing for a reader.

The teacher’s use of technical language.

The structure and clear focus of the guided session.

In the guided session the children are applying the learning to their own work.

The effective work with boys in this group; they are clearly highly motivated and fully engaged.

The use of a drafting book. This is used throughout the school; the left-hand page is left blank
for redrafting.

The teacher sets writing targets half-termly for the guided writing groups but there is flexibility
across the groups reflecting need.

When watching the DVD sequence consider how the teacher uses a range of day-to-day
assessment strategies in all parts of the session.

Which strategy do you consider is most effective in the context of this lesson?

Consider which of the assessment strategies are embedded in your own teaching and identify
areas for individual development.

How does the teacher link from the shared writing into the needs of the specific group for
writing?

What does she know about the writing of these children which will enable her to tailor the
teaching session of guided writing to their needs?

You may wish to use the form in Appendix 3 to support your observations.
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Case Study 3

School

The school is in a village on the outskirts of a large town, with the catchment area extending
beyond the village. There are 180 children in the school in traditional, single age group classes.

Class - Year 5

There are 31 children in this class including five children with SEN and one child with a statement
for Emotional and Behavioural Difficulties. There are five groups for guided writing. In addition to the
teacher’s ongoing assessments, she formally assesses the children’s independent writing every
half-term. This term all groups have had differentiated targets that relate to sentence level work.

Writing targets

Group 1

To write complex sentences of time (when), reason (why, because) and manner (how).
To select words for interest and precision.

Group 2
To link sentences, rearranging the words and phrases for different effects and purposes.
To use powerful verbs for interest and effect.

Group 3
To write sentences that can be joined in different ways, for example by adding ‘then’ and ‘while’.
To begin to use speech marks. To use capital letters for a range of purposes.
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Developing the teaching sequence - Year 5

The teacher has used the Primary Framework to support her planning of this unit for persuasive
writing.

Read, compare and discuss a range of formal letters to persuade and complain.

Analyse structure and the use of language.

|

[ ]

m Define success criteria.

B Make a class checklist of persuasive devices.
|

Whole-class and individual note taking and planning.

Teacher explains the issue: the council wants to build on local parkland.
Children examine plans and discuss how it will affect different people in the village.

In role, children make notes on how the proposal will affect them.

Meeting in the ‘Council Chamber’ and villagers debate the issue.

|

=
Self- and peer-assessment. ~

= Children edit and redraft letters and prepare for presentation.

B Another meeting of the Town Council is organised and the letters are received and evaluated.

Teacher demonstrates writing an opening of a letter to the town council.
Children write their own opening paragraph, in role.

Teacher recaps learning and children continue writing their letters.

Guided work for high attainers focuses on precision of word choices and use of persuasive devices
and on other days, sentence structure for low attainers, variety of sentence structures and range of
connectives for middle attainers.

Context of the lesson
B The class have been working on non-fiction Unit 3 from the Primary Framework — persuasive writing.

m The teacher explained that the council was planning to build on an area of local open land and produced
plans for them to discuss.

m  The children worked in groups in-role as a villager, a child, a shopkeeper or a town councillor.
They discussed the implications of the plans and made notes to support their argument.

This phase of the work culminated in a debate in the ‘Council Chamber’. The children dressed in role and
a very dramatic debate followed.

= During the next phase of the unit, the children read and evaluated a range of material intended to protest
and persuade.

m They collected a range of persuasive devices and formed a checklist of the criteria for constructing a
good persuasive argument.

m  The teacher modelled a letter to persuade the council not to build on the land.
m  The children have made and discussed a plan for their writing.

The children have written the opening paragraph of their formal letter to the council.
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The teacher recapped the features of a good persuasive letter using her demonstration writing (from the
previous day) as an aide-mémoaire.

The teacher emphasised the focus of the lesson; the use of persuasive language in their writing.

All groups are working on the second paragraph of their letter; group 3 has a writing frame and
some key vocabulary to support composition.

Group 1

This is the most able group and they have written the first paragraph of their letter. In this session,
the teacher is encouraging the children to use more precise word choices. She wants this group to
reflect upon their language choices and to be able to explain why certain choices were preferable
to others.

The teacher outlines the focus of the session and revises a range of persuasive devices.
The children then write the first sentence of their second paragraph on their whiteboards.

The teacher uses one child’s sentence to demonstrate that using the verb ‘destroy’ has a greater impact
than ‘stop’.

The teacher discusses with the children their language choices and asks them to justify the choices.

The children work with response partners to evaluate the effectiveness of each other’s sentences and to
make suggestions for improvement.

The teacher concludes the session, using girl D’s work, to review the focus of the session: the use of
persuasive language.

The teacher reviews the focus of the session by encouraging the children to evaluate their own
writing and to demonstrate their understanding and use of persuasive language.
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Clear focus of the session.

Speaking, listening and role-play gave the children opportunity to rehearse the language and to
explore the issues before reading and writing.

The teacher’s use of technical language.

The teacher’s emphasis on the transference of writing skills across
the curriculum.

The teacher’s assessment of writing in other areas of the curriculum.

When watching the DVD consider the range of strategies used for effective feedback on learning.
Identify examples of:

whole-class feedback;
individual feedback;
peer-assessment;
self-assessment.

Consider the range of strategies for feedback in your own teaching and identify an approach to trial
in the future.
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This school is a one-form entry voluntary aided, mixed primary school situated in a suburban area
drawing mainly on the local parish and some neighbouring parishes. During the past two years the
school has actively reviewed its teaching and learning using the Primary Framework, developing
units of work that incorporate the effective use of speaking and listening, drama, ICT, success
criteria and peer review. These have been embedded into the teaching sequence that is used
consistently throughout the school.

This class of 35 children: 23 boys and 12 girls, is divided into six groups for guided writing.

The teacher is supported by a TA during literacy lessons. The teacher and the class regularly work
on three-and four-week literacy units based on high-quality novels. The teacher captures and
maintains the children’s interest by embedding speaking and listening, drama, ICT (including the
use of Digi Blue cameras) throughout the teaching sequence.

In addition to her ongoing assessment the teacher formally assesses the children’s writing every
half-term. This assessment is used to select the appropriate class and group targets to ensure
sustained improvement as well as to inform planning.

Group 1
To use paragraphs to structure writing, making use of dialogue and description to show action
and mood.

To use a wider range of adjectives, adverbs, and powerful verbs to engage the reader.

Group 2
To use commas effectively, considering how their position in a sentence will influence how it is read.
To use adjectives and powerful verbs to make the sentences interesting for the reader.

Group 3
To use a wide range of punctuation and ambitious vocabulary effectively, to create complex
sentences.
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The teacher has used a three-week fiction unit of work based on a Primary Framework teaching
sequence. This unit encompasses the aspects highlighted below.

Writing outcome: to compose an email from the point of view of the main character.

The children explore a wide range of issues including character, plot, friendship and bullying. They also
consider the links between self-esteem, behaviour and learning.

The class make use of paired discussion and drama linked to ICT to gain a greater understanding of
the characters’ motivations and how they change over the course of the narrative.

The class has compiles a glossary of everyday American terms to aid their discussions about the
language used in the novel and to support their writing.

The teacher introduces the book and the expectations for the unit.

She provides the children with various covers of the book — initial thoughts and impressions
of the book are recorded on sticky notes and displayed on the working wall.

During the unit the children were encouraged to make notes in their reading journal about
the themes of the novel.

The children explore the characters through role-play, paired discussion and an in-depth
exploration of the text.

The teacher introduces the lesson objectives recapping the previous lessons.

Using an email the teacher draws out the features she wishes the children to use
when planning or writing their own email.

The teacher and the TA model how they might plan and write an email.

The guided group work with the teacher and TA has a focus on organisation for group 1, embedding
the use of commas and more adventurous vocabulary for group 2 and using sophisticated punctuation
and ambitious vocabulary to create complex sentences for group 3.

The completed emails are emailed to another school.
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This is a three-week fiction unit based on a Centre for Literacy in Primary Education
teaching sequence.

Guided writing groups are organised according to the children’s needs.
The TA works with the more able children on a regular basis.

The teacher and the TAs work closely, talking through planning.

The teacher makes effective use of talk partners and peer support.
Early morning work is often linked to units of work.

Ongoing assessment informs daily planning.

Drama and ICT are embedded in the literacy lessons.

The teacher introduces the lesson objectives.

The teacher recaps the previous lessons drawing on children’s understanding of the plot, feelings of the
characters and the type of language used by the main characters.

Using an email sent to the class, the teacher draws out the features she wishes the children to use when
planning or writing their own email.

The teacher and the TA model how they might plan and write an email.
The children make suggestions about what might go in the email.

Using a laptop linked to an interactive whiteboard the teacher models the opening part of an email.

The DVD clip shows a range of guided writing sessions. The teacher would normally focus on one
group only in a literacy session.

Group 1
Assessment of earlier work identifies that this group needs to work on the organisation of
their writing.

The group uses their plans to support them in composing their email straight onto the
computer.

The teacher supports individuals, focusing on their organisation of text in addition to sentence
level, composition and effect.

The teacher makes reference to the whole-class shared work as an aid to discussion about
improvements.

00618-2007BKT-EN Leading improvement using the Primary Framework
32 © Crown copyright 2007 Improving writing with a focus on guided writing
Primary National Strategy





Group 2
Using ongoing assessment the teacher has identified that this group needs to embed their use of
commas and more adventurous vocabulary in order to improve their sentences.

The teacher has used a whiteboard to recap how sentences can be improved by inserting
a wider variety of vocabulary into simple sentences. She also revisits the use of commas for
effect.

The group (some of its members were part of the Further Literacy Support group) then works
individually to compose a sentence, at times rehearsing it with a partner before writing.

The teacher returns to the objective of the guided writing session by asking one child to read
out his sentence and questions him about where and why he has placed his commas.

The rest of the class are working in pairs or independently on planning their email.

Group 3
This group is working with the TA to develop their sentences, using sophisticated punctuation and
ambitious vocabulary to create complex sentences.

The children work for ten minutes developing given sentences before writing their own.
The TA is explicit about how the children could improve the sentences.

The children expand sentences about the main character in the book, sometimes rehearsing
them with a partner before recording them.

The children discuss how one sentence has been expanded.

The TA supports the children by giving instant feedback about the improvements.

During the plenary the teacher reviews the lesson objective.

The teacher and the children highlight what can be used to check their work.

In pairs, the children feed back on each other’s work then they feed back to the teacher.
The children are then asked to improve one thing in their own writing.

The children on other occasions offer suggestion for how others can improve their work.
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Points to note from the DVD

The learning environment.

The use of speaking and listening and peer support throughout the lesson.
The teacher’s use of real, everyday text.

The teacher’s emphasis on writing for a reader.

The clear modelling of expectations.

The use of modelling of planning and writing.

The interaction between the teacher and the TA.

The structure and clear focus of the guided session.

Clear sentence level focus to the session applied to the children’s own work.
The use of drama and ICT.

Opportunities for assessment at every stage of the session.

Children’s confidence and participation at every stage of the lesson.

Suggested CPD activities

When watching the DVD consider how ongoing assessment has been used to select the guided
writing groups. You may wish to use the form in Appendix 3 to support this activity.

The teacher and TA spend time modelling/recapping at the beginning of the guided session.
If you have additional support during your lesson, think back to when you last used this
technique. How effective was it? How can you embed this in your teaching?

Talk for writing is used in the shared and guided part of the lesson. How effective is it? How
often do you use this technique? How can you embed it in your teaching?
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On Saturday Afternoon a whale that was stranded on the beach at lighthouse Bay was spotted
by Mrs and Mr Grinling. Strate away they ran to the beach to see what had happned. Mr Grinling
decided to Cycle down to the village on his bike to get help while Mrs Grinling throwes water
over the whale so he dosent die. Mr Grinling came back with millions of people. Mr Grinling said
the people should push the whale in the water. Atlast the whale was free floating around in the
water.

first Mrs Grinling saw the wale Beachted through her tellyscope they went down to the
lighthouse bay. Mrs grinling read her how to save a whale so mrs grinling splashted water onthe
wale walst mr grinling rided his bike to get the vilgers to push the wale in to thesea.

In booklet form

Page 1 The whail was Stranded on light house bay Mr Gringling And mrs
Gringling was the First to sea it
Page 2 they rusht bown The steps with Hamish to The beach To help The whail
Page 3 MR 6rinGlinG pedeld awa on his bik when he came back he ha all of the vilijers.
Page 4 mRs GrinGlinG trowed water over The whail To keep him kool
Page 5 mRs 6rinGlinG looket in her book she new just what to do
Page 6 The vilijers pusht And pusht intil iT went bakc The whail did one big

flik then back to his perents.

The teacher gave the class the opening sentence:

It was summer term at school and all Year 3 children had been involved in a study of the Aztecs. John
was carefully creating an Aztec sunstone and had almost finished, just one more piece to go! He
carefully picked up the last piece but it was much larger than the others and didn’t fit. He ran his fingers
over the beautiful carvings and put a finger into the final remaining gap in the sunstone. Suddenly the
room started spinning; John felt dizzy and closed his eyes. When he opened them again he could not
believe what he could see!

Group 1

He was surrounded by strange looking people. When they had gone into the distance, he saw a lake
gleaming like sapphires. Suddenly a bird shot out of a tree. John quickly turned his attention to the tree
amazed. Then a charming smell drafted into the air and he followed it with his nose and found a lady
cooking on a stone platter over a hot fire making super spicy torteas. He was really amazed because he
started to think he was in the times of the gruesome Aztecs!

John felt scared so, he bolted to the market place where he bumped into a small Aztec boy trembling
on the floor.

Group 2

He was as shoked as shoked could be looking around with his mouth dropping open and wide. He
could hear the sizzle of cooking tortillas and lots of different dressed people chatting about him. They
were dressed in dirty rags. Just then Jon thought that he was going to faint seeing all the water around
him telling him that he was in Aztec times. Then John saw a woman who was dressed in old and dirty
rags. He asked her in fright ‘what’s your name’ ‘“Tray’ she replied as she slowly tiptoed towards him.
"What are you doing here’ she added quickly. | don’t know, all | can remember is making a sunstone
and then | found myself here in Aztec times.

Group 3

John saw a wume cuking tortillas and they smelt beautiful and he went closer and closer he saw a
stone tabul. Then he went inside the mud howes. John heard people showting. John looked up and
dawn the person didn’t have much stuff atall and she only had one little bed. John wondered what the
posen name was. John said ‘What is your name?’ ‘My name is Tay’ she replied ‘What is your name?’
she said my name is John’ John replied. John said ‘By the way | am looking for a suntone’ | have hard of
it befur but | don’t know were it is. | think | no were it is and | will take you there’ they got there at last.
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Year 5 samples

Group 1

22nd June
Dear sir

I am writing to inform you of my concerns about the new development. Looking
at your plan, my attention is drawn to the new roundabout. How are we expected
to agree with this idea to place new houses there? Surely, the other residents will
agree with me when | say that you have no respect for our children. | would not let
my children out of the house for fear of the terrible traffic.

| can’t put up with the fact that if your plans are accepted, the town will be put

on the map for the wrong reasons. For example, the new houses and roads are
destroying all the nature. The poor animals will all have to find new homes. | don’t
know about you, but that breaks my heart. How would you like it if | came and
demolished your home? | don’t understand why you are purposely ruining our
little village. This plan is disgraceful!

I am willing to do all in MY power to protect our future generations, | go recycling
once a week, use power saving light bulbs and WALK EVERYWHERE!

What do you do to prevent global warming? Not only will more people mean more
cars but more cars mean more pollution.

Now you have heard all of my objections. | ask you how could you even think
about going through with this plan?

Yours sincerely

Kate

Persuasive writing checklist (self-evaluation)

Complex sentences v/

Rhetorical questions v/

Non-finite verbs v/

Persuasive words (surely, consequently, as a result of) v/

Punctuation v/

Grammar v/

Adjectives v/

Teacher feedback

You have used many of the conventions for a persuasive argument and have elaborated your points
well. | think the Chair of planning will have a lot to think about!
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Group 4 child
The teacher provided this child with a scaffold to support his writing (in blue).
22nd June
Dear Sir,

| am concerned about your plans because kids can’t get to school in time
Because of the new houses. The new road cuts across the park. Lots of the
houses will make a disaster to the development and it will be dangerous for
kids who need to get to school.

Many people think The houses will destroy wildlife in the park And will split the
park in half. You are destroying our park because of your new road.

Most children at school think we can’t play on a full park because of your new
road cutting across the park.

We want you to quit the development.
Yours sincerely

Scott

Teacher feedback
You have remembered most of your capital letters and full stops and you have used some
interesting vocabulary.
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Appendix 2: Guided writing planner

Focus of the guided writing session

At what point of the writing process?

Before writing

During writing

After writing

Children to be included in the group

Single session/series of sessions

Teaching strategies

Assessment opportunities

Peer-assessment

Teacher-assessment

Review and next steps
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Appendix 3: Guided writing DVD: suggested prompts for
observation

Is the guided writing group well matched
by need or ability?

Are the objectives appropriate and clear?

Do the children understand the purpose of
the session?

Is there a clear structure to the session?

Does the teacher support the children,
for example through key questions,
constructive comments, teaching at the
point of writing?

Are the children given opportunities to try
composing themselves?

Are they focusing on aspects of the writing
process?

Do they have opportunities to review their
writing?

Does the session achieve the established
purpose?

Are the children involved throughout?
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Foreword

The Coronavirus (Covid-19) pandemic has had a huge
effect on the provision of education in the UK in the last
six months. We need to learn from what has happened,
plan for the future, and grasp how the crisis has affected
the mental health and wellbeing of education
professionals working across the sector.

These last six months have seen a tremendous amount of
change. On 20 March 2020 most schools and colleges in the
UK closed whilst the country went into ‘lockdown’. Some
education institutions did, however, remain open during this
time in order to continue educational provision for vulnerable
children and those of key workers. National examinations
were cancelled. Many staff were required to work from home,
getting to grips with remote teaching and distance learning,
often whilst supporting their own families. Some staff were
furloughed and supply teaching contracts with agencies were
terminated. Pupils’ and students’ learning was interrupted
with the potential for a learning/knowledge loss in what is
often a tightly-packed curriculum. During this time, some
staff and their students have tragically experienced the loss
of friends, neighbours and family.

The Coronavirus (Covid-19) has thrown up many new
challenges for education, and this report helps us to
understand the impact these have had on education
professionals, and the support required to surmount them.
The pandemic has also crystallised issues which for a long
time have impacted the working lives of teachers and
education professionals. A key finding of the report is the lack
of appreciation education professionals have felt, above all
from the government, while they have been working extremely
hard to support the learning of pupils.

Another consistent theme of the report is the concern
expressed by education professionals about the lack of clear
guidance and direction from government, particularly over
reopening schools safely and the priorities of teaching,
learning and assessment next year. The report demonstrates
the difficulties this lack of appreciation and communication,
neither of which are new phenomena, present for teachers
and school leaders.

As we move into the new academic year, uncertainty remains
high. A resurgence of the virus may lead to renewed school
closures, affecting teaching, learning and assessment and
potentially the mental health and wellbeing of both staff and
pupils. Even if schools do not close again, school life will be
deeply affected by the need to arrange teaching and learning
safely. Yet the challenges of the pandemic also provide an
opportunity for change. In this environment of uncertainty,
it is paramount that government actions demonstrate that it
respects, values and places trust in the education profession.
The government must collaboratively work with teachers and
senior leaders to ensure that the educational needs of pupils
are met and that the mental health and wellbeing of both
pupils and staff is supported.

Sinéad Mc Brearty
CEO
Education Support
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About the Report

This report explores the impact of the Coronavirus
(Covid-19) pandemic on the mental health and
wellbeing of education professionals working
across the education sector. It considers the
principal challenges education professionals have
faced and the relationship between the profession,
government and other interest groups. It also
examines the key areas which education
professionals identify for schools reopening,

and the support they need moving forward.

The underpinning research had three aims:

1 To provide a description of how the Coronavirus (Covid-19)
pandemic affected the mental health and wellbeing of
education professionals.

2 To identify differences in the teacher and education staff
populations as appropriate.

3 To investigate how education professionals could
effectively make the transition back to work in their
institutions.

The research was conducted using an online survey of
education professionals drawn from YouGov’s panel. The total
sample size was 3,034 education professionals and the survey
was conducted during the period 24 June to 16 July 2020.

The sample included all job roles within the education
profession. These include a) Senior Leaders (Headteachers,

Deputy Head and Assistant Headteachers, Heads of Year and
Departments); b) Teachers (qualified, newly-qualified,
trainees, Teaching Assistants and Supply Teachers) and c)
staff working in other roles (School Business Managers and
Managers). All phases of education are included — Early Years,
Primary, Secondary, Sixth Form, Further, Adult, and
Vocational Education sectors. Appendix A gives a detailed
breakdown of the responses received by sector, region, gender,
age, time spent working in education and ethnicity. Ethnicity
has been included due to the higher incidence of severe
Covid-19 cases reported among people of Black, Asian and
Minority Ethnic (BAME) heritage and interesting trends noted.
All findings in this report have been shown in percentages®.

Education Support will also be publishing the “Teacher
Wellbeing Index 2020” in November 2020. This will be its
fourth large-scale survey benchmarking the mental health
and wellbeing of education professionals in the UK, and will
reference and broaden some of the findings of this report.

1 As a result of GDPR legislation, all YouGov respondents were given the option to opt-out of questions that gathered
sensitive personal data, including questions that captured information about their health. In the analysis these were coded
as “refused”, in addition to respondents who selected the “prefer not to say” option. Where comparisons have been made,
the figures are based on those who responded to the question (ie excluding “refused” and “prefer not to say”).
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Executive Summary:
Findings in Numbers

The mental health and wellbeing of education professionals
during the Coronavirus (Covid-19) pandemic

52

Of all teachers
(50% of all education
professionals)

felt their mental health

and wellbeing had
declined either
considerably or a little

Section 2.2, page 18

58

Of all education
professionals who
needed support,
turned first to their
family and friends

Section 2.4, page 21

The relationship between the education profession, government
and others during the Coronavirus (Covid-19) pandemic

i

61

Of all education
professionals felt
greatly or somewhat
appreciated by the
parents/guardians of
their pupils/students

Sections 3.1 and 3.1.1,
pages 24 and 28

12

Of all education
professionals felt
greatly or somewhat
appreciated by the
general media

Sections 3.1 and 3.1.7,
pages 24 and 29

25

Of all education
professionals felt
greatly or somewhat
appreciated by the
general public

Section 3.1.8, page 29

18-

Of all education
professionals felt
greatly or somewhat
appreciated by their

education departments>

Sections 3.1 and 3.1.5,
pages 24 and 29

o] 2

159

Of all education
professionals felt
greatly or somewhat
appreciated by the
UK government

Sections 3.1 and 3.1.6,
pages 24 and 29

2> Education departments refer to the Department for Education (England), Education Scotland,
the Department for Education and Skills (Wales) and the Department of Education (Northern Ireland).
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The challenges of working during the Coronavirus (Covid-19) pandemic

<& 32

A

Education professionals making the transition back to their normal place of work

58

Of all education
professionals mainly
worked from home
during lockdown.
Their most challenging
aspect was ensuring
pupils/students
completed their work

Sections 1.1 and 1.2.1,
pages 8 and 10

59

Of all education
professionals,

60% of school teachers,
were worried about

the Coronavirus
(Covid-19) returning

Section 4.1, page 32

[
L0
S
o

Of all education
professionals mainly
worked in their usual
institution during
lockdown. Their most
challenging aspect
was ensuring

social distancing

Sections 1.1 and 1.2.2,
pages 8 and 12

56

Of all education
professionals considered
the ability to adapt to
new circumstances/new
routines was the main
skill needed to support
pupils/students back

to school/college

Section 4.2, page 35

Testing the education workforce for the Coronavirus (Covid-19)

9,

Of all education
professionals had
suffered from
Coronavirus
(Covid-19) symptoms

Section 2.1, page 17

Education Support

<

13
& 13

Of all education
professionals working
in London and West
Midlands reported they
had suffered from
Coronavirus (Covid-19)
symptoms (ie the two
regions which reported
the highest number of
staff with symptoms)

Section 2.1, page 17

Executive Summary: Findings in Numbers

39

Of all education
professionals had been
furloughed. Their most
challenging aspect
related to uncertainty
about their future

Section 1.1 and 1.2.4, pages
8and 15

50

Of all education
professionals working
from home cited the
lack of timely
government guidance
was one of the most
challenging aspects

Section 1.2.3, page 14

57

Of all education
professionals who had
experienced Coronavirus
(Covid-19) symptoms
and had not taken a test
would like to have a test

Section 2.1, page 17
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Section 1;

The Challenges of Working
During the Coronavirus
(Covid-19) Pandemic

This section details education professionals’ main places
of work during lockdown and the most challenging aspects
of working/not working at that time.

1.1 Education professionals’ main place of work
during lockdown

More than half (58%) of all education professionals reported
they were mainly working from home (including a family
home) during lockdown. Just under a third (32%) were mainly
continuing to work in their usual school/college/other
institution. The remainder worked at other places, which
included a mixture of being physically located both at school
and home (5%), had been furloughed so were not working
(3%) or were working in a hub school/college which was not
their normal place of work (1%). No staff were working from
another physical site (ie not their usual institution).

Educational professionals’ main place of work
during the Coronavirus (Covid-19) Pandemic

Working from home (including a family home) _ 58%

Working in my usual school/college/other institution _ 32%
Other - 5%

Furloughed (not currently working) . 3%
Working in a hub school/college (ie not in my usual institution) I 1%

Working from another physical site (ie not in my usual institution) 0%

Education Support
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Educational professionals’ main place of work during
the Coronavirus (Covid-19) Pandemic - by job role

Working from home (including a family home)

Working in my usual school/college/other institution

Other

Furloughed (not currently working)

Working in a hub school/college (ie not in my usual institution)

Working from another physical site (ie not in my usual institution)

The largest group to work from home were staff working in
other roles (70%). Whereas 64% of senior leaders and 55%
of school teachers also worked from home.

The largest group to remain working in their usual school/
college/other institution were school teachers (35%),
followed by senior leaders (30%) and staff working in
other roles (18%).

Education Support

Section 1: The Challenges of Working
During the Coronavirus (Covid-19) Pandemic

55%
64%
70%

35%
30%

. School Teachers

. Senior Leaders

1%
I 1% . Other Roles
0%
Base:
0% School Teachers (n = 2,010)
I 1% Senior Leaders (n = 749)
0% Other Roles (n = 184)

(¢

Working from home has been
wonderful. I’ve really valued

not commuting. It’s meant more
time to sleep, reduced fuel costs,
and gained three hours a day with
my family instead of sat in the car
in [a] queue of traffic.

))

Member of staff in other role, FE College, Wales
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1.2  The challenges faced by education
professionals who were working (and not
working) during lockdown and afterwards
from different locations

This section details the challenges for education professionals

of working, and not working, from the different locations
identified in Section 1.1.

1.21 The most challenging aspects of working

from home during the Coronavirus
(Covid-19) pandemic
Education professionals who stated they had worked from

home during lockdown were asked to indicate the most
challenging aspects they faced (noting up to five).

The most challenging aspects of working from home
since the start of the Coronavirus (Covid-19) pandemic

Pupils/students not completing the work
Lack of social contact/isolation

Lack of timely government guidance
Maintaining a work/life balance

Working whilst having children/dependents/family at home
Supporting pupils/students

Marking and feedback to pupils/students
Workload

Working outside normal working hours
Preparing/teaching lessons

Lack of management support and guidance
Meeting management expectations
Meeting parental/guardian expectations
Being micro-managed

Other

Not applicable - | have found no challenges whilst working from home

Education Support

Section 1: The Challenges of Working
During the Coronavirus (Covid-19) Pandemic

The three main challenges related to pupils/students not
completing their work (48%), experiencing a lack of social
contact/isolation (41%) and having a lack of timely
government guidance (39%).

Students not completing their work was a greater
challenge for staff working in the secondary sector (64%),
compared to staff working in the sixth form sector (50%),
in the primary sector (36%) and in further education (31%).
The lack of government guidance was a greater challenge
for staff working in the secondary sector (45%), compared
to staff working in the sixth form sector (38%), the
primary sector (37%) and further education (35%).
Maintaining a work/life balance was a challenge for 32%
of education professionals. A gender difference was found,
namely this was stated more strongly by female staff
(36%) compared to male staff (25%).

Working whilst having children/dependents/family at

home (30%) and supporting pupils/students (29%) were
other key aspects experienced.
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Base: All education professionals (n = 1,536)
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Section 1: The Challenges of Working
During the Coronavirus (Covid-19) Pandemic

The most challenging aspects of working from home since
the start of the Coronavirus (Covid-19) pandemic - by job role

Pupils/students not completing the work

Lack of social contact/isolation

Lack of timely government guidance

Supporting pupils/students

Maintaining a work/life balance

Working whilst having children/dependents/family at home

Marking and feedback to pupils/students

Preparing/teaching lessons

Working outside normal working hours

Workload

Lack of management support and guidance

Meeting parental/guardian expectations

Meeting management expectations

Being micro-managed

Other

Not applicable - | have found no challenges
whilst working from home

Don’t know

When looking at the data relating to working from home
by job role, a number of main differences were found.

-+ Senior leaders (58%) considered pupils/students not
completing their work as the most challenging aspect,
compared to 49% of school teachers and 11% of staff
working in other roles.

- Half (50%) of school leaders reported the lack of timely
government guidance to be challenging, compared to 36%
of school teachers and 25% of staff working in other roles.
The provision of timely government guidance was also
found to be the main support which would allow education
professionals to make the most effective transition back to
the “new normal” way of working (detailed in Section 4.3).

Education Support

497%
58%

1%

447

o

w
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50%

37%
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32

22%
21%
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. School Teachers
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. Senior Leaders

%

12% . Other Roles

4%

-
52

Base:

School Teachers (n = 955)
Senior Leaders (n = 438)
Other Roles (n = 99)
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2

0%
B 2%

Lack of social contact/isolation was more of a challenging
aspect for school teachers (44%), compared to school
leaders (38%) and those working in other roles (34%).

Staff working in other roles faced greater challenges in
the areas of experiencing a lack of management support
and guidance (20%, compared with school teachers 16%
and school leaders 13%), and in meeting management
expectations (18%, compared with school leaders 12%
and school teachers 10%).
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1.2.2 The most challenging aspects for education

professionals working from their usual school/

college/other institution, another physical site
or at hub school/college since the start of the
Coronavirus (Covid-19) pandemic

Section 1: The Challenges of Working
During the Coronavirus (Covid-19) Pandemic

The Department for Education has estimated that in England,
during the period that schools and colleges could open only
to priority groups, approximately 80% of schools/colleges
remained open, except for holiday periods when fewer were
open (DfE, 2020)3.

The most challenging aspects for education professionals working from their usual
school/college/other institution, another physical site or at a hub school/college since

the start of the Coronavirus (Covid-19) pandemic

Ensuring social distancing at school/college/institution
Lack of timely government guidance

Assisting vulnerable pupils/students

Supporting pupils/students

Maintaining a work/life balance

Workload

Meeting parental/guardian expectations

Catching the Covid-19 virus

Preparing/teaching lessons

Lack of relevant PPE (personal protection equipment)
Insufficient focus on mental health support for staff
Leaving own children/dependents with others

Unfamiliar working environment (different classrooms/buildings)
Meeting management expectations

Lack of management support and guidance

Working contracted hours

Other

Not applicable - | have found no challenges whilst working

Travelling to/from work

Education professionals who stated they had worked from
their usual place of work, another physical site or in a hub
school/college were asked to indicate the most challenging
aspects they faced (noting up to five).

The two main challenges related to ensuring social
distancing (51%) and having a lack of timely government
guidance (49%).
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. 3% Base: All educational professionals (n = 1,238)
Two other main challenges were how to assist vulnerable
pupils/students (30%) and how to support pupils/students
(28%).
Lack of government guidance was more challenging to

staff working in the primary sector (53%), compared to
the secondary sector (46%).

3(DfE, 2020). “Attendance in education and early years’ settings during the coronavirus (COVID-19) outbreak”. 21 July 2020.
Available at explore-education-statistics.service.gov.uk/find-statistics/attendance-in-education-and-early-years-settings-

during-the-coronavirus-covid-19-outbreak/2020-week-29

Education Support
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Section 1: The Challenges of Working
During the Coronavirus (Covid-19) Pandemic

The most challenging aspects for education professionals working from their
usual school/college/other institution, another physical site or at a hub school/
college since the start of the Coronavirus (Covid-19) pandemic - by job role

Ensuring social distancing at school/college/institution
Lack of timely Government guidance

Supporting pupils/students

Assisting vulnerable pupils/students

Catching the Covid-19 virus

Maintaining a work/life balance

Meeting parental/guardian expectations
Preparing/teaching lessons

Workload

Lack of relevant PPE (personal protection equipment)
Insufficient focus on mental health support for staff
Unfamiliar working environment (different classrooms/buildings)
Leaving own children/dependents with others

Lack of management support and guidance

Meeting management expectations

Working contracted hours

Other

Not applicable - | have found no challenges whilst working

Travelling to/from work

When looking at the data by job role, a number of main
differences were found.

-+ The lack of timely government guidance was a challenge
for 67% of school leaders, compared with 46% of school
teachers and 26% of staff working in other roles.

Ensuring social distancing was a challenging aspect for

55% of staff working in other roles, 54% of school teachers
and 39% of school leaders.

Education Support

54%

%

55%

67%

0

. School Teachers
. Senior Leaders

. Other Roles

Base:

School Teachers (n = 875)
Senior Leaders, (n = 266)
Other Roles (n = 62)

Workload was a challenging aspect for 42% of school
leaders, compared to 20% of those working in other roles
and 17% of school teachers.

- Supporting pupils/students was a challenging aspect for
school teachers (31%), compared to school leaders (24%)
and staff in other roles (12%).

- Assisting vulnerable pupils/students was a challenging

aspect for school leaders (35%), compared to school
teachers (28%) and staff in other roles (22%).

Covid-19 Report 13





Section 1: The Challenges of Working
During the Coronavirus (Covid-19) Pandemic

1.2.3 Comparison of the most challenging aspects for education professionals
working from home with working from their usual school/college/other
institution, another physical site, or at a hub school/college since the start

of the Covid-19 pandemic

A comparison of the most challenging aspects of working from home with working at the
other locations (NB only options that were common to both locations have been detailed).

Comparison of the most challenging aspects for education professionals working from
home with working from their usual school/college/institution, another physical site
or at a hub school/college since the start of the Coronavirus (Covid-19) pandemic

Lack of timely government guidance

Maintaining a work/life balance

Supporting pupils/students

Workload

Preparing/teaching lessons

Lack of management support and guidance

Meeting management expectations

Meeting parental/guardian expectations

Other

The lack of government guidance was an issue. This was
felt most strongly by staff working in their usual place of
work (49%), but also by staff working from home (39%).

For staff working from home, a key issue was the ability
to maintain a work/life balance (32%), which was also felt
by those working from their usual place of work but not
so strongly (24%).

Both locations shared a similar concern for how to support
their pupils/students (29% and 28%).

Education Support

49%
39%

247%
32%

28%
29%

23%
21%

18%
19%

9%
16%

10% . Working in their usual/
1% college/other institution
19% . Working at home
10% (including a family home)
6% Base: All education
7% professionals (n = 2,774)

C

Reduce the workload. Being
‘on call’ 24/7 is too much.

I teach in school all day,

I come home and have to deal
with children online. I get
emails in the late hours, I send
emails into late hours. This
blurry line between home and
work has really impacted me.

))

Head/Deputy Head of Department,
Academy, West Midlands
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Section 1: The Challenges of Working
During the Coronavirus (Covid-19) Pandemic

1.2.4 The most challenging aspects of being furloughed since the start

of (Covid-19) pandemic

The most challenging aspects of being furloughed during the Coronavirus

(Covid-19) pandemic

Uncertainty about the future

Sense of isolation from workplace colleagues and pupils/students
If I will be re-instated after the furlough period expires

My financial situation (me/my family)

Lack of structure in the day

Catching Covid-19 (me/my family)

Physical health/wellbeing (me/my family)

Feeling of general loneliness

Mental health/wellbeing (me/my family)

Not applicable - | have found no challenges to being ‘furloughed’
How to spend the time productively

Lack of support from agencies (eg teaching agencies)

Other

Education professionals who had been furloughed during
the Coronavirus (Covid-19) pandemic also faced challenges.

The greatest challenge, faced by 56% of all educational
professionals, was uncertainty about the future.

Other challenges included a sense of isolation from
workplace colleagues and pupils/students (30%), possible
re-instatement after the furlough period expires (29%),

a lack of structure to the day (28%) and them/their family
catching the virus (28%). A comparison by job role has not
been undertaken because of the small datasets.

Education Support
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I 1% Base: All educational professionals (n = 95)

C

As a supply teacher I have
been furloughed, despite
being responsible for a
class for two days a week.
The school took advantage
of the time to not pay me.
Therefore I wasn’t able to
work and make a difference.

))

Supply Teacher, Primary School,
West Midlands
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Section 2:

The Mental Health and Wellbeing
of Education Professionals
During the Coronavirus
(Covid-19) Pandemic

This section notes the number of education professionals
who had suffered from Coronavirus (Covid-19) symptoms,
and those who had undergone a virus test. It details the
impact felt by education professionals on their mental health
and wellbeing during the pandemic, and a comparison is
made with their resilience levels. The sources of support
accessed during this time are noted.

2.1 The education workforce who had suffered from Coronavirus
(Covid-19) symptoms and who had undergone a virus test

It was found that at the time the survey was undertaken (24 June to 16 July 2020)
9% of education professionals stated they had suffered/were suffering from
symptoms of the Coronavirus (Covid-19), 88% were not, and 3% did not know.
Those who stated they had such symptoms (n=345) were asked if they had taken
a test and, of those who had, 2% had tested positive, 19% had tested negative
and 2% had not yet received the result. Of the 75% who had not taken a test,

57% said they had not taken a test but would like one and 18% did not want a test.

The regions where education professionals reported the highest number of
symptoms were London and the West Midlands (both 13%), whereas the lowest
number reported were from the North East (3%), Wales and Scotland (both 6%).

More details can be found in Appendix B.

« Teachers and teaching assistants [should be]
among the first to receive a vaccine when it is
available as it is impossible to social distance
at school and I am extremely worried I will get
Covid-19 when back at work in September. ))

Teaching Assistant, Primary School, South East England
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Section 2: The Mental Health and Wellbeing of Education
Professionals During the Coronavirus (Covid-19) Pandemic

2.2 The impact of the Coronavirus (Covid-19) The impact of the Coronavirus (Covid-19) pandemic on
pandemic on education professionals’ mental education professionals’ mental health and wellbeing
health and wellbeing

Education professionals were asked if the Coronavirus
(Covid-19) had an impact on their mental health and wellbeing.

It was found that 50% of education professionals considered
their mental health had declined (either considerably or a
little), 29% found no difference, and 18% experienced an
improvement (either considerably or a little).

School teachers reported the largest decrease in their
mental health (52%), compared to senior leaders and staff
in other roles (both 48%).

In the senior leaders’ category, 60% of headteachers/
principals reported their mental health had declined,
while 29% experienced no difference, 9% stated it had
improved and 3% did not know.

Improved (a little or considerably)
Some education professionals reported their mental health
had improved — of those who did 23% were senior leaders
(particularly heads/deputies/heads of department),

16% were school teachers and 14% were staff working

in other roles.

No difference
Base:
Declined (a little or considerably) All education
professionals
Don’t know (n = 3,010)

The regions reporting the highest decline in mental health
were the East Midlands (57%), West Midlands (55%)

and Scotland (55%). The regions reporting highest
improvements were Wales (26%) and the North East (24%).

The impact of the Coronavirus (Covid-19) pandemic on education
professionals’ mental health and wellbeing - by job role

52%

. School Teachers

48% 487%

. Senior Leaders

. Other Roles

Improved No difference Declined Don’t know
(a little or considerably) (a little or considerably)

Base: School Teachers (n = 1,992), Senior Leaders (n = 743), Other Roles (n = 184)
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Section 2: The Mental Health and Wellbeing of Education
Professionals During the Coronavirus (Covid-19) Pandemic

The impact of the Coronavirus (Covid-19) pandemic on education
professionals’ mental health and wellbeing - by region

57%
East Midlands

55%
Scotland

55%
West Midlands

549
North West

53%
East of England

52%

London

49%
South West

48%
South East

44
Yorkshire and the Humber

43%

Northern Ireland o
i . Declined (a little or considerably)

A41% . Improved (a little or considerably)

Wales
. No difference

. Don’t know
North East

39%

Base: All education professionals (n = 3,010)
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2.3 Comparison of education professionals’ level
of resilience with the impact of Coronavirus
(Covid-19) on their mental health and wellbeing

Education professionals were asked to give a rating of their
current levels of resilience. Resilience was defined as

“the ability to adapt and recover after experiencing difficulties
or challenges in life”, which was seen as important in being able
to manage challenges in both their work and home lives.

Section 2: The Mental Health and Wellbeing of Education
Professionals During the Coronavirus (Covid-19) Pandemic

Overall, 66% of education professionals described
themselves as resilient, i.e. with very or fairly high resilience
levels. Senior leaders had the highest levels of resilience

at 72%, school teachers 64% and staff in other roles 63%
(by answering very or fairly high levels).

When the relationship between levels of resilience and

the impact of the Coronavirus (Covid-19) on education
professionals’ mental health are compared, it can be seen
that staff with low levels of resilience were more prone to
suffering from poor mental health/wellbeing as they stated
their mental health/wellbeing had declined to a greater
extent than those with medium or high levels of resilience.

Comparison of the impact of the Coronavirus (Covid-19) on education
professionals’ mental health and wellbeing with resilience levels

High Medium Low

Resilience Level

Education Support

. Improved (a little or considerably)
. No difference

. Declined (a little or considerably)

Base: Education professionals with high
resilience (n=1,980); with medium resilience
(n=723); low resilience (n=268)
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Sources of support accessed by educational
professionals to help cope with the Coronavirus
(Covid-19) pandemic

All education professionals were asked if they sought support
to help them cope with the pandemic.

The main sources of support accessed were support from
family and friends (58%) and partner/spouse (52%),
followed by support from peers/colleagues (27%).
However, there was a large group (24%) which did

not access any form of support.

Section 2: The Mental Health and Wellbeing of Education
Professionals During the Coronavirus (Covid-19) Pandemic

Differences in support accessed were noted by job role.
Senior leaders preferred to seek support from their partner/
spouse (59%), compared to school teachers (50%) and
those working in other roles (44%). Senior leaders also
preferred to seek support from their peers/colleagues
(32%), compared to school teachers (27%) and those
working in other roles (10%). School teachers, however,
showed a preference for turning to family and friends
(60%), compared to senior leaders (55%) and those in other
roles (45%). Staff working in other roles were the highest
group not accessing any form of support (32%), compared
to school teachers (24%) and senior leaders (23%).

Sources of support used by educational professionals to help
them during the Coronavirus (Covid-19) pandemic

Family/friends

Partner/spouse

Peers/colleagues

Not applicable - | have not accessed any support during the Covid-19 pandemic
News services (BBC, Sky etc)

Employer/line manager/senior staff member at work
Websites/general internet search

GP/NHS/Health professionals

Online networks/forums/social media

A union

Counsellor/psychiatrist/psychologist

Other
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I 1% Base: All education professionals (n = 3,004)

« I have valued the support and hard work
of my immediate team (my department).
Their goodwill and willingness to contribute

and work hard in trying circumstances.

Head/Deputy Head of Department, Secondary School,
South East England

Education Support

))
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Sources of support used by educational professionals to help

during the Coronavirus (Covid-19) pandemic - by job role

Family/friends

Partner/spouse

Peers/colleagues

Not applicable - | have not accessed any support
during the Covid-19 pandemic

News services (BBC, Sky etc)

Employer/line manager/senior staff member at work

Websites/general internet search

GP/NHS/Health professionals

Online networks/forums/social media

A union

Counsellor/psychiatrist/psychologist

Other

(( I value working with colleagues
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— having a supportive department

and wanting to help each other.

Teacher, Secondary School, London

Education Support
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Section 2: The Mental Health and Wellbeing of Education

Professionals During the Coronavirus (Covid-19) Pandemic

60%
55%
45%
50%
59%
447%

. Senior Leaders

School Teachers

. Other Roles

Base:

School Teachers (n = 1,984)
Senior Leaders (n = 745)
Other Roles (n = 184)

))
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Section 3:

The Relationship Between
the Education Profession,
Government and Others

This section details how school teachers and
education professionals felt their work during
the pandemic was perceived by colleagues,
government, parents, unions, the general
media and the public. Teachers and education
professionals were asked how valued and
appreciated they felt by each of these groups.

3.1 The extent to which education professionals felt
their work was valued by others

Much has been written about school/college closures and the
impact this had on learners. Education professionals have
worked tirelessly during lockdown in order to provide teaching
and learning but also care for vulnerable children and children
of key workers. A question was asked to find out how
appreciated they felt by different sectors of society.

Education professionals felt most appreciated by their
colleagues (81%), their senior management team (72%),
parents (61%) and teaching unions (49%).

Education professionals felt unappreciated by

the general media (73%), the UK government (65%),
the general public (59%) and their respective education
departments (49%).

Education Support
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The extent to which education professionals felt their work

Section 3: The Relationship Between the Education Profession,

Government and Others During the Coronavirus (Covid-19) Pandemic

has been valued during the Coronavirus (Covid-19) pandemic

Colleagues 1%
9%
Senior Management Team - 20%
Parents 20%
18%
Teaching Unions 15%

25%

General Public
16%

] 18%
Education Departments

15%
UK Government
20%

) 12%
General Media
15%

. Appreciated (greatly or somewhat)
. Not appreciated (very or not at all)

. Don’t know

Some interesting differences in the extent to which education
professionals felt their work was appreciated by different
groups/organisations were found on a devolved nation basis
(NB the dataset relating to Northern Ireland is small and has
been excluded).

There was a large difference in the levels of appreciation
felt by the different education departments — staff working
in Scotland (43%) felt most appreciated, compared to staff
working in Wales (21%) and England (15%).

There was a large difference in the levels of appreciation
felt by teaching unions — staff working in Scotland felt the
most appreciated (62%), compared to staff working in
England (48%) and Wales (36%).

Education Support

81%

72%

61%

49%
36%

59%

49%

33%

65%

73%

Base: All educational professionals — Colleagues (n= 3,034),
Senior Management Team (n = 3,034), Parents (n = 3,034),
Teaching Unions (n = 2,350), General Public (n = 3,032),
Education Departments (n = 3,033), UK Government (n = 3,034),
General Media (n = 3,034).

Levels of appreciation felt by the general public were
generally low — staff working in England (26%) felt the
most appreciated compared to staff working in Wales
(22%) and Scotland (20%).

Levels of appreciation felt by the UK government were
lower — staff working in England (15%) felt slightly more
appreciated than staff working in Scotland and Wales
(both 14%).

Levels of appreciation felt by the general media were

also low— staff working in Scotland (13%) felt the most
appreciated, compared to England (12%) and Wales (10%).
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Section 3: The Relationship Between the Education Profession,
Government and Others During the Coronavirus (Covid-19) Pandemic

The extent to which education professionals felt their work had been appreciated by different
groups during the Coronavirus (Covid-19) pandemic - England only

I 5 1%

Colleagues

1%
9%

72%
Senior Management Team - 20%
61%
Parents 20%
18%
q o 48%
Teaching Unions 14%
37%
] 26% .
General Public 59% ase:
15% All education professionals
in England (n = 2,632).
R (ie P t =2,632
Education Department 51% arents (n = 2,632),
33% Colleagues (n = 2,632),
Senior Management Team (n = 2,632),
15% . .
UK Government 65% Teaching Unions (n = 2,019),
20%

General Media

12%
74%
16%

Education Department (n = 2,631),
UK Government (n = 2,632),
General Media (n = 2,632),
General Public (n = 2,630)

The extent to which education professionals felt their work had been appreciated by different
groups during the Coronavirus (Covid-19) pandemic - Scotland only

85%
Colleagues 10%
6%
. 76%
Senior Management Team o 20%
63%
Parents 22%
15%
) . 62%
Teaching Unions 13%
23%
) 43% e
Education Department 34% ek
23% All education professionals
B in Scotland (n = 252).
General Public : 66% Parents (n = 252),
14% Colleagues (n = 252)
Senior Management Team (n = 252),
14% . .
UK Government 63% Teaching Unions (n = 212),
23% Education Department (n = 252),
o UK Government (n = 252),
General Media & 72% General Media (n = 252),

15%

. Appreciated . Not appreciated . Don’t know

Education Support

General Public (n = 252)
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Section 3: The Relationship Between the Education Profession,
Government and Others During the Coronavirus (Covid-19) Pandemic

The extent to which education professionals felt their work had been appreciated by different
groups during the Coronavirus (Covid-19) pandemic - Wales only

71%

Colleagues 16%
13%
. 64%
Senior Management Team 23%
13%
54%
Parents 21%
25%
) _ 36%
Teaching Unions 24%
41%
) 22% s
General Public 61% ase:
18% All education professionals
in Wales (n =123.)
. 21 Parents (n = 123)
Education Department 37% SIS () & 1245
42% Colleagues (n = 123),
Senior Management Team (n = 123),
14% . .
UK Government 647 Teaching Unions = (n = 95),
22% Education Department (n = 123),
- UK Government (n = 123),
General Media 2 71% General Media (n = 123),
18% General Public (n =123)

. Appreciated . Not appreciated . Don’t know
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The following sections examine the differences between
levels of appreciation felt by these groups/organisations.
Comparisons have also been made with where education
professionals were working (or not) at the time.

This included six possibilities:

i working from home (including a family home);
ii working in their usual school/college/other institution;

iii working from another physical site
(ie not their usual institution);

iv working in a hub school/college
(ie not their usual institution);

v furloughed (not currently working); and
vi working in other places (self-defined).

However, an analysis of the data related to iii and iv has not
been included below due to the small datasets.

3.11 How appreciated education professionals felt

by parents

Nearly two-thirds (61%) of the education professionals
felt appreciated by parents, of whom 19% felt greatly
appreciated.

Senior leaders and school teachers felt the most
appreciated (both 63%), compared to those working in
other roles (46%). However, 25% of senior leaders felt they
were not appreciated, as did 20% of school teachers and
11% of those in other roles. A large number of staff working
in other roles (43%) stated they did not know, compared

to 17% of school teachers and 12% of senior leaders.

Staff reported different levels of appreciation based

on where they were working (or not) at the time. Staff
working in their usual place of work felt most appreciated
(71%), compared to staff working from home (57%),
staff working in other places (55%)* or those who had
been furloughed (36%).

A trend was noted whereby BAME staff reported higher
levels of feeling greatly appreciated by parents (30%) than
non-BAME staff (18%) — but caution needs to be exercised
here as the dataset is small.

Section 3: The Relationship Between the Education Profession,
Government and Others During the Coronavirus (Covid-19) Pandemic

3.1.2 How appreciated education professionals felt
by colleagues

Education professionals felt highly appreciated by their
colleagues (81%), with a much smaller number (11%) not
feeling appreciated.

87% of senior leaders felt appreciated by their colleagues,
compared to 79% of school teachers and 75% of those in
other roles. Those who did not feel appreciated were school
teachers (12%), senior leaders (10%) and those working in
other roles (8%).

Although a small group, supply teachers felt less
appreciated by their colleagues (52% compared with
81% generally).

Staff reported similar levels of appreciation based on
where they were working (or not) at the time. Education
professionals working from their usual place of work
and working from home felt appreciated (84% and 82%
respectively). Staff working in other places also felt
appreciated (69%)*. However, only 38% of furloughed
staff felt appreciated by their colleagues.

3.1.3 How appreciated education professionals felt
by their Senior Management Team (SMT)

Nearly three-quarters (72%) of education professionals
felt appreciated by their Senior Management Team,
although 20% did not feel appreciated by their SMT
and 8% did not know.

Senior leaders felt the most appreciation (81%), compared
to school teachers (69%) and those working in other roles
(67%). Of those who did not feel appreciated, school
teachers were the largest group (22%), compared to school
leaders and those working in other roles (both 16%).

Staff working from their usual place of work (78%), staff
working from home (71%) and staff working from other
places (66%)* felt appreciated by their SMT. However, only
33% of furloughed staff felt appreciated by their SMT.

Education professionals who had a length of service of
6 years or more felt more appreciated by their SMT than
those with lower levels of service (73% compared to 64%).

4 Other staff excludes staff working from another physical site or in a hub school/college
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Section 3: The Relationship Between the Education Profession,
Government and Others During the Coronavirus (Covid-19) Pandemic

3.1.4 How appreciated education professionals felt Those who felt the most unappreciated by the UK

by the teaching unions

Nearly half (49%) of education professionals felt
appreciated by the teaching unions, although there was
a high number (36%) who did not know, and some (15%)
felt their work was not appreciated.

School teachers felt the most appreciated (52%), compared
with senior leaders (49%) and staff in other roles (21%).
Whereas, senior leaders felt the most unappreciated (19%),
followed by school teachers (13%) and those working in
other roles (10%).

Those who felt most appreciated by the unions were staff
working from their usual place of work (52%), those
working from home or other places (both 48%)%.

3.1.5 How appreciated education professionals felt

by the Department for Education (England)/
Education Scotland/Department for Education
and Skills (Wales)/Department of Education
(Northern Ireland)

Less than one-fifth of education professionals (18%)

felt appreciated by their respective education department,
compared to half (49%) who felt unappreciated and
one-third (33%) who did not know.

Alarge difference was found when comparing job roles,
i.e. 66% of senior leaders felt unappreciated, compared to
£47% of school teachers and 26% of those working in other
roles. However, 19% of school teachers felt appreciated,
18% of those in other roles and 15% of senior leaders.
Alarge number (56%) of those working in other roles
stated they did not know, as did 35% of school teachers
and 19% of senior leaders.

Education professionals who felt most unappreciated by
their respective education department were those who
worked in their usual place of work (56%), those who
worked from home (47%), those who worked from other
places (46%)* and those who had been furloughed (31%).

3.1.6 How appreciated education professionals felt

by the UK government

Only 15% of education professionals felt appreciated by the
UK government, compared to 65% who felt unappreciated
and 20% who did not know.

A difference was found by job role, i.e. senior leaders (78%)
felt the most unappreciated, compared to school teachers
(63%) and those working in other roles (43%). Of those
who felt appreciated, 17% were school teachers, 16% were
those in other roles, and 11% were senior leaders.

There were a high number of staff working in other roles
who said they did not know (42%), compared to school
teachers (20%) and senior leaders (11%).

Education Support

government were those who worked in their usual place
of work (69%), followed by those who worked from home
(64%), those who worked from other places (55%)* and
those who were furloughed (40%).

3.1.7 How appreciated education professionals felt

by the general media

Nearly three-quarters (73%) of education professionals
felt that their work was not appreciated by the general
media, compared to 12% who felt appreciated and 15%
who did not know.

Senior leaders felt their work was the least appreciated
(87%), compared to school teachers (72%) and those
working in other roles (52%). Of those who felt
appreciated, the largest group were school teachers (14%),
followed by those working in other roles (10%) and senior
leaders (7%). There was a large category of people working
in other roles who did not know (39%), compared with
school teachers (14%) and senior leaders (6%).

Staff working in their usual place of work felt the least
appreciated (79%), followed by staff working from home
(73%), staff working in other places (62%)* and staff who
were furloughed (41%).

A trend was noticed where non-BAME staff felt the least
appreciated (74%) by the general media than BAME
staff (64%).

3.1.8 How appreciated education professionals felt

by the general public

More than half (59%) of education professionals felt their
work was not appreciated by the general public, compared
to 25% who felt it was appreciated and 16% who did not know.

Senior leaders felt the most unappreciated (71%),
compared to school teachers (59%) and those working

in other roles (36%). Of those who felt appreciated,

the largest group were school teachers (27%), then those
working in other roles (22%) and school leaders (21%).
Those who did not know were those working in other roles
(41%), followed by school teachers (14%) and senior
leaders (8%).

Staff working in their usual place of work felt the most
unappreciated (64%), followed by staff working from
home (59%), staff working from other places (51%)4
and furloughed staff (34%).

4 Other staff excludes staff working from another physical site or in a hub school/college
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Section 4:

Education Professionals
Making the Transition Back
to Their Normal Place of Work

This section is focused on education professionals
making the transition back to work. It details the
main concerns that they have in returning, and
the attributes and skills that are needed by the
workforce (or needed to develop) to support their
pupils/students to adapt positively after lockdown.
Finally, the forms of support which would help
them make the most effective transition to the
“new normal” way of working are described.

«

I have missed the joy of working with children
face-to-face, it’s doing little things to support
their development and wellbeing. It’s not the
same through a computer!

J))

Head/Deputy Head of Department, Primary School, Scotland

Education Support
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4.1 Transitioning back to work

Section 4: Education Professionals Making the
Transition Back to their Normal Place of Work

Concerns education professionals had about making a transition back

to work at their usual institution

Possibility of the virus returning

Possibility of my being exposed to Covid-19

Ensuring pupils/students are safe

Ensuring staff are safe

Pupils’/students’ learning loss

Examination process concerns (eg ‘A’ levels, GCSEs)
Organising/managing teaching and learning

Supporting pupils/students who may have suffered loss/bereavement
Backlog of work

Supporting families who might need emotional and/or financial support
Travelling on public transport

Re-building relationships with colleagues

Other

| am not concerned about transitioning back to work

| will not be transitioning back to work

Don’t know

Education professionals who had not been working in their
usual school/college during lockdown were asked what most
concerned them about making a transition back to work.

Concerns related to the virus were uppermost. More than
half (59%) were worried about the possibility of the
Coronavirus (Covid-19) returning and, again, more than
half (51%) were concerned about the possibility of
themselves being exposed to the Coronavirus.

Safety was another key issue, where 41% were concerned
that their pupils/students would be able to be kept safe,
and also that staff would be kept safe (41%).

Over one-third (36%) were concerned about the loss
to learning which had happened during lockdown.

Education Support
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Base: All education professionals (n = 1,829)

Concerns about exams were also important for 29% of
education professionals (the exam-taking process for
‘A’ level, GCSE and SATs having been cancelled), as was the
organisation/management of teaching and learning (25%).

One fifth of education professionals (20%) were worried
about how to support pupils/students who may have
suffered loss/bereavement.

Only 6% were not concerned about making the transition
back to work.
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Section 4: Education Professionals Making the
Transition Back to their Normal Place of Work

Concerns eduction professionals had about making a transition back

to work at their usual institution - by job role

Possibility of the virus returning

Possibility of my being exposed to Covid-19

Ensuring pupils/students are safe

Ensuring staff are safe

Pupils’/students’ learning loss

Examination process concerns (eg ‘A’ levels, GCSEs)

Organising/managing teaching and learning

Supporting pupils/students who may have suffered loss/bereavement

Backlog of work

Supporting families who might need emotional and/or financial support

Travelling on public transport

Re-building relationships with colleagues

Other

| am not concerned about transitioning back to work

| will not be transitioning back to work

Don’t know

Education Support

60%
55%
62%
52%
47%
55%
45%
39%
29%
41%
42%
44
40%
40%
7%
25%
48%
7%
24%
37%
9%
21%
24%
13%
16%
17%
20%
12%
19%
8%
10%
5%
9%
7%
6%
7%
6% . School Teachers
6%
9%
. Senior Leaders
5%
A% N . Other Roles
1%
E17?/° Base:

3% All education professionals (n = 1,829)
I School Teachers (n = 1,156)
0%1/" Senior Leaders (n = 492)
B 3% Other Roles (n = 124)
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Section 4: Education Professionals Making the
Transition Back to their Normal Place of Work

Differences were found relating to the concerns that education
professionals had about returning to work by job role.

Differences relating to the concerns expressed were also found
by region. For those concerns which constituted 20% or more
of the findings, the top regions have been noted below>:

All education professions had concerns related to the virus.
Staff working in other roles were most concerned about the
virus returning (62%, compared to 60% of school teachers
and 55% of school leaders), and about the possibility of
being exposed to the virus (55%, compared to 52% of
school teachers and 47% of senior leaders).

School teachers had the most concern relating to keeping
pupils/students safe (45%, compared to 39% of senior
leaders and 29% of staff working in other roles).

Staff working in other roles had the most concern about
keeping staff safe (44%, compared to 42% of senior
leaders and 41% of school teachers).

Concerns relating to the pupils’/students’ learning loss
was an issue for both senior leaders (40%) and school
teachers (40%).

Alarge difference was found relating to the examination
process, which was a concern for nearly half (48%) of
senior leaders, compared to 25% of school teachers and
7% of staff working in other roles).

Another major concern for senior leaders was managing/
organising teaching and learning (37%, compared to 24%
of school teachers and 9% of staff working in

other roles).

Senior leaders were also more concerned about how to
support families who may need emotional and/or financial
support (19%, compared to 12% of school teachers and 8%
of staff working in other roles).

The possibility of the Coronavirus (Covid-19) returning
was of greatest concern to staff working in, East of England
(64.%) and the South West (62%).

The possibility of being exposed to the Coronavirus
(Covid-19) was of greatest concern to staff working in the
North East (67%), London (59%) and the South West (57%).

Ensuring staff are kept safe was of greatest concern to staff
working in the North East (52%), East of England (48%)
and the South West (47%).

Ensuring pupils/students are kept safe was of equal
concern to staff working in the East of England, South
West and the West Midlands (all 48%).

Organising/managing teaching and learning was of
greatest concern to staff working in Yorkshire and the
Humber (32%), Scotland (31%) and the West Midlands (30%).

Exam process concerns (eg ‘A’ levels, GCSEs etc.) was of
greatest concern to staff working in Yorkshire and the Humber
(41%), the South East (36%) and London (32%).

Concerns related to pupils’/students’ learning loss were
considerably higher in the West Midlands (51%), followed
by East of England, and Scotland (both 38%).

Concerns related to supporting pupils/students who may
have suffered loss/bereavement were most felt by staff
working in the East of England and Yorkshire and the
Humber (both 25%).

(¢

We need proper suppression of the virus,
plus proper test, trace, isolate programmes,
so that we could have all the children in front
of us full-time.

))

Teacher, Primary School, Scotland

5Northern Ireland has been excluded due to the small dataset
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Section 4: Education Professionals Making the
Transition Back to their Normal Place of Work

4.2  Attributes/skills needed by education professionals in order to support pupils/

students to adapt positively back to school/college

Attributes/skills education professionals feel are needed in order to support their pupils/
students to adapt positively back to school/college life after ‘lockdown’

Ability to quickly adapt to new circumstances/new routines

Ability to adapt curricula to pupils’/students’ different learning needs
Resilience

Positive outlook

How to help pupils/students who may have experienced bereavement/trauma
Mental health/wellbeing training

Good listening skills

Knowledge of the available sources of support

Self-efficacy (belief in one’s own ability to perform tasks)

Ability to know when to refer for counselling

Safeguarding refresher

Don’t know

Other

Education professionals were asked what skills and attributes
were needed (or needed to develop) in order to support their
pupils/students to adapt positively back to school after lockdown.

More than half (56%) of education professionals felt the
ability to quickly adapt to new circumstances/new routines
was the most important attribute/skill needed.

Just under half felt the ability to adapt curricula to pupils’/
students’ different learning needs (47%) was important,
as was resilience (47%) and having a positive outlook (42%).

Knowing how to help pupils/students who may have

experienced bereavement/trauma was also considered
important (40%).

Education Support

I 5o

Base: All education
I 2% professionals (n = 3,034)
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Section 4: Education Professionals Making the
Transition Back to their Normal Place of Work

Attributes/skills needed to support pupils/students
to adapt positively back to school/college

57%
Ability to quickly adapt to new circumstances/new routines _ 57%
547%
Ability to adapt curricula to pupils’/students’ 133’
different learning needs 349 :
46%
Resilience 51%
44%
43%
Positive outlook 42%
42%

How to help pupils/students who may
have experienced bereavement/trauma 30%

41%
Mental health/wellbeing training -38%
34%
34%
Good listening skills 26%
32%

26%
Knowledge of the available sources of support 25%
33%
24%
Self-efficacy (belief in one’s own ability to perform tasks) 24%
19%
16%
Ability to know when to refer for counselling 11% . SEhooINCachers
28%
8% . Senior Leaders
Safeguarding refresher 8%
12% .
Other Roles
5%
Don’t know 5%
14% Base:
) School Teachers (n =2,010)
Other I %oﬁ Senior Leaders (n = 749)
2% Other Roles (n = 184)
Small differences were found relating to the skills and - How to help pupils/students who may have experienced
attributes needed (or needed to develop) to support their bereavement/trauma was of higher concern to school
pupils/students adapt positively back to school/college after teachers and senior leaders rather than staff working
lockdown by job role. in other roles (42%, 41% and 30% respectively).
The ability to adapt the curricula to pupils’/students’ + The ability to know when to refer for counselling was of
different learning needs was of higher concern to senior higher concern to staff working in other roles, compared
leaders and school teachers rather than staff working in to school teachers and senior leaders (28%, compared to
other roles (48%, 48% and 34% respectively). 16% and 11%).
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4.3 The form of support education professionals need to help them make the most

effective transition back to work

Education professionals were asked to state the one form
of support which would help them make the most effective
transition back to the “new normal” way of working.

The question asked for open-responses in order to give
respondents the opportunity to share their own thoughts
and ideas, while offering valuable insight into their support
requirements for the new academic year/their future.

There were 1,775 replies to the question — nine from the
early years’ sector, 405 from the primary sector, 518 from
the secondary sector, 257 from the sixth form sector,

401 from the further education sector and 185 from the

adult/vocational and other sectors. Many education
professionals stated more than one form of support to this
question. The word cloud below shows the themes identified
from the responses to this question. The text size relates to
the frequency of occurrence. Themes that achieved less than
ten responses have not been shown.

The overall findings are summarised below, with a few
example extracts for illustration. A greater selection of
extracts relating to the top six themes identified can be
found in Appendix C.

Health and Safety Measures cT/Technology

Colleagues/Peer Support
Learning Loss/Knowledge Gap

Counselling Blended Learning

CPD/Training

Management Communlcahon

Guid

Management Expectations

Government/Education
Departments (General)

Time

Normality/New Normal

Resilience
Media

Workload
Meetings

Funding

Behaviour Issues
Personal Protective Equipment

What is clear from the above image is that the greatest support
needed to be provided to all education professionals was

to receive guidance on next steps. This was noted in 358
responses. A large number of staff (150) stated general
guidance was needed, but not saying who should provide it.
A similar number (143) were looking to their government/
education departments to provide this guidance, others (61)
were looking to their local management/senior management
teams, and a small number (4) were looking to their local
authorities to provide this. Such guidance was described

as needing to be non-contradictory, timely, appropriate,
workable and based on scientific evidence.

Education Support

Working Hours

Flexible Working Location

ance

Management Understanding Social DiqunCing

Trust

Higher Pay/Job Security
Covid-19 Concerns

Management Support

Timetabling Phased Return

Mental Health/Wellbeing

Being Valued/Appreciated  cpildeare Support

Resources
Curriculum Adaptation
Exams/Formal Testing

Public Support

Personal Outlook
Leadership

Parents/Families

More Staff Flexible Working Hours
Smaller Class Sizes/Year Groups

Pupil/Student Support Flexibility
Bubbles Ofsted/Inspections
Bereavement Support

No Support Needed Good Communication

2020 Base: All education professionals (n = 1,775)

“Clear instructions and guidance well in advance”
Teacher, Secondary School, South West England (#622)

“We have 2,400 students at our school. We would like
to know how the government would like us to proceed safely”
Head/Deputy Head of Department, Secondary School,
South East England (#1842)

“Clear guidance from senior management on what our priorities
will be for learning”

Teacher, Primary School, Wales (#3015)

“Consistent clear planning from Local Authorities”
Teacher, Primary School, Scotland (#17)
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This requirement for further, timely and appropriate guidance
related to multiple issues. Many teachers and school leaders
wanted guidance related to reopening schools safely while the
virus is still in circulation. Greater clarity was also required
over the shape teaching and learning should take in this
dynamic context. In particular, education professionals
wanted clearer guidance on the assessment process for

next year.

“Clear, non-contradictory guidance from Department of
Education/Education Authority/Exam Boards as to what
is expected next year”

Head/Deputy Head of Department, Secondary Grammar
School, Northern Ireland (#31)

‘“Clear guidance on the 2021 exam process”
Teacher, Secondary School, West Midlands (#435)

“Clarity on next year’s examination process”
Teacher, Secondary School, North East England (#511)

The other main area of support identified by education
professionals as being needed was health and safety measures
(126). This related to the need for schools/colleges to take the
appropriate precautions in order to provide a safe environment
for both staff and pupils/students, including those who were
clinically vulnerable. To do this, risk assessments would need
to be undertaken, and rules/procedures would need to be
instigated. Classrooms would need extra cleaning, cleaning
products provided for hand-washing and social distancing
would need to be maintained.

Issues connected with the mental health and wellbeing of
staff and pupils were another key concern (114). Many staff
considered the restoration of their pupils’/students’ wellbeing
to be a first priority, with other work such as data collecting,
testing and exams given lesser importance. There was also a
need for staff training to support students, many of whom
would not have attended school/college for six months, and
the areas identified were stress, anxiety, grief and trauma.
Staff also noted they would like support with their own mental
health, eg from their headteacher.

Having time was also a key feature of returning to work (88).
Time was stated in various ways, eg having time to prepare
(preparation time featured highly), time to implement
changes, time to adjust, time to re-establish working
relationships with colleagues and extra time to further support
their pupils/students if needed. Time was also needed for
institutions adopting blended learning, ie in order to

prepare materials for both online and face-to-face teaching.

Education Support

Section 4: Education Professionals Making the
Transition Back to their Normal Place of Work

The support of local management was also strongly needed
(87). Such support would help staff adapt to change, offer
advice, acknowledge any difficulties, and assist with any
challenging pupil/student behaviour that might be
encountered related to social distancing.

CPD/training was another form of support needed (78).

The greatest need was for training in mental health and how
to deal with specific issues such as bereavement, anxiety etc.
There was also the need for training in how to use technology,
curriculum training, general training and training associated
with implementing safety procedures such as social distancing.

“Same levels of safety being required in schools as in all
other work places (ie social distancing, masks where this
is not possible etc)”

Teacher, Secondary School, East of England (#263)

“Supporting children’s mental health and wellbeing seeing
as most have had almost six months outside of school
and some have not accessed any learning at all”

Teacher, Primary School, Yorkshire and the Humber (#253)

“Additional planning and reflection time to deal
with changes and updated guidance properly”
Teacher, Secondary School, London (#771)

“Supportive senior leadership team”
Newly Qualified Teacher, Early Years, London (#1318)

“Training to aid students with bereavement/loss”
Teaching Assistant, Secondary School, West Midlands (#1268)

Covid-19 Report 38





Section 4: Education Professionals Making the
Transition Back to their Normal Place of Work

Differences were found in the support needed by education professionals
to make an effective transition back to work by job role.

Flexible Working Location

Government/Education
Departments (General) Verkeod Tima

Covid-19 Concerns

Colleagues/Peer Support G u I d

Exams/Formal Testing

Curriculum Adaptation

Management Support

ICT/Technology

ance

CPD/Training

Ofsted/Inspections

Health and Safety Measures

Mental Health/Wellbeing Management Expectations

Flexible Working Hours

2020 Base: All senior leaders (n = 465)

The word cloud above illustrates the support that senior +  One area, which senior leaders focused on, compared to
leaders consider would help them make an effective transition all professionals, was exams/format testing (31). Support
back to work. Regarding the top five themes which senior was requested relating to exams from the government/
leaders identified: examination boards, particularly relating to the 2021

exam series.
Guidance as the most important aspect (98), either
from the government/education departments or +  Other areas included time (35), general comments relating
general guidance. to government/education departments (27), and health
and safety measures (26).

(( We need clear, non-contradictory guidance from
Department of Education/Education Authority/
Exam Boards as to what is expected next year. ))

Head/Deputy Head of Department, Secondary Grammar School,
Northern Ireland
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Health and Safety Measures
Covid-19 Concerns Exams/Formal Testing

Personal Protective Equipment Sociql Dis'l'q nCing

R G Ul d ance
Mental Health/Wellbeing

Time Pupil/Student Support CPD/Training

Colleagues/Peer Support
s A Government/Education

Mq ndgemenf Supporf Departments (General)

2020 Base: All school teachers (n = 1,018)

The word cloud above illustrates the support school teachers - Support related to mental health and wellbeing (94)
considered would help them make an effective transition and health and safety measures were also concerns (93).
back to work. Regarding the top five themes which school

teachers identified: - Having the support of management (65) and CPD/training

(60) were also needed.
Like senior leaders above, guidance was the most important
aspect of support needed by school teachers (182).

Time
Personal Outlook Leadership Curriculum Adaptation

Personal Protective Equipment Social Distancing

Management Communication

Health and Safety Measures

Management Understanding
Covid-19) Concerns

Guidance

CPD/Training Flexible Working Location
Flexible Working Hours Management Support Redundancy
Phased Return Colleagues/Peer Support

Bereavement Support Normality/New Normal

2020 Base: All staff in other roles (n = 88)

The word cloud above illustrates the support that staff +  General guidance and guidance from government/
working in other roles consider would help them make an education departments (13), health and safety measures
effective transition back to work. There was a large spread of (7) and management support (6).

answers to this question. The main areas identified were:
The wish to have a flexible working location (5)
was also a feature.
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Conclusion and Recommendations

Education Support is committed to supporting the mental
health and wellbeing of all professionals working in the
education sector. The Coronavirus (Covid-19) pandemic
has highlighted just how important such support can be.

The key findings of this report are:

a) Education professionals’ mental health and
wellbeing has declined during the pandemic

More than half (52%) of school teachers (50% of all education
professionals) stated that their mental health and wellbeing
had declined (although 18% stated it had improved) (page 18).

Recommendation

The impact of the exceptional circumstances of the pandemic
on the mental health and wellbeing of education professionals
is likely to continue as schools/colleges return. The
government needs to recognise the difficulties of working in
education at this time and ensure that its future policy
prioritises and supports the mental health and wellbeing of
education professionals. Within schools and colleges, new
ways of teaching, learning and working are likely to be
required to offer flexibility but also support the mental health
and wellbeing of both staff and learners.

b) How valued education professionals felt by
different groups/organisations

Education staff have worked extremely hard and
professionally through difficult circumstances to support their
learners. Yet the report finds that many teachers, especially
senior leaders, feel they are unappreciated by the UK
government and by their respective education departments.
This is especially the case in England. Education professionals
also feel that they are negatively portrayed by the general
media (page 29).

Recommendation

The UK government must demonstrate that it respects, values
and places trust in the education profession. Teachers and
school leaders ought to be at the heart of policy decisions,
which should be made through a participative process in which
the views of the profession are sought and acted upon by
government. Involving the education profession in decisions
and valuing their role will in turn produce a more positive
appreciation amongst the general media and the public of the
vital work of education professionals.

Education Support

c) Lack of clear, timely government guidance over
reopening schools safely

Education professionals keenly felt the lack of authoritative,
clear guidance relating to health and safety, social distancing
and how ‘bubbles’ of learners should operate (page 37).

Recommendation

The government/education departments should publish clear,
concise guidance for schools/colleges which is relevant to
different educational contexts. This should be published as far
in advance as possible to give staff time to plan for the safe
return of their pupils/students at the start of the academic year
and for any sudden changes which may need to be made.

d) The importance of making Coronavirus (Covid-19)
tests available

9% of staff had presented with symptoms of Coronavirus
(Covid-19). Of these, 23% had been tested and 2% had tested
positive. However, 57% of those who had not had a test would
like one (page 17).

Recommendation

Capacity be increased in order that regular and frequent
testing for all education professionals can take place as
needed. This is important so that schools/colleges returning
for the new academic year can understand quickly if there has
been a virus outbreak.

e) Lack of clear government direction over the
priorities for teaching, learning and assessment
in 2020-21

Educational professionals also cited the lack of clarity over the
priorities attached to teaching, learning and assessment in the
coming academic year. Senior leaders in particular are worried
about how formal exams will be administered and assessed in
2021 (page 32).

Recommendation

The UK government and regulators should work with the
education profession to provide certainty over teaching,
learning and assessment in 2020-21. This means clarity over
the requirements to which schools will be held accountable
and certainty over the nature of examination and assessment.
Clear contingency plans should be in place for the 2021 exam
series in the event of a resurgence of the virus leading to
school closures.
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f) Transitioning back to work

More than half (59%) of education professionals were
concerned that the Coronavirus (Covid-19) will return and
about the impact this would then have on staff, pupils/
students and their families. Other concerns included the lack
of formal guidance, the practicalities of implementing and
maintaining safe procedures (particularly social distancing),
how to restore school/college life including making up for any
knowledge/learning loss, and dealing with mental health and
wellbeing issues of both staff and pupils/students. Education
professionals also want time and space to be able to prioritise
the mental health and wellbeing of their pupils, and support
and training to deal with issues such as anxiety, stress,
bereavement or trauma (page 38).

Recommendation

Regular, clear communication needs to be maintained between
the UK government and schools/colleges, and senior leaders
and their staff. Institutions should decide on a local basis how
best to deal with issues which arise, although they must be
supported by clear government guidance, as noted above.
Mental health and wellbeing provision needs to be available
to support the needs of staff and pupils/students in every
institution. Government must also ensure that resources
(both within and outside of educational contexts), support
and training are provided to assist education professionals in
supporting their pupils’ mental health and wellbeing. Schools
should be given the time and space to focus on mental health
and wellbeing alongside educational objectives.

Education Support

Conclusion and recommendations

(¢

It [lockdown] has shown me

the importance school has for
children’s wellbeing and that the
job we do as teachers is so much
more than being an educator.

It would be amazing to have the
government, media and general
public realise this.

))

SENCO, Primary School, South West England
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Appendix A:
Sample Profile

A total of 3,034 responses were received to the overall survey. All respondents were drawn from the YouGov
panel of people that have signed up to undertake research with YouGov. The data has been weighted to be
representative of the wider education population by phase, institution, type and respondent age to ensure
generalisations can be made to the wider education population. The table below provides a summary of the
achieved sample profile by key demographics.

ROLE NUMBER PROPORTION
Senior leaders 749 25%
Teachers/lecturers 1432 47%

Other roles 184 6%

PHASE NUMBER PROPORTION
Early years 128 4%

Primary 197 39%
Secondary 1368 45%

Sixth Form College 71 2%

Further 116 4%

Adult 30 1%

Vocational 10 0%

Other 14 4%

REGION NUMBER PROPORTION
North East 16 4%

North West 349 12%

Yorkshire and the Humber 263 9%

East of England 254 8%

West Midlands 278 9%

East Midlands 243 8%

London 330 1%

South East 513 17%

South West 286 9%

Wales 123 4%

Scotland 252 8%

Northern Ireland 27 1%
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Appendix A: Sample Profile

GENDER NUMBER PROPORTION
Male 790 26%

Female 2244 74%

AGE NUMBER PROPORTION
18-34 707 23%

35-49 1437 47%

50+ 890 29%

LENGTH OF TIME WORKING IN EDUCATION NUMBER PROPORTION
0-2 years 121 4%

3-5 years 358 12%

6-10 years 590 19%

11-20 years 1120 37%

21-30 years 627 21%

31+ years 218 7%
ETHNICITY NUMBER PROPORTION
White 2845 96%

BAME 127 4%
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Appendix B:
Testing the Education Workforce
for The Coronavirus (Covid-19)

This appendix reports the details relating to the
number of education professionals who had suffered
from Coronavirus (Covid-19) symptoms and those
who had undergone a virus test.

1 The education workforce who had suffered - Senior leaders reported the highest incidence of symptoms
from Coronavirus (Covid-19) symptoms (10%), compared to school teachers (8%) and those

working in other roles (7%).

This survey was undertaken in the period from 24 June to 16

July 2020. At this time, 9% of education professionals stated - The regions where education professionals reported the
they had suffered/were suffering from symptoms of the highest number of symptoms were London and the West
Coronavirus (Covid-19), 88% were not, and 3% did not know. Midlands (both 13%), whereas the lowest number reported
The symptoms were defined as a high temperature, and/or a were from the North East (3%), Wales and Scotland

new continuous cough and/or loss of smell and taste. (both 6%).

Education professionals who had suffered/were suffering
from the symptoms of Coronavirus (Covid-19) - by region

London 4%
West Midlands 13% :ZYA 3%
South West 10% 89% 1%
East Midlands 2%
Yorkshire and the Humber 8% 91% 1%
East of England 8% 91% 2%
South East 8% 89% 3%
North West 7% 89% 4%
Northern Ireland® 7% 93%
Wales 6% 87% 6%
Scotland (2 92% 2%
North East k¥4 92% 4%
. Yes . No . Don’t know Base: All education professionals (n = 3,016)

6 Small dataset

Education Support
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for the Coronavirus (Covid-19)

2 Education professionals who took a Coronavirus - Although the datasets are small and the results should be
(Covid-19) test

treated with caution, two groups of staff expressed a
higher preference for wanting a test where one had not

Education professionals who stated they had experienced been taken:
Coronavirus (Covid-19) symptoms (n=341) were asked if they

had taken a test. — BAME staff (67%) compared to non-BAME staff (56%).
Of those who had taken a test, 2% had tested positive, 19% — Staff working in other roles (77%) compared to senior
had tested negative and 2% had not yet received the result. leaders (62%) and school teachers (50%).

Of the 75% who had not taken a test, 57% said they had not
taken a test but would like one and 18% did not want a test
and 2% preferred not to say.

Education professionals who had taken a Coronavirus (Covid-19) test/s

57%
19z 18%
2% 2% 2%
I I L
Yes Yes Yes No No Prefer not to say
I have had a test/s | have had a test/s | have had a test and | would not but | would like
and received a and received a but | have not yet like to be tested to be tested

positive test

. Yes . No

Education Support

negative test

. Don’t know

received the result

Base: All education professionals who had experienced
symptoms of the Coronavirus (Covid-19) (n = 345)
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Appendix C:

Sample Comments Which Illustrate
the Main Support Needed to Help
Education Professionals Transition

Back to Work

Sample comments made by all education professionals which illustrate
the five main forms of support which would help them make the most
effective transition back to the “new normal” way of working.

1a Guidance (without stating who should provide
this) (n =150)

‘“Clear, consistent and safe guidance”
Deputy Head/Assistant Head/Vice Principal/Assistant Principal,
Secondary School, Independent Sector, Scotland (#155)

“Clarity of guidance”
Headteacher/Principal, Secondary School, North West
England (#904)

“Clear, reasonable and well communicated guidelines”
Teacher, Secondary School, East of England (#952)

“Clarity of plans instead of continually changing advice”
Supply Teacher, Primary School, East Midlands (#1287)

“Guidance produced in good time with adequate time to set
up for a new way of working”
Teacher/SENCO, Secondary School, Wales (#1750)

“Guidelines and advice that actually reflect practicalities
of a realistic class and take into account ALL areas of school
(eg SEN etc)”
Teacher, Primary School, South East England (#1899)

“Clear guidance that makes sense and has scientific backing,
so I can feel like I’m not being gas-lighted into thinking it
is safe to go back when every other profession is working
from home and wearing PPE”

Teacher, Early Years, South East England (#2282)

“Clear information and guidance with notice and transparency”
Teaching Assistant, Primary School, Scotland (#2516)

1b Guidance (to be provided by the government/
education departments) (n = 143)

“Clearer guidance about future plans from the government.
We are currently trying to plan for next year without any
knowledge of how we are supposed to function as a school”
Teacher, Primary School, North West England (#281)

Education Support

“Government guidance that is not sent out at the last minute
that doesn’t change”
Deputy Head/Assistant Head/Vice Principal/Assistant
Principal, Early Years, Yorkshire and the Humber (#777)

1c Guidance (to be provided by Management/SLT)
(n=61)

“Clear expectations of attainment and progress aims in
the next academic year”
Teacher, Primary School, London (#83)

“Clear guidance, organisation and communication from SLT”
Head/Deputy Head of Department, Secondary School, North
West England (#417)

“Clear guidance of the expectations and support from
senior management”
Teacher, Primary School, Wales (#1432)

2 Health and safety measures (n = 126)

“Consistent rules and regulations that are applied
and followed to create a safe working environment”
Teacher, Primary School, South East England (#740)

“Robust and clear safety measures which people actually
followed all the time”
Teacher, Primary School, North West England (#891)

“Knowing I would be safe and what risk assessment has been
done and shared with staff”
Supply Teacher, Secondary Education, South West England (#908)

“To know that all necessary safety measures have been put
in place and are being adhered to, and this can be shown to
be happening”

Teaching Assistant, Secondary School, West Midlands (#1042)

“Senior Management trying to ensure that staff and
children’s safety is paramount come September” (#1230)
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3 Mental Health and Wellbeing (n = 114)

“Less pressure to get children ready for exams
and more focus on restoring their wellbeing”
Teacher, Primary School, West Midlands (#152)

“Iwould like proper training on what to look out for
and how to deal with pupils experiencing trauma/stress/
anxiety due to the Covid-19 pandemic”
Head/Deputy Head of Department, Secondary School,
East Midlands (#845)

“Time to adapt back to the new normal with time
to concentrate on mental health pupils and staff”
Teaching Assistant, Early Years, East of England (#1183)

“Focus on everyone’s mental wellbeing rather than data”
Teaching Assistant, Early Years, South West England (#1781)

“Better mental health training to know how to support
the needs of my pupils”
Head/Deputy Head of Department, Secondary School,
North West England (#1844)

“Mental health/wellbeing training on how best to help
students overcome the damage of the past few months”
Teacher, Primary School, East of England (#2023)

“Training in grief dealing and anxiety”
Teacher, Secondary School, South West England (#2431)

“Support for my own mental health and wellbeing”
Teacher, Primary School, North West England (#2748)

4 Time (n=88)

“Being given adequate time in working day to prepare for both
face-to-face learning, online learning and pastoral issues”
Head/Deputy Head of Department, Secondary School,
Northern Ireland (#842)

“Time to prepare before students come back”
Head/Deputy Head of Department, Secondary School,
North West England (#1064)

“Time to transition. Not being expected to jump straight
back to a full timetable” (#1206)

“Time to adapt back to the new normal with time
to concentrate on mental health pupils and staff”
Teaching Assistant, Early Years, East of England (#1183)

“Time relieved from curriculum pressures to deal
with children’s social and emotional needs following
the pandemic”

Teacher, Early Years, East of England (#1343)

Education Support

Appendix C: Sample Comments Which lllustrate the Main Support
Needed to Help Education Professionals Transition Back to Work

“Time off timetable to create the work for pupils in class
whilst also setting online work for pupils who are working
from home whilst also marking and giving feedback to all
pupils in a timely fashion”

Head/Deputy Head of Department, Secondary School,
Wales (#2219)

“Time. Being able to spend time with a student that needs
help/reassurance with the current situation or with regards
to family illness/loss”

Teaching Assistant, Primary School, South East England (#2848)

5 Support of Local Management (n = 87)

“Support from management with adapting to the changes”
Supply Teacher, Primary School, South West England (#23)

“Knowing senior leadership team were there to help
and support”
Staff in other role, Secondary School, South East England (#399)

“Supportive management team”
Head/Deputy Head of Department, Secondary School, South
West England (#1623)

“SLT actively supporting me returning from shielding”
Teacher, Primary School, East Midlands (#1681)”

“Good management. Visible, supportive leadership”
Teacher, Secondary School, London (#2220)

“Support with challenging behaviour from SLT — those who
spit/cough deliberately etc”
Head/Deputy Head of Department, Secondary School,
North West England (#2800)

“Support from SLT by having training days and regular
communication throughout the school holidays to keep
us updated, and to check in that we are ok”

Teaching Assistant, Primary Education, London (#2948)

6 CPD/Training (n =78)
“Training on how to support students through bereavement”
Head/Deputy Head of Department, Secondary School,

London (#871)

“Training on spotting trauma, mental health issues in kids”
Teacher, Primary School, North East England (#1154)

“Training to support children’s mental health after being
at home for so long and readjusting to school”
Teacher, Primary, School, London (#1626)

“Training in grief dealing and anxiety”
Teacher, Secondary School, South West England (#2431)
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What the world thinks

YouGov is an international full-service
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into a systematic research and marketing
platform. The YouGov public services team,
who led this research, are experienced in
delivering robust and actionable insights for
clients across the education sector. Our data
is trusted and the results we deliver valued
by clients in the work they deliver.
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