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INTRODUCTION 

The Challenging Learning Process (CLP) is a tailor-made, long-term development process for your school. Twelve schools from the Southern 

Highlands began working with Challenging Learning in February 2020.  Collectively leaders from each school identified three aims for the CLP 

to which all four schools will work towards.  These are:  

 

• Empowering learners 

 

• Building collaborative relationships 

 

• Valuing progress 

 

This aims provide the focus for the Challenging Learning Process across the school. Central to the development of these aims is a focus on 

building learning skills for life and a sustainable model of professional learning for all staff. Through the CLP, we aim to create a powerful 

learning culture and as a result, improve learning dispositions and skills for all. 
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OVERVIEW 

 
Engaging with Challenging Learning places an emphasis on process; it will not just be a series of workshop events, but continuous cycles of 

action learning. The process will be both on-going and developmental, building your capacity to leave a lasting legacy of stronger learning for 

stronger lives. 

 

The Challenging Learning Process (CLP) creates sustainable change by focussing on learning within each of the following groups: 
 

• Leadership  
• Champions  
• Teaching and Support Staff  
• Students 

• Parents  

This builds capacity for organisational growth, leading to shared ownership, distributed leadership and a culture of collaborative learning and 

collective efficacy. For this to succeed, each group in the CLP will need to be involved in continuous action learning, so that theory and ideas 

are trialled in practice, and new learning is reflected upon. 

 

For this to succeed, the schools will need to: 

• Provide time for the staff to engage in peer coaching and action learning cycles 

• Provide time for training sessions for staff and follow up during staff meetings where necessary 

• Select inspiring, enthusiastic and motivated staff to act as Champions to ensure that tools, strategies and action learning cycles are 

being undertaken between the taught workshop days 

• Remain in dialogue with Challenging Learning throughout the process.  

 

Richard Kielty will be the Lead Consultant and Emma Robertson will be the Lead Contact for the CLP outside of the ‘taught days. Together, 

they will be available by email, telephone and video conferencing and will ensure the smooth operation of the project, administrating dates, 

reports and communications.  

 

Richard will work most closely with the school in face-to-face visits, to work with the staff, leaders and champions. He will be supported by other 

CL Consultants who may, as well as delivering workshop events, also support in the collection of evidence throughout the process. 
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ABOUT THE BASELINE VISIT 
 

The Challenging Learning Process pays particular attention to evidence. We begin by collecting baseline data alongside the school, so that we 

can tailor-make the process for your context.  We collect mid-term evidence to check that everything is on track; and we then collect final 

evidence data to identify the gains made. In this way, our projects are structured around the three questions that drive learning: 
 

• Where are we going? 

• Where are we now? 

• What are our next steps? 

 

The three aims of Empowering learners; Building Collaborative Relationships and Valuing Growth provide a focus for the core areas of 

development (where are we going?) 

 

During the Baseline Visit our team takes a “snapshot” of the learning in your schools, so we can identify existing patterns of practice in relation 

to your aims (where are we now?), and therefore together, plan next steps to maximise impact in the project (what are our next steps?) 

 

WHERE ARE WE GOING? 

 

Between February 18th and 24th lead consultant Richard Kielty visited a number of the schools (4), while consultant George Telford visited the 

others (8). The purpose of the visit was to ascertain how far along the journey towards it’s aims the school has travelled so far. This report 

provides a summary of the data collected on the day, our review of that data, and some recommendations for you to consider as next steps. 

 

The data was collected in the following ways:                           

• Learning walk observations 

• Leadership Team meeting 

• Teacher consultation   

• Student consultation  

• School Leaders Review meeting 

• Photographs taken within the school 
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The learning walks took place during a normal school day. Each school determined a timetable of classes to be visited. In the small schools all 

classrooms were visited and in the larger schools a number at least greater than half the school was seen. A learning walk only captures a brief 

glimpse into a lesson and while we recognise that different activities happen at different times of day and on different days of the week, we are 

looking to establish patterns of practice across the school, rather than highlight the specific teaching of any individual member of staff. What 

follows is simply a ‘window into the experiences of the pupils’ on the days we visited, from which we can draw out questions, suggestions and 

ideas for future development. 
 

In order to establish patterns of practice, we focussed on looking for examples of Challenge, Dialogue, Language for Learning, Questioning and 

Growth Mindset We did not see the same time-slots in each session, and nor did we see all sessions for equal lengths of time. We looked for 

observable behaviours and patterns of practice which we drew from the aims outlined above. 
 

These aims, behaviour and patterns of practice describe what powerful learning will look like when embedded across the school.  They identify 

your objective (where are we going?) and will measure progress as the project evolves (where are we now?) and inform your decision-making at 

identified points along the way (what are our next steps?).   

 

1. Empowering learners  

• Deliberate opportunities are planned to facilitate high quality challenge, and everyone uses the Learning Pit to talk, model and 
reflect on challenge 

• Everyone can explain: Where are we going? Where are we now? What is the next step? 

• Everyone knows they are developing ASK and take planned opportunities to transfer them to other contexts 
 

2. Building Collaborative relationships 

• Exploratory dialogue underpins collaboration between learners 

• Everyone experiences deliberate opportunities of planned dialogue which encourages collaboration and leads to the 
development of independent and resilient learners. 

• Everyone engages in collaborative work where there are shared goals, collective responsibility and individual accountability for 
learning.  

 
3. Valuing progress 

• Everyone has a strong sense of self efficacy: they are self-confident, can take risks, and are accurate in self -evaluation 

• There is an atmosphere of intellectual risk taking, perseverance and a focus on improvement. 

• Everyone readily gives and welcomes high quality feedback as an opportunity for learning. 
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In conjunction with the learning walks, student and staff interviews allow Challenging Learning to triangulate evidence and look for patterns and 

trends which indicate the school’s position at a point in time.  This “where are we now?” view is graphically illustrated to enable comparisons of 

data to be made at a glance.  

 

 

WHERE ARE WE NOW? 

1. Empowering learners 
 

1.1 Deliberate opportunities are planned to facilitate high quality challenge, and everyone uses the Learning Pit to talk, model 

and reflect on challenge 
 

In all 12 schools visited the school leaders and staff groups determined that they would like to see all students at their schools challenged. 
However, challenge is not currently universally understood within the schools and nor is it part of the language of the classrooms. The word 
‘challenge’ was heard a total of 10 times throughout the visitations.  Those were heard in 5 different schools and no more than 3 times in 
any school. So, learners are not aware of what challenge is or what it means.  

 
Consequently, when asked what challenge is, the responses were very varied within each school and across all schools. A total of 75 
classrooms were visited and focus groups from every school were interviewed. The following is a snap shot of what students thought 
challenge was and the most popular answers: 

‘Something hard’ 
‘Confusing’ 
‘Something I’ve never seen or done before’ 
‘Tests’ 
‘Run away!’ 
‘Hard work’ 
‘Writing or Maths’ (when subject areas were mentioned, these were by far the most popular) 
‘Difficult’ 
‘Something you try and get past.’ 
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They tended to be quite negative responses. However, a much smaller number (10% of children asked) remarked that ‘challenge would 
cause some deep learning’, they would be ‘excited by it’, ‘it would be interesting’, it would ‘lead to progress’, ‘you would learn more’ and ‘you’d 
struggle but the struggle would be good’.  

 
Of the 75 classrooms visited 67 of them had children all working on the same task- or had two grade levels within the room with each 
grade level assigned to the same task. On 6 other occasions the task being worked on had the opportunity for different entry and exit 
points. On 4 occasions teachers asked students to challenge themselves but the students felt that the learning was well within their 
comfort zone. When asked if the task being worked on was easy or challenging.  

 
All 12 school leadership and teaching groups said they wanted students (and themselves) to be comfortable with taking risks and 
making mistakes. All 12 student focus groups confirmed this, stating that taking risks and mistakes were good things that they could 
learn from. However, when asked to give specific examples of when they had benefitted from risk taking or mistakes made, students in 
the focus groups (143 in total) could only give 4 examples of when this had occurred. The message is getting through to students that 
risk taking and making mistakes is encouraged, but there is no evidence at all that mistakes are closely analysed and learned from, 
which is the benefit of making them.  

 
The Learning Pit was not referred to in any classroom or school during the visitations. In 10 schools, students were aware of some 
aspects of the Learning Pit and in 4 schools some form of poster or display promoting the use of the Learning Pit was observed. When 
asked about the pit, students could talk about it quite accurately: that it was a metaphor for challenge, that by going into the pit you had 
an opportunity to know more at the end than you did at the beginning, and that it allowed us to struggle with learning. So, there is an 
awareness of what the pit is. However, no child could give a concrete example of when they had used the pit or their class had had a pit 
session. Nor could they articulate what learning helped them to come out of the pit and how the experience had benefitted their 
learning.  

 

1.2 Everyone can explain: Where are we going? Where are we now? What is the next step? 
 

The three questions of feedback are not currently part of the learning at the 12 schools.  
 

Leaders in schools said that Learning Intention and Success Criteria were either currently being used in the school or had been in the 
past. In most instances Leaders and Teachers agreed that the practice was not embedded across the whole school and this was borne 
out by the visitations, with 80% of classrooms being the highest result for any one school in terms of LI & SC being visible to students.  

 
Learning Intention and Success Criteria were observed in 9 of the 12 schools.  On 3 occasions within the 75 classrooms, the LI & SC 
were referred to more than once by the teacher but not in any of the other learning environments observed. In fact, in almost all 
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observations the LI &SC were not mentioned beyond the introduction to the lesson. In 2 schools where Learning Intention and Success 
Criteria were not observed the student focus group were able to explain what they were and that they had previous experience with 
them. The LI & SC varied in their presentation and no one school appeared to have an agreed model for how they would be presented 
to students.  

 
At this point in time Learning Intentions and Success Criteria do appear to be task based, with a strong focus on knowledge and 
sometimes on skills. On 2 occasions there was an attitude articulated as part of the SC for learning. This was interesting, since leaders, 
teachers and student focus groups had all concurred that attitudes were a significant part of learning success. The focus on tasks rather 
than on what we could learn by doing the tasks meant that students were very successful in explaining what they were doing but not at 
what they were actually learning. 10 out of 110 students were able to clearly convey the learning that was taking place, or the reason 
for doing the task. Other students were unable to do this. 

 
At this point in time the Success Criteria don’t always match up with the Learning Intention. In other words, successfully meeting all the 
Success Criteria would not necessarily mean that you had fully understood, be able to do or have full knowledge of what was intended. 
This might have impacted on the fact that while students could explain the Success Criteria, they couldn’t provide examples of when 
they had assisted in previous learning.  

 
48/54 students described learning as work and about getting tasks completed. 21 students spoken to had finished the learning and were 
unsure of what they should so next.  

 
Individual Learning Goals were prevalent in 9 of 12 schools and about to be put in place at two others. Teachers and learners in 7 
schools said that they felt that the students had developed a learned helplessness and weren’t as resilient and resourceful in their 
learning as they ought to be. While students could articulate a learning goal they might have in Reading, Writing, Maths or on a 

Personal level (‘get better at comprehension’, ‘improve my spelling’, ‘be much better organised’), they were unsure of where they currently stood 

in relation to the goal and what their next step ought to be in helping them to attain it.  
 

1.3 Everyone knows they are developing Attitudes, Skills and Knowledge (ASK) and take planned opportunities to transfer them to 

other contexts 

 

There is not yet a planned and deliberate focus across the schools or in any individual school to develop a language for Attitudes, Skills 
and Knowledge which clearly defines each aspect of the learning process. 

 
As previously mentioned, Learning Intentions and Success Criteria were much more likely to focus on knowledge first, some on skills 
and hardly any on Attitudes. Even individual Learning Goals observed were more about the knowledge of getting better at something 
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than focussing on the skills or attitudes that would assist in this taking place. In some personal goals there was a focus on attitudinal 
growth and development.  

 
In the student focus groups, of the students who volunteered an answer, 90 students stated that attitudes were more important than 
knowledge and 11 felt that knowledge was the most important thing. There is a desire in the leadership teams and teacher groups to 
have an impact on the students current attitudes toward learning and to help develop more independent learners. This desire, while 
real, has not yet permeated into the classroom practice of teachers. In 12 classrooms, teachers were heard to comment on attitudes 
(that’s being resilient- that’s what a good learner does, you keep persevering, being willing to do it again will always help you, you’re not 
giving up) but they tended to be  a spoken line or two in isolation that were not focussed on for any period of time or drawn to the rest of 
the classes attention so that they too might get the message.  

 

When asked in classrooms what was important to learning, students said that it was important ‘to finish’ (17), ‘get it right’ (10) or ‘have the 
teacher be happy with you’ (11). None spoke of having an opportunity to further develop skills, learn new things or work on some aspects of 

their own learning that they saw as areas of weakness.  
 

In 9 schools a Growth Mindset was mentioned by the students and they could successfully identify the dispositions of a Growth Mindset 

when asked what it was: ‘trying again’, ‘having a go’, ‘it’s OK to get it wrong’, ‘not being able to yet’ or ‘not being sure’. However, no student was 

able to explain what it actually means to have a Growth Mindset; a belief that we can influence our own learning and to grow it.  
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2. Building Collaborative Relationships 

 
2.1 Exploratory Dialogue underpins collaboration between learners.  
 

In 70 of the 75 classrooms visited, the design of the room was considered with the specific purpose of promoting collaboration between 
children. Many were in the form of two tables put together facing one another and having four students sitting around them. Others may 
have had 6 or 8 but they allowed for conversation and dialogue between students. In other rooms there were very large floor spaces 
which students were allowed to access and work collaboratively.  

 
In all classrooms, children were being encouraged to work with other students, unless the particular learning needs of some students 
were not best met by collaborative means. When students were learning together, they were almost always engaged in harmonious 
agreement with one another and appeared to be happy with agreement or consensus rather than challenge. Therefore, the talk was 
predominantly cumulative in nature and lacked exploration of learning. Occasionally there were small pockets of dispute, but this was 
more in relation to turn taking, being right or wrong or who should do it rather than exploring the learning further.  

 

When asked what dialogue was, 63 students described dialogue as ‘talking nicely’, ‘following the rules’, ‘not arguing’, ‘doing as the teacher has 
asked’, ‘helping each other’, ‘talking about the work’ or ‘helping each other to get the right answer’. There were no opportunities for students to 

challenge each other’s thinking or to reason with one another in the hope to learn more by exploring what they were learning. 
 

In 4 classrooms the language of the teacher was more exploratory or of possibility rather than of certainty and this resulted in some 
interesting to and fro dialogue between teachers and individual students, but it never led to a small group or class collaboratively 
exploring their thinking about something.  

 
Some circle work was observed and this was predominantly about information from their life that students wanted to share or to talk 
about how they felt about the learning day ahead.  

 
On 7 occasions teachers were heard to quieten the talk because it had become too loud. There was certainly a willingness with 
teachers for student talk to be part of the classroom culture.  

 
 
 
 
 

2.2 Everyone experiences deliberate opportunities of planned dialogue and questioning to support and challenge others.  
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There were 6 questions which challenged thinking, questioned assumptions or encouraged students to consider alternative viewpoints.  
Of the 306 questions heard from teachers, 255 had a ‘correct’ answer and the teacher accepted the first ‘correct’ response. On 30 

occasions teachers were heard to ask questions where the answer was already known by the students: ‘what did we say we would do?’, ‘why 
did we give that answer?’. Or the answer was given by the teacher: ‘that wouldn’t be the way to do it, would it?’, ‘the three would be in the tens 
column, is that right?’.  

 
Some other questions asked for deeper thinking (but didn’t challenge the response) or asked students to justify their thinking- examples 
of these include: 

 

‘Why do you think that?’ 
‘What might the problem be?’ 
‘How do you know you are right?’ 
‘Why did that not work?’ 
‘What do you need to work on?’ 
‘Can you explain your thinking?’ 
‘What other strategies could you use?’ 

 
In 90% of instances the questions had little (less than 2 seconds) or no wait time and hands up was the preferred model of obtaining 
answers in the classrooms. Putting your hand up quickly often led to the student being selected. On 6 occasions teachers were heard to 
encourage students putting their hand up and on 3 occasions complained that not enough hands were up for the question asked. There 
were a lot of opportunities for students to think, talk and turn but often these were allowed to pass and another question was asked. Had 
the children turned and talked they would have had an opportunity to consider the question and possible other responses in greater 
detail and allow for reflective learners to consider the question more carefully, before responding. When teachers did ask for students to 
justify their thinking or go deeper into their thinking, as per the examples, the response from the student was longer and appeared to 
stretch the thinking.  

 
Teachers asked questions on a ratio of approximately 8:1 compared to questions from students (38). When students asked questions, 
they were about clarifying a method, answering or checking for understanding. 

 
Although opportunities to think, turn and talk were missed there were six occasions in five different classrooms when it was observed.  
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In one classroom a Venn Diagram was being used to make younger students think more carefully about comparison and contrast. Two 
number-talks had questions that were given greater wait time and responses were more likely to be a sentence rather than a word. In 
one of these sessions the student’s assumption that the idea of maths was to get the right answer was challenged, the teacher said that 
their thinking and processes were more important currently than the answer, and that would happen if we got our thinking and 
processes right.  

 

2.3 Everyone engages in collaborative work where there are shared goals, collective responsibility and individual 

accountability for learning.  
 

According to students there is a lot of opportunity to collaborate regularly. 76 of 81 students asked said that they have many 
opportunities to work in a group or with a friend. When asked if they thought this was helpful to their learning all responded that it did. 

Responses as to why this was the case included that ‘it helped them to stay on track and finish the task’, ‘it helped to understand by sharing 
their ideas’, ‘it made learning more fun’ and ‘it is better to work with someone than on your own’. For the 5 children who disagreed, they felt that 

they were more likely to succeed if left to their own devices. However, 3 of them acknowledged that it is ‘sometimes’ good to work in a 
group or with a partner.  

 
Teachers in the schools were providing a strong environment for collaboration to occur and there were 11 examples of teachers praising 
compliant group work or groups who got on well with one another.  

 
Generally, the tasks allowed for students to work together while also allowing them to work individually at times. This was observed in 
all 12 schools.  

 
There was a common message amongst leadership and teacher groups that the students do not currently take accountability for their 
learning. They leave it to the teachers, are happy to be rescued and have it done for them on occasion. In the focus groups, 31 of 46 
who responded said that they should be responsible for their learning, while the other 15 said that it was shared with the teachers.  

 
Of 32 students asked, none were able to articulate what effective collaboration should look like. In 3 schools students said that they had 
shared goals but were not able to explain what they were, other than linking them to task completion. No shared goals were observed 
on the days of visitation.  
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3. Valuing Progress 

 
3.1 Everyone has a strong sense of self-efficacy; they are self-confident, can take risks and are accurate in self-evaluation. 
  

In all 12 schools the teachers and leaders felt that they had the capacity to influence student learning. When asked, staff in 10 out of 12 
schools said that they were encouraged to take risks in their teaching and that it was helpful in making them more effective. In two of the 
schools, staff also noted that they could also get in trouble for taking a risk if it didn’t work out as they would have liked it to. Staff felt 
that students were allowed to take risks but didn’t always do so. They felt that often students were more concerned with getting the right 
answer than they were with finding out through risk taking, and that they relied heavily on the teacher when they shouldn’t need to.  

 
This was borne out in the focus groups. All 46 students who gave responses said that either they were responsible for their learning (31) 
or at the very least they shared it with their teacher (15). However, when asked what they would do if they became stuck in their 
learning, the results were as follows: 
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‘Ask the teacher’ (41) 
‘Ask a friend or whoever I am working with’ (22) 
‘Don’t know’ (11) 
‘Give up’ (4) 

A total of 5 students said that they would ‘re-read’ or ‘have another try’- the response that we would expect from someone who had 

efficacy in their learning. No student said that they would try a different method or try something just to see if it might work. 
 

So, teachers were accurate that the students’ self-efficacy is somewhat fragile at present; it’s something that students would like to 
identify as being but current practice would not back up the aspiration.  

 
All 12 school leadership and teaching groups said they wanted students (and themselves) to be comfortable with taking risks and 
making mistakes. All 12 student focus groups confirmed this, stating that taking risks and mistakes were good things that they could 
learn from. However, when asked to give specific examples of when they had benefitted from risk taking or mistakes made, students in 
the focus groups (143 in total) could only give 4 examples of when this had occurred. The message is getting through to students that 
risk taking and making mistakes is encouraged, but there is no evidence that mistakes are closely analysed and learned from- which is 
the benefit of making them. 

 
Further to that, 39 of 50 students asked said that they were afraid to take risks in case they got the wrong answer.  

 
There was no evidence that students were accurately self-evaluating their learning. In 3 classrooms teachers asked students to 
evaluate their learning but they appeared to struggle with this, other than the fact that they got it right or wrong.  No tools of self-
evaluation were evident during the visitations.  

 
 

3.2 There is an atmosphere of intellectual risk taking, perseverance and a focus on improvement.  
 

There was no evidence of students engaging in intellectual risk taking at the 12 schools. As previously stated, there was little 
differentiation in the content and none that was immediately evident in process, product or environment. In 4 schools students said that 

the learning had a ‘sameness’ to it, with teachers tending to present learning in a similar manner every day.  

 
When asked what attitudes a good learner might have, 19 students said perseverance, or at least alluded to it through trying again, 
having another go or not giving up. As mentioned in the previous section, students were quick to see teachers as their first option when 
perseverance may have been required.  Teaching groups also commented on developing perseverance in learners as a requirement.  
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No student made reference to improvement during the learning walks or focus group.  In the staff and leaders focus groups the words 

‘growth’ (6), ‘progress’ (4) and ‘improvement’ (3) were all mentioned. In the classroom visitations no teacher in any of the 12 schools was 

heard to refer to growth, progress or improvement when taking to the class. Although Growth Mindset displays were seen in 6 schools 
there was no reference made to them during the visits.  

 
Of 46 students asked 37 said that completion of the task was important in learning. Three did not know what was important and the 

other six focussed on ‘getting it right’ (2), ‘you learn something’ (3) and ‘you keep getting better’ (1).  

 
There was little opportunity for the students to question each other, challenge ideas or deepen their thinking. 44 of 60 students asked 
said that they were finding the current task easy or relatively easy. 16 said that it was challenging but couldn’t explain why they thought 
so, other than it was a subject that they found difficult.  

 

3.3 Everyone readily gives and welcomes high quality feedback as an opportunity for learning 
 

Four leadership teams acknowledged that the practices currently used to give feedback to teachers needs to be improved. Staff at five 
schools said that they didn’t receive a great deal of feedback (this could be the leadership team or one another) and it hadn’t really 
helped their practice to improve. All staff in the 12 schools said that they would welcome feedback that helped them to improve practice.  

 
In all of the 12 schools, students said that they both enjoyed and welcomed feedback. They received feedback both verbally and in 
written form but mostly verbally. Feedback, in the schools were the question was asked, focussed on both how well they had done in 
their learning to date and what they needed to work on next. Of 45 students asked, 35 said they got a lot of feedback from their teacher 
and 10 said not so much. Students found it difficult to explain how feedback had positively influenced their learning- whether it be from 
the teacher or from their friends. 
 
No student felt that they provided meaningful feedback to their teacher. 

 
  Peer to peer feedback was not observed in any of the 12 schools on the day of visitation.  
 

The lack of Learning Intention and Success Criteria in many classrooms would have made meaningful peer to peer feedback difficult.  
 
 
 



Southern Highlands Aggregate Baseline Report 

 

www.challenginglearning.com                                                                                                                                                                                     15 | P a g e 1 8  

 

 
 
 
 
 
 

 

 

 

 

 

 

 

 

 

0 0.5 1 1.5 2 2.5 3 3.5 4 4.5 5

Everyone has a strong sense of self efficacy; they are self-

confident, can take risks and are accurate in self-evaluation.

There is an atmosphere of intellectual risk taking, perseverance

and a focus on improvement.

Everyone readilly gives and welcomes high quality feedback as

an opportunity for learning.

Key – Practice is: 

0 – Not happening yet 

1 – Emerging 

2 – Inconsistent, occurs in pockets 

3 – Regular, wider experience 

4 – Strong, consistently engaged 

5 – Fully embedded  

 



Southern Highlands Aggregate Baseline Report 

 

www.challenginglearning.com                                                                                                                                                                                     16 | P a g e 1 8  

 

SUMMARY 

 
 
All 12 schools presented as friendly and welcoming. Each had a story to tell that was both interesting and gave real context to where the 
school was currently at. Leadership and staff are clearly wanting the very best for the students in their care and recognise the need to 
make changes in practice to ensure best possible learning. There are variances in practice within and across the schools as would be 
expected but the following are similarities that can be worked together on so that all students and educators are even more effective in 
what they do.  

 

 

 

 

 

 

 

 

 

 
 

Within the school there is agreement that challenge is important, that mistakes are essential to learning and that everyone is encouraged to 
take risks with their learning. These are strong beliefs that have not yet transferred into the practice of the school on a whole school basis. 
Challenge was hardly heard within the school from educators or students. There didn’t appear to be a lot of mistakes made and they 
weren’t modelled by the teachers. Neither was risk taking and no child was observed to take risks with their learning- or be encouraged to 
do so. Mistakes were talked about at a surface level- it’s good to make them but discussion didn’t go on to focus on the need to examine 
mistakes and what we could learn from them.  
 
Although there were instances of students being asked to express an opinion about something, were very few examples observed of 
challenge that required students to apply higher order thinking skills, such as reasoning and evaluation to their learning. 
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The 12 schools are places where students are happy to talk about their learning experience and are confident to express their views. No 
school uses a common language of learning as one has not yet been developed. The language of the classrooms altered from room to 
room, rather than from school to school. What was consistent were the lack of words such as challenge, progress, improvement and 
growth. Students, as discussed in the body of the report, aren’t really sure of what challenge is but have some notions that can be attached 
to it. Likewise, they are uncertain of what the criteria is by which to measure their success at school. Interestingly, in some rooms where 
Success Criteria were used, students still haven’t made connections on the fact that these could be used to measure their learning 
success.  
 
There is a lack of self-efficacy within the learners and some teachers at present. Although students acknowledged that Learning Intentions 
and Success Criteria are sometimes used, and that there is the use of individual Learning Goals sometimes, they are currently viewed as 
things they do rather than things they learn from. The same can be said of classroom learning tasks, with an emphasis on finishing and 
getting things right. Teacher language is very much task focussed, rather than focussing on learning dispositions that we need to cultivate 
and grow as well as the task. Students were more likely to ask for assistance in learning than using their skills and attitudes to sort it out for 
themselves.  
 
The talk observed between students themselves was mostly unstructured and lacked purpose; consequently, it did not challenge thinking but 
instead was mostly focused on getting the right answer. Metacognitive learning and independent thinking rely on well-established structures for 
dialogue, and good habits for talk in lessons. Students need to be able to engage in ‘exploratory talk’ if they are to become curious, engaged 
and ask questions.  
 
Feedback is acknowledged as an area that can be improved at all levels of the school- teacher to student, student to teacher and peer, 
leadership to teachers and teachers to leadership. There is a collective will within schools to make a difference and improve learning for all. 
Feedback is a critical part of making a difference and having real impact. Currently, despite some positive work in student goals and 
Learning Intention and Success Criteria, students aren’t sure of what being a successful learner is and don’t know what the next step in 
their learning journey might be. 

There is a strong desire from leaders and teaching staff to work towards the three aims to allow this to happen. With a clear sense of what 
challenge looks like, and some strategies for developing dialogue, questioning and collaboration, a culture will be developed where challenge is 
viewed by teachers and students as exciting, interesting and a vital part of all aspects of learning.   
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WHAT ARE OUR NEXT STEPS? 

 

• Read through this report as a leadership team and pick out aspects you think most closely reflect your current perspectives, and discuss 

anything which seems interesting, challenging or new to you. 

 

• Create a shared definition of ‘a good learner at our schools’ which is understood and used by all stakeholders.  

 

• Develop questioning techniques and a language of learning that encourage cognitive conflict, and which challenge the students to go 

deeper in their understanding. 

 

• Provide teaching staff with greater understanding of Learning Intentions & Success Criteria and how to match criteria to the learning 

intention.  

 

 

 

 


