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Introduction

In January 2009, CEDAR was commissioned by the Training and Development Agency for Schools (TDA) to undertake an evaluation of the impact of the Royal Shakespeare Company’s (RSC) Learning and Performance Network (LPN) on teachers and learners. This abridged version of the report submitted to the TDA provides the evidence and findings of this study that have particular relevance to the further development of the LPN. 

The RSC LPN has operated in 250 schools since 2006 and was implemented as a means of operationalising the pedagogic and artistic principles underpinning the  RSC’s Stand Up For Shakespeare (SUFS) manifesto, which was later published on-line in April 2008. 

The SUFS manifesto challenged the status quo of Shakespeare teaching, performing and learning in schools at all ages and stages. It identified an active approach based on the RSC rehearsal room experience and had three key tenets associated with it which encouraged teachers to:  use drama techniques to explore Shakespeare’s texts; ensure that pupils saw live performances of the plays and that Shakespeare’ stories and plays were introduced in primary schools. The LPN provided the means for the RSC Education Department to develop and embed this best practice in a wide range of schools many of which faced challenging circumstances or which were unlikely to access the RSC’s resources by other means. 

The LPN offered selected hub schools and their cluster of local schools an intensive period of CPD over a three year period. The CPD consisted of five days of training, performances and work with RSC artists and learning practitioners for an English and Drama teacher from each hub school. This training also offered teachers involved M level accreditation through a PG Certificate in Teaching Shakespeare (60 CATS) delivered in partnership with the Institute of Education at the University of Warwick. In addition, each cluster was offered a programme of bespoke INSET courses throughout the partnership period.  

The report is in four sections as follows: 

1.
The context for the study: This section provides a more detailed account of the development of the SUFS manifesto,  the RSC LPN, and the PG Certificate and identifies key characteristics of each and where appropriate bench marks the characteristics against research into best practice in CPD and effective teaching and learning strategies

2.
The findings from surveys of lead teachers and cluster school teachers: This section summarises the responses to two postal surveys issued to PG Certificate teachers in hub schools from the 06/07 cohorts and to cluster school teachers. The surveys were designed to assess the impact of the LPN/PG Certificate programme on teachers and learners against key performance indicators agreed at the outset of the programme and to assess the effectiveness of cluster working. 

3.
Meta-analysis of action research projects undertaken for PG Certificate in Teaching Shakespeare: This section is the meta-analysis of the 27 action research projects submitted for the award of the PG Certificate by 06/07 English teachers. Teachers were required to research and report on the impact of the RSC rehearsal room approach on their own practice and outcomes for pupils.

4.
The LPN cluster model of CPD delivery: This section synthesises evidence from five cluster case studies based on observation and interviews with a wide range of early and mid career as well as senior teachers and presents findings against key themes relevant to assessing the effectiveness of the cluster model of CPD. 

Summary
1
The RSC’s LPN offers an important model of how a third sector organisation can work with higher education institutions (HEIs) and clusters of schools in partnership on key areas of school improvement. In this case the HEI was the University of Warwick through its partnership with the RSC in the CAPITAL centre for creativity and performance in teaching and learning. It is unique in the sense that no other cultural organisation has introduced such an ambitious, substantial, long term programme of continuing professional development (CPD) providing sustained support, accreditation of CPD learning and significant involvement of a wide range of artists, practitioners and academics to support schools in improving the quality of teaching and learning. 

The accredited and in-depth training that the English and Drama Co-ordinators undertake, leading to the award of a Postgraduate Certificate in the Teaching of Shakespeare,  prepares them to work as mentors/coaches and instructional leaders in their own departments, school and clusters so that the introduction of the active approach in each hub and cluster is supported by local expertise and modelling of best practice. 

The hub and cluster structure allows for the wider dissemination of the RSC approach and encourages dialogue and the building of communities of practice which are further strengthened by the Regional Festivals. Each hub school worked with up to eight partner schools and two  Lead Teachers from the hub school took the PG Certificate in Teaching Shakespeare.

2
Evidence for the study was collected from various sources which included: 

· relevant policy documents and other evidence of effective CPD

· surveys of lead teachers who successfully completed the PG Certificate and other teachers based in hub and cluster schools who did not benefit from the full range of RSC and Warwick interventions

· meta-analysis of 27 small scale action research projects investigating the impact of RSC approach on outcomes for pupils, submitted for the PG Certificate

· five cluster case studies involving interviews and field notes

3
The LPN/PG Certificate programme engaged schools in a three year programme of negotiated and sustainable CPD and was a significant departure from previous RSC CPD work which was primarily through one day workshops in schools and at Stratford. The RSC recognised that whole school change in approaches to teaching and learning required sustained and multiple interventions from the RSC as well as support over time from the senior managers of schools. 

4
The LPN programme has reached over 250 schools in the period 2006-2010. A significant minority of these schools have twice the national average of eligible students having free school meals, pupils with special educational needs without statements and pupils from an ethnic minority group.

5
Headline findings from the surveys of teachers in section 2 include: 

· 95% of Lead Teachers agreed or strongly agreed that the partnership between the RSC/University of Warwick positively affected the success of their engagement with the LPN

· 63% of Lead Teachers agreed that they would not have completed the action research project if it had not been accredited through the PG Certificate, whilst 31% would have possibly completed without accreditation. 

· 100% of Lead Teachers and 92% of Cluster Schools agreed or strongly agreed that working in clusters was an effective way of improving the quality of teaching and learning across schools in a local area 

· 43% of the Lead Teachers either gained promotion or moved into new positions of responsibility

· 97% of Lead Teachers successfully completed the PG Certificate. 

9.
In Section 2 we report that there were statistically highly significant positive changes in lead and cluster teachers’ levels of confidence in applying the key performance indicators and competences of the RSC rehearsal room approach in their own classrooms and in embedding this approach across schools and departments 

(p < .0005).

10.
Other positive findings from the study include
:

10.1
The programme demonstrates a new model for sustained and sustainable accredited CPD for schools. This model combines the expertise, passion and experience of a third sector partner, in this case the RSC, working with an HEI in partnership with teachers and schools who are motivated and inspired to commit time and energy to the programme. The RSC brand and reputation has been key to the success of the programme. 

10.2
There has also been close consultation between the third sector partner and policy makers which has successfully ensured that there is congruence between the programme and other national initiatives and that the programme would have a wider support base. 

10.3
This third sector partnership model could be adapted by other cultural organisations who have a strong appeal and relevance to teachers, but also by third sector partners in the sciences, enterprise and other areas of successful expertise that can be transferred into classroom practices. 

10.4
The focus on developing the quality of instruction in order to improve the quality of outcomes for pupils has been very effective in embedding the key pedagogic skills and performance indicators required for an active rehearsal room based model of teaching, performing  and learning Shakespeare. 

10.5
The wide angle focus on improving the quality of teaching and learning more generally has been successfully achieved through the initial focus on Shakespeare. Teachers and school report a ‘Trojan horse’ effect where instructional skills and techniques introduced in the context of Shakespeare studies have been transferred and applied in other areas of the curriculum to great effect. 

10.6
The hub and cluster structure of the programme has been very effective as a means of reaching 250 schools across England and the evidence suggests that the effects on teachers in cluster schools, as well as lead teachers who have benefitted from the full programme, has been significant.

10.7
Teachers have welcomed the emphasis on practice, modelling classroom approaches, active INSET, working with pupils as well as teachers and providing classroom resources. Teachers also identify these features as being key to the success of the programme.

10.8
Teachers report that the programme has been of value to pupils of all ages at all stages and across a very wide range of abilities including children with SEN and who are gifted and talented (G and T). 

10.9
The effects of the programme have been wide ranging. In addition to improving the quality of teaching and learning in English and Drama, teachers also report benefits associated with the Every Child Matters Agenda and the life long and life wide aims of cultural learning. Benefits have also included increases in teacher confidence and the quality of professional dialogue within and across schools. 

10.10
The LPN has been successful in developing local ‘communities of practice’. The combination of well trained lead teachers working alongside RSC practitioners as ‘coaches’ in the local cluster and championing the programme amongst colleagues has effectively improved classroom practice and developed closer links of understanding and common purpose which will assist transition and models of progression from Year One upwards 

10.11
The regional festivals proved to be a powerful means of bringing schools together with a common challenge and purpose which has had wide ranging effects on pupil and teacher self-esteem, community relations and local pride in the achievements of children and young people. It has also gone some way towards providing children and young people with their entitlement to high quality cultural activity beyond the classroom. 

10.12
The accredited M level programme has successfully developed teachers’ key skills of enquiry and critical reflection and focussed attention on evidence led planning in response to pupils’ needs. The action research has also given teachers’ a stronger voice and sense of ownership and pride in their own professional development. 

10.13
The RSC has benefitted from this unprecedented level of systematic contact with schools and teachers in terms of developing their own practice and understanding of how best to intervene in ensuring that all young people might realise their life long and life wide entitlement to the pleasures of Shakespeare. 

1.
Context for the study
1.0
In this section we consider the context for the study of the impact of the RSC’s Learning and Performance Network (LPN) and the PG Certificate in Teaching Shakespeare (PG Certificate) on teachers and pupils. This context includes: the RSC’s Stand up for Shakespeare Manifesto (SUFS); the development of the LPN and the introduction of the PG Certificate in Teaching Shakespeare. 

1.1
Stand up for Shakespeare

Following extensive consultations since 2006 with QCA, DCSF, subject associations and theatre companies amongst others the RSC launched its Stand up For Shakespeare manifesto on line in March 2008
. The manifesto captured a growing concern amongst cultural organisations like the RSC, teachers, academics and policy makers that one unintended outcome of the Shakespeare SAT taken in Year 9 was to narrow and reduce the quality and range of Shakespeare teaching, learning and performance in schools. The Shakespeare SAT for KS3 was introduced in 1991 and subsequently reviewed in 2003. In effect the Shakespeare SAT was a test of reading comprehension and ability to present an argument in continuous prose. Pupils were required to respond to questions based on set scenes from one play. 

The National Curriculum (NC) for English for KS3 includes the entitlement for all pupils to study ‘at least one play by Shakespeare’. Shakespeare is the only writer nominated for statutory inclusion in the NC. However, critics of the test argued that in practice pupils would often only study the set scenes rather than a whole play and this study was likely to be entirely textual and often based in the line by line analysis of the text as literature rather than as a script for performance. The concern of critics was that rather than providing an entitlement for all pupils to develop a life long interest and engagement in Shakespeare the ‘teaching to the test’ approach was more likely to alienate young people from Shakespeare’s plays and make it less likely that they would engage with his work in later years. There was an additional concern that the focus on the literary in the study of Shakespeare was not helping young people to see the plays as theatre. In fact for most young people exposure to the plays was often in the form of electronic versions like the Animated Tales and films rather than through live performance. 
In response, the SUFS proposed three key tenets to underpin the teaching and learning of Shakespeare in Schools with the broad support of QCA, DCSF and other agencies. These tenets were: .
Do it on Your Feet: The best classroom experience we can offer is one which allows young people to approach a Shakespeare play as actors do - as an ensemble, using active, exploratory, problem-solving methods to develop a greater understanding and enjoyment of the plays…Schools that Stand up for Shakespeare: ensure that introductory teaching of Shakespeare is rooted in active, exploratory approaches; maintain these approaches with older students; give young people the chance to create their own performances of Shakespeare's plays.

See it Live: A script is like a musical score, telling only half the story. The text comes alive with the physical dynamic of the actors and the information which the set, lighting and music provide. Shakespeare was an artist working through the most collaborative of art forms - theatre…..The live experience can include performances created by the students themselves and shared with their peers as well as professional productions in school or at the theatre….Schools that Stand up for Shakespeare, recognise the importance of young people seeing live theatre.

Start it Earlier: The later Shakespeare is introduced the harder it can seem. Perhaps the most challenging time for first contact is early teenage years, when self-consciousness can inhibit the active ways of working most likely to foster a positive initial understanding. Teenagers with no earlier experience of Shakespeare are at greater risk of forming negative opinions…Schools that Stand up for Shakespeare: Explore Shakespeare's plays at primary school; introduce Shakespeare's plays no later than 11 years old; guarantee continuity and progression across each Key Stage.
Taken together these three tenets represent a significant challenge to the status quo of teaching and learning Shakespeare in schools and colleges. Within the manifesto approach there is an explicit focus on the pedagogy and assessment of teaching Shakespeare. A move away from the often sedentary and passive engagement with the plays as literature towards a more active and theatre based approach:

Young people are up on their feet, moving around, saying the text aloud, exploring the feelings and ideas that emerge. There is a focus on physical and emotional responses, as well as intellectual, responses to the text. Active approaches are used to inform and test critical analysis. Pupils investigate a range of interpretive choices in the text and negotiate these with their teacher. Drama techniques are used to explore language, meaning, character and motivation. Understanding of the play is assessed through a combination of creative oral and written responses (SUFS)

The RSC approach to teaching and learning Shakespeare is rooted in the ‘classroom experience’  and in the methods and techniques used for teaching and learning. These methods require sophisticated teaching skills and high levels of confidence from teachers in addition to high levels of subject knowledge. ‘Active, exploratory, problem solving methods’ and young people ‘up on their feet, moving around, exploring the ideas the feelings and ideas that emerge’ requires teachers who are confident at managing group work in open spaces, who are skilled at questioning and scaffolding as well as personalising learning and teachers who are concerned with the emotional, cultural and social as well as academic development of learners. A major concern for agencies who were consulted was whether there were sufficient numbers of teachers trained and confident enough to apply the RSC approach in their classrooms. In other words the SUFS is as much about raising the quality of the instructional objectives for teaching and learning as it is about raising the profile of Shakespeare as a dramatist. 

As part of its own evaluation programme for the LPN, the RSC commissioned research from CEDAR
 based on a survey of student attitudes to and engagement with Shakespeare. A questionnaire was completed by over 1,500 students in the ten secondary schools in the 07 cohort of the Royal Shakespeare Company (RSC) Learning and Performance Network (LPN). These students were drawn from Y10 except for one middle school where students were in Y9. The questionnaire was completed in September 2007, before students were exposed to the LPN approach to teaching Shakespeare. The questionnaire will be repeated with the new Y10 in September 2009 to gauge the extent of change, if any, in attitude to Shakespeare within the ten schools two years after they joined the LPN. The key findings of this research support the claims made in the SUFS manifesto about the need for change in approaches to teaching and learning Shakespeare as well as validating the three tenets. The headlines were: 

· Only 18% agreed that Shakespeare is fun (50% disagreed)

· 46% agreed that Shakespeare is boring

· Only 31% agreed they would be happy to watch a play/film in own time

· 49% agreed that Shakespeare’s plays are difficult to understand

· 67% agreed that Shakespeare’s characters and situations are not relevant to life today

· Only 23% agreed that Shakespeare’s plays are relevant to events in the modern world

· Only 20% agreed that Shakespeare’s plays help us to understand ourselves and others better

The research also demonstrated that variation in attitudes to Shakespeare between classes was four times greater than the variation between schools. This confirms there is considerable scope for practice in individual classes to have an impact.  A highly skilled and confident teacher can make the difference between pupils who develop a life long and life wide engagement with Shakespeare and those who see no personal relevance in his work and take no pleasure in learning about and participating in his plays. 

Other findings included that pupils who acted out scenes from Shakespeare’s plays, read aloud from the plays, and covered Shakespeare in Drama classes as well as English had more positive attitudes to Shakespeare than other students. Students who reported a whole school production of a Shakespeare play or a visit to a performance had more positive attitudes than those who did not report these experiences. In 2009, the Secretary of State for Education announced the end of KS3 SATs including the Shakespeare paper. The context for this study is therefore also shaped by the new reality in schools that teachers and learners will have greater flexibility and choice in how Shakespeare is taught and learnt in the future both at KS3 and in other Key Stages. Teachers have reacted to this in different ways:  at the extreme, some schools have seen it as a burden in that departments must now decide on whether to continue teaching Shakespeare’s plays and if so, how to structure this.  Elsewhere, that flexibility and choice is seen as opening doors to more positive experiences for students.   

1.2
The development of the Learning and Performance Network

In order to give practical and material support for the three tenets of the SUFS manifesto the RSC engaged in a range of initiatives including work with the QCA on the assessment of Shakespeare and on developing the National Strategies document Shakespeare for All Ages and Stages
 which provides practical guidance on active approaches to Shakespeare and a framework for progression across the key stages of schooling. This practice based guidance for schools is an endorsement of the RSC approach outlined in the SUFS manifesto and validates it as ‘best practice’ for schools. However, there has been no specific programme of training to support teachers in the introduction of this progressive and active approach to Shakespeare teaching and learning. 

The most substantial RSC initiative was the creation of the Learning and Performance Network as:  the vehicle through which the RSC can place itself at the centre of the educational debate into the efficacy of a different, more holistic approach to the teaching of Shakespeare and other literature.  

This was a significant and innovative intervention into education from a major cultural organisation. Rather than spreading its influence through day workshops and lobbying policy makers, the RSC focussed its resources on building long-term sustainable relationships with a small number of schools for three year programmes of direct support from the RSC. In December 2008 the influential Culture and Learning: a new agenda for advocacy and action
 was published with twelve recommendations for the way forward for the Cultural and Education Sectors to work together. The LPN realizes several of these recommendations, particularly;

2
cultural and learning organisations should aim to work together on cultural learning by building local and regional partnerships through Children’s Trusts and Local Area Agreements

4
All cultural organisations should give cultural learning a core role in their work, ensuring that the learning function is properly represented at senior management and board level

5
Educational and cultural organizations should strive to include those children, young people and adults who do not have access to cultural learning opportunities that may give them enjoyment and self-fulfillment, provide new skills, feed their talents, and open up new prospects for personal and career development

6
cultural leaders and leading educationalists should champion the role and potential of learning.

7 
the cultural sector should work with qualifications, standards and skills agencies to expand the quality and scope of higher-level professional development courses and qualifications.

9
Cultural and education policy bodies should work together to commission more robust research and to create shared, effective models for identifying, evaluating and disseminating best practice in cultural learning

In 2006, the RSC recruited its first cohort of schools into the Learning Network (in 2007 became the Learning and Performance Network - LPN) offering: 

a unique opportunity for primary and secondary schools to work with one of the world’s best known theatre ensembles. It aims to offer a sustained relationship between the RSC and school communities across the primary and secondary sectors.  It is an opportunity for schools who would otherwise find it difficult to access our work to forge strong links with us.

The LPN engaged schools in a three year programme of sustainable CPD and was a significant departure from previous RSC CPD work which was primarily through one day workshops in schools and at Stratford. The RSC recognised that whole school change in approaches to teaching and learning required sustained and multiple interventions from the RSC as well as support over time from the senor managers of schools. 

The RSC Learning and Performance Network focussed on two existing networks: Specialist Schools and Academies Trust and NCSL Primary Networked Learning Communities. 

Interested schools from these two initiatives were invited to apply to become partner schools for a period of three years. 11 schools and their clusters of up to 7 neighbouring schools were recruited in the first cohort against these selection criteria:

· Schools’ enthusiasm for partnership working. 

· A high level of cultural diversity within the school network population.

· A high level of socially and economically under privileged young people within the school network population.

· A geographical spread to represent the national remit of the RSC.

From 2006-2008, there have been three cohorts of LPN Schools which has brought the RSC into sustained contacts with 87 secondary schools, 153 primary schools, 6 special schools and a Pupil Reintegration Unit in 17 different Local Authorities.  

The demographic profile of schools, including the new 2009 cohort, show that the LPN has above average numbers of pupils:  taking and eligible for free school meals; with special needs and from black, minority ethnic populations. However the average profile conceals important ‘spikes’ because of the national coverage of the LPN which includes rural and urban schools. In fact, the LPN has worked with a significant number of schools who have FSM eligibility, SEN without statements and BME populations in excess of double the national average. In other words the LPN has successfully recruited schools managing additional challenges in areas of disadvantage.

Table 1.0:             LPN Cohort Averages:

	
	% taking FSM
	% eligible FSM
	% SEN with statement
	%SEN without statements
	% BME

	06
	15
	18
	6
	16
	15

	07
	12
	12
	6
	17
	29

	08
	12
	15
	5
	17
	27

	09
	12
	15
	5
	17
	28

	
	
	
	
	
	

	National Average (DCSF 2007)
	11
	14
	6
	16
	14

	
	
	
	
	
	

	% National Average X2
	
	13 (35)
	
	8 (21)
	24 (63)


The first 06 cohort of schools is now in its final year of the network activity. During this time each ‘hub’ school has been offered: 

Year One: 

· Five days of residential training for each hub school’s English Lead Teacher by RSC artists, education practitioners and tutors from the University of Warwick focussing on active rehearsal room approaches to the teaching of Shakespeare, development of subject knowledge and training in classroom inquiry skills. The residential experience includes use of the RSC rehearsal rooms and RSC performances in Stratford.

· Up to three days of bespoke CPD work in the hub and cluster schools, delivered by RSC education practitioners, to meet local needs and aspirations. This CPD work focussing on connections between the rehearsal room approach, literacy and speaking and listening. 

Year Two

· Five days of residential training for each hub school’s Drama Lead Teacher by RSC artists, education practitioners and tutors from the University of Warwick focussing on Shakespeare in performance and the practicalities of mounting a local Shakespeare Festival with all their cluster schools. The residential experience includes use of the RSC rehearsal rooms and RSC performances in Stratford. 

· Bespoke INSET days in the hub and cluster schools, delivered by RSC education practitioners to meet local needs in the preparation of regional performance festivals.  

· RSC artistic support for the regional festival including leading rehearsals with all the groups of young people involved and culminating in a Schools Festival in Stratford involving one school from each of the clusters

Year Three

· Each secondary hub school contributes two pupils to join RSC Youth Ensemble for two week summer school in Stratford and works towards professionally led performance event.

· Schools offered substantial discounts for RSC CPD and schools events

· Schools invited to join special events and performances

· Schools developing a sustained legacy for the project

In addition to these activities the English and Drama Lead Teacher from each of the hub schools were given places on a new Post Graduate Certificate in Teaching Shakespeare (for English Teachers and for Drama Teachers respectively), which will be discussed in 1.3 below.      

Lessons have been learnt and modifications made to the LPN programme so that the new cohort in 09 will include several developments from the 06 cohort. These include: 

· A more rigorous and detailed selection process resulting in a formal contract setting out service level agreements between the RSC and participating schools. More clearly defined and negotiated roles and responsibilities for all partners

· Consistent relationships with named members of RSC staff for the duration of the cohort

· The merging of the two PG Certificate subject pathways into one common qualification taken by the English and Drama co-ordinators from each hub school in the first year, rather than splitting English and Drama across first two years. This enables the teachers to more effectively support the development of active approaches to text in schools and allows them to work together on producing the regional festival. 

The appeal of the network and the opportunities it offers is borne out in the selection process for the cohort which comes into the LPN in 2009.   64 schools enquired about the network, of which 42 made an application to join.  Under the tighter requirements now in place, this involved applicants in considerable preparatory work in their own schools and with potential partner schools.  20 schools were shortlisted for interview.  From these, LPN selected 10 new clusters.
The RSC Learning and Performance Network is unique in the sense that no other cultural organisation has ever introduced such an ambitious, substantial, long term programme of CPD providing sustained support, accreditation of CPD learning and significant involvement of a wide range of artists, practitioners and academics to support schools in improving the quality of teaching and learning. The hub and cluster structure allows for the wider dissemination of the RSC approach and encourages dialogue and the building of communities of practice which are further strengthened by the Regional Festivals. The accredited and in-depth training that the English and Drama teachers undertake prepares them to work as mentors/coaches and instructional leaders in their own departments, school and clusters so that the introduction of the  RSC approach in each hub and cluster is supported by local expertise and modelling of best practice. 

The LPN offers an important model of how a third sector organisation can work with HEIs and clusters of schools in partnership on key areas of school improvement. In addition it also models how a third sector organisation might work with and seek to influence educational policy by being actively involved in key discussion with Ministers and government departments and agencies to ensure that its interventions have their support and encouragement. It also highlights the interconnectedness of developing subject knowledge with developing pedagogic expertise. 

As the first LPN comes to the end of its cycle it is an appropriate moment to assess its impact on the teachers and learners who have been involved in this and subsequent cohorts. 

1.3
The development of the Post Graduate Certificate in Teaching Shakespeare

In 2005 the University of Warwick and the Royal Shakespeare Company (RSC) formed a partnership to use theatre performance skills and experience to enhance student learning and to draw on University research and resources to shape the development of the RSC acting companies. The Higher Education Funding Council for England awarded the University of Warwick £4.5 million from HEFCE’s Centres for Excellence in Teaching and Learning (CETL) initiative to create the CAPITAL (Creativity And Performance in Teaching and Learning) Centre as the focus for this partnership. 

One aspect of this partnership was the development of a PG Certificate in Teaching Shakespeare (60 CATS) to provide accreditation for English and Drama teachers in the LPN and funded initially by CAPITAL and Creative Partnerships. From this perspective the intention was to provide a recognised qualification which would: 

provide students with models of practice based on leading edge academic, performance and other practical approaches to the teaching of Shakespeare based in the internationally respected resources of the RSC and the Department of English as well as the expertise in drama pedagogy offered by the Institute of Education

The qualification was designed as a bespoke course designed to closely match the needs of the LPN teachers and negotiated between the RSC and leading drama and theatre education specialists in the Warwick Institute of Education (WIE). It was agreed at the outset that the qualification would be practice based, developmental, recording progress towards the successful implementation of the LPN training programme in classrooms and based in an assessment of the impact of this training on raising standards and attainment in the teaching and learning of Shakespeare. 

The pedagogic model underpinning the PG Certificate models of practice was based on the tenets of the SUFS but was also designed to reflect best practice classroom pedagogy based on two influential models of effective pedagogy. The Authentic Achievement research at the University of Wisconsin

The term authentic achievement thus stands for intellectual accomplishments that are worthwhile, significant and meaningful, such as those undertaken by successful adults: scientists, musicians, entrepreneurs, politicians

And the New Basics project in Queensland, Australia which was developed from the Wisconsin findings and which stresses four principles for effective pedagogy

	Intellectual Quality
	Ensuring that students manipulate information and ideas in ways which transform their meaning and implications, understand that knowledge is not a fixed body of information, and can coherently communicate ideas, concepts, arguments and explanations with rich detail.

	Connectedness
	Ensuring that students engage with real, practical or hypothetical problems which connect to the world beyond the classroom, which are not restricted by subject boundaries and which are linked to their prior knowledge.

	Supportive classroom environment
	Ensuring that students influence the nature of the activities they undertake, engage seriously in their study, regulate their behaviour, and know of the explicit criteria and high expectations of what they are to achieve.

	Recognition of difference
	Ensuring that students know about and value a range of cultures, create positive human relationships, respect individuals, and help to create a sense of community.


The PG Certificate is run simultaneously with the five days of residential training in Stratford so that training in research methods, the development of subject knowledge to Masters level and tutorials are interspersed with other practical sessions introducing and modelling the rehearsal room approach. WIE tutors contribute both to the academic and practical drama dimensions of the LPN training. Students are also provided with targeted reading available on line and the support of a RSC project manager who has been a PhD student at Warwick. 

At the heart of the PG Certificate is a major assessment task, the production of a 10-12k assignment based in a small scale classroom inquiry into the impact of the RSC rehearsal room approach on specified groups of pupils. The assignment is in two parts. The first part introduces the context for the study together with relevant quantitative and qualitative data and the key question, hypothesis and methodology for the study and is submitted and assessed in time for detailed feedback and tutorials to be given at the halfway point of the year’s residential training programme (days three and four). The second part details the research itself and the findings and conclusions. A detailed analysis of the findings of the 27 assignments submitted by the 06 and 07 cohorts is in section three of this study and provides a wealth of evidence of the impact of the LPN on teachers and the attainment of their pupils. 

The PG Certificate assignment was designed with the WIE’s experience of similar bespoke action research and practice based qualifications in leadership and innovation delivered in partnership with the Specialist Schools and Academies Trust as well as the Developing Expertise Awards designed by the National Academy for Gifted and Talented Youth under the direction of one of the WIE tutors involved in the delivery of the RSC’s PG Certificate. The lessons learnt about supporting teachers in delivering their own small scale classroom research projects helped to ensure that teachers felt confident in their skills of research and time management to successfully complete their assignments to a high level of rigour and evidence led conclusions.  The PG Certificate has a 97% completion rate which is significant for an extended CPD course of this kind involving distance learning.

In addition to the PG Certificate, teachers are offered pathways to a full MA in Teaching Shakespeare.

The RSC/WIE have also developed a successful P.G. Award in Teaching Shakespeare for RSC Actors. These PG Award actors now make a substantial contribution to the LPN/PG Certificate interventions. 

As data from surveys produced for this study clearly indicate (see Section 2) the combination of the LPN interventions including the residential training experience for coordinators with the processes of action research in their own classrooms was highly motivating and ‘inspiring’ for teachers and schools. The combination also provides the three critical characteristics required to bring about the successful improvement in classroom instruction which is the hallmark of top performing educational systems
:

	At the level of individual teachers: 
	LPN/PG Certificate programme

	Teachers need to become aware of specific weaknesses in their own practice. In most cases, this not only involves building an awareness of what they do but the mindset underlying it
	The majority of Lead Teachers aspired to improve their practice in teaching Shakespeare and broadly endorsed both the criticisms of the status quo and the new instructional approaches set out in SUFS manifesto. In addition all teachers identified specific problems and issues in their own and colleagues teaching which they wanted to address and gave reasoned analyses for these in their PG Certificate assignments

	Teachers need to gain understanding of specific best practices. In general, this can only be achieved through the demonstration of such practices in an authentic setting. 
	The principles, techniques and ‘mind-set’ of the ensemble based teaching and learning approach to Shakespeare is modelled authentically in every practical session in Stratford in which teachers participate as ‘learners’ and the ‘tried and tested’ sessions are designed for replication in the classroom. Hub and cluster workshops with teachers and young people offer further practical experience tailored to local needs and experiences. The action research assignment requires teachers to apply the RSC approach in their own classroom and report on the impact for learners.

	Teachers need to be motivated to make the necessary improvement…Such changes come about when teachers have high expectations, a shared sense of purpose, and above all, a collective belief in their common ability to make a difference to the education of the children they serve. 
	The opportunity to work with the RSC, attend training and performances in Stratford, have the RSC come and work in their school and cluster together with the high quality of the training and supporting materials inspired and motivated teachers to improve their classroom practice. The residential training helped to create ‘communities of practice’ amongst the co-ordinators and the cluster delivery of INSET created a shared sense of purpose. The Regional Festivals were an opportunity to celebrate and showcase the ‘difference’ to the education of their children. The assignment focus on classroom impact kept the teachers grounded in the real purpose of the LPN/PG Certificate which is to improve the quality of instruction in schools. 


2
Analysis of findings from surveys


In this section we report the findings from the surveys of Lead Teachers and Cluster Teachers respectively. As shown in the Summary of Research Methods (Appendix 3) the first survey was sent to all 27 Lead Teachers and provided a 70% response rate. The second survey, for teachers in cluster and hub schools (referred to here as Cluster Teachers) was distributed by the Lead Teachers to teachers in their cluster who had not participated in the PG Certificate or Stratford training experience. Although 290 questionnaires were sent to Lead Teachers for this purpose, it is not known how many were actually distributed. There were 64 responses (22% of the 290); this is the lowest estimate of response rate as not all 290 may have been distributed. Nevertheless, caution is advised in interpreting the Cluster Teachers’ responses given the relatively low number of responses. 

2.1
Table 2.1 provides the demographic data on the survey respondents.

Table 2.1 Demographics of Lead Teachers and Cluster Teachers (%)

	
	Sample  1

(%) 
	Sample 2 

(%)

	Gender:                      
	Male
	21
	12.5

	                                   
	Female
	79
	88

	Age:                           
	20-30
	32
	28

	                                  
	31-40
	37
	30

	                                 
	41-50
	16
	17

	                                  
	Over 50
	16
	25

	Years teaching:       
	1-5
	28
	28

	                                
	6-10
	33
	22

	                                
	Over 10
	39
	50

	Prior M level qualifications
	5
	N/A


The majority (68%) of Lead Teachers self-identified as English or Drama Specialists. Cluster Teacher respondents covered a wide range of subject specialisms and posts in school.

There was a substantial gender imbalance in the respondents to both surveys.  This may result from the focus on English and Drama subject areas and the larger number of primary schools represented in Survey 2 (Cluster Teachers) where the majority of teachers are female but it may also suggest a further study into gendered preferences in CPD. Are female teachers more likely to be drawn to the LPN/PG Certificate programme? If so what does this tell us about the need for personalised choices in the national CPD offer?

There is a spread of ages with the majority in both surveys under 40, but with a substantial number over 50. The LPN/PG Certificate. programme is multi-generational and appeals both to young and inexperienced teachers and older teachers looking to refresh and update their skills and knowledge. The RSC emphasis on the ‘ensemble’ both in training as well as in the classroom, encouraged frequent dialogue between teachers in a climate of mutual respect for different ages and levels of experience and was a real strength of the programme. 

There is a wide spread of teaching experience in both samples. The majority (69%) of Lead Teachers have taught for longer than 5 years but a substantial minority (28%) were in the first 5 years of their career. Survey 2 is skewed towards older teachers with longer experience, the majority of whom are primary teachers. This could suggest that Lead Teachers were more likely to be Head of Department or be selected on the basis of their prior experience, with a minority being selected for Early Professional Development (EPD) through the LPN/PG Certificate. programme. There is evidence that senior managers and Local Authorities (LAs) were keen to use the LPN/PG Certificate programme as a means of retaining, rewarding and refreshing older, more experienced teachers as well as for the Early Professional Development (EPD) of teachers in their first five years of teaching. Also of note is that 42% of Lead Teachers represented in survey 1 were promoted or changed post as a result of the LPN/PG Cert.

It was the best quality training I have ever had in 25 years teaching. The expertise of the RSC supported by Warwick has been second to none (Lead Teacher)
The spread of ages and experience, together with the diversity of schools involved, suggests that the LPN/PG Certificate programme was successful in being inclusive and personalised as effective CPD across the full range represented in the sample. There are no data to suggest that teachers of certain ages, years of service or school background were either advantaged or disadvantaged by the programme. This is important given the focus on practice and the application of subject knowledge. 

It developed my knowledge and understanding of drama and performance techniques to use with the children and gave me lots of new approaches to exploring texts. (Cluster School)
Ninety five per cent of the Lead Teachers had no prior qualifications at M level: one teacher had recently completed an M level PGCE qualification. A total of 57 teachers have taken PG Certificates in Teaching Shakespeare for English Teachers or for Drama Teachers with a 97% completion rate, which is excellent for an accredited CPD programme of this duration and intensity. Despite the fact than many of the Lead Teachers have had no formal experience of study at M level and were understandably anxious about their academic performance and time required to complete the study, 84% agreed or strongly agreed that the successful completion of the PG Certificate was an important part of their development in the LPN programme.  

Personalisation under a wide umbrella of training & a longer term investment in the training, not one off INSET days. Too often consultants, guest speakers et al do not practice what they preach. The RSC LPN delivers INSET in exactly the same way they expect it to be delivered to students (Lead Teacher)

In addition to questions requiring detailed responses to a number of variables, both surveys also asked for some wide angle responses to the main themes of this study  These responses are a useful frame for the more detailed analysis of data which follows: 

· 95% of all Lead Teachers agreed or strongly agreed that the partnership between the RSC/University of Warwick positively affected the success of their engagement with the LPN

· 63% of Lead Teachers agreed that they would not have completed the action research project if it had not been accredited through the PG Certificate, whilst 31% would have possibly completed without accreditation. 

· 84% of Lead Teachers and 65% of Cluster Teachers agreed or strongly agreed that the priorities of the National Strategies had not adversely affected their involvement in the LPN/PG Certificate programme.

· 100% of Lead Teachers and 92% of Cluster Teachers agreed or strongly agreed that working in clusters was an effective way of improving the quality of teaching and learning across schools in a local area 

· 81% of Lead Teachers respondents and 90% of Cluster Teachers agreed that the Regional Festival was itself an important catalyst in getting the cluster working together.

The method of working as a collaborative cluster was completely different. The LPN has been much more kinesthetic than school based CPD and you have had the time to be more effective about the impact on your pedagogy and how you can alter practices for the better to the benefit of students. (Lead Teacher)
2.2
What motivated teachers to get involved with the LPN/PG Certificate programme and how effective was the partnership between RSC and University of Warwick?

Table 2.2 provides data from both surveys in response to reasons for joining the LPN/PG Certificate programme (Survey 1 in bold) 

Table 2.2 Lead Teachers’ and Cluster Teachers’ reasons for joining the RSC LPN (% respondents)

	
	Strongly disagree
	Disagree
	Agree
	Strongly Agree

	Opportunity to work with RSC
	0
	0
	0
	0
	11
	20
	90
	78

	Improve my own subject teaching
	0
	0
	0
	7
	16
	38
	84
	54

	Accreditation leading to PG Certificate

 or MA
	0
	N/A
	5
	N/A
	58
	N/A
	37
	N/A

	Improve quality of teaching and learning more generally
	0
	0
	5
	5
	21
	40
	74
	54

	Wanted to be more creative and exciting as a teacher
	0
	0
	5
	8
	21
	45
	74
	47

	Personal and professional development
	0
	2
	5
	8
	26
	32
	68
	58

	Prior professional and personal interest in Shakespeare
	0
	5
	5
	16
	26
	40
	68
	39

	Raise profile of school in the community
	5
	2
	5
	27
	37
	47
	53
	25

	Develop closer relationships with cluster schools
	0
	N/A
	21
	N/A
	47
	N/A
	32
	N/A

	Develop closer relationship between English and Drama in the school 
	0
	N/A
	21
	N/A
	21
	N/A
	53
	N/A

	Opportunity to work with University of Warwick
	0
	N/A
	28
	N/A
	50
	N/A
	22
	N/A

	Asked by senior management
	17
	14
	28
	33
	50
	31
	6
	22

	Concerns about pupils’ performance in SATS or GCSE
	26
	30.5
	47
	42
	16
	20
	11
	5


Note: Lead Teachers in bold

The data here are from both surveys and show that working directly with the RSC and wanting to improve the quality of subject teaching were the strongest motives (100% Lead Teachers and 97% Cluster Teachers). For 95% of the Lead Teachers, accreditation at M level was a strong motive. It is also noteworthy that many teachers in both surveys saw the cross curricular potential and transferable skills needed to improve the quality of teaching and learning more generally as being an important motive. 95% of Lead Teachers and 92% of Cluster Teachers saw the programme as being an opportunity to become more creative and exciting as a teacher and is a significant reminder of the importance of designing CPD/EPD which has a strong personal or inspirational appeal as well as professional development.

It was active, risky and fun. I thoroughly enjoyed, and was also terrified of, being outside my comfort zone. This is, I think, incredibly important because it puts us in the position our students are in. INSET which is just PowerPoint presentations or similar is deadly dull! (Lead Teacher)
It is significant to note that only a small majority in both surveys cited decisions made by senior managers as a significant motive for joining which suggests high levels of personal and intrinsic motivation. It is also surprising given the importance for many respondents of improving their subject teaching that the lowest scoring item was concerns about SATS and GCSE results (about a quarter of each group).

The LPN/PG Certificate programme was designed to maximise the potential of a new Third Sector Partnership approach to sustainable CPD between the RSC, the University of Warwick and the LPN schools. This allowed for a blend of expertise and experience within the partnership leading to an accredited programme of practice based CPD.  Table 2.3 provides data on Lead Teachers’ perceptions of the effectiveness of different blended features of the PG Certificate partnership between University of Warwick and the RSC.

You can't match the RSC's drama expertise. Real experienced based skills are necessary to develop/transform teaching practice (Lead Teacher)

Table 2.3 
Lead Teachers’ perceptions of the effectiveness of features of the PG Certificate partnership between Warwick and the RSC (%)
	
	Not at all effective
	Not very effective
	Effective
	Very effective

	Professional expertise from RSC in the teaching of Shakespeare
	0
	0
	11
	90

	RSC practitioners working with education tutors
	0
	0
	37
	63

	Researching the impact of the RSC rehearsal room approach on your own practice
	0
	0
	47
	53

	Recognised accreditation of your CPD work with the RSC
	0
	0
	63
	36

	Mix of theory and practice
	0
	5
	37
	58

	Support for action research and mentoring by university tutors
	5
	5
	73
	16


There is 100% agreement/strong agreement that the blended features of the partnership were effective for the teachers involved. The team approach between education tutors and RSC practitioners and the significance of researching the impact of the training on teachers’ classroom performance is highlighted and again echo the common characteristics of effective CPD. Only 5% found the mix of theory and practice to be not very effective, which is significant given that 95% of teachers had no prior experience of M level work and shows that the majority welcomed some theoretical underpinning for the practical work. Only 10% of respondents did not find the support for action research and mentoring very or at all effective and this may reflect the time taken to find the right approach to supporting this aspect of the programme. Significant improvements will be in place for the new 2009 cohort. 

The informal approach worked a treat. Actual actors and directors working with teachers rather than a third party was powerful (Lead Teachers)
2.3
What was the impact of the M level accreditation on Lead Teachers? 

The M level strand of the programme centred around the action research assignment. This included research methods training to provide teachers with the skills of critical inquiry and evidence led planning as well as support for guided reading in the areas of action research, subject knowledge of Shakespeare and models of effective teaching and learning as well as personalised reading appropriate to individual action research projects.  Teachers also received detailed feedback during the research itself both from education tutors and RSC practitioners. 

Work with the LPN has involved being immersed in a rich experience which is active and practical. You experience the processes first hand so that theory is based on concepts that you can relate to. This is not the case with other forms of CPD (Lead Teacher)
It is significant that two of the RSC practitioners were completing their own LPN related research for MA by Research at Warwick during this period and were therefore able to both understand and support teachers. Another RSC practitioner is a PhD student at Warwick and as project manager kept in regular email contact with teachers to further support and encourage their research. 

This is how to provide an effective mix of practical and theoretical lessons. Make it fun! That was why I enjoyed it so much! (Lead Teacher)
Table 2.4 indicates Lead Teachers’ responses to a set of positive statements about the impact of the action research project and research methods training.

Table 2.4 
Lead Teacher ratings of action research project and research methods training (%)

	
	Strongly disagree
	Disagree
	Agree
	Strongly Agree

	Developed skills and knowledge that will be useful in other contexts in the future
	0
	0
	26
	78

	Was personally rewarding to complete the action research and report on the results
	0
	0
	42
	58

	Gave me sense of ownership over the project
	0
	0
	53
	47

	Has benefitted my own personal and professional development
	0
	5
	26
	68

	Gave me a goal to motivate myself and others
	0
	5
	42
	53

	Has benefitted my department and other colleagues
	0
	5
	42
	53

	Has given me greater confidence and a clearer voice as a teacher
	0
	5
	53
	42

	Gave me a better understanding of how my pupils learn and how to help them to achieve their best
	0
	5
	72
	22

	Helped me to apply my RSC training in the classroom
	0
	11
	26
	63

	Made me more systematic in my judgments about pupils’ prior learning and progress during the project
	0
	11
	68
	21

	Helped me to identify positive indicators of pupil progress I might otherwise have missed
	0
	11
	68
	21

	Helped me to make sense of what was happening in the classroom and why
	0
	26
	63
	10.5


There is a very high level of agreement/strong agreement with the positive statements ranging from a quarter of items scoring 100% and the lowest at 73%, which supports the idea that action research can have a powerful and effective impact on the success and sustainability of CPD/EPD. The project gave value and substance to the practical training and its application in the classroom and gave teachers a strong sense of ownership and personal visibility in their own CPD. The training for the action research as well as the practical training itself emphasised the importance of developing and maintaining a reflective practitioner and evidence based planning mindset. The fact that the strongest impact was the development of transferable skills and knowledge for use in other contexts suggests that the action research dimension of the programme was successful in embedding and developing a learning mindset as a lifelong learner. It is interesting to note the two lowest scoring items, which suggest that  a minority of teachers did not connect a  better understanding of how pupils learn and how to help them to achieve their best with identifying positive indicators or progress or making better sense of classroom behaviours and their impact on achievement. This may suggest further fine tuning of the action research training. 

Due to my involvement with the LPN and support from the RSC, I am now working as a Lead Practitioner for the Specialist Schools Trust (Lead Teacher)
2.4
Table 2.5 provides data on the impact of the action research project on lead teacher respondents and their schools in terms of positive changes. This is an important consideration as the expectation was that Lead Teachers would become change agents in their own departments, school and cluster and that both their intensive training at Stratford and their research would allow them to operate as ambassadors for the RSC SUFS approach and as ‘coaches’ or ‘instructional leaders’.  The data show that the greatest impact has been on the Lead Teachers’ own practice (personalisation) but also that this is beginning to filter out into firstly teachers’ own department, key stage or school but also gradually into the clusters schools as well. There is a double significance here in terms of the impact on learners. As well as suggesting that the Lead Teachers are operating as ‘coaches’ for colleagues who have not benefitted from the full LPN/PG Certificate programme, we also noted in Section 1, that prior research by CEDAR into student attitudes and engagement with Shakespeare showed that an individual teacher using the active and exploratory approaches, advocated by the RSC, to teaching and learning Shakespeare can have a significant impact on pupils. 

Individual teachers have developed their own confidence, pride and self-esteem as teachers/professionals as a result of their and their pupils' success (Lead Teacher)
Table 2.5
 Lead Teacher perceptions of the impact of the action research project on practice (%)

	
	Strongly disagree
	Disagree
	Agree
	Strongly Agree

	My own practice
	0
	0
	58
	42

	My department/Key Stage/School
	0
	6
	67
	28

	Relationships with cluster schools
	0
	11
	53
	37

	My status and influence within school
	0
	31
	47
	21

	Relationships between departments or Year teams
	0
	37
	47
	16


2.5
What was the impact and effectiveness of the different CPD interventions made in the LPN/PG Certificate programme?

It always provided a range of activities and ideas that could be taken straight into the classroom. (Lead Teacher)
The LPN/PG Certificate is a three year programme of accredited CPD and other forms of support to improve the quality of teaching and learning of Shakespeare in particular and teaching and learning more generally. During the three years there is a wide range of interventions ranging from seeing performances at Stratford to bespoke hub and cluster INSET events to RSC artists running workshops for pupils in their own school. Table 2.6 indicates Lead Teachers’ perceptions of the relative effectiveness of the different interventions made through the LPN/PG Certificate programme. In addition, data are available from Cluster Teachers for two questions, as shown in Table 2.6.

Table
2.6: Teacher ratings of the effectiveness of interventions in helping them to achieve their goals (%)

	
	Not at all effective
	Not very effective
	Effective
	Very effective

	Training days in Stratford
	0
	0
	5
	95

	Practical workshops with RSC Education practitioners in Stratford
	0
	0
	5
	95

	Practical workshops with RSC artists in Stratford
	0
	0
	10
	90

	Seeing performances in Stratford
	0
	0
	32
	68

	School based workshops for pupils with RSC Education practitioners
	0
	2a
	0
	0a
	10


	16a
	90
	82a

	Practical workshops with Warwick tutors
	0
	5
	32
	63

	RSC led INSET in your Hub school
	0
	0a
	5
	5a
	10
	25a
	84
	70a

	Residential experience
	0
	5
	26
	68

	Peer support from others in my LPN cohort during Stratford training days
	0
	5
	47
	47

	Reading and other study for PG Certificate
	0
	10
	74
	16

	Research methods training
	5
	5
	61
	28

	Ongoing RSC/Warwick support with my action research project
	0
	16
	42
	42


Note: a  Additional data for Sample 2 available for two questions, as shown.

Again it is significant that a majority of teachers perceived all of the interventions listed as being either effective or very effective: 4/12 provide 100% effective or very effective responses and the lowest scoring item has 84% for the same variables. Direct practice based interventions by the RSC at Stratford and in hub and cluster schools score most highly underpinning the second key characteristic of effective CPD – teachers need to gain understanding of specific best practices. In general this can only be  achieved through the demonstration of such practices in an authentic setting.

The high scores across all the interventions suggest that there is a cumulative effect from the balanced use of different interventions rather than that particular interventions are noticeably more effective than others. 

The expertise of RSC practitioners was non-threatening, empowering and fun - colleagues and students of all abilities were equipped to achieve and build understanding (Lead Teacher)
The lowest scoring items relate to the academic interventions and suggest that there is still some work to be done on tailoring these to the programme more effectively or that teachers require more direct support for this dimension of the programme. Managing the balance between modelling classroom and performance approaches to teaching and learning Shakespeare with time for the academic programme has obvious losses and gains associated with it. 

The practical nature meant you could 'have-a-go' at all the techniques. I also felt the combination of venues was well-balanced, as well as the length of time given in order to allow development over a given period rather than being overloaded/overwhelmed by a day course. (Lead Teacher)
2.6
What was the impact and effectiveness of the cluster based CPD and INSET interventions? 

Teachers in both surveys were asked to consider the impact and effectiveness of two of the core features of the wider LPN remit – the hub and cluster based English/Literacy INSET delivered by RSC practitioners in Year One and the Regional Festival of Shakespeare performances by hub and cluster schools which is the focus for Year Two. Both initiatives broke the mould of traditional CPD work. The hub and cluster INSET followed the same principles as the workshops in Stratford for Lead Teachers. RSC practitioners actively modelled the RSC rehearsal room approach to Shakespeare, offering teachers of all stages practical drama strategies, which they experienced for themselves by joining in the creative work physically and actively. The intention was that the focus on using drama to teach Shakespeare effectively for all ages would also benefit the wider English and Literacy teaching and learning in hub and cluster schools. 

Active involvement rather than passive listening. Able to easily relate to how the children would feel about some of the activities. Gave lots of examples of things we could do in our own classroom (Cluster School)
The Regional Festival in Year 2, brought hub and cluster schools together to perform Shakespeare.  This celebration of the LPN and the SUFS manifesto at a local level brought parents and the community into the programme and provided a strong sense of purpose and motivation for the second year of cluster work. The emphasis on performance extended the reach of the programme into important areas of cultural learning and learning beyond the classroom which have become an increasingly important area of recent policy initiatives including Find Your Talent. 

Table 2.7 provides data from both surveys in response to teachers’ perceptions of the effectiveness and impact of the English/Literacy INSET delivered in Year 1 of the LPN/PG Certificate programme (Lead Teachers in bold).

Table 2.7 Lead Teacher and Cluster Teacher perceptions of the extent to which the English/Literacy training in Year 1 positively influenced the success of the cluster (% respondents)
	
	Strongly disagree
	Disagree
	Agree
	Strongly Agree

	RSC badging and involvement made the project more attractive to cluster schools
	0
	0
	0
	4
	22
	41
	78
	55

	Motivated teachers to use an active approach to teaching and learning in their own classroom or school
	0
	0
	6
	2
	22
	39
	72
	59

	Modelled effective teaching strategies for personal, learning and thinking skills outcomes in line with the National Curriculum
	0
	0
	6
	6
	47
	65
	47
	29

	Encouraged a shared understanding of the aims of the LPN
	0
	2
	6
	6
	56
	69
	39
	24

	Provided a shared tool kit of teaching strategies for the literacy/English curriculum
	0
	0
	6
	10
	39
	65
	56
	25

	Established a shared approach to the teaching and learning of Shakespeare that is ambitious, engaging, inquiring and collaborative
	0
	0
	17
	4
	44
	60
	39
	37

	Enabled teachers to share pedagogy and practice without pressure to produce performance outcomes
	0
	4
	6
	12
	50
	64
	44
	21

	Generated a more collegiate response to the needs of pupils in the cluster area
	0
	0
	17
	12
	39
	65
	44
	24


 Note: Lead Teachers in bold.

Courses very much based on practical activities. We were very involved in what was going on and learnt by doing (Cluster School)
The frequency range of agree/strongly agree is from 100% down to 83% indicating that the INSET was seen as being effective from a range of different perspectives ranging from the effectiveness of the RSC brand in attracting cluster schools to participate in the shared INSET events and build a local ‘community of practice’ around more active and creative ways of teaching and learning Shakespeare and English and literacy more widely to providing practical materials for the classroom. Ninety four per cent of Lead Teachers and 98% of Cluster Teachers agreed or strongly agreed that the INSET had motivated teachers to use an active approach to teaching and learning in their own classroom and 94% in both surveys agree/strongly agree that the INSET had modelled effective strategies for PLTS outcomes. 

Much more practical. Practitioners have worked with teacher and own class on several occasions, as well as with groups of teachers from different schools. (Cluster School)
The responses indicate that the RSC led INSET matched the key characteristics and principles for quality teacher development identified by the McKinsey study and supported by the TDA. Particularly through providing well trained coaches who can support the improvement of in-classroom practice and pro-actively supporting and encouraging collaboration between professionals and facilitating open dialogue and debate around learning strategies and outcomes

It was innovative and new and all aspects were delivered brilliantly. No part of this was tedious (Cluster School)
Table 2.8 provides data from both surveys about the influence of the Regional Festival on the success of the cluster (Lead Teachers in bold).

Table 2.8 Lead Teacher and Cluster Teacher agreement with statements about the influence of the Festival on the success of the cluster (% respondents)
	
	Strongly disagree
	Disagree
	Agree
	Strongly Agree

	Provided a community platform for schools to present a positive image of themselves and young people
	0
	0
	0
	0
	33
	32
	67
	68

	Motivated teachers to engage with CPD and INSET related to the aims of the LPN
	0
	0
	0
	3
	73
	62
	27
	35

	Gave schools a sense of local pride and community
	0
	0
	0
	5
	33
	48
	68
	48

	RSC badging and involvement made the project more attractive to cluster schools
	0
	0
	0
	5
	20
	39
	80
	56

	Gave a clear focus and purpose for schools to work together
	0
	0
	0
	6.5
	20
	42
	80
	52

	Led to improvements in the quality of teaching and learning across the cluster
	0
	0
	0
	12
	57
	62
	43
	27

	Gave children of different ages and abilities the chance to perform together
	0
	2
	0
	9.5
	20
	32
	80
	57

	Motivated schools to want to be involved
	0
	2
	7
	8
	40
	51
	53
	40

	The performance event itself made it more likely that cluster schools will continue to work together
	0
	0
	7
	19
	40
	56.5
	53
	24

	Led to a more collegiate response to the needs of pupils in the cluster area
	0
	0
	13
	23
	67
	62
	20
	15

	Led to closer links and understanding between primary and secondary schools
	0
	2
	20
	18
	40
	48
	40
	32


Note: Lead Teachers in bold

We were able to see our profoundly disabled pupils work on stage without staff support for the first time ever, due to the work done with the Hub School, whose pupils supported instead of us. It was wonderful. (Cluster School)

Taking part in such a large scale event was fabulous for our pupils, both in terms of drama challenge and self esteem building -it was a fantastic event. (Cluster School)

The opportunity to work with other schools to create a play between us all was something I had never done before. The expertise of the people who worked on the initial course and then the director who came out to us - their role was invaluable. There was an end product to the INSET (Cluster School)

Allowed for open and supportive working relationship with colleagues from cluster group; opportunities to work with internationally-renowned theatre co who were supportive, informative & enthusiastic (Cluster School)

There is a more detailed account of the importance of the festival to effective cluster work in Section 4 of this study. Again the range of agree/strongly agree responses is from 100% to 80% with the Lead Teachers having 4/8 items as 100%. These very positive items range from the importance of the RSC brand, providing a focus for clustering and leading to improvements in teaching and learning. This is a significant reminder of the reach of the LPN/PG Certificate programme into areas of English and Literacy beyond Shakespeare, into areas of the curriculum beyond English and Literacy, into the community life of the school beyond the classroom, into areas of relationship building, cultural entitlement and citizenship. 

A sense of team spirit has developed in class; behaviour has improved.  Inclusion of ADHD child - no problem; inclusion of child with myotunic dystrophy in class. (Cluster School)
The data from surveys provided in Tables 2.7 and 2.80 show that the LPN/RSC programme has successfully combined key aims and objectives of the new National Curriculum for Secondary Schools at KS3 and those suggested by the Rose Review of the Primary Curriculum – particularly in terms of the programme’s broader aim to develop pupils as successful learners, confident individuals and responsible citizens – with the emergent priorities of the Culture and Learning agenda – particularly in terms of Key Recommendation One promoting cultural learning as a key element within the curriculum; as of core value in cross-curricular learning and as the best way to fulfil  the commitment to universal cultural entitlement for all children and young people and the ECM vision
 

2.7
Has the LPN/PG Certificate programme given teachers the confidence to practice the RSC rehearsal room approach in their own classroom?

We noted in Section 1 that the SUFS manifesto launched by the RSC presented a major challenge to the pedagogy of Shakespeare teaching and learning as well as to subject knowledge. The manifesto argued for an approach based on the active use of drama techniques to explore Shakespeare’s plays as plays in the same way that actors and directors do, and to encourage through dialogue and higher order questioning skills pupils to make their own interpretive choices and find connections between the plays and their own worlds and concerns. This approach required teachers to develop their own skills as effective teachers and to critically focus on the meta-cognitive relationship between specific pedagogic approaches and pupil achievement. In adopting the RSC rehearsal room approach, teachers had the additional challenges of accountability, managing pupils ‘up on their feet’ in open spaces, directing drama productions and developing a sometimes different power relationship between teacher and learners based on the ‘ensemble’ approach of the RSC. 

Benefits have included: 1)Standards have been raised in my own school for speaking, listening, thinking, responding, understanding and so much more. 2) Confidence and quality of teaching and learning, using active techniques has increased and are now being used by non-drama specialist teachers who have seen it positively used (Cluster School)

We had never even touched on Shakespeare and I wasn't planning to so the project has been amazing. I have used the drama techniques I have learnt in RE and science as well as English. Even though Shakespeare has been taken off the Y6 curriculum, I am going to deliver it each year, regardless (Cluster School)
Table 2.9 provides mean scores for both samples in response to the impact of the LPN/PG Certificate programme on levels of teacher confidence in their own ability to apply the RSC rehearsal room approach in their own practice. Teachers were asked to rate their level of confidence on a 1-5 scale where 5 means very confident and 1 means lacking confidence. There are statistically highly significant differences in mean before and after scores (p < .0005) for every item indicating very significant positive changes in perceptions  and therefore is a very strong validity indicator of the programme’s impact on teacher confidence in key areas of practice and subject knowledge. The data are presented in rank order of levels of confidence after the programme. 

As a primary school the benefits of being involved in the LPN have been far reaching to the extent that Shakespeare texts have been used in KS1 classes through to KS2 Lower and Upper. The children are excited by Shakespeare and now experience it every year (Cluster School)

Table 2.9 
Lead Teacher and Cluster Teacher perceptions of the extent to which the programme has increased levels of teaching confidence (mean scores)
	
	Lead Teachers

 Before            Now
	Cluster Teachers

Before         Now

	Teach drama or use drama techniques
	3.58
	4.84
	3.00
	4.41

	Engage pupils with Shakespeare’s language
	2.63
	4.74
	2.55
	4.39

	Teach other English content and skills in innovative and creative ways
	3.28
	4.72
	3.29
	4.29

	Set the pace and challenge of learning across the ability and age range
	3.68
	4.68
	3.56
	4.18

	Manage pupil behaviour and relationships in drama lessons 
	3.63
	4.58
	3.60
	4.27

	Be confident about leading your cluster
	3.11
	4.32
	N/A
	N/A

	Use advanced teaching skills in questioning, group work and developing personal, learning and thinking skills
	3.42
	4.42
	3.16
	4.06

	Rehearse, direct and perform Shakespeare
	2.42
	4.26
	2.33
	4.21


   p < .0005 in all cases

Benefits have been: 1) Increased engagement particularly for lower ability classes who might not be expected to enjoy the work so much 2) Increased achievement of above groups 3) Improved behaviour/achievement for boys (particularly lower achieving boys) because of active methods 4) Ensemble approach, including teacher, leads to good rapport and therefore attitude to learning (Lead Teacher)

The years that we focused on drama saw a marked rise in the composition and effect score in the writing SATs - (if you put store by them) particularly for boys. (Cluster School)
The items in Table 2.9 are a further example of the ‘Trojan Horse’ effects of the LPN programme. Confidence levels in relation to Shakespeare teaching and learning, leads to confidence in other areas of teaching like drama and to other generic skills of effective teaching and learning including classroom management, setting an appropriate pace and challenge and using higher order questioning skills and PLTS in subject teaching. There is also a lead in to leadership skills.  In all of these areas, the teachers who have responded self-identify as having increased levels of confidence at 4+ where 5 is very confident and this is significant given the fact that these teachers are often working in schools facing considerable challenges in areas of significant disadvantage. 

Personalised approach. Too much inset requires teachers to shut up, sit still and listen -the worst approach for effective learning! This INSET felt tailored to our needs 'we could negotiate' we felt trusted ... High challenge/low threat - Inspirational! (Cluster School)
2.8
Has the LPN programme achieved its aims? 

In 2006 the RSC and the University of Warwick identified a set of performance indicators for assessing the impact of the programme on each cohort with the expectation that if the programme had achieved its aims, these indicators would have become embedded in departmental or school policies and classroom practice. They represent the ‘bottom line’ indicators that the SUFS approach has become ‘organic and integral’ in LPN schools.

To quote a third of the RSC mantra ' Get it on its feet' - the theory needs to be lifted from the page and delivered in a way that participants can relate to their own experiences (Cluster School)

Tables 2.10 and 2.11 provide mean score teacher ratings of the extent to which these active approaches had become an ‘organic and integral’ part of the English/Literacy and Drama offer to pupils. Again, there are statistically highly significant positive changes in respondents’ views. The before and after differences  for these data are all very highly significant at p < .0005 for both samples and therefore provide a very strong validity indicator of the programme’s impact  on classroom practice. 

Table 2.10 
Lead and Cluster Teacher ratings of the increases in the frequency of Performance Indicators for English/Literacy in the LPN (mean scores)
	
	Lead Teacher

Before          Now
	Cluster Teacher   

Before        Now

	Drama and other active approaches are applied to other work in English beyond Shakespeare
	2.50
	3.78
	2.06
	3.78

	All students experience speaking aloud Shakespeare’s words through different characters and in different situations
	1.89
	3.56
	2.31
	3.83

	Students have positive attitudes towards studying Shakespeare in English
	2.17
	3.50
	2.25
	3.80

	Students are encouraged to make their own informed interpretive choices
	2.26
	3.53
	2.59
	3.64

	Students can relate the experiences of Shakespeare’s characters to modern events and personal experience
	2.32
	3.63
	2.27
	3.52

	Furniture is moved in classrooms to facilitate active approaches
	2.53
	3.59
	2.91
	3.52

	Students understand that any performance of Shakespeare is based in interpretive choices
	2.00
	3.53
	2.13
	3.54


   p  < .0005 in all cases

Benefits have included: 1) Drama and active approaches to all subjects inc science. 2) Quality of creative writing has improved - EAL children with poor vocabulary use Shakespeare's language in independent writing. 3) I became a Lead Teacher in drama and have led several training sessions in using drama into writing for teachers (Lead Teacher)

Table 2.11 
Lead Teacher and Cluster Teacher ratings of the increases in the frequency of Performance Indicators for Drama in the LPN (mean scores)

	
	Before
	Now

	A range of Shakespeare’s texts are introduced in drama lessons
	1.88
	3.56

	Students are given the skills and opportunities to make their own interpretive choices when rehearsing scenes from Shakespeare
	2.31
	3.44

	Students develop their skill and understanding of speaking verse and Shakespeare’s language in drama classes
	1.88
	3.38

	Students see professional live productions including Shakespeare performances
	2.47
	3.18

	Shakespeare plays are being introduced into drama schemes of work from year 7
	2.00
	3.08

	Students have the opportunity to take part in a school production of a Shakespeare play during their time in secondary school
	2.15
	3.00


p < .0005 in all cases

2.9
The findings in Tables 2.9, 2.10 and 2.11 are statistically highly significant          (p < .0005) and are all in the same positive direction. A note of caution is necessary, however, as the numbers involved are small and there was a low level of respondents to survey 2. Also, the study examined teachers’ current views: how long the effect will last and the extent to which the reported attitudes will translate into action in specific school contexts are unknown.

However, at this stage of the programme there are very strong indicators that the LPN/PG Certificate programme has been very effective in securing its aims to improve the quality of teaching and learning Shakespeare in the 250 schools it has worked with and continues to work with. In addition as this section shows there have been other wider but equally significant outcomes from the programme that have impacted on:  the self-esteem and confidence of both teachers and learners; generic improvements in the quality of teaching and learning; the development of local communities of practice; the quality of cultural and community living and learning; awareness of the power of drama and performance as school improvement strategies. 

The impact of experiencing working with the LPN has been immense. Active learning/drama techniques shared from fellow professionals and RSC from fellow professionals was outstanding. A completely different approach (Lead Teacher)
3  
Teachers’ action research 

This section summarises themes drawn from the action research reports submitted to the University of Warwick as part of the postgraduate certificate in the Teaching of Shakespeare.  These studies are M level work, though their scope or scale is more modest than would be required for a Master’s degree dissertation.

Sixteen completed assignments in 2007 and 11 in 2008 were assessed for the Postgraduate Certificate in Teaching Shakespeare.  In 2007, the grades awarded by the University were A -4, B -11, C -1.  2008 teachers’ grades were A* -1, A -3, B -7.  Over these two years, 9 assignments were written by primary school teachers and 18 by secondary school teachers.  Appendix 1 gives the titles of these studies to show the range of topics and focus.    

The action research reports are teacher-generated and practice-based.  They provide a strong body of context-specific information which sits alongside the survey and case studies conducted for this study.  

In this section we focus mainly on the effect of the M level training and study on teachers and learners in the RSC LPN. 

Action research assignments focus at the micro-level so they usually centre on one class or teaching group, giving little information about how cluster groups operate.  Occasionally a teacher involved in preparing curriculum materials comments that these may be shared with colleagues in other local schools.  One secondary teacher’s report charts a programme of work with partner primary schools in which this teacher set up and delivered workshops with Year 5 pupils in four local primary schools.  There is however limited information in the research reports themselves about cluster working and we address issues about clusters specifically in Section 4.

3.1  What is the impact of the accredited M level training and study on teachers and learners in the RSC LPN?
We consider the impact on teachers under the following headings:

The choice of research issues

Reflection on practice

Research design and the choice of particular techniques

Developing classroom practice

Effects on colleagues

We consider the impact on students or pupils in terms of:

Teacher attention through action research 

Effects on levels of achievement

The quality of student understanding and learning 

The PG Certificate teachers are candid about their own starting points and knowledge about the plays of Shakespeare.  Some feel that they are proficient but keen for new approaches.  Some are less confident:  in the opening pages of one assignment a newly qualified teacher says:  

	My subject knowledge about Shakespeare is quite limited and I would not have felt confident to teach it to students.  I did not study Shakespeare at all to A level or degree level and only vaguely remember the text I studied to GCSE.  I was therefore wary about teaching it at all in my first year of teaching.


The postgraduate research is about much more than specific subject knowledge, but a statement like this about professional starting points gives pause for thought.  One school wanted with partner schools to find out whether standards in writing could be raised through ‘more focused and effective use of drama and role play’.   The lead teacher recalled:

	I have never taught Shakespeare using drama and, indeed, have never taught Shakespeare; I have never taught an age group that is require to study it….  I ha d received no specific training to demonstrate the drama techniques that would be useful…  I would not have suggested that I was at all proficient as a teacher of drama…  Whilst I have studied Shakespeare at degree level, it has been some time since I have experienced any Shakespeare at all and I did not feel entirely confident of my knowledge and understanding of the plays.  This was my greatest concern…. I was also anxious about how relevant Shakespeare could be for my class of six to nine year olds.  


Models of mentoring and coaching vary but the pattern of scheduled expert input away from the working context, time to implement and reflect in school, and subsequent coaching opportunities has long been a classic format in continuing professional development (Joyce and Showers, 1980, 1984).  The research training and LPN INSET together provide a novel reworking of the coaching approach.  

3.2  Impact on teachers

3.2.1 The choice of research issues

In considering how the action research addresses levels of pupil achievement and the quality of their understanding, we should emphasise that the LPN did not develop as a programme whose prime aim was to improve students’ test performance.  The postgraduate certificate teachers responded wholeheartedly to its much more holistic approach, but their topics are usually framed in terms of students’ engagement, understanding, originality of interpretation and analysis, confidence and so on.  

Some do start from questions about why particular students are not achieving as one might expect, or from perceived dilemmas, such as: ‘How can students enjoy active drama techniques and achieve excellent KS3 SATs results?’   Others however avoid the area of testing and exams as far as possible:  ‘How do the RSC teaching methods impact on the non-academic achievements of lower attainment pupils?’ 

While linked to the overall research approach set out for the LPN, the action research reports cover specific school issues so the starting point for an investigation was sometimes a very specific concern; at other times, it was something that would be shared with many other schools eg 

· the aim of improving oracy in the school 

· a top set which seemed preoccupied with ‘getting the right answer’ rather than exploring their own responses.

· recognition that high achievers did not excel on the GCSE Shakespeare paper

· a project which looked especially at the reading responses of boys

Research topics also derive from professional experience and many reports include a brief career history to show prior experience in teaching Shakespeare in the current school or previously, an assessment of the writer’s own approach to classroom teaching, and how far s/he is involved in teaching English and/or drama.  Occasionally we hear about how a teacher’s own experience at school influenced their approach to drama and/or Shakespeare.  This is all good practice in showing the reader ‘where the student is coming from’  and helping us appreciate why this topic matters to this person at this point in his or her professional life.  

In framing their research, teachers also balanced out the overall messages and support from the LPN/PG Cert programme with the practicalities of doing research in their school:

	Active approaches to Shakespeare have to have a statistical improvement in order to change departmental practice as there is sadly no time within the syllabus to engage in activities purely for the enjoyment they offer.  

(Secondary Head of English)


The choice of topic also takes account of the obstacles which a teacher can face when trying to make the classroom more active, creative and culturally alive at the same time as conducting action research.  These are most often a matter of practical resources like lack of suitable space, insufficient budgets to fund events or provide supply cover and transport to take students to live performances.  Some explain how they found ways to mitigate problems of resources, whether the problem lies with buildings, funding, personnel or other matters.  

The issue in conducting research can also be whether it is possible to have a colleague observe one’s own class, how to fit the action research with the group’s scheduled  schemes of work, or how to conduct research while fulfilling other responsibilities:  

	As Head of Department I am responsible for overseeing the behaviour within my department and as such I am frequently interrupted and at times called out of the classroom to remove students.  Removed students are required to remain in my room and this can hinder some students in terms of their unwillingness to ‘perform’ in front of others.  This also has an impact upon the teaching time and necessarily requires my groups to work independently at times for short periods…                                      


A recurrent concern in the reports is the nature of the testing and examination system, described as restrictive, limiting teachers’ choices and students’ experience of Shakespeare’s works.  Yet students have to survive these assessments and the reports also show teachers trying to motivate them, to provide a more enriching experience, and looking to the LPN and their postgraduate action research for new ways to do this. 

3.2.2 Reflection on practice

Completing an action research assignment calls for continuous reflection on one’s practice.  Initially, in order to identify the research question and shape the research design, the teacher is obliged to review his or her own practice in relation to the ‘problem’ being addressed.  Identifying this calls for a cool look at one’s own practice, as well as wider systemic ‘problems’ in the examination framework, the school, the department, or a particular group of students.  

The postgraduate students/lead teachers did this resoundingly.  In the research reports, as in cluster-based interviews, students and their cluster colleagues frequently use the phrase ‘outside my comfort zone’.  

This readiness to engage with complicated issues and to reflect on one’s own practice is wholly in line with the seminal work of Schön who first explored the ‘technical-rational’ model of professional practice which defines it in terms of a process of problem-solving, but disregards the process of problem-setting.  These postgraduate students are reflecting on practice and they are problem setting.  They are not afraid of Schön’s ‘swampy lowland’ of professional practice, where ‘messy, confusing problems defy technical solution’ (Schön, 1983,1987).  

Professional development activity can be located along a spectrum from the most basic instrumental training and information-giving to fully developed practical activities and study which stretches minds, provokes reflections on practice and offers new, sometimes unpredictable or risky teaching possibilities.  The INSET sessions enabled some cluster teachers to experiment with new approaches, and some to embrace them with enthusiasm.  The postgraduate research, which encouraged experimentation, evidence and analysis, is clearly at the latter end of this spectrum.  

3.2.3 Research design and the choice of particular techniques

Action research at its best taps into the tacit knowledge of teachers:  ‘that which we know but cannot tell’ (Polanyi, 1967).  It offers a mechanism within which taken-for-granted professional knowledge may be articulated.  Action research covers innumerable activities and uses many different methods, but Gray (2004) identifies three common features:

Research subjects are themselves researchers or involved in a democratic partnership with a researcher

Research is seen as an agent of change

Data are generated from the direct experience of research participants.

In the research assignments which were submitted to the University these three features were widely evident.  The extent to which the postgraduate student/lead teacher explained to pupils what was happening differed.  Generally they talked about the research which was being done in connection with the Shakespeare work, but in some cases, the class was fully aware of the process and in others, a more low-key approach was taken.  As students were being asked to fill in questionnaires and classes were occasionally observed by other staff, this was important. Some reports comment positively on the interest which this drew from students. 

Any research design must be manageable and take account of the local situation, and this is especially so in micro-level action research.  Support from the University helped teachers to assess what methods would be most appropriate in their school to address their research question.  They were able to be at once engaged but objective, while monitoring their own responses to the process.  Some of the techniques used to collect data are given below.

	Methods used for primary data collection 

Questionnaires to specific classes/year groups - baseline and follow-up or weekly during module (some devised by the teacher, or using student feedback forms provided by RSC) 

Questionnaires to colleagues

Interviews with staff and students  (notes taken or audio recorded)

Videoed lessons, interviews with students on camera

Teacher’s journal

Observation of students 

Self evaluation of each lesson

Observation of teaching by colleagues, line manager, Head of Faculty etc.

Use of ‘critical friend’ 

Class ‘Shakespeare log book’ 

Comparison of target grades with actual grades

Comparison of grades for Shakespeare coursework with grades for other elements

Comparison of target group with earlier cohorts

Analysis of SATs grades and GCSE grades

Teacher’s review of primary pupils’ written work   


The methods most often used were detailed notes on one’s own lessons,  questionnaires to a class or group, selection of a focus or target group of pupils, who were then tracked and interviewed at intervals, and inviting a colleague to observe.   Despite the active nature of the work, little photographic or video material featured in the reports, probably because of the need for another pair of hands and the time implications of handling such data.  

The inter-relation of action research with professional practice comes out in the following summary of an account by a lead teacher working on A Midsummer Night’s Dream with Year 10.  We give this as just one example to demonstrate the many factors which all teachers were juggling as they decided on their research methods.  This lead teacher had trained 12 years ago, and was promoted in 2008 to a senior management role.  Pilot/preparatory work had already been done to experiment with the ensemble approach with a Year 8 class on Much Ado About Nothing.  

The Year 10 class had completed a questionnaire to guage their attitudes to reading and studying Shakespeare five weeks before the module began.  (This was adapted from the student baseline survey which CEDAR used in September 2007.)  In this school, all teaching groups for English are mixed ability.  

	Over a six week period I intended to incorporate a range of active lessons, note-taking and student responses in order for them to consolidate their ideas in preparation for their essay.  Each lesson was 1 hour long.  Lessons were timetabled in a fortnightly cycle:  in week one, I taught [them] four times and in week two, three times so, over a six week period, I would cover twenty one lessons.. …

I felt I knew them well enough to plan the unit so that they had a practical lesson followed by short writing exercises which would enable them to consolidate their ideas and responses to the active approaches in readiness for their essay.  With the help of the Power Point slides, they would be reminded of previous learning and discussions, and the questions would target the examination board’s criteria or content.  The questions on the slides were structured to allow for differential with the more demanding questions towards the end.  I was interested to see how much understanding my reluctant learners gained from the practical sessions and whether they could transfer this to the writing exercises.  Similarly, I wanted to see how far I could extend my more able students in terms of their analytical and interpretative skills….


Having taught A Midsummer Night’s Dream many times, this lead teacher nevertheless puts aside existing resources so as to take a fresh approach to the planned work.  This decision demonstrates the type of risk-taking which one would hope for in professional development at an advanced level.  It would have been much easier just to recycle existing lesson plans and adapt marginally to a more active lesson format.  

	I wanted my teaching to remain as fresh as the active approaches I was bringing into the classroom.  I also wanted to encounter this as a totally new teaching and learning experience.  The focus of the essay was how relationships and conflict in relationships are established in Act 1 scene 1 and Act 2 scene 1……

The evidence gathered would be, in the first instance, written evaluations in a research journal, with some reflection on how the quality of learning was reflected in the written sessions.  I intended to write the reflections as soon after the lesson as possible and to keep my journal to hand during lessons for any observations I thought would prove useful in my reflections.  I also intended to have at least two lessons observed by colleagues for their professional feedback on how the lessons were structured and the quality of learning through the active approaches.  At the end of lessons, I wanted to have a plenary time whereby students could feed back their ideas including the success of the exercises.  I was particularly interested in observing how the active approaches affected their confidence, particularly the more reserved students for whom speaking and listening exercises were especially challenging.  


This teacher selected five students as key informants, who met at intervals and also individually with the teacher. They represented a range of abilities and different ethnic groups.  The research report gives a careful exposition of the reasons for choosing groups or individual interviews and the difference between probes and prompts.  

Not all teachers use the term ‘ensemble’ in class, but this one explained it:

	I felt that this was important in making them feel a part of the project and to show them that their personal engagement – critically and appreciative – were valued.  I also told them that texts would not be used and that, instead we would be using scripts which prompted a ripple of excitement.  The advantage of this was two-fold:  firstly, with sections of the play photocopied as scripts, they would only need to focus on one section of the play at any one time, thereby reducing any anxiety of tackling a ‘whole’ text – in this case, less was more; secondly, the script became personal – it would be their own working document to annotate with their ideas, responses, questions and in planning activities.


There is much more of value in this action research report, as in so many others.  It is not simple to chose the methods which will best enable one to capture critical moments in the classroom and the effects of those.  Especially when you are yourself teaching the lesson.   For this postgraduate student, ‘reflection’ was a serious business.  Some others also apply very high standards to their own – simultaneous - performance as teacher and as researcher. But overall, in this case the lead teacher concluded that the work under scrutiny through the action research format was:

	a hugely successful experience.  The methods used were highly conducive to mixed ability teaching and learning and most students achieved grades better than expected although I cannot predict that the results would be the same with a different class.  The entire project rejuvenated my enthusiasm for teaching Shakespeare and affirmed my belief that active methods have a place in the English classroom working alongside existing methods.  


3.2.4 Developing classroom practice

The relationship between the postgraduate research and the INSET sessions is very important for both subject knowledge and pedagogy.  

Much of the LPN INSET has generic features but RSC practitioners also deliver focused sessions with different clusters on particular plays.  For these an INSET handbook, detailing the approaches used and other ideas is provided.  One session which we observed on Henry V had warm up activities eg invisible tag and the distance game.  Focusing on the plot meant sculpting ‘The Big Picture’.   Characters’  relationships were explored through ‘To lead and to follow’.  Individual sculpting and replication exercises help with understanding character.  Movement, listening and talking are central.  There is frequently intensive attention to one phrase, a few lines, or one speech.  ‘Henry V in 20 minutes’ may seem a bold undertaking but it is possible.  Teachers who have taken part in such activities improve their own understanding of the play.  They are also well prepared to experiment with pupils so as to cut across the obstacles to understanding which some students face.  The lead teachers who then go on to conduct their own research have a secure basis of experience from which to explore their chosen topics.  

As their research progresses, the findings may be unexpected.  Teachers sometimes describe the subsequent rethinking. Video is widely to support the teaching of Shakespeare at KS 3, often The Animated Tales, but other films too.  When one postgraduate certificate  teacher asked a Year 9 bottom set about this, the students said that watching video was a chance to ‘sit and do nothing’ and it left some of them confused, especially the animated versions:

	The reason for this was alarmingly simple:  with puppets and cartoon characters, the delivery of speech cannot be accurately synchronised with characters’ lip movements.  As such, the students in the target group found it all but impossible to anchor dialogue to specific characters, and as a result, did not know which character was speaking at any particular time and felt unable to access the play.  It is important to note that this is the experience of a generally low ability set; it would be interesting to know whether it would be repeated across the academic ability range.     


Since The Animated Tales are generally considered to be very helpful in developing students’ understanding of the plays, this unexpected finding is important and could clearly lead to follow up work with other groups to understand this better.

This teacher’s report concludes that the way to rejuvenate student interest is not ‘through a persistent “dumbing down” of turning everything into comic strips’ but ‘to go back into the texts instead of looking down at them.. to feel the tensions and emotions instead of being told about them… to experience the richness of Shakespeare instead of simply studying him’. 

Frequently teachers do change their practice as a result of their action research.  

	There are several activities which were often part of my education when learning about Shakespeare – particularly teacher led text marking – that I shall never employ again!    

(Secondary newly qualified teacher)


	As a practitioner who in the past rarely used drama, I am now so much more aware of what a powerful teaching tool it can be.  I have discovered that I want to place speaking and listening at the heart of my classroom, as I have confidence that it is from that starting point that deeper engagement with plays and texts can begin.  I am also working on using active approaches to develop literacy with lower ability students.  (Secondary teacher 5 years experience)


The action research has enabled these teachers to take their INSET learning to a new level.  This confidence comes from the research element which has allowed them to explore the new approaches, to document their effect and to analysis what this means for their students and their teaching.  

The research has also allowed teachers to explore and reflect on what the plays mean to different types of student.  One hub secondary school has 62.4% of students from families in black and minority ethnic groups (compared with 18% nationally) and 36.6% of students whose first language is not English (10.5% nationally).  Here the lead teacher was planning research with a class of 26 students of whom 16 were from ethnic minority groups:

	I hoped that cultural diversity would help my students make the play their own.  With A Midsummer Night’s Dream, for example, I intended to allow my students to create their own setting and scenarios for the four lovers:  could it be a Muslim arranged marriage for Hermia?  Two boys love the same girl through a chat website?  Girl loves her best friend’s boyfriend?  I wanted to make my delivery of Shakespeare a social experience for them.


3.2.5 Effects on colleagues

Schools and clusters vary in the degree to which the action research is filtering into departments and influencing colleagues’ professional development.   The range of effects goes from one lead teacher being invited to speak to a regional subject association meeting, to another whose new schemes of work on Othello  had been taken by a colleague to try out.    

When committing personally to the postgraduate certificate – so that the school could join the three-year programme – lead teachers in these early cohorts did not necessarily have unlimited support from colleagues.  One research report records how the initial visit by an RSC representative aroused the lead teacher’s interest, ‘despite the subtle negative responses of some colleagues’.  Another assignment records how, after the lead teacher had worked in an active way with a Year 9 group for some weeks before the SATs examinations (eliciting enthusiasm and energy from the students), an unexpected visit by the head of department to the class provoked a sharp reassessment:  ‘He reported back to me that he was very disappointed in the gaps in the students’ knowledge…  My class seemed disappointingly ignorant of many of the themes and the general plot’.  This report logs a return to a concentrated focus in the classroom on the written text and essay questions for the remaining weeks before SATs. 

At the point of finishing the action research report, it was too soon for some postgraduate students to be sure about the possible effect:

	I will continue to encourage staff to experiment with GCSE text selections.  I hope also to offer further dissemination of this study through a series of inset opportunities within my department.


Some lead teachers had colleagues who were keen to glean what they could from the LPN link. One reported back at fortnightly departmental meetings, while elsewhere:

	Our inclusion in the RSC Network created great enthusiasm and interest from the very start.  All staff were keen about the training sessions that I attended in Stratford and the sharing of RSC Education approaches formed a part of several Department meetings.  As a result, staff tried the methods out with their own classes almost instantly and we began talking about how we could integrate what we had learnt so far into our existing schemes of work.  In keeping with the Department’s collaborative approach to teaching, we were soon sharing our successes (and of course failures) in the English corridor.  As a result, the Year 8 and Year 9 Tempest schemes of work have been enriched to include opportunities to incorporate many of the RSC Education approaches that we have trialled together.  The impact of these changes will be evaluated as part of our Department’s regular review and enrichment of schemes of work.


Some LPN lead teachers canvassed colleagues’ views as part of their research.  In a girls’ comprehensive school where all staff had taken part in at least one of the LPN INSET days, and all had had the relevant literature, teachers offered astute  feedback in a brief questionnaire on their own experience of working in a more active way with their classes. This report ends:

	After three years I have left my school … knowing that the active approach to teaching Shakespeare has been adopted in some shape or form by all of the staff in the English department.


We discuss the LPN cluster structure and comment on sustainability in Section 4, but should note here that the Network does not operate in a vacuum.  The postgraduate students may have access to other local partnerships giving them a basis for identifying an issue for research and also for sharing the outcomes of that research.  So, at a rural primary school which is part of a small schools network, one lead teacher went into the LPN programme after the local network had already conducted its own research on the impact which drama could have on children’s writing.  Like the teacher quoted in Section 4 whose school had been involved in ‘Exciting Writing’, this provides a promising context for working alongside colleagues and sharing the outcomes of the research.   Indeed, the tendency towards specialist schools in the first years of the LPN was a conscious choice which will have maximised the numbers of colleagues with an interest in research in the teaching of Shakespeare. 

There is a cumulative effect which in some places creates a very supportive context for the research which lead teacher do for the postgraduate certificate.  

3.3  Impact on students 

3.3.1
Teacher attention through action research

The postgraduate students choose to make a great personal commitment to the action research and related activities, including preparation for the cluster festivals.  They are themselves very motivated, and aware of being part of a dynamic network.  Without doubt, the groups they select for the action research will have had more attention than usual.  Students have been directly involved, their views are sought in  questionnaires and discussions, they are asked to comment on particular lessons, and the teacher has maintained a very close eye on their progress, carefully planning and charting each element of their work on Shakespeare both in class and their written work.   School workshops by RSC practitioners bring new perspectives and new skills.  This level of attention from teachers and people from outside school must inevitably have an effect on students.  

As noted earlier, pupils’ responses cannot always be foreseen:  

	A final measure of success for me was that a group of students who were in my Year 7 pilot study volunteered to be part of our school Performance Evening.  I worked with them on ‘Macbeth in ten Minutes’ which was a combination of extracts and narration based on the RSC material.  They were the first group of English students ever to take part in an event of this kind and they were a huge hit…. They stand as a clear example of what the RSC techniques can achieve.  


Students’ attention is also focused through active involvement, novel approaches, and unfamiliar teaching strategies.  Many teachers record the popularity of ‘Whoosh’ and some go on to use this in other areas (eg to introduce narrative poetry).  One teacher observes that the exercise does then lose its novelty effect but still remains very useful.  

3.3.2 Effects on levels of achievement

Some action research reports track students’ attainment.   Reporting on a KS4 top set, one teacher had included the research question:   ‘Are students willing to contribute more of their independent ideas after taking part in RSC activities and to what extent does this improve the quality of their contribution/coursework?’

After monitoring in depth the ways in which students had responded in class during the activities, this teacher could report an identifiable lifting of attainment in their coursework:

	The response to this question is evident in the written responses they gave. Of the 22 students 21 received a grade higher than their target grade.  12 students received an A*, 9 students received an A grade…..


A Head of English who had worked with two Year 10 groups reported:

	With regard to attainment:  18/30 of Set 1 achieved grades at or above their FFT estimates while 17/27 of Set 4 did.  In Set 4, 16/27 received their best grade so far for this piece of course work, when it is often on of the poorer ones in a portfolio.  


In a humanities college one postgraduate student concentrated on a target group of five underachieving Year 9 boys, having analysed SATs papers and found that it was the Shakespeare paper which caused most difficulty.  Working on The Tempest, by the end of her research, she could conclude:

	Of the five students in the focus group 3 attained a Level 5 for reading and one attained a Level 6..  This was a very pleasing set of results from boys who were on the Level 4/5 borderline.  Apart from one student, who was frequently absent, all of the focus group achieved a Reading level of at least one level higher than predicted by MIDYIS.  Even more pleasing is the fact that the class as a whole did much better in Reading than in Writing.  This has reversed last year’s trend and the pattern is not confined to this particular class.


In one project with Year 9 students, which had not prioritised test results, the teacher reported:

	Almost every pupil in the class became more confident in talking and writing about Shakespeare’s language….  In a class of thirty-one, only one student’s attainment grade actually dipped:  twenty-seven showed improvement of one or more sub-levels whilst three stayed the same…

The obvious measurable outcome is that the majority of students improved their attainment grades and twenty-three were now working at (at least) their minimum target grades.  This demonstrates that definite improvement has been made; yet it is impossible to measure how much of this was due to the project itself.


This teacher goes on, however, as so many do, to suggest that pupils’ enthusiasm and greater confidence are possible reasons for the improvement.  

Working with Year 8 students on Macbeth, one teacher who reported many attitudinal effects in students also wanted to consider effects on the group’s reading attainment:

	By looking at pupil responses alongside specific assessment focuses for English I was able to identify clear progression in the way that pupils were able to infer, deduce and interpret ideas within lessons  (Reading AF3).  Prior to starting the Shakespeare unit I had done some work specifically targeting this skill and no one within the group achieved a level 5 for this specific area.  In response to commenting on several characters, exploring their ideas and motivation however, I was pleased to see that, of the 22 pupils in the group, 8 achieved a level 5 for this particular skill.


A teacher who prioritised work on vocabulary for writing used Hamlet with Year 5 pupils concluded that standards for vocabulary for writing had been inconsistent, but:

	Overall the standard of oral vocabulary has improved significantly.  There appears to be a greater maturity of spoken language used and more thought given to the choice of specific words for spoken responses and description.


We are reminded that all action research is work in progress and inculcates a research mindset to support professional learning.  It is likely that this teacher will continue to monitor how far further work of this sort achieves its aims.  

3.3.3 The quality of student understanding and learning 

Evidence about developing understanding and depth of learning comes in many reports from students, teachers and even parents.  An increase in confidence about understanding the plays is evident in the student tracked by one teacher who wrote in a questionnaire response

	I feel much better about Shakespeare now, I always found it a bit scary before because I didn’t really understand it.   I was put off by the words I didn’t recognise and I was worried that I wouldn’t know how to pronounce the words in class.  I realise now that it doesn’t matter if I get them wrong and it doesn’t matter if I don’t get every word.  


Such confidence clearly came from the active engagement in class, as with another student from this group:

	I learnt much more from the drama than I realised, when I was writing my essay I remembered what it was like to be Juliet and have my father disown me and that really helped me when I was writing about her.


This ‘felt’ understanding of characters and situations directly feeds pupils’ ability to analyse and articulate their thoughts, as is clear in many of the action research reports.  

Apart from evidence in students’ attitudes in school, some teachers report evidence from outside the classroom, as with a Year 5 group:

	The parents who spoke to me were absolutely stunned at the depth of their children’s learning.  This enthusiasm was further demonstrated by the children wanting to borrow texts from school and read narrative versions of Shakespeare at home.


In Section 4 we hear also of parents’ responses to the interest they have observed in their children.  

Another report records how a colleague who ran a drama club found children asking to repeat the warm up games they had done in class to share them with others in the club.   

3.3.4 
Finally: enjoyment 

Pupils’ enjoyment is recorded in almost every action research report.  The links between fun, engagement, motivation, effort and development are strong.  As well as increased confidence and new skills, teachers often identify better team work, sometimes expressing this in terms of the ‘ensemble’ approach.  After working on The Tempest with a Year 9 bottom set, one postgraduate student noted:

	It wasn’t just empathy for the characters in the play that I saw develop.  I also saw their empathy towards one another develop.  It no longer mattered who they worked with, so long as everyone was working with someone.

This is something they all comment on in [the] questionnaire.


Enjoyment in a rural primary school meant pupils wanting to share Shakespeare:  

	The value of the project for me became clear by the enthusiasm of nearly all the children……In the words of one I interviewed…  “My dad said Shakespeare was boring, but he’s got it wrong!  I’m gonna tell him about Hamlet.  It’s got murders and castles and stuff and that’s not boring.  What play are we doing next?  Can we do acting again?  That bit was the funniest!”


The reports overwhelmingly report students’ enjoyment, creating a strong impetus for engagement. This can encourage more effort and carry a student to new heights or lead to exploring unfamiliar areas.  The teacher is perfectly placed to track this and can sometimes record how students’ initially indifferent or negative response to the idea of ‘doing Shakespeare’ may over the weeks turn to animated involvement, encouraging higher order thinking skills and richer written work.  

Some action research studies identify individual students who are then followed during the Shakespeare module.  There are striking examples of particular achievement, sometimes from students who had less confidence than their peers, or had not previously shown much engagement in more conventional settings. 

3.4 
Balancing the strengths and limitations of action research

In the best tradition of action research, these reports benefit from their closeness to the specific context.  This is apparent in the choice of different Key Stages, different ability levels, gender concerns, EAL issues, cross-curricular work, how best to cater for the gifted and talented etc.  

The risk of ‘cosiness’ inherent to some action research is countered by the high quality input which these teachers had from the world of professional theatrical practice alongside that of educational practice and research.  LPN teachers are shown strategies to extend their teaching skills but these are not mere ‘tips for teachers’.  They are grounded in fundamental principles of active learning.  The action research reports show a high level of professional curiosity, reflection on professional practice, and awareness of issues beyond that particular working environment. 

Teachers working within the LPN programme consistently write in their action research assignments about the extent to which their ideas have been challenged, the degree of rethinking they have done about their teaching practice, the refreshed and enthused approach they have developed, and the new confidence they feel about working with active approaches in teaching Shakespeare but often in other areas too.  Not all are early career teachers - some are already experienced and competent middle managers:  they are therefore well placed to become such in-school ‘coaches’.  Some lead teachers have already developed a leadership role with partner cluster schools, in pedagogical as well as administrative ways.

The assignments have the rigour of M level study, though the scope of the empirical investigations is restricted within the time available for the Certificate.  These studies are practice-based but also capable of drawing on existing theory as well as developing new theoretical directions.   Many reports explicitly connect the individual study with the key texts on action research, or experiential learning most often with work such as Kolb (1984).     

The literature covered also takes in approaches to active teaching and learning.  One report for instance charts different pedagogies in using drama in the classroom over the past three decades, the risks associated with drama and classroom management issues, and planning for lessons involving drama.  

The M level standard of research required for the postgraduate certificate requires teachers to look to the wider context and relate their own daily professional practice to existing and on-going debate. 

Final note

It is interesting to see how, even in the action research reports, some postgraduate students use the shorthand expression ‘the RSC methods’.  The ensemble approach in rehearsal does not of course belong exclusively to the Royal Shakespeare Company.  And the active learning approaches which use that rehearsal style so effectively derive equally from a body of academic work focused on pedagogy informed by research.  We have heard Gibson (1998) described as the LPN’s ‘Bible’, but students often cite publications by Atherton, Bottoms, Neelands and Winston in their research reports.  

The balance of theory and practice which they have through the LPN/PG Certificate leads to very good M level work.  The quality of the action research done by lead teachers was recognised in the most recent external examiner’s report for MA Drama and Theatre Education, which said that ‘Some of the coursework assignments show the potential of the course to positively influence and improve practice in schools.  This was particularly evident in the Teaching Shakespeare modules where the impact on the learners in school was credibly documented’.   

When RSC’s education department first discussed evaluation with CEDAR in 2007, we saw the network’s aims as very much being to create a community of practice which was to be about pedagogy as well as about Shakespeare’s works.  The action research studies are a strong consistent element in this. They give extra skills to the lead teachers in each cluster whose research is supported by the postgraduate certificate programme.   Alongside that, the cluster framework, INSET in partner schools, and the regional festivals are all channels through which the Learning and Performance Network has been creating that community of practice.  
4.0 The LPN cluster model of CPD delivery

4.1
 Structure and function of the hub and cluster CPD model

The White Paper on 21st Century Schools, due in Spring 2009, will outline plans to strengthen partnership working between schools and other agencies so as to deliver the mission for 21st Century Schools. Section 1.9 of the DCSF consultation document states:

We therefore intend to work with partners to develop a 21st century school system in effectively with parents, other providers and wider children’s services. These partnerships will support improvements in outcomes and, in turn, children and young people’s life chances by:

· providing a more personalised approach for each child and young person, through ensuring greater integrated working and coherence between services;

· delivering a wider offer: schools can provide collectively, and with other partners a greater range of provision than they can alone;

· meeting additional needs: as the main universal children’s service, schools are key to ensuring problems are identified early and addressed;
· contributing to school improvement through maximising the impact of the best leaders and governors and sharing effective practice and professional development;

· making the best use of resources: for example, through sharing staff, functions and facilities across a number of school sites; and ensuring greater collective accountability for outcomes for children and young people in the local area.

In this section we provide the qualitative evidence from cluster schools in particular that the LPN/PG Certificate programme designed around a hub and cluster model has modelled these positive potentials of collaborative working between schools. 

As we have noted in Section 2.0, 100% of Lead Teachers and 92% of Cluster School Teachers agreed or strongly agreed that working in clusters was an effective way of improving the quality of teaching and learning across schools in a local area .We also report in Section 2.0 on the very positive responses to the sustainable impact on cluster schools of the English/Literacy INSET provided in year one and the regional festival in year 2.81% of Lead Teachers and 90% of Cluster Schools agreed that the Regional Festival was itself an important catalyst in getting the cluster working together.

What interested us was the notion of working with other schools. The future is to work together its got to be (Head Teacher)

The plan for the LPN was designed to create  a cascade effect so that the CPD offered would reach the maximum number of schools and influence classroom practice at all ages and stages in a local area. The accredited and in-depth training that the English and Drama Lead Teachers undertake prepares them to work as mentors/coaches and instructional leaders in their own departments, school and clusters so that the introduction of the  RSC approach in each hub and cluster is supported by local expertise and modelling of best practice. The hub and cluster structure allows for the wider dissemination of the RSC approach and encourages dialogue and the building of communities of practice which are further strengthened by the Regional Festivals. 

Only the Postgraduate Certificate Lead Teachers have the benefit of the residential training and supervision at Stratford and Warwick to support their postgraduate study but all cluster teachers share the RSC INSET provided in Year 1 at the cluster hub schools.   Ahead of each regional festival in Year 2, cluster partners share in INSET sessions which focus on the play to be performed.  Each partner school has two half-day workshops on site where an RSC practitioner works with a class group.  The clusters are therefore the skeleton which frames this complex CPD programme.  

We have to do it. The RSC say ‘you’ve been chosen as a hub school now make it zing! We’ll support you, but you’ve got to espouse it. Believe in it”. (Head Teacher)
The coordinator in each cluster is usually the senior member of staff who made the application to join the LPN.  Two lead teachers in English and in drama study for the Postgraduate Certificate at the University of Warwick.  This is good practice in CPD because it avoids as far as possible the ‘lone champion’.  It encourages mutual support and discussion between the lead teachers about practice and theory as they conduct their action research.  

The co-ordinator and these teachers undertake to organise the regional festival which means that the hub school must collaborate with the partner schools in the cluster which initially agreed to support the application to the network.   

This showed foresight and a readiness from both the RSC and the University to take risks and to share the development of the clusters with the local groups.  Though there was an agreed framework and schedule, clusters retained a high degree of autonomy. 

We are creating a meaningful network not being directed to one, which I think is better. It’s about the passion of the teachers. They have been an amazing team  

   (Head Teacher)

In three years the LPN has extended its activities in England from 9 clusters in 2006-07 to 42 clusters in 2009-2010.  Appendix 5 gives a map of these clusters and Appendix 4  lists the schools involved to date with key statistical information.  This shows a growth from 34 schools in 2006-07 to 250 schools, including the cohort just recruited to start in 2009-2010.

These clusters have varied in size from one hub and two partner schools to one hub and 11 partner schools.  The confidence of the hub school and its ability to deal with its partners is a critical element for the success of the LPN’s activities because much depends on the hub school as intermediary.  The more stringent criteria now being applied to the application process are designed to help the LPN to assess this.  

The Postgraduate Certificate cohorts of lead teachers are constructed within the cluster framework, but the action research done by lead teachers, reported on in Section 3.0,  mostly centres on their own classrooms, so the reports submitted for assessment give limited information on cluster relationships.  To gain information about the three questions posed by TDA, and especially about the cluster experience, we visited five clusters of schools and interviewed 25 people. From the five cluster case studies we gained current views on how the LPN cluster framework has operated. In this section we hear in qualitative terms how the clusters operated, what hub and cluster teachers have learned and what their students have learned. 

4.2.
Cluster sample

In Appendix One we give detailed case studies of three of the five clusters to reveal the  complexities and diversity of cluster working and the many different interventions, relationships and effects that working in a cluster can produce. This qualitative evidence is vital to unpicking the survey responses reported in Section 2. In this section we are drawing on evidence collected during field visits to all five clusters to provide a concise evidence base in response to the TDA key question about the effectiveness of the LPN model for cluster working. 

Table 4.1 The schools involved in the cluster sample.

	London 06

Queen's Park Primary School (Hub)

Barrow Hill Primary School

St Mary of the Angels Primary 
	Oxfordshire 06

Icknield Community College (Hub)
Watlington Primary
Gillotts Secondary School 

Oxford Community College

	Yorkshire 07

Kiveton Park Meadows Junior School (Hub)
Badsley Moor Junior School

Harthill Primary School

Kiveton Park Infant School

Swallownest Primary School

Todwick Junior and Infants School

Wales High School
	Cornwall 07
Brannel School (Hub)

Foxhole Primary School

Nanpean Cummunity Primary School

Roche Community Primary School

St Dennis Community Primary School

St Stephens Community Primary School

Whitemoor Community Primary School

	Northamptonshire 07

William Parker School

Ashby Fields Primary School

Braunston CofE Primary School

Falconer's Hill Junior School

The Abbey Junior School


	


Demographic data for all of these schools and for the 06/07/08/09 LPN cohorts is provided in Appendix 4.

Two of the clusters visited - London and Oxfordshire - were in the network’s first cohort (06) so in each case two teachers have now been awarded a PG Certificate in the Teaching of Shakespeare.  Their regional festival took place in 2008.  Three clusters - Cornwall, Northamptonshire and Yorkshire - are from the second cohort (07) where the lead teacher for English has now completed the PG Certificate and the lead teacher for drama will submit in September 2009.  During the timespan of this project, teachers in these clusters were preoccupied with work for the regional festivals in March 2009.   

This deliberate mix of the two cohorts was valuable because people who had worked on the 2008 regional festival had in retrospect a steady perspective on the event.  Those working for the 2009 performances conveyed the immediacy of the situation and made some telling observations.  

We also chose these groups so as to take account of a range of geographic, socio-economic, and secondary/primary features.  In its first three years, the LPN encouraged diversity, imposing few restrictions on cluster format and so some very different models emerged.  There is no ‘typical’ cluster in this programme.  Conversely, none of those chosen for research visits could be described as atypical, even if a particular element was uncommon within the programme as a whole.   The LPN’s head of school partnerships observed in interview that the clusters are essentially ‘idiosyncratic’.  

4.3
Cluster variables

We highlight below factors which have fostered success, and signal features which can cause difficulties in particular situations.   This approach respects the individuality of cluster arrangements.  It also helps to identify elements which others might successfully replicate.

· Prestige of being associated with the RSC ‘brand’.

· Recognition of unusual opportunity for cross-phase INSET at hub school  from RSC facilitators with educational/theatrical expertise. 

· Kudos of being part of a national network of professional learning and innovative teaching.

· Level of senior management support in hub and cluster schools

· Pre-existing relationship of the hub school with cluster partners (including whether the hub school is secondary or primary).

· Degree to which the LPN project fits with school development plans and/or departmental priorities. 

· School’s track record of involvement in arts-related initiatives.

· Efficacy of channels of communication between schools eg by telephone, email, letters, bulletins.

· How far the hub school co-ordinator and colleagues are pro-active in communicating with and supporting cluster partners.

· Geographical/logistical features of the cluster eg travel time between schools.

· Readiness of colleagues and partner schools/ staff to commit to the process, give (uncosted) time and take risks. 

· Costs eg supply cover, travel, resources for production.

· Socio-economic context eg access to arts events especially live theatre, parental support for travel to events.

· The role taken by secondary staff in eg taking primary workshops with pupils, delivering  INSET to staff, taking a mentoring or coaching role, providing resources for the production and/or an administrative framework. 

· Generous opportunities for high-quality INSET delivered in individual partner schools.  

· Double-edged impetus of working towards the regional festival:  provides opportunity/threat; chance for collaboration/competition.

· Platform within the community for own school’s activity to attract interest beyond the school’s own intake.

4.4  
What can we learn from the LPN cluster model?

The five clusters described in Appendix 1 gave us the opportunity to ground this report in up-to-date reflection on experience of being part of the Learning and Performance Network.  In reviewing the data on clusters we focus on three themes:  

· creating a community of practice, 

· effects on teaching and learning, and 

· practical concerns to bear in mind when planning future programmes.

4.4.1
Creating a community of practice

Behind the RSC’s education programme was the intention for the company to become a ‘learning organisation’.  Early in 2007 RSC staff first discussed with CEDAR ways in which the developing network might be evaluated, and we recognised that the network, with its high level CPD based on both study and training components, was entirely about situated learning and developing a community of practice (Lave and Wenger, 1991). 

The cluster approach has been one of the most distinctive components of the RSC- Warwick programme to create that.  The network aimed to ‘create a community of practice within the classroom, within a department, between departments, between schools in a region, between schools nationally, the University of Warwick and the Royal Shakespeare Company’ (RSC aims for the LPN).

In the case of the LPN, clusters were often closer to the original concept of a ‘community of practice’ in the sense that they were not formal and accountable structures but rather self-selecting networks between like minded professionals working in different schools but sharing a common interest and often passion in Shakespeare, drama and the arts more generally. These groups of networked individuals were often key to getting other staff to buy in and championing the LPN within their own place of work. As is often the case with communities of practice, there was a blurring of the professional with the personal, curriculum and extra-curricular activity, school and beyond. This level of commitment is likely to be engendered by passion and also a shared concern for what many of the schools involved, particularly primary schools,  saw as the marginalisation of the arts and humanities in the curriculum. We noticed a difference between the meaning of cluster when associated with the specialist area of Shakespeare and drama as opposed to clusters based on generic and national priorities such as literacy and numeracy which are often formally established by the LA or other agencies and which have a higher level of accountability. 

Starting points 

At a local level, teachers involved in the project accept a high level of  commitment and risk-taking.  This may be at its simplest a matter of personal/ professional expertise, as with this primary teacher 

	I said to [the hub school lead teacher] would we be OK to do it?  Because I’m not a drama teacher and [to her colleague] you’re not a drama teacher.  How do we go about teaching that sort of language and style of acting to the children?  But she said we’d be fine and she’d help us if we needed it.  But we haven’t. (Cluster Teacher) 


It can also be in having the confidence to take on the management of a demanding project when the real commitment from other partners is not yet rock-solid.  Lead teachers had to be pro-active to attract colleagues from other schools to a programme which offered much but was - in the first years - still unproven.  One lead teacher (who in the end created a strong collaborative group) recalled:  

	I was a bit apprehensive about that to start with.  I didn’t know if we’d have anybody on board.   (Lead teacher)


Some hub co-ordinators extended the INSET to all teachers in their school as well as or separately from all teachers in the cluster.    Others chose to go wider, outside the cluster, and invited subject teachers from other schools in that local authority. These were ways to broaden the project’s scope and maximise possible effects when an expert practitioner was booked to deliver INSET in one’s school.  

A secondary teacher recalled how one RSC practitioner used Much Ado About Nothing as a way to demonstrate to colleagues in other departments some ways in which the techniques introduced could be used by for instance PE department staff or the history department. In this school,  

	We like to think of innovative ideas and how we can change, develop education and make it a better experience for teachers and students.  (Cluster Teacher)


The case studies in Appendix One show that clusters have varied hugely in their structure, in whether they already existed or were set up for the LPN activities, and in the capacity of the hub school to organise events for and with several partners.  This applies even in a pre-existing cluster.  And a newly formed group may be driven by its enthusiasm for the LPN but making the regional festival happen calls for good liaison and a pro-active approach from the hub school.

	A lot of things were already in place before…  there were strong ties.  We had outreach stuff.  And the heads know each other.  And because we’re a small community the staff  know each other anyway. 

We did go out…  we made direct contact.  We rang them and emailed them and said ‘Can we come and talk to you about the project.  We took a pack of stuff. (Lead Teacher)


INSET and workshops in cluster schools

Fantastic – extremely passionate and animated. Great ideas for small group work. Very multi-sensory – children are going to love this     (Cluster Teacher)

In Section 2 we reported on the overwhelmingly positive response to the cluster based CPD and workshops and we also reported on the growth of confidence in key areas of the SUFS pedagogic model amongst cluster teachers as well as lead teachers. 

In year two, in preparation for the regional festival, RSC decided to send practitioners to deliver two half-day workshops in every cluster school, however small, working with individual class groups.  It was an important decision.  This intervention, very much tailor-made to the needs of each cluster school, meant that, at a critical time, the RSC practitioner could target the needs of the individual school and also reinforce collaborative efforts within a cluster. These workshops were a very important factor in the third sector partnership bringing artists and theatre professionals into direct contact with a wide range of pupils.

They (the pupils) come from a home culture that is not likely to introduce them to this kind of thing. Its not just about thinking beyond the box, it’s about being aware that there is a bigger box. The sort of people they have met, we have dramatists, production people who have very different lives to their own. But not a million miles from what they could be,,,It’s not just what these professionals do in a professional capacity but the conversations they have with the children  (Head Teacher) 

Cluster school teachers interviewed in three of the five clusters had only praise for the way that practitioners had worked with their pupils and for what they and their pupils had gained from these workshops.  Since these people were not themselves part of the Postgraduate Certificate programme, it is telling that the high quality training takes in people who are at the periphery just as much as the core postgraduate lead teachers.   

	The most impact on the children was from Gill coming into the school.  Without Gill we wouldn’t have what we’ve got… Gill really brought Shakespeare alive for the children.  She made it fun, exciting… they adored her.  She’d got a wonderful manner with the children and her enthusiasm really rubbed off on them and they’re just totally absorbed in it now  (Cluster teacher). 


Another primary teacher remarked in similar terms about the effect which a (different) practitioner had on her pupils:

	She was brilliant.  She was absolutely brilliant.  She came in for a morning and she got the children really enthused. …

I’m no drama expert.  I know a few techniques – but the children almost took it better from her because she could be very over the top and flamboyant and obviously, not their normal teacher so:  totally in there, they got involved in it.  (Cluster Teacher)


The year one INSET was focussed on literacy and English and again had a powerful motivating effect on the cluster schools which got involved. The intensely practical nature of the training meant that teachers were offered transferable skills, experiences and ideas which many used extensively following on from the INSET itself. 

The INSET for staff has been amazing. We used that INSET (on Hamlet) in a writing task across the school..the writing was absolutely amazing, the difference it made..they were all different because it had come from inside them.. they had worked on it physically..lived it individually as well as collectively. It was like a pouring forth of all that was going on inside. In order to say it they have to live it.  (Head Teacher)

Peer group support and experiential learning 

The cluster-based approach was a powerful catalyst in many ways.  It is very clear that both teachers and students enjoy the active ways of working in class which have been promoted by RSC practitioners and Warwick tutors.  The cluster format gives a supportive environment in which to experiment with unfamiliar techniques, and the experiential learning is something which many teachers speak about.   

	You feel sometimes a bit silly as well because what should you be saying?  How should you be acting?  And I think that’s why it’s been more successful, because we’ve been in that position.     (Cluster Teacher) 


	Some are a bit shy about standing up – as we are – and that’s another thing I’ve enjoyed about the training, working with your peers and actually seeing the way your colleagues cope with that pressure.  You’re obviously able to identify with the students who are sitting squirming in their chairs.  And you can identify the ones who are always going to volunteer and actually we’re like that as adults….  Doing that actually as adults, you think ‘That wasn’t so bad and actually I enjoyed some parts of it’.

So I think that sort of reminds us as to why we should be doing that with students.  (Cluster Teacher)


It’s important to stress that all the INSET and workshop activity was drama based and modelled an ‘ensemble’ approach to class teaching. This meant that teachers attending were expected to be up on their feet, working in role, using dance and other arts activities in just the same way as the RSC would work with pupils. The skill of the RSC was in making the INSET non-threatening and accessible for all. There was an important pedagogic dimension here, encouraging teachers to take risks and be inventive and creative together with other teachers from different schools in order to give teachers the experiences and tools to replicate this practice in their own classrooms. 

By doing this together we were constantly coming up with new ways of doing things, working with other NQTs was lovely…it was absolutely fantastic to work across different age groups and see what progression looks like..drama has started to come to the fore of my everyday classroom practice  (NQT Cluster Teacher)

We comment on sustainability in Year 3 at the end of this section. 

4.4.2
Effects on teaching and learning

Teachers’ subject knowledge

The need for subject knowledge varies widely between a primary school teacher who may wish to introduce three or four plays to pupils as ‘taster’ experiences and a secondary teacher of English or drama who will have specific aims in working with Years 9 and 10.  These may be to give a grounding in understanding Shakespeare’s plays because they are part of our cultural heritage; it can also be to provide a basis for further study for those students who decide to pursue literature or drama in some way after GCSE.  

I was working with the RSC over the last two years and those were the years I was working with Merrell (another class teacher). It obviously had a very big impact. She throws herself into it. She seems to have absorbed a lot. I showed her how to do text work based on the ideas that we got from the RSC last year so that she could develop some scenes..we did punctuation walks through the text and we took scenes and though about how it would look if each speech was reduced to one word to get to the essence of it. It was a dialogue between us. All the ideas we used came from the RSC input because before I had no idea how to approach the text beforehand.    (Lead Teacher)

Teachers interviewed confirmed that their knowledge of Shakespeare’s works had been extended or deepened but they spoke just as much about the pedagogic and skills development which they had experienced. 

As the results in from the survey reported on in Section 2 demonstrate, most teachers have widened their repertoire of teaching skills through the regional INSET and readily talk about the techniques which they have personally found most useful.  The strategy which is mentioned above all other is the Whoosh exercise, which has been keenly adopted by both primary and secondary teachers.  They spoke of using at with novels (eg Lord of the Flies, Great Expectations, and Treasure Island) and with poetry (multi-cultural poetry, Conrad’s  An Episode, and with narrative poems).

As English Co-ordinator, it has really given KS2 teachers skills to tackle Shakespeare texts and other in a way that will engage children of all abilities          (Cluster teacher)

Other techniques which they mentioned included various warm–up exercises; ‘hotseating’ and ‘teacher in role’; soundscapes, freeze frames, conscience alley and building tableaux (see Appendix 11). 

In rehearsals and performance we saw several strategies introduced through INSET sessions being used effectively on stage.  There was sometimes group choral delivery, sometimes echo effects, frequently long speeches were shared between the group with lines or phrases delivered either individually or by a small group in unison.  

I think one of the main things is that you are not actually aware that you can do it. It’s so daunting in the beginning and it’s so scary and you are so scared to fail but when you actually get into it it’s really not that hard. When it comes together its really rewarding to see that yes you can do it and yes they can do it. I learned a lot about the text. It actually made me go to the library and get a couple of books on Hamlet and to read up and get stuck into the text myself. It has definitely been a learning curve and I have learned that I can do it, even without having any drama experience, obviously with help from….(lead teacher) and other teachers. I’ve learned a lot (Cluster Teacher)

Since the LPN began, national changes affecting primary learning have created a different context and one teacher saw the LPN INSET she had done alongside the new literacy strategy.  

	It is very much focused on the practical aspects of the literature so before the children do any writing, whatever you do, whether it’s poetry, playscript, whatever you’re doing, you study them first, read them, act them out, have  a go at them – your drama – you do anything other than writing basically.  So the children get familiar with that piece of text and then you go in to modelling writing and then the children do their own writing.  So we’re quite heavily into the practical side of writing anyway.    (Cluster Teacher)


This teacher found that some techniques explored in the LPN INSET were akin to previous work she had done, including using the ‘thought tunnel’ or ‘conscience alley’ exercise.  The staff at this school had done the ‘Exciting Writing’ training which uses drama and promotes the understanding of a character through active methods before having to write.    

As with any initiative, teachers see ways to extend the possibilities.   With two Year 6 classes, one cluster teacher used the plot of the play as the basis for literacy reinforcement.  She constructed sentences about the play which were printed out in very large font on banners and displayed on the classroom walls.  Each one included specific parts of speech – labelled - which these pupils were supposed to be familiar with.  

“Without pausing for thought, Hamlet turned and stabbed the hidden man.”

“Suddenly the tormented ghost vanished as quickly as it had appeared.” 

We note here the inventiveness which teachers bring to maximising learning opportunities:

Will use and promote development of these approaches with the children I teach and the teachers with whom I teach (Cluster Teacher)

Teachers’ confidence 

Most teachers comment on their increased confidence:  for some there has been a complete rethinking of how to tackle not just Shakespeare but other demanding texts, and how to prepare students for SATs and GCSEs.  

	It was kind of a revolution…. It improved my confidence and made me realise that actually you can get written outcomes from active work because that was what I was really worried about.  I was worried that it would impact on the results of the GCSE. (Lead Teacher) 


A head of English who had taught for 9 years could say:

	I became far more confident as a drama teacher as a result  (Cluster Teacher)


While a head of drama teaching for about the same time commented:

	It’s really strengthened my whole approach to teaching English through drama….  It has really taken off some of the blinkers I had and made me think.  The whole language debate as well.  Do I need to address language in drama lessons?  That whole area.  I think I’m ready to embrace using language …   (Lead Teacher)    


One unintended outcome of the project has been the discovery that the RSC approach to teaching, performing and learning Shakespeare in KS1/2 has given non-specialist classroom teachers much more confidence to teach drama. The structure of the plots, characters and settings and short extracts of text together with the RSC toolkit of ideas has offered these teachers a template for planning and delivering the drama entitlement for their pupils. 

One aspect of teachers’ confidence concerns the expectations which one has for students.  Even very young children (here Year 4) could surprise their teachers:

	You can look at a line and you think ‘Gosh, they won’t know what that means’  But actually they really can start to pick out what some of the things mean – better than we had – some of the lines!                          (Cluster Teacher) 


Asked about effects on students, another primary teacher replied in terms of not attainment or skills but rather the experience which they had been given, admitting that teacher expectations can be fallible:    

	Just the fact that they’ve enjoyed Shakespeare and also from my point of view I’ve given them access to something that I –ordinarily – I might not have given them access to.   I might have thought sort of ‘This might be a bit hard for them.   Perhaps some of the class might have accessed it but….’  

[It was] all of them.  And actually I’d have done them a disservice because they’ve all been able to access it at whatever level.    (Cluster Teacher)


Throughout this report we have stressed that teachers have tended to report on the more holistic and ‘bigger picture’ impact of the RSC partnership on pupil outcomes rather than on levels of achievement in individual subjects. 

It has raised aspiration. Really clearly. What we are aiming to do as a school is raise aspiration of what’s possible for their futures. Unless they see it and experience it, get a taste of it, then how else do they know that there are those aspirations out there? This has been about looking towards the future                      (Deputy Head)

Teachers’ enjoyment

Immediate enjoyment came from working productively with the classes concerned and from seeing pupils flourish in the project.  Being involved in a large programme was a positive experience for cluster teachers as well as lead teachers.

	This is the only thing I’ve done with another school…. We go for meetings and things with other schools but…. I think it’s been really nice because the teachers I think we’ve become quite close with Steph and Rosie and Jane – to share that, and I’ve got email addresses and it’s quite nice to say ‘How are you getting on with your scene?’ and they’ll say ‘Oh, it’s dreadful’… Someone else is feeling, going through what you’re going through.        (Cluster Teacher) 


Teachers also get pleasure from the way in which the project helps develop creative work:

	We did play scripts – we spent two weeks when we introduced it and we talked about play scripts and language and that sort of thing.  But then, having to put my SATs Year 6 teacher hat on, it sort of shelved it if you like.  That’s just one of those things.  It’s Year 6.     (Cluster teacher)


Three hundred miles away, another primary cluster teacher was looking forward to returning, after SATs, to do more work on scripts and on a different Shakespeare play from the one which her pupils had learned about for the festival.  

Its important to note that many of the primary schools in particular were already very committed to the arts, many have Arts Mark Gold for instance, and have worked with other leading cultural organisations but never to the same extent. For these schools, the RSC LPN gave them the opportunity to focus on areas of the curriculum and community life of the school which tend to be marginalised in national strategies and programmes of support. We report on the ways in which teachers in these schools saw the RSC project as being distinctive from other forms of CPD and work with other cultural organisations in Section 2. 

Teachers’ appetite for CPD and further study 

Within the network, cluster teachers take part in high quality INSET, delivered locally.  PG Certificate teachers from hub schools participate in professional development events at Stratford and at the University of Warwick.  Their action research projects are supervised by Higher Education tutors who have long promoted active approaches to teaching drama. Teachers must be very motivated to take part in these residential sessions, conduct a school-based action research project , analyse the data, write an assignment, and also take a lead role in organising the regional festival.  

However, the best models of CPD and postgraduate study do create an appetite for professional lifelong learning, as with this teacher whose enjoyment of postgraduate study had grown over a two year period:

	I’d really like to continue the link with the RSC because I’d like the Master’s to be in the teaching of Shakespeare.  Because my Year 1 research linked to my Year 2 research and if I was going to do something that linked in again….  

It feels like there’s a natural progression to do a third year now.  Because there are more questions that are unanswered…  

You can make as much of the Warwick link as you want.  We’ve got the same resources available to us as the students have on-line.  You are a member of the University and that’s what keeps you focused as well.

(Lead teacher)


This is a classic example of how lifelong professional learning develops.   There is the combined stimulus of academic study which has theoretical pedagogical and practice-related aspects, alongside direct theatrical practice which can also inform classroom practice.  This student had made the link between these different forms of input, and that combination created the wish for more postgraduate study in this area.  

Organising the cluster activity and reflecting on its outcomes may have strengthened her intention but it was clear that the impetus here comes from not only the Warwick and Stratford input but also the experience of doing INSET with cluster school colleagues.   

The collaborative effort needed to produce a festival and the euphoria it usually engenders are the most visible outcomes of cluster working. Less visible, but equally important, is the fact that in each cluster two teachers have undertaken postgraduate study related to their own schools. This has boosted their position and confidence and been a strong component of the way in which the programme has in the past three years used clusters to build professional capacity.

Students’ subject knowledge

Teachers both primary and secondary were clear that their students had, at a simple level, understood the plot of the play they were studying:  ‘they know it inside out ’.  At a deeper level, they engaged with the issues because they had been able to explore them through direct, active classroom activities which tapped into a range of learning styles, recognising the multiple intelligences in any group.   Most teachers interviewed spoke in these terms, and but we are constrained here by word limits from exploring this more fully. One year 6 pupil wrote in her journal: 

I really look forward to doing Shakespeare when I come to school…Instead of just writing what happens in the play, like conversations between characters, we actually live it and we try to feel how the characters must feel. I think that is a good way of learning.   (Year 6 girl)

At one school where Year 6 pupils were putting much energy and concentration into their performances, the teacher recalled how they had used the Animated Tales but also the Orchard Press versions of the plays before starting to prepare for the festival:

	I don’t think they could act like they’re acting without them knowing the story inside out and I think that was the key to it – doing all that bit first.

 (Cluster Teacher) 


In addition, the interplay between a teacher’s assessment of what is possible and pupils’ response is not always predictable, as this account shows:

	My opinion had always been, ‘Oh, I don’t think they’re going to access it, understand it.  So I kind of shied away from it.  But they love it.  They absolutely love it.  And I’ve got two boxed sets of the Animated Tales and they’re now choosing to take those home for themselves.  They’re really quite switched on.  We had a parents’ evening in February and I had about a dozen parents saying to me,  ‘I can’t believe it.  They’re bringing Shakespeare home to read.’  

So I suppose it’s having that knock-on effect for parents as well.  Because they’re reading to parents and talking about it – they’re sharing Shakespeare, if you like.                                                                                     (Cluster teacher) 


RSC practitioners working with pupils provided a stimulus in many ways.  Sometimes primary school children who were reticent when asked what they know about the play went on to show in the workshops that they were indeed well informed and understood the issues.  

Students’ technical skills

Even cluster teachers who themselves had no background in drama were able to help pupils to develop certain technical skills, partly thanks to having participated themselves in INSET sessions, and partly because in the second half of Year 2 they observed RSC practitioners working with their pupils.   

So they mentioned techniques for voice projection, for remembering lines, for lifting one’s performance, and for concentration.  These performance-related skills are in addition to the improved teamwork which many teachers identified.  

Several teachers spoke about students who do not normally flourish either because they are less able or less confident in public.  The workshops, and being part of the performance had helped such children to rise to the opportunity and some had shown unexpected ability.

	Also for the kids – the other children saw them in a different light as well.  They only ever see them as shy and quiet in the lesson, whereas they were quite forthcoming    (Cluster Teacher)


Many schools reported that the regional festival in particular had benefitted challenging and challenged students. One school represented at the Regional schools celebration in Stratford were proud to have four pupils with SEN statements performing on the Courtyard Theatre stage. 

Students’ personal skills

Teachers spoke of students’ increased self-confidence, awareness of others, teamwork, and group support.  They were very aware of the inclusiveness of the project and volunteered examples of children who would not usually shine in class but who had shown themselves in different colours as a result of the active teaching styles adopted in the classroom and the chance to perform in the festival.   These examples often featured pupils with behavioural problems, but teachers also noted that children who do not usually excel in class because of learning difficulties can make a real contribution within the ensemble approach and may surprise their peers by their abilities in this context.  

The format of the festivals allowed for an inclusive view rather than selecting for exceptional talent.  

	We haven’t just picked the most able…  There are some children in there, like one of my Year 4 girls, that really – literacy, their levels are very low for their age – but something with drama, where they can be someone else and put on a costume …. for a lot of the children, their self-confidence and self esteem it’s raised has been huge.  It’s been amazing.    (Cluster teacher)


Working as a group takes the pressure off the individual:

	By working in this way it gives a lot of them the confidence that they’re not just standing on the stage and their own….  And they won’t get dumbstruck…

A lot of the quieter ones that excelled with the language yet normally they wouldn’t stand up in a literacy lesson and answer a question, or go on stage and read something that’s’ out of the ordinary.  And it’s not fazed them.  

(Cluster Teacher) 


Though stressful, the festivals were very rewarding for teachers and pupils, even the communal rehearsals:

	It’s been really good to work together with other people and coming together on Saturday was really nice and the children – you could see – they were chatting to others in other classes and they were enjoying it and I think its nice to be part of a big project.        (Cluster Teacher) 


Cluster schools as well as hub schools are keen to use their involvement in the network.  Web sites often show photos of rehearsals and performances, and  articles in the local press, even the national press, have raised the public profile of participating schools.  

Closer to home, some teachers found that parents noted their children’s interest in the project.  In two primary schools, pupils were borrowing abbreviated versions of Shakespeare’s plays and talking about them at home.  Less helpfully, some primary teachers found that they had to explain to parents how the performance was designed: 

	They all wanted their children to have a speaking part…..  the children – some got quite upset.  I explained to them that they are all equally vital to the scene.  I think they’ve realised it now.

The parents didn’t realise either that it was really an ensemble piece – it wasn’t that ‘You’re this’…. but teamwork.       (Cluster Teacher)


But in many cases, we witnessed real community pride in the pupils’ performances for the regional festival. At one an older audience member left a note which we have reproduced here just as it was written: 

My spellings not very good. But thank you, I think that getting young people to 

learn and understand Shakespeare is a big feet it self. So my hat go’s off to 

you. That people don't know now how to talk to each other. But by Shakespeare, people learn how to tolk love without owning it an tolk anger by not using a gun. 

It lovely to hear kids talk with feeling. Thank you again.           (Older audience member)                                            

4.4.3  Practical concerns 

Cautions about what can be expected of cluster working.

Some of the teachers who got involved in the network in its first years were not at the start entirely clear about what this would entail in terms of the aims and process.  They made a leap of faith.  One teacher recalled some uncertainty among the cluster schools:

	At the initial training day we didn’t know much about it.  That may have been a problem for other schools there.  Some people didn’t turn up.   (Cluster Teacher) 


Since then, the network has established a track record and had publicity nationally for its work.  The web site now provides information for all teachers including potential participants.  Among this are some very useful short case studies of how teachers have used their work on Shakespeare with specific classes,   There is much more clarity about what is involved and schools about to apply to join the network have better information.  This should ease the way for lead teachers and cluster teachers in that they and senior managers will be aware from the outset what resources are needed and teachers will not have to argue the case from first principles for support, such as supply cover, technical support, or use of performance space.   

Hidden costs

Asked about any difficulties they had needed to overcome, lead teachers most often spoke of two things:  their shortage of time, and the need for lesson cover.   The project generated huge commitment and readiness to give more than the minimum, but two lead teachers reflected on what this had meant in practice: 

	A:  Getting cover:  all this has been in my frees.  Because there’s no other option.  And even getting your time free-ed to make sure you’re not taken for cover…

B:  It’s not free time, is it, it’s supposed to be our planning and preparation time.

A:  We’re lucky.  There are two of us.  

B:  It has to be done in school time.  You’ve got to send emails and so on…

(Lead Teachers)


Differences between departments and ideologies and across phases 

Teachers in secondary English and drama departments and primary school staff operate under very different curriculum and timetabling priorities.  Rural and city schools have different scope when it comes to after school or Saturday possibilities.  In some schools, all the festival preparation happened within regular lessons.  In others, teachers could have lunchtime or after school rehearsals.  Despite the pressures of SATs, primary teachers had more cross-curriculum possibilities to organise work for the festivals than their secondary colleagues.  However, some primary teachers felt pressures in different ways:

	Some of the demands that we’ve had on our day have been really tough because we don’t get non-contact time.  The only time we can practise with the children is outside of timetable.  Whereas for secondary, the children in it are in [a] drama class, so they’ve got that scheduled time    (Cluster teacher) 


The festivals as the major public platform for the work done in the regions bring together all the cluster schools, but such underlying differences are common.   

	There was a vast difference between what my students did with an English department with an English teacher on very little time compared with the drama students who had obviously worked on it in drama time as well. 

                                                                                         (Cluster Teacher)


There have been differences too between the lead teachers (PG Certificate teachers) in hub schools and those from cluster schools who could at the start take time to be sure about their commitment.  One hub teacher thought that cluster schools had ‘a massive bargain’ in not having to pay for the RSC INSET and noted: 

	In Year 1 they could turn up, do the INSET, go away, try the approaches.  If it works, great.  If it doesn’t, you haven’t lost a lot.  [In Year 2] they’ve got more invested in it.    (Lead Teacher )


This was locally appreciated, as by the primary teacher who said 

	‘If it wasn’t for the secondary school providing what we’ve been having, we wouldn’t have had what we’ve had.’  (Cluster Teacher) 


Clusters varied in this respect.  Some divided up the cost of the INSET so that all the participating schools shared the cost.  Cluster schools also met the cost of covering for the teacher who was out of school for that INSET session.  However a free INSET day provided by RSC on a Saturday incurred no financial cost to schools, but it did call for teachers to give personal time.    

Queries about sustainability 

There will always remain some doubts about how strong the relationships within any given cluster will be in the medium/long term for work on Shakespeare or for continuing to use active approaches to teaching and learning.    

Year 2 calls for a major effort from all concerned to create a regional festival.  The support from RSC in pupil workshops and teachers’ INSET cannot be underestimated.  But a disjunction can occur going into Year 3.  It should not be assumed that links set up before Year 3 will always be sustained in the same way as when there is scheduled INSET and a production to mount.  The LPN continues to send information to cluster participants, but the immediate link with the hub school has not always been maintained or nurtured.  The new arrangements from 2009 require schools to commit to certain manageable school-based activities during Year 3 and these may well help in sustaining clusters beyond the high point of the regional festivals.  

Any uncertainty in this area is however offset by the real connection between schools across the secondary/primary divide and by the benefit of this work in primary pupils’ minds.  The workshops, the planning and the festivals engage them:  

	The success for the children is that the ones we have worked with know we are at [Secondary] school and when I went back, they said ‘You’ll see Miss [Smith] when you go there..’  So, for transition, we’ve put that in place now.  

The kids recognised me when I went back to [Primary] school:  ‘Oh, you were here last year.  You’re the Shakespeare lady’.

And also our children now are thinking about their siblings being here.

(Lead teachers )


However some teachers were cautious about Year 3 and what it would or would not entail:

	I worry now about Year 3 when we come to the end of our journey…  if the RSC are not having such an impact on us… things start to slow down… the contact that we get is an email here and there, a phone call…  

How much impact is that having in driving the project?  When that’s removed, am I going to have enough steam behind me…..?   (Lead Teacher)


The LPN is bringing in ‘light touch’ activities for schools which should help sustain involvement in Year 3, along with preferential offers for network schools.  However there is a point at which one might expect that the enthusiasm of the first years of the project would be integrated with a school’s or a department’s way or working.  This is a high quality and high cost programme and we have to be realistic about the level of investment which can go to participating schools over the long term.  

In ideal circumstances, schools might be offered other rich experiences from the RSC. Here for instance is a note from a Lead Teacher in a cluster school in London whose pupils were invited to a rehearsal for a RSC schools touring production of The Comedy of Errors. This note is also revealing of the deep relationships which have developed between the RSC and the schools in the LPN and the mutual respect and value that has developed: 

The Comedy of Errors rehearsal we watched was a fantastic experience for the children for a number of reasons.

The first as an LPN school, that was due to be performing in a few weeks time, was because it was fantastic for the children to see the rehearsal process and all the time and effort it takes to put a performance together and all the different people involved in it.

Also, to see how much the children had learnt and grown since I began using Shakespeare with them back in 2006-7. They were not thrown at all by the language and really enjoyed the whole performance.

In general, I would say it was very well suited to Upper Key Stage 2 and above. Year 4 children who have not been involved in Shakespeare may find it a little difficult though. 

It is a fantastic play for children as it shows that his plays can just be fun and entertaining, not all dark and serious! The physicality of the performers really engaged the children visually, so they were not as dependent on just listening, which is particularly appropriate for children with English as an Additional Language. 

The children were really impressed with how the actors, moved, spoke, sang, played instruments and danced. They were really inspired! Khalid - I liked how they used water. It was really funny! Ismael - I liked the bit with the spoons! Kamel - I liked the music and singing and tap dancing because I never knew people could get that good just through rehearsing. I was really impressed when I found out that none of them were professional dancers. Arif - I think it was great because it's hard to make Shakespeare's plays funny but I thought they did a really good job. I laughed so much! Nafisul - They made it really interesting, I thought it was going to be confusing!

From all the children, I found that the singing and dancing was very popular. They were very impressed with the water prop and how it was used. In general, they all found it very funny and memorable! We saw another play 2 weeks after and the children were really not terribly impressed as they had seen all the workings of this play! In terms of Every child matters and well-being etc, seeing the number of people who work towards a performance; the people who do the music, props, direct, prompt and costume designers, was a valuable experience. You don't have to be an actor to have a job in drama and performing. I would love to give tips but all of us loved it and saw no problems with it, I personally thought it was hysterically funny!
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