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Introduction
This reflective assignment will explore how, in my second year of the Teach First
Leadership Development Programme (TFLDP), I have started to apply my learning by
demonstrating leadership. In discussing my experiences of leading people and learning, I will
evaluate the training and continuing professional development (CPD) opportunities that
prepared me for these leadership experiences, and explore these within the context of my
school, government policy and wider literature.
Reflecting on my practice has been essential to this assignment and in allowing me to
develop my leadership capabilities, as evaluating the leadership opportunities I have had has
allowed me to “learn from experience” (Bolton, 2010: 3) and consider how to improve for
future opportunities. The particular leadership experiences I will reflect on are the leading
learning and leading people strands.
Leading learning refers to improving students’ learning through being a leader “of
learning in the school and the classroom” (Hill, 2012: 19), and is, according to Teach First,
the “core strand” (2012: 19) of the TFLDP. In their typology of teacher leadership roles,
Harrison and Killion (2007) identify the role of ‘resource provider’, which involves sharing
professional resources such as lesson and unit plans (2007: 74); my experience of leading
involved planning the English department transition programme for incoming year seven
pupils, and therefore combined the ‘resource provider’ role with leading on a particular
aspect of pupils’ learning. As this leadership experience involved organising an event, Levin
and Schrum, however, would identify this as ‘organisational leadership’ (2016: 9).
The leading people strand, on the other hand, “develops participants’ abilities to
manage themselves, teams and stakeholders” (Hill, 2012: 19). Although leadership is often
demonstrated through formal roles with designated responsibilities, it may also be manifest

less formally, emerging “as teachers interact with their peers” (Harrison & Killion, 2007: 77).
My opportunity to lead people came from informally mentoring those in their initial teacher
training (ITT) year; in this less formal capacity, I supported a new trainee in the English
department, and led a training session for new Teach First participants.
School X, situated in a coastal town in the north-east of England, is a secondary
school of a size slightly above the national average (Department for Education, 2014), with a
proportion of students entitled to free school meals almost twice that of national average
(OfSTED, 2015: 7). In accordance with the guidelines of the British Educational Research
Association (2011), School X has been pseudonymised to protect its anonymity, and that of
those who attend or work at the school. My primary role at School X is as an English teacher
at both KS3 and KS4, but as the school is structured according to the ‘schools-withinschools’ organisational model, whereby the school is separated into learning community subschools based on year groups, I am primarily attached to year eight, where I have a pastoral
role as a learning guide.
This assignment will first outline the training I have received as part of the leading
learning and leading people strands of the TFLDP. I will then demonstrate how I have
applied this training and explore my experiences within the context of relevant literature and
government policy, before reflecting on how these experiences have influenced my
leadership capabilities and future practice.

Description of the Two Elements
This year, my training has come from a number of sources and providers, and it is a
combination of these CPD opportunities that has prepared me for leading people and leading
learning. My training has primarily been delivered by Teach First at conference days, and by
School X’s local education authority (LEA), which arranges town-wide CPD opportunities

for all newly qualified teachers (NQTs). However, the explicitly stated purpose of the TFLDP
is to equip “the nation’s graduates with the experience and skills to be leaders of social
change to help transform the education system” (Hill, 2012: 11); consequently, much of the
CPD opportunities available in the second year of the programme focus on leadership. At the
start of their NQT year, TFLDP participants meet with their Leadership Development Officer
(LDO) to choose a focus (Appendix #1) for their coaching meetings throughout the year. In
my meeting, I selected leadership and educational theory as areas on which I wished to focus,
and the TFLDP therefore allowed me to tailor my CPD to my perceived needs.
The town-wide CPD organised by the LEA, however, includes NQTs who have
qualified through more traditional routes, in addition to TFLDP and Schools Direct
participants, both of whom effectively already have a year’s classroom experience, and
therefore arguably have different needs with regards to CPD. Admittedly, developing the
leadership capabilities of NQTs is not an objective of the LEA (Town X Local Education
Authority, 2016), and therefore, as the schedule of CPD sessions for 2016-2017 indicates
(Appendix #2), the focus has been exclusively on pedagogy and classroom practice. I feel that
these training opportunities would have been far more helpful in my ITT year, at which point
I was already fully responsible for my classes – a position that those entering the profession
through more traditional routes may only find themselves in when starting their NQT year.
This view is shared by Pye et al., (2016) who, in a survey of NQTs, found that, owing to the
“unique nature of the Teach First training route” (2016: 5), Teach First NQTs “might feel that
the training given in the NQT year isn’t sufficiently tailored for their needs” (2016: 52).
With regards to in-school training, I have also received coaching from my subject
mentor. Whereas Monday evenings last year were dedicated to whole-school CPD on a range
of topics, this year, CPD has taken place exclusively within departments. Especially as I have
had two GCSE classes this year, having a weekly opportunity to review the new

specification, standardise papers and plan targeted interventions has been very useful to my
classroom practice. However, I feel that, compared to last year, the opportunities for breadth
in my training – and thereby my ability to seek support in specific areas – has been limited.

Leading Learning
As is befitting when my training this year has been so multifaceted, the experiences I
drew on when leading learning are similarly varied. In organising the year six transition unit
for the English department, I used knowledge gained from the following training sessions: a
departmental briefing about learning at key stage two; in-school NQT training about making
lessons engaging; and a workshop, which I attended at a Teach First conference, entitled
‘Access: Bringing Post-School Pathways to Life in the Classroom’. I will outline these
training sessions, highlighting in particular elements that were beneficial to me in organising
the lessons and resources for the English year six transition unit.
With regards to the training about key stage two, this was delivered by the primary
link, a member of the English department who liaises with the feeder primaries throughout
the year and relays important information about prospective students and their needs,
promoting teacher collegiality and fulfilling the role of peer consultant by facilitating
“dialogue about the… teaching context and individual teachers’ concerns” (Blase & Blase,
2014: xi). We were presented with a selection of written work from year six students and
compared it to that of our current year seven pupils. Upon reflection, it was evident that the
primaries had high expectations of year six pupils with regards to presentation, and the books
demonstrated an impressive level of English subject terminology. The primary link also gave
us exemplar grammar, punctuation and spelling papers for the year six standard attainment
tests (SATs) to test our own subject knowledge. As the teachers’ standards dictate, it is
essential that teachers be “aware of pupils’… prior knowledge, and plan teaching to build on

these” (Department for Education, 2011: 1); this activity, combined with seeing year six
written work, highlighted to me the high expectations at primary school, which made me
determined to build a high level of challenge into the transition unit.
Additionally, I also attended a workshop, entitled ‘Engaging Students in Learning’,
which was delivered in-school by a lead practitioner. This workshop was delivered to the
school’s NQTs, the vast majority of whom trained through school-based routes, and are
therefore at similar stages of development with regards to their practice. This helped with the
discussion component of the workshop, as were were paired up in subjects to discuss an
engaging lesson we had taught recently – in order to share best practice – and an unengaging
lesson – so as to share ideas for improvement. By structuring this CPD session with a heavy
focus on teacher collaboration and reflection, the session facilitator helped develop a “teacher
learning community” (Wiliam, 2014: 416), through which we were able to “share, discuss,
network – and thus develop… [our] practice”. In particular, being encouraged to reflect on
my practice allowed me to realise that the most engaging lessons I had taught recently
involved drama, and some form of sensory or audio-visual stimuli (Appendix #3). Being
given the opportunity to analyse the lessons of the other English NQT revealed this to be a
common trend, and therefore, drama and sensory activities were chosen as key elements of
the transition unit. This experience supports the assertion, made by Pollard, that reflective
practice is a means “to the improvement of teaching” (2014: x) and “the enhancement of
learning”.
Finally, I also attended a Teach First conference workshop entitled ‘Access: Bringing
Post-School Pathways to Life in the Classroom’. This session, although predominantly aimed
at helping teachers guide pupils towards post-16 education and employment, began by asking
attendees to consider all of the periods of change in a pupil’s life; attendees were asked to
arrange themselves in a line, with each person representing a transition period. What struck

me was the number of transitions that pupils face before even reaching secondary school. We
then debated which transitions would be most significant in a child’s life. As the primary to
secondary transition involves a substantial change of learning environment, we concluded
that this was one of the most significant periods of transition. Although the workshop then
moved to focus more on the transition from secondary school, the session facilitator pointed
me in the direction of a report by Teach First, which outlines ways to support this transition.
This report supported my belief that the transition to secondary school is hugely significant in
a child’s life, but identified a number of contributing factors as to why adjusting to secondary
school can be challenging for pupils: different teaching styles, being taught by different
teachers and insufficient communication between key stages (Teach First, 2015: 7). In
particular, the report identified pupils with disadvantaged pupils as being more prone to
negative experiences of transition (2015: 6). As School X serves a particularly disadvantaged
catchment, I realised the importance of introducing the prospective year seven pupils to the
English department’s routines as part of the transition unit’s objectives.
As such, the range of training I have received throughout the year has informed my
planning of the year six transition unit by drawing my attention to the importance of this
transition, the need for challenge, and ways to engage prospective students with English.

Leading People
The leading people strand of the TFLDP refers to improving the practice of
colleagues. Although this may be relevant to more formal roles, such as instructional or
curriculum specialists (Harrison & Killion, 2007: 74), in recent years, opportunities for
leading people in education have also emerged through “more collegial support roles with
teachers serving, for example, as mentors or advisors” (Levin & Schrum, 2016: 3). The
training I have received has not been directly related to mentoring English ITTs, but has

developed my pedagogy and knowledge in such a way that I was in a position to offer
informed advice and support. I will describe this training, drawing particular attention to
elements that were beneficial to me in mentoring the English department’s ITT, and
coordinating a training opportunity for the region’s new English participants.
As mentioned above, the range of CPD opportunities available to me this year has
been limited by School X’s increased focus on departmental time. Given that English is
amongst the first two subjects working on the new 1-9 GCSE, much of the CPD I have
received in this increased departmental time has related to securing understanding of the new
exams – knowledge which enabled me to support the English department’s ITT. At the start
of the year, the exam board visited our department and delivered training on the new
specifications. However, much of the session, as evidenced by my notes (Appendix #4), was
largely a promotion of their teacher resources and activities available to schools.
Additionally, by the session leader’s own admission, as the changes to the English
specification were still very recent, the available information was liable to change. Of far
more value to my own professional development with regards to the new specification, was
the CPD run within my own department later in the year, once there was greater clarity about
the new requirements. After key stage four pupils sat their mock exams, as part of our
departmental training, we standardised a sample as a department, before each being given a
stack of papers to mark. Compared to the training from the exam board itself, I felt that this
practical experience enabled me to understand the differentiating descriptors between grade
boundaries far more clearly, and visualise what students were working towards.
In addition to formal CPD opportunities which developed my subject knowledge and
understanding of the new curriculum, my own experiences of Teach First and being mentored
both as an ITT and NQT demonstrated to me the ‘soft’ skills that are useful in a mentoring
relationship. For example, both my mentor and LDO for the last two year have helped me

reflect on my successes and areas for development through Socratic questioning. By delving
deeper into issues I am facing in the classroom, I have been able to develop my practice and
identify possible solutions. As Forde et al. (2009) write, questioning can help generate new
perspectives on experiences, as it often “generates new questions and ideas” (2009: 53), as I
have found to be the case. This experience has shaped how I have approached my informal
mentoring role, preferring to help people reflect on their own experiences, rather than
immediately offering suggestions. Additionally, my own experiences as a TFLDP participant
allowed me to empathise with incoming participants, and anticipate their immediate needs.
Overall, my training relating to the new curriculum, in addition to my own
experiences of coaching and mentoring, have developed my ability to lead people by
supporting and informally mentoring ITTs.

Critical Commentary
Leading Learning
The particular example on which I will focus for the leading learning strand is my role
in organising the English department’s year six transition unit, which gave me the
opportunity to apply my CPD about key stage two, making lessons engaging, and the
importance of transitions in pupils’ lives. I will structure my analysis by first outlining the
event and the application of my training, before applying policy and relevant literature, and
relating this experience to my future development.
At School X, year six pupils from feeder primary schools attend School X for the final
two weeks of term. In previous years, this has been quite disorganised, both in terms of
staffing and the lessons delivered, which is particularly concerning, as these two weeks shape
pupils’ first impressions of secondary school. Consequently, my primary objectives were to

make this year’s transition unit engaging for pupils, whilst at the same time exposing them to
the routines and teaching styles typical of the English department at School X.
In terms of applying my training, to ensure that pupils were given a representative
experience of English at KS3, I planned a range of lessons with a focus on drama, reading
and writing skills (Appendix #5). Each lesson included opportunities for pupils to familiarise
themselves with resources – such as model answers and planning templates for extended
writing – that will feature in their lessons from September. The rationale for this was to
expose pupils to secondary teaching styles and routines at School X, which my training at the
Teach First conference highlighted as a contributing factor to easing transitions. Drawing
upon my training about engagement in lessons, I ensured that each lesson included
opportunities for drama, creativity, or multisensory elements. This was particularly crucial to
me, as many of the students had only previously been taught ‘literacy’ (Parker, 2011: 111),
and I wanted the pupils to be enthusiastic about English. Additionally, to aid the execution of
lessons, I delivered a briefing to my department about the lessons and the resources. In an
attempt to improve the organisation of the lessons, which were to be delivered by a range of
teachers, I created an online system for sharing information about the classes, but this was
hindered by technical difficulties experienced by some teachers.
Government reports about key stage transitions further support the training I received,
and subsequently also the decisions I made when organising lessons for the English
department transition. Writing for the Department for Education in 2003, Galton et al. note
the need for improved communication between year six and year seven staff, so as to better
understand the level of challenge, the teaching styles to which pupils are accustomed, and the
implications that SATs have on teaching (2003: ii). Given the age of this report, it is positive
to see that its recommendations have been adhered to; without the training by School X’s
primary link and the opportunity to sit a SATs paper, it would not be difficult to misjudge

pupils’ ability and deliver a year seven curriculum that is “not sufficiently challenging”
(Galton et al., 2003: ii) or varied. As this factor has been attributed to the hiatus or in
academic progress after transitioning from primary to secondary school (McLellan & Galton,
2015: 2), the opportunity to meet incoming pupils through the transition weeks is invaluable
(Horne, 2015). Additionally, in the current education climate, with the number of secondary
school pupils in England being taught in classes of at least 36 trebling in the last five years
(Rhodes, 2017), allowing year six pupils to adjust to a new school environment is important
not only to their academic progress, but their wellbeing (Box of Ideas, 2009).
Empirical research also supports the decisions I made when planning the transition
unit. For example, in a survey exploring a year seven pupils’ perceptions of English, Parker
found that out of 125 pupils, only eight said that they had been taught ‘English’ at primary
(2011: 111). Although my training from the primary link demonstrated that primary pupils
nonetheless had a firm grasp of the English language and subject terminology, this finding
suggests the importance of ensuring that year six pupils are given an engaging introduction to
English, and are excited about studying what they regard as a new subject. However,
arguably transition projects should do more to emphasise the continuity between ‘literacy’
and ‘English’ – perhaps pupils not transferring their skills from primary to secondary, or
realising that their prior learning is applicable to this new subject, contributes to the posttransition decline in attainment. Indeed, Teach First’s (2015) empirical analysis of data
suggests that almost “40% of children fail to make expected progress during the year
immediately following the change of schools” (2015: 6). To ameliorate this, perhaps further
training is required at secondary schools to inform teachers of their new cohort’s prior
attainment, and to aid understanding of the previous key stage curriculum requirements.
Additionally, Parker’s (2011) survey found that pupils identified writing stories,
poetry, drama and games as the English activities that they most enjoyed (2011: 111). This

supports the reflections of both myself and my colleague, when we were prompted to reflect
on activities that engaged our pupils most. Similar findings were found by McLellan and
Galton (2015), who, in a study comprising four case studies of transitions to secondary
school, found that students’ preferred transition activities were those that “allowed them to
plan or design and activity, then make or perform it, and finally have one’s peers offer a
critical appraisal of the product” (2015: 47). This finding is applicable to the transition unit I
planned (Appendix #5), particularly with regards to the drama lesson, where pupils worked in
groups to create a tableau, which was then performed to the rest of the class.
As for my future professional development, reflecting on this leadership experience
has identified areas I can learn from and improve for future opportunities – in particular,
coordinating the team of teachers who delivered the lessons and facilitating improved
communication between them. At the start of my NQT year – due, perhaps, to School X’s
emphasis on the learning guide programme as a means of providing disadvantaged pupils
with an additional network of support – I felt quite strongly about progressing down the
pastoral route. Owing to the ‘schools-within-schools’ structure, the department is stratified
across year groups, and each year group has a year group English coordinator who is
responsible for planning schemes of work, resourcing lessons and analysing data.
Consequently, there have been minimal opportunities for me to be involved in long-term
planning. As a result of planning the year six transition unit, however, I have realised that I
enjoy planning strategically and conducting research to provide a rationale for my decisions.

Leading People
Personally, I found developing my abilities to lead people to be far more challenging
than leading learning; whereas leading pupils’ learning forms the basis of my everyday
practice, as an NQT in a department of fifteen people where the vast majority have over five

years’ teaching experience, I have not felt comfortable in leading the development of my
colleagues’ practice. Therefore, when I was able to lead people by informally mentoring an
ITT within the department, and leading a workshop for incoming Teach First ITTs, I was
glad of the opportunity to apply my training. In analysing how I have developed within the
leading people strand, I will first outline my experience of leadership through mentoring
colleagues, applying policy and relevant literature to this experience, before following the
same structure in analysing my experience of leading a training session, and considering how
these two experiences may assist me in my future development.
With regards to informally mentoring the ITT in the English department, it is
important to consider the context of School X, which is structured according to the ‘schoolswithin-schools’ organisational model. As the resultant sub-schools are “better at
accommodating individual students and their pastoral needs” (Raywid, 1996: 4), particularly
for disadvantaged pupils, this model is therefore appropriate to School X’s intake. However,
structuring the school into subunits means that departments are stratified across year groups,
and may be fragmented as a result. My experiences as an ITT last year certainly reflected
Raywid’s (1996) assertions that this structure can weaken departmental connections (1996:
43); as the English department is divided between the year groups, I tend only to see the two
other year eight English teachers on a daily basis, and last year I not only found this very
isolating, but felt that the number of people to whom I could turn for help in developing my
teaching practice was limited, especially as this school structure also meant that I often did
not encounter my mentor outside of our weekly meetings.
As this year’s English ITT found herself in a similar position, I made sure I was
available to support her. This mentoring took the form of inviting her to observe lessons,
standardising marking, and reviewing her lesson plans and resources. One of the classes that
she was responsible for was a year ten class, and as they sat their Literature GCSE this year,

she understandably felt pressured to prepare them for the examination. Using the knowledge
gained from departmental CPD earlier in the year, and having marked and standardised a
wide range of mock examinations as part of this CPD, I was in a position to check that her
marking was in line with the new mark schemes. Additionally, I was able review her lesson
plans to make sure that they addressed the relevant assessment objectives. When reviewing
her lesson plans, rather than immediately identify any potential pitfalls, I used my own
experiences to help her begin to independently identify areas for improvement; as stated
above, both my LDO and subject mentor use Socratic questioning in our coaching sessions,
and not only have I found this to be helpful for my own practice, but I also felt that it helped
my mentee successfully reflect on her practice.
With regards to relevant government policy and literature, my experience of leading
people through informal mentoring matches what Levin and Schrum (2016) would identify as
‘instructional leadership’ (2016: 9). Although mentoring of trainees became a formal
component of teacher training after the 1992 Department for Education circular (Hobson,
2002: 6), Levin and Schrum (2016) regard the recognition of informal mentoring and “more
collegial support roles” (2016: 3) as a more recent development. Both Blase and Blase (2014:
xi), and Inzer and Crawford (2005) regard informal mentoring as a relationship that should
develop organically (2005: 31). This was certainly the case here, as the ITT initially
approached me about observing a lesson because her formal mentor recommended that she
watch some of my differentiation techniques, and this soon developed into informal
mentoring. Informal lesson observations formed a substantial portion of the support I gave,
although there are a few interpretations in the literature as to why this is beneficial to ITTs.
Firstly, Killion et al. (2012) argue that it is the mentor’s greater classroom teaching
experience that makes observing others a valuable experience (2012: 30). However,
Vygotskian and sociocultural theories which suggest that learning happens not in isolation

(Hobson, 2002: 6), but through social interaction and learning from more experienced
individuals, provide further justification for encouraging ITTs to observe lessons.
Additionally, my decision to apply my experiences of Socratic questioning is supported by
recommendations in relevant literature about coaching; Killion et al. (2012) regard “effective
questioning skills” (2012: 28) as crucial to assisting new practitioners with the reflective
process. Moreover, empirical studies also support the decisions I made in informally
mentoring, as Hobson’s (2002) survey of ITTs found that 60% found mentors observing their
lessons and providing feedback, assisting in lesson planning, and modelling teaching practice
most valuable (2002: 3). Although the latter two activities were certainly present in our
mentoring relationship, in order to progress to being a formal mentor in the future, I feel that
I would need support in how to assess teachers and apply the Teachers’ Standards to
observed lessons. Overall, the relevant literature broadly supports the decisions I made in my
first experience of leading people within a school context.
Compared to my first experience of leading people, the opportunity I had to lead a
training session for incoming Teach First participants was considerably more formal. I was
initially approached by the English subject leader from my ITT year about suggestions for
what to include in the workshops for the incoming cohort of participants, and when I
suggested a ‘September ready’ checklist of practical advice, this led into me facilitating a
meeting of English participants from my cohort, and delivering a training session for the new
participants. Firstly, I used my experiences of being encouraged to be reflective – a skill
which I had honed through coaching from my subject mentor and LDO – to reflect on what I
would have found useful to know when I first entered the classroom two years ago. By
reflecting on my practice, I was able to identify mistakes I had made in my first few weeks as
a teacher, and identify potential solutions. Using this knowledge, I collated a list of practical
advice that would be useful to new participants, and coordinated with English teachers from

my Teach First cohort to add to this list (Appendix #6). In terms of collating and delivering
this information, I decided who was to share what information based on what individuals
identified as their own strengths. I also asked current participants to bring examples of their
marking and books, such that the new ITTs could carousel around the older participants and
see practical examples of resources and best practice. In planning this workshop to develop
the practice of new ITTs, it was necessary for me to draw upon my own experiences of the
TFLDP, as well as the skills of reflection I have developed through my coaching.
With regards to policy and relevant theory, my objective in developing a workshop to
advise the new TFLDP participants was to help others avoid the pitfalls that my colleagues
and I had made as ITTs, and reflect on how these could have been avoided in order to devise
practical strategies for success. This objective emphasises the importance of reflection to the
success of this experience of leading people, as Griffiths (2000) defines reflective action as
“careful consideration in order to solve a particular problem” (2000: 540). Additionally,
Blase and Blase (2014) would arguably classify this example of leading people as peercoaching – which they define as “a leadership approach that has yielded answers to teaching
and learning problems” (2014: xi) and can lead to instructional improvement – as the more
experienced TFLDP participants were supporting new participants and sharing best practice.
In terms of government policy, under the coalition government, external organisations such
as Teach First were encouraged to extend their influence in the education sector in order to
involve “a wide range of organisations to develop different provision models” (Abbott et al.,
2012: 186). In the current climate of the teacher shortage crisis, with teacher vacancies
having risen by 26% in the past year (Shantry, 2017), Teach First is touted as a solution to
attract people to the profession, as this route is not only salaried, but offers more schoolbased experience than traditional university or higher education institution routes. However,
the literature acknowledges that this route is “markedly different” (Pye et al., 2016: 15) from

other routes into teaching, and as such, it can be inferred that the needs of participants on the
TFLDP have different needs and require different support in order to allow them to be
successful. As such, reflecting upon my own experiences of what sort of information and help
I needed in my first weeks of teaching was of benefit to the incoming participants – more so
than it would have been to ITTs whose first weeks are more based upon observation than
teaching.
In terms of my future progression, I felt more comfortable offering advice and
supporting newcomers to the profession, than I have done in situations where I have shared
my practice with the considerably more experienced members of my department. The
opportunity to informally mentor an ITT within my department, and to deliver a training
workshop to new TFLDP participants, therefore, developed my confidence with regards to
the leading people strand. Both of these opportunities allowed me to reflect on my own
knowledge and experiences, and it was encouraging to realise not simply how much
information and knowledge I have gained in two years, but also how useful sharing this
knowledge can be to others. I found mentoring to be very rewarding, and although this was
not a progression route that I had considered, both of my experiences of facilitating the
development of other teachers arose naturally from conversations with colleagues and
friends, and these chance occurrences have encouraged me to consider a more formal
mentoring role in the future.

Conclusion
Overall, this opportunity to reflect on the skills and knowledge my training has given
me, and how it has helped me develop my ability to lead both learning and others, has
highlighted to me my strengths as a practitioner and as a leader. Reflecting on my
experiences of organising the year six transition unit and of mentoring ITTs in an informal

capacity has also highlighted to me areas that I would like to develop with regards to my
career progression. Qing (2014) writes that teachers assuming leadership roles may allow
them to gain “a broader view of the education system” (2014: 5); this has certainly been the
case for me, as both of these leadership experiences have afforded me a greater understanding
of key areas of the education system – specifically, key stage transitions and initial teacher
training – and how I may be able to use this understanding to aid me in my career progression
as a leader.
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