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The NASS Leadership Programme
The NASS Leadership Programme was devised and delivered through a
partnership between NASS (The National Association of Independent
Schools & Non-Maintained Special Schools) and AKN Consulting. The
aim of the programme was to support leaders from schools within the
NASS network to develop their leadership styles and approaches.
The NASS Leadership Programme aimed to provide leaders within
NASS schools a safe and supportive space to discuss issues of
leadership and to grow their skills and confidence as leaders: in their
school and cluster of schools; in their communities; within the NASS
network; and the special school, education and health care sectors.
For NASS the programme symbolised the beginning of a distributed
model of leadership within its membership and a shift in the balance of
NASS led action towards members recognising when they should and
could take a leadership role from a school perspective.
NASS are immensely proud of the leadership role they play on behalf of
the sector. They know there is much to learn from schools and believe
that leadership from within the membership will be powerful, credible
and rooted in the challenges of day-to-day school life. However, it was
recognised that for school leaders to take leadership roles across the
network and beyond an investment in people would be required.
School leadership can be a lonely place and it is well evidenced that in
an era of limited time and funding leaders in schools often deprioritise
their own reflection and development time to push resource to wider
staff CPD.
The NASS Leadership Programme provided an opportunity for special
school leaders to both reflect on their own practice and to work with
their peers on areas of shared interest. With input from bodies including
Education Endowment Foundation and Centre for Education and Youth
participants worked together on addressing a key challenge in each of
their schools. This book captures and shares their learning.

It is well rehearsed that individual special schools have considerable
banks of knowledge and practice in improving outcomes for children and
young people with SEND, and that this is of value to the wider education
sector – including other special schools, mainstream and alternative
provision.
The question of how to unlock expertise in special schools is an
important one. Yet the engagement of special schools – as agents in
wider system improvement – has been limited. On rare occasions, when
special schools are at the centre of Teaching Schools, their focus is
purely on their SEND expertise and not wider school improvement. When
the Department for Education looked at behaviour the expertise of
special schools was rarely drawn on and consistently education working
groups fail to include special school leaders.
Lobbying by bodies, including NASS and Whole School SEND, has seen
this position shift over recent years. Education Endowment Foundation
launched their first SEND round in 2019 and Research SEND has broken
new ground on sharing research evidence and events such as the
Festival of Education have increasingly included special school and
alternative provision speakers.
There is a degree of bravery in sharing learning and credit is to be paid
to all the leaders included in this book for both taking time to write down
their journeys, including what has worked and what hasn’t, and for being
prepared to share them to support their peers.
The NASS Leadership Programme focused on the importance of being
an outward facing leader including exploring the potential and risks of
social media, opportunities to speak at conferences and even running
their own events. Conferences such as New Voices are providing
platforms for new speakers and digital routes provide new models for
sharing.
As a network of over 300 special schools – connected into the wider
SEND and education community – NASS is in a unique place to support
the interaction of specials and mainstream provision.
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Delegates from the first NASS Leadership Programme are continuing
their outward facing work to support their peers across the sector.
Following an AKN Consulting Report in 2018 NASS are working with the
Young Foundation to set up the first incubator programme dedicated to
scaling innovation from within special schools. And NASS continues to
play a core role at the centre of networks such as Whole School SEND.
There is much to do to raise the voice of special schools and this book
provides a useful next step.
The NASS Leadership Programme, which was made available to all NASS
members, consisted of: four full day workshops throughout the school
year; action learning sets with peers; coaching support; workshop
sessions with experts from across the education sector; and direct
access to expert sponsorship and advice.
Sixteen participants from nine schools enrolled in the programme which
explored issues such as: balancing income generation with education
mission; understanding the current policy context; what it means to be
an ethical leader; and how can special schools support mainstream?
The first full day workshop provided technical input on leadership styles,
leadership in the school setting and understanding the current education
and SEN policy context. Participants were introduced to their action
learning sets and were supported to explore the key leadership issues
affecting their own school and areas for personal leadership
development. This began the process of identifying one key theme to
focus on throughout the programme.
The second workshop supported participants to explore their leadership
issue in more depth and presented helpful tools and techniques for
structuring a project to tackle their issue - including theories of change
and outcome focused planning. The challenges of leading change, whilst
doing ensuring the ‘day job’ is done were also explored. At this point
participants were introduced to the coaches who would be available
throughout the rest of the programme.

The role of the coach was to help participants to reflect on specific
situations in their workplace – but also to provide a sounding board as
participants worked through their leadership projects.
Each participant used their coach differently to provide what they
believed would be most beneficial to their situation. All participants also
had access to an education and SEND system leader and policy expert
for specialist support and signposting to external agencies and key
references.
The third workshop allowed participants, who by this point were fivemonths into the programme, to explore the progress made with their
leadership projects via their action learning sets. Techniques for
evaluation and producing a case study were shared – although
participants were encouraged to construct their case study in their own
way and in their own words. The rest of the day focused on managing
change and system leadership through the NASS network and in the
education and SEND sectors.
The final workshop, nine-months after the beginning of the programme,
provided an opportunity for participants to share and explore advanced
progress towards their leadership goals. By this point many had
completed the major part of their project or were in the closing stages
and therefore the session provided valuable reflection time and useful
learning from each other. Techniques for engaging with wider education
research networks were explored and attention was given to routes for
promoting personal achievements and those of their school.
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NASS is a membership organisation working with and for special schools
in the independent, voluntary and private sectors within the UK. NASS is
proud of its role in improving opportunities and standards for special
schools outside of Local Authority control.
NASS is the voice of the non-maintained special school sector. They
promote the role of high-quality specialist provision within a modern
inclusive education service that respects the choices of children, their
families and carers. NASS works in close partnership with member
schools, other SEND organisations and central government.
AKN Consulting has expertise across education and young people,
charities, research and policy. Their work is exclusively in the charity and
education sectors and most often at the interface between the two. Their
focus is on improving outcomes for children and young people, especially
those who are most vulnerable or excluded. AKN Consulting mentors
several teachers and charity leaders and has an interest in how both
front line practitioners and service users can influence policy and
practice. With a proven track record in consortium building, marketing,
communications and income generation they support the development
of business planning and organisational development that matches
organisational strategy.
Leaders Tools is a hub for leaders of education and charity sectors
providing leadership models, theories and resources. The portal,
designed for participants of leadership programmes, also provides a
shared space for programme information and group dialogue.

The Case Studies
Experience of delivering similar leadership development programmes has
shown that when participants have a real-world leadership issue to
explore they often get more from the programme. Learning can be
directly applied in a real situations and through action learning sets timely
challenge and advice can be offered by peers.
Throughout the programme participants reported that sharing
experiences and receiving support from peers helped to move their
thinking on considerably. Often the ‘problem’ that was exercising a
participant’s mind was, after exploration, a symptom of a deeper – but
now much clearer – problem to address.
The only stipulation for the case studies was that the leadership issue
chosen should be contemporary where reasonable progress could be
made during the year long programme.
The case studies that follow are the result of the participants’ leadership
projects. There was no set template for writing up the case study as part
of the leadership challenge was to tell their own story in their own words.
Some of the case studies focus on the progress made against the issue
addressed and others describe the leadership journey. None of the case
studies describe rigorous scientific trails, rather they provide an insight
into the inner workings of leadership in English special schools.
St. Dominic’s School, recognising the diverse needs of their pupils
beyond the curriculum, sought to embed a Needs-Led Curriculum. Arc
School Napton embarked on a programme of staff retention. West Heath
School introduced healthier lunchtime food options. Mary Hare’s first
case study provides an essay on effective school structures. Brookways
School’s case study shows how leadership has been redistributed to
make better use of the various roles within the school. The Holmewood
School tackled challenging behaviour using a whole school approach. St.
Johns School present an accreditation framework which combines a
range of data to track progress. Mary Hare’s second case study
highlights how Appreciate Enquiry can be effectively used in a school
context.
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Closing the Gap: Needs-Led
Curriculum Interventions
St. Dominic’s School
Matthew Bell and Emma Jones
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Focus Area
An ongoing dilemma that all special-educational schools face is how do
we meet the needs of all pupils and students in a cost effective and
sustainable way. This case-study focuses on the ongoing development
of Wave 2 interventions in a ‘Needs-Led Curriculum’ (NLC). These
Needs-Led interventions aim to support pupils and students
development through blended therapies, within a transdisciplinary team.

Aims
Our aim was to ensure that all pupils and students, within our school,
made progress not only against national curriculum outcomes, but also
against their own individual outcomes through a range of Needs-Led
interventions. The aims of the needs-led curriculum interventions were:
▪ Ensure wave 2 interventions were available for English and Maths
to meet national curriculum outcomes, for all pupils,
▪ Ensure wave 2 functional independence interventions were
targeted to meet pupils’ physical and sensory needs,
▪ Ensure wave 2 language and communication interventions were
targeted to meet pupils’ communication and interaction needs,
▪ Ensure wave 2 myself and others interventions were targeted to
meet pupils’ social, emotional and mental needs,
▪ Ensure wave 2 learning to learn interventions were targeted to
meet pupils’ cognition and learning needs,
▪ Ensure new interventions were set on a half-termly basis and data
was analysed for average progress of pupils and statistical
significance of the data set.
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Background
St Dominic's school is a special school meeting the complex educational,
health and care needs of pupils aged 7 to 19 typically with a primary
diagnosis of Autistic Spectrum Condition and/or Speech Language &
Communication Needs. It is a learner and family centred school with a
recognised ‘Autism Accreditation’ from the National Autistic Society.
Many of the children who have been placed at St. Dominic’s school have
experienced failed educational placements and have often been
excluded. The pupils often present with low self-esteem, high anxiety
and challenging behaviour with their complex profiles of need acting as
significant barriers to learning.
In January of 2015, the lead Speech and Language Therapist (SaLT)
and Occupational Therapist (OT) for the Key Stage 2 (KS 2) department
recognised the need to change the model of provision for the pupils. The
burning platform was that the children’s complex needs were a barrier
to their learning, they were disengaged and not making progress. Whilst
a ‘wave of provision’ model was already in place, with SaLT and OT
interventions being delivered at a universal, targeted and specific level,
this was not consistent across the other areas of need. In order to
overcome the pupils’ and students’ barriers to learning, targeted
interventions needed to be planned and delivered to meet all four areas
of need.
It was decided that a robust, transdisciplinary approach to targeted
interventions - that would be cost effective and sustainable - needed to
be created. These interventions needed to be prioritised and considered
part of the curriculum offer, alongside English and maths, rather than a
‘bolt on’. We knew that we needed to utilise the skill set of the specialist
staff to develop training and supervision structures to better meet the
holistic needs of the children.
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The Story
Chapter 1 - Key Stage 2
Assess – Audit (part 1)
We started by creating detailed provision maps outlining the
interventions listed in all KS 2 pupils Education, Health and Care Plan’s
(EHCP’s). We then mapped on observational data to include what
children’s presentations indicated they may additionally to remove
barriers to learning.

Audit (part 2)
We also completed a staff skill set audit and non-specialist staff such as
teaching assistants to tell us what their preference for their own
continued professional development (CPD).

Plan –
We amended the KS 2 Timetable to include a 30 min ‘NLC’ session
every day.
▪ 5 days – 5 Interventions,
▪ ALL children to access interventions across the four areas of
need,
▪ Interventions and activities pitched at need, NOT age or
expectation,
▪ ALL training and interventions delivered to be based on evidence
base extracted from of ‘What Works’ and/or the Education
Endowment Foundation.
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Do –
Intervention

Area of need

What was the Strategy?

Evidence
strength

Oral language
intervention
Resources:
▪ Language4Reading
▪ Word Aware
▪ Narrative
Programme
Teaching- focused
social skills training
▪ LEGO Intervention
▪ Zippy’s Friends
▪ Socially Thinking
▪ Talkabout

Language and
Communication

Good.

Multi-component small
group literacy teaching
▪ Intervention for
Literacy Reading
Intervention
▪ Read, Write, Inc
▪ Language for
Thinking
Multi- component
structured small group
maths tuition
▪ Numicon

Cognition and
Learning

Multi Motor Skills
Group

Sensory and
Physical

A scripted language
intervention led by teaching
assistants focusing on
vocabulary, narrative and
producing more complex
sentences. Planned and
monitored by SALT.
Adult-led groups with direct
teaching based on social
skills. Sessions focus on
eye contact, listening, turn
taking, and friendship tips.
Planned and monitored by
SALT.
Teaching assistants work
through a structured,
sequential programme
which includes elements of
phonics, sight word
learning, book reading and
writing. Planned and
monitored by TEACHER.
A teaching assistant works
pupils through a structured
mathematics intervention.
Planned and monitored by
TEACHER.
The use of gross and fine
motor skills, mobility,
balance and other skills
pupils and students need to
develop. Planned and
monitored by OT.

Language and
Communication
Social, Emotional
and Mental
Health

Cognition and
Learning

Table 1: Proposed Interventions for Key Stage 2

Moderate
/ Good.

Good.

Moderate
.

Moderate
.
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Review – monitoring progress against outcomes
We monitored the effects of the interventions by examining the progress
of individuals towards achieving personalised targets set specifically to
each intervention. We also evaluated the outcome of the interventions
on the basis of pre and post pupil questionnaires.
We found that pupils made positive and meaningful progress through
the interventions, with this being reflected through increased pupil
perception and self evaluation questionnaires. We found that there was
a reduction in low level classroom disruption and learning avoidance and
that generally pupils were more engaged with learning and therefore
progress was seen through academic outcomes.

Chapter 2 – Whole School
Based on the outcomes of the model of provision within the Key Stage
2, leaders within the wider school met to discuss the concept of
delivering the NLC across the wider school, institutionalising the change.
The same approach to auditing the needs of the pupils and skill set of
the staffing was taken and completed across the whole of the school.
Pupil premium funding was used to secure more training for staff,
including Emotional Literacy Support Assistant (ELSA) and specialist
numeracy and literacy support assistants.
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Intervention

Area of need

What was the Strategy?

Oral language intervention:
▪ Language4Reading
▪ Word Aware
▪ Narrative Programme

Language and
Communication

Good.

Teaching- focused social
skills training :
▪ ELSA
▪ LEGO Intervention
▪ Zippy’s Friends
▪ Socially Thinking
▪ Talkabout
▪ Attention Autism
▪ Small Animals
Multi-component small
group literacy teaching:
▪ Intervention for Literacy
Reading Intervention
▪ Literacy Support - Read,
Write, Inc
▪ Language for Thinking

Social,
Emotional and
Mental Health

A scripted language
intervention led
by teaching assistants
focusing on vocabulary,
narrative and producing
more complex sentences.
Planned and monitored by
SALT.
Adult-led groups with direct
teaching based on social
skills. Sessions focus on eye
contact, listening, turn
taking, and friendship tips.
Planned and monitored by
SALT.

Good.

Multi- component
structured small group
maths tuition :
▪ Numeracy catch up
▪ Numicon

Cognition and
Learning

Teaching assistants work
through a structured,
sequential programme
which includes elements of
phonics, sight word
learning, book reading and
writing. Planned and
monitored by TEACHER.
A teaching assistant works
pupils through a structured
mathematics intervention.
Planned and monitored by
TEACHER.

Multi Motor Skills Group:
▪ Sensory Art
▪ Functional Cooking Skills
▪ Gardening

Sensory and
Physical

The use of gross and fine
motor skills, mobility,
balance and other skills
pupils and students need to
develop. Planned and
monitored by OT.

Moderate.

Cognition and
Learning

Table 2: Proposed Interventions for Key Stage 2, 3 and 4

Evidence
strength

Moderate/
Good.

Moderate.
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Impact and Outcomes
Based on the number of students, EHCP outcomes, weeks in a term and
staffing ratio, it was estimated that pupils would be receiving 2,500
interventions sessions per half-term. This equated to each child receiving
1 intervention session per day over a five week period. The excess time
each term was to be assigned to planning and assessment of pupils.
The actual number of logged sessions per half-term was 1,635,
significantly below what was expected. This didn’t reflect the actual
number of sessions that happened, but reasons behind the low number
of logged sessions will be discussed in the reflection. The average
number of intervention sessions each pupil was logged as receiving each
week was 3.27, although the actual number of sessions was higher in
practice. This means that each child was receiving interventions in each
area of need every week. See analysis of table 1 below for a more
detailed analysis.

Average Number
of sessions
assessed per
half-term

Average Number
of Outcomes Met
per Pupil/Student
per half-term

Average Effect
Size of
Interventions

Estimated
Target

>2,500

1.00

d= 0.55

Actual

1635

1.04

d= 0.64

Table 3: Whole school intervention analysis

Analysis of progress and average number of targets met or point gain
per student each half-term showed that each pupil and student achieved
1 target each half-term or every 5 sessions. This was more than the
estimated target, but not significantly so. This shows that on average all
pupils and students made expected progress in each intervention. The
average was calculated by taking the total progress made for all
interventions each half-term for every student and dividing that by the
number of interventions that were logged for all pupils and students.
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This was then converted into a single scale, so that the effect size could
be measured.
The effect size provides a common expression of the extent to which
the outcomes were successful. Where there is an effect size of d=¬1.0,
it shows that there is one standard deviation on the outcomes and that
there is evidence for the intervention significantly improving the rate of
learning.” The effect size was calculated using the following formula:
Effect size = [Mean end of treatment – Mean beginning of
treatment]/SD. The effect size was 0.64 across the school, which
showed that all interventions made a significant impact on learning.
When this data was analysed further (table 4), we can see that the
biggest impact and statistically significant in data was in KS2 and KS3,
which was the focus of this study.

Average number of
sessions assessed
per half-term

(Estimated Target)
KS2

494 (500)

KS3

Average Number
of Outcomes
Met Pupil/
Student (Target)

Effect Size

(Target)

0.97 (1)

d= 0.758 (0.5)

484 (750)

1.06 (1)

d= 0.643 (0.5)

KS4

233 (500)

0.98 (1)

d= 0.578 (0.5)

KS5

267 (375)

1.04 (1)

d= 0.59 (0.5)

Table 4: Interventions analysis by Key Stage
In KS2, the data shows that the number of logged interventions was in
line with the estimated target as pupils were receiving an average of 1
intervention per day over the course of the term. Pupils in KS2 also made
an average of 1 outcome every half term, but had a very strong effect
size at 0.758. Although the data for KS3, KS4 and KS5 shows that on
average pupils and students achieve an average of 1 outcome every halfterm and this was statistically significant, it can be seen that the quantity
of logged interventions was significantly below the estimated target.
Although this does not alter the extent to which the interventions were
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successful, the reasons behind this and impact will be discussed in the
next section.

Average
number of
sessions, per
half-term

Average
Outcomes Met
per half-term

Average
Effectiveness of
interventions in
this area

Cognition and
Learning

512

0.71

d= 1.05

Language and
Communication

255

0.91

d= 1.48

Social,
Emotional and
Mental Health

259

0.70

d= 0.86

Physical and
Sensory

342

1.05

d= 1.80

Table 5: Interventions by Area of Need
From the data, we can see that the average number of logged sessions
per half-term was significantly more cognition and learning based
interventions, than for the other areas of need, but the average outcomes
met and effectiveness of interventions was strongest for language and
communication, as well as physical and sensory. Further discussion of
the reasons for this will be discussed in the next section.

Reflections
Our aim for this case study was to ensure that all pupils and students,
within our school, made progress not only against national curriculum
outcomes, but also against their own individual outcomes through a
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range of Needs-Led interventions. From the data we could see that
across the school there was an average of 1,635 logged sessions per
half-term, significantly below what was expected. There were a variety
of reasons for this. Firstly, during the course of the year there was a
significant turnover of staff, which meant that the interventions were
happening, but staff required training on how to input the information
into the database. Secondly, many interventions had the start point and
end point logged, but staff neglected to put in the number of sessions
the pupil attended. Thirdly, some data was entered incorrectly, such as
pupils making negative progress, which meant that this data could not
be counted. Lastly, some interventions needed to be changed during the
term and this was not logged on our systems. Nevertheless, we could
see from the data that was effectively logged that the interventions
across the school were effective. The data analysis shows that the
average outcomes achieved for each pupil was 1 with an effect size of
d= 0.64.
The first aim for the study was to ensure wave 2 interventions were
available for English and Maths to meet national curriculum outcomes,
for all pupils. Form the data, we can see that the number of logged
sessions for cognition and learning based interventions was nearly twice
that of other areas of need. This is because the cognition and learning
based interventions incorporated both English and Maths based
interventions, as well as interventions around learning to learn. The data
shows that the greatest impact of cognition and learning based
interventions was in KS2 and KS3.
The second aim was to ensure wave 2 functional independence,
language and communication, myself and others, as well as learning to
learn interventions were targeted to meet pupils’ physical and sensory
needs, communication and interaction, social emotional and mental
health, as well as cognition and learning needs, respectively. This was
done through matching outcomes within the EHCP to each intervention
and looking at needs led curriculum data to ensure that the individual
pupils’ needs were being met. The data shows that the interventions
significantly impacted every area of need. Although the area of lowest
impact was social, emotional and mental health, this was due to new
staff being brought in and trained as ELSA’s. More support is being given
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and early signs are that this is having a much greater impact than what
is being shown in the current data set.

Next Steps
Now that we have assessed and reflected on our intervention project,
we will continue to develop the needs led interventions, by providing
more training to assistants, so that they can begin to lead more sessions,
thus creating smaller, more focussed groups. We will also continue to
develop our range of interventions, so that we can continue to meet
pupils’ needs more widely.
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Changing, improving and learning is
a game we all play, as leaders of
education
Arc School Napton
Tania Hales-Richardson and Beth Tyrrell
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Our setting is a small school with the maximum capacity of 30 pupils.
As of July 2019 we have 26 pupils on role with 23 members of staff
(including auxiliary staff). The school has a Senior Leadership Team
(SLT) team made up of a Headteacher and two Assistant Heads (one
for Education and one for Pastoral). In addition, there are subject leads
for Science, English and Maths and a Senior Keyworker. As part of the
development of specialisms other key roles include, an Assistant
Educational Psychologist and a Team Teach Tutor.
The case study plots a journey of ups as downs through a programme
of staff retention to lead to improvements in teaching and learning and
behaviour – perhaps best depicted as a game of snakes and ladders.
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1. Context
So, let’s take you back to between January and July 2018 where, our
setting experienced a high and significant turnover of staff and
deterioration in pupil behaviour and staff well-being as a direct result.
Education standards were at an all-time low due to Requires
Improvement (RI) teaching being the main grade descriptor across the
school.
The percentage of ‘good’ teaching was in very limited pockets. Regular
meetings, monitoring, managing of staff absence, safeguarding issues
and writing up of incidents led to senior staff feeling burnt out and not
having time focus on the job in hand, which of course, is the children.
This pressure filled atmosphere which cumulated from expectations not
being met - such as managing extremely challenging behaviours and
workload well - then passed down to the wider staff team and morale
was at rock bottom. Many agency staff came and went, as they were
unable to consistently manage high level behaviours or provide a high
quality teaching environment. Alongside this, support plans were expiring
and many difficult conversations were had; this led to a dramatic shift in
culture where supply staff became the predominant face of education.
The group quickly realised the issues and employed an interim senior
leader to provide additional capacity to the existing senior leadership
team. This member of staff focused on systems and processes, which
enabled the other 3 members of SLT to manage the day-to-day
management of teaching and learning (T&L) and behaviour across the
school.
A core group of supply staff were identified and employed on a longer
term basis, who, although not outstanding teachers, were solidly good /
able to provide consistency and positive behaviour management
strategies to their classes. An external behaviour specialist was also
brought into the school to coach and model safe and effective
techniques to manage behaviour and reduce incidents significantly. From
this point, T&L became a focus and children and staff felt safe and
supported, and felt able to teach and learn.
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During this period of time one of the authors, Tania, remained at the
setting, whilst Beth worked at another school in the group, swapping
with a colleague to share expertise across both settings (one a specialist
primary setting, the other a specialist secondary setting). Tania and Beth
collaborated to share ideas and explore ways of using their knowledge
and skills to move both settings on.

2. Our Story
Over the academic year 2017-2018, the school was entering into a
period of consistent staffing and had achieved a ‘good’ Ofsted
judgement in summer 2018.
In September 2018, a change in leadership, opened up an opportunity
for Beth and Tania to participate in the NASS Leadership Programme.
Following on from attending the first course, they soon realised they
shared a passion for ensuring staff well-being and the retention of staff
and this soon progressed into their burning platform.
Also, in September 2018, a new Headteacher was appointed, Beth
returned to the setting and Tania remained a consistent factor across
the school. Beth and Tania moved into a shared space, re-arranged the
furniture about 9 times and settled into a pattern of working together
and challenging each other.
Prior to this, during the summer break (whilst Beth was off getting
married), Tania and the new Head Teacher liaised with the group’s
recruitment lead, to develop a robust new recruitment process that
identified potential employees with the skills and experience to
specifically match a specialist primary setting and a very specific cohort
of children.
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3. Aims and Rationale
Our aims were to:
A. Ensure a consistent and settled workforce,
B. Employ and retain high quality staff,
C. Improve outcomes for all.

4. Fine tuning
A staff questionnaire was developed alongside the
Educational Psychology team to gather information on staff
training needs, how well-being could be better supported
and explore any additional issues that staff wanted to pass
on in a safe and anonymous context. Following on from the
questionnaire, the SLT identified common strands and put plans and
policies in place. For example, a staff room and lunch breaks for all, as
previously staff did not have a dedicated and designated space to gather
their thoughts. Staff were also asked to eat lunch with the children,
meaning they did not have any ‘time’ for themselves.

5. Implementation
The first conversation we held was with one of our existing
members of staff. Through the conversation, it transpired
that they shared our vision and was willing to take on
additional responsibly. They were also keen to remain with
us as we were willing to support progression and offered
the opportunity to attend further training. This matched her own goals
and wishes and developed our teams skill base and outcomes for the
pupils.

27

6. Systems
Following this, an opportunity arose for a member of staff to take on the
role of ‘Senior Keyworker’. The core requirements for this post were: to
be a role model for other keyworkers within the school, carry out any
inductions for new members of the pastoral team, oversee the
delegation of responsibilities to keyworkers and auditing any paperwork.
This was internally advertised and 4 members of staff applied. Following
the interviews and a robust selection process, a Senior Keyworker was
appointed.
When the Senior Keyworker role proved to be successful, we looked to
allocate specialism to all Keyworkers and TAs. We identified staff who
had the skill base and experience to take on specific responsibilities. This
included:
▪ A Keyworker who had experience in early years and working with
families took on the role of our first ever, Family Support Worker
(combined with a part-time support role in class, as well as
Keyworking duties).
▪ A Keyworker, who had a background in psychology (and a
significant amount of experience in leading transition and
interventions) took on the role of Interventions Co-ordinator.

7. Staff resignation
During the first half of 2018, we had 5 staff resignations,
some of which were due to new systems and processes
being brought in and staff choosing to move on as a result.
We also had many supply staff, some of whom moved on
after only a couple of days due to not being able to meet
the needs of the children, or a misunderstanding of what the challenges
would be when working with children who have a wide range of needs,
including behaviour that physically challenges.
All of this combined had a detrimental impact on the emotional resilience
and well-being of staff and children. Smiles were very thin on the ground.
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Then, around May half term (with Ofsted looming), we were lucky
enough to appoint, two new teachers, one of whom had been a
consistent member of supply staff, prior to becoming a permanent
member of the team.
This consistency and the staff member’s expertise, gave the team a
much needed boost and noticeably raised the standard of teaching and
learning across the school. Staff morale was beginning to improve with
this stability; however, the SLT and staff team still had lingering
insecurities after such a difficult year with resignations and recruitment
issues.

8. Lack of leadership capacity for sustained
change
Due to the amount of time that supporting staff and children took the
SLT experienced a lack of capacity. An additional person was appointed
by the group to add capacity to the SLT and to collaborate with them to
develop a strategic overview of the schools position. Prior to their
appointment, the SLT spent the majority of their time in school managing
staff, covering classes, supporting an inconsistent teaching team and
actively supporting extreme behaviour.

9. Reflection / Training and Culture shift
As OFSTED approached, all staff received a wakeup call. They had
capacity to be very good and show the improvements the school and
systems had made, but would they be able to after such a short time of
sustained change? Of course they would!
Staff had begun to consistently work together and there was evidence
of some very good and outstanding practice, even though some was still
only in pockets across the school (mainly due to the newness of some
staff). However the impact of the journey, the introduction of new
systems and processes, the resilience of staff who had stayed or joined
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and were prepared to work hard - added with their unfailing desire to
put the children first - shone through and allowed the school to be seen
as it now was: a good school.
The outcomes from Ofsted, new behaviour systems and the increased
accountability on staff lead to a pronounced shift in culture; SLT did not
now have to manage every detail of the school day, staff could be
innovative and the children could develop their love for learning and play.

10. Impact (how the journey has impacted on us, the
school culture and our own leadership styles)
The most noticeable incidents at the end of the 2017 /
2018 academic year and those that impacted the school
significantly were: the good judgement from Ofsted, the
positive shift in behaviour strategies, the change to shared
accountability cross school and with this shared
management of behaviour; and the sudden and unexpected departure
of the Headteacher.
This all led to another shift and the school moving up a gear as it readjusted and put additional processes in place, utilising staff expertise at
every turn.
The biggest change was to the school recruitment process and the
interviewing and employment of staff that were suited specifically for the
cohort of the children. In addition, these staff were matched to classes
based on experience and teaching style which meant the standard of
teaching and learning improved dramatically (33% of teaching and
learning was good or better at the end of 2017 / 2018 academic year
compared to 100% good or better at the end of 2018 / 2019 academic
year).
Sharing an office meant that Beth and Tania had the space to work
collaboratively. Each had their own unique leadership style (which was
identified and reflected in the first questionnaire given out in the first
session of the NASS leadership development programme). Each style
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complemented the other which led to a fantastic working relationship
and highly effective outcomes.
Over the course of the academic year 2018-2019, through attending
the programme, sharing complex safeguarding cases and
responsibilities, supporting children and staff and making many key
strategic decisions, Tania and Beth have honed their individual leadership
styles and learnt the benefit of having the opportunity to work so closely
together. The impact of this can be seen through the innovation, school
improvement overall, staff and child well-being, parent / carer confidence
and the retention of the majority of the staff team.
The new Headteacher (appointed) in August 2018, has guided the
journey whilst leading the school and collaborating with staff to bring
about significant improvements. As a three, the SLT has brought the
school forward considerably and this was noted at the most recent group
Conference when the setting was presented with ‘The Most Improved
School’ certificate.

11. Systems and processes
Many new systems were developed to support the school
family, including parents and carers. The key development
was the N Mechanism, a curriculum that meets the needs
of every child and the focus this year shifting onto staff wellbeing and staff retention – which in turn has reflected
positively on the pupils.

12. Space created for reflection
Within the school is a large room that has been used for
many purposes, including a Keyworking base. At the start
of the academic year this was changed into a staff room
and became a space, where staff could pause and reflect
following restrictive physical interventions, difficult

31

conversations and emotional periods (due to the nature of the needs of
our children it has been a priority for staff to have space to ensure their
own needs are met too).

13. Data and evidence review
By recruiting and retaining staff, the recent staff questionnaire has been
noticeably more positive and staff have been keen to share what training
they would like to complete to help them develop their role. Teaching
and learning was rated ‘good’ in the most recent Ofsted (Summer
2018). Since then, Teaching and learning has moved on at pace and all
teaching is at least good, with many elements of ‘outstanding’ practice.
Analysis of pupil progress data shows that the majority of children are
either on track or exceeding their individual targets (80% of a N Step).
For the children not making this progress, interventions have been
promptly identified and support plans have been put into place. For
example, one individual pupil has been allocated 1:1 funding, which the
school are using to help him attend school full time and access a learning
environment successfully. Another pupil (previously a school refuser),
now attends school fulltime and has accessed offsite educational
activities / learning. This was down to having a consistent staff team,
who worked together to create a bespoke timetable and provide ongoing support to him and his wider family.

14. Poor quality practice eliminated
Through performance management, regular probation reviews and
supervision (offered by the Headteacher and in one case externally)
staff, their practice, their wellbeing and skill base has been closely
monitored this year. The same has happened for the children who have
been taught and supported exceptionally well.
This level of scrutiny, in theory, has meant that anyone struggling or
demonstrating poor practice has been picked up and supported quickly,
or any child who has struggled has come to the attention of staff
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immediately, meaning strategies and support can be put in place
promptly and effectively.
However, the reality of this year is that due to many pressures of school
life (multiple on-going safeguarding cases / family support / developing
new practices and systems) there have been occasions where reviews
haven’t been as timely as we would have liked. This workload has also
impacted on moving out achievements into the wider network, although
we have shared practice informally with our local school cluster. Sharing
across wider education networks will be a priority on our Education
Action Plan for 2019/2020.
Despite the challenges of limited time and equally valuable priorities, the
SLT have worked together to ensure that any evidence of poor practice
is eliminated and that everyone in the school – pupils and staff - is
supported and given every opportunity to progress.

15. Staff well-being and retention high
As we come to the end of this development programme and
reflect on all we have achieved, staff well-being and staff
retention has been maintained as a priority throughout the
year. There have been many incidents of innovative practice
(the allocation of specialist elements to TA and Keyworker
roles, the emergence in specialisms in teacher roles and the
development of a new curriculum) and this is due to staff (including SLT)
feeling heard and therefore having the confidence to take risks.
Unfortunately, due to fluctuating numbers (year 6 leavers and children
moving care placements) and the direction the Arc Schools are all
moving in, the number of classes will initially be reduced to 5 and some
roles will change from September 2019. This recent change has had a
massive implication on the current Keyworking role and the emotional
well-being of this team. This will no doubt also impact on retention of
staff and we await the outcome of the consultation period before we can
move forward and restart out project in September 2019.
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There are however, clear indications of the positive impact our project
has had overall and we will therefore continue, even amidst yet another
period of change.

16. Journey towards outstanding (maintaining and
excelling)
Now our bedrock and processes are safely in place, even
though we end our journey on a snake, we can clearly see
that - although it may feel like a sudden fall back - we
haven’t gone all the way back to the start.
This period of change also doesn’t mean that we won’t aim for the top
of the ladder and achieve it again very soon!
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Eat to Learn, Learn to Eat
West Heath School
Mimi Kirke-Smith and Julie Goodyear
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Abstract
An investigation using change management to assess the impact of
good nutrition on health, behaviour, and learning amongst vulnerable
students in a special school environment. Over a six-month period
(December 2018 to May 2019) various pre- and post-measures were
taken before the healthy lunches were introduced from the start of
January 2019. The results demonstrated some positive outcomes,
although no correlation can necessarily be drawn between the
introduction of healthy meals and the improved outcomes due to the
number of confounding variables which could not be controlled for.
Nonetheless, it was a worthwhile exercise in change management, and
provided a conscious awareness within the school as to the benefits of
healthy nutrition.

Focus Area
To encourage healthy eating within a school environment.

Introduction
Research consistently suggests that nutritional status can directly affect
mental capacity among school-aged children. Existing data suggests that
with better nutrition students are better able to learn, have fewer
absences, and behaviour improves causing few disruptions in the
classroom (Belot & James, 2011; Sorhaindo & Feinstein, 2006).
In the UK, policies driven by both the Department for Education (DfE)
and the Department for Health have worked hard over the past decade
to increase healthy eating in schools highlighting the adverse effects of
foods that are high in calories, fat, sugar, and salt. Children with
nutritional deficiencies are particularly susceptible to the moment-tomoment metabolic changes that impact upon cognitive ability and
performance of the brain. Not only can poor nutrition lead to poor
cognitive and behaviour performance but it may result in decreased
immunity and greater susceptibility to infectious disease. There is also a
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growing body of evidence indicating that good nutrition may play an
important role in the prevention, development, and management of
diagnosed mental health problems including depression, anxiety, and
schizophrenia.
However, food and taste preferences, whilst partially determined by
biological and genetic predisposition, are also influenced by social and
family factors; additionally, they can be affected by advertising and
market trends. For example, the trend for fast food and TV dinners has
had a major impact on eating habits over the past two decades. Early
life, particularly adolescence, which is a time of transition to adulthood
where many lifelong habits are being established, is therefore a critical
period in which to educate young people on the benefits of healthy
eating.

Rationale/Aims
The aim of this study was to attempt to change the way students and
staff at a specialist school for social, emotional and mental health
(SEMH) difficulties view healthy nutrition and to recognise and
understand the benefits. School is an environment in which there is the
possibility to help students develop lifelong healthy eating habits, which
in turn should benefit not only their academic performance but also their
behaviour and mental health. A secondary aim was to improve staff
wellbeing and, in turn, a subsequent decrease in staff absences.
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Background Context
West Heath School is an independent secondary school for young people
aged 10 – 19 with SEMH. Based in Kent, we have been awarded
Outstanding by Ofsted on the past three occasions for both the school
and our residential provision. We have approximately 130 students on
roll, 25 of whom are weekly boarders. However, 28 students are in the
Sixth Form and attend college so do not access lunch on the school site,
so for the purposes of this study, we are talking in the region of 100
students who access lunch daily on the school site.
We have an excellent catering team, Holroyd Howe, who provide
breakfast, tuck, and lunch for all students and staff and are very proactive
and supportive in helping to keep our students healthy. However, we
do have a significant difficulty with persuading our students to eat
healthily and the consumption of fizzy drinks, sweets, crisps and biscuits
are an ongoing problem. This is exacerbated by some of our staff who
at times resort to using unhealthy treats to encourage and reward
attendance and engagement in lessons.

The Process
When a decision was made to improve our nutritional programme, both
staff and students were consulted for their views. This took the form of
a full staff consultation (a presentation followed by discussions amongst
several smaller focus groups), in addition to asking the opinions of the
student council (who then cascaded it down through their tutor groups).
At the time of consultation, the majority of staff were in favour although
the students generally less so. The catering team were fully on board
and made a significant contribution to generating ideas for healthy
meals.
Before the launch of the new nutritional provision, a number of preintervention measures were taken in December 2018. These included
student attendance figures, emotional wellbeing scores, measured
through the Strengths and Difficulties Questionnaire (SDQ), and
numbers of behavioural incidents. The uptake of lunches was also
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recorded with specific notice paid to the type of lunch (e.g. hot meal,
sandwich, dessert only) as we were aware that many students chose
not to have lunch. These measures were repeated in May 2019 and the
results analysed as can be seen in the Results section below.
In addition to this quantitative analysis, a qualitative element in the form
of anecdotal evidence from both students and staff was incorporated.
This included feedback from staff and students as to what they thought
of the new healthy menus and whether they had noticed any differences
in behaviour, emotions, or wellbeing.
In January 2019 the catering team presented an assembly to all students
and staff outlining the changes to the menus and emphasising the
benefits of healthy nutrition (see Appendix A). Changes included Grab
‘n’ Go options (e.g. Fusilli with chunky tomato sauce and feta cheese),
sandwiches made with 50:50 bread, and healthy main meals such as
Thai Green Chicken Curry. Samples of menus can be seen in Appendix
B. Posters were also put up around the school reinforcing the message.
Letters were also sent out to parents/carers asking for their support and
advising them of the importance of encouraging their children to eat
healthily at home, and not to bring in unsuitable snacks/drinks. As this
was a natural experiment there were no ethical considerations and
parental permission was not required.

Results and Impact
1. Uptake of Lunches
The results from the uptake of lunches during a week in December 2018
compared to a week in May 2019 can be seen below. The number of
students accessing lunch of some kind increased from a total of 207 in
December to 248 in May.
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Figure 1: Students accessing lunch over the course of a week in December
2018 compared to a week in May 2019

2. Results from the SDQ scores from Autumn to Summer
2018/2019
The SDQ is a brief emotional and behavioural screening questionnaire
for children and young people. The tool can capture the perspective of
children and young people, their parents/carers and teachers.
The 25 items in the SDQ comprise 5 scales of 5 items each. The scales
include:
1. Emotional symptoms subscale
2. Conduct problems subscale
3. Hyperactivity/inattention subscale
4. Peer relationships problem subscale
5. Prosocial behaviour subscale
For the purpose of this project, only the teacher’s scores were evaluated
(there are also parent and student versions). The higher the score, the
lower the student’s emotional well-being i.e., a decrease in scores is a
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positive change. The baseline was taken at the end of Term 2 (Autumn)
and the exercise was repeated at the end of Term 5 (Summer).

Figure 2: SDQ Scores Autumn to Summer 2018-19

48% of students’ total difficulties scores decreased from the end of Term
2 (Autumn) to the end of Term 5 (Summer). 11% remained the same
and 41% increased.

3. Incidents, attendance and staff absence
The number of behaviour incidents and student attendance were
measured for terms 2 and 5. The number of incidents dropped from 284
to 138 and student attendance rose from 79% to 83%.

End of
term 2

End of
term 5

Figure 3: Number of incidents

End of
term 2

End of
term 5

Figure 4: Student attendance
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Staff absences were measured for November and December and again
for April and May. Absences reduced from 71 to 62 days.

November/
December

April/ May

Figure 5: Days lost through staff illness

Discussion
The purpose of this research study in change management was to see
whether the introduction of a healthy eating campaign would have a
positive impact on students’ behaviour, emotions, and general wellbeing,
and whether this in turn would improve attendance and engagement
with learning. It was anticipated that if positive results were achieved,
that an added benefit would be an improvement in staff wellbeing and
improved attendance at work.
As the results demonstrate, the student uptake of school lunches has
increased over the six-month period from December 2018 to May
2019. In total during a week in December, 207 lunches of some kind
or another (provided by the catering team) were accessed by students
over the course of five days; in May the equivalent number was 248 –
an increase of 20%. Whilst this is perhaps not as large an increase as
hoped for, it does at least demonstrate a positive trend. Perhaps most
importantly, however, is the number of students accessing a full meal:
This has increased from 114 over the course of a week in December to
143 over the course of a week in May – an increase of over 25%. It
also appears that the introduction of a Grab ‘n’ Go option has proved to
be popular with 59 students choosing this option over the course of a
week (N.B. This was only introduced in January so cannot be compared
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with an uptake in December). Sandwiches also seem to have increased
in popularity. Interestingly it also appears that the consumption of
desserts increased on some days over the time period; whilst all the
desserts are ‘healthy’ it may reflect that some desserts are more popular
than others!
In terms of SDQ scores between the end of Term 2 and the end of Term
5, there has been a positive decrease in scores which is encouraging.
Whilst causality cannot be inferred, there appears to be some correlation
between the uptake of lunches, the healthier menus, and improved
student wellbeing.
In terms of student attendance, there has been a small increase from
79% at the end of Term 2 to 83% at the end of Term 5. Whilst this
could be attributable to the kinder weather in the Spring/Summer, it is
nonetheless an encouraging outcome.
Similarly, in terms of behavioural incidents, there has been quite a
dramatic decrease in the number of incidents between the end of Term
2 (284) to Term 5 (138). Again, this is an excellent result – regardless
of whether it can be attributed to the improvement in nutrition.
Furthermore, in terms of staff attendance, there has also been a
decrease in days lost through sickness: from 71 days in
November/December down to 62 days in April/May. Again, whilst no
causality can be inferred there is a possible correlation between healthier
meals/improved student wellbeing/and staff sickness.
In addition to the quantitative results, anecdotal feedback from the
student council was positive: Students say they have become more
aware of good nutrition and some students have lost excess weight
through healthy eating – generally positive overall. However, feedback
from staff was less positive: Some staff report that there have been no
noticeable improvements in student behaviour and that students are still
bringing in fizzy drinks and sweets in the mornings. Furthermore, some
staff are still relying on using biscuits to encourage learning.
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Evaluation/Reflections:
Whilst the overall results are generally positive, it must be remembered
that this was not a controlled experiment and we therefore cannot
necessarily attribute the improvement of nutrition to the reported results.
There were a number of confounding variables which could not be
controlled for including our student cohort which changes quite often
(the addition of one or two new students can totally upset the group
dynamics affecting the number of incidents), the fact that student and
staff absences may have been adversely affected during the winter
months, and the fact that historically the build up to Christmas is
extremely difficult for many of our students. Furthermore, without the
possibility of a control group we cannot be confident of the veracity of
the results, and they may be purely coincidental.
Nonetheless, it was a worthwhile exercise in change management, and
provided a conscious awareness within the school – and particularly
within the Senior Leadership Team - as to the benefits of healthy
nutrition. However, perhaps the area to reflect on the most is that, whilst
these results appear encouraging, when one considers that potentially
approximately 500 lunches over the course of the week could have been
consumed (100 students over 5 days), this still means that just under
50% of our students are either bringing in their own lunch or, of greater
concern, not eating any lunch at all.

Next Steps:
Although this is a good start, there is still some way to go in our journey
to educate both the students and staff about the benefits of healthy
eating. In line with the recommendations from the Education Endowment
Foundation (EEF, 2019) consistency, clarity, and a collaborative
approach is essential in all aspects of school provision and as a senior
management team we need to ensure this occurs. We have already
scheduled a meeting for the start of September to discuss our next
steps.
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As it has been reported that some staff are still at times using unhealthy
treats to encourage and reward attendance and engagement in lessons,
further training in classroom management may be an option to consider
in order to provide the appropriate tools for teachers.
In the meantime, we will continue to provide healthy food and to
encourage all students to eat at least one nutritionally balanced meal at
lunchtime. Other steps that we are considering include having breakfast
in tutor groups and offering tuck mid-afternoon to overcome the effect
of medication and to provide sustenance on the long journey home that
many of our students have to face at the end of a school day. In an ideal
world, it would be nice to return to the school’s original ethos that lunch
is a social event and that all students should eat with their tutors/LSAs.
However, due to the current student demographic and size of the school
intake this may no longer be possible, but it is felt by many to be a
valuable model to follow and may be possible to re-visit this at a later
date and consult with staff and students.
To end on a really positive note, a fantastic additional outcome is that
our wonderful catering team, Holroyd Howe, have been awarded the
Health and Well Being Champions Award for the work they have done
with the School on this Nutrition and Behaviour Project. Without their
enthusiasm and dedication, we would have been unable to carry out this
investigation so our thanks and congratulations go to them.
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Appendix A: Presentation to students on the benefits of healthy
eating: Eating Through The School Day
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Appendix B: A typical menu for the week
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Structure
Mary Hare School
Robert Rattray
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I first started to become interested in structures within schools when I
began working as an outreach teacher visiting deaf children in schools
throughout Staffordshire. As an outreach teacher, it is important to get
to know the structures in place within a school in order to ensure that
the support that we put in place is effective throughout the school.
Structure is everywhere. If we look carefully, we can see structure within
every single area of our lives. The cup of tea I am drinking has followed
a carefully planned series of structures that has allowed the tea leaves
to be grown from a tiny seedling to the brew that is sat in front of me at
this very moment. Structure is naturally present in nature. We have only
just begun to understand the importance and complexity of the
structures within nature, as anyone reading the Secret Life of Trees will
see. I was particularly interested to read about the 500 plus year old
stump that was still alive and healthy due to the other trees around it
nourishing it and keeping it alive. This is apparently down to the other
tree’s strategies to keep competition from growing in the space of the
stump and thus increasing the resources available to them. The reason
we can all drive anywhere in the country, at speeds of up to 70mph, is
because of the structure of the roads. We know when to: stop; give way
to others; to move and to turn off because our roads follow the same
basic structure. There are times when we come across a junction that
we haven’t before, we will have all experienced elevated stress levels
and a much higher level of cognitive processing at these junctions. But
once we understand them, it gets easier to navigate (providing one is
understanding and patient with other driver’s impatience and
imperfections).
After a few visits to different schools, I quickly realised that, although all
schools follow the same basic frameworks, that no two schools are the
same! I recognised that every school has a very different feel to it, this
quickly became apparent from as early on as entering the reception area
to be greeted by the member of staff who was assigned the role of being
my chaperone on that particular visit. Many schools felt like highly
organised and professional organisations whereas others felt less so. I
have come to believe that having a carefully thought through, well
planned and implemented overall structure in place is key to ensuring
that a school best serves the people within it, namely: the children; their
families and all the staff involved, either directly or indirectly.
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During my visits to many different schools as an outreach teacher in my
previous role, I noticed a large number of schools would have an
outstanding department in one area, where the behaviour was
impeccable, the children were engaged and the classrooms positive
learning environments only to visit another department where this would
not be the case. A good structure within a school takes the strengths
from all areas of the school and ensures that these are efficiently
embedded throughout the whole school.
When I think of structure, I think of the steps and processes that people
need to follow in order to achieve an outcome. At this point I would like
to make it clear that I also believe that it is imperative that all structure
must have flexibility built into it. I also bear in mind that research has
shown that all of us have a daily limit to the amount of information that
we are able to process in one day. So, removing unnecessary information
and tasks as much as possible makes very good sense.
At my school, I have assigned the following structure in place with a view
to ensuring that there are clear lines for line management and for
delegating responsibility. We have two assistant head teachers and they
both have specific responsibilities. Every staff member then has a
responsibility according to their roles and as often as possible, these
responsibilities will lie within an area of interest to the staff member.
These are closely linked to professional development and the whole
school development plans.
The idea behind this is that there are clear lines for information to follow
and it allows staff members to focus on their area of responsibility
without becoming diluted by being involved in too many areas within the
school. In my experience, people work far more effectively when they
know exactly what is expected of them and also within a structure that
allows them to push requests in the right direction. In my experience,
children also feel more secure and learn better when there are not only
clear expectations, but also clear systems and boundaries in place.
Parents benefit from knowing who to go to for any specific requests and
this then results in information being shared effectively across the school.
If parents were only to go to those who they feel that they have the best
relationship with or if they take things straight to the Senior Leadership
Team (SLT), bypassing the form tutors, then the SLT have to feed this
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back to the form tutors. This information is second hand by then. The
form tutors will then have to contact the parents to obtain more
information before dealing with the request. Whereas if parents go
straight to the correct staff member within the school, that staff member
then deals with the matter and records on the school recording system,
then the information is there for all to see as well as for the records when
these are collected periodically.
I think it is really important to bear in mind the child’s day when thinking
of structures that directly involve the children. All the children start their
days with their form tutor, they speak with their tutors, the tutors will
have had contact with parents, they write in home school books, they
get a feel for the children’s moods in the mornings and generally know
the children in their class better than other staff across the school. It
therefore makes sense for all communication from home and care to go
to the tutors in the first instance and to build / evolve any structures with
this in mind.
I have learnt that a large amount of the communication that takes place
in schools is not the most effective way of communicating and thus takes
up a lot of valuable time and energy that should be invested in the
children. It is therefore vital that we not only build effective
communication into the heart of our schools structures, but that we, as
leaders, lead by example and encourage staff to work to the systems.
Therefore, thinking carefully about how communication channels operate
through our structures as well as ensuring that there is no duplication of
information. Keeping in mind what I mentioned earlier about our limited
daily capacity for information processing.
Behaviour is a good area where I can illustrate this point. When everyone
in the school, staff, parents and children, all understand the clear
behaviour structure, consequences, reporting streams and recording
systems, then there is a much higher chance of the system being
successful.
To illustrate what I am trying to explain here I would like to use an
example of a behaviour system from one school where I worked. They
had three full time members of staff working purely to support staff with
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student behaviour. There was a very clearly defined system in place so
that the students all knew exactly where the boundaries lay; the staff
were able to get on with teaching and because all the staff knew exactly
what steps to take when a pupil became disruptive, they were able to
follow these steps, knowing that support would be on the way once step
x was reached. This meant that staff were not wasting valuable time and
energy arguing with disruptive students. Once students were picked up
by the behaviour team, the consequences begin to automatically accrue
in a manner in that the most disruptive students were efficiently identified
and support mechanisms were put in place in an efficient manner.
Repeated poor behaviour resulted in an escalating system of sanctions
and support in that the majority of students who reached the upper levels
of the system were given the support and guidance to develop the skills
in order to learn in the classroom, the school were able to divert these
scarce resources to those who needed them the most and the majority
of children were well behaved and understood exactly what was
expected of them. New staff entering the school were given clear
guidance of how to respond to behaviour and staff members using the
on-call system more frequently than others were given additional training
and guidance / support. Clear data streams and records were easily and
efficiently created and provided valuable information for the leadership
team to ensure that the behaviour system continued to be fit for purpose.
I would be thinking of the existing structure within your school. How
would any new system you introduce to your department / school fit in
with what is already there. Where are the staff presently at? Do they
have the enthusiasm and the skills in order to take on what you are
thinking of introducing? Is there anyone who has a particular skillset or
interest to take on what you are thinking of? Are there any existing
structures that already have some of what you are thinking of introducing
in place? You could place what you are thinking of alongside these
existing structures?
For example, a new anti-bullying policy would take on elements of the
existing behaviour policies. Or a new marking policy for your department
may fit in well with the marking policies already in place in the humanities
department next door.

56

Good structure ensures that good communication takes place
throughout the school. Schools are not well designed for staff to be able
to think clearly – there is a sheer volume of information that we all have
to take on board each day, we are expected to take on board far more
than our brains are designed to handle.
A school with good systems in place minimises unnecessary tasks and
allows everyone to focus on the most important items with maximum
efficiency. So, when we are thinking about implementing a new policy or
system, it is definitely worth thinking about where this fits in within the
bigger picture of the whole school.
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Motivation, morale and movement:
Creating a distributed leadership
model in a new and growing school
Brookways School
Hannah Lovegrove
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“The best way to predict the future is to create it”
(Abraham Lincoln)
Our school is a newly established special school in London, catering for
28 children, aged 7-16, with complex behavioural needs and those on
the autism spectrum and with additional complex needs. We realised
there was a ‘gap in the market’ for students who are high-functioning,
and are able to live independent, fulfilled lives as adults, but who don’t
yet have the tools and strategies to cope with the demands placed on
them from others. Their needs generally stem from their poor social and
communication abilities. In line with research regarding autism
diagnoses, the vast majority of our students are male, with females
generally being diagnosed later on in adolescence (Lassalle and
Rynkiewicz, 2018). It is a particularly challenging environment to work
in as these children have a huge range of complex needs. As they are
higher functioning, it is sometimes somewhat difficult to distinguish
between behaviour that is a choice (which can often be violent and
aggressive towards other staff and students, including kicking, spitting
and damaging school property), or behaviour that is borne out of their
frustrations to communicate effectively, as is typical for those with ASC.
As a new school, it was crucial for us to recruit staff who had the skills
and experience to work with complex children. We are also passionate
about developing people to become future leaders and managers.
However, it became apparent that there was a fairly flat leadership
structure. This meant that tasks and responsibilities weren’t distributed
amongst staff, meaning that the senior team became overloaded and
had to complete more menial tasks that couldn’t be delegated, as the
other staff appointed lacked experience or became overwhelmed. This
became an issue in terms of staff morale and motivation, and it was
apparent that the leadership model needed restructuring. An example of
our initial leadership model is below:
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We chose to focus our school improvement plan around creating a
distributed leadership model, including creating middle leadership roles.
My expectations were that we would be able to achieve this fairly fluidly
through recruitment and a renewed focus in staff wellbeing. I expected
staff to ‘buy in’ to the strategy, as they already felt a part of it through
prior consultation. I presumed staff would feel acknowledged and
listened to, with excitement about the prospects of developing
themselves and the school further. This happened with the majority of
staff who bought into out ethos and values. As a growing school, it was
complex to devise a range of extra responsibilities as all staff started on
‘a level playing field’; some colleagues felt they were in competition with
each other for these roles. However, we referred to our school
improvement plan throughout to ensure the roles we were creating were
strategic, in line with our wider vision and made the most of the strengths
within our staff team.
We pride ourselves on consistently working as a team, where, although
authority is present through roles and responsibilities, our opinions, ideas
and strategies are all considered equal. This solution-focused approach
is exhibited daily through debriefs, which are a strength of ours. Thirty
minutes is set aside to discuss key issues of the day and find ways, as a
team, of moving forward and tackling any concerns. As we are so small,
every staff member knows every student, so it is imperative that we are
all uniformly using the same strategies and solutions for each child,
especially regarding their complexities around social communication and
emotional regulation.
The first issue to combat was that of motivation and morale. The nature
and environment of the school means that it is a rewarding, yet
challenging and tiring vocation. Ensuring staff well-being, team
camaraderie and morale were at its peak was crucial. We surveyed staff,
asked for their opinions and listened to their ideas. Through this, we
created systems allowing them to feel motivated and empowered. A key
part of this was acknowledging talent, loyalty and commitment through
opportunities for training and promotion. As a senior leadership team,
we were highly aware that we needed to create these opportunities, as
well as distribute our leadership, so it was appropriate for us to action
this. We used feedback from our 2018 Ofsted report, as well as audit
suggestions and our school improvement plan to plot where we most
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needed to distribute leadership and management and delegate
responsibilities, in the first instance. This is something that needs to be
developed slowly overtime, creating more opportunities for staff,
however, the immediate needs were identified as:
▪ Social, moral, spiritual and cultural learning (SMSC) and
fundamental British values (FBV)
▪ Numeracy leader
▪ Literacy leader
▪ Positive behaviour support
▪ Team Teach trainer
Now that we had identified what our priority areas were, we needed to
establish the resources and timescale in order to appoint or promote
people for these responsibilities. We set a time frame of an academic
year plus one term, in order to recruit for the above roles. As our student
numbers, and subsequently, staff numbers, are increasing slowly as we
grow, it was imperative that we forecasted ahead for these roles,
including setting aside adequate capital expenditure in our budget. The
main resources were staff and human resources and recruitment. It was
also key that we advertised and allowed enough time to interview and
appoint, in line with teacher resignation periods. This could prove quite
difficult, and time and money were spent using external recruiters, which
became an issue in terms of poor communication, a lack of choice with
candidates and our budget being rapidly spent on agency fees.
Additionally, the impact of having agency staff meant that, at times, it felt
as if some new staff were ‘temporary’, as some members of staff were
the wrong appointment. This ultimately concerned staff as the
impression they received could be that ‘everyone is replaceable’ – and
this is not the vision we want to create, as staff are our most valued
resource. When we do recruit through agencies we intend to eventually
offer these staff a permanent contract, however, in most cases, these
staff were not ‘strong’ enough to work in this challenging environment,
or deliver the high quality of education we expect.
The next part of the process was to recruit, both internally and externally.
Although we had the aforementioned issues in terms of high costs and
a small pool of candidates, the process needed to be selective so that
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individuals who wished to join our organisation shared our values and
ethos. Our school is niche in its non-punitive approach and the children
can be challenging. It takes a certain calibre of person to be able to deal
with the demands of a school like ours. A challenge was to find these
staff, however, current staff felt a renewed sense of focus after these
potential promotion opportunities. Our interview and selection process
is rigorous and contains a variety of tasks to tease out the qualities, skills
and experience of staff. Teachers are observed teaching a lesson, with
support staff being observed to support a lesson. We also observe
candidates socialising with children during breakfast, break or lunch time
to establish their social communication skills and knowledge about
autism. Candidates also have a written task, which is a set of reflective
questions that prompt responses in relation to our values and ethos. The
questions we ask for this task are:
▪ Tell me about a time that you stood up for a young person and
what the outcome was.
▪ What is your view on punishment for children?
▪ Tell me three things about how your knowledge and
understanding of autism would be used in your job as a
TA/teacher.
We then have a range of interview questions, which prompt candidates
to explain about their experience, and assess their values and how they
answer their questions with anecdotal evidence. The questions we use
for this include:
▪ Asking about their previous experience with autism and SEND.
▪ Asks them to reflect and explain on why they wanted to become
a teacher.
▪ Probes candidates about how they believe their colleagues and
children would describe them.
▪ Mandatory safeguarding questions.
In some cases, additional tasks and/or questions are asked for those
applying for positions with additional responsibility. However, this
rigorous process allows us to make appointments of staff whose values
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echo ours and who have the skills, attitude and capabilities to deal with
the challenging environment that is our school.
It was evident that we needed a clear process in order to establish a
change. Change is a frequent theme in our setting, as we are still very
young. However, managing people and ensuring they are motivated and
see a future is a priority. Our process for this change, and all changes
we implement throughout school is:
1. Give staff the opportunity and space to voice their opinions.
2. Decide the issue in line with visions and values.
3. Discuss a clear process and action plan for the change, with
actions and staff members accountable.
4. Source resources, staff and budget for said change.
5. Prepare others for the change, including modelling this, where
possible.
6. Implement the change, in line with the action plan provided.
7. Review the change and make any adaptations or changes.
It has now been a term and a half since we implemented our new
strategy and developed a distributed leadership model. The team has
grown, meaning that responsibility is more balanced and staff therefore
feel more relaxed and motivated. Having a distributed model also allows
for the key needs identified to be developed and delivered well.
Previously, staff were overloaded with responsibilities, whereby they had
to prioritise more important and urgent matters, such as safeguarding.
However, now the aforementioned areas are off their caseload, they are
able to concentrate on their core areas of responsibility. In my opinion, I
believe the change is evident and necessary and it is something we wish
to develop further, with more middle leaders, as we grow as a school
and staff team. Therefore there is sustainability to the change, and it will
organically grow as school priorities change.
Our leadership model is now more distributed, as shown below. Our
Higher Level Teaching Assistants (HLTAs) all have an additional area of
responsibility or lead on a subject, which allows us to provide more
planning, preparation and assessment (PPA) time for teachers, and
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provide more learning and promotion opportunities internally. This has
been a huge advantage to us as a senior leadership team, developing
and developed staff, and the children at the school, as they received a
breadth of knowledge as well as avoiding over-attachment with certain
members of staff.

There were many learning opportunities encountered throughout the
whole experience. Setting up a ‘school from scratch’ has catapulted me
into thinking both about soft furnishings and light finishes to policy and
schemes of work simultaneously. It has taught me not to leave any stone
unturned, prepare for the worst and hope for the best. It was incredible
to experience interviewing and recruiting new staff whilst wearing a hard
hat and high visibility vest, but most spectacularly, it was humbling to
witness what was once a vision and a floor plan, develop into a
successful school for complex and challenging children. In terms of
recruitment and retention of staff, this study has taught me the
importance of interviewing cautiously and thoroughly, to ensure visions
and values are shared respectively. It has also shown me what it can
look like for people to feel overworked and stretched too thinly, due to
lack of resources and staff. I have learnt to prepare staff for all situations
and expect the unexpected. I have also discovered how difficult it is to
appoint staff who are both reflective and adaptive practitioners, who
have the passion and spirit to help the most vulnerable children in
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society. To balance this with additional responsibility is a difficult feat,
and it is crucial that their time and resources are protected and that they
are supported rigidly with training opportunities and space to reflect. The
distributed management and delegation of staff has turned out better
than my expectations. I was expecting it to take much longer to get to
the point where we are at now, and to have to upskill a large proportion
of staff before they felt ready to move into middle management.
However, our team were motivated to take on more responsibility, and
it helped us especially to promote HLTA’s internally and this is something
I would highly recommended, especially for those thinking about
pursuing a career in education or therapeutic intervention.
Since the school opened, we have changed the lives of many children
and their families and offered the much-needed support to the local area
in terms of sharing resources and practice. We also had a successful first
Ofsted visit, whereby we were graded ‘good with outstanding features’.
We are continuing to grow the school organically and have a clear route
towards becoming ‘outstanding’; not just in terms of Ofsted, but also in
terms of our quality of provision, training opportunities, upskilling of staff
and devotion to the motivation, wellbeing and morale of staff. We are
aware that staff are our most prized asset and, if it were not for them,
we could not provide the fantastic educational experiences to the
children at our school. It remains our mission to empower them by
providing opportunities, as well as ensuring our priorities as a senior
leadership team, remain in the strategic leadership and management of
the whole school. Changing our leadership model was the single most
impactful thing we have done in order to secure the future of our school,
as well as fellow educators, to help combat the recruitment and retention
crisis we are currently facing in the UK, and we look forward to continuing
to grow and develop as a school and as a team.
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Involving Everyone: a Whole School
Approach to Behaviour Management
The Holmewood School
Irena Lempaszek
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Focus area
The focus of this case study is the development of a Whole School
Approach in distributing skills in behaviour management to all staff
across the school.

Rationale
Dealing with challenging behaviour is one of the most difficult areas of
work in special educational needs and disability (SEND) schools.
Although all staff receive the same induction, continued professional
development (CPD) training and support, there is always a variation
regarding how different individuals perceive their role or responsibilities,
as well as how they are able to engage in addressing challenging
behaviours in SEND schools.
Dealing with challenging behaviour is also an area that is coming under
increased scrutiny from the government, especially regarding the use of
physical intervention.
Now more than ever staff feel more vulnerable and exposed when having
to use physical intervention.
The principles of dealing with challenging behaviours and the use of
physical intervention is continuously reviewed to ensure legal, moral and
ethical dilemmas are addressed. However this still remains one of the
more challenging areas of work in SEND schools. In addition, staff skills,
ability and willingness to deal with the situation varies greatly. In reality
this means that only a handful of staff feel confident and skilled enough
to address challenging behaviour, especially in more severe situations
that can be encountered during a school work day.
This also means that specific staff absences can cause a spike in
behaviours perceived as challenging. The impact of these manifests itself
in learning being disrupted, which in turn lowers learning outcomes for
students. Staff are left feeling disempowered when students are not
following instructions, or when another member of staff takes over to
‘sort the behaviour’. In addition, this could also cause possible
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safeguarding concerns when behaviours are not addressed promptly and
staff wait for other members of staff to address them. These
inconsistencies lead to different pressures on different staff, creating an
uneven distribution of workload. All of the above also increases staff
stress levels, which could potentially cause sickness, job dissatisfaction
and impact staff retention.
Consistency of approach and expectations is a cornerstone in any
educational provision, but it is especially important in an autism spectrum
disorder (ASD) specific school due to student difficulty with
generalisation of skills.
This issue is not just present in our school and is a common thread in
other provisions. But it can often be dismissed, as on a surface level the
behaviours appear to be managed fairly well by a small group of people,
with the occasional spike when any of these specific people are not at
work for any reason.
Confidence in the use of physical interventions is only a small part of the
project. I will also focus on the development of staff skills in de-escalation
techniques, emotional resilience and other aspects on behaviour
management.

Aims:
The aims of this project are:
▪ To develop staff skills in using specific behaviour intervention
strategies including proactive de-escalation techniques,
▪ To facilitate staff development in areas of emotional resilience and
emotional intelligence,
▪ To improve staff confidence and empower all staff to deal with
instances of behaviour perceived as problematic,
▪ To improve academic and social outcomes for autistic students,
▪ To improve autism practice across the school.
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The aim of the project is to increase staff engagements in dealing with
challenging behaviour. But it has to be within the context of each
situation and each individual student, as it is unrealistic to have the same
blank expectations of all. We should always strive to utilise each staff
member’s personal attributes and unique relationships with students,
whilst expecting all staff to fairly equally address behaviours perceived
as problematic.

Background context
The Holmewood School (THSL) opened in 2010 and caters for high
functioning autistic students aged 7 -19 years old. Currently we have 51
students on roll and we employ 10 teachers and 23 teaching assistants.
Most classes will have 6 to 7 students and a staff ratio of 2:1, this
however varies as 6 of our students require full time 1:1 support.
The majority of our students started at THSL following a breakdown of
their school placement within mainstream schools. Most students
previous school placements have broken down, mainly following fixed
term exclusions due to severe challenging behaviours. Some students
have also experienced multiple breakdowns of placements and have had
a long period of being out of education completely.
100% of our students placements are funded by Local Authorities, and
we are currently working with 12 Local Authorities in and around
London, which means that our students can travel significant distances
to get to school.
Approximately 10% of our students are eligible for free school meals,
although this is not passed on to the school.
All of our students have a diagnosis of autism and the vast majority will
also have a comorbid diagnosis e.g. attention deficit hyperactivity
disorder (ADHD), specific learning difficulties, etc.
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Approximately 40% of our students suffer from mental health difficulties
of varying degrees. A significant number of our students have
experienced some sort of trauma either in their previous educational
setting (e.g. severe bullying) or within the family context (e.g. neglect).
As our students are subject to Local Authority funding they are all
required to have Education, Health and Care Plans (EHCPs), and most
of these plans state significant behavioural difficulties displayed by our
students.
Regarding their diagnosis of autism, our students thrive on consistency.
They also require opportunities to develop social skills taught to ensure
successful outcomes, as well as the need for clear and fair boundaries
that mimic real life challenges and expectations.
Obviously there are a number of potential challenges that will need to
be addressed in this project, the main issues being simply about not
having sufficient time to allow staff to in depth discussions about the
above, as well as limited time to provide staff with thinking space and
time for reflection. There are additional issues such as entrenched
behaviours in some members of staff, negative mindsets and lack of
vision by small fraction of staff.

The story so far
In order to gain a better understanding of the current issues regarding
behaviour, an audit was carried out in June 2018. This highlighted
several positives, but also areas of need. For example, this included the
need for all staff to develop confidence in their skills and abilities to
addressing challenging behaviours.
Part of the audit was data analysis, which confirmed that every academic
only year a handful of people addressed some of the more severe
behaviours of our students.
However, it also confirmed that most staff share the ethos, vision and
values of the school which is a great basis for any cultural change in a
school environment.
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There has already been several provisions put in place to help staff
develop their skills in behaviour management. These include:
▪ A formal debrief offered following serious incidents,
▪ Weekly behaviour briefings to highlight specific strategies for
individuals and rising difficulties that they might experience,
▪ A channel on SLACK (internal communications system) dedicated
to behaviour concerns, which can be instantly accessed by all staff
members, providing information speedily,
▪ Regular training sessions on specific behaviour strategies e.g.
restorative justice, scripted interventions, social stories, comic
strip conversations, etc.,
▪ TEAM TEACH training for all new staff - initial 2-day training,
▪ TEAM TEACH refresher training for all remaining staff, every 2
years,
▪ Weekly student focus meetings to discuss particular needs and
strategies for specific students,
▪ Team/class meetings to discuss whole class issues and dynamics
as well as agreed strategies and approaches,
▪ Individual meetings with our in-house Psychotherapy team. These
include the possibility of supervision and provide an opportunity
for staff to raise any concerns or generally need a space to talk
and touch base,
▪ Induction training sessions on behaviour management for all new
staff,
▪ A year long probationary period for all new staff with included
specific targets to achieve in regard to behaviour management,
▪ Formal staff counselling: short term free counselling through the
Employee Assistance Programme and long term discounted
counselling off site.
These are just some of the provisions we already have in place. However,
this is not an exclusive list.
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What is also worth pointing out is the importance of addressing the
emotional needs of the staff. Although having specific training in
approaches to behaviour management is paramount, it is equally crucial
to help staff develop their emotional resilience and emotional intelligence
to successful combat some of the challenges faced in their line of work.

Impact
Following the input stated above, we have a steady decrease in the
numbers of challenging behaviours displayed by our students and
therefore the number of times specific staff are involved in the
interventions. More work will be done over the course of the next two
years to ensure that this remains a priority. It also means there are fewer
opportunities for staff to practise their skills in this area which in turn
affects their confidence when issues do actually arise.
To ensure persistent focus on the issues, a behaviour questionnaire and
general staff questionnaire have been carried out at the end of the school
year.
65% of staff stated that they wait and allow other staff to come and take
over when dealing with challenging behaviours displayed by students.
60% of staff feel very confident to challenge inappropriate behaviour.
Approximately 20% of staff feel undermined when other members of
staff come and take over in dealing with challenging situations.
100% of staff stated that they would like more training in dealing with
challenging behaviours.
Obviously, there are different reasons for this which need exploring, and
means these findings further highlight the need to continue working in
this area with our staff.

Next steps
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This is obviously an ambitious project and the proposals above are just
the initial steps in a long journey. More will be done to ensure the
objectives set are fully embedded in the everyday culture of the school.
In the next academic year we will focus on developing better provisions
for mentoring, coaching and debriefing for our staff.
Part of this could be introduction of constructive conversations and
appreciative inquiry as well as the possibility of a buddy system.
We have also planned more group sessions with the psychotherapy team
regarding developing emotional resilience. Other aspects are learning
walks focused specifically on behaviour management. We are also in the
process of training a member of staff to become Team Teach instructor
allowing for more in depth practise on a day to day basis, helping our
staff feel more confident when using physical intervention.
Some of the initiatives that we are planning are simply about going back
to basics. For example, carrying out specific training sessions on what
constitutes ‘expected’ class management and ‘specific behaviour’
management techniques, as well as developing a detailed inclusion guide
about all necessary expectations and explanations regarding behaviour
management and support at THSL.
All the above are included in our School Improvement Plan for next year
and will be also included in the appraisal process.
This subject however will need to remain on the Senior Leadership Team
radar for the foreseeable future to ensure continuity for our staff team
and a successful outcome for our student cohort.
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Ways you can show good progress
and improve your accreditation
framework
St. John’s School
Stuart Terry
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Focus Area
If you would like to find out ways to improve your progress data and how
you can develop your accreditation programme, then read further.

Background Context
I have worked at St. John’s School for 13 years teaching PE and part of
the middle management team. I have now progressed into the role of
Deputy Head Teacher, since September 2018. St. John’s is a Special
Educational Needs (SEN) residential school with children / young adults
that have range of challenging behaviours and learning difficulties. The
two main areas I wanted to improve were progress data and the
qualifications framework as it was an area that needed to challenge the
young people further and give them a wider range of qualifications to
provide them with more opportunities for their future lives and potential
employment.

Case Study in Developing Progress
Step one was to look at the progress data and assessments so the
school would be able to provide progress over time and enable teachers
to baseline the academic levels of the young people so they will have a
direction towards educational placement outcome. The school has used
two different assessment programmes, Classroom Monitor and currently
using Connecting Steps (CS). The rationale for moving away from
Classroom Monitor was that we found the assessment criteria too broad
and Connecting Steps would provide smaller steps of progress that were
more suitable for Children and Young people with Special Educational
Needs.
Whatever assessment system you are going to use you’ll find it best to
set fixed assessment dates for every half term to promote consistency
in recording progress data. However, teachers can update assessments
and record evidence at any time. The set assessment dates will give
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further opportunity to allow teachers the specific time periods to carry
out this process and support the school in having a more robust system
in place.
When researching what is good progress, I found out that there was no
real concrete system to show this, as most educational establishments,
including the Department for Education (DFE) would say that every
individual is different and setting this measurement wouldn’t meet
everyone’s needs. I completely understand this argument; However, I still
felt the need for some way of benchmarking and measuring what good
progress is.
Through meetings with the Head of School and regular webinar training
sessions on how to use Connecting Steps effectively the school have
now devised a key of measuring progress (Appendix 1a). This now helps
staff to plan and measure learner’s progress within their own subject
area. Additionally, this will give management an effective way of
presenting progress to governors, Local Authorities, parents, careers,
social worker, advocates, OFSTED and other professionals.
After trialling the live data to measure progress with the new key I noticed
that many young people were just missing out on the next progress
bracket. To ensure we captured more specific data I incorporated an
additional key that runs alongside it to demonstrate emerging progress
into the next level, developing, secure and mastered. This is colour coded
to show clear progression. Each progress level is divided up in to 4 to fit
into the progress scale (Appendix 1b).
A difficulty I found in designing an effective way of measuring progress
through Connecting Steps was to convert old National Curriculum levels
into the 10 steps of progress within CS. For the old National Curriculum
levels students needed to progress into 3 residual levels each year 2c to
2b. So, outstanding or accelerated progress was measured at 4 residual
levels. The accelerated steps equates to 4 residual levels over a year.
This was worked out by using the B Squared Assessment Framework
Conversion chart (Appendix 4). To complete a whole Step level in
Connecting Steps the young people needed to reach 80%. This can be
set at whatever percentage the school feels appropriate to meet the
needs of their young people. This method can be used for any
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percentage level that’s set, all you would need to do is divide it up to
that chosen percentage.
So, 80% divided by 6 half terms equates to 13.3%. When we divided
this figure by 4 equals 3.3 and then multiplied by 3 because this is
normal rate of progress and not accelerated progress and you then get
9.9% good and 13.3 accelerated / outstanding progress.
After trialling the new key, I found that the inadequate progress band
was not broad enough and didn’t really challenge the young people, so
I made the inadequate progress indicators 0% - 6.6%, requires
improvements 6.6% - 13.3%, good progress 13.3 – 26.6% and
outstanding progress 26.6% plus, as this was then double the rate of
progress.
The data manager and I have designed a spreadsheet to show clear
progress data overtime. I would print a report from connecting steps and
then transfer this information onto the spreadsheet. The spreadsheets
then show clear progress for an individual within each of the subject
areas. The spreadsheets also produce an automatic graph of how many
learners have made either Inadequate, Requires Improvement, Good or
Outstanding / Accelerated progress (appendix 2) from these outcomes
we would then be able to assess what students needed additional
interventions to progress on to higher levels (Appendix 3)
CS B Squared is a great assessment tool for measuring academic
progress, whereas when I’ve used other assessment programmes in the
past they have been limited and have only shown small amounts of
progress across the curriculum. The CS assessment tool has provided
teachers who work within Special Educational Needs schools the
opportunity to assess a wider range of skills that are broken down into
smaller steps of progress so it meets a broader range of individual needs.
B Squared has been used in schools for over 20 years. Connecting Steps
is the assessment software designed to be easy to use but deliver the
information needed. Evisense is another software to provide evidence of
the learning platform, this is an easy way to record and share evidence.
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After collating a range of data on Connecting Steps it was evident that
one student was struggling to meet even the lowest level – Step 1. As
Deputy Head Teacher my intervention was to buy in an additional
programme through CS called Engagement Steps, which can assess
below National Curriculum level P6 to enable this young person to be
assessed at their ability level.
St. John’s School also measures progress against five outcomes,
Wellbeing, Communication, skills, Independence and Employability. We
then link learners Education Health Care Plans (EHCP) to placement
outcomes and personalised targets to form a young person’s Individual
Education Plan (IEP). Maths and English is embedded across the whole
waking day curriculum within the residential and educational setting.
There is also a really good way of measuring Autism Progress (AP)
through B Squared (CS).
Autism Progress has four main progressive levels in the following areas
of autism:
▪ Communication
▪ Flexibility of Thought
▪ Social Interaction
▪ Emotional Regulation

The assessments can map the impact of a person’s autism and guide
the development of targeted support strategies. The ultimate aim is to
enrich the quality of life of people with autism.
If you really want to show data / detailed graphs and reports in specific
cohorts such as gender, year groups, looked after children (LAC) / Child
Looked After (CLA), Ethnicity, Special Educational Needs, Pupil Premium
then you can purchase Connecting Steps Analysis Module (CSAM) to
provide this data.
This new progress framework from the leadership team has been a great
success and has provided robust assessments to enable intervention to
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improve young people further and show progress over time. However
this hasn’t come without its challenges of convincing staff that this is a
great system and they would now need to learn this new process. With
regular training and 1:1 sessions it has now given teachers the
confidence to run with it and actually use for the benefit of their own
teaching, planning and assessments. We have seen significant
improvements in the children’s progress by teachers providing
interventions used from the statistics from this new system.

Case Study in Developing the qualification
framework
What can you do when starting in a new senior leadership role, when
the school you’re working in has minimal qualifications and a system
that’s not evidencing this?
In developing and widening qualifications within the school it was down
to me to chair an Education, Care and Management (ECM) meeting to
discuss what qualifications we could deliver to the young people within
the school. We also discussed the teacher’s skills and qualifications to
find out what exactly we were able to deliver.
After doing the teacher skills audit from the ECM meeting I was able to
register and apply for additional exams / qualification boards such as
Edexcel Pearson’s, COPE, ASDAN, Arts awards, John Muir award, Sports
leaders UK and the AQA Unit Awards so the school can deliver a wider
variety of qualifications across the whole curriculum. Alongside this, St.
John’s are now running Functional Skills exams within the school. From
September 2019 St. John’s will be running General Certificates of
Secondary Education (GCSEs) to provide the young people the same
opportunities that would be given in a mainstream school. St. John’s
have also started using Accelerated Reading and training the staff to help
support the young people’s reading and English skills. The school will
continue to build on the Vocational qualifications in (BTEC) Sports and
Home Cooking qualifications.
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St. John’s have been using a BKSB functional skills programme to collate
young people’s baselines. This programme provides detailed diagnostics
of their skills from undertaking tests and then it produces electronic work
sheets, teaching tools to improve their ability to gain higher level
qualifications. The learners will then take a further test to check if they
have the ability to take an exam at that level.
St. John’s is an accredited training centre (ATC) where we can train staff
in a wide range of courses. St. John’s run RLSS National Pool Lifeguard
and First Aid qualifications. In the past we have had two students that
have taken the National Pool Lifeguard Qualification (NPLQ) course and
they have now left school and gone on to paid employment from
undertaking these courses.
Also to help improve the qualifications framework I sent out an internal
form where staff needed to complete all the relevant course information,
e.g. what qualifications they were delivering, the level of course, units
being delivered, how many credits the units are worth, start and finish
dates. This information can then be forwarded onto the data manager
and then transferred onto St. John’s Data system. By developing this
process, it will give more accurate qualification records and staff will then
be able to covert this information into reports so they can be used in the
young people’s annual review meetings.
To improve the qualifications and exams system at St. John’s the Head
Teacher decided to allocate me (Deputy Head) as the schools exams
officer and also to train a learner support worker to take on the role as
the exams assistant / exams invigilator. This gave me the opportunity to
line manage the exams assistant and set up as a satellite centre for the
remainder of this year and in September 2019 we would then set up as
an independent exam centre.
The biggest challenge for implementing change has been persuading the
teachers and Learning Support Workers (LSW) that by providing
accredited qualifications is the best way forward. Staff have become very
concerned in thinking that the young people would struggle and wouldn’t
have the ability to manage their behaviours due to the pressures of
exams. It has taken several meetings and regular reassurance to
convince the teachers that by having structure and a framework to follow
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it would help the young people and giving them more consistency in
what they are learning.
During the week beginning 10th June 2019 we have now run our first
set of exams at the school. This has been very successful and the young
people have been a little nervous as this was new to them, however,
they appeared pleased to be given this opportunity to gain official
accredited qualifications.
The process of having a clear timetable and flexibility of changing the
times and dates has also helped the children manage their behaviour.
With direction from the leadership team staff have now provided the
young people with reassurance that they will get other opportunities to
retake the exams if they failed them. Management ensured that the exam
groups were kept small and the dynamics of the young people have
been carefully thought out and planned, e.g., knowing that they get on
well with each other and they aren’t going to distract others. Also, the
sensory needs and noise distractions are considered. These things have
helped the smooth running of this new system and staff have been
pleasantly surprised and reassured that the leadership team got this
right.

Conclusion
The NASS Leadership Programme has really helped me to focus on two
main areas I wanted to develop at St. John’s: more robust progress and
accreditation systems. I believe by improving the progress system it will
be used as an effective way of collating progress overtime and support
teachers in providing interventions to increase further progress for all
individuals. Also, now we have a more effective qualifications framework
it provides the young people with more qualifications and meaningful
outcomes during their education.
The knowledge and coaching that I have gained during the NASS
Leadership Programme has made a significant improvement on the
school in the short term and I believe this will take the school to another
level, from good to OUTSTANDING in the near future.
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Appendix 1a: Connecting Steps Progress Key – half termly

82

Appendix 1b: Connecting Steps Progress Key – half termly

13.3% per half term x 6 = 80% per Year = Level complete
26.6% x 3 terms = 80% = Level complete
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Accelerated / Outstanding progress

Appendix 2: Connecting steps – Key of progress.
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Appendix 3: Learners Progress Intervention chart
Date
Subject
Emerging Good
Progress %

Name

Intervention

Progress %

Requires Improvement
Name
Intervention

Progress %

Emerging Requires Improvement
Name
Intervention

Inadequate
Progress %

Name

Intervention
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Appendix 4: B Squared Assessment Framework Conversion
Chart
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Adopting Appreciative Inquiry: An
approach to building on Success
Mary Hare School
Carole Howe
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The Journey so far…
On my appointment as Assistant Principal (Senco) at my school in
August 2014 I began an incredible journey of both professional and selfdiscovery. Due to the nature of the range of needs at the school – the
support team is a very large one. Like any new post-holder, I wanted to
‘make my mark’ and set about planning new initiatives with gusto. I
decided to audit and observe for the first year whilst I got the Senco
Award under my belt and this gave me time to take stock and work out
how to go about facilitating and leading the changes I desired. One year
later I was ready to begin.
Firstly, I decide to create a different structure to the team – upskill some
people who had an interest in a specific area of special need in addition
to deafness. I already had a second-in-charge – my ‘right-hand woman’
with responsibility to organise the timetable (a mammoth task), share
the performance management of staff with me and do the daily cover
etc. She was, and is, a good confident as well as a reliable and
dependable work partner. With her support I identified three main
additional areas of specialism: autistic spectrum condition (ASC)/
Attention deficit hyperactivity disorder (ADHD); visual impairments (VI)/
multi-sensory impairments (MSI); Physical needs. In addition, I created
a pupil support coordinator role to collaborate with me on another
initiative I wanted to introduce – the launch of a Pupil Learning Plan
(PLP) for every pupil who has additional support. In addition, we had a
well-being coordinator, two emotional literacy support assistants
(ELSAs) and a specific learning difficulty (SpLD) coordinator already in
post.
Almost immediately, I began to realise that for such a large team I
needed to explore more effective ways to manage each and every one
of them in the way they deserved, and I desired – I knew that something
needed to change and the development of the specialism coordinators
team was my first step towards that change.
The next initiative on my list was to create a more overt way of sharing
the most effective ways of supporting pupils with additional needs to
deafness. The reason for this was to better understand needs and find
a way to share information for the benefit of all involved in meeting those
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needs in an educational way. The idea for a Personal Learning Plan
evolved in collaboration with the newly appointed pupil support
coordinator. My intention was to train my team to write these
professional documents about the pupils they supported. I had my pupil
support coordinator, along with my ASC/ADHD coordinator oversee this
process for me. Five years on, we have learned much and some of these
lessons were, though time consuming, very important to reflect on.
Levels of writing confidence in the team were variable and this was a
learning curve for all of us. The process caused anxiety and stress for
some of the team. Further reflection on this resulted in some changes
and we have been continually streamlining and offering support with the
written elements, sharing examples and ‘what not to dos’. However, the
actual process continues to be very time consuming. What we currently
have are documents with user-friendly information about the young
people that are used by teachers, TAs and the leadership at annual
reviews. The plans do need further refining and an audit into how these
are used is set for next year.
The final new initiative was to link up each teaching assistant (TA) with
a subject. I asked the team to think about their strengths or to choose
an area of the curriculum on which they would most like to develop their
knowledge. This has worked brilliantly in some areas, with heads of
faculty and departments embracing the initiative and taking the team to
new levels of knowledge and skills – really making them feel a valuable
member of the subject team with things to contribute. In addition, my
vision was that this would create a good range of expertise to enable
members of the team to know who to seek support and advice from
regarding subject areas and for the link TAs to present updates and
information about their areas at our training days. In other areas, due to
range of reasons, such as staff turnover and absence this has not been
as successful. Work still needs to be done and I plan to work closely with
colleagues to discuss ways to develop the link TA role as I still believe
this is an important enterprise and crucial to my plan for my team going
forwards.
The last part of ‘the journey so far’ I would like to share has been the
one that has warranted the most reflection and some of the lessons
learned have been insightful and at times, a little harder to acknowledge.
This part revolves around the INSET training for my team (such a big

90

team as I said before – at times as many as 36 people - all with varying
levels of experience and knowledge, a wide age range and some periods
of time with high levels of sickness). My big plans for the team included
organising social/team building events and to raise our professional
profile. I set about meticulously planning for these sessions, creating
training resources and presentations, sharing all the research I had done
about what it means to demonstrate professional attributes and properly
observe the code of conduct. However, on reflection this was not the
‘first among equals’ approach I was aiming for. What I have come to
realise over this past year (2018/19) during my research as well as the
invaluable meetings with other like-minded professionals at the NASS
Leadership Programme days, is that I have a great team of professionals
and I needed to approach the training and development in a much more
collaborative way. What I want is to offer my support and to create a
pathway on which we can build on those professional skills in a collegiate
way for the benefit of all. Equally, the social events – shared lunches;
team building activities etc. in other words a ‘one-shot “bonding”’
activities (Cohen and Prusak, 2001) have not been very effective ways
of investing in ‘social capital’ (ibid). Not to be confused with social
events, social capital is the effective functioning of a group of people. My
intention now is to create a new approach, one in which we focus on
developing what works well rather than what is not working/how to
manage stress, etc. Whilst appreciation and acknowledgement has to be
given to these things, the approach of focusing on these negative areas
was not productive. Moving forward, my focus will be on what is great
about working at the school and how we can do more building on that
to keep it great and move towards making it even better – a huge shift
in the paradigm of my early attempts at developing and building my
team.

“You cannot achieve a new goal by applying the same
level of thinking that got you where you are today”
(Albert Einstein)
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What is the way forward?
Throughout this journey to more effective leadership I have discovered
many things about myself both as a leader and a work colleague. One
of the most enlightening discoveries was my research into span of
control. This was such a ‘lightbulb’ moment for me and helped me to
realise that whilst from a noble stance, my initial ideas about developing
and supporting my team needed refining. Research shows that the
maximum span of control for a leader to be effective is between
(depending on which schools of thought are followed) 6 and 15. So
with a varying size team – anything from 26 to 36 my leadership span
of control was certainly one of challenge. On reflection, this was one of
the main reasons for my original idea to restructure the team at the very
start of my leadership role. In addition, a significant number of the team
are part-timers and this can make training and a shared approach to
shaping the team very problematic. I needed to rethink my approach and
explore ways to lead the team effectively whilst maintaining the span of
control of such a large team.
Further research into various thoughts on building large teams led me to
look closely at Appreciative Inquiry (AI). This approach has working with,
and relating to, people at its heart and explores how to do more of what
is already working and building on that rather than looking at what needs
‘fixing’. (Scottish Social Services Council, 2016). Looking back at past
‘failures’ can teach us not to make those mistakes again but, evidence
shows that they don’t always teach us how ‘to succeed’ (James, D; et al
2019).
In my desire to create and sustain change in my team we need to
understand how to take the best bits of the past forward. Also to redefine
challenges in a positive ‘can do’ way - to enable the desired and unified
approach to change I needed, to make it meaningful and collaborative. I
wanted to build a positive culture where we have a ‘shared sense of
purpose’ and where the ‘norm is collegiality’ (Peterson and Deal, 1998)
in an environment where it is positively encouraged to do so. AI seemed
to be the approach I was looking for.
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AI has been described as a monumental change in the way a group of
colleagues move towards developing and shaping the future of the team.
This shift is best described through the table below:

Deficit based problem solving

Appreciative Inquiry

Begins with a critique of failure

Begins with recognising success

Diagnosis of problem from a
detached viewpoint

Looking at what’s working well

Focus on cause of problem

Focus on organisation at its best

Move away from problems

Move towards the best future

Encourages defensive behaviour

Encourages openness

Assumes a set of problems to
be overcome

Assumes sources of creativity
and innovation

Source: AI Resource Pack, SSSC, 2016

Whilst overseen and facilitated by a leader, it is an open and shared
strategy in which everyone focuses on strengths/successes and uses
these to shape the future, rather than searching for the problems
(www.cvdl.org). It is based around asking six simple questions:
▪ What led me here?
▪ What is my high point?
▪ What do I value?
▪ What is changing?
▪ What’s the best future I can imagine?
▪ What will it take to get us there?
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These six questions are designed to support leaders find the start point
for the inquiry and create the platform to enable colleagues to reach a
shared understanding of how to shape a future where possibilities for
change are recognised and actioned.

“Planning is bringing the future into the present so that
you can do something about it now”
(Alan Lakein)

Planning a strategic way towards a shared vision
of the future through the use of AI
Questions I need to ask myself now, are how will this work for my team?
One example of how AI was developed seemed to suggest that for it to
be successful – all stakeholders needed to be involved. This was going
to be problematic for me as I want to start with my TA team and am not
anywhere near the stage where I am ready to launch this organisation
wide! I needed to think of ways where I could facilitate this for my team
in a smaller and more manageable way. Then I came across an
interesting approach through The Center for Values Driven Leadership
and the eBook, Six Questions that can Lift your Leadership, Shape your
Strategy and Transform your Organization, explores how the approach
could be adapted to suit almost any area of working life from global
initiatives through small group development right down to individual
performance reviews. An equally useful and insightful source has been
‘The Power of Appreciative Inquiry’ (Whitney, D and Trosten-Bloom, A
2010) which also reassuringly states that there are a number of
approaches to AI ‘Sometimes you need to start quickly or on a small
scale.’ This small-scale approach will be ideally suited to my purpose and
will start the process of what I hope will lead to a wider inquiry in the
future. So, how was I going to adapt what I had learned about AI to suit
my purpose?
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I have the three main areas I wish to explore already mapped out:
▪ Our shared story so far and why AI,
▪ Introduction into AI – the best bits of our past,
▪ Moving on towards a shared vision.

I am confident through my research and understanding that I have the
first two parts very clearly focused and prepared. I have reflected much
upon the journey so far and believe sharing this with the team will help
us to understand our starting point. The introductory part to AI will be
very easy to organise with the first three of the AI questions – I am sure
about how this will be presented to the team – focusing on the reasons
they came to work for the school through to shared experiences of some
of the very best moments, finished with an exercise on personal
reflections on our own values, team values and organisational values and
how we bring these together. The sticking part of this for me is and has
been the moving forward – what should we focus on? What actually is
changing and will the team recognise this? Will I have done enough to
lead us towards our shared goals and vision for our future? How will we
know how to get there? Will the focus become obvious as we move
through our shared experiences? Who do we really want to be as a
team? How do we want to be seen by others? Which others should be
included? I look forward to discovering the answers to these questions
as we move through the inquiry.
SSSC states that “making the most of AI needs a sense of curiosity but
also a discipline with the process” (2016). I am very curious about this
and how it could become the shared vision I foresee in the future. This
curiosity has given me a fresh wave of enthusiasm and optimism for the
development work of my team to initiate creative and positive change
for the benefit of all. I am confident that this is the way forward for my
team and am excited to see where this will lead.
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