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Foreword
The Local Authority school improvement service is seeing a wide range of tensions in the system, both nationally and locally, which affect the day to day financial decisions Headteachers have to make. The tight budgets mean that all headteachers now have to be expert in managing school finances with little room for manoeuvre. In June 2019, we established some working groups with schools to look at some specific questions to support schools in their financial thinking. In answering these questions, Local Authority officers have worked closely with headteacher representatives to research the current picture both within Hampshire and beyond where possible. We have consulted a wider number of headteachers by visiting schools and checking in with some of the regional headteacher meetings. Education Personnel Services and Education Finance Services have also given generously of their expertise to support the thinking. 

There are no easy answers and ultimately governors and headteachers will continue to have to make some hard decisions in these times of financial constraint. The recent pandemic has further added to the complexity of the current financial picture for schools. 

Pastoral systems in secondary schools can require significant expenditure. One of the work groups has specifically focussed in on this area and have drawn together the results of their investigations and thinking in this booklet. The following pages are offered as a starting point to sharpen your own thinking and give some down to earth practical examples of how other schools are approaching the deployment of classroom support in secondary schools.

David Hardcastle

County Education Manager (Secondary School Improvement and Post 16)

Pastoral systems – overview
Until recently, if you were a pastoral manager in a secondary school, you would probably be a head of year or head of house, dependent on which system your school uses. Now, although ‘Head of Year’ is still the title most frequently used, there are a whole range of other possible titles, such as ‘Progress Manager’, ‘Achievement Manager’, or Director of/for Learning’, and these reflect the trend towards an increasing focus in the role on managing pupil achievement. 

In the past, responsibility for the behaviour of the pupils in the year group would have been just one part of the year head’s overarching pastoral responsibilities, but increasingly the role has been split. The behaviour manager is usually a non-teacher. Again, titles vary. There is no consistency of practice. Often if you are a non-teaching pastoral leader with a role covering behaviour management you are simply called ‘Assistant Head of Year’, but titles vary from ‘Investigative Officer’, ‘Behaviour and Welfare Manager’ through to titles more concentrated on pupil progress, such as ‘Pupil Achievement Manager’.
﻿The changes to the pastoral system initially came about following restructuring a number of years ago. The restructuring programme, also known as remodelling, was staged over three years. Headteachers had to produce a ‘remodelled’ staffing structure, which reflected the changes to school management posts. The title ‘Behaviour Manager’ appeared in Year 3 of the new arrangements in a list of jobs which would no longer be done by teachers, and pastoral leaders began to ask, ‘Will there be jobs for us in the new system?’. The answer is currently ‘Yes’, because more schools have kept to the traditional approach than have changed it, but you need to be aware that an increasing number of schools are taking a more innovative approach to school organisation. 

The move from management allowances (MAs) to teaching and learning responsibilities (TLRs) has focused them on asking, ‘What is the teaching and learning component in the role?’ and in this respect the pastoral system, especially managing behaviour, is a grey area. The restructuring has led to a move to focus the teacher’s pastoral role on pupil progress and achievement, as this clearly meets the TRL requirement, and this has generated a range of new titles such as ‘Progress Manager’, ‘Learning Manager’, ‘Achievement Manager’, or some combination of any or all of these. You could be called ‘Learning Manager’, ‘Head of Learning’, ‘Learning Director’ or ‘Director of Learning’ and yet do much the same job. These posts may be attached to a year group or, as a more senior post, attached to a Key Stage, eg ‘Head of Learning for KS3’. This change is still evolving. Most pastoral managers find their role in overseeing the academic progress of the pupils in their year group or section is growing. They are doing more data analysis than in the past in order to set targets for groups or individuals but often, although they have a new job description, their role hasn’t really changed much yet and many pastoral leaders still find that the majority of their time is spent on dealing with disruptive incidents. Case study 1.1 describes the model adopted by one school.

﻿Case Studies

1.1 Teachers or support staff roles to run the pastoral system?
Managerial changes. This school changed from the traditional pastoral system to having Key Stage managers. 
The aim of the change to the pastoral structure was to free up teachers to teach and give non-teachers all the jobs that teachers did not need to do. Four Key Stage managers were appointed: Year 7, Key Stage 3, Key Stage 4 and the Sixth Form. Their job is to raise attainment using a positive model. The Key Stage managers oversee the mentoring system, contact and deal with parents, monitor what goes on in the classrooms through classroom observation and interviews with students, and take assemblies. Key Stage managers are teachers. 

The school also appointed six full-time year managers, who do not have QTS, to deal with behaviour and welfare/pastoral issues. Each became the manager of a year, one for each year from Year 7 to Year 11, plus one for the Sixth Form. Two of them were existing members of staff, the other four new appointments. Their job is to deal with issues that prevent teachers from teaching, eg student attendance and lateness, school dress code, student misbehaviour, and manage contact with parents, attendance at case conferences where the issues are primarily social, exam invigilation duties, and whole school detentions, etc. The SLT line manages and provides support for the new structure. One assistant headteacher supports the year managers and two others oversee the key stages, one for Key Stage 3 and another for Key Stage 4. 
Advantages and disadvantages of the separation of roles 

Advantages 

A major advantage of non-teaching pastoral managers is their availability. If you are a non-teaching year leader, you can follow-up a problem immediately it happens rather than having to leave it until you have a free period, and there is no interruption to your teaching. It also frees up teachers who are also year leaders, to concentrate on their teaching. It addresses one of the main issues that face teachers who are year leaders, ie the interruption to their lessons and difficulty in focusing on their teaching. However much they contribute to the subject department, guilt about this issue is a frequent problem for teachers with pastoral posts. An objective of remodelling was to ease the administrative burden on teachers and free them up to spend more time on the planning and preparation of their lessons. Having a non-teacher deal with administrative matters, especially following up behaviour and attendance, removes a particularly time consuming part of the role. It enables the school to explore innovative ways of working with families in school and through home support that teachers with a teaching timetable cannot undertake. It can sometimes be easier for a non-teacher, eg a family support officer, to engage with hard to reach parents. 

Disadvantages 

The separation of roles has created tensions because there could easily be boundary disputes over ‘who does what’. There are grey areas between behaviour and welfare and often job descriptions show there is little consistency in the tasks and responsibilities included in these types of roles. 
﻿For reflection/discussion 

How does this case study compare to what has happened in your own school? 

What are the issues raised by this case study and the implications for school leaders?

﻿A good starting point is always to look at job descriptions. You can easily find exemplars on the internet, using your preferred search engine. Comparing the exemplar role descriptions will show the variation in what is currently required.

Many pastoral staff say that, regardless of what their job description says, they still spend a majority of their time on day-to-day disciplinary issues. This occurs for a number of reasons: it is partly because the new requirements are not always fully understood, the school has not adapted or the postholder has not yet acquired the new skills required to be a progress manager. Usually it is a combination of the reasons; nevertheless, the role clearly is changing its focus and over time will change further. Whatever the format of the job or the job title, your current responsibilities now cover three main areas of the pupil’s schooling.

The literature consistently notes that certain vulnerabilities, individually or combined, increased a child’s risk of exclusion. These included: Special Educational Needs and Disability (SEND), including social, emotional and mental health (SEMH) needs, poverty, low attainment, being from certain minority ethnic groups, being bullied, poor relationships with teachers, life trauma and challenges in their home lives. The potential drivers of exclusion identified in this literature could be numerous and layered, which could have a multiplier effect. Schools do not operate in a vacuum. As microcosms of society, some authors suggested that the current patterns of exclusions were perpetuating society-wide stereotyping and discrimination, particularly along the lines of class, race, gender and disadvantage. 
For reflection/discussion 
How do schools evaluate the effectiveness and therefore the cost effectiveness of their pastoral structures? How might they/should they? 
What impact do the Pastoral systems in schools’ have on these areas?

Three types of behaviours are reflected in the behaviour and attitudes judgement in the new EIF. In judging behaviour and attitudes, the main question Ofsted aim to answer for parents is: ‘can my child learn here?
In the Ofsted framework, they state that to be judged good the following standards need to be reached:

· Pupils’ attitudes to their education are positive. They are committed to their learning, know how to study effectively and do so, are resilient to setbacks and take pride in their achievements.

· Pupils have high attendance, come to school on time and are punctual to lessons. When this is not the case, the school takes appropriate, swift and effective action.

· Leaders, staff and pupils create a positive environment in which bullying is not tolerated. If bullying, aggression, discrimination and derogatory language occur, they are dealt with quickly and effectively and are not allowed to spread.
These statements clearly relate to the three types of behaviour schools identified as important (in Ofsted research).
It is clear from the research that pastoral care is not merely a complementary practice; its policy and practices should be fully integrated throughout the teaching and learning and structural organisation of a school to effectively meet the personal, social (wellbeing) and academic needs of students and staff.

The health and wellbeing of students is increasingly being attributed to school conditions, school relationships, means of fulfilment, and health status (Konu, Alanen, Lintonen & Rimpela, 2002).

Subsequently, pastoral care in education means a whole-school strategic and operational approach to improve learners’ attendance and to foster an atmosphere that is conducive for learning, promoting tolerance, resilience, fairness and equal opportunities for all, with due regard for protected characteristics. Such an approach to pastoral care should eliminate racism, inequality, discrimination and other hindrances to learning, to create an ethos that culminates in engagement and academic achievement of learners. Therefore, effective pastoral care can improve students’ attendance and retention rates; foster an orderly atmosphere where all students can access opportunities, and enhance their academic achievements; promote tolerance, especially in students and teachers with due regard for protected characteristics; and subdue racism and inequality and teach respect for self and other.
Case Studies

1.2 Swanmore College and The Cowplain School 

Prologue

Back at the end of 2018, I was talking to Ian Gates (Head of The Cowplain School) as part of our collaboration in the Rural Schools Alliance about how we might streamline our pastoral system. This was highly topical because as Heads we were both concerned about the new Government report that had just been published entitled “Making data work”. The publication highlighted quite rightly that schools were spending disproportionate amounts of time on collecting data about performance and behaviour of pupils that required too much teacher time for very little impact. In fact, the worry had become that pastoral teams were becoming merely behaviour management teams and the pastoral role had become a reactive behaviour management one.  
I showed Ian an example of a behaviour log about a particular pupil that highlighted all the complex misdemeanours that they had succumbed to in the last year along with an appropriate behaviour code. The higher the number on this code the greater the misdemeanour. I explained that I used this when we met parents to discuss how poorly behaved their child was and that it’s only real use was to demonstrate there was a problem. We both realised that our systems were labour intensive, didn’t change a pupil’s behaviour and above all they were disempowering teachers in their quest to create a focussed and productive learning environment.
Ian mentioned that he had been made aware of a school in Bournemouth that had a different approach to managing behaviour that had resulted in a hugely improved learning environment and very strong pupil outcomes. The name of this school was Glenmoor Academy. We arranged for a number of our teams to visit the school and then we organised an off-site joint senior leadership team meeting to implement a way forward.
The desire was to create a behaviour management system that all teachers could use that was immediate and effective. The result would be that our pastoral teams could then focus on pastoral matters rather than reactive behaviour management.
Approach

The first thing to determine is what good pastoral care is. When brainstorming, we decided it was the following. I was minded of a conversation that I had with Paul Jenkins (Headteacher of Court Moor School) who was pleased to report that his support team did not consider themselves as behaviour managers but pastoral managers. It was at this point, he believed, that he had the right support structures in place to guide pupils through their journey to adulthood. Too often dealing with poor behaviour consumes our pastoral work which means that we are failing as a profession to meet the needs of pupils.
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To enable this to happen, a whole school approach is required for all aspects that come under the pastoral banner. Tutors are the first part of this approach and must ensure that they are affecting great pastoral care. What prevents great pastoral care? Too strong a focus on behaviour is what normally affects excellent pastoral care. If systems are not simple, not implemented immediately and not easy to use then staff/teachers will not use them, and the learning environment is weak.

The Swanmore approach can be divided into three tiers:

Tier One – Tutor/teacher takes responsibility for low level pastoral matters such as minor bullying, in and out of class behaviours that involve pupils being sent to the Hub, promoting well-being and regular monitoring of pupils who are struggling with school life.
Tier two – The pastoral support team determine when the pastoral matters in Tier One are not working and where they need to intervene with greater impact. They can refer back to Tier One or move cases up to Tier Three. They are essentially the professional decision makers in the pastoral chain. They provide greater emotional support to individual pupils and signpost them for extra support if necessary.
Tier Three – This is the Head of Pastoral, the family support worker and external counselling service. There are very few pupils who make it to Tier Three, but they are considered highly vulnerable and require a much greater package of support.
The system is broadly similar at The Cowplain School, with a team of five Pastoral Leaders (support staff) undertaking the bulk of the pastoral work overseen by a teaching Head of Lower and Head of Upper School. 

How to create a strong behaviour system?

However, for the above approach to work then it is essential that the behaviour in a school is outstanding and this is the key element to ensuring a strong pastoral programme. Swanmore College and The Cowplain School arranged a joint strategic leadership meeting, in December 2018, to discuss how we were going to implement a similar system to that we had observed at Glenmoor. The underlying principle behind this approach was to reconsider the pupil/staff relationship effect on behaviour and almost switch it round. Previously, we had encouraged staff to develop their relationships with pupils first in order that the pupils would come round to behaving in an appropriate manner. The new approach was very system orientated and required staff to implement a system first in order to create an excellent learning environment and then build up the relationships with pupils once this had been established.

Whilst the schools have implemented a slightly different process, the principle is pretty much the same.

1 The purpose is to remove low level disruption from the classroom

2 The mantra is - All pupils deserve disruption-free learning every minute of every lesson
3 Pupils who disrupt learning will be given one warning in a class. Another incident worthy of a warning will result in them being removed for 24 hours from the time of offence (5 periods + 30 mins after school for The Cowplain School)

4 Teachers will adhere to the “one warning, then send out” approach without compromise

5 No work from a pupil will result in a warning

6 Outstanding learning conditions are the result of the above approach

7 Pupil is sent to “The learning hub”

8 Rules of this room are laminated to each desk

9 Pupils work silently for 24 hours (5 lessons) in this fully resourced facility

10 Run by one member of non-teaching staff (grade D)/at The Cowplain School the room is staffed by SLT

11 For every time a rule is broken, an additional hour is added

12 After the third transgression, the pupil is removed and excluded. (Not at The Cowplain School, the system is less rigid for a student who misbehaves and really relies on them simply having time added on, unless behaviour is so poor)
13 Excluded pupils return to school via the “Learning hub”.

At The Cowplain School, the 30 mins after school is when a restorative meeting takes place between the child and the sending teacher. We feel this is vital in talking through the behaviour, ensuring it won’t happen again, and drawing a line under it so the child can return to that teacher’s lesson with a fresh start.

Strengths of the system

1. The teacher is dealing with the behaviour immediately

2. The teacher only has to send the pupil out, write an email to the parent (proforma provided) identifying the reasons for the pupil being sent out and to complete a short restorative meeting with the pupil. (At The Cowplain School, the child’s family is immediately informed by telephone after the child is sent out)

3. The pastoral team are not involved in any dealings with classroom behaviours. (At The Cowplain School, the team has a greater role to play)

4. The pastoral team can focus on ensuring that all staff engage in their pastoral role rather than doing all the work for them in an inefficient way.
Weaknesses of the system

1. There is a significant increase in exclusions whilst the system beds in and the pupils become aware of the higher expectations

2. Modifications need to be made for pupils who have certain SEND requirements that mean staying in such a strict environment is impossible for them

3. Pupils can find the approach very strict and so the reward system and having fun become even more important.
What the teachers say? 

Virtually every teacher is very appreciative of the system as it empowers them to deal with behaviour rather than pass it up the chain; it has been a big change for some of them. However, the most important thing is that the teachers must now appreciate that they have a pastoral role towards their tutees that involves more than just taking the register and dealing with poor behaviour. They are now being trained in other aspects of pastoral work such as looking after the mental health of all their tutees (level one) and dealing with minor bullying where a regular contact that cares and monitors a pupil can be the most important part.

However, this is only possible because the behaviour of pupils is no longer the most time consuming aspect of teachers work.

At The Cowplain School, the support for the scheme from teachers is universal. Staff have reported to their local union rep that it has made a huge difference to their workload, stress levels and enjoyment of the job, to the point the union want to hold it up as a model for workload reduction. 

After the new system had been running a short while, the staff at Swanmore College were surveyed in order to find out how they felt things were going. The results below show the responses from 57 teachers which is most of the teaching population in the school.
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Another strong advocate for this change is one of our science teachers Mrs Beck who is married to Jon Beck, Headteacher of Testbourne Community school. She is such a strong supporter of the system that Jon is coming in April 2020 to have a look at how the behaviour side of the pastoral system works.
The pastoral team at Swanmore College
In our drive to rebrand the pastoral team as managers of all things pastoral and not simply behaviour, we are currently in the process of training staff in all aspects of their role. The team has reduced in size over the last two years but yet the pastoral work of the school has improved hugely in my view.

The current pastoral team is as follows:

· Year group size averages around 260

· Five Heads of Year (teachers – primarily responsible for progress, safeguarding and behaviour decisions)

· Five Deputy Heads of Year (non-teachers who are assigned to each year group and HOY who interview the pupils following incidents, complete stage two emotional support and bullying work)

· One Learning hub co-ordinator (Grade D)

· One R&R co-ordinator (Grade D) – where pupils go if they regularly attend the Learning hub and as such need some more intensive self-development input or specific subject learning catch up

· One Family Liaison Officer (Grade E) – who works at a tier three level on safeguarding, emotional support and provides training to the Grade D DHOYS

· One Attendance Officer (Grade D) – part-time

· One Welfare officer (Grade D)

· Two days external counselling

· Overseen by AHT
The Cowplain School pastoral team

This consists of :

· Five Pastoral Leaders (non-teachers)

· One Head of Lower School (TLR, teacher)

· One Head of Upper School (TLR, teacher)

· Two Attendance Officers (Grade E/Grade C)  

· One Matron/School Counsellor (Grade E) 

· Overseen by DHT

Summary

The behaviour systems that Swanmore College and The Cowplain School have introduced enable staff to deal with low level classroom disruption quickly and efficiently. This in turn means that they have capacity to perform their role as tutors in a pastoral capacity at tier one level. As this becomes more effective, they will be picking up issues earlier and dealing with them before they grow and as such the pastoral management team (HOYs and DHOYs) will have less tier one issues to deal with and can focus on tier two. They can also signpost the tier three issues to the professionals with greater experience and time to deal with that level of problem.

The efficiency savings in time and therefore money, whilst providing a better standard of service, mean that this system should be considered by all schools regardless of their context and both Swanmore College and The Cowplain School are happy to entertain visitors to see the systems in action.

Case Studies

1.3 Horizon Academy, Barnsley

The Horizon Academy is a new build, located on the edge of Barnsley close to the M1. It was established in September 2012 following the amalgamation of two secondary schools. The Executive Principal, Mr Nick Bowen, was appointed at this time and it is the principals, or key questions, that he and his leadership team established that have underpinned all major decisions, including financial and pastoral decisions, during the past eight years. 
The academy is a much larger than average secondary college that provides education for up to 2000 pupils aged 11 to 16, with approximately 400 pupils per year group. The proportion of pupils receiving support for SEND, school action, is higher than that found in secondary schools nationally but the proportion of pupils who have an Education, Health and Care Plan (EHCP) is close to the national average. The proportion of pupils eligible for pupil premium is slightly below the national average. 

At the time of the visit, every year group was led by an assistant principal who was responsible for pastoral leadership and management. Each assistant principal was supported in this by a student wellbeing officer, a non-teaching member of staff, responsible for student welfare. They in turn were supported by colleagues, such as teachers and class tutors, whose roles included a strong pastoral element. Each year group team is supported by a year group safeguarding team, including a designated safeguarding lead, who are part of the whole school safeguarding team. In addition, the Deputy Safeguarding lead (formerly the Student Welfare Officer) had a whole school responsibility for providing appropriate bespoke support to targeted pupils and their families. They were supported in this by a small team of non-teaching staff. This targeted support focuses on areas such as:

· the removal of barriers to learning

· improving relationships

· improving outcomes such as

· attendance

· behaviour

· academic outcomes eg GCSEs

· mental and emotional health.
Leaders and staff responsible for pastoral care and support at Horizon Academy were, at the time of the visit, reviewing their arrangements and in doing so were returning to the principles or key questions referred to above. 

1
You can have anything you want but not everything, so what do you need? In other words, the executive principal and principal are firm in their position that they have sufficient funding to provide well for all their pupils, but they do not have limitless resources. Consequently, spending, every line in the academy budget, is prioritised in terms of the best possible pupil outcomes.
2
Spending is prioritised by considering one key question and its natural follow up questions.

· How will spending our resource on ‘this’ improve the provision we make for our pupils? 

· Will it have a greater positive affect than current arrangements?

· How do we know this to be the case? 

If, after a process of review and consideration, the decision of leaders is that this new arrangement, resource, initiative or staffing should be resourced they challenge their colleagues to determine, through the same process of principled questioning and review, which of the current arrangements should be cut to resource the new arrangement. 

A strong element of the provision the leaders of Horizon Academy make for their pupils is focussed on careers and employability. From the outset leaders at Horizon have been relentless in their belief that preparation for post 16 options are as important as academic learning achievements and their mission is to ensure that every pupil receives the help and support they need to make the most informed decision they can about their future choices and career options. Consequently, and taking account of the key questions and principles set out above, leaders have established and maintained a dedicated Careers Enterprise Team of four Careers and Enterprise Leaders, a Post 16 Enrichment Coordinator, a Careers Advisor and Event Coordinator, accountable to a member of the Senior leadership team. 
For reflection/discussion
Given that all schools have limited resources, how do leaders involve other staff in agreeing priorities for spending? 

Do leaders/governors use similar questions (in the bullet points above) as part of the decision making process? 

Costing Inclusion/Pastoral/Special Educational Needs – are we clear? 

School leaders are often very clear on the costing of the school curriculum subjects. Many will have spent a good deal of time modelling different versions of a timetable to get a best fit. Equally, school leaders and governors will know what funding comes into the school budget to support pupils who have special educational needs. However, the cost of the schools pastoral and/or inclusion systems will also be substantial and should equally be modelled through on a regular basis. Sometimes, newly appointed headteachers inherit a longstanding pastoral system which may not have been reviewed for some time. There are of course many leaders who ensure that all aspects of school life are transparent, and costs are regularly reviewed. In undertaking this work, the working group pondered the differences and crossover between school costs for special educational needs, the school pastoral systems and any inclusion work. 

One Hampshire Federation of schools work together regularly as a group of headteachers to put different aspects of their work under the spotlight. We have provided an example below of a recent review of their pastoral/inclusion costs. The schools are of course different sizes, but the full range are represented, including a Special School.  

	School
	A
	B
	C
	D
	E
	F
	G
	H Special

	Size
	Large
	Medium
	Small
	Small
	Large
	Large
	Medium
	Small

	Total cost of Pastoral support
	£242,438
	£277,994
	£73,488 (Key Stage Leader)
	£134,000
	£346,339
	£254,124
	£332,505
	£121,747

	Cost per student (total cost divided by no of students)
	£202.54
	£394.32
	£215.00
	£253.00
	£245.00
	£279.00
	£487.00
	£2,341

	Total cost as a % of staffing budget
	4.50%
	8.27%
	?
	5.56%
	5%
	7.02%
	8.50%
	c.10% 

	Teaching Year Leader
	No
	Yes
	Yes
	Yes
	Yes
	Yes
	Yes
	N/A


	TLR value of Year Leader
	N/A
	4 x HOH  1a=£30,184
4 x AHOH

2a=£10,452
	2C
	5x £2613
	£7544 YL

2900 AYL
	1a/1b £7546- £9288 Total =£26122
	2c
	N/A

	% non-contact time awarded to role if teacher
	N/A
	HOH – 15.4%

AHOH – 3.85%
	0
	4%
	12% YL

4% AYL
	Extra 10% per year group led
	33%
	N/A

	Non-teaching Year Leader cost
	£192,766
	N/A
	N/A
	N/A
	£8,163
	N/A
	N/A
	N/A

	PSA
	£25,846
	
	£34,000
	N/A
	£28,564
	£65,231
	£7,704
	N/A

	Behaviour Manager cost (if applicable)
	£47,781
	Behaviour Support role £12,000 

SIU role £18,600

CY role £14,183
	£47,681
	N/A
	£27,230
	£168,329
	£27,126
	£20,241

	Counsellor
	£23,826
	£48,457
	N/A
	£28,000
	£32,976
	£5,000
	£15,641
	£6,912

	Internal Careers cost
	£21,525
	Careers Federation costs £15,211
	£19,210
	£12,000
	£12,759
	£15,773
	£28,495
	N/A

	Other Pastoral Assistant cost
	N/A
	Pastoral Support Assistant  = £15,140
	£34,000
	N/A
	0
	£50,957
	£57,798
	£94,594

	Expenditure on external services
	
	Y Services = £1,054
	£15,000
	£21,858
	£2,500
	£38,937
	
	£2,000

	Expenditure on alternative programmes
	£8,893
	 £23,798
	£25,000
	£2,550
	£18,500
	£52,104
	£15,000
	£10,000


Some questions for consideration:

Is there an opportunity for schools to work more closely in your district to share similar information?

Could you do a similar review for SEND funding?

How could an exercise like the above be used to inform any budget decisions you may have to make in the near future around staffing decisions? 

Schools are very unique to their own community but share many similar structures and roles. How could a similar exercise support leaders in ensuring equality and budgetary considerations can support the decision making process?

Is it timely to reflect now on what we have learned throughout the recent pandemic situation which forced schools into a rapid uptake in the use of remote learning and communication from a distance? Could any of that technology be used to support good quality intervention or alternative programmes to support learners in a more cost-effective way in the future? 

Getting transition right

Introduction
The ‘Guidance on Promoting Good Practice in Transition from Primary to Secondary School’ (Dr Phil Stringer and Rosa Gibby-Leversuch, July 2015 ©HIEP) was put together along with local case studies, to support transition, including for vulnerable groups of children.

The guidance sets out key factors in successful school transition. It includes a calendar of possible events, a transition framework and additional information for vulnerable groups.
The School Transition and Adjustment Research Study (STARS; www.ucl.ac.uk/stars) cites two aspects for successful transition:

‘A successful transition involved functioning well in two areas:

1) Being academically and behaviourally involved in school and 

2) Feeling a sense of belonging to school.

Primary and secondary schools differed in the strategies that they implemented to help support children over transition. Different strategies were associated with better functioning in different domains. In particular, the use of systemic strategies at primary school which involve building links and continuity between primary and secondary school (eg bridging units-work projects that children begin in primary school and complete in secondary school) was related to lower school anxiety. A number of secondary school strategies were associated with better academic progression between Year 6 and Year 7. The aim of our study was to understand how and why poor pupil outcomes develop over the transition to secondary school and to identify those pupils most vulnerable to adverse outcomes.

This is of practical benefit for two reasons:

1) Identifying pupils most vulnerable of a poor transition can help to ensure that limited school resources are directed where they are most needed.

2) A greater understanding of the factors involved in poor and successful transitions can help to refine and improve existing school-based interventions that aim to support pupils during this period.

We showed that there were two aspects of transition success: one tapping academic adjustment and behavioural involvement in school and one tapping affiliation to school. We called these ‘academic and behavioural adjustment’ and ‘school-bonding.’

Academic and behavioural adjustment was measured by good attendance, academic attainment and classroom behaviour. School bonding was measured by pupil reports of liking school and low levels of loneliness at school.’ STARS

Pastoral support for pupils starts before they arrive at your school through communication with the feeder schools, parents and children as well as transition days. Given that the practical benefits from STARS report included good attendance, academic attainment and behavioural involvement in school as well as school bonding – this has to have a long term benefit which could save money too.

Consider:

· What do you see as the purpose of your pastoral work at this point? What should/could they be? 

· In many areas, early intervention is often found to be more effective than later, more specialist work. 

· How could/are “protective factors” such as the transition work etc used to support pupils effectively? 

· Guidance on Promoting Good Practice in Transition from Primary to Secondary School.
Guidance on Promoting Good Practice in Transition from Primary to Secondary School
Introduction

We know more now than ever about the importance of successful transition throughout life and the purpose of this guidance is to focus on transition from primary to secondary school.

There are many examples of good practice in Hampshire schools and one of the contributory factors is a commitment to improve. To support and encourage this commitment to improve, we will highlight key messages from research and provide some examples of how Hampshire schools are translating that research into practice.

There have been a number of major national reports on transition.  For example, the Effective Pre-school, Primary and Secondary Education 3-14 project (EPPSE) reported on its work with six local authorities1.  Some of the detail of this research is summarised below but overall it tells us that we cannot take transition for granted.  The EPPSE study, for instance, found that 84% of the children surveyed were prepared for transition to secondary school, meaning that 16% were not prepared, and 3% were still ‘worried or nervous’ a term after starting secondary school.

Key Factors in Successful School Transition

The following draws on a number of research studies conducted between 2003 and 2013, which also links to the mind-map included below. It summarises the evidence for achieving successful school transitions and offers seven key factors to be included in the planning process. The child or young person should be at the centre of this process; their views must be sought and taken into account. 
Effective Communication

For the purposes of sharing information and so that each person thinks that their views are taken seriously, effective communication is vital. The EPPSE study suggests that the most successful transitions are in schools with very close links between primary and secondary. Staff at both schools will need to give and receive information but, equally, students can share information with their new teachers by completing “passports” or “profiles”. It is also important for parents or carers to be included in the transition process. Research shows that parental concerns about secondary school are likely to be similar to the concerns their child has2. It is possible that there is a causal relationship between the beliefs of parents and their children, so listening to parents and taking steps to ease their worries can also have a beneficial impact on students.

Common sources of worry for students during transition are peer relationships, getting lost and work load2,3,4. However, there is a wide variety of new challenges to cope with and many individual differences will affect student worries. Schools should tailor the transition process to their students.

Knowledge of Routine and Organisation

Many schools already make good use of transition days, school visits and induction periods. Yet, parents and students have said that they would like to see more extended school visits, including experience of secondary school life2. Successful transitions are associated with school support that enables students to get used to their new routine quickly by offering information booklets, school tours and induction or ‘taster’ days1. Organisational features of the school are a common worry before transition but with sufficient support, concerns such as the size of the school and changing classes quickly become a thing of the past3,4.

Positive Relationships

Research shows that, before transition, one of the greatest concerns for students is peer relationships and, specifically, bullying2,3,4. Indeed, students who already have friends or siblings at secondary school tend to transition better3,1,5 whereas students who experience bullying or have trouble making new friends face more difficulties1. Factors that can lead to a problematic peer transition are feeling anxious, unprepared or victimised. This suggests that reducing anxiety by preparing students for their new peer group could help to improve the transition3. Secondary school students and teachers believe that good social skills are essential for a good transition2, the development of which can be supported through transition groups and suitable interventions.

Teachers, parents and students believe that peer mentors are a valuable method of fostering positive relationships for transitioning pupils2. The EPPSE study suggests that student mentors are an effective way for younger students to develop social skills and friendships, alleviate worries and reduce incidents of bullying1. Mentors can be particularly effective if pupils meet them and ask questions prior to starting at the school.

Students also need to be able to develop positive relationships with adults at the school and be able to seek support and advice when needed. Therefore, it is important for teachers to be easily accessible and for students to know where to go for support5.

Sense of Belonging

Students’ perception of their school community can have a significant impact on their school experience. Building a sense of belonging for all students is vital for greater motivation, engagement and achievement in school, as well as for the quality of relationships and self-esteem6. The extent to which students see their environment as hospitable is related to the number and quality of social resources available to them7. Furthermore, students that perceive their teachers as supportive are more likely to feel engaged at school, which in turn relates to better academic achievement8. 

Assets widely available to schools, such as tutor groups, sports teams and school clubs can develop the sense of school community and increase school enjoyment, both of which are associated with better attainment over time6,9.  

Emotional Support

The transition period is often linked with a decline in grades and motivation for many students10. However, research shows that this period can be an effective time to carry out interventions to build resilience, self-esteem and motivation11. Students with higher levels of emotional and social functioning are likely to cope more successfully at stressful times, such as transition11, and there are many forms of intervention than can support the development of these traits. For example, studies that have used specific interventions to build ‘emotional intelligence’11 and ‘growth mindset’10 suggest that the detrimental effects of transition can be ameliorated for Year 7 pupils.

Academic Skills

Helping new students to understand the academic expectations of them and offering curriculum continuity can reduce worries about not succeeding at secondary school, which are associated with less successful transition1. This can be achieved as part of the student induction period, by teaching pupils skills that they may not have developed at primary school. This might include, using reference sources, effective revision, note taking and essay writing1.

Students have reported looking forward to having new teachers and new academic subjects in Year 72. Increasing interest in school and new schoolwork has been linked with successful transition1 and, over time, an increase in liking school is also associated with better academic attainment9. 
Evaluation and Review

It is important to consider the effectiveness of the transition programme each year and continually to improve the process by using information gathered through evaluation. Evaluation is most effective when it considers a range of perspectives through such methods as questionnaires, tutor group discussions, and parent evenings. Parents, carers, students and staff should all have their say on how the transition programme affected them, what they found particularly useful and where they thought there were any gaps. Once the feedback is collated, discussion groups can be used to identify solutions and improvements for next year.
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Transition for vulnerable children

The EPPSE project suggests that in general, transition experiences are just as successful for children with SEND or from other vulnerable groups. Although children with SEND are more likely to be bullied, they seemed to have a better experience of curriculum continuity. The researchers suggest that since the children with additional needs in their study had an earlier, more personalised approach to transition, these children might have been better prepared for secondary school1. 

Children living in low socio-economic backgrounds found it harder to get used to new routines and to settle in than did children from high socio-economic backgrounds although they seem to have looked forward more to going to secondary school. Consequently, this seems to have led to a greater interest in school and in school work1. 

Children who are looked after or adopted

In Hampshire we are particularly concerned about the transition of children who are in the care of the local authority. As reported to the Care Matters Board (2010)12, this group of children is especially vulnerable because of the loss of important attachment figures from the primary school, changes in friendship groups, and having to meet and adjust to various adults who may not always understand their needs. The process of change can trigger unconscious feelings of loss and abandonment, which can last well into Year 8.  

At secondary school these children may not show the resilience that is required to cope. They may lose motivation and have difficulties relating to their peers and adults, which could result in alienation from school and disaffection. If a looked after child also has SEND, this may intensify their difficulties at transition. This is because the academic demands of the curriculum may provoke anxiety, feelings of academic failure and inadequacy, which then may lead to disruption and inattention as one way of avoiding demands that the child sees as being too much. 

Additionally, inadequate communication and information sharing amongst teachers can cause vulnerabilities to go unrecognised or incorrectly attributed and subsequently, problems can arise within lessons.
Research carried out in Hampshire (2008-9) by the Virtual School Team and Hampshire and IoW Educational Psychology revealed that very few children in care moving up from primary to secondary school had a transition plan in place that detailed specific arrangements for the child. Reasons given for the lack of a personalised transition plan varied. Most schools were following routine transition arrangements that applied to all children but there was little evidence that the potential difficulties faced by children in care were being considered.

At times of transition, children who are adopted face similar potential difficulties for similar reasons as children in care. Research with adoptive parents, children and teachers in Hampshire14 suggested that adopted children might face the following difficulties when they join secondary school: 

· planning, organisation, concentration, including managing homework

· thinking in abstract terms

· adapting to change

· responding in socially appropriate ways, making and keeping friendships

· learning rules, expectations and boundaries

· getting about

· managing unstructured time.
What Works in Hampshire

Adopted Children and Transition

Caroline Feltham-King, an educational psychologist and Cara Osborne, a psychology research associate carried out this research. It provides valuable information about what helps transition, through the experiences of adoptive parents, their children and school staff14.

Some of the parents who contributed to the project reported being offered additional support by their secondary school. Others thought that their child had simply been part of routine transition procedures. Interestingly, this was not automatically viewed negatively, because parents thought that the staff in a school aim to meet individual needs and so treat all children as individuals, irrespective of whether or not a child is adopted.

In general terms, the transition support provided for children was similar to that identified in the EPPSE project. Additionally, one secondary school used older pupils as mentors.

So far as the adopted children themselves were concerned, the following table lists the support that they either did or did not find helpful.
	
	Things that helped
	Things that didn’t help

	Things I said or did


	· Telling teachers I was adopted

· Not telling everyone I was adopted

· Keeping a map of the school
	· Struggling to get on with teachers

· Having a disorganised /messy room

	Things my parents said or did
	· Offering help and encouragement (with homework, organisation, uniform)
	· Complaining about lack of organisation

	Things my friends/other pupils said or did
	· Offering support

· Peer mentoring
	· Asking difficult questions about family

· Friendship break-ups

· Bullying

	Things school staff said or did
	· Holding weekly support meetings

· Helping to prepare for secondary school

· Encouragement and praise
	· Shouting at me


They also suggested some top tips:

To adopted pupils:

· secondary school isn’t as bad as it sounds – don’t worry about it

· only tell trusted friends about adoption – keep some information to yourself

· be yourself and smile – be proud and confident

· talk to your friends and family

· be nice to your teachers

· have someone to help you get organised.
To an adopted pupil’s parents:

· offer support, encouragement and praise, but not pressure

· check your child’s feelings and progress in school

· listen to your child.
To teachers of an adopted child:

· talk to child in private and listen

· offer support if asked for

· treat adopted children the same as other pupils

· be sensitive and understanding.
The Transition Partnership Agreement

The Transition Partnership Agreement (TPA) is used extensively in Hampshire to support the transition of children who may be vulnerable at transition, in particular children with special educational needs and disabilities, and children who are in care and who are adopted. The Virtual School and Hampshire and Isle of Wight Educational Psychology run annual workshops for those children in care who are transferring to secondary school. The workshop brings together primary and secondary school staff and the child’s social worker to discuss potential difficulties at transition and to begin drafting a TPA for the child.

What School Staff Tell Us
Over time, we have spoken with many Hampshire teachers and other staff in schools about transition. These conversations frequently contain a health warning:  transition practices can be context specific. What works in one setting will not necessarily work in another, it is important to attend to the different needs of different groups and different children.

Thereafter, good practice in transition can rely upon:

· establishing a strong sense of school community though a culture of caring, valuing, belonging, respecting, promoting participation and emphasising mutual responsibilities

· facing up to and challenging behaviours, myths, processes and systems that do not support good transitions

· seeing wellbeing as much a part of the standards and improvement process as test and exam results

· adopting the best of secondary teaching practices in Year 6 and the best of primary practices in Year 7

· considering the use of nurture approaches and nurture groups. Ideally a nurturing approach is embedded in the school ethos but in some settings a nurture group might be invaluable support

· assuming that transition is going to take longer than might be expected for some children

· being aware of the needs of children living in poverty. Transition times can be very expensive for parents, some of it unexpected

· taking care about negative messages about staff, children, parents, groups or sets

· helping children to understand teacher differences in expectations, approaches to learning, and communication style. Ask teachers to tell children about their style, approach and expectations as part of a discussion with pupils about ‘life in this classroom and this school’

· ensuring that children know how they can influence things in school, including to whom they can turn if they have a concern and what will be done about it

· teaching children about the cultural ‘codes’ to avoid being labelled and becoming potential targets for bullying

· planning team-building activities to develop interpersonal skills but which respect diverse needs and interests
· mentoring arrangements that take account of what a Y7 child might prefer and what year group(s) might be best placed to provide it
· thoughtfully using LSAs to support the needs and wishes of a child. 

©HIEP

Dr Phil Stringer and Rosa Gibby-Leversuch, July 2015
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SERVICES FOR SCHOOLS 








Transition is a Year Long Process not a single event:  From its survey of practice in secondary schools, the EPPSE project (Evangelou et al., 2008, p41-42) lists activities that all the schools carried out:


Autumn Term - Evenings for prospective parents. Secondary school teachers visit primary schools to talk to parents and children.


Primary school staff provide written information about academic attainment, friendship skills and groups, extra-curricular activities and special achievements.  Children may write about themselves.


An information pack about transition is sent to parents and they are encouraged to speak to primary or secondary school staff with any queries. Staff are informed about child or parental worries.


May - Transition staff visit primary schools. They talk to transferring children and to teachers about each pupil.


June/July - Teachers in charge of transition meet prospective pupils. Y7 students may go to the primary school to talk about their experience. Pupils ask questions and may be asked to write about themselves and their friends. They are given an introduction pack to take home.


Y6 pupils visit secondary school at least once for a transition day. They tour the school, may meet new their form group, take part in activities and may have taster lessons. Secondary school teachers may go to the primary school to teach.


June/July – The secondary school hosts an evening to welcome parents and children.  Information is provided through leaflets, school packs, stalls and stands. Parent-school links are promoted by giving parents contact details for any questions or concerns.


Using the information provided, secondary school staff plan tutor groups and an induction period. New pupils are alone in the school for at least the first half-day and might have a different timetable for a few weeks. The first PSHE module deals with transition.


To ensure pupils are settling, tutors and teachers provide information to pastoral staff.  Some schools arrange special mentoring meeting times for pupils and tutors.


New autumn term - parents’ evening is held to inform parents about how children are settling in. 
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