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Foreword

The right sort of policy has a life of its own. In the hands of dedicated
professionals and committed communities it travels far beyond the initial
vision. The extended school is one such policy.

It began as the logical counterpart to the Children Bill. If integration of
services is important for quality and rigour — which it is — and if we have a
frusted site in the locality with spare capacity — which we do — why not use it
to co-ordinate and facilitate that integration?2

This is a worthy but narrow vision of the potential of extended schooling. In
fact, as we start to grapple with the issues of integrated children’s services,
the problems and doubts which emerge suggest a different challenge, and
a greater opportunity, altogether.

When we talk about the ‘extended school’, what is being extended? By
whom, to who?¢ Does our vision of what we can offer match their vision of
what they need? It furns out that, in our fragmented and diverse society, the
very notion of a community to extend into is not as simple as it seems.

The central challenge of extended schooling is legitimacy — it is about
engaging with a community, and with the other agencies inside the
community, in a manner that invites their participation, ownership, even
leadership. Simply dictating undifferentiated, unresponsive services will miss
the point entirely, however cost effective, rigorous and integrated these
services are. In fact, although most of us would appreciate a single point of
contact with government, it also matters that it is a conversation, not a
monologue.

Our traditional model of the relationship between state and citizen is not
helpful in building legitimacy for the local delivery of services. It is not
responsive enough, not flexible enough — not personal. Schools, although
trusted and respected, have an enduring legacy of authority, of conducting
monologues. Many parents’ attitudes towards their children’s schools are
coloured by their own experiences of discipline and direction in school;
however out of date such memories may be.
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Extended schools will need to rethink their relationships with parents and
partners to build the legitimacy they need to succeed. If they do so, the
stakes are enormous. As Demos’ work in this report shows, leading extended
schools are building capital with their communities. This capital comes in
diverse forms — there is more than one sort of extended school (at least four,
and counting) — and, far from diverting the school from its core business of
learning, building such capital raises the aspirations and confidence that
underpin engagement with learning. The most ambitious extended schools
make learning an open book, learning alongside parents, partners, even
students; welcoming and encouraging leadership from diverse sources.

Thus, the potential of extended schooling moves from shared service
provision and the more efficient use of the physical infrastructure of schools,
to a new relationship between school and society. We now see that learning
underpins the prosperity and optimism of communities, while the health of
the community in turn underpins successful learning.

This is an alternative to the straightforward marketisation of education —
choice of school alone does not build legitimacy; it may even reduce it. It
positions parents as consumers and competitors, as outsiders rather than
members and participants. Extended schools are founded on voice as much
as choice, they find ways to ensure that parents are heard (and that parents
hear each other).

In our work with schools, Hay Group has found both excitement and doubt
about this initiative among teachers and headteachers. At the heart of their
professional identity, feachers have always seen themselves as more than
exam machines or tools of the standards agenda. They have a genuine
interest in helping children as individuals; they recognise the limitations of the
classroom when isolated from the other forces in students’ lives. At the same
time, they ask questions. What if | can’t identify a clear community2 Will
‘extended school’ become a synonym for ‘failing’ school?2 Will | become
accountable for outcomes beyond my control2 How can we engage
effectively with other professional groups with an interest in children’s
welfare?¢ There are few easy answers to these questions, and no single right
answers. [deas and suggestions will be generated by the early experiments
of the first extended schools, some of which are described in the report.

Russell Hobby
Head of Education Consultancy
Hay Group
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1. Extended schools as open institutions

Extended schools provide additional services beyond their core work of
teaching students during the conventional school day. This report focuses on
emerging practice within extended schools, drawing out early challenges
and questions for both practitioners and policy-makers.

Extended schooling has been part of the vocabulary of international
education for perhaps three decades. In fact, the idea of schools as places
for whole families and communities stretches back to the origins of formal
education itself. More recently, however, this idea has re-emerged in
response to demands for greater openness on the part of schools and school
systems.

Policy-makers have long been concerned to prevent schools becoming
consumed by their own priorities and practices, which are not necessarily
those of their pupils, parents or communities. The dominant policy response
to this problem is to use national policy to align internal and external
priorities. For example, markets have tied schools’ fortunes to the choices of
consumers, and hierarchies have been used to dictate their behaviour from
the centre.

However, a second response to this principal-agent problem is to enable
schools to resolve these tensions for themselves. For many teachers, their
excitement about extended schooling is that, as ‘informed professionals’,
they may increasingly be able to make judgements about local needs, and
have the freedom to attempt to meet them. For example, in the UK,
extended schools have risen to prominence primarily as a result of the Every
Child Matters Green Paper, which was the start of the government’s
legislative response to the death of Victoria Climbié. Rather than
emphasising tighter regulation of those most responsible for child protection,
the Green Paper took a systemic view of children’s services.

At the heart of the Green Paper’s diagnosis was the idea that individuals and
agencies across the system were not working together well enough. There
are now 106 Full-Service Extended Schools, which receive specific additional
funding to provide ‘childcare, health and social care, study support, lifelong
learning and family learning, parenting support, access to ICT, and sports
and arts facilities’.

Schools Out Page 4

DEM®S HayGroup

people before strategy



However, while it is exciting, the opportunity of extended schooling is double-
edged. To work successfully, extended schools have to become open
institutions, alive and responsive to priorities, cultures and resources that lie
beyond the school gate. Education minister Catherine Ashton is urging
every school to provide extended services, and has pledged £52 million over
three years to support this process. As aresult, extended schooling
represents a challenge for every school; a challenge to create the
openness, flexibility and dialogue needed to successfully play a broader role
in community life.

The extended schools featured in this report suggest that, to meet this
challenge, the experiences of the schools need to go far beyond an open
door policy, altering their strategy, training, and their use of resources.

1.1 Why schools?

For many people, the first question about extended schooling is ‘why
schools2’. Why should schools be given the task of helping to creating
integrated systems of children’s services?

In the minds of policy-makers, there seem to be two key reasons. The first is
simply the reach of our network of state schools, and the scale of resources
that schools already have. For example, Atkinson (1994) argues that ‘the
school, like the doctor’s surgery or health centre, is the obvious meeting
point for young parents ... Itis possible to envisage the... school as being not
just a provider of education but also a centre for the whole family’. As other
fraditional community centres continue to decline, it is felf, the importance
of the school’s role ought only to grow!. For the Minister of State for Children,
Margaret Hodge, this is particularly important, and she argues that for too
long, schools’ facilities have been under-used.

Secondly, and perhaps more fundamentally, there is a case for arguing that
learning is becoming increasingly important in areas beyond formal
education. For example, obesity, antfi-social behaviour and political
disengagement are three contemporary challenges with strong learning
dimensions. Indeed, these issues of public behaviour, and the accusations of
either state paternalism or state inaction that accompany them, are
growing. For Amartya Sen (1993) ‘poverty affects the ‘well-being’ of
individuals and families and has, therefore, a profound impact on their
capacity to learn and, through learning, to flourish’2.

1 For example, Burke, S. (2003) The Responsibility Gap (The Henley Centre)
2 Sen, A. (1993) Markets and Freedoms, Quoted in Nixon et al (2001)
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However, in May of this year, in a combative speech, David Hart of the
National Association of Headteachers argued that ‘money does not
necessarily buy parental responsibility. Nor do new criminal sanctions
necessarily change the mindset of those who commit or condone anti-social
behaviour... It is the attitude of these families... that has to change.” For
Etzioni (1993), ‘schools are left with the task of making up for under-
education in the family and laying the psychic foundations for character
and moral conduct’. While learning, therefore, is increasingly seen as part
of the challenge that all public services share, schools are increasingly
frustrated by their inability to engage communities in the way that they
would like. This is the second driver of extended schooling.

1.2 Re-writing the education script

Privatisation was a simple idea: putting public assets into private
ownership would create more powerful incentives for managers to
deliver greater efficiency and innovation. Personalisation is just as
simple: by putting users at the heart of services, enabling them to
become participants in their design and delivery, services will become
more effective by mobilising millions of people as coproducers of the
public goods they value.

Charles Leadbeater (2004)

In contrast to the efforts of those working within it, our system of public
services has been relatively indifferent to the views, choices and priorities of
individuals. Questioning the rules according to which public services are run
is simply not possible.

This is represented by popular culture in terms of ‘bureaucrats’, ‘pen pushers’
and ‘jobs-worths’. These are the eternal characters of tabloid complaint
and our sensitivity fo them is rightly acute - they are alien to the aims, ideals
and self-identity of public servants, many of whom feel that their work has
been bureaucratised from above.

However, rather than remaining a threat, the force of this frustration may be
being harnessed to renew public services. Personalisation is best thought of
as an ongoing challenge to existing institutions, not only to provide the best
and most appropriate services for everyone, but also fo empower people as
authors of their own services.
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While personalisation is most often thought of from the perspective of the
end user, in this case the learner, Leadbeater’s quotation shows that it has
just as powerful implications for the roles of parents and professionals. They
too must work as ‘co-producers’. Extended schools raise questions about the
roles that parents, pupils and different professionals all play, demanding that
they work together to re-write the educational script.

Firstly, extended schools have the potential to tfransform the nature of the
learning experience for individual pupils. In the primary school that features
in this report, the headteacher welcomes pupils and parents through the
gate each morning. We watched him chat to parents that he had not only
taught but in some cases excluded from the school. They were not
conversations between a headteacher and a parent or pupil but between
two locals. This example may be small, but helping people and professionals
relate as human beings rather than representatives of institutions is as vital as
it is challenging. Open institutions lie at the heart of fostering collaboration
between professions, and between professionals and the people that they
serve.

There is a danger that the demands of delivery may tempt us to define
personalisation in terms of individual target setting, data tfracking and more
sharply focused strategies for raising levels of attainment. However, this risks
leaving the person out of personalisation, and the experience of learning
unchanged. People value the services schools provide not only for their
objective quality, but also for their connections to the subjectivity of their
own lives, and those of their families and communities. As a result, the most
worthwhile personalisation will happen within institutions that are open to
individuals' broader identities and priorities. Extended schools cannot simply
deliver more; they must work to support and protect their pupils as individuals
and fo act as vehicles for their varied interests and aspirations.

Extended schooling also has the potential to transform the experiences of
professionals. The extended schools featured in this report show the
potential when space is created for teachers and their colleagues to work
together to forge their own notions of professionalism and local
collaboration.

For example, in the UK, the structural and procedural changes outlined in the
Green Paper will depend for their success on the ability of the children’s
services to learn, adapt and make collective decisions. Extended schools
have the potential to play a key role in developing this capacity.
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An example can help us to understand both the potential of these changes
and, crucially, the emergent capacities on which they depend. For a
number of months now, a school in south London has had a Police Officer
stationed onsite. He is there not only for the protection he can personally
provide, but also as a means of joining up the work of the school and its local
Police force. He symbolises many of the changes envisaged in the Green
Paper.

However, while the Police Officeris able to capture the corridor buzz that
implies trouble may be on the horizon, there is a lack of shared
understanding about what counts as information. The force finds it difficult
to engage with and assess the very informal contact that the officer has with
pupils and teachers, so that the opportunity for them to act pre-emptively
can often be missed. As the headteacher points out, inits very early days,
co-location did little to change the reactive policing it was infended to
improve.

The first step to addressing this is fo acknowledge that the solution will not be
found in a national strategy; this problem will have to be worked out in
practice. Professional integration depends on forging the trust and shared
understanding that allows people to build a common view, for example,
what counts as information and what it implies.

For many professionals today, extended schools suggest the prospect of an
educational empire. Changing this perception is not simply an issue of
professional courtesy; it will be critical fo extended schools’ chances of
success. As aresult, schools need to be as open as possible to the practices
and priorities of other professions, so that, rather than being lost in a
destructive clash of cultures, the solutions they create can develop and
travel.

Extended also schools seem to be pointing to an education system that
would freat parents very differently. Today in parts of the UK, parents are
cast as consumers, with their key task fo choose a school for their child. For
many, this can be a very difficult situation, as they compete with their
neighbours for places at the best schools. The mismatch between the finite
places at popular schools and the often unending willingness of parents to
make sacrifices on their children’s behalf can convert this energy and
enthusiasm into anxiety and guilt.
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Engaging parents in school life can help to unlock the potential of this
commitment. Extended schools are able to involve parents in their children’s
learning, help them to learn themselves and connect the work of the school
with parents’ aspirations for their community. In themselves, these are all
beneficial processes. However, just as importantly, these changes can
fransform the choices and incentives with which parents are confronted. By
helping to create a system in which schools work together, routinely respond
to parent voice and harness their enthusiasm to help, the stakes of school
choice might start to reduce. In turn, this might make the experience of
choosing a school a positive experience, about the expression of
membership of different communities and of a child’s real interests.

To achieve this, not just the individual schools, but also the school system as a
whole may need to become more open to parents’ and communities’
aspirations for their schools. At present, the partial closure of the debate
about the purposes of education means that our highest aspirations for the
school system are increasingly expressed in terms of grades and reports. The
result is an apparent disconnection between educational priorities and other
local and nationalissues, so that it is difficult fo make educational practice
public and create dialogue about how to improve it. In contrast, leading
extended schools are making it easier for their stakeholders to ask whether
schools should focus on boosting the intellectual achievement of its pupils,
the economic fortunes of their parents or the sociability of entire
neighbourhoods. This has real potential to tfransform the ways in which
parents experience education.

Together, the potential of extended schooling for these different groups, and
of the system to which it points, is considerable. Extended schools are
exposing some of our educational assumptions to new criticism and pressure,
and creating the necessary openness and debate to start fo challenge
them. This raises questions for practitioners and policy-makers alike about
what makes a successful extended school, how they may develop in the
future and how the education system can best respond.
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2. Extended School Case Studies

Alongside our literature review and a policy and practitioner seminar, we
made detailed case studies of three extended schools.

2.1 Our Lady, Star of the Sea Primary School

‘There’s alot going on outside ...substance abuse, unemployment....
The schoolis like a little haven'.

Our Lady, Star of the Sea Primary School is situated in the south of Seffon LEA,
a few miles north of the centre of Liverpool. Itis a Catholic school, and,
along with surgery not far down the road, comprises the centre of a small
residential area.

Local wisdom holds that Sefton has its own version of the north/south divide,
separating two contrasting areas. The north is ‘where the footballers live’;
resources and prospects have gradually been pulled towards them and
away from the south. Many commercial buildings have been left empty,
and residents need to take a bus to reach a supermarket or leisure centre.
Nevertheless, the community is a strong one. The families of pupils of the
Catholic school tend to have strong affiliations to one another; the Orange
Lodge down the road as much a sign of local unities as local division.

Fifteen years ago, Phil Gretton became the headteacher. He inherited a
struggling school under threat of closure. He saw clearly saw that the school
was one of few remaining local assets, and the prospect of its closure as a
perhaps a final blow to the area’s chances of regeneration. His initial task,
therefore, was survival and from the outset extended schooling was
fundamental to his strategy.

Gretton saw the suspicion with which the school was viewed by parents, and
felt their sense that both the community and the school had little potential.
This is the first reason why Our Lady, Star of the Seaq, like many schools, came
fo see its own fortunes and those of its community as inter-twined. However,
there was a second reason, about survival in a broader context; the staff
were keen to build political support within the local community.

As Mary Martin, Our Lady’s deputy head say, ‘there’s an awful lot happening,
but it's not all joined up. We feel a bit like brokers’. Certainly, in the context
in which the school finds itself, this approach makes a great deal of sense.
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2.2 Greig City Academy
‘It feels more like a leisure centre’

In many ways, Our Lady, Star of the Sea Primary School is the typical
extended school of the communitarian imagination. It is the community
centre, constituting a safe space in which members can engage in learning,
commerce and exercising their rights as citizens. Despite being very
abstract, this vision of an extended school is only applicable in particular
situations. The nature of Greig Academy’s geography, communities and
institutional context make it a very different picture of what an extended
school might be.

More specifically, Greig is a secondary school in Haringey, part of the
London school system and its 219 different admissions authorities. It exists
alongside many different providers. There is a health centre round the
corner, a job centre within half a mile and three large libraries nearby. Anne
Becker, who works with the school on behalf of Community Action Network,
sees Greig's community role as an attempt to find ‘its own place in society’.
She is conscious that the nature of its position will be ever changing and that
there are many other important service providers in the area, with whom the
school must work productively.

The intervention team that City Academy status brought to Greig faced a
chaotic situation. Pupils had abandoned responsibility for their own learning,
becoming ‘teacher-dependent’. For staff, the question was, ‘are you going
to be here tomorrow, miss¢’ As Anne Becker puts it, ‘stability is a big issue’,
and this was the first thing that the intervention team sought, with success, to
establish. Its absence had meant that those outside of Greig had found it
difficult to engage with the school. As aresult, the intervention team have
invested heavily in a new school frontage and reception area, welcoming in
local people.

The school had become Britain’s first City Academy, following serious failure.
Before Academy status brought a fresh start, and fresh resources, staff
characterised the school as ‘invisible’, with its ‘head down'. School buildings
facing a minor road compounded this sense of invisibility, so that despite
bordering the High Road, the school had no presence upon it.

Today, the majority of pupils at the school are from across the borough in the
east - Tottenham and Stoke Newington — so that they, like many of the
school’s staff, are not from the area. While the surrounding area has a
substantial white population, 5% of the school’s intake is non-white, and the
majority are Afro-Caribbean. Both culturally and geographically, therefore,
Greig is facing and meeting the complex challenge of serving multiple
communities.
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2.3. Shotton Hall School

‘It could only ever work if everybody was on board as a team, every
single person needs to work together. They are all on board, the parents
and the pupils are fully involved.’

Shotton Hallis a large secondary comprehensive school, with pupils aged
from 11 to 16. The schoolis based on the edge of a large council housing
estate on the outskirts of Peterlee, a new town established in County Durham
mainly to serve the needs of local mining communities. The school is close to
a main road, on the other side of which is a recently built housing estate,
mostly occupied by more affluent, middle class families. The children from
families living in these houses usually attend schools in Durham, however, so
pupils at Shotton Hall schools are predominantly drawn from families living in
council housing, usually on a very low income. Others are brought in by bus
from the more remote former pit villages that are spread around the
periphery of the town.

Pupils at Shotton Hall have grown up during a period of acute stress for their
own families and wider communities. Af one tfime, nearly every family would
have had at least one member who was involved with the mining industry,
either directly with the mines or in associated industries. Whole communities
were structured around the mines: houses were purpose built for miners and
their supervisors and the social structure of villages would be based primarily
on the relationships between the families of the miners. Many families would
have had three generations active in the mines at a single time. When the
mines were closed down, whole families became unemployed and the
impetus for the social life of whole communities was taken away.

Unemployment is still rife in the area and job opportunities for skilled workers
are stillmuch harder to find than elsewhere in the UK. The benefits of gaining
qualifications and engaging with school and education are often felt to be
limited. Equally, families in the area are suffering from all the usual difficulties
that affect people living on low incomes. Inrecent years, the locality has
seen a growing problem with drugs, as well as youth offending and general
low-level anti-social behaviour, such as vandalism. Teenage pregnancy
rates are relatively high and many children are considered “at risk” for
various reasons. It is into this wider context that Shotton Hall must try to
deliver education to over a thousand children and young people attending
the school.
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3. What is it like to attend an extended school?

Today we continue the tradition of presenting local heroes with keys to the
city. However, students of the Kaos Pilots are presented with a set of keys on
their very first day. Kaos Pilots is a state-funded Danish business school, which
argues that while school teaches people what you need to know to ‘get
hired’, they fail to teach people to avoid ‘getting fired’. Alongside
professional competence, therefore, they prioritise competence in change,
relationships, action and purpose. Twenty-four hour access to the school
and its resources allows it to become an incubator for the students’ own
projects and fledgling enterprises.

Extended schools provide the opportunity to give students in England, if not
the keys to their school building, the keys to their own learning. Schools that
are open the learner’s own initiative and priorities can create a beftter
learning experience, which is connected far more closely with young
people’s priorities. At their best, extended schools tailor diverse provision to
pupils’ own needs, and create organisational cultures in which they see not
pupils, patients or clients but simply a young person. This creates a
qualitative shift in the relationship between families and institutions, and can
frame extended schools as sites of voluntary learning for pupils, families and
professionals alike.

3.1 Building trust

The best extended schools help young people to learn in varied ways and
contexts, so that they can tfransfer skills and knowledge from one domain to
another. However, to create these varied settings within schools and within
families, the barriers between the two have to be broken down. In this sense,
creating the trust that draws families into school is vital to their children’s
learning.

Our education system relies heavily for performance indicators on the
comparison of standards of attainment across both time and space. Itis
easy to forget, therefore, that for the individual learner, transferring
knowledge from one setting to another or from one time to anotheris a huge
part of the learning challenge. We know not only that students can struggle
to apply mathematical knowledge outside of school, but also that they can
struggle to apply it in the science classroom down the corridor. This
perspective on the learner’s experience is very helpful in thinking about the
work of extended schools. It helps us fo understand the disconnection
students often feel between what they are studying and their own interests
and personal development. It shows that the best extended schools will use
the potential of the diversity within them to model and develop how to
transfer skills and knowledge between domains.
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Building relationships between home and school requires the creation of frust
and of belief in the potential of the school to help families achieve their
goals.

In the area served by Our Lady, Star of the Sea Primary School, for example,
suspicion of school is the norm, and changing this attitude has been vital.
Many parents have bad memories of their own schooling, and left with very
few qualifications. Like many schools, Our Lady has sought to create a belief
that fogether the school and community can change children’s lives for the
better. As Chris Watts, headteacher of North Prospect Community School
describes it, ‘every step of the way, celebrate’. Indeed, at North Prospect,
they use digital cameras to send home pictures of children’s achievements.
At Our Lady, the school has worked through the local Children’s University,
drawing together many different activities with a graduation at the local
Liverpool University. This has helped to create the sense that the school really
can help the community's children to achieve.

Alongside belief in their potential, extended schools require trust.

‘School’s about authority and it’s not really somewhere you want to
be’.
Pauline Sanders, Sefton Council

To win this frust, Our Lady has focussed on each detail of the school and
community inferaction. At the start of the day, parents are welcomed intfo
classrooms by teachers, and are free to linger while register begins and each
pupil is welcomed as they answer their name. Here, the building helps, as
doors from the playground give parents direct access to their own child’s
classroom, fostering a sense of ownership of particular parts of the school. As
they pass the headteacher, even for those parents he admits to having
excluded from the school there is a friendly ‘hello’.

Teachers deliberately use first names with each other in front of the children,
with each other and with parents — a constant reminder that they also have
lives outside of school.

‘They don’t talk down to you here, everyone’s sort of on alevel. I've
got friends with kids in other schools, and they talk to them worse than
the kids.’

At Shotton Hall, they believe that ‘dependency is recreated every hour and
every day by the teachers: “don’t ask if I've marked your work, I'll do it when

"

I'm ready, you're dependent on me”.
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For Mary Martin, the deputy headteacher at Our Lady, Star of the Seaq, her
extended school is not ‘a school with knobs on’, but ‘a completely different
way of working'; there is ‘no longer one world out there and one world in
here’. The school’s Learning and Inclusion Manager says simply that she has
‘never been in a school like it'.

Extended schooling is at the heart of Our Lady’s ability to work in this way.
Extended hours enable breakfast and after school clubs in which pupil-
teacher interaction is not constrained by the formality of the classroom, as
they joke about the playground conflicts of the day before. As aresult,
when asked why they come in early to set out chairs and tables, year é reply
simply that it ‘gets it started quicker’ — the picture of ‘us and them’ is not one
they recognise.

Greig Academy is also using extended provision to heal rifts with its
community. Greig has become a Cisco Academy, offering IT tuition from
beginners level to industry-standard certification, carrying with it genuine
career prospects. Yves, a young father, is among the very first to benefit
from Greig's Cisco Academy. He works on the railways, and is eager for
promotion.

‘The mostimportant thing is thatit’s local. | have a family and it’s
difficult to be away. | have a car, butit's the time. Here, as soon as it is
finished, | am back home.’

However, this kind of progress has been a complex endeavour. As the
headteacher of Our Lady points out, it is not simply about ‘throwing open
the doors’'. Parents have had to be coaxed into the school gradually, and
the school has had to work hard to build trust, and to demonstrate that the
school and parents can help each other.

As well as establishing common goals for extended provision, the school has
had to gradually negotiate how to open up access to the school, and what
this means for its role and that of its teachers. The pupils are clear that their
teachers ‘can be your friends but they can also go back and teach’.
Equally, the head is clear that 'if | excluded everyone who has a criminal
record, I'd have no one coming through the gate’. Striking this balance has
taken years to learn; the school at last seems to know how to configure the
various cultural, spatial and organisational boundaries to the most inclusive
effect.
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3.2 Joining services together

As an extended school creates trust and belief in its potential, it is able to turn
greater interest in its activities into community involvement. As this
involvement develops it can create a critical mass, such that the school
starts to make valuable connections between different services and
activities. In some cases, this enables parents to become more involved in
their children’s education, to become co-producers of the services they
receive.

For example, as parents began to believe in the potential of the Our Lady,
Star of the Sea Primary School, they naturally became more receptive to
information about its work. Our Lady has exploited this with a very open
aftitude to what extended activities it ought to provide. As aresult, parents
are increasingly networking with one another to build support for their own
ideas about activities. Inits openness, the school has fostered the kind of
parentallobby behind tap-dancing (for example) that in typically middle
class schools is marshalled around homework and literacy. Extended
schools’ diversity enables them to foster this kind of involvement by opening
up the school to parents’ existing interests. So whenever parents come into
the school, opportunities are taken to model classroom practice for them,
involving them in issues of feaching and learning. The school’s openness,
therefore, means that parents now have the knowledge, contacts and the
confidence to play a powerful role in deciding how their children should be
taught.

This has made a difference to the quality of the learning experiences they
are helping to create. Rather than simply delivering these services, parents
and students are a crucial factor in their production, and in decisions that
are made about them.

The ability to integrate and connect different activities and services is one of
the primary values of co-location and of extended schools. At Our Lady, Star
of the Seq, the school is able to deliver family learning by first enrolling
parents at the local college. Their children’s classroom teacher, whose
lesson is covered by a classroom assistant, then provides courses on the
schoolssite. After the lesson is finished, the teacher goes back into the class,
and the children join the parents, in order to learn from them what they have
been taught. There are numerous benefits to this very simple model; learning
on behalf of one’s own children is non-stigmatising (‘how would | explain this
to them, againg’), connects them to what their children are doing in class
and clearly models for them the importance of learning. As one father put it,
‘I hated school, and hardly learned anything, but my kid is my life, and if |
can help him, well then I'll do it... how does he feele He's made up about it’.
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At Shotton Hall, a range of parenting classes are connected to needs
assessments within school and outreach work beyond it. In this way, where
parents are thought to be struggling, they can be approached personally
and privately at the fime when they may most need support. Parents ‘often
need encouragement to come in, but once they do they see school in a
whole different light and get involved in the voluntary side of things' (Pauline
Walker, East Durham Partnership).

3.3 Caring for the whole child

Reaching a critical mass of different extended services and activities can
enable the best extended schools to relate to their pupils and their families in
new ways. When extended schools function as a platform for a wide range
of learning experiences, they are better able to base the provision for their
pupils around their individual needs.

At Shotton Hall, the school has built an advice centre for its students. The
students themselves designed the centre and chose its location, ensuring
that its entrance provided them with the kind of privacy that foday ensures
they make use of it.

‘Ifit had been teacher-initiated thing and controlled by adults, it

wouldn’t have been as well used as it is. Thisis all about freeing up the

dependency culture in this district and showing people that they can

do things themselves, rather than having it done for them or to them.’
Pauline Walker, EDP

In helping families and children, most public services have to satisfy criteria -
the child is at risk, in medical need or has a specific learning difficulty. These
criteria can become embedded in professional cultures, so that services can
seem to take a partial view of complex family problems. The breadth and
range of services in extended schools allows them to think of the whole child
and the whole family — against both positive and negative criteria. They can
put together a flexible response based on the child’s need, not their
particular professional perspective.
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With the flexibility that multiple on-site services provide, schools can start from
the strength of the individual, not the limitations of the system. For example,
extended schools may become places where opportunities for work
experience, apprenticeships, out of school learning and school trips are
brought together. For their pupils, this allows them to create many different
kinds of learning pathways, responsive to the needs of their pupils. Extended
schools, therefore, offer a picture of personalised learning in which not only is
education fitted to individual needs, but learners play an active role in
shaping the options that are on offer and the selections they make from
them. Personalised learning on a large scale — for every child —is not possible
without the active involvement of the learner in determining the extent and
nature of the personalisation. Crucially, these options are not a narrowly
constrained set of academic choices, but relate to their broader hopes, out
of school interests and personal needs.

3.4 Voluntary learning

The advantage, therefore, of an extended school is that the breadth of
service changes the role of the learner. This is frue not only for pupils, but also
for parents, the community and professionals. This impacts further on the way
people perceive and interact with the institution.

There are many different contexts in which organisations can become
platforms for self-directed activity. In the private sector, this kind of
phenomena has long been recognised. To take an example from leftfield,
when mobile phone manufacturers deliberately left open the coding of their
products’ ringtones, they helped to create a £1 billion industry. People value
their phones much more when they have played a part in deciding how
they sound. These companies succeeded not by doing everything but
creating a platform within which others could innovate. The range of
services extended schools provide enables them similarly to function as a
platform. One could think of them as an open ‘operating system’ for a range
of public service ‘applications’.

At Greig Academy, this is changing the learning experience not only for
students but also for staff. One of the school’s P.E. teachers is also
considering joining the first class of the Cisco Academy. He is tired of
needing technical support, and wants to take control of how he uses I.T.
both in teaching and administrative work. The resources of the Cisco
Academy have given him the chance to direct his own professional learning,
something that is very important to him. He understands that he may be
learning alongside parents of those he teaches, but sees this as simply
another chance to engage with those beyond the school and to raise its
profile.
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A young man who left Greig in 1998 is now back to study under the scheme:

‘I wanted a place ... where you can come, sit down, each week, and
the teacher will be there to push you on, like they did at school. My
friend did a distance-learning course, but didn’t keep up with it
because there was no encouragement'.

Would you be bothered about coming back to school?

‘Initially | would have been bothered, but now... | didn't want to do it
just because someone else wanted me to do it- my Mum was always
on at me to do an evening class. But now | figure, you've got to learn
fo getonin life.’

At Our Lady, Star of the Sea, pupils discuss during their breakfast club the
choices they have made for that day. There is much haggling between
friends over what they should do at lunchtime and after school. As aresult,
the young pupils seem to have become quite astute consumers, increasingly
taking responsibility for managing their own time.

Taken together, these features of extended schooling reduce further the
barriers between an extended school and the world beyond. For pupils and
staff alike, they become places that they want to be, because they help
them to achieve the goals that they have independently of their role within
them. As one teacher put it, with cheerful emphasis, ‘lots of staff live here
anyway'.

For example, Our Lady, Star of the Sea has found that when parents are
involved in their pupils’ learning, they come to value the school’s
conftribution more rather than less. While consumerist logic would suggest
that the less consumers have to conftribute to a service, the more they will
value it, in many cases extended schools are finding the opposite.

This picture of extended schools as centres of voluntary learning contrasts
with the current vision of Full-Service Extended Schools as sites for co-located
services. For the leading extended schools, delivering a range of services is
less an end in itself than a vital starting point. Organisational diversity can be
used to unlock the learner’s own initiative, and to involve pupils and parents
in the educative process. It can help the school to meet children’s individual
needs, and as a result begin to change the relationship between pupils,
parents and their schools.
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4. Adaptive professionalism

For many teachers, building meaningful relationships across professional
boundaries is a huge challenge. Opening up educational practice and
thinking to doctors or social workers, for example, can seem to undermine
professional identity and, while feachers can see in extended schools an
invasion of their territory, for many other professionals, extended schools can
represent an education empire. Within leading extended schools, however,
confidence and common understanding are enabling professionals to re-
draw local professional boundaries for themselves, in the interests of the
children that they all want to serve. By creating opportunities and incentives
for professionals to make their practice public, and to reflect upon it
together, whole communities may be able to build the openness on which
extended schooling depends.

4.1 The dilemma of professionalism

Working in multi-agency teams can cause unease for all concerned.
Community Care, for example, has featured articles airing social workers’
concerns about the marginalisation of their practice and of young people
who find themselves outside the school system3. Meanwhile, there have
been suggestions from teachers that extended schools may mean that
‘education will lose out’, and lead to undue interference in school affairs4.

For Attwood (2003) ‘as professionals are exposed to each other’s different
value systems... they may be driven back into their own boxes, mentally
refusing to be exposed to mindsets different from their own. It is folly to
ignore personal and professional histories, which have more often been
about working as a single profession and ignoring or even devaluing the
professional perspective of others.” Others agree that opening up
professional expertise to external challenge and scrutiny can often drive
retreats from decisions, defensive practice and a privatisation of judgement
(Power 2004).

Professional integration, therefore, is complex and carries real risks; risks that
are rarely openly discussed. As the policy objective is pursued, therefore, this
leaves individual teachers, social workers and doctors to navigate on their
own the conflicting professional norms and organisational imperatives.

3 For example, ‘Schools at the centre of minister’s plan for delivering children’s
services', Community Care, 11t March, 2004 (www.communitycare.co.uk)
4 ‘Teachers fear education will lose out’, Children Now, 14-20t April, 2004
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One slightly unusual but high profile example of what this experience is like is
the Hutton Inquiry. Lord Hutton was appointed to investigate the
circumstances surrounding the death of Dr David Kelly because it was felt
that only an independent investigation by one of the country’s most senior
law lords could be relied upon to provide a conclusive judgement on a
complex, confroversial issue. However, the unprecedented openness and
transparency of the Inquiry process (with reams of confidential documents
made available to the media and the public via the web, and packs of
journalists listening to every minute of testimony) meant that few decisions
have ever been so widely contested.

Nikki, the Social Inclusion Manager at Our Lady, Star of the Sea Primary
School, finds her own judgement exposed to be challenged in a similar way.
She is neither a teacher nor a social worker; in her own words, Nikki ‘doesn’t
fit intfo either camp’. In trying to link fogether agencies that work with the
school’s pupils, she is constantly making decisions based on data to which
others have access. So whether she's working with education, social services
or health, the professional o whom she is referring a case can always
question her judgement, or dispute her ‘status and knowledge' to be making
decisions in their own area of expertise.

Connections between public sector professionals therefore mean that they
are increasingly caught in a bind like the one that ensnared Lord Hutton. On
the one hand, in the wake of the Climbié Inquiry, the professional
judgements of teachers and other professionals are seen as more and more
important. On the other, they are being called on to work in contexts where
they are outside of their professional tradition and open to contradiction
from all angles. As aresult, too often professionals feel overloaded, confused
or held back by the information they receive or are required to share with
others.

This experience is emblematic of a deeper tension in the selfimage of many
professionals in contemporary Britain. Professional identity is caught between
two competing notions: the independent expert, in control and free to make
decisions as they see fit, and the highly dependent operative, subject to
decisions made and imposed from elsewhere.

4.2 Dodging the dilemma
We understandably shrink from this kind of tension and conflict. It would

seem that, while openness and integration are priorities, they are pursued in
ways that avoid confronting the question of professionalism head on.
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Two aspects of the current approach of national policy serve as excellent
examples. Firstly, collaboration between teachers, social workers and health
staff is increasingly being driven through the work of a growing number of
intermediaries and co-ordinators. Secondly, the model of ‘lead
professional’ was an important part of Every Child Matters, and involves
individuals taking ultimate responsibility for a child’s case, co-ordinating and
making decisions about the work of other professionals. Both these examples
are incremental approaches to opening up the work of children’s services
departments. Lead professionals re-create hierarchical relations of
dependence, but shift these from the domain of professional status to that of
the individual case. Intermediaries preserve relationships of independence,
arbitrating between professional conflicts rather than confronting them head
on. Indeed, both solutions date from a time when professional integration
was the exception rather than the norm.

Today, the suspicion must be that they remain for reasons of convenience
rather than efficiency. For example, in the late 1990s, the New Community
Schools programme in Scotland, a forerunner of the DfES’ Extended Schools
policy, employed ‘integration managers’. The project’s evaluation found
that ‘the addition of this extra layer, complementing service and school
management, creates considerable challenges... In some cases a tension
appears... over issues of remit, responsibility and line management.’

Equally, a year group’s Progress Manager at Greig Academy is excited by
their use of ‘individual education plans’, which drive and co-ordinate the
resources and other professionals to which students have access. However,
he acknowledges that they are ‘very difficult and labour intensive for
classroom teachers’.

As the system becomes more complex and inter-connected, single
individuals may lack the knowledge and the time to perform integration roles
effectively. More importantly, they act as a break in forging professional
cultures and practices that place collaboration with others at their heart. For
example, one headteacher of a secondary community college was
adamant that he did not want anything on the school site that he could not
ultimately control:

Everything is under my confrol. It has got to be on my terms. They have
got to be responsible to me, that’s the way it works ... Unless you have
that, it's a free-for-all.’

(Wilkin et al, 2003)

This is the kind of approach to extended schooling that causes such concern
among other children’s services professionals. It chimes with both their fears
and their prejudices. For all these reasons, there is a strong case for creating
extended schools that challenge rather than support this kind of approach,
and seek to exemplify new views of professionalism.
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4.3 Professionals in extended schools

The work of those within extended schools is beginning to show how the
dilemma of professionalism can be resolved, and how professionals and
whole organisations can work together more openly and flexibly. In contrast
to the traditional emphasis on either dependence or independence, and
the authority of key individuals, they are modelling recognition of inter-
dependence and an increasingly distributed approach to authority.

This is most evident in two features of practice in extended schools, which
involve the acknowledgement of inter-dependence, both between
teachers and other professionals, and also between teachers and the
communities that they serve. Firstly, leading professionals are finding the
confidence to open up their values and practices to those of other
professions. At Our Lady, Star of the Seaq, for example, Nikki is learning how to
succeed in an inter-connected environment. She argues that this is because
she has gained skills and confidence from working in a school that models
mutual respect and a genuine ‘team effort’. This is more than ‘multi-
professionalism’, this is ‘inter-professionalism’, where ‘there is a willingness to
share and give up exclusive claims to specialist knowledge if the needs of
service users can be better met by members of other professional groups’
(Carrier and Kendall, 1995).

An excellent barometer of this culture is the ease with which parents,
volunteers and other para-professionals are assimilated into the group of
adults working in the school. While the staff set themselves very high
standards, part of their ethic seems to be that this should not act as a barrier
to taking on new people, and working with them.

Equally, at Greig, there is real interest from staff in the kind of ‘creative
preventive work’ that draws them out of their familiar territory. Since
reopening, it has had of necessity to draw many different kinds of
professionals into the school. In fact it has devolved the leadership of its
relationship with the community to Community Action Network, who play an
important leadership role across the school.
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Secondly, staff are also finding the confidence to open up their work to
members of the community. Jon Nixon (2001) argues that there is an
‘emergent professionalism’, which seeks to ‘reinforce the primacy of the
relation between professionals and their publics ... [and] the need to ground
that relation in an ongoing dialogue regarding the ends and purposes of
learning’. There was some evidence for this in the schools that we visited. At
Greig Academy, teachers were happy, perhaps surprisingly, that Cisco
Academy status meant that their professional development might take
place alongside either the parents of students that they taught or the
students themselves. Indeed, they see this as an excellent opportunity to
engage these stakeholders in an informal setting, and to build support for the
work of the school.

Greig's school council plays a powerful role, not simply in peripheral
questions about vending machines, but central questions about how
students learn and are taught. Again, rather than seeing them as ‘another
Ofsted’ teachers seem to welcome these additional sources of dialogue.

At Our Lady, the way Nikki is able to guarantee that ‘every teacher has time
for a parent’ is part of the difference she sees from the other schools she has
worked in. As someone whose role is to seek to engage parents even more
with school life, this is crucial in casting her as an ally rather than a source of
additional work. The school has found that its governors, while crucial, can
no longer function as the only bridge between school and community
decision-making. As aresult, they have established a ‘community reference
group’, who not only critique the work of the school but also provide
valuable intelligence about the needs and views of the community. For the
deputy head at Our Lady, Star of the Sea, her extended school is essentially
a ‘shared enterprise for the whole community’.

4.4 Adaptive professionalism

In cases where teachers are working very openly with other professionals and
community members, it is loyalty to the area that is helping to lower cultural
barriers that can be erected by narrow professional loyalty. However, this
does not seem to have been a simple shift from one loyalty to another.
Indeed, as professionals increasingly take control of their own professional
networks, they are increasingly cutting across official geographical
boundaries. As aresult, both conventional top-down area-based strategies
and strategies based around closed and narrow professional groups are
being put under pressure. The crucial difference is that both what counts as
‘professional’ and what counts as ‘local’ become open to negotiation.
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In Sefton, local professional norms have been gradually negotiated, as
additional groups are drawn into projects connected with extended
schooling. As this process has been coupled with community participation,
people who do not work within public institutions have also begun to play a
role in deciding what ‘professional’ might mean. As a result, people are not
nearly as quick to decide that something is not their responsibility. Local
flexibility and openness is enabling the beginnings of a local discourse about
the kind of approach to children’s services that would be of most value.

However, the national commensurability of these people’s achievements is
clearly stillimportant. As the headteacher says, ‘there’s a danger that
everyone's a rock of the community, .... And teachers’ careers don't
develop externally as they should.” However, it is precisely because the
continuous professional development of each can take place together that
helps to build the belief that alongside their identities as teachers or social
workers people belong to a locality.

As Bentley and Wilsdon argue in The Adaptive state, ‘the choice between
localism and central control is a false one. Successful reform will require
greater adaptive capacity at every level’. These examples seem to press
the system both to make it easier for professionals and the communities with
which they work to adapt systems in line with local priorities, and national
institutions to respond to this innovative work, creating frameworks that help
to connect and share ideas between localities. For example, this seems to
impact on the role of professional associations, requiring them to take the
lead in connecting up and sharing the work of their respective members,
and to promote local dialogue and flexibility.

Equally, this seems to suggest that the fruism that collaboration requires
‘shared goals and understanding’ has more far-reaching implications than
we might think, taking in discourses about the purposes and priorities of
education, children’s services and professionalism. However, as we have
seen, questioning notions of professionalism is a difficult task. In opening up
to the world around them, schools must work carefully and gradually. For
Heifetz (1994) ‘effective leaders... know when to turn the heat up on people
as a means of stimulating change and when to turn it down'. Headteachers
and local extended schools co-ordinators will have to master this art.

While many schools of the past were closed to both the professionals and
communities beyond their boundaries, emerging practice in extended
schools provides an early picture of an open professionalism, capable of re-
writing its own rules in response to local needs and circumstances.
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The secondary school department is an excellent paradigm of a closed
organisation, surrounded by strong spatial, professional, accounting and
organisational boundaries. In contrast, in the kind of world to which
extended schools are increasingly pointing, openness is created through
boundaries that cross over, blur and, in some cases, disappear altogether. In
leading extended schools, professionals hold a complex set of loyalties to
non-professionals, fo those far from where they work and to those to whom
they are not formally accountable. These boundaries are drawn locally, in a
response to need and in an attempt to create effective children’s services.
In this way, local professionals help to create and sustain not simply a set of
formal structures, but a shared way of seeing themselves and the work that
they do, which is fit for the purpose of serving children.
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5. Parents and extended schools

The background of the Victoria Climbié tragedy readily dramatises the
possible effects of professional division. However, barriers between schools
and homes also have long a history, and their effects can be equally
damaging. This is because alone, a school will struggle to impact upon the
life chances of young people. Today, social, familial and environmental
factors have a greater influence than ever on the lives of young people. As
a result, schools and communities need to work together better, and
extended schools have the ability to dramatically improve this relationship.

Where schools and parents work together, parents become more involved in
school life, and schools engage with the social networks that surround them.
To achieve this, schools first have to create processes through which schools
and parents can interact. In doing so, community networks and the
resources that they hold can become part of the solution rather than part of
the problem. Having achieved this, schools can harness the full potential of
community networks, working with parents and communities to change
views about the roles of both schools and parents. At its best, this can build
the idea that schools are a shared resource, and places that are as much
about the creation of public value as private benefits.

5.1 Communities and extended schools

Rapid technological and economic changes are making the ability to learn
more important. As a result, while pupil behaviour (Macbeath and Galton,
2004) and a lack of parental support> are variously cited as teachers’ biggest
problems, schools’ ability to engage with the world that shapes their pupils’
afttitudes, perceptions and welfare is becoming more important than ever. It
is in this context that extended schools are showing the potential of co-
production and entrepreneurism to build powerful partnerships between
schools and parents.

In south Sefton’s struggling economy, many employers, shops and leisure
facilities have moved elsewhere, so that helping parents to gain
employment has become central to the success of the school. At Our Lady,
Star of the Sea, ICT courses within the school are helping those without work
to gain new skills. One participant summed up the challenge that her
community faces;

‘Of course it's important to be able to study locally, if | was mobile I'd
get ajob elsewhere’.

5 David Hart, NAHT Annual Conference, 3@ May, 2004, http://news.bbc.co.uk
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In this case of economic isolation the school, as one of the few remaining
public resources, is responding to demonstrable need.

As we have seen, many extended schools are at their best in helping
community members to find their own solutions. For example, in Sefton,
consulting the community has enabled the school to put on after-school
events that are not only popular with pupils but also have the potential to
help their parents to find work. A face-painting course for parents and
children gives parents both a high quality opportunity to interact with their
children and enabled a number of them to find work at fétes and play
schemes, painting the faces of other children.

‘Af the end, he turned fo me and said, ‘I love you, Mum, because
you're the best face painter here,” and that felt great ... Andl’'ve since
got some work out of it, so you can'’t say fairer than that’.

As well as processes of co-production, extended schools work with local
communities to create and exploit economic opportunities. At Greig, a
football-refereeing course has brought many former pupils back onto the
school site to gain a qualification that can earn them considerable extra
money as a Saturday job. In a changing climate of student funding, part of
Greig’'s rationale is that opportunities to earn help former pupils continue
their education.

Some of those using the extended services at Greig have also gained
employment within the school. Another member of the Cisco Academy is a
former pupil combining a degree at Birkbeck with work in the school as a lab
technician. Another former pupil works as a receptionist in the school, and
he too is interested in the academy. In these ways, extended provision is
helping to blur the boundaries between pupils and professionals, enabling a
culture of employment to be modelled within the school.

At Shotton Hall, through work with East Durham Partnership, a voluntary
organisation, the school has been able to create opportunities for post-16
learning for the most excluded pupils in the school, delivered through locally-
based social enterprises specialising in, amongst other things, regenerating
office furniture for re-sale. Eventually, the school’'s community enterprise
centre will house a créche, café, bookshop and a travel agency, as well as
serving as an incubator for further social enterprise.

However, for some people, accessing the help that an extended school may
be able to provide can be much more difficult. For example, childcare is
often vital in creating accessibility — so the benefit of extended schooling is
that both childcare and opportunities to work, learn, socialise or use other
services may all be on one site. This makes these opportunities both more
convenient and less intimidating.
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In some cases, this approach is turning extended schools into intermediate
labour markets. When Rose first came through the gates of Our Lady, she
was a shy lone parent without a job. She was invited to come along to a
Start Right group with her baby daughter, and gradually coaxed into starting
to help organise the sessions for other parents. She now leads the sessions
and has studied child protection, domestic violence and child care within
the school. She is now just beginning college, studying for an NVQ level 3.
Rose is adamant that this could not have happened without the school. Of
colleagues she has worked with at the school, a number have similar stories
and have moved into full- or part-time employment elsewhere, freeing
space in the workforce for further parents.

5.2 Community networks, choice and collective efficacy

The real value of these processes is the way that they complement and
connect existing school and community networks. However, blurring
boundaries can be controversial. The attraction of private schooling is its
exclusivity; the separation of particular children’s life chances from the
influence of parents and pupils without the resources, or the commitment to
learning, to pay forit. The challenge of extended schooling is, in part, that
they must make the opposite pitch to parents, showing the virtues of
connecting children’s learning with the communities that surround them. In
this context, the challenge is to build the confidence of both individual
parents and the community as a whole. In turn, this suggests that extended
schooling may be able to re-write the script of the roles of parents and
schools.

In choosing schools, it is easy to assume that every parent wants the same
thing. In fact, the patterns of school choice show that the well-to-do and the
disadvantaged alike send their children to schools of people like them. This
symmetry in the way in which social groups can turn inwards sheds light on
another similarity; while ‘raising aspirations’ is a task primarily associated with
those in poverty, it actually applies to everyone. We all struggle to believe
that schools can achieve against the odds, or that schools can bring diverse
groups together and improve all of their lives. With the natural anxiety of
parenthood, the connections between your own child’s future and those of
different cultures or backgrounds can easily feel like a problem rather than
an opportunity. In this scenario, schools also face the task of raising middle-
class aspirations.
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This challenge is compounded by policy on school choice, which today is
frapped in a vicious circle. Choice can create stressful competition
between parents for places at popular schools. In turn, this stress and worry
makes the idea of a free choice of school, unfettered by rivals in the next
street, an even greater priority. Policy increasingly drives parents to demand
something that the system cannot deliver, so that the school choice debate
can seem stuck in aloop.

In this way, the present system converts supportive parents’ energy and
enthusiasm into guilt and sleepless nights. It confirms and builds on the
natural anxiety that parents feel about their own children’s education, and
which pushes them to ‘stick to what they know'. Like a rush on the banks or
arun on oil, they are driven into pursuing their own interests at the expense of
other people’s. Neighbours are positioned as rivals rather than allies, and
schools become sources of private benefit rather than public value.

However, the example of extended schools is beginning to show that there
may be an alternative. According to Robert Sampson (Demos, 2004), while
the fime, money and enthusiasm an area possesses have the potential fo
fransform it, it is the confidence of those who possess it that they can make a
difference that is most critical. For example, in his own words, the head of
North Prospect Community School, Chris Watts, took over a ‘failing school in
a failing area’. His first task was to ‘challenge perceptions and restore pride’.
As aresult, it was key to generate early wins, however small. He employed
very simple strategies, for example, using digital cameras to send pictures of
successful, happy students home to their parents. He created a community
day, bringing people into the school to acknowledge its achievements and
to plan the coming year. ‘Every small step of the way’, he says, ‘we
celebrate it’. Attwood and colleagues (2003) have argued, ‘all change
involves pain, and because we all want to avoid pain — sometimes at almost
any cost — the motivational factors have to be very strong to succeed’.

Extended schools can create the relationships and confidence to put the
time, resources and enthusiasm of disadvantaged communities to work for
them. For example, charging for a new service like an after-school sports
club has the potential to help generate new jobs for local people. In some
cases, this enables extended schools to create consistent childcare capacity
during work hours, by plugging funding gaps. In the context of time-limited
government funding, this can actually be a very responsible use of resources,
as a school seeks to build services that, as people gain employment, slowly
become self-funding.
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At Our Lady, Star of the Seq, they found that when they began charging for
the gym club, expectations about its quality rose, and attendance grew.
This may seem baffling, but most people behave in this way in other
contexts, for example in buying wine, where ignorance about the product
means that price serves as a proxy for quality. In some circumstances,
charging can represent the best solution for everyone, encouraging people
to value education and building solidarity around the services schools
provide.

When Wendy Parmley took over at Archbishop Michael Ramsay Schoal, the
biggest problem she faced was the gang culture that had taken hold within
the school. Members branded their wrists, brutally enforced social norms
and convened in places around South London, picking fights and
committing crime. Incredibly, Parmley saw in this not a hopeless loss of
control and authority, but the miracle of selforganisation. By demonstrating
her faith in these pupils, Parmley has built her young leaders into
ambassadors of the school. They are now using their time and energy to
raise money for a complete rebuild of the school, which will place extended
provision at its heart. Their uniform is now the school uniform, and their norms
are the school rules.

A very different example involves the Sefton Fire Service. For along time
they have struggled to find a way to get smoke alarms into the homes of
elderly people, but with the help of local schools they are starting to solve it.
They have fused this work with their educative work in local primary schools,
so that young children are presented with smoke alarms to give to their
grandparents. Which child will not pass on this gift if they cang Which
grandparent will not be proud to put up their smoke alarm?

One extended school has chosen not to extend its own work but to fund the
work of a voluntary organisation in its local community. A charity now runs a
project involving twelve young people from years 10 and 11, who are
‘disaffected and/or in danger of exclusion’. These young people work with
disabled adults and, according to the education manager are ‘totally on-
side’ and, ‘far from being excluded, some were now planning to take
GCSEs’ (Dyson et al, 2003a). Again, this shows the potential of allowing
others to take the lead for creating radical culture change.

In all kinds of circumstances, therefore, extended schooling can help pupil,
parent and community networks, which in areas of deprivation can be seen
as part of the problem, to be part of the solution. The same seems to be frue
in cases where the challenge is to create faith among more middle class
parents, and harness the power of their networks.
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For example, Queen’s Park Community School in north London was featured
in a television programme earlier this year (The best for my child, 7" March,
2004) for its use of parental networks. Simple social software has allowed
local parents committed to their children’s education to pledge to attend
this local comprehensive. However, they pledge to do so if and only if a
certain number of like-minded parents pledge to do the same, and promise
to put time and energy into supporting the school.

Queen’s Park is also working with a London charity called Envision, which
brings young people together for social and environmental activism. A
group of sixth-formers have come together to form an Envision team,
facilitated by a local volunteer, who meets with the pupils in the school each
week. The group, called Juvenescence, have spotted a small church across
the road from the school field, deserted and boarded up. They are seeking
to turn it into a sixth form youth club, study centre and Internet café. Having
encountered understandable wariness from teaching staff, the students
have gone over their head, working with the Mayor of Brent and the Kensal
Consultative Forum to start to win the resources and permissions that will
require. In their quest to find allies, the pupils have struck up dialogue with
local residents, for whom the building is a problem, as a site of drug use in an
otherwise highly desirable area. Pupil networks are raising expectations
further, framing students as community leaders, capable of building on the
sense that their local school is capable of creating public value.

These examples show how schools and communities of all kinds can work
together to the benefit of all. As ever, a key question will be, ‘would | want
my child to attend an extended school? These examples not only show that
there are many reasons why you might, but show how extended schooling
itself helps to convey this message to parents. Connecting school and
community networks can enable students, parents and community members
to change their own lives for the better, modelling the power and the
potential of community learning. For many schools this is important because
their extended activities are actually their smartest marketing, capable of
building credibility and challenging assumptions and prejudices in a way
that promotional work never can. However, its real importance is in the way
that extended schooling is able to unlock parental energy and commitment,
through involvement in their children’s school and education, rather than
creating guilt and anxiety.
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In the case of those with high incomes and aspirations, they rightly feel more
confident about demonstrating loyalty to theirlocal school. In the case of
those who are economically disadvantaged, and may be experiencing
some of the difficulties that often accompany disadvantage, extended
schooling likewise helps them to believe that the local school can make a
difference, which similarly enhances its ability to do so. Where parents and
students are successfully engaged as co-producers, the importance of
school admissions is superseded by that of the choices and preferences of
individuals.

The relationship between home and school is so important that improving it
may need to be the first priority of education policy. While politicians seek to
create a system that has diversity, choice, innovation and excellence, the
need to enable schools and their communities to work together to choose
their own priorities may increasingly supersede all of these principles.
Extended schooling is beginning to point to ways in which community and
leadership roles can provide not only the smartest form of marketing, but a
way to help develop shared understandings about the roles of schools and
parents that help to create far better relationships between them.
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6. Openness not empire

Just as professionals and parents are at fimes understandably cautious or
defensive about the prospect of extended schooling, so extended schools
themselves can be driven to behave defensively or from self-interest. Too
often, our education system frustrates attempts to frame schools as open
institutions, playing to fears that extended schooling will be an educational
empire. However, we can learn from the principles of openness and
flexibility that professionals within extended schools are beginning to model,
to create a climate far more conducive to the success of extended schools.

While the most innovative professionals, as we have seen, work in cross-
cutting networks of conflicting ideas and priorities, some schools remain
trapped in what is presented as a very simple world. While teachers will lose
sleep over their students’ health, happiness and safety, schools themselves
are set a very small number of objectives: they must get excellent
examination grades and a good Ofsted report. However, far from being
isolated, schools are increasingly being drawn into webs of collaborative
relationships.

The opportunity is to apply to institutions the principles of openness and
flexibility that professionals are increasingly applying individually. This has
three important implications; extended schools must be able to share
information, avoid hierarchical relationships with other organisations and
exploit crosscutting networks.

Firstly, as John Rosier of Sefton Council (Capita/ContinYou event, 2004)
argues, extended schools have to avoid becoming a ‘giant vacuum
cleaner’ of either information or resources. In terms of resources, if a
voluntary sector organisation is struggling to maintain a community building,
subsidised meeting space in a local school may in the short-term be ‘a god-
send’. However, in the long-term, this process strips assets from the local
community — perhaps the real task of an extended school is fo sustain
resources other than their own, fostering a multiplicity of community premises
and burgeoning community efficacy. The best extended schools do not
simply deliver broader services, they help to build communities capable of
providing them for themselves. As the community manager at Greig has
argued, they work by ‘assuming for themselves the role of community
leadership’.
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Extended schools have to ensure that they are sharing the knowledge that
they are creating or drawing in. They have to be places from which others
can learn, and which empower others by sharing with them the knowledge
that they generate. At Archbishop Michael Ramsay School in South London,
if a teacher telephones a student’s home, the screen in front of them
automatically tells them when and why they were last called. At the end of
the call, they are requested to add to this database. Their routine, internal
practice is designed not only to improve their own work, but also to create
valuable information for other agencies. Richard Bassett, the headteacher
at Greig, is already looking forward to ‘a central file for health, social
services, education and police’. At Our Lady, Star of the Seaq, staff training
for nursery provision builds in places for staff from elsewhere, so that Start
Right centres have now been established right across the borough.

Secondly, extended schools may struggle to function as hierarchical co-
ordinators of local services. At Greig Academy, rather than seeking to
function as a conglomeration of lead professionals, the school has explicitly
acknowledged its lack of organisational capital. As aresult, they have
sought to find partners with established organisational structures and
capacity, able to draw resources in and out of the school with the minimum
of oversight from staff that are based there. For example, they work with
Haringey Arts Council to provide mentoring, adult learning and an artist in
residence. The ability of the school to tap into systems, decision-making and
economies of scale elsewhere is key to being able to bring many
opportunities together on one site.

Thirdly, extended schools need to be free to exploit the ways in which social
and professional networks cut across organisational boundaries, rather than
fearing the exposure this can have to risks, lack of control and complexity.
At Greig Academy, rather than seeking to operate cumbersome institutional
partnerships, they have also sought to create links that cut across
organisational and hierarchical boundaries. This has created a kind of
dynamic stability, which, for the head teacher Richard Basseftt is crucial. ‘If
you see the initiatives your school is involved in as separate’, he argues, ‘you
will get tied up in knots’.

For, example, the school has signed up to the local Aim Higher strategy.
Since that time, the school has shifted its approach to aspiration raising, alive
to opportunities that have arisen. However, the co-ordinator understands
that while the school has not followed the agreed action plan, it does, for
example have 380 pupils at its Saturday school. He is happy that their
partnership is working well, having garnered information about Greig's work
from various people who work at or with the school. In contrast to the lead
professional model, this dynamism is only possible because Greig is able to
provide those beyond the school many different points of access and
contact; Greig’s ability to distribute its leadership has itself changed the way
that others relate to it, and created opportunities.
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Alan Dyson (2003b) places strong emphasis on the importance of networks
that cut across organisations to extended schools. One extended school
may, for example, only serve one third of a housing estate, so that the
incentives for the housing association to engage with it are very low.
However, if it is working closely with its two nearest neighbours, suddenly it is a
meaningful partner. Networks help to contextualise extended schools as
partners, and to spread the practices and protocols of collaboration. They
may prove essential, for example, to Greig's aspiration to become ‘a
resource for the whole community’.

These examples of emerging practice are extremely encouraging. However,
all too often, they are an example of success against the odds. The risk, as
ever in attempts to work together better, is one of ‘fragmented holism’.
According to Perri 6 and his colleagues (Demos, 1999) ‘this is the problem of
integration without coordination, which can lead to messy and time-wasting
duplications of effort and can end up reproducing the problems of
fragmentation at a higher level’. The risk is that the dilemmas that have
faced individual professionals shift upwards to become crises of
organisational identity.

For example, Anne Becker, working at Greig Academy on behalf of
Community Action Network, is critical of schools that ‘see themselves as the
only leaders, as if they have been given the hat of community leadership’.
Equally, as the number of extended schools grows, increasing numbers of
lead professionals, teaching and non-teaching, may come to be stationed
within them. The risk here is that, while they draw in a huge amount of
information, the only things that come back out are resources and edicts.

Just as with individual lead professionals, this risks resentment and places
great demands on the knowledge, time and resources of a single
organisation. At the best of times, as the head of one of Canada’s most
successful schools has observed, ‘it is difficult to be a prophet in your own
back yard’ (Hargreaves A., 2003). To a degree, extended schools are being
asked to play this role, and there are clear pitfalls that they must avoid.
Above all, they must avoid even the appearance of empire building. While
the co-location of services in schools is exciting, town halls and HM Treasury
are also examples of co-location, and in each case they can generate
disabling resentment and mistrust.

Schools Out Page 36

DEM®S HayGroup

people before strategy



6.1 System limits to openness

While extended schooling is demonstrating the potential of open institutions,
the system of which they are part is hampering their creation. By learning
from the principles of openness and flexibility modelled by professionals
within extended schools, we can shape a system in which this innovation can
flourish.

Various headteachers we spoke to commented on the difficulty of altruistic
extended schooling. The awareness that pupil numbers bring funding and
survival made it difficult, for example, for extended schools to justify events
taking place in other locations. It also skewed their priorities, making pre-
entry age children, where school marketing and service provision can go
hand in hand, their top priority. One head commented that there was little
point working with children in their final pre-entry year — ‘they’ve already
decided, they're not going to come’. Equally, as examination results
contfinue to dominate organisational imperatives, some teachers we
interviewed were adamant that additional activities ‘can’t hamper what
you do on a day to day basis’.

Just as it is understandable that professionals may be defensive about
extended schools or parents anxious, so in the current education system, a
degree of empire building on the part of extended schools is inevitable. Like
the professionals within them, we need to give whole schools the confidence
and security they need to be able to open up their practice, priorities and
resources to those around them. The best way to do this is to create a
system in which open negotiation is not only possible, but positively
supported and encouraged.

If we fail to do this, extended schooling may become subject to a paradox.
On the one hand, if extended school status becomes a sign of conventional
excellence, the dynamics of school choice may mean that they end up
educating those who least need their additional provision. If extended
schooling becomes a sign of disadvantage, it will become difficult to
encourage the spread of extended schooling, as it is seen to reinforce
schools’ sink status.
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Among the factors contributing to this situation, funding is one of the most
important. At the level of a local authority, funding is based on a
demographic profile. For example, authorities with substantial numbers of
pupils with English as a second language receive additional funding.
However, at the level of the individual pupils, additional funding is the
exception rather than the norm. As a result, while there are examples of
excellent special needs education, the cost of this provision, together with its
impact upon results, can mean that schools feel constrained from
celebrating their achievements. Equally, a culture is increasingly growing up
in response to value-added, in which schools feel compelled to talk down
the area in which they work (so as to emphasise the value that they add),
rather than feeling able to talk it up.

Also on funding, while parental choice plays a pivotal statutory role in
securing school funding, their voice plays no equivalent part in determining
what happens to that funding. As a result, it can be hard for schools to find
a strong rationale for devoting resources to engaging parents while, without
a stake, parents have little incentive to engage with schools.

In these circumstances, what is needed is a way to kick-start dialogue. One
way may be to use ‘voice vouchers’, giving parents control over a small part
of the school's budget. Around 1% of their child’s education funding might
be a good starting point, but there is no ‘right’ level. The important pointis
that vouchers should be enough for parents to be able to make a difference
through their choices, without destabilising the school’s financial position.
Voucher purchases would be limited to shared school resources, so that
parents, and possibly schools, would have to work fogether to make the
most of their vouchers.

This would create an incentive for parental voice, because parents would
want to ensure that resources reached their child’'s school. However, it
would also change the tenor of parental choice. Today, choice is high
stakes, with no second chances, driving uniformity rather than innovation.
Whatever the rhetoric, government policy tends to ensure that choice in
education is a matter of parents choosing between schools, not exercising
choice within the school their children already atftend.

Parental choice is exercised in isolation, with parents encouraged to focus
solely on the welfare of their own children. No matter how motivated
parents are to secure the best education for their children, today there are
few ways for this enthusiasm to make a difference. Extended schools offer
the prospect of involving parents in the life of their children’s schools, but
there need to be practical ways to contribute. Voice vouchers would create
more meaningful choices for parents, with relatively low stakes for schools.
Crucially they would encourage contact between parents, as they sought to
purchase resources collectively that would benefit all their children.
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The level and administration of ‘voice vouchers’ would have to be
developed over time, to ensure that they represented neither insufficient
incentive nor a distortion of the system. Equally, schools would have to learn
how best to respond to the innovation, perhaps creating innovative events,
networks or media to meet this new challenge of co-ordination.

Today, we have hidden vouchers, with funding attached to the backs of
pupils. To the extent to which parents are willing and able to exercise choice
over where they send their children to school, an invisible voucher system
already applies. And more visible voucher systems are favoured by both
Labour and Conservative parties. The Conservatives argue that this funding
should be freed up, enabling parents to use it to purchase private
education, where the voucher meets its full cost. Labour, too, wishes to
begin using vouchers more explicitly, to help popular schools to expand.

While Labour also wants to personalise public services, neither political party
seems able to make practical connections between the way people express
their views about schools with the rights they hold to choose between them.
Too often, the ways in which learners and their parents are consulted are
divorced from the stressful educational decisions that they face. To change
this, we need to challenge the assumption that all meaningful choices take
place within markets of fixed alternatives. Measures such as voice vouchers
have the potential fo create an active role for parents in schools, and this is
a goal whose importance can transcend the present rhetorical battle over
choice as a political territory.

Inspection and regulation also seem to impose constraints on the openness
of schools and school systems. At a community level, schools and policy-
makers alike are increasingly acknowledging that a narrow approach to
improving educational attainment may often not be effective. At Shotton
Hall, while economic decline means that few see the benefits of academic
success, there is areal loyalty to the local area, which the school is
increasingly harnessing. The freedom to start from where communities are,
rather than where national policy suggests they ought to be, will be crucial
to the legitimacy and, ultimately, the success of extended schools. Schools
should be rewarded rather than penalised for developing the capacity to
adapt to local circumstances, and this may require greater differentiation in
the ways in which schools are assessed and held to account.

At present, accountability procedures see schools as isolated entities. In
addition, while schools, despite this, do work together successfully, their
networks can often be divorced from formal governance structures, such as
local authorities. As a result, there is a danger that strategies for extended
schooling and for children’s services more generally will miss out on key
insights from practitioners and cut across their own organic networks. Policy
needs to better connect formal and informal networks, so as to manage the
complexity of the local integration of children’s services.
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6.2 Gateways to democracy

Such connections might have a crucial impact not only on the quality of
children’s provision, but also on civic life more generally. As extended
schools increasingly seek to embed consultation in their daily work, the
question is whether they are capable of becoming gateways to local
democracy. Asleading extended schools are starting to show, they seem
to have real potential in helping to connect people’s personal experiences
with public debate.

As local democracy becomes increasingly functional and dispersed, with
elected Police boards and far more consultative health services, for
example, the central authority of local councils may start to ebb away. In
this scenario, the ability to connect these distributed sites of authority
together, and to the people that they serve, could become even more
important. As Margaret Hodge floats the idea of a children’s trust devolved
to a network of extended schools, it seems that the question of extended
schools’ civic and democratic role is rightly edging up the political agenda.

While we rightly worry about cynicism and about disengagement from
political and civil society, extended schools cast many of our public
institutions in an interesting light. We sit in doctors’ waiting rooms for millions
of hours a year, for example, without contributing our ideas about a better
NHS. Extended schools may come to model a connectedness between
public discourse and our own experience that might erode cynicism rather
than reinforcing it.

The challenge for extended schools is to see how far they can take this.
While in the twentieth century, public professionals were distant from conflict,
neutral to the last, the headteachers of extended schools have the
opportunity to forge institutions that feel genuinely open, not only to our
needs for services, but fo our deeply-held beliefs about how society should
be organised. Already, headteachers of extended schools are playing key
roles in community organisations, housing associations and Local Strategic
Partnerships. However, in such a trusted position, both public and publicly
funded, headteachers will clearly have to edge away from their studied
neutrality very gradually and carefully.
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The ability of schools to test this potential at all relies on removing some of the
ways in which the system as a whole limits the openness and flexibility of
extended schools. National frameworks of regulation, funding and
accountability foo often force schools to remain closed andisolated. To
change this, we may need a new balance of power between the national,
the local and the personal. It is this that will enable and incentivise the local
innovation on which extended schools thrive, and the responsiveness to
need that students, parents and communities will rightly demand from them.
In striking this balance, we must first acknowledge that professionals have
developed faster than the systems within which they work, and that we can
make substantial progress by embedding the openness and flexibility that is
at the heart of their work throughout our public services.
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7. The process of extending a school

As the proceeding chapters demonstrate, and as teachers’ own experience
will testify, the process of creating an extended school is unlikely to conform
fo a template or set of rules. However, precisely because of the complexity
of the experience of school change, in which different kinds of activities and
priorities run together, it can be helpful to reflect upon it in terms of vision,
strategy, development and sustainability. Indeed, questions of sustainability
will need to inform the vision of the school, just as enabling newcomers to the
project to take ownership of the vision might prove a key to sustainability.
However, taken together, these sets of questions may prove useful in
developing extended schooling. What are your answers? Would your staff
agree¢ What about parents?

While useful, these questions are also daunting. They are followed by a set of
models and tools that may help school leaders to answer them or to share
them with others.

7.1 Questions for extended schools
Vision

Who is/are our community/communities?

What do we know about them? What don’'t we know about them?
Why do we want to become an extended school?

What is the scope of our ambition and what do we want to do?

What are the views of the whole staff?

How ought extended schooling to alter our students’ experience of the
school? How should it change the ways other people experience the
school?

How might extended provision shift the power to make decisions about the
school? How should it shift power to make decisions about the school?
What is needed to make this happen successfully?e

Strategy

What relationships do we have?¢ What are their qualities, and when, where
and how do we currently engage with different stakeholders?

What key new relationships do we need to build?

How will internal relationships need to change in order to make a success of
extended schooling?

How can we generate the hope and belief that will sustain and animate this
network?e

How can we involve those we would wish to work with from the outset in the
planning and development process?
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Development

How can we ensure and demonstrate the legitimacy of our shift info new
areas of work?2

How can we establish clear channels of communication, so that the
community and other partners understand the nature of our projecte
How can we map community infrastructure and understand the new areas
of provision we might enter?

How can we capitalise on our existing resources and relationships by using
them to pullin further funding?

How can we ensure that our work will be sustainable? How can we
reconcile it with existing organisational priorities?

How will it build capacity in our community and otherlocal services?

How can we learn about extended schooling and share our knowledge
effectivelye

Sustaining Success

How might extended schooling put pressure on our views of leadership,
professionalism and of what it means fo be a school?

What are political risks of extended schooling? How can they be managed
or pre-empted?

Dyson’s matrix

This matrix can test our vision of extended schooling and — when used as the
basis of discussion — generate a consensus on direction. It ensures we are all
talking about the same thing when we say we want to be an extended
school.

Learning Social Health

Pupil

Family

Community
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The vertical axis tfracks our stakeholders or participants; the horizontal axis lists
possible areas of provision. No doubt every school can think of additional or
alternative categories (if you were to draw this matrix from scratch, how
would you do it?). The key questions to ask are:

Where are you now?
Where do you want to be this time next year?e
Where do you want to be in five years’ time?

The matrix is an excellent starting point in thinking about extended schooling
because it encourages us to think very simply about the services a school
might provide and the people who might use them. For Alan Dyson (2004),
while the grey sector represents schools’ core work, the yellow sectors are
those most closely connected to this work. For this reason, he argues that
these are the areas in which it is easiest to see the connections between
extended provision and the priority of student learning.

For Alan Dyson (Demos seminar, 2004), this model is well complemented by a
trio of possibilities, which define the scope and integration of provision. The
first is that schools do some additional activities. The second is that these
activities are developed strategically, in such a way that the whole is greater
than the sum of their parts. The final possibility is that this whole is part of a
broader local set of services, which is in turn strategically mapped out, the
governance of which takes collective responsibility for all community
provision. One question for schools to ask themselves is about their own
ambition — where do they want to be on this spectrum.

7.2 A typology of extended schools

Unfortunately, for two reasons, the evidence presented complicates this
picture. Firstly, extended schools provide a far wider range of services than
we might have expected. Indeed, a growing number of extended school
activities — from social events, to massage and dance - should perhaps not
be thought of as ‘services’ at all. Secondly, the ways in which extended
schools are increasingly working complicates the question of who the service
useris. For example, innovative models of family learning frame parents as
co-producers of the service and also as beneficiaries.

This leads us to suggest another way of thinking about extended schools.
Rather than the range of provision, they can be categorised by their
philosophy of engagement with the community — what unique value should
the institution add?
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We suggest there are four different approaches:
Multi-agency service centre

In a multi-agency service centre, the school puts flesh on the government’s
vision of a full-service extended school. The school emphasises the
advantages of co-location of services on users, in creating accessibility and
simplicity. It also emphasises its role in local children’s services more
generally, functioning as a local co-ordinator of a broad set of activities.

As it develops, the ‘multi-agency’ extended school comes to house large
numbers of lead professionals, making them an important commissioning
authority. In some cases, multi-agency service centres make a reality of the
possibility described by Margaret Hodge of a distributed approach to the
governance of Children’s Trusts, in which many of their decision-making
functions are performed within a network of such schools.

There are clear benefits for parents. This kind of extended school represents
the idea of a one-stop-shop for information and services. It is far clearer
where parents might go for help, and they are able to exploit this
consistency by building up high-quality relationships with a small number of
professionals within the school. Additionally, this is offen popular with parents
who feel that they are over loaded with repetitive questions from different
agencies, and by having to travel substantial distances to access various
services.

Furthermore, the multi-agency service centre seeks to draw together the
‘standards agenda’ and the broader over-arching priority of children’s well
being. For example, they achieve the objective of the DfES SEN strategy by
making it far easier to educate pupils with special educational needs within
mainstream schools. In fact, it is the parents of these children who can be
most over-burdened by the pressures of travel, form-filling and system
complexity.

Life skills centre

The school as ‘life skills centre’ bases its work on the belief that, for its
particular service users, material poverty is not the biggest barrier to their
personal development and enhancement. Instead, they view hope,
confidence, sociability and essential skills as a kind of touch paper which,
once lit, will enable people to capture the various opportunities that are
around them.
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For some, the approach of alife skills centre is a strange idea, but it helps to
give them a practical example from a very different field. In homelessness,
where material disadvantage seems an obvious priority, Crisis has created
Skylight, an arts and activities centre for homeless people. It provides over
forty different activities, from drama, to painting, to karate. However, it
doesn’t provide the ‘services’ that homeless people are thought to ‘need’
most; there is no food, there are no beds, there are no medical, social or
psychiatric staff. So much so that it seems, together with a smoking and
drinking ban, the centre has ensured that members never attend because
they need to, only because they want to. This has transformed their
environment, freating them not as homeless but as artists and entrepreneurs,
and in fact the centre has a good record in helping people build the
confidence, sobriety and happiness needed to retain jobs and houses.
Some participants even pay their rent from the proceeds of the art that they
create and sell.

This is the kind of model that extended schools adapt to their philosophy of
engagement. Asshorthand, they talk not of a full-service extended school
but a ‘non-service extended school’. They provide Indian head massage,
dance and aromatherapy, for which there is enormous local demand.
These activities help to change how people feel about themselves, other
people and about public institutions. The reality is that for many
disadvantaged people, the opportunity for therapeutic activity may be as
important as any intervention.

Such activities also help local people to meet each other, and to build
supportive relationships. When at the centre they share gossip about local
jobs and services, and encourage each other to have the confidence to
move into more formal learning.

Symbolic of this approach, the Skylight centre’s walls are not plastered with
public information and campaign posters. Rather, they foreground the
achievements of the people using the space, whether sporting, artistic or
academic. Far from getting less information across, they find that this
encourages a sense of confidence that leads people to ask for help, or to
seek out their own information.

Knowledge Exchange

Knowledge Exchanges by contrast focus on relationships among
professionals, agencies and users, brokering a new openness and sense of
local initiative. They seek to lead in the creation of the knowledge,
understanding and practical skills that will drive innovation, collaboration
and the sharing of information.
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To make this possible, the school first creates a sense of ownership across
local professionals and service users. This is crucial in enabling it to function
as a neutral space for open exchanges of insight, frustration, success and
enquiry. The exchange functions as an important venue for shared
professional development between many different crosscutting local and
national groups. This requires space to be used in innovative ways, to create
the right kind of spaces for the learning of both teachers and others, and to
allow them to be connected to or separated from the core work of the
school.

The school functions as a laboratory for innovative ways of delivering services
and of working collaboratively. To play this role effectively, it generates
sophisticated ways of gathering and sharing data, so that it can involve
those beyond the school not only in their findings but also in the process of
enquiry. Economies of scale allow extensive use of video and other media
to help create high quality learning materials. However, the potential in
generating this information can only be tapped through a culture of open
access to information, so that those connected with the exchange can
access not only that with which they have been presented, but interrogate
the work of the school for themselves.

The school establishes broad and diverse networks, drawing on and feeding
the work of academics, policy-makers and other children’s services staff. It
may also look at securing training school status to become a key provider of
a broad range of initial professional training.

Regeneration Hub

As a regeneration hub, the school’s primary focus is the economic fortunes
of its community; realising that learning and the products of learning (skills,
confidence, connections) are the cornerstones of prosperity in the 21
century.

In its core work of educating its students, it seeks to involve as many parents
and community members as possible. As well as modelling the importance
of learning and creating a sense of ownership, this builds the capacities of
the various employees and volunteers.

Learning away from the school site is particularly important for two reasons.
Firstly, it helps the school to invest in local capacity and the infrastructure of
community, private and voluntary organisations. Secondly, it helps work
place learning, raising the profile of the local labour force and modelling the
skills and habits of work for students at the school. They find this particularly
successful as a strategy for tackling disaffection.
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Such a school also begins to function as an infermediate labour market,
attracting volunteers and helping them to enhance their chances of winning
employment either within the school or elsewhere. As this develops, the
school begins to incubate local enterprises, further blurring the boundaries
between learning and earning.

We can represent this typology in a table.

Fig. 1

Life Skills Centre Knowledge Exchange
Voluntarism and trust Exchanges of information
Therapeutic activity Experimentation and Enquiry
Family learning Training

Multi-agency Service Centre Regeneration Hub

Holistic local approach Co-production
Co-location Job and enterprise creation
SEN provision and inclusion Work-place learning

7.3 A capital model

In making use of these four philosophies, it may help to see that each kind of
extended school is about investmentin a particular form of capital. Just as
we are used to thinking about the physical (and financial) assets a school
possesses, so extended schools have to be very aware of their immaterial
assets. For example, a school’s knowledge about teaching and learning, its
organisational systems and its formal and informal relationships are also all
vital assets. We can think of these immaterial assets as, respectively,
intellectual, organisational, social and human capital. Drawing on David
Hargreaves' model (Demos, 2003), we can see that each of the four
descriptions is of an extended school seeking to create a particular form of
capital.

The following diagram illustrates a case, like the multi-agency service centre,
in which heavy emphasis is placed on investment in organisational capital.
Thinking about how an extended school might be best represented by this
graph is a good way of asking fundamental questions about its mission, its
strategy and the partnerships it might most profitably forge.
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Fig. 2 Social capital
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It might be useful to use the four descriptions as a way of consulting staff,
parents, community members or students. Which parts of the four
descriptions do they most like?2 What do the four descriptions miss out?
Which is most appropriate given the circumstances of the school?¢ How can
they be made a reality? The four axes provide a way of representing their
conclusions.

7.4 Capital and Government Policy

The four types of capital can also help us to think a little about the
government’s approach to extended schools. Very roughly, the starting
point of policy is represented by figure 3, primarily envisaging extended
schools as multi-agency service centres. However, a number of pressures
may start to change the emphasis of extended schooling. For example:

- The need for legitimacy

- The burden of delivery

- Economic necessity

- Community breakdown

- The gap between prosperity and happiness

- Difficulties with public service reform

- Ongoing demands for innovative public services
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Where might these particular challenges push government policy?2

Social

Fig. 3 capital

Intellectual Human
capital capital

Organisational
capital

As we have seen, emerging practice within today’s extended schools is
already embracing new philosophy. It remains to be seen whether other
school, and the system as a whole will follow them.

It also remains to be seen whether these departures will create a conflict of
vision between cenftral policy and local aspiration; whether the centre will
permit variation or accommodate the broader philosophies. This study
suggests such accommodation is highly desirable.
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8. Conclusion

Education systems are under pressure to open up to diverse priorities,
practices and people. The trigger of this is external, as societal changes
increase the importance of learning a broad range of interpersonal and life
skills, entering supportive social networks and learning to thrive in situations of
diversity and change. As systems begin to respond, through innovations
such as extended schools, these innovations become internal drivers,
exposing other parts of the system to criticism or pressure. The education
system to which these innovations seem to point is one in which the public
value a school creates, by helping communities to work together, is as
important as the private benefits it creates for its students working alone.

Within this kind of education system, as we have seen, schools face many
choices. While community engagement of some kind may increasingly
become an essential part of schooling, this leaves schools many questions
about who they should engage with, how and about what. Early practice
highlighted in this report suggests at least four distinct philosophies of
engagement, before we add in differences in scope and integration.

In tackling these questions, schools face many challenges. To exploit the
potential of extended schooling to the full, the system as a whole will have to
support schools in meeting these challenges. In particular, schools and the
public services alike face three kinds of challenges. These challenges are
the force of habit, retreats into isolation and politics.

8.1 The force of habit

Openness, flexibility and integration run against the patterns of behaviour
established over decades in which institutions have been relatively closed to
priorities and practices beyond their borders. This is as true of the parents
and communities that use schools as it is of the professionals that work within
them. As aresult, to meet contemporary challenges, education systems
need to change the roles that people play within them. Extended schools
are providing some powerful clues about how this might be done.
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To work together to create public value, all kinds of people have to move
beyond their established personal networks and assumptions, making leaps
of faith to work with those with whom they may have little in common at first.
As we have seen, at the leading edge of practice in extended schools,
narrow professionalism is being replaced by much more open and diverse
professional practices. Parents too, buoyed by positive experiences, are
working with extended schools and with other parents and community
members to educate their children and themselves. However, to exploit this
potential to the full, we must do more than disrupt the practices and habits
of today. Institutions themselves will have to help foster and support new
approaches to work and to educating children.

As common sense would suggest, the ways in which people think and
interact are very difficult to change through compulsion. Successful
extended schools break through cultural barriers by creating opportunities
for diverse groups to learn together, and make their own meanings of new
policy directions. They show that while parents’ and professionals’ differing
beliefs and practices can at times slow down change, only by engaging
with these differences as they are can agreement be reached. They are not
missionaries, spreading the word among the unbelieving. They are fellow
students: an appropriate metaphor for a school fo adopt.

You cannot unearth the shared interest of professionals and parents in the
welfare of children without also unearthing their different beliefs about how
best to ensure this welfare. As aresult, in seeking to ignore these differences,
our shared commitments and values can also disappear from view.
Behaviour of this kind may change if people are given a chance to make it
public, rather than a reason to keep it private.

In the case of teachers and other professionals, creating more open schools
demands that policy-makers engage with their fears. Many teachers, social
workers and doctors see extended schools as empires of a foreign profession.
In this context, we would do well fo remember David Blunkett's comment
that his biggest regret about his time as Secretary of State was that he didn’t
persuade the teaching profession to take greater ownership of the
government’s education reforms. Teachers could easily make the same
mistake of the professions around them.

Equally, as David Miliband has argued, it is ‘fragic’ that foday so many
parents, bruised by their own negative experiences of schooling, distance
themselves from active involvement in their children's education (The
Guardian, 20th May, 2004). In many areas, the notion remains that schools
are cenftres of authority, not o be questioned or entered without an
invitation. Changing this culture is a huge task that takes time, from the
minutiae of how a school engages with visitors, to its buildings and activities.
However, thisis increasingly a challenge that all schools must face.
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Furthermore, distrust within communities, and of their capacity to make a
difference by working together, can make the idea of involving the
community in education seem like a second best option, something for
‘oroblem areas’. Indeed, often in the past, such initiatives have been
targeted at the disadvantaged, becoming badges of deprivation,
suggesting to the middle class an image from which they would rather steer
clear.

Extended schools need to be seen as a shared resource, capable of
bringing success for everyone. Schools are increasingly seeking to engage in
dialogue with parents as a routine, rather than having their conversations
driven by poor attendance or behaviour. This is an important area of
educational innovation, which can help to drive this change in culture.

In engaging parents and community members, extended schools will need
freedom to develop in their own ways. To bring communities and
professionals tfogether, extended schools must often devolve influence to the
very people with whom they are seeking to work. Inspection and regulatory
frameworks may need to give greater priority to the ability of schools to
respond to the demands of local people. As schools extend into new and
broader territory, their legitimacy will be both more important and more
contested, their legitimacy will depend upon acknowledging a broader set
of interests. While this sits uneasily with the ‘standards agenda’, it has the
potential to help to connect, from the bottom up, the various departmental
agendas of health, safety and well-being. It may not always be appropriate
for ‘full-service' extended schools to conform to a prescribed list of services.

To avoid the notion that extended schooling is about empire building,
schools may increasingly seek to focus on community asset-building. While
today, for example, local authorities own school buildings, devolving this
ownership to schools might enable them to invest in their communities. For
example, one key problem for extended schools is that of insurance. By
working with local communities and enterprises to pool assets, they may
increasingly be able to insure themselves. In turn this might function as a spur
to community investment, and help to foster a different aftitude to resources,
emphasising the social, intellectual and organisational capital that
communities also share.

Educational institutions need to support more dynamic forms of
professionalism. Extended schools have a responsibility fo forge open and
equal relationships across the children’s trust of which they are a part,
developing ways to span cultural boundaries. Indeed, to drive this, the
regulation of school-to-school networking may increasingly need to be
integrated with extended schooling.
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In this context of school networks, recent debate has focussed on the
potential of a shift from single school accountability to collective
accountability across a group of schools. While this would boost
collaboration, the real value may lie in requiring such networks to create a
single notional catchment area, by pooling their own. This would distribute
responsibility for boundary setting, necessarily connecting professional
negotiations with the formal governance processes of central and local
government. Groups of schools would be able to engage with social
services and PCTs, for example, aligning boundaries where most
appropriate, and able to change them when and where necessary. This
would draw many professionals into creating shared priorities and holistic
approaches, and give them considerable local influence and responsibility.

Helping more groups of schools, including extended schools, to make joint
appointments of staff and to take joint responsibility for their pupils would also
help to connect the processes of professional networking with the very
structure of both public service governance and professional loyalty.

In the past, putting the community at the heart of education has often
meant giving in to temptations to limit parental choice, bureaucratise
professional interaction or to seek to engineer an open system from the
centre. Extended schools are pioneering interventions that incentivise public
scrutiny of professionals rather than compel it. In turn, this can help to build
institutions that are far more open to parents and community members,
shifting their views of schooling, so that together they can create more
positive and active conceptions of each other'srole.

8.2 Retreats into isolation

However, in seeking to forge a habit of openness, a second challenge arises.
A system cannot be open unless individuals feel able, and sufficiently
confident, to work openly within it. The creation of greater openness can
easily be obstructed by a sense that barriers, whether spatial, cultural or
strategic, have to be maintained for people’s own protection or integrity.
Indeed, in the public services of today, defensiveness on the part of families,
communities, schools and policy-makers alike is often understandable. Too
often, frameworks of regulation, accountability or funding create situations in
which people and institutions alike feel compelled to close down or
disengage, in the interests of self-preservation.
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Extended schools have the potential to have a dramatic impact upon the
disaffection among learners that drives them to disengage from the learning
process and from potentially supportive relationships. Extended schools
enable pupils to learn in different places and contexts, helping them to
pursue their own interests, make choices and escape situations that are
counter-productive. In so doing, they create spaces in which young people
can relate to adults in new ways, that go beyond the formal, unequal and
confrontational. Helping to foster positive relationships with young people
who are disaffected or at risk helps to support them as individuals. Extended
Schools may open students up to the opportunities with which public
institutions can provide them, and the protection they may afford them.

A focus on community can help processes of competition and collaboration
to work together. Just as today, we can understand why professionals might
be defensive or parents act selfinterestedly, so schools are too often
compelled to offer uniform provision. For example, paying schools a flat rate
for every pupil they educate makes some pupils more expensive than others.
This drives uniformity, by encouraging each school to seek to meet the needs
of the same kind of pupil, and can prevent schools from fully adapting to the
particular needs of local people. With the onset of value-added data, we
are now able to create funding formulae that respond to the needs of each
child, using a wider set of criteria to determine schools’ funding. This might,
for the first fime, create alevel playing field, in which schools are not pressed
to focus on the needs of the children who are least costly fo educate.

While it will need to be seen as desirable for parents to send their children to
an extended school, extended schools are well placed to disrupt the cultural
and social assumptions that might incline parents against them. In modelling
student community leadership, parental involvement and community
provision, they can demonstrate that their openness, rather than being at
the expense of those they serve, is to the benefit of all. In this sense, schools
themselves have a role in making extended schooling a badge of pride.

To support this process, the system needs to develop the role in which it casts
parents. Today, they are encouraged to behave as consumers, with league
tables and published Ofsted reports focusing on the private benefits a school
might yield for their child in isolation. While these information systems are
now embedded in the system, community education would benefit if they
were added to by social technology to connect parents, building solidarity
around the schools that they choose. Equally, in enabling community
leadership, schools can begin to forge relationships with broader sections of
local communities, building for themselves social solidarity behind their work.
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8.3 Politics

There is a range of political challenges associated with extended schooling.
While there is arisk that, in the present system, extended schools could
become educational empires, so their growing role raises broader questions
about the extension of the state. The very language of ‘extension’ carries an
implicit threat of intrusion and growth. As public services work in new ways
and in new areas, they may generate considerable opposition. However,
there is much that the system as a whole can do to ensure schools’
continuing legitimacy.

At times, the schools described here relate to those that use them in very
personal ways. Much of their success depends on influencing the behaviour,
not only of professionals, but also of pupils and parents. There are strong
historical reasons to be wary of this extension of the state, and it will need to
continually demonstrate the legitimacy of this shift in role. They key way in
which it may achieve this is through a deepening of the kinds of choices
public institutions offer; real diversity and choice within public service are one
powerful way of building legitimacy.

School funding is determined entirely by the choices parents make between
schools, rather than the views that they voice once they have chosen one. |If
a very small fraction of school funding were devolved to individual parents,
in the form of a voucher to be spent within school, schools and parents
would have a mutual interest in engaging routinely with issues about how
schools are run, and what their priorities ought to be. This engagement is not
about more informed consumerism, which highlights parents’ isolation from
the school and each other, but about active membership of the school
community — a more subtle force for change.

Extended schools can connect personal experiences with public citizenship
by becoming resource centres for their own community projects. Where a
school's networks connect learning and the things that pupils already care
about, itis easier for pupils to play an active role in their own education.
Indeed, by blurring the boundaries between in-school activities and pupils’
out-of-school activities and their plans for when they leave school, schools
help their students to learn how to transfer knowledge into their personal and
public lives, helping them to exercise their rights as citizens.

Student community leadership is an invaluable source of learning and
sociability for students, and a very powerful resource for the development of
institutions. Most importantly, the development of student leadership is a
powerful driver for the creation of institutions able to adapt to students’
needs, and connect them to local democracy.
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Extended schools have the potential to function as a gateway to active
citizenship for students, staff and parents alike. Reforms of local government
will increasingly see decision-making divided along functional lines, with
elected Police boards, foundation hospitals and schools and far greater
consultation work by Primary Care Trusts (PCTs). In this context, not only
might extended schools come to be places where public services
themselves meet, they will become places where the public meets their
service.

8.4 Schools out

Extended schools raise many questions about the future of our education
system. They show the importance of connecting the ways in which a local
area is governed to the informal networks of professionals and communities.
This creates opportunities for communities o make public their assumptions
about the roles that teachers, parents and students play, and fo adapt these
roles to meet local needs. It is this adaptive capacity, modelled by leading
extended schools, that the system as a whole is yet to capture. These
suggestions are perhaps the starting point of a process of finding new
balances between national, local and personal power that will enable this to
happen systematically.

In our approach to professionals and parents, we need to rediscover a
respect for and an interest in their decision-making and judgement. It is too
easy to condemn parents for opting out of local provision or professionals for
baulking at integration driven from elsewhere. We have to remember that
shared goals and norms are crucial in co-ordinating complex activity. For
teachers and other children’s services professionals, the most important such
norms are their own views of their professionalism. For parents, it is what it
means to do the best by one’s child. Our public services would fall apart
without either of these sets of intuitions. Extended schools provide one space
in which they can be made public, enabling people to reflect and adapt.
While daunting, the complexity of this issue shows us the potential of further
such spaces, and of a system that incentivises their creation.

Extended schools point towards a system in which, rather than drawing
down their legitimacy from a central state, schools continually create and
renew their own legitimacy. As we have seen, much of this legitimacy may
come when schools empower those who use them to make choices, to
pursue their own projects and to exercise their rights as citizens.
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9. Recommendations

- Many schools would benefit from their own community development
worker. Their brief would involve building relationships with local people who
are not part of the school’s existing networks. By helping local people to
achieve their own objectives, community development workers can model
the potential of community schooling and build solidarity around a school’s
work. Af their best, these people would build on the idea of ‘parent
petitions’, signed both online and face-to-face, making parents’ willingness
to support alocal school public. In this way, communities would be able to
overcome the uncertainty and anxiety of school choice, making a collective
decision to support their local school.

- Extended schools should engage in processes of open lesson planning,
involving parents in constructing learning activities for their children. This
would powerfully demonstrate schools’ openness to parents’ views, and help
to engage parents in their children’s learning.

- Schools and government alike must use the curriculum to create
opportunities for pupils of all ages to engage with the communities around
them. Young people are often best able to transcend cultural and
organisational boundaries, enabling people to work together to create
public value.

- A new, mutual approach to insurance would help to enable schools to
make their resources more openly available. Drawing local and national
enterprises into groups of schools would provide the necessary capital for
self-insurance, and turn the need for insurance from a barrier to extended
schooling into a driver of co-operation.

- Extended schooling increases the importance of schools sharing
governance arrangements through federated structures. Further help to
enable groups of schools to share responsibility for pupils or to make joint
appointments of staff would foster diverse extended provision while lowering
the stakes of parents’ choices of school.

- One way to integrate processes of professional and community
networking with formal decision-making structures might be to restrict new
powers and resources for federated groups of extended schools to those
able to create a ‘single catchment area’. Pooling catchment areas in this
way might help communities to make sense of emerging organisational
structures and other services to connect with their work, while retaining
flexibility.
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- Councils, Local Strategic Partnerships and other centres of local authority
can make direct confributions to open practice, and a vital sense of
professional ownership, by involving larger numbers of children’s services
professionals in shaping strategic decisions. In turn, unions and professional
associations must respond to these opportunities from local influence, by
helping to stimulate the local vibrancy and dynamism that would unlock
their potential.

- Extended schools need to become gateways for local integration, working
to share the information that they collect. This would mean becoming
recognised sources of local information and developing the capacity to
refer people on to other agencies and learning opportunities.

- Every extended school should have a parents’ room and function as an
access point for information and services from local government. This might
well be through online provision, which would in turn draw broader sections
of the community intfo the school.

- Policy needs to help primary schools’ extended provision fo connect with
the growing number of early years centres. Whether or not these centres are
on or very close to primary schools, they need to be capable of making
seamless provision for parents and young children.

- Policy can create an incentive for schools and parents to work together
through ‘voice vouchers’, devolving small fractions of the school budget for
each child to their parents. This would drive the involvement of parentsin
school decisions, and schools to capitalise on the social capital that they
help to build.

- Policy-makers can raise the profile of after-hours learning through an
extended hours pledge, adding universal minimal entitlements to extended
provision to existing entitlements to core in-school learning. This would not
curtail schools’ freedom in meeting these entitlements, but would encourage
communifies to value the ways in which they did so.

- Policy-makers need to work to build measures of social capital into
schools’ profiles. While relationships are central to schools’ work, they remain
absent from the ways in which we assess their needs and their performance.
The challenge is to develop mechanisms that encourage schools to build
these relationships, while supporting those schools for which this task is most
difficult.
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10. About Demos

Demos is an independent think-tank, with the aim of creating an open
resource of knowledge and learning that operates beyond traditional
parties, identities and disciplines.

Demos connects researchers, thinkers and practitioners fo an intfernational
network of people changing politics. Our ideas regularly influence
government policy, but we also work with companies, NGOs, schools and
professional bodies — any organisation that can make change happen. Our
partners share a desire to understand a complex, globalising world, and to
play an active role in shaping its future.

Demos knowledge is organised around five themes, which combine to
create new perspectives. The themes are democracy, learning, enterprise,
quality of life and global change. But we also understand that thinking by
itself is not enough. Good ideas grow out of practice. Demos has helped to
initiate a number of practical projects which are delivering real social benefit
through the redesign of public services.

Demos is open and fransparent. We share our ideas as widely as possible,
through books, seminars, conferences and the internet. As a registered
charity, all our research is carried out in the public interest.

www.demos.co.uk
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11. About Hay Group

Hay Group was founded in 1943 to understand and improve the relationship
between people and work. We believe that the right balance of individual
capability and motivation, with organisational structure, culture and
leadership is the key to success. Six decades of work in the public and
private sector, with clients as diverse as IBM and the Solidarity movement in
Poland; with a number of key human resource concepts under our belt —
from job evaluation, to competencies, to emotional inteligence - have
reinforced this belief.

Hay Group Education has worked with schools in the UK since 1997, first with
the design of the Leadership Programme for Serving Headteachers, then the
research for the DfES into effective teaching. More recently, the Transforming
Learning initiative — an online system for gathering pupil feedback - has
been used by over 1,500 schools.

We are interested in how the human aspects of the school system combine
to create the right environment for learning: the climate in the classroom, the
behaviours and motivation of students and teachers, leadership,
organisation structure, culture and strategy.

We base our interventions on solid research and work with schools’
leadership teams to strengthen their internal capacity.

We can provide support for schools and colleges in a range of different
areqs:
Clarification of strategy
Analysis and shaping of school and college culture
Top team leadership development
Middle management development
Reward and motivation
Improving teaching and learning
Applying emotional intelligence in schools
Coaching for senior leaders
Developing coaching skills

If you are interested in hearing more about the work of Hay Group
Education, please check our website www.haygroup.co.uk/education or
call 020 7856 7526.
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