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Executive summary

Introduction to the study

The Department for Education and Skills (DfES) usrently promoting the concept of

‘extended schools'. These are seen as schools atices a focal point for a range of
family, community and health services, which mayehaommunity facilities located on

site, offer community access and work with localtpers to deliver services such as
childcare, health and social services, adult educand family learning, sports or arts

activities.

As part of this work, DfES funded pilot projects ihree local education authorities
(LEAS) to run between early January and the endarich 2002. Some of the schools in
these areas which already had a commitment to @ésteapproaches used the additional
funding to explore how they could develop theiriates further. Their work was
evaluated by a team from the Special Needs Res€actie, University of Newcastle. It

is this evaluation which is reported here.

Key findings

* There are schools and LEAs across the country whrehalready committed to
extended school approaches, or are keen to develdpis direction. It seems
reasonable to assume that a more wide-rangingatingi to facilitate extended
activities would be met with a positive response.

» There is robust evidence to suggest that involvénmeaxtended activitiegroperly
managedis entirely compatible with a school's maintaghingh standards in its 'core
business' of raising students' attainments. Therel$o evidence that targeted
interventions with 'at risk' groups in the schoaldahe community stand a good
chance of fulfilling objectives such as raisingaattinents and re-engaging disaffected
groups with education.

* Involvement in extended activities may have a pasitmpact on the cultures of

schools and their communities, particularly in terof how learning is viewed and of



some notion of community cohesion. These impaaots particularly important if
education is seen as being about more than siraing attainments.

On the other hand, involvement in extended actisitan, particularly where schools
already experience challenges, impose burdens adshand other teachers which
distracts them from their 'core business' respdit&b.

A relatively modest injection of funding can stiratd a range of extended activities
in committed schools and LEAs. This is particulatiye case if there is someone
associated with the school who has responsibilgy maximising funding for
extended activities. Where this happens, the comdpirof funding sources,
legitimated by the dual use of facilities, genesateore and better facilities than
might otherwise be available to schools. On thewttand, the instability of funding
for extended activities and the need to pursue ipheltftunding sources imposes
burdens on schools and may distort the sorts oflvikes which are actually
undertaken.

Small-scale and school-focused extended activitims be managed by schools
without any significant restructuring of their leaghip systems. However, the more
extensive and ambitious such activities become ntbee likely it is that they will
need a dedicated management structure. The cogtdsomay well be off-set (at
least) if the extended activities manager hasdhk ¢f finding additional funding.

The larger the scope of extended activities, theenimportant it is for individual
schools to be locked into supportive networks dieotschools and/or of other
community agencies and organisations. The LEA hksyarole in facilitating these
networks and in offering other forms of practicdyvelopmental and policy support
to extended schools.

There is no consensus as to what 'extended sclppobaches' actually mean in
practice. This lack of clarity tends to generatarge of activities that have different
aims and rationales. These can be characteriseuns of two dimensions: whether
their focus is on students or the community; ancetiver they aim to enrich a
functional situation or intervene in identified ptems. This in turn has implications
for how community 'needs' are identified, with couomities perceived to be

disadvantaged being more likely to have their nedsfgied in terms of deficits by



professionals. Some correctives in terms of mednlirgpmmunity consultation are

needed in these situations - and there is evidématesuch consultation is possible.

These findings lead to the following recommendation

Schools should consider involvement in extendedsities and should do so with
confidence that, properly managed, they will enlearather than impair performance
in other areas. They should clarify the aims ofirthectivities, consider how
community needs will be defined, develop approprigtanagement structures and
lock themselves into supportive networks of ogwrools and agencies.

LEAs should develop clear policy positions in taiea, perhaps on a corporate basis.
They should consider how they can support schaadshew they can promote the
professional development of teachers (particulaglgdteachers).

Nationally, DfES should continue to promote extehdehool initiatives. It should
target funding towards the establishment of infrattire to support the development
of initiatives rather than simply funding extendedhool activities themselves.
Funding might particularly be targeted towards w@ts of schools and towards the
development of extended school plans.

Some consideration might be given to the suppaittBHES expects LEAS to offer to
extended schools and to the funding implicationth. DfES's policies in this area
will need to be based on encouraging the formutatd coherent visions of what
variety/ies of extended school are appropriatellp@nd on a consideration as to
how its other policies may or may not support thdeeelopments. It will need to
consider the implications of extended school apgrea for professional
development. Forthcoming guidance from DfES on mckéel school approaches is
likely to make a welcome contribution to the claation of these issues.

Despite this report and other ongoing researchrabearch base for extended school
approaches remains limited and work of appropripth and scale in this area is
urgently needed. DfES is funding research with Neional Union of Teachers

entitled 'Towards Inclusive Schools' which shduddp to meet this need.
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Background and methodology

The demonstration projects reported here followommmitment in the White Paper,
Schools Achieving Succe3fES, 2001), that the government would initiadgislation
removing barriers to schools wishing to developerged approaches and would
"establish pilots to test out...'extended schoold' generate examples of good practice"
(8.16). The projects involved some six secondawe primary and one special school

across three authority areas different in theie siggion, type and demographics.

A wide range of activities was undertaken withie throjects. They included, amongst
many other things: setting up out-of-hours provisiof various kinds, sponsoring
collaborative inter-agency approaches in disadgmuaareas, undertaking feasibility
studies for community developments and developltegreative curriculum arrangements
for disaffected students. In addition, DfES fungedhildcare co-ordinator post in each
area until 31 March 2003.

Local evaluations were undertaken of each projeu @he reports from these,
supplemented by original fieldwork and analysisinfed the basis for the national
evaluation which is reported here. Methods incluidéerviews with heads, LEA officers,
teachers, community workers, parents, studentotred stakeholders, analysis of school
and LEA documentation and a review of Ofsted repdtie evaluation focused both on
process issues - how provision was developed, skeoli funding, the sustainability of

provision and so on - and on outcomes for studésnts)ies and communities.
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A Study of the Extended Schools Demonstration
Projects

1. Background

The Department for Education and Skills (DfES) usrently promoting the concept of
‘extended schools'. These are seen as schools atices a focal point for a range of
family, community and health services for theirdemts, families, staff and the wider
population. They are likely to have community faigb located on site and to offer
community access throughout the school day andobwichool hours. They are also
likely to work with local partners to deliver seres such as childcare, health and social

services, adult education and family learning, t&por arts activities.

The White PaperSchools Achieving Succeg®3fES, 2001) made a commitment that the
government would initiate legislation removing lens to schools wishing to develop in
this direction and to "establish pilots to test suth 'extended schools' and generate
examples of good practice" (8.16). Accordingly, Bfftinded pilot projects in three local
education authorities (LEAS) to run between eaalyuary and the end of March 2002. In
outline, the projects were as follows:

* a shire county in the north of England ('Northshire which one secondary school
and two primaries serving a disadvantaged area sifnall town are working to
develop 'extended' approaches;

* a shire county in the east of England ('Eastshwé&gre three secondary and one
primary school are working to develop further thelready-substantial and long-
standing commitment to adult and youth education;

e a new unitary authority in the south of Englando(t®town’) where an 11-18
community college, an 11-16 secondary, two primang one special school are
developing extended roles from different baselimeserms of their experience of
offering community services.

In addition, DfES funded a childcare co-ordinatosfoin each area until 31 March 2003.



Each project was invited to make arrangements ddiocal evaluation and the Special

Needs Research Centre at the University of Neweagtls commissioned by DfES to

undertake a small-scale study drawing on this legak. Specifically, DfES wished the

study to assess:

» the impact of the projects on pupil outcomes

» the impact on teaching and learning

* the extent to which the services developed arasuile,

and, to identify:

» the approaches and processes used to develop famdlycommunity services and
assess their effectiveness

» the impact on other indicators such as adult andlyditeracy

» the various sources of funding used and the expeedncurred.

In addition, DfES wished to evaluate the impactlifaely future impact) of the childcare

co-ordinator posts.

It is the outcomes of this study that are repohtec. In addition, DfES is, at the time of
writing, formulating guidance for schools and LEAsshing to develop an extended role.
The study, therefore, complements this guidancbysing on evaluative issues - what
are the outcomes and impacts of extended schoobagipes - process issues - how can
extended school approaches be developed and sdtaand by addressing some of the

policy questions that are raised by the extendbdds initiative.

In the next chapter, we will attempt to outline tbentext of the extended schools
initiative in terms of its policy background and athwe know from other studies of
extended school approaches. We will then presese studies of the projects in turn,
raising outcome and process issues in respectobf éaa final chapter, we will look at
what can be learned from the initiative as a wlasld at what its implications might be

for future policy development.



2. The context of extended school approaches

2.1 The historical and policy context

Although the 2001 White Paper (DfES, 2001) makes eaplicit commitment to
exploring extended roles for schools, this is by means an isolated initiative and
extended school approaches (by a variety of namdayrt have an impressive historical
pedigree. As early as 1924, Henry Morris, Chief &dion Officer in Cambridgeshire,
was outlining his vision of 'village colleges' affeg a range of community facilities and
a range of other LEAs - Devon, Coventry, Leicestiges Northumberland - took up the
notion of ‘community’ schools in different guisbsoghout the last century (Ball, 1998:
51). In the 1960s and 1970s, the notion of commustghooling was given a particular
meaning by the designation of disadvantaged urbaalities as Educational Priority
Areas (EPAs). Here, the social and economic disadges experienced by the
community were seen as the direct cause of edwedtideprivation' and schools were
encouraged to work towards curriculum relevancegial involvement and community

engagement as a means of addressing these praflaissy, 1972).

By the mid-1990s, however, community schoolinghis tsense was seen by some to be
in something of a decline (Vincent, 1993). EPAs ltad) disappeared and changes in the
status and funding of schools, further educatiolleges, and adult education, together
with teachers' changing conception of their roleynb@® amongst the factors which
impacted on the extent to which schools were vgliand able to take on a wider role.
However, since 1997, successive governments, wimihtaining an emphasis on the
'standards agenda’, have also encouraged schodatdetact with and make a wider
contribution to their communities. The 'Healthy 8acls’ programme, for instance,
encourages schools to involve parents, local agenand community groups (DfEE
1999a). Schools Achieving Succe$¢BfES, 2001) likewise includes proposals for a
Citizenship strand in the curriculum, for partn@pshetween schools and local arts
organisations, for extended work experience placésnand for increased opportunities
for students to take Duke of Edinburgh and Youtlhideement awards. The Specialist

Schools programme has a clear expectation thatstraols will develop links both with



other schools and with the wider community (DfER,date). All of these initiatives are

likely, if pursued, to strengthen school-commuimitgraction.

There is, therefore, a wide range of opportunifiesschools to take on an extended role,
even if they do not consider themselves to be reldd schools' as such. Moreover, a
particular focus was created by the report of thkcl Action Team (PAT) 11 (DfEE,
1999b) as part of the Social Exclusion Unit's Naio Strategy for Neighbourhood
Renewal (Social Exclusion Unit, 1998). The repaidr@ssed the issue of the contribution
schools could make to the renewal of particulartsadvantaged neighbourhoods and to
the education of children from those neighbourhotidsame to the conclusion that much
could be achieved if schools extended the sentloeg offered and identified a number
of actions schools might take. These included: rofe study support and individual
programmes on a flexible basis, establishing oop-&mily support centres, improving
links with local business, establishing neighbowdholearning centres, thinking
creatively about parental involvement, promotingnifst learning and involving students
in schools councils and school self-evaluationhéiligh these extended activities would
inevitably make demands on schools, the expectatidhe Schools Plus team seems to
have been that schools would be supported by thEiks, by appropriate policy
initiatives at national level and by locking intoréder neighbourhood renewal strategy.
It is perhaps worth adding that the Schools Plpsmntedrew explicitly on a similar, New
Community Schools initiative in Scotland (ScottiSffice, 1998) which offers a further

model of how schools might develop an extended role

In some ways, the extended schools initiative mspyy an extension of the community
schooling movement of three and four decades agd, #&eyond that, of the
Cambridgeshire village college model. Like themsitoncerned with the ways in which
both school and community can be enriched whenatshextend' their boundaries and,
in particular, when school and community engagé wiich other more fully. Such an
interaction broadens the experiences availablehod students, increases the support
for the school from parents and community and makeslable to the community the

very considerable resources locked up in the scplamit and personnel. However, like



the community orientation of EPAs, the PAT 11 reg@fEE, 1999b) had a particular

focus on disadvantaged areas and children andaddressing the fundamental problems
caused by social and economic disadvantage. lius toncerned with raising standards
where they are dangerously low, generating a comemt to education where there is
none and addressing stubborn social problems wihekethreaten the fabric both of the
area and of its schools. One issue to which wel sealrn is the extent to which the

extended schools initiative is understood at naficand local levels as being about

enrichment, about underlying social problems, autlsome mixture of the two.

2.2 The research evidence

Given the long history of extended-school-like ati®s, it is not surprising that there is a
substantial research literature which addressesdhs of process and outcome issues
with which the current study is concerned. A stbghyMog Ball in the 1990s (Ball, 1998)
catalogued the range of extended activities whathosls even then were undertaking
and made a convincing case that there were go@bmeaand many opportunities for

more schools to take on an extended role.

However, members of the research team were substiygeemmissioned by the Joseph

Rowntree Foundation to review the evaluative liign@ on such activities and came to

less sanguine conclusions (Dyson & Robson, 1999)rdad terms, the review found the

following:

» there is good evidence that parental involvementhitdren's learning (notably in
literacy and mathematics) has a positive impadttainments;

» partnerships with parents are, by and large, valmedhem, though they impose
additional burdens on schools and tend to be ddednay professionals;

» collaboration with community agencies is desiradtel possible but fraught with
difficulties despite repeated official exhortatipns

* there are doubts as to how far community educatsniraditionally understood,
meets the real need of communities and how fullsnrooinities can exert a real
influence over the governance and management afotshother than by parents

acting as individual consumers.



In particular, the review found that the researvldence was characterised by major
shortcomings - not least that it tended overwhegyirio be generated by small-scale
evaluations of short-term local initiatives. Thenas, therefore, much enthusiastic
description of 'extended’ activities and many cka@bout their potential, but very little
evidence as to their longer-term impacts which msgipport those claims. It was for this
reason that the report recommended a more sulataesiearch effort in this field - a
recommendation which was echoed in the School tels's call for a five-to-eight year

programme of research (DfEE, 1999b: annex 4, 78ff).

At the same time, a second review looked at soméhefinternational evidence by
focusing on work in France, the United States angdgn (Moss et al., 1999). This
review likewise found that convincing evaluativeidance in terms of impacts and
outcomes was difficult to come by, even in the U®BAere such evidence is highly
valued. However, the review's cross-cultural pesspe enabled its authors to see the
inextricable links between the way that 'extendadivities are conceptualised and
undertaken and fundamental understandings ands/aluespect of childhood and social
well-being. In other words, it is not possible &temine 'what works' in these activities
without first thinking about why they are being enighken, in terms of what is intended
for children and their families and communitieseTrieview notes in particular that there
are at least two 'models' of extended school appesa one, represented by the USA,
which is about targeting 'high risk' groups in tmntext of wide social inequalities; the
other, represented by Sweden, which is about i@sting universal services along more
integrated lines in the context of higher levelssotial welfare provision and lower

levels of inequality.

There is little that has become available sincegheviews were undertaken to change
substantially the analysis they offer. Not surpggy, for instance, a wave of interest in
community schooling has been generated by the Nemnunity Schools (NCS)
initiative in Scotland. Interim findings from thetional evaluation point to considerable

diversity in NCS projects, but with shared successgarticularly in stimulating cross-



agency liaison and practice, in leveraging adddiolunding and in promoting pupil

engagement outside the usual curriculum framew@h. the other hand, personal
learning plans, family and community engagement @dti-agency staff development
have been slower to get under way (Sammons €042). Other studies likewise report
a high level of apparently productive activity, wii offers opportunities for some
fundamental rethinking of the relationships betweschools, communities and

community agencies (Tett et al., 2001). However,sitclear that the concept of
‘community schooling’ is being interpreted in madifferent ways (Professional

Development Programme for Educational PsychologistScotland, 2001). There are,
moreover, doubts about how far any fundamentalrmieithg is actually taking place and

how far 'community’ schools genuinely represent tieeds, interests and voices of
community members (Baron, 2001). This is, of coutise familiar issue of the balance
of power between professionals and community mesmbedefining the community's

'needs' (Campbell et al., 2000: 66ff).

Other developments which were not addressed when otfiginal JRF-sponsored
literature reviews were undertaken are worth hgitting. There has, in recent years,
been a renewed focus on the interactions betwd®vokcand their communities in areas
of social and economic disadvantage. There is aawuch greater acknowledgement
that schools in these areas face significant difies which cannot be overcorsanply
by standard measures to improve the internal manageand practices of the school
(Levacic & Woods, 2002, Thrupp, 1999, Mortimore &hitty, 2000, Woods & Levacic,
2002). At the very least, such schools have to vparkicularly hard both at the ‘internal’
issues, such as teaching, and at their 'extermdditionships with their parents,
communities and community services (Ofsted, 206@wever, there is also evidence
that schools by and large do not work effectivetythese relationships (Power et al.,
2002).

In the same vein, ongoing work by members of theeci research team is exploring the
contribution of schools in area regeneration. Braary findings (Dyson & Robson,

2001) suggest that there is a real role for schtmlplay as part of a co-ordinated



regeneration strategy. However, there are diffenederstandings of what that role might
be. Some schools emphasise extended involvemenbrimmunity issues and family
support; others emphasise their role of develoginghan capital in these areas by
working intensively with students who might othese/iunder-achieve. In a similar vein,
there is some US evidence - albeit indicative rathen definitive - that the presence of
schools in small rural communities can have paosithpacts on local employment and
economic development, on community identity andesodn and on access to services
(Salant & Waller, 1998) and it is reasonable touass that this impact will be greater

where there are proactive community strategies.

A further development is that there has in recery been an upsurge of interest in the
concept of social capital, understood as resoustes) as trust, norms and sanctions that
inhere within social relations but upon which indivals can draw (Coleman, 1988,
Putnam, 1993). This concept opens up the posgilnfitexplaining the disadvantages
some children and young people experience in tépadly, at least) of a lack of social
capital in their communities. The implication isatithere is an important extended role
for schools in terms of helping to build such cap(tsrael et al., 2001, Gamarnikow &
Green, 1999).

Nonetheless, although evidence continues to growodin sides of the Atlantic as to the
feasibility and attractiveness of extended sch@preaches, 'hard' evidence of impacts
on outcomes continues to be difficult to come byi@d¢h, 1998, Merseth et al., 2000).
The problem seems to be it is relatively easy &luate the impact of targeted initiatives
on the specific outcomes which they address (sadhaimpact of parent-child reading
programmes on reading attainment [Dyson & Robs889], or of school-based health
clinics on contraceptive use [Dreyfoos, 1994]). leer, it is much more difficult to
evaluate the impacts of more broadly-based appesacm a diffuse set of potential
outcomes without, as the PAT 11 report (DfEE, 1998dicated, a more substantial

programme of research.



2.3 Implications

Looking across both the history of what we now eatiended school approaches and the

recent developments in research, some clear paiegin to emerge which are relevant

to the current study:

The 'extended school' may be a new label, butésdmt represent a new idea. There
is a long history of schools' taking on a widerergparticular in relation to their
communities, and it is clear that such a role t&ely viable.

There is good evidence to suggest that clearlyetadgforms of extended activity will
have a positive impact on the issues at which #neyargeted.

There is reason to believe that wider impacts démded school approaches are
possible, but evidence is more difficult to come Bhis is partly to do with the
technical difficulties of tracing nebulous impaatscomplex systems, but also with
the reluctance (for whatever reason) of researchedsthe sponsors of research to
invest in studies of the necessary scale and depth.

There is no one model of 'the extended school'ti@ncontrary, there are many
different ways of thinking about the contributiochsols might make. For instance:
are the extended activities intended to enrich meady successful school and
community, or are they targeted on areas, indivglwand groups experiencing
disadvantages? Do they seek to develop socialatapitindividual human capital, or
to contribute to broader regeneration strategies there some other aim?

There is a particular issue to do with the extentvhich extended activities which
claim to meet the needs of communities actuallgaldn particular, there is evidence
that community needs in practice tend to be defimggrofessionals rather than by
community members and that community control oveatwis done in their name

tends to be weak.

These are issues which will, no doubt, surface un examination of the activities

undertaken within the demonstration projects.



3. Methodology

This study was undertaken within a restricted tisoale between February and May
2002, to coincide with the period for which the derstration projects were funded. The
original intention was that the research team wdiakk with the local evaluators in order
to ensure some congruence between the methodepoids adopted in the three projects
and would then supplement their data collectionnasessary and synthesise their

findings.

In the event:

* In Southtown, local evaluators were appointed earg the research team worked
closely with them, attended their feedback meetiith the LEA and had early
access to a detailed report.

* In Northshire, local evaluators were appointed seha later. The research team
liased with them and had access to their reportlghzefore completing this report.

* In Eastshire, the LEA opted to devolve funding éwaluation to the schools rather
than to appoint a local evaluator. In return, st¢howmere asked to prepare a
comprehensive evaluation report to a tight framéwdhe LEA then reviewed the
findings of these reports and identified their iroglions. The research team had

access to these reports but also undertook itsfieadwork in this project.

The evidence base in each of the projects compdsesmentation, interview data and

records of meetings. However, it looks somewhdedght in each case, as table 1 below
indicates. In part, this is due to the differenatienships between local evaluation and
the national study. In part, it is an inevitablensequence of the diverse nature of the
projects at LEA level, the diverse contexts withihich those projects were located and
the diverse activities undertaken at school leMnetheless, all of the data were
collected and/or analysed according to a commandveork established by the national
study team. This framework sought to establish:

» the contextual features of the school and LEA (sidemographics, history of

extended school approaches, etc.)

10



» extended school activities in place prior to thendestration project (what was done,
how it was managed and funded, what was its rdepna

» impacts of existing extended school activitiesl(iding impacts on student learning)

» extended school activities undertaken as part efdémonstration project (what was
done, how it was managed and funded, what waatitsale)

* impacts of demonstration project activities (inchglimpacts on student learning)

» problems and issues raised by extended school agipes.

Interviews were tape recorded and transcribed. Asther check, detailed field notes

were taken and summaries were returned to inteegevior checking wherever possible.

Although face-to-face interviewing was a primaryusse of data for both the local

evaluations and the national study, we asked irge®es to provide us with quantitative

data relating to outcomes where this was available.

This was a small-scale study of a short-term sefprfects. There are, therefore,
inevitable limitations of the methodology which sitebbe borne in mind in reading what
follows. Given the short lifetime of the demonstatprojects, most of them were not in
a position to have generated significant outconegsn if the study had been able to
collect outcomes data systematically. Indeed, spnogects were still in the planning
stage when our fieldwork was under way. We coll@atdat outcomes data we could,
therefore, accepted anecdotal evidence where itaNakat was available and probed

interviewees for their predictions of likely outcem

Likewise, given the small-scale nature of the studyas difficult for us to identify with

any certainty outcomes from the longer-term andemwide-ranging forms of extended
activities which some schools and LEAs had beeplugad in for many years - indeed,
for many decades. Again, we accepted the best mxed&ve could find in the time

available for us.
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Table 1: Data types and sources

Type of data

Data source

Eastshire
local evaluation

national study

Northshire
local evaluation

national study

Southtown
local evaluation

national study

Documents

There were school
self-evaluations
rather than a local
evaluation in
Eastshire

LEA project
proposal; project
reports and working
documents; LEA
community educatior

guidance documents;;

school community
education brochures
Ofsted reports;
school evaluation
reports and LEA
overview

LEA project proposa

LEA project
proposal; project
reports and working
documents; Ofsted
reports

LEA project proposa

LEA project

proposal; Ofsted

reports

Interviews
with LEA
officers

Director of
Education; senior
officers responsible
for community
education, childcare
and the managemen
of the demonstration
project

LEA Project
Manager and
representatives from
other LEA services.

t

Chief inspector

Director of
Education, Assistant
Directors and other
officers

Interviews
with school
personnel

Headteachers,
community educators
and teachers
involved in the
demonstration
projects in all four
schools;

Headteachers in all
5 three schools. Focus|
groups of interested
staff in the three
schools. The
Lifelong Learning
Co-ordinator in the
secondary school

Headteachers in all
three schools

Headteachers in all
five schools and
teachers in two
schools

Other
interviews

Governor in one

school; parent in one

Community agencies

in all five schools;
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school; students in
two schools

parents in one schoo

Participation
in meetings

Liaison meeting with
local evaluation
team. Meeting
between LEA project
team and DfES
Schools Plus team

Meetings of
representatives from
LEA, schools, other
statutory and
voluntary agencies,
local community and
businesses.

Liaison meeting with
local evaluation
team. Feedback
meeting between
local evaluation tean
and LEA. Meeting
between LEA project
team and DfES

Schools Plus team

Feedback meeting
with LEA

Liaison meeting with
local evaluation teamn
Feedback meeting
between local
evaluation team and
LEA. Meeting
between LEA project
team and DfES
Schools Plus team
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4. The demonstration projects

In this chapter, we will give an overview of thenttenstration projects, beginning with
some contextual information on the LEA and its amad moving onto a description of
the activities undertaken in each participatingosthin order to preserve the anonymity
of schools and LEAs, we have given them pseudorgimischanged any designations of

schools and services which are peculiar to thdtaainy.

4.1 Eastshire

Eastshire remains a predominantly rural countypitests relative prosperity and rapid
population growth. It has a total population of ofaalf a million, but is characterised by
something of a north-south divide. The economyha horth is still based around
agriculture and its associated services and theneains a skills and learning gap,
together with pockets of deprivation. In the souwthere there is almost full employment,
the industrial base is dominated by the ‘new’ iridas demanding high skills and often

serviced by families moving into the area.

Currently the LEA maintains over 250 schools. A fefthe secondary schools have rolls
of under 600 and there are also a significant nuraberimary schools with rolls under
100. The LEA was a pioneer in the field of commyretiucation, delivered through
designated community schools. Adult and youth etimcdudgets are delegated to these
schools. Headteachers of the designated schods/eea small uplift to their salary in
recognition of their community duties. In some padf the County, groups of
headteachers have opted to pool their budgets ankl as consortia in order to achieve
economies of scale and a more co-ordinated appréacil areas, however, designated
schools typically work in partnership with othethsols and with a range of providers
and community organisations. Moreover, their werkamplemented by provision which

is planned and funded on an area basis and coatedifby an area manager.

In support of its longstanding commitment to comityureducation the Council

combines some 25 services within its Education damate. This provides a financial
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resource and a co-ordination of planning which &elp the delivery of integrated
community and education services. Unlike some aitie®, however, its Social Services

Department remains separate from the Educationbepat.

4.1.1 Garden Schooal

Context

Garden School is a Beacon school serving a rutahpgent area. The school takes just
under 1000 pupils aged 11-16, and in the summed,28®% of pupils passed 5 or more
GCSE examinations at the higher grades of 'C' ovabit is described by Ofsted (1998)
as "a very good school". It has a wide range ofroamity facilities including a shared-
use library and resource centre, an arts buildingports centre, a lecture room, sports
pavilion and workshops for community use and atjase resources centre. It offers a
full programme of youth and adult education andwiwle college is for dual use — for
children and adults — day and evening, with a nunabenteractions between the 'day

school' and community education.

The rationale for community education that was aixy@d to us centred around a culture
of life-long learning and a sense across the coniimthrat this is ‘our school' (evidenced,
for instance, through low levels of vandalism amdffgi). Impacts of extended school

approaches were articulated in terms of benefitshitdren wider than the standards
agenda. This includes respect of children and sdiltvarying ages as they all meet in
and use the school, breaking down fear and ignerariceach other. This is shown

particularly in children’s calm behaviour in cowid where they might easily come

across frail or disabled adults.

Garden is one of a group of schools in the sama atgch have opted to pool their
community education budgets and to work collabeedi They now employ adult and
youth education managers and have an area-basedhingasystem with strong
community representation. It was explained to @ #xtended school approaches work
at Garden because there is an infrastructure oflifignand people in post to run

community education. We were told that managing roamty education cannot simply
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be added to a senior manager's job; it takes timdespecial expertise. The LEA was also

seen to provides an important facilitative struetur

Demonstration project

Garden has used the demonstration project fundirggtiablish a horticulture project for
12 young people in years 10 and 11 who are dideffeand/or in danger of exclusion.
The project is run by a charity for disabled adwitablished as part of community
provision in the area and involves young peophleanking with these adults. The project
was originally pump-primed out of the school's daled budget and the additional funds

have been used to pay the co-ordinator, and foenmaé and transport.

Students attend the project in small groups for dag per week, together with some
other time when they are not in ordinary lessoimg dim is to offer these young people a
more 'practical’ curriculum with which they can agg and we were offered a good deal
of anecdotal evidence that this was happening. edtsdwere, according to the adult
education manager "totally on-side" and, far froeinly excluded, some were now

planning to take GCSEs.

4.1.2 Fieldfare School

Context

Fieldfare Primary School educates some 400 stu@deas 4-11 drawn from a rural area.
The area is relatively advantaged though we weld tloat there is a 'pocket’ of

deprivation in the village. Fieldfare is part ofetlsame collaborative arrangement for
community education as Garden School and occupmmsranunity campus that is the

location for a library, nursery, playgroup facié, swimming pool, sports hall, print

centre, drop-in centre for young people, after-sthdub and twilight sessions for

children. Joint funding is currently being found fn all purpose field to be laid. It is

described by Ofsted (2000) as "an effective andawipg" school.

The rationale for community education is focusedneeximising facilities in order to

create opportunities for lifelong learning in, amd response to the 'needs' of, the
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community. There is also a focus on social andambenefits for the children of
community involvement in the school, and on encgung families to see the school as a
positive, welcoming place. The staff we spoke toemeneasy with what they saw as a
limited standards agenda set by the DfES. Sucagamda, they felt ignores the wider
impacts of a community school, such as raisingdecéil’'s social confidence and
developing children as valued members of the conijmu@ommunity education implies
the enhancement of school curriculum and facilitteereby increasing motivation and
opportunities. Moreover, they argued, studentsnléa accept people of different ages

and with disabilities.

It is, of course difficult to identify 'hard' evidee of these broader outcomes. However,
the school was able to offer a good deal of anatdetidence of their success in
broadening the curriculum, encouraging 'hard-taiedamilies into the school and

working with vulnerable community members.

Demonstration project

The additional funding was spent on thirteen déferaspects of community provision.
These include part of the salary for a family worke family learning conference, a
parents’ fair, booster literacy sessions for paresmd children, a PC for the school
entrance to provide open access to the intermag fftom a consultant to write a bid to
seek funding (for resurfacing the sports field) ditetacy sessions for secondary aged
disaffected young people in the village. Projeetse characterised by being many and
varied, having an articulated rationale for eachjgmt - often, despite the school's
reservations, linked to improvement in attainmentand having the relationship to
existing community school activities clearly artetied. There was shared management
of the projects among the area managers, the leaatidr, a community worker and one
or two teachers. There was an intention to coetauinitiatives if there was still a need
for them and if funding could be found. Demonstrafunds were being used, therefore,

‘as a catalyst’ for further developments.
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4.1.3 City School

Context

City School is attended by 1,000 pupils aged 1®&Ad by 3000 community students. It
has 120 teachers in all, 50 in the 'day' schodeilves an area in a small city which has
both middle class communities and a disadvantagedihg estate. Consequently, it has
a very wide range of attainments in its populatwith exceptional numbers at the
extremes of the range. In 1999 55% of studentseaeHdi 5A*-Cs and 88* 5A*-Gs and
City was described by Ofsted as "a high achievsaiiool. It sees itself as multi-cultural,
multi-ethnic - "a true comprehensive" - with a wé@chool approach to special needs
education, a commitment to maintaining even itsertooublesome students in ordinary
classes and a commitment to teacher researchfdtso& full range of community
provision which is planned on the basis of an ameshich schools pool their community
budgets. The school is also part of a consortiuracbbols serving the northern part of
the city. Two school staff members have managemaes - one manages the twilight
programme and community art, and the other thertmétion and Communications

Technology (ICT) programme.

City’s rationale for community education focusesitsn'life long learning ethos”, and it
seeks particularly to engage those from deprivetinconities who are not active in
seeking learning. It is a technology college ametdfore already has a commitment to
some level of outreach work with other schoolshi@ &rea. There is a view that it is not
possible to separate home and school, but alsattéariority for the college has to be its
educational role and that education cannot solveadial problems. The provision of
community courses is 'needs-driven' by communitynimers. However, the management
of community education is challenging for the sdhddnere is no on-site community

manager other than the principal and she has reodehaside for this.

Demonstration project
The demonstration project activities had two steah one a collection of art project and
the other an ITC project. Both work with the nocity consortium of schools including

special, secondary, primary and nursery schoolgth@r with some community centres.
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Neither the art nor the ICT projects would haverbpessible without demonstration

funds, though the ideas were already in place bdfar funds became available.

The art projects were using youth and adult outresorkers and the Ethnic Minority
Achievement Grant (EMAG) home-school liaison wortetarget 'hard to reach' groups.
They were not up and running at the time of oudfigork, but were expected to result in
direct learning for children, in the enhancementeaiching styles in participating schools
and in the creation of a supportive culture in ¢benmunity. The ICT projects aimed at
increasing ICT use in primary schools and amongshrmounity members (including
parents) and the funding had been used, amongst thilhgs, to buy lap tops and to train
primary teachers. There was a particular focus ooty ethnic families, young people
and adult returners and an intention to use th&pspas part of a cross-phase peer

mentoring initiative.

4.1.4 Woolton School

Woolton School serves a rural catchment area, 6898pils aged 11-16. There is some
rural deprivation in the area, together with tréerefamilies and army families from a
nearby base. There are 50 teaching staff and aralbgtaff of 180. 60% of students
(well above national average) achieved 5A*-Cs ah% @chieved 5A*-Gs at the time of
its last inspection (2000), when Ofsted declares tih be "an effective school". It has
two special educational needs (SEN) units (for estisl with language and hearing
difficulties respectively) and 56 children with ®taents of SEN. Unusually, the school
also accepts children permanently excluded fronerofichools into a facility known as
the Student Centre. Twenty-six students are ctiyrepased there, following an
‘alternative’ curriculum which includes a wide rargf community-based activities. The
Centre also operates as a drop-in centre for adlestts and is used for groups and clubs
out of hours.

The rationale for community education focuses angthool as a community resource -

"This is the community's [school]...not my school,t ribe teachers’ school” (head).

There is a view that this is "a comprehensive sthawd that "people who live in the

19



area are entitled to come here and it is our respiity to provide an appropriate
curriculum" (head). An important aspect of the als ethos is a commitment to
inclusion and an aim to help break the cycle whengiung people do badly in school,

become parents and then have children who replibateown problems.

The school staff spoke of a range of impacts, céfig their view of the rationale of
community education. Inclusion involves retainingdents, either those excluded by
other schools, or pupils who have left school, imitthe college community. The college
has high exam results, and in the Centre thergsditendance, a reduction in offending
behaviour, low exclusion rate (1 in the last 2 ggarandalism is rare, we were told,

because children feel a sense of ownership.

Demonstration project

The project funding was used to buy additional cotars and an interactive curriculum
programme, initially for use by the 'excluded’ smidgroup. This enabled the school to
extend the number of 'formal’ lessons it could roffes group, but also forms part of an
attempt to adopt a flexible approach to meetingnseds otll students. The programme
had only just come into use at the time of ourdfiebrk, but staff felt that it would give
students confidence to tackle more challengingniagrtasks and would reinforce the
numeracy and literacy skills taught in whole-clessons. The intention was to extend its
use into mainstream lessons and into the commuymmdgramme for adults with basic

literacy and numeracy difficulties.

4.2 Northshire

Northshire is a shire county with a population bbat half a million, over three-quarters

of whom live in small towns and villages. The deeliof traditional industries has

resulted in some areas of considerable deprivasulting in levels of male and youth

unemployment lone parenthood and chronic illnepsrted as higher than 90% of other
county authorities. Although the LEA is committeddcting to ensure resources from a
variety of agencies and services can be maximiset targeted, the local authority

retains a system of separate services.
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Currently the LEA supports over 300 schools. Ad paits commitment to address the
problems of generational underachievement, poorendd#nce and community
regeneration, it has embarked on a number of iiméis. An Education Action Zone
located in the former industrial communities in thast of the county represents an

attempt to devise innovative solutions to endemablems.

The demonstration project is focused on three dehs®yving one particular community
— an area within a small town which has experieramtsiderable economic dislocation
with the decline of traditional industries. The sols - a comprehensive school with
specialist technology college status and two opiiscipal feeder primaries - draw most
of their students from a ward which is amongstiibtom 10% of deprived communities
in the country. Currently some 14% of the populatiwe registered as unemployed with
one in three households living in ‘official povertyA survey commissioned by the

comprehensive school in 1999 found extremely lovele of skills in the workforce and

low levels of participation in courses accredited &vel likely to lead to employment.

For the LEA, therefore, this ward represented aer@sting opportunity to explore ways
of developing ‘full-service provision’ in order fmromote physical, social and economic
regeneration. Already the focus of a Sure Statiainte and with committed schools, the
LEA regarded patrticipation as a further spur to deselopment of ‘Schools for the
Community’. The demonstration project representsiwti-level attempt to develop a
coherent interagency response to the needs ofptriscular community. Schools are
pursuing individual actions to address particulzeds and also collaborating to develop a

broader community strategy designed to supporbegss of regeneration.

4.2.1 Caster School

Context

Caster is an 11-18 comprehensive with over 800estisdon roll. It serves a number of
communities, including the deprived ward descriladdve. Overall, the indicators of

deprivation in its community place it at or beloletnational average. Attainment at
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intake has historically been above the LEA averhge with some indications of a
downward trend in recent years. In 1999, 38.9%tudents achieved 5+A*-Cs (slightly
below the national average) and 97.7% achieved 53AAt this time, Ofsted declared
the school to have "many more strengths than weslesé and to have "improved
considerably" since the time of its last inspectidhis, coincidentally, was at a time

when the school had become heavily involved in camity education.

A new head in 1995 felt the school was under-usel] although this is not a designated
community school, developed an extensive commuymibtgramme, which has continued
to grow. This programme has been delivered thraugiartnership with local colleges
and other organisations involved in adult educatiims brought some funding but the
school has supplied management time from its dededaudget. The provision now pays

its way by charging fees and securing project fogdi

There is a lifelong learning co-ordinator who isul-time member of school staff and
teaches for one day per week in the school. Herypas underwritten in the first instance
by the school's delegated budget but has effegtivetome fully funded by fees and
project income. She has set up a drop-in learnamgre in the school with ICT facilities
which aims to work particularly with 'hard to reachembers of the community. The
school also has a wide range of local, national amdrnational links, visits and
excursions, academic sporting and leisure projedts the community and good links

with primary schoolsOver 1000 community members use the school eack.wee

Demonstration project

Prior to the demonstration project, the head, weevteld, had been impressed by what
he heard about the work done by a community dewedop consultancy organisation.
The school began to invest its own resources intokwg with this organisation to
develop a vision of collaborative work across tleenmunity and to train staff for an
extended role. The aim is to develop a role for skhbool as a "hub of social and
economic regeneration”. To this end, the schoolcaflaboration with the primary

schools and the LEA, has convened a series of ng=etvith other agencies with the
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intention of 're-engaging’ them, mapping their entrprovision and then developing

cohesive services.

The school had used existing funding to facilitdtese meetings and to train some staff
in this school and its feeder primaries as ‘chaggnts'. The training has been run by the
consultancy in the form of a 'coaching' programme rhiddle managers, focusing on
teaching and learning and the community, prepanegple for extended school
approaches. The availability of demonstration miofending has helped to take this

process further.

The rationale for this approach, we were told,hiat tthe school has many supportive
parents but that many children come from backgreuwtiere there are barriers to
learning. In order to turn them into effective leans it is necessary to work with them
early and to work with their parents. The aim, #fere, is to create a learning
community on the grounds that, "the academic, sacid emotional development of the
students at [the school] and the people it servasnat be separated” (school

documentation).

The school acknowledges that the precise visionndetme initiative is difficult to pin
down and that it is uncertain how it will work datpractice - "It's not easy to talk about
because we're not there yet" (acting head). Moredwe head who was the driving force

has now left and his replacement is yet to takpass.

4.2.2 Mine Road Primary School

Context

Mine Road Primary School has over 300 students mnaainly from the deprived area
described above. In 1993, a joint initiative bedwehe school, the LEA and the local
authority Social Services Department led to thédmg of an on-site 'Children’s Centre'.
This project was unique in Northshire at the tiffiee Centre takes the form of a school
nursery which is also able to offer places to glidin need from the ages of one and a

half to three years who are referred by healthtarisiand social workers. In addition,
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parents and carers are offered support in parestillg and older children (aged 5-8)
who are deemed to be in need are cared for in dyHike environment after school. The
Centre remains open through the school holidayshofgh children referred to the
Centre can move on to their local nursery at age gractice many remain at Mine Road
and move into the school proper. A logical extenswf this facility is growing
involvement with the Sure Start initiative, in soppof which further building work is
envisaged over the next five years. This is an gkamaf what the head understands by
full-service schooling - a ‘one-stop shop’ in whisérvices are configured to serve the
community better. In the period since the Centres wstablished, Ofsted (1998) have

commented on the good quality of teaching as agtineof the school.

Demonstration project
The additional funding was used to support two guty - a breakfast club and a

playground as part of the Children's Centre.

The school wished to establish a breakfast clude(for children entitled to free school

meals and open to children from other schools), duireparatory process analyses
revealed a need for an industrial dish-washer,hab tbreakfast can be cleared away
before lunch, and for some minor building adaptetioDemonstration project funds will

therefore be used for these purposes. The costdifi@al staff is small and can be met
from school funds for the time being. The head, énmv, aims to seek matched funding
from social services, since they part-fund the @bih’'s Centre and children attending

the Centre will benefit.

Teaching staff are reportedly positive about thigaitive since they share the head’s view
of the importance of support to the community. bkool also anticipates an impact on
attainment through increased concentration and 'tdétask’ behaviour - particularly

amongst some of the school's most problematic stadeas a result of better nutrition.
However, minor obstacles include teachers' beingea to having children in the school
earlier, and the caretaker’s extra task in gettown ready, then cleared away, for four

activities each morning (breakfast, assembly, REElanch). The short time scale of the
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project was also a problem since it did not coiacidth the time taken to get a project

like this under way.

Demonstration project funds were also being spamrooutside playground to enhance
community access to safe play areas. Parents veewicd playgrounds as unkempt,
unsafe and dominated by older children. Followirsgasssions with the Centre staff and
with parents, the intention, is to open the ChitkeCentre playground to the community
but to impose some restrictions. The expectatiadhas the playground will contribute to
a range of initiatives intended to enhance pargnskills (suchas positive parenting
programmes) and that this will in turn impact ota@iment.

4.2.3 Riverview Primary school

Context

Riverview is a large (over 550 on roll), 3-11 primpnachool including a 52 place nursery
additionally resourced for 6 pupils with statememts special educational needs.
Although located in the same deprived area as NRoad, the operation of parental

choice means that it draws pupils from a relativeige catchment area

Prior to the demonstration project the school whaeady involved in a number of

activities in support of its local community. Thepular school nursery provides an
immediate link with both parents and other educetiohealth and social services and the
school prides itself on the excellent relationdas established with these services. In
addition to the nursery, the school hosts an atéool ‘Kids Club’ in the school hall

available until 5.00pm and operated by the locahtdsesori Nursery. This facility attracts

pupils not only from the immediate locality of teehool but also from across the area,
indicating the extent of its popularity and the chéar similar facilities elsewhere. Parents
whose children attend are required to make a darttan. Also on the school site are the
buildings of the former nursery. These currentlwseas a Social Services Centre for
adults with learning difficulties and also host aéht and Toddler Club. The school is
considering a series of planned activities with @entre as a means of increasing its

links with other agencies serving the needs ofcttramunity. Also on offer is a range of
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after school enrichment activities, provided eitldnectly by school staff (for which
there is no charge) or indirectly by other proved€for which there is a charge to
parents). It was the view of the headteacher tiesthool staff could not further extend
these activities without additional support as thesre already working to their full

capacity.

A high level of parental involvement is a signiftdeature of the school. There is, for
example, a team of parents supporting in classeae of whom have completed the
Specialist Teacher Assistant course and also cowrsehe Additional Literacy Strategy.
The Governing Body is largely composed of local rhera of the community. The

Friends of the School make a significant financa@itribution to the school every year.

Demonstration project

Participation in the demonstration project was régd by the headteacher as a means of
developing these existing links to encourage adridgvel of participation on the part of
parents and an extension of the ways in which seswtould work together to support the
community as a whole. The additional resources heen used to support these aims.
Approximately half has been used by the schootiptian area of the school to create a
multi-purpose room available to visiting professits) parents or other potential user
groups from within the community. Currently, theseno such facility within the school
apart from the small office from which the headteacoperates. In creating this room
with its own secured entrance the school believesili be able both to offer a better
service to its community and to enhance the oppdits it has for developing further
links. The headteacher is particularly keen thatgbhool becomes a local base for the
LEA Parent Partnership Service for parents of cardwith special educational needs

and regards this newly adapted room as being apalty attractive base for this service.

The remaining funds have been used to begin a gsageanalysis and consultation to
review ways in which the school might enhanceirtks with other services and develop
new relationships with the community. Along withidi Road, it has sought to analyse

the current barriers that exist within the commyibd which prevent the maximisation
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of learning and participation. In undertaking theaview they have identified both
specific difficulties which they believe should &dddressed and also more general issues
about the development of a co-ordinated strategyhi® community. The particular need
they have identified is to achieve a better integnaof existing pre-school services.
Their hope is that, through a process of consahatith the other services and with the
support of the participating secondary school, gre@ment can be made for the joint
funding of a post. The purpose of this would bd&iase between agencies, link with the
current patchwork of provision for pre-school chéid and develop a more ‘joined-up’

approach, enabling services to better co-ordirreg® interventions.

4.3 Southtown

Southtown is a city in the south of England whigtdme a unitary authority in the late
1990s and currently has a population of over quaft@ million, with over 70 schools.
Within its boundaries are a number of contrasts.ti@none hand, it is a popular and
affluent tourist area. On the other there are abwmof significant social and health
problems, including high levels of unemploymentsir of the wards identified as the
most deprived in its region. Two of these wards mnked amongst the 10% most

deprived wards in England

In response to these challenges the local authbity been proactive in becoming
involved in externally-funded initiatives such aswWDeal for Communities, On-Track,
Sure Start, and Neighbourhood Renewal, all intertidechprove the quality of education
and tackle disadvantage. An Education Action Zoag leen established and is located
within two of the most deprived wards. These ititi@s are regarded as supporting other
strategic developments such as the Sustainabiltegly and the Community Plan as
well as involvement in the development of the Commes Service and the local

Learning and Skills Council’s Strategic Plan.
The proliferation of such initiatives presents anfer of challenges, not least of which is

ensuring integration and avoiding unnecessary dafpiin. As a response to this

challenge the local authority has sought to achithe integration of services by
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combining its education and social services departsmto form a Children, Families and
Schools Department. Although a relatively new depar the impact of which is only
just being felt, this development is regarded lmyséhinvolved as providing a firm basis
for the delivery of more ‘joined-up' services fooung people. Participation in the
demonstration project can be seen as integraleaitection set by the LEA, reflecting
also the philosophy of the new Director of Eduaaticho is well versed in the American
experience of ‘full-service' schools. Developinghaals to support the delivery of
integrated services by creating ‘community one-stogps’ represents therefore, a logical

development for the LEA.

The LEA identified three key issues to be addresseslipporting the development of
schools' extended roles: pupil-centred approactescher training and working in
partnership. Work in these areas, the LEA beliewgduld also address other local
priorities. In realising these ambitions, Southtohes been faced with problems and
challenges common to most other LEAs. On the omel liais seeking to integrate the
actions of other services and agencies over wthidias no direct control and whose
agendas, planning cycles and statutory resporgbilare not necessarily congruent with
its own. On the other hand, it is having to worllamoratively with schools who have
other, competing priorities. In these circumstantes approach adopted by the officers
leading the initiative has been essentially featiMe and they have sought to build on the
positive relationships nurtured since the inceptimin the local authority. Schools
participating in the demonstration project, fortamse, all volunteered, expressing their
commitment to the principles of extended schookapghes at the start of the project and
having a clear vision of the actions they wishetate. This made the co-ordinating role
of the LEA much less complex than it might otheenmve been. It also contributed to a
sense of collegiality which was further enhancedHheyestablishment of a Schools Plus

working group including representatives from otagencies.
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4.3.1 Hilltop School

Context

Hilltop is a special school for over 100 secondagg students with social, emotional,
behavioural and learning difficulties. Most of thesame from deprived communities
beyond the school's immediate locality and althoongimy live within a designated EAZ
the school receives no additional funding to meeirtdiverse needs. This situation raises
a number of issues for the school as it seeksueldp a more extended role especially as
the immediate area of the school is also regardedegrived, having few community
resources and with its secondary age studentsnigatiie ward to attend schools
elsewhere.

Drawing on the Standards Fund grant and some addltinput from the school fund, the
school has initiated an impressive range of aftéosl clubs, some run by external
specialists. Funding has also made it possiblempl@&y a general assistant for these
activities. Nearly 50% of the school population éaaken part in one or more clubs, but,
although families have also expressed a wish tbcgaate, the fact that many of them

live some distance from the school creates tramgpoblems for them and their children.

Demonstration project

Participation in the demonstration project has &mthithe school to undertake a
feasibility study into the possibility of the dewping the school's sports and recreation
facilities for community use. There have been tvimahsions to this study. A firm of
architects have been asked to draw up plans fendiig the school for community use
and an audit of local needs and potential use eftihool's resources by local residents
has been commissioned. The outcomes from thesestwdl provide a basis for further
discussion of how the full resources of the schoolld be offered to the local
community, providing a centre for leisure actistiend extended learning.

It is intended that any developments dovetail witter community regeneration schemes

such as Neighbourhood Renewal and Sure Start thatlgeady involved with projects

close to the school. The study will also form tlasib for a long-term business plan, for
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securing outline planning permission and for suppgids to the larger funding bodies.
Local councillors and MPs will be invited to offsupport to these plans and to offer

advice as to whether such a project could be takeiner.

Participation in the demonstration project has Ighgited the costs, both direct and
indirect, involved in developing the school as anomunity resource, although the
potential impact on both the students and the locoahmunity would be considerable.
The development of the school's resources wouldtlgreontribute to the teaching and
learning opportunities; and the extension of thessources for community use would
impact positively on meeting the needs of localpbeonot least, in providing adult
education and, crucially, a location for extensreeath activities. The latter would help to
reduce the negative impact of young people in traraunity having nowhere to go and

nothing to do.

If this project comes to fruition it is likely thatvo other schools — a special school and a
primary school in the same area — would wish teettgy Schools Plus initiatives, further

supporting their local community.

4.3.2 Littlefield School

Context

Littlefield School is a mixed, 11-16 comprehensiiéh some 1200 students. The school
has a comprehensive intake in terms of attainnvatti,an upward trajectory of passes at
A*-C and a 'Special Facility' for 20 students wgpecific learning difficulties drawn
from across the LEA. It is seen by Ofsted (1998)agng "significant strengths in many
areas of its work". Although drawing its studentent four distinct communities it
remains geographically isolated from them, the estdseing approximately a mile away.
None of these somewhat diverse communities is edpeavell served with local
facilities and the school, perhaps inevitably givsnocation and limited local transport
facilities, is somewhat disappointed with the eatrlevel of parental involvemeand

sees this as an area for development.
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There were a number of facilities in place befdne tlemonstration project. These
included a nursery, managed by the schoolrbatindependently and with no créche
facilities, and an adult education programme witlme courses provided through a
partner post-16 institution and others developediitiiefield. There has also been some
use of the school facilities by local sports anfteotgroups but this has been restricted by
limited indoor sports facilities. In addition theh®ol has run masterclasses for Year 6
students on Saturday mornings for several years fds been extended as part of the
Children's University in Southtown to include prsiein for students in Years 7-9 and

summer schools for gifted and talented students froross the authority.

Demonstration project

In response to the problems of transport, parthef additional funding was used to
commission a survey of the various communities exriay the school in order to
ascertain the feasibility of establishing commumadgms within the school. These, it was
hoped, might be used as a base for the detachdtl yarker and possibly the local
community police. Although not suffering excessi@ndalism, the school has been
concerned about the involvement of some of itsesitglin petty crime and drug abuses
and there was an expectation that a base in th@okahight provide a higher profile
police presence to offset the loss of its commupdlyce officer. At the time of our field
work, the outcomes of the study were not availaH®wever, the school recently won a
grant to build a sports centre which could be dgwed to provide a substantial resource

for the community as a whole.

The remaining element of the funding was used tplaptops as means of encouraging
more links with parents and improving links witthet communities. It was also the
intention of the school to use the laptops to impriinks with the feeder primary schools
by consolidating the technical support it alreadyvples. It was hoped the laptops would
encourage parents and others to access adult edupabgrammes, enable students to
work on curriculum material independently of thé@®al and help to establish ICT clubs
in the primary schools. These developments woufipst the school bid to become a

Specialist Technology School and thus further gfiteen its links with its communities
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4.3.3 Town Lane Primary School

Context

Located in the heart of the city and drawing pufiten a wide and diverse community,
this Beacon school prides itself on having devedofgs own very strong sense of
community. Its location and in particular its plroaistructure creates a major obstacle in
that the existing site offers few if any opportigstfor creating new facilities or adapting
existing ones to increase community use. The @hre location has inevitably required
the school to address the issue of security andetent upgrading of security systems

together with new fencing has been helpful in thgpect.

By way of contrast, however, this central locatlas also offered for developing links
with the community. Prior to involvement in the damstration project, a number of
thriving links including those with Age Concern,dalocal football and basketball clubs
had been developed - work that was acknowledgexigir School Achievement awards
in both 1999/2000 and again in 2000/2001 and arc&ithn Extra Distinction Award for

excellent extra-curricular activities. The scholsloabenefited from links with a number

of local businesses providing financial support aoldintary help.

A recent (2001) Ofsted report declared that theakhprovides its pupils with a very

good quality of education” and is "very effective".

Demonstration project

The additional funding enabled the school to dgvél® extended activities, most notably

by increasing the amount of administrative supporéilable and thus reducing the

burden on teaching staff. However the school atsnlihese additional resources in three

other ways:

* The school library was refurbished and new bookewerchased. This allows it to
become available as an additional lunchtime fgcds well as an after school club,
providing a resource for pupils and increasing camity involvement through the

use of local volunteers as managers of the facility
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* A number of new activities were launched. Theseehaeluded a Video Filming
Club targeting year 6 pupils and a Community Artedp encouraging members of
the community to use the facilities of the schowdl & make a contribution to the
curriculum being offered.

* A breakfast club was established, opening at 8.0@adnincluding an early morning
drop-off facility. The club provides basic refrestmts and is seen as a service for all

pupils, including those who currently have problemith punctuality.

4.3.4 Seaton School.

Seaton is a comprehensive school which has beegndésd as a community school for
some twenty seven years. It serves three commsigéieh having their distinct identities,
creating some local tensions. These are exacerbatedwhat by significant ‘new build’
creating further a further division between ‘newerss) and the more established
residents. Amongst the existing facilities provideyg the school are a nursery school,
extensive sporting facilities, an adult educatioogpamme and community access to the
library and other facilities. Ofsted (2000) havecldeed Seaton to be "an effective and

improving" school.

Demonstration project

The school was able to combine resources from #modstration project with funds
from other bids to support an existing twin-tragipebach to enhancing community
facilities. The Sports Hall was extended to create a largeedd room and two
classrooms, one of which will offer ICT facilitiesd the other more general community
facilities. The intention has been to promote greaise by the local community.
Similarly, the existing fithess room was convertetd a créeche enabling those families
with young children to make use of the learning deidure activities on offer. The
demonstration project funds will be used to purehdme workstations and some of the

equipment for the creche.
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4.3.5 Hillfoot School.

Context

Located in the east of the city in a ward rankethivithe 10% of most deprived wards in
the country, this primary school serves a somegbaagraphically isolated community in
which there is a high incidence of child povertyheTarea has few facilities and the
school is therefore potentially the principal foctr the community. However,
historically the school had little involvement witkither its parents or the extended
community. The appointment of a new headteacherpanticipation in the local EAZ
has given a new impetus to the role of the schoosupporting its pupils and the

community. It is now (2000) seen by Ofsted as 't wéfective school".

Prior to involvement in the demonstration projebt school was already involved with
the Children’s University, funded by the New Oppaoities Fund (NOF), and had
developed services in line with the Schools Plugopbphy. For the headteacher these
developments represented initial steps on the wagroviding more opportunities to
support the learning of his pupils and to encourage develop links with the wider

community.

Demonstration project

Part of the project funding was used to supportsdlaries and resources for an after-

school club. This was in recognition of the pauatyprovision available in the area and

the need to provide enrichment activities for stige many of whom would not
otherwise have had the opportunity to participata range of leisure and other activities.

The impact of this initiative can be gauged at texcels:

* Some 50 students now participate in these actividiea regular basis, demonstrating
the need for such provision.

* Local parents have now taken over increasing respibity for the management of
the provision, indicating the interest sparked g fiction and its impact on creating
links with the local community. With the parentswnaanaging the activities, they
will be eligible to apply for NOF support which alsffers the prospect of continuity

and expansion after the demonstration project ressiccome to an end.
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The resources from the project were also useddptatie school building, in particular,
to improve the access to and security of the schahises and to create a separate and
secure adult facility with enhanced storage faesit This has enabled members of the
community to access the school more easily ancetassured that their children will be
secure when they attend the after school clubfiat also enabled the local Child
Minders Association to run a drop-in centre one playweek in the school, providing an
important link between the school and prospectaeipts.

These developments have however, not been witheut problems. One issue faced by
the school was the fact that that it was not reggst for childcare provision, thus limiting
the after school activity sessions to one and thteseter hours. Although the school does
not regard these activities as ‘childcare’, legafirdtions in force at the time of the
demonstration project (though subsequently adddessethe Education Act 2002)

restricted their ability to extend them as fartssytwould have liked.

4.4 The childcare co-ordinator posts

An additional strand in the demonstration projegts that each LEA would appoint a
childcare co-ordinator to be funded until March 2@Md the research team was asked to
investigate the likely impact of these posts. Givea difficulties which schools had in
setting their projects up within the constricteddiscale, however, it is hardly surprising
that thinking about the childcare posts was notagdwvell advanced when we did our
fieldwork.

Nonetheless, in Eastshire, a co-ordinator was bajpppinted as we visited and we were
given a clear articulation of the rationale forstipost by the senior officer with
responsibility for this area of work. She explainsalv the LEA was encouraging the
development of innovative childcare provision, lsasa schools, involving partnerships
with private providers and leading to the developmef multi-use facilities. One
stimulus for this were developments at Fieldfaradet where the head had capitalised

on the expertise brought by a particularly enecgetairent who had experience as a
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development worker. However, elsewhere, heads amdrgors were concerned about a
range of technical issues - to do with involvemerth private providers, working with
groups of trustees and handing over facilities lom gchool site on long-term leases -

which meant that progress was slow.

The role of the childcare co-ordinator was, themefto act as a direct line of support for
schools and community groups wishing to developdchre and multi-use facilities,
offering this support in a more sustained and hamdmanner than LEA officers could
currently manage. Asked what were the skills atdbates demanded by the post, the
LEA officer replied:

Basically walking on water probably would have bé&eihe job description, but
we’re looking at three elements of experience: @rpee of working at a senior
level with heads of unit and service, governingibser management committees
in terms of facilitating, enabling change, projeonaging with very tight
timescales and deadlines; analysing and evaluatiitgnce, to the project related
staff, so at a fairly senior level. We were looketgdevelopment work know-how
in an early years and childcare context. We resmgtiat anybody working in
this arena have not only got to appreciate and rgtaled the mechanisms of
working schools, but also be secure on their Cardhct and national childcare
strategy agenda, because clearly people who aliagaecertain on the school
side need the reassurance of knowing what's reduintew things need to be
delivered, the legal and practical constraints imcl they may need to operate or
become responsible...And probably lastly, but stidt teast, is a reasonable
understanding of national childcare standards d#hyecare standards.

Her view that this combination of areas of expertgas difficult to find because it
straddled some of the traditional boundaries in L& school work:

We didn’t know such an animal within our own orgation, | don’t know that

working within early years and childcare developtngartnerships yet has
generated such an animal, but these people arerdegito work in teams,

generic childcare development workers are begintinge born. This kind of

body may be around in part, and some fairly intensiaining may be required in
the next twelve months if we begin to recruit talsposts, to begin to build up a
cohort of people with this kind of experience.

Although Eastshire provided the fullest accountttué need for and potential of the
childcare co-ordinator post, similar issues werised in Southtown. Here, lack of

childcare facilities appeared as a major disingenfdr parents to take part in community
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education and school-involvement activities, patédy given poor transport links in
some cases and physical separation of schools tt@mm communities in others.
Childcare was also seen as a source of curriculumohanent rather than simply a child-
minding service. There was, therefore, considerabidingness to investigate the
possibilities of childcare, but at least one schabich tried to do this - Hillfoot -
experienced difficulties in terms of the regulasonith which it had to comply. A co-
ordinator for childcare had recently been appoirted the authority had was anticipating

that there would be considerable impacts fromribig post.

New legislation will undoubtedly help with sometbése difficulties. However, there is a
clear implication that 'extending’ the activitieswhich schools are involved inevitably
takes schools across boundaries of expertise, ofegsional competence and of
regulatory regimes. In these circumstances, thatiore of a post for an experienced

worker to act as catalyst and guide seems eminsetigible.
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5. Issues in extended school approaches

5.1. Developing a vision of the extended school

As we indicated in chapter 2 of this report, there many models of 'extended schools'.
This depends, for instance, on whether extendeditees are seen as a universal service
or as a response to areas and groups experienepriyation, on what sort of model of
community development is adopted and on how andvbgm community needs are
defined. This complexity is reflected in the sclsoatl the demonstration projects. In
some schools, such as the Eastshire schools andrGahool in Northshire, there is a
history (of varying lengths) of involvement in tipeovision of adult and community
education, seen as a service for the whole comgnanid as a means of enhancing the
quality of community life. However, other schoolavie less of a history and develop
their extended activities in response to what thes as significant social difficulties in
their localities. This is true, for instance of MiRoad School in Northshire and many of
the schools in Southtown. To complicate mattersghér Caster School is now
developing a responsive approach of this kind aitg School in Eastshire has long
combined the two approaches. Likewise, there afferdnces in the ‘audiences’ for
extended school activities. In Fieldfare primaryHastshire, for instance, one of the
projects was focused on isolated adults in thel lo@@amunity; in Woolton School in the
same authority, on the other hand, the focus wastodents at risk of exclusion; in
Hillfoot School, in Southtown, the emphasis was araating facilities for the whole

community, but particularly for parents of youngldten.

It would be possible to go on multiplying thesefaliénces. Indeed, in some of the
guidance which is available to schools, a verydaange of possibilities is listed with the
implication that all of these are worth explorirga{l, 1998, DfEE, 1999b). However,

looking across the demonstration projects, it wassible to detect some broad
approaches to extended activities, each of whichitsaown rationale and around which
some coherent set of activities could be basadait be helpful to think of these as a set

of 'dimensions' along which approaches differ:
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Enrichment versus intervention

One dimension is to do with whether the focus divaes is on what we might call
‘enrichment’ or on 'intervention’. Enrichment atieg start from the assumption that the
school can benefit its student body and its comtyuhy providing resources and
opportunities over and above those that are alreadyable. This does not mean that
either the community as a whole or groups and iddals within it need to be seen as
impoverished in any way. The aim is simply to emrfarther what may already be

vibrant communities

An interventionist approach, on the other handtstaom the assumption that there are
problems in the student body and/or the commupayticularly with regard to low levels

of educational attainment, engagement and aspiradiview is taken that the school has
to intervene in these problems, as part of its aiftyaising the attainments of its most

vulnerable students.

Somewhere between these two is a preventive approHus, too, is focused on
problems, but is aimed at forestalling potentiabbppems before they fully manifest

themselves.

Student versus community focus

A second dimension is formed around the populdions of schools' activities. At one
end of this dimension, the focus is directly on slsbool's students; at the other end, the
focus is exclusively on members of the communitydoel the school. Somewhere
between the two, is a focus on the community eitbgether with students or in the

expectation that work in the community will impact students.

If we combine these dimensions, we can create afspiadrants within which different

extended activities can be located (figure 1).
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Enrichment

Students Community

Intervention

Figure 1. Dimensions of extended school approaches

It may be useful to characterise these quadrandsgive some examples of actual

activities of each:

The student/enrichment quadrarictivities in this quadrant are concerned with
providing enhanced opportunities and experiencestudents in schools. In some
cases, the community may be the source of this reemaent, as in Fieldfare's
exploration of how community members could contiébto the curriculum, or Town
Lane's use of parents to run the school libraniidfoot's involvement of parents in
running after-school activities. However, such ifvement is not essential.

The communityenrichmentquadrant is similar in orientation, except thatehéne
focus is on enhancing the resources and opporgnévailable to the community
outside the school. Much of the 'traditional' conmityieducation work in Eastshire,
in Caster School in Northshire or in Seaton Schm&outhtown would fit within this
guadrant. However, there are some activities, sisdBity School's arts project which

simultaneously enrich opportunities for students fam the community.
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* The student/interventionquadrant focuses on activities which address probl
experienced or presented by students and seekkltess them by working directly
with the students themselves. The development bérnative' provision for
disaffected students in Woolton and Garden Sche@oks examples, as is the
establishment of a breakfast club in Mine Road iorthshire or Town Lane in

Southtown.

* The community/interventiomuadrant is concerned with impacting on the peecki
problems of the community. The work with sociakplated adults at Fieldfare
School, the attempt to develop an inter-agency agmgbr to the problems in a
disadvantaged area by the Northshire schools, erSbuthtown special school's
attempts to identify needs in its disadvantagedlitycwould fit within this quadrant.

Inevitably, a categorisation such as this is sonaanbitrary. There are many activities
which could straddle more than one quadrant. Gityo8I's arts projects, for instance, are
about community enrichment and curriculum enrichinfienstudents in a schools which
serves a disadvantaged housing estate and wheractiviyy inevitably has elements of
what we have called ‘intervention'. It is importaherefore, to see the quadrants as 'ideal
types' which will hopefully aid thinking about tlmature and purposes of any activities,

rather than as hard-and-fast categories.

Nonetheless, we suggest that it is equally impoftarpractitioners and policy-makers to
develop their strategies in the light of some cladionale. Each of the quadrants in our
model has quite different implications for the waywhich activities are managed and

developed. For instance:

» There are differences in terms of how priorities e ardefined In the
community/enrichment quadrant, priorities are tgflicdefined by extended schools
and their partners setting out to identify the wistof community members. They

might, for instance, be responsive to direct retpugem community groups, or invite
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community representatives to sit on their managénedies, or proactively seek out
individuals and groups in the community to eliciteir views. Interventionist

approaches, on the other hand, are more likelyai® §om an analysis of problems
within the school's internal or external communityere is every reason why this
analysis should involve community members if incg simply to take the form of an
imposition of professional views. However, as ie tHorthshire schools or Hilltop

special school in Southtown, it is also likely tengand an analysis of what the
precise nature of problems might be and of whatuhederlying causes of those
problems are, as well as calling for coherent, wbrated action. It cannot, therefore,

simply be responsive the wishes of particular comitgumembers or groups.

There are differences in the way activities are aggmd and providedWhere
activities focus on students, there are very geasons why the school should take a
lead in managing and providing them. Not only dadsave the expertise for this
task, but it is in its direct interest to keepranficontrol over what is done with and for
its students. However, the more the focus shifte tme community, the less essential
it is for the school to be at the centre of evaryvty. In most of the schools offering
traditional ‘community education’, for instanceerth were many activities which
were worthwhile in themselves - community meetingsga courses for adults, ICT
training for community members and so on - but Whiad only a limited bearing on
what happened to the school's students. It wasfuhelpeven essential - that the
school act as a base for such activities, but tas no need for heads, senior
managers and teachers in the school to becomeydegplved in them. In Eastshire,
therefore, where there is a long history of sudivéies, most teachers are involved
on a paid, voluntary basis if at all and there iseai-autonomous management
structure for community education which ensures ithdoes not impinge too heavily

on school leaders.
There are differences in where and to what extetiviies are co-ordinatedThere

are many activities which are undertaken simplyabee they are valuable in

themselves or for some limited and specific seblgéctives - for instance, Seaton's
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creation of a creche in order to maximise the uUsanoexisting sports facilities, or
Woolton's purchase of a computer programme to extiea curriculum for excluded
students. These activities can be managed suclttgsstun within the school and
require little co-ordination. However, the more dtiolis activities are in their aims
and scope, the more they are likely to need a dovared partnership approach. In
Northshire, for instance, the development of a moterventionist approach in its
community alongside the existing community/enrichtregppproach meant that Caster
school had to seek new partners for its work amooiier community agencies and
organisations. As the scope and ambition of theathie increased, so it began to
have implications for local councils and for thecdb authority, resulting in an
increasing involvement of the LEA in a co-ordingticapacity. This is particularly
likely to be the case for activities which fall wih the community/intervention
guadrant. However, what we have called 'enrichmessttvities may also require a
level of co-ordination beyond the school if theg gargeted at communities served by

a number of schools - as is the case in Eastshire.

5.2. The impacts of extended activities

We set out in chapters 2 and 3 some of the ditfeesilin identifying with any certainty
the impacts of extended school activities bothhis small-scale study and in the field
more generally. Nonetheless, we did collect thet lbesilable data on such impacts
wherever we could. In this section, we will reptre impacts that we were able to
identify from extended school approaches per séhdrfollowing section, we will try to
disaggregate the value added to these impacts ticipation in the demonstration

projects.

Participation

There were a number of schools which were ableototgo high levels of participation
by both students and community members in theirereded activities. This was
particularly the case where community education Wmising. For instance, in Caster
school, over 1000 community members used the saraadi week and it provided a base

for groups that would otherwise be 'homeless'. &@arichool was running 250 adult
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classes for 2000 students and City School claint®&®) ommunity learners. The much
smaller Fieldfare Primary School was nonethelestitg over a hundred adult classes
each year and could point to family-oriented atitgi which were attracting up to 75

families (350 individuals).

Attainment

It was difficult to identify specific impacts ontainment from long-term involvements in
extended activities. This was partly because the® no longitudinal data which could
demonstrate the impact of such involvement andypbecause any hypothetical impact
of extended activities was mediated by so manyrdietors that it was impossible to
identify its independent effect in a study of tkied. Nonetheless, there are some useful
things we can say on this issue. First, the Ofségirts on the schools in the projects
tended to be positive, not simply in their accowftthe schools' extended activities, but
in what they had to say about standards genemlhere appropriate, we have included
these comments in our accounts of the schools.n8Bedevels of attainment in many of

the schools were high.

This was patrticularly the case in the Eastshir@aglsh At Garden School, for instance
Ofsted reported that 69% of pupils passed 5 or regaminations at the higher grades of
'C' or above, whilst at Woolton the figure was 6(B6th LEA and school personnel
pointed out that the LEA performance figures ovenadre high, despite the fact that it
was, in their view, a low-funded authority. Thewiohed that this was not unconnected
with the authority's commitment to extended scraygbroaches. What we can say with
certainty, however, is that it is entirely possiite a school to maintain high levels of
attainment and to be perceived by Ofsted as a gobdol at the same time as it
maintains a substantial commitment to extendedvitieB. At the very least, we can
refute the argument that extended activities aoesearily incompatible with high levels

of attainment and with high quality in the schotsre’ business of teaching children.
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Culture of learning across communities

One impact of extended activities that was helg@art to account for good standards of
attainment was the creation of a culture of leagnatross the school's internal and
external communities. The presence of adult learirethe school building, particularly

where they interacted directly with students and dpenness of the school, as an
educational establishment, to the community werensas overcoming some of the
barriers to learning experienced elsewhere. Fdamg, a governor in Garden School
was a teacher in a school in another authority alieere was no tradition of extended
school approaches. It was her view that in thigiotthool it was an uphill struggle to

convince young people of the value of learning, ehe in Garden "it happens by

osmosis".

In relation to this, some school personnel werenkeetell us that they saw 'learning’ as
being about more than 'standards’, narrowly definéey emphasised, for instance, the
importance of young people learning about diffeeeres they encountered other
community members - older people or people witklgligies in particular - around the
school. The local evaluation on the Southtown itojr instance, reports the following
comment on the impact of allowing children to intew elderly people:
...what it did in reducing that distance between th& and the young was
phenomenal because the young suddenly realisedhbablder people have a
wealth of experience. And the older people begareatise that kids are human;
they are not threatening just because they areounpg.
In our own interviews in Eastshire, school persdmsimailarly reported the impact on the
ethos of the school as a result of having frail tnera of the community in the building.
In the words of one community educator, "It makégeppeople seem real”. There is, he
claimed, a similar impact on teacher-student refesthips when teachers meet their
students in the course of out-of-lesson activitibgy "think of one another as human
beings". The corollary of this was evident, in tBeuthtown primary schools where
parents were trained to become classroom assisséaadksthe local evaluation found,
became much more aware of the school norms ancc&tjpms which impacted on their

children.
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Engagement of disaffected students and communitbers in learning

The impacts noted on schools' communities genenahg particularly strong in the case
of vulnerable or disaffected groups. In some casetsyities were directed specifically at
these groups and we were offered a wealth of atalcdeidence as to their impact. For
instance, we interviewed one mother of a primaryost child who had few formal
gualifications and had been out of work since tmeéidovas born. She was approached by
a community outreach worker in the playground of bkild's school and they had
discussed what would be needed to build her skilts confidence and help her back into
work. Together, they had devised a customised progre of courses and activities

which she was now following with great success.

We had similar reports of impacts on vulnerablelsiis. For instance, one school told us
of an intellectually-impaired young man who had thool some years ago, but who
continued to see himself as part of the schook¥snsonity, was welcomed into school
and undertook work experience activities with thee snanager. More commonly,
schools reported the ways in which their extenddidiies linked into their provision for
disaffected young people. At Garden School, fotainse, students who might otherwise
have been excluded or not attending were, as ¢erviaws with them indicated, highly
motivated by working on a horticultural project wia disability charity associated with
the school. As one of them commented, the projgets you out of trouble”. He is now
taking 3 GCSEs, and told us that he is calmersadas and has developed relationships
with adults who have learning difficulties. Anotheas now also taking GCSEs and was
very keen to tell the rest of the school despiteasmnal taunts about project. Both boys
were highly motivated; they arrive at the projeetdve the staff and want to return once

they have left school.

The value added by the demonstration projects

Given that, at the time of our field-work, the demtyation projects had only recently
begun or, indeed, were still in the planning stage/as difficult to identify any specific
impacts. However, if we set them against the bagkaf the impacts associated with
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extended activities in general, we can see how theke likely add value to these

activities. There are two ways in which this was thse:

Demonstration projects could be used to consolidate enhance existing extended
activities. Fieldfare School, for instance, usedfitinding to support a wide range of
initiatives - funding a family support worker, offieg family literacy classes,
commissioning a study of community involvementhe turriculum and so on - all of
which depended on their being an existing infrattme of community education. As
the headteacher of Town Lane School told the legaluators, she was spending part
of the funding "to complement and further [existiegrichment activities." In cases
such as these, activities were already in placechwhvere yielding the sorts of
benefits reported above. By and large, such scltadmady had a wealth of ideas for
how they would like to develop their activities whthe opportunity arose and the
demonstration project funding simply provided theith the opportunity they were
looking for.

In schools where there were few pre-existing exaédrattivities, or where there were
perceived gaps in provision, there were examplespetific initiatives intended to
address particular issues - such as the breakfdst at Town Lane and Mine Road
Schools. There was also an emphasis in some schaolsestablishing an
infrastructure that would permit activities to bedertaken in future. In some cases,
this infrastructure was physical - Mine Road's gtayind development, for instance,
was intended to create a more secure and attraetiveonment for pre-school
children in order to attract them and their paremt the school premises and begin
the process of establishing contact. Similarlytléfield School's plan to build a
community office and Riverview's new community rowrare the first steps towards
developing much fuller community involvement. Ihet cases, the infrastructure in
guestion was about more than physical facilitieasMobviously, the Northshire
schools' attempts to liase with community ageneied stakeholders was aimed at
formulating a broad community development strategythe basis of which specific

activities could be planned.
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In both of these cases, it is reasonable to claah there was a 'multiplier’ effect in the
demonstration project. Where extended activitiesewadready established, the existing
infrastructure tended to multiply what could be iagkd through the demonstration
project; where there were no such activities, tlogept tended to create an infrastructure

whose impact would be multiplied as it was useddaher activities in the future.

5.3 The management and sustainability of extendeda!sool activities

A major concern for schools considering extendedost approaches activities is
whether and how they can be managed so that theptdonpinge on the ‘core business'
of raising standards. Schools in the three prdjéés had developed or were developing
management structures which differed in two maigsva

* the extent to which activities were managed ati¢liel of the school or at some sort

of area level; and
» the extent to which activities were managed by ehiosleadership positions in the

school or had their own dedicated management steict

In Southtown, activities tended to be managedatetnel of the individual school and by
school leaders. In Eastshire, by contrast, (oeastlin the parts of Eastshire where the
project schools were located), individual extendetivities might be managed at school
level, but community education was managed at &eel. Headteachers were fully
involved in area management, but shared that regpbty with other community
organisations and groups. Moreover, their role éendo be strategic; day-to-day
responsibility lay with community education managat the area level. The situation in
Northshire lay somewhere between the two, withipadr activities managed at school
level, but also with the beginnings of collaboratiarea-based management. A further
difference here was that the group of schools fdren@rimary-secondary pyramid, with
the secondary school initially taking a leadershyte in promoting the area-based

approach.

Given what we said earlier about the different feramd aims of extended activities, it is

not surprising that our evidence does not sugdest any one of these patterns is
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unequivocally better than the others. Where a@witvere delivered by the school and
focused on its students and/or on its immediatenconity, many headteachers seemed
content to accept responsibility for their managetmione spoke of this additional task

as a burden, seeing it simply as one of the mangstthey had to do as headteachers.

However, where activities were more wide-rangingtheir scope, the situation was
different. The Southtown schools, for instance,eMeeginning to feel the need to share
local knowledge amongst themselves and spoke ofids@rability of having a senior
manager with responsibility for extended activiteess these became more complex and
demanded more specialist knowledge. Likewise, twdhe Eastshire heads, heavily
involved in a wide range of community education\aii¢s, spoke of the danger of these
activities making excessive demands on them unhesswere carefully controlled. For
the head at City School, this danger was alreatsality and she felt that both herself
and those of her staff involved in managing extendetivities were beginning to be
distracted somewhat from the school's ‘core busin€kis may have been connected to
the fact that this school served the least socadlyantaged intake of the Eastshire
schools and therefore the management of the sshstafutory provision was in itself
challenging. Likewise, at Caster School in Northshalso serving a non-advantaged
area, it was evident that the senior managemenh te@re taking on substantial
additional responsibilities for managing the sclo@ommunity education provision
(though they had appointed a specialist to do nmic¢his) and leading the area initiative.
Although the senior manager we spoke to saw thia a®rmal part of her role, we
wondered how sustainable this was over the longn tend, particularly, as the area

initiative grows.

The head at Fieldfare School in Eastshire, howewas more optimistic that the
collaborative, area-based management system awbrgedanger. As a relatively recent
appointment, he spoke of the benefits of havingerqgroup of heads who could share
the load and induct newcomers into their extenaéeisr Moreover, because the schools
in this cluster pooled their community educationigets, they were able to appoint high-

guality managers who carried much of the burderiifiem. As he put it:

49



Pay someone to do the job - don't always do its@lbr
He saw his role as being strategic and developrheritaoving things on", not day-to-
day management. It was entirely in line with thpp@ach that he used some of the
demonstration project funding to commission pieoésvork to be done rather than

taking them on himself or asking his staff to derth

The other heads in this cluster took the view thahaging community education was a
normal part of their role and did not impact onitltapacity to undertake other headship
duties. Moreover, in the Eastshire schools, althaahoolteachers could and did become
involved in community education, there were alsante of community education
specialists who delivered courses and undertookeacth work, so that the burden on
teachers was not excessive. Indeed, ready accesmmtmunity specialists meant that
there were educators in the schools who, underogppte circumstances, could support
teachers in their work. In the 'alternative edwmsdtiprovision at Woolton and Garden
Schools, for instance, young people were workinghwnstructors as well as with
schoolteachers. Similarly, at Fieldfare, the ramenitiatives to involve families in
learning was planned and delivered by teacherscaminunity educators jointly rather

than being dependent, as in most schools, on thasbf schoolteachers alone.

Looking at these findings as a whole, they seeladd to the following conclusions:

 Small-scale and tightly-focused extended activitéds not present significant
management challenges and can be undertaken veiigting school management
structures.

* As activities become more extensive and complextiqodarly where the school
already faces other challenges, there is need firdicated management structure,
possibly on a collaborative area basis.

* Although the increasing challenges of larger-seavities impose burdens on the
school, there is a critical point at which it be@smpossible to fund a proper
management and delivery infrastructure which msglfitsupport the statutory work

of the school.
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5.4 The role of the LEA

In all three demonstration projects, the LEA wasaative partner and co-ordinator of

schools' efforts. However, it is also clear thattarms of extended school activities more

generally, the three LEAs played somewhat differelds:

In Eastshire, the LEA had a long-standing systemfidading and managing youth
and adult education at school level. This inclugedcedures for designating
headteachers as community education managers,godngm a small addition to their
salary in recognition of this role, making detailguidance available to schools (on
health and safety, insurance, equal opportunities €0 on), building community
facilities on school sites and co-ordinating plagnactivities at a school, area and
authority level.

In Northshire, the LEA acted responsively to amiative taken by the project schools
and, particularly, by Caster School. It was abladuise the schools and support them
in their efforts to liase with community agencieslarganisations, but did not have a
ready-made infrastructure into which their work Iciofi.

In Southtown, likewise, there was no establishadroanity schooling infrastructure
of the kind found in Eastshire - though, as in Nshire, one of the demonstration
project schools had a history of such work. Howgewesilike the other two LEAs,
Southtown had established an integrated Childramilles and Schools Department,
so that the extended school initiatives taken lyvidual schools formed part of an

authority-wide move towards ‘joined-up' services.

Despite these differences, what is evident istthere is indeed a role for LEASs to play in
supporting schools' moves towards more extendaditag. In each case, the specific
initiatives were very much 'owned' by the schoblst the LEA acted as a supportive
partner, particularly in terms of offering advicedalocking the schools into networks of
community agencies and organisations. In Eastslie,long history of community

schooling meant that this supportive role had becérmmalised. This seemed to bring a

number of advantages:
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* Many of the practical issues around extended schpploaches which concerned
schools elsewhere - to do with insurance, securdijlities and so on - were dealt
with by established systems.

* The three-level planning system (school, area amolevauthority) meant that it was
possible to achieve a balance between local andtgdindeed, national) priorities.
For instance, schools could be responsive to thmesszed wishes of their local
communities while authority priorities ensured sotaegeting of provision towards
some of the less-visible groups at risk of socxalsion.

* The stability of the infrastructure meant that exited school activities had a
guaranteed future and were not dependent on thgyené individual headteachers.
Indeed, we were told that the authority attracteddteachers who were committed to
extended school approaches and it was evidentlithalinterviews we did that
community education was part of the culture of sthaather than something that

was simply bolted on.

On the other hand, the very stability of commursityhooling in Eastshire meant that it
was locked into a model which had its origins impdifferent times and which might be
less successful in areas of greater social sttesthis respect, Southtown's integrated
services approach was more in tune with recentldpneents, even though it was still in
the process of evolution. Southtown was arguably lnetter position to lock the work of
its schools into a series of area-based initiat{&sge Start, New Deal for Communities
and so on) which were not purely educational irirthens and which required close

liaison between professionals from a number ofiplises.

It was also evident that the more reactive approechNorthshire brought some
difficulties that the presence of an establishedagtructure might have avoided. The
initiatives at Caster School were initially the goot of a particularly energetic
headteacher. This gave rise to two problems. Rinste was no pool of experience or
established policies to guide this head and thezdfte school had invested heavily in a
non-LEA consultancy. Not only did this place aniféiddal burden on the school budget,

but not all stakeholders were impressed by theoms of the consultancy process.

52



Moreover, some representatives of other commurggneies whom we spoke to were
unhappy about the domination (as they saw it) efdtea initiative by the school and by
educational concerns - something which might haaenbavoided if better inter-agency

networks had already been established.

Second, the headteacher left shortly before theodstration projects began and a new
headteacher was waiting to take up appointmenhofigh we were reassured that the
new head was committed to community education artie area initiative, there could,

of course, be no guarantees that he would accoedh tthe same priority as his

predecessor. Under these circumstances, the lagktalblished infrastructure meant that
it was difficult to see what would sustain the salgextended role. Indeed, in many of
the schools across all three areas, an energetitdacher was a driving force behind the
school's willingness to undertake extended activiticommendable in itself, but a fragile

basis on which to build sustainable provision.

The implication would seem to be that there aréirdisadvantages in locking the work
of individual schools into a framework of policiasd a supportive infrastructure at local
authority level. There are different models of hthws might be done, just as there are
different models of what count as extended schppr@aches. However, while it is
important for LEAs to avoid stifling school-leveiiiiative, it is also clearly important for

them to be able to do more than simply react th snigatives.

5.5 Managing funding for extended school approaches

Each of the schools involved in the demonstrationjggt received a relatively modest
amount of additional funding to support their woAs we have indicated above, this
tended to be used either to develop existing ex@mtovision in a new direction or to

create an infrastructure on the basis of whichhimractivities could be developed in the
future. It seemed highly likely, therefore, thatstismall investment by DfES would

represent very good value for money, given thellelactivity it would support.

Beyond this, however, there were a number of iseelaged to funding matters:
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Multiplying the effect of demonstration projectdimg

Demonstration project funding was typically juseocsf many sources of funding which
schools and LEAs were calling upon to support thetivities. These sources included,
amongst other things, schools' delegated budgdtdt and youth education budgets,
funding from Learning and Skills Councils, feesnraommunity groups for the use of
school premises, Standards Fund monies, and New f@eaCommunities and
Neighbourhood Renewal funding. This would seemdofiom the conclusion that the
modest investment represented by the project figndias multiplied by being combined

with other sorts of funds.

Given the short time scale of the projects, itas surprising that we had no examples of
project funding being used to leverage money fréhewosources. However, we did have
examples of how this might be done effectivelyhe tonger term. Where schools had
appointed or had access to dedicated managergiofcthmmunity education provision,

these managers typically had as part of their sene responsibility for finding

additional funding. In the Garden School and Waolgwea, for instance, managers of
community provision were able to multiply the delegl youth and adult education

budgets some five-fold from fee and grant income.

We identified a second multiplier effect in termstbe dual use of facilities. Where
schools did not have established community promisibey were often acutely aware of
the unsuitability of their current accommodatiorddmad to invest in upgrading their
facilities. However, many of the schools where thesl happened in the past were now
able to report the advantages of dual use. By aoimdpibudgets, they had been able to
develop facilities and other resources for jointnoaunity and student use which were
better than anything that could have been achideedsingle use. For instance, the
planned development at Seaton creates small tegoteeting areas and ICT facilities
which can be used both by students and by commuuitgwise, the head at Fieldfare

had permitted the Army cadets to place their mggtut on the school site, on condition

54



that when they were not using it, it could be uasdadditional classroom space by the

school and be let out to community groups at aceduate.

The problems of project funding

The demonstration projects were always intendatdeens of exploring extended school

services. However, their short-term nature ineWtddd to problems:

Schools and LEAs were required not only to drawthgdr plans for project activities
quickly, but also to implement them within a vehp#g time-scale. Because all of the
schools were committed to extended school appreaaghé had a clear idea of how
they wished it to develop in their situations, tpé&ans which resulted were
surprisingly coherent. However, it was not readidth expect schools to complete
their implementation in the prescribed time-scaMany activities required
considerable planning, particularly where otheraoigations were involved and
some, therefore, were still at the planning stadeerwthey were evaluated. Some
schools which were adopting a sensibly measuredoapp were understandably
anxious about the consequences of not having shemtfunding by the end of the
project. Clearly, this was not the intention of Bf&nd some consideration may need
to be given to appropriate time scales for fundaxgended school approaches in
future.

A wide range of activities was funded within therdmstration projects. Given this
diversity, however, it was not immediately clearu® what counted as an extended
school activity and what did not. For instance, s@uhools funded developments in
their provision for students at risk of exclusiom @art of the projects, while others
saw this as more properly funded out of other pafrtheir budgets. Whilst this is a
minor problem in an exploratory initiative such thss, the diversity of extended
activities and the different rationales through ethihey can be justified suggest that
this may create difficulties if such activities dended separately, without a clear
definition of what is and is not eligible for fumdj in this way.

Although skill at combining funding from various 8ces was a characteristic of

many of the demonstration project schools, the needo so and, particularly, the
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need to pursue a multiplicity of short-term fundiogportunities was a problem for
many of them. As one community manager put it:
We get fed up chasing money...it's the bane of deir li

Quite apart from the personal frustrations of thaé® had to seek funding, it was
difficult for schools to know what activities theyould be able to sustain in the
medium to long term. This picture was particulasgmplicated where funding was
targeted on an area basis and came from a numlggvefnment departments. The
consequence was that, although schools appeareavilots of ideas for extended
activities, there was a sense that what they dgtdal was dependent as much on
what funding became available under what conditiasmn some well-thought-out
response to properly-analysed need.

The implication of all this would seem to be thatre is the need to find a 'golden mean'
in funding extended school approaches. There ama geasons for supposing that
relatively small investments are capable of legerg other monies to support extended
activities, but that the current situation is sorhatvtoo heavily weighted towards
multiple, short-term sources of funding and mayitatié against a strategic approach to
provision. It may be that a single, stable fundswyrce, particularly if it is used to
employ dedicated managers who can seek other fofrmding and to sustain a basic

infrastructure, will go some way towards redressirgbalance.

5.6 Defining the community's needs

As we saw in the literature review, a perennialéss what we now call extended school
approaches has been the question of how and by wheeds are defined in a
community. This issue appeared also in the dematrtr projects in terms of a tension
between two ways of defining 'needs'. In schoolsciwrhhad established forms of
community education, 'needs' tended to be defingdrms of the wishes of individuals
and groups within the community. The job of theaahwvas then to respond to these
wishes by, for instance, setting up courses omtgtits facilities. In some cases, the
consultation on wishes was formal - as, for instamt the Eastshire system of area-based

planning where parish councils were representecbther cases, the consultation was
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informal orde facto- as in the many community education courses wlned or died
by the number of participants they could recruit.

The other way of defining needs was driven moreptyfessionals who took it upon
themselves to decide what forms of interventionenarthe community's best interests.
This seemed to be related to the perceived levdlsafdvantage in an area. For instance,
Caster School in Northshire, as we have seen, tgera 'traditional’ model of
community education alongside a developing, maerventionist, area-based approach.
However, it saw this interventionist approach ascessary only for the most
disadvantaged of the many communities from whishsitidents came. By contrast, the
head of Fieldfare saw the heavy community involveimm shaping the extended
provision made by his school as a product of itatirely advantaged status. As he
explained, because the local community is seerawasufed, it receives relatively little
external support and has therefore learned to ohgdghor itself. Even here, however,
there was a more interventionist approach to thallspocket' of deprivation which the
school identified in its community.

The danger of this approach is that professiordldefinitions of need might adopt an
entirely deficit view and, moreover, identify defgconly in relation to the schools' task
of raising attainments. This was certainly the viefvsome community agencies and
organisations in Northshire, which became somewimstasy about the negative and
education-dominated definition of the communityéeas that was promulgated, with all
good intentions, by the Education Service. On ttheerohand, educationalists here and
elsewhere (notably in Southtown) were working witla policy framework whereby
particular communities were identified as 'needy aterventions and resources were
targeted at those communities in the same way laso were encouraged to identify
their 'under-achieving' students and to targetvetetions at them.

Clearly, these different approaches to identifymepd relate to the different models

which we identified at the start of this chapted @oint to a dilemma in the development

of extended schools. A responsive, community-ledr@gch respects the wishes and
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knowledge of the community and avoids the dangedomination by professionals and
others who view the community from 'outside’. Hoesm\t only makes sense where it
can be assumed that a cross-section of the comynwilliparticipate in decision-making

and that they will have a full understanding of tmenmunity's long-term needs. Where
this is not the case, professionals may need todre proactive, though this brings with
it the danger of under-estimating the communitysngths and imposing a view of needs

that is dominated by the concerns of professionals.

We did, however, see some examples of how thisndia was resolved. For all its
problems, the attempt to develop an area-basedoagprin Northshire did involve
extensive consultation with community agencies anghnisations. The task for the
educationalists leading this process was now terlisarefully to what was coming back
from the consultation. Likewise, Hilltop speciahsol in Southtown had commissioned
an audit of local needs rather than simply makisguanptions about its deprived
community. In this case, it may well be the facattithe school did not serve its
immediate community which helped it to avoid makaggumptions about it. Finally, at
City School in Eastshire, we spoke to an outreacnker who explained how she
identified and targeted disadvantaged memberseottimmunity but that this led to an
individual dialogue about needs and wishes andahgtdecisions were ultimately in the

hands of the individual community member.

What these examples show is that it is possiblbeitadifficult - to strike a balance
between a proactive approach by professionals @miie hand and genuine consultation
on the other. Crucially, in each of these casdmas did not act alone in defining needs,
but looked for support to professionals outsideosth who might have a somewhat
broader view, not only of what communities 'needédt also of how to go about

consulting community members.
5.7 The professional development of teachers for exded schools

A point made strongly in the local evaluation oé tBouthtown project is that teachers

needed some professional development if they werbetome involved in extended
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school approaches, particularly in terms of howytbeuld best work with professionals
from other agencies. The LEA's view was that tloigld be achieved, in part at least, by
bringing teachers from extended schools togetheishtare experiences and ideas.
Certainly, there was some evidence of the poteatialich networks in Eastshire, where,
as we have seen, new heads felt supported by gpanollaborative group of their peers.
It is also worth adding that there appeared to bal@re of community education in the
Eastshire schools and, although we did not interviewly-recruited teachers, it seemed
likely that they too would experience considerabigport from working in schools
where this culture was well-established. On thesiottand, Caster school in Northshire,
had invested in external trainers to work on aerieive one-to-one programme with its
middle managers, aimed at turning them into 'chaggmnts' in the move towards more
extended school approaches. This programme focumstdonly on the explicitly
community-oriented aspects of teachers' work, g an the implications of adopting a

community perspective within the classroom.

No one model of professional development emergebapreferred one, though some
mixture of targeted training and professional nekivg might well be effective.
However, it is clear that extended school approsdmpose new professional demands
on teachers - particularly headteachers - who bedowolved in it and that some form of

professional development is likely to be needeslgport change in schools.
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6. Conclusions and recommendations

This is a small-scale study drawing on the expegsnof schools in quite different
contexts and with quite different histories. lingportant, therefore, to be cautious about
the conclusions that can be drawn from it and #wmmendations to which it leads.
Nonetheless, there are some clear messages fromookirand it is to these that we now

wish to turn:

6.1 Conclusions

The potential for extended school approaches

It is evident from our study that there are schaold LEAs across the country which are
already committed to what we now call extended stlapproaches, or are keen to
develop in this direction. Although our sample wga#f-selecting, what was striking was
the extent to which schools in different situationere full of positive ideas for
development and were simply awaiting the opporyutot put these ideas into practice.
Although we cannot generalise to all schools, @nse reasonable to assume that a more
wide-ranging initiative to facilitate extended adies would be met with a positive
response in some quarters at least.

The impacts of extended school approaches

A small-scale study such as this cannot do muchenttoan indicate and illustrate the

sorts of impacts which might be anticipated frorteeded activities. In particular:

 There is evidence to suggest that involvement itereded activities impacts
positively on schools' ‘core business' of raisingdents' attainments. This was, for
instance, the view of many of the heads and LEAcef§ we interviewed. Certainly,
there is robust evidence that such involvement,agad appropriately, is entirely
compatible with maintaining high standards of atteent in schools.

* There is good evidence from the research literagupported by anecdotal evidence
from this study, that targeted interventions wahrisk' groups in the school and the

community stand a good chance of fulfilling theibjectives. These might in
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particular involve raising attainments and re-emgggdisaffected groups with
education.

* There is also anecdotal evidence that involvememixiended activities may have a
positive impact on the cultures of schools andrtb@mmunities, particularly in terms
of how learning is viewed and of some notion of camity cohesion. These impacts
are particularly important if education is seerbasg about more than simply raising

attainments.

On the other hand, there is some evidence thalvierent in extended activitiesan,
under certain circumstances, impose burdens orsheati other teachers which distracts
them from their 'core business' responsibilitiesisTnay be particularly the case where
the school already experiences challenges and sémrhave implications for how

extended activities are managed (see below).

Resourcing extended school approaches

There is good evidence that, in committed schoatslEAS at least, a relatively modest
injection of funding stimulates a range of extendetlvities. This is because it tends to
be combined with other forms of resourcing and rnayused to leverage other funding
into the school. This is particularly the caséndre is someone associated with the school
whose responsibility it is to maximise funding fttended activities. There is also good
evidence that the combining of funding sourcesititegted by the dual use of facilities,

generates more and better facilities than mightrettse be available to schools.

On the other hand, the instability of funding fatended activities and the need to pursue
multiple funding sources imposes burdens on schaaold may distort the sorts of
activities which are actually undertaken. Theransapparent need for more coherence

and predictability in the funding stream for thesévities.
The management and sustainability of extendediaesiv

Small-scale and school-focused extended activitaes be managed by schools without

any significant restructuring of the leadershiptsys. However, the more extensive and
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ambitious such activities become, the more likeélisithat they will need a dedicated
management structure so that the burden on sceadéts can be kept under control and
so that extended activities are managed by sometthethe necessary expertise. The
costs of this may well be off-set (at least) if #hdended activities manager has the task

of finding additional funding.

It is also the case that, the larger the scopeteheed activities, the more important it is
for individual schools to be locked into supportivetworks of other schools and/or of
other community agencies and organisations. Suippanetworks may also have a role
to play in promoting the professional developmehtteachers for extended school
approaches. The LEA has a key role in facilitatthgse networks and can support
extended schools in other ways - by developingcpesj setting strategic directions,
providing guidance on technical issues and so &is an be done without stifling the

initiative of individual schools.

Dimensions of extended school approaches

The 'extended school' is one of a number of lap8tshools Plus', ‘community schools',
‘community colleges’, 'village colleges’, 'full \dee schools’) which have been applied to
schools which offer a broader range of servicen thair basic classroom provision and
which, in particular, have close and extensive wmement with their communities.
However, this multiplicity of labels indicates th#tere is no consensus as to what
‘extended school approaches' actually mean inipeadill of the conclusions we have
reached, therefore, have to be read on the unddistathat different schools have

interpreted the concept of the extended schoogéiy different ways.

Our evidence suggests that this lack of clarityléeto generate a range of activities that
have different aims and rationales. We have sugddsiat these can be characterised in
terms of two dimensions: whether their focus isstudents or the community on the one
hand; and whether they aim to enrich a functiomalaon or intervene in identified
problems on the other. This in turn has implicatidor how community 'needs' are

identified, with communities perceived to be disathaged being more likely to have
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their needs defined by professionals and in termth® deficits which professionals

identify within those communities. Some correctivederms of meaningful community

consultation are needed in these situations -laere s evidence that such consultation is

possible.

6.2 Recommendations

In the light of these conclusions, it is possildartake recommendations at three levels:

the school, the LEA and the national level.

The school

Schools should consider involvement in extendedvides and should have
confidence that, appropriately managed, they wilt impair other aspects of the
school's performance and may bring significant wesag, performance and cultural
benefits.

Before embarking on extended activities, schootsukhthink carefully about the
aims of the activities they wish to undertake aralgcale of operation they envisage.
There are many directions open to schools andgsheyld be aware of what these are
and of the implications of each.

Where schools envisage their extended activitiesvasving and/or impacting on the
community, they should give some considerationadw and by whom the 'needs' of
the community will be identified. In particular,e should ensure that they are able
to consult in a meaningful way with community memshe agencies and
organisations. They should beware of adopting defiews of their communities and
of imposing narrow educational priorities on thasenmunities.

Internally, schools should develop management tires for taking forward
extended school initiatives. As these activitieswgrit will be increasingly necessary
for schools to consider having a designated manegeddition to those in their
current leadership structures. They should consilecating the task of maximising
funding to this manager.

Externally, schools should seek to lock themseints supportive networks of other

schools and community agencies and organisatiohgy Tshould consider the
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advantages of managing extended activities onealaasis. They should also look to
the LEA for some leadership in terms of policy dtren and for advice and technical
support.

LEAs

LEAs should develop clear policy positions in regpe extended school approaches.
These should be developed in the light of locatwintstances and of the different
'models’ of extended school approaches that aitabla They should be available to
and clearly understood by schools. Certain policgations may demand a corporate
approach across the local authority as a wholenaayldemand (or be demanded by)
some reorganisation of local authority services &mtling streams (such as the
merger of education and children's services, or deéegation of community
education funding to schools).

LEAs should consider how they can support and détauinitiatives taken by
schools. They should consider how they can bestiggoadvice and technical
support, how they can develop an evidence basacaf heeds and conditions and, in
particular, how they can facilitate networking aag@chools and between schools and
community agencies and organisations. This mayapcplarly important in helping
schools develop a broader view of their role andaecurate picture of their local
communities.

LEAs should consider how they can support the ggdfmal development of teachers
(particularly headteachers) in respect of extensigtbol approaches. They should
consider some mixture of peer support through nedwg and targeted training
programmes.

National

There is sufficient evidence in this study to supploe further promotion by DfES of
extended schools initiatives. The investment chtreély small amounts of funding
might well be enough to catalyse a wide range tiiag given the availability of
other funding streams which could help support wosk..
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Some thought might need to be given to the besbtisay funding which became
available. On the one hand, small-scale and skari-projects such as the present
one have well-known limitations and do not offerpeomising way forward if
extended school approaches are seen as an impdiraction for the school system
as a whole. On the other hand, it would be cournderztive for DfES to fund
directly the wide range of extended activities whsrhools already support from
their delegated budgets and elsewhere. There asthés problem of targeting any
additional funding in such a way that forms of pstwn for which there are
alternative funding streams (for instance, provisior students at risk of exclusion)
do not encroach on any extended schools funding.

In the circumstances, it might make sense to thmkerms of funding an
infrastructure to support the development of ex¢ehdctivities rather than simply
funding the activities themselves. This infrastauetmight be physical (as in some of
the demonstration project schools) and/or mighe tilde form of an extended school
manager who could develop activities, maximise fngdand other resources and
take some of the managerial burden from the hecldéea Given the difficulties
which schools reported in respect of the unpredietaature of funding, it might be
helpful if some core funding were available on adiam- to long-term basis so that
schools could be encouraged to invest in this af@aork, in the expectation that this
would allow them to leverage other forms of fundit@ support their ongoing
activities.

DfES might also wish to consider funding the depetent of extended schools on a
cluster basis. This might be expected to produca@uies of scale (such as sharing
one manager across a group of schools, sharingshef facilities and consulting
with communities on a 'school family' basis) anduldoencourage the development
of area-based approaches. In any bids for additfonding, clusters could be asked
to produce a business plan which would show how theuld fund their activities.
They could also be asked to show how they had ¢t&astheir communities in some
meaningful way in drawing up their plans.

A number of schools in the demonstration projedsduthe additional funding to

carry out audits and feasibility studies. If comntyirconsultation and area-based
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approaches are to be taken seriously, they willireqconsiderable time and energy.
It might, therefore, be helpful to make small amsuof funding available to support
the development of extended school plans, sepgarfateh the larger and more long-
term funding outlined above.

Although extended school approaches are, by defmitielivered at the school level,
it is evident that the LEA has a key role to play terms of advice, support,
networking and co-ordinating the work of schoolshivi an overall policy direction.
DfES might therefore wish to issue guidance to LEAshow they might best play
this role and how that guidance might relate toldleal authority as a whole. It would
be useful, for instance, if schools could be offeeeguaranteed minimum level of
support from LEAs in developing extended activitidhis in turn might require
LEAs to have some clearly-identified structure dffiering such support, which might
or might not take the form of a designated offié@ES might wish to consult LEAS
on how realistic it is to expect them to suppourtsa role from their existing budgets
and whether or not any additional funding for egteh school approaches should be
available to LEAs for this purpose.

Given the many forms of extended school approadd#sS can encourage LEASs,
schools and their local partners to give some thotgthe particular variety/ies they
wish to develop. It may wish to stress the imparéanf avoiding the pursuit of a
multiplicity of unfocused activities by developiragcoherent, overarching strategy.
Forthcoming guidance from DfES is likely to be Help particularly if it enables
schools, LEAs and local partners to be clear wikatifferent options are and what it
is that they are trying to achieve. Amongst the igsyies which need to be resolved
are:

- whether the development of extended activitie®ensas a universal attribute
of a high-quality schools system, or as part obeia inclusion agenda and
therefore particularly relevant to disadvantagezharand groups;

- whether the development of extended activities @snsas necessary or
optional and whether, in the latter case, it is gponsibility of individual
heads and governors, of LEAs or of some other l{edgh as local strategic

partnerships) to decide whether or not to takehigodption.
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Our own view, on the limited evidence availableus is that there are many
advantages in basing 'traditional'’ community edanatn schools, even in areas
which are relatively advantaged. However, other elmdre available for delivering
this service and there is no overwhelming casenfaking it school-based. There are,
however, stronger reasons for developing an extendde in schools serving
disadvantaged groups and areas and for co-ordinttia role with those of a range
of other service-providers. A requirement, or & Wery least strong encouragement,
for schools to develop extended provision in theesas would accord well with the
overall neighbourhood renewal strategy.

In promoting coherent approaches to extended sauidities, DfES will also need
to consider the coherence of its own and of wideregnment policies as they impact
on the extended roles of schools. There was noepedal that taking on such roles
prevented schools maintaining high standards -equfie contrary, in fact.
Nonetheless, some schools perceived tensions hetwese two agendas. The
evaluation of the Southtown project also indicateme difficulties for schools and
LEAs in managing multiple initiatives and fundintreams with different aims,
regimes and geographical boundaries. The implicatiwuld seem to be that, if
schools are to develop extended roles in anythiagerthan an ad hoc manner, they
need a clear vision of how those roles and thedstals agenda fit into their overall
aims and of how this in turn relates to the widaeial inclusion and neighbourhood
renewal agendas.

Extended school approaches have implications faiainteacher training, for
continuing professional development and for leddprdraining. If a significant
number of schools are to develop extended actyitieey will need teachers who
understand the implications of an extended rolettieir work in the classroom and
leaders who understand what it means for their gwmant of the school. There are
issues for DfES (along with the Teacher TrainingeAgy and the National College
for School Leadership) to consider, in terms ofakhieachers should have access to
development in these areas, at what point in tteieers it should take place and

what are the most appropriate modes of delivery.
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As we indicated in the literature review, the resbabase for extended school
approaches is limited, in quality if not in quantitynfortunately, the current study,
though we trust that it will be useful in other wagoes not address the fundamental
weaknesses of the research base in terms of aofadkpth and scale. There still
remains a need to research this area more thorpagtlto synthesise what is known
through one or more systematic reviews of reseawvitlence. DfES might consider
sponsoring primary and secondary research of thi &s part of a wider initiative to
promote extended school approaches. Its fundingh wie National Union of
Teachers, of a study entitled 'Towards Extended@shis a welcome development
in this respect.
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