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Series Editor’s preface

This is a stimulating and timely book. There is a current unease, shared
by many, that the overriding concern with academic targets and school
improvement, risks missing out an important pat of children’s education.
The future health of the country obviously depends on skilled and
knowledgeable people, but it also depends on citizens who are able to
engage productively at personal, local and national levels. The authors
are successful in showing just how important is the personal and social
development of children, and how it should be central to the work of all
schools.

The chapters in this book cover a number of topics: sexual relations,
global citizenship, conflict resolution, school councils, emotional
literacy, use of drama, whole school approaches. It is relevant to both
primary and secondary schools, and deserves a wide readership. The book
works well at several levels. It is seeped in the experiences and practical-
ities of school life — it is written by authors with first hand experience
of school practice. The authors have a keen eye for the rights and the
voices of young people. One of the central and, for me, exciting themes
is personal change: a concern with changing attitudes of pupils and
developing understanding of relationships. But the book also explores
issues involved in the successful teaching of PSHE and Citizenship, and
the links between this and involvement in communities and more global
issues. The book is also successful in showing how school improvement
and governance can be informed by a commitment to personal and social
development and citizenship. As the editors say in their preface, the
book is about PSHE but also about the kinds of schools we want for our
young people. At a time of civic disengagement and personal insecurities
the authors’ concerns have never been more relevant.

Peter Blatchford






Preface

This book is concerned with Personal, Social and Health Education
practice in primary and secondary schools. Developing effective practice
in current contexts is challenging for practitioners. Although the
revised English National Curriculum (Curriculum 2000) gives a greater
and more explicit place to PSHE and Citizenship, for school leaders and
classroom teachers this can seem like yet another thing to add to their
long list of jobs to be done and expectations to be met. Against a back-
ground of central government policy and rhetoric that is primarily
concerned with standards and school improvement, the need to develop
effective practice in PSHE and Citizenship could all too easily slide
down the agenda. Yet the contributors to this book share a belief that
the personal and social development of young people should be central
to the purpose of schools, and that effective practice in PSHE plays a
critical role in fulfilling that purpose.

In current education rhetoric, ‘challenging’ is too often used as a
euphemism for the downright difficult. But the word need not have such
negative connotations. Much of the practice described in this book is
deliberately challenging for the teachers and young people concerned.
[t is practice that expects young people and their teachers to confront
issues in ways that enable them to question the taken for granted, to
make connections between the personal and the social and political,
to understand and explore their own emotions, and to locate themselves
in changing worlds at personal, local, national and global levels.

Challenging practice may mean challenging policy. Much of the
practice described in this book raises fundamental questions about policy
at national and local levels and the extent to which current guidance is
helpful and supportive. Our intention is to provide a book that describes
effective practice and uses that practice to explore theoretical and policy
issues. In common with our previous work we are attempting to situate
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contributions to the book at a theory/ practice interface. Whilst we are
confident that the reader will find many useful ideas for planning and
teaching PSHE, the book is quite deliberately not a handbook for PSHE
and citizenship co-ordinators.

The book relies heavily on the voices of young people and the adults
with whom they work. This is intentional and reflects our belief that
we have much to learn from voices of young people, especially in relation
to their own learning. In addition, we make a strong argument through-
out the book for the rights of young people to be heard, and we are
attempting to model that practice in the writing of the book. In setting up
the case studies we have attempted to enable people to tell a story of
practice, unfinished and sometimes problematic. The contributors repre-
sent a range of practice, experience and interests but share a common
commitment to the personal and social development of all young people.

In Chapter 1 we set a context for the case studies of practice that
follow. We distinguish between PSHE and personal and social develop-
ment (PSD) and provide a rationale for this distinction. We examine the
national PSHE framework and guidelines and raise some issues about
intellectual rigour, separation of PSHE and citizenship, the usefulness
of the framework as a planning tool. We then set out some of the essen-
tial ingredients of effective PSHE practice. Finally we explore some of
the elements of whole school approaches to PSD raising issues around
coherence across the many initiatives; the links schools have with their
communities and the centrality of ethos to effective practice.

Chapters 2, 3 and 4 provide case studies of PSHE curriculum practice
in primary and secondary schools. In Chapter 2 Jenny Wood describes
the planning and teaching of a course in sex and relationships for Year 8
pupils as part of the PSHE curriculum. She describes how the views of
the young people in the school were taken into account in the planning
and teaching of the course. She points to the continuing importance
of making relationships, or what the young people call ‘the stuff around
it’, central to all sex education. In Chapter 3 Andrew Bell describes
Global Footprints, a European Union and Department for International
Development funded project involving primary schools across the UK
and European and Southern partners. The project is concerned with
promoting global citizenship and sustainable development in primary
schools. Andrew Bell explores how, through cross-curricular work and
whole school initiatives we can help to challenge attitudes and raise
young people’s awareness and understanding of global issues.

In Chapter 4 Gill Pooley describes a PSHE scheme of work on rights
and responsibilities for Year 10 students. The work forms part of the new
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GCSE Citizenship Studies and provided an opportunity for the teachers
to strengthen the connections between the personal, social and the
political. The case study demonstrates a pedagogy that is engaging and
demanding of students. The young people talk eloquently about what
they have learned from the work, their voices reveal a sophisticated
understanding of how they have been challenged to review their
attitudes and reconsider their views of the world.

Chapters 5, 6, 7 and 8 provide case studies of broader whole school
initiatives around personal and social development. In Chapter 5 Sally
Inman and Nola Turner provide an account of conflict resolution
projects in a number of secondary schools in the London Borough of
Tower Hamlets. They use the understandings and voices of the young
people and adults involved in the work to make a strong case for the
potential of conflict resolution to contribute to the personal and social
development of young people. However, they also point to the need to
embed this kind of work firmly in routine school practice, in particular
the need for conflict resolution skills and attitudes to be fostered through
the PSHE curriculum.

Chapter 6 focuses on the contribution that school councils can make
to broad citizenship and PSD. Drawing on a research study of school
councils Sally Inman provides some case studies of effective practice in
primary and secondary schools. She argues that there are some important
defining characteristics of effective school councils, largely to do with
their structure, form and scope. She also makes a case for making schools
more democratic institutions, arguing that school councils can only be
truly effective in contexts where the student voice is routinely respected
and listened to. The focus of Chapter 7 is emotional literacy. Martin
Buck describes a collaboration between Lister Community School and
Antidote in which the latter is used as a ‘critical friend’ in a whole school
initiative concerned with using the development of emotional literacy
of staff and students to strengthen the role of personal and social
development within learning and achievement across the school.

In Chapter 8 Miles Tandy outlines two projects in which the devising
and performance of drama were central to deepening children’s under-
standing of issues and raising their self-esteem. Miles uses these examples
to explore the complex relationship between drama and self-esteem,
challenging some common assumptions.

Chapters 9, 10 and 11 take the theme of whole school approaches to
PSD, including PSHE and citizenship. In Chapter 9, Mick Goodfellow
and Jan Hamilton explore the complexities of developing an ethos in
their large primary school. Chapter 10 is the story of a small village
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primary school which OFSTED placed in Special Measures in 1999. In
charting how dramatically the school improved, Gill Winston stresses
the centrality of attending to children’s personal and social develop-
ment. In particular, she explores the specific interventions which were
needed to listen to the views of the children, the need to demonstrate
that those views counted, and the need to attend to the self-esteem of
everyone involved with the school. In Chapter 11 Anne Hudson and
Anna Douglas discuss the interrelated elements of developing a school
for citizenship. Using the term ‘community of practice’ they describe
how Deptford Green School has tried to create a sustained collaborative
dialogue between all members of the school and community in moving
forward. They explore curriculum and whole school initiatives that
engage young people in important questions of local, national and global
citizenship.

Chapters 12 and 13 are concerned with pulling things together and
providing some coherence for schools, teachers and young people.
Chapter 12 looks at the issues involved in leading and managing a school
that is committed to PSHE and personal and social development. Martin
Buck explores some different models of curriculum management and
organisation for PSHE and PSD in primary and secondary schools and
then discusses how Fullan’s notions of effective school leadership might
be usefully applied to the leadership of PSHE and PSD in schools. In the
final chapter we consider some of the implications for future practice and
policy. Drawing together a number of threads from the case studies, we
explore some principles for developing effective practice at school level
in the current climate. We also outline some contributions to the debate
about the future shape and content of the school curriculum, indicating
how many of these place children’s personal and social development as
a central purpose.

This book seeks to make a contribution to the discourse around
PSHE and citizenship at a time of significant national developments in
these areas. We believe that the descriptions of current practice offer
insights and reflections that will support practitioners to develop work
in their own schools. Of equal significance, the book raises questions
about the relationship between PSHE, citizenship and the broader
personal and social development of young people and in doing so poses
some important issues around the nature of schooling, relationships
and pedagogy. Thus the book is both about PSHE and the kinds of

schools we want for our young people.

Sally Inman, Martin Buck and Miles Tandy



Chapter |

Personal, social and
health education:
challenging practice

Sally Inman, Martin Buck and Miles Tandy

It is a warm afternoon in June. A two-day project, which involves all
the Key Stage 2 (7-11) children from a small Warwickshire primary
school, culminates in a performance. Teachers, teaching assistants, a
midday supervisor and a governor all come to watch, but the perform-
ance is not public: the real audience is the children themselves. They
represent, explore and celebrate what they have made, achieved and
learned.

The work began by exploring what the children knew of the story
of Tutankhamun: his life, death and burial; the discovery of his tomb by
Howard Carter; stories of the ‘curse’. They discussed the events surround-
ing the death of Lord Carnarvon and made still images to represent
photographs that might have appeared on the front page of the papers
at the time. To these images they added ‘headlines’ — sensational
representations of the story — all of which alluded to ‘the curse’.

Discussion then moved on to thinking about how and when
Tutankhamun’s mummified body and the treasures which accompanied
it were first placed in the tomb. The children speculated that it was likely
the events were accompanied by some kind of ceremony: they began
by experimenting with carrying a PE bench from one end of their hall
to another, first as if they were just moving it, then approaching and
carrying it as if they were Ancient Egyptians and the bench contained
the Pharaoh’s body. Though few of them had ever been to a funeral, they
brought their collective knowledge of ceremony and how it functions to
bear on their work. They then developed their ideas further by small
groups of children miming the bringing and offering of ‘gifts’ for the
Pharaoh’s afterlife. Their carefully choreographed movement culminated
in a spoken tribute which took the form ‘Oh mighty Pharaoh, we bring
you this . . . (gift) that you might . . . (some reference to the gift’s value
and purpose) in the afterlife’. All the groups then brought their work to
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assemble the ceremony: as each group moved towards the Pharaoh’s
tomb another group played music to accompany them. Once their offer-
ing had been made, children took up a still shape around the sarcophagus
to represent statues ‘guarding’ the Pharaoh. Once the last gift had been
offered and the last statues were in place, the ‘curse’ could be spoken.
The room was then plunged into darkness as the tomb was ‘sealed up’.

The teacher then narrated that, ‘“The statues had stood guard over
the Pharaoh for over three thousand years until one day there was a
scratching and a scraping sound; then came a light; and behind the light
came the figure of a man.” The teacher had negotiated that as she came
into the space with a torch, the statutes would whisper to her as the
light fell on them. The whispers ranged from ‘You’re going to die!’ to
‘Beware the curse!” to a simple ‘Get out!’.

Next the group developed the idea that Carter had a dream in which
he dreamt himself lying where the Pharaoh’s body had, surrounded by
the statues. The dream was enacted by the teacher taking the role of
Carter and lying in place of the sarcophagus. The ‘statues’ talked to him
and tried to convince him that he should leave the tomb undisturbed.
Using the unlikely idea that Carter was convinced by the dream, a
meeting was enacted where Carter went to Lord Carnarvon to try to
convince him of the need to leave the tomb alone. The meeting was
enacted using the drama device of ‘forum theatre’ in which the teacher
took the role of Carnarvon and one of the children played Carter. As
the meeting develops the child playing Carter could stop the action and
seek help from her classmates — she either continued with the role
and took note of their advice or offered the role to another child to
continue the action. The positions the two men took were irrecon-
cilable: rather than be asked to choose between them, the children
were invited to stand along a line which represented the two extremes
of removing all the treasures and leaving the tomb undisturbed. From
these positions they made statements about their thoughts and feelings.

The children also used ICT to create a representation of Carter’s
dream. They planned and captured images using a digital camera, man-
ipulated them using photo-editing software, recorded and manipulated
sound files, and assembled the sounds and pictures using Microsoft
PowerPoint. The result was a powerful, frightening evocation of the
dream.

So on that June afternoon the work all comes together. The children
stand in two lines down the sides of their darkened school hall. One by
one groups run into the space and take up their stills representing the
newspaper front pages; they shout their headlines over and over again
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until the sound is like a room full of competing street newspaper sellers.
The sound reaches a crescendo and stops. The children return to their
places and enact their burial ceremony. Rather than walk into the space,
the teachers shine torches into the tomb from the four corners of the
hall with an effect reminiscent of searchlights penetrating the darkness
of the tomb. The whispers begin. Then comes the PowerPoint dream: as
the work was developing the projector had accidentally projected the
image onto the ceiling, the extreme ‘keystone’ effect leaving an almost
coffin shaped image. The children decided to keep that for their perfor-
mance. When the dream is over the children move out of their statue
shapes and take up positions to make statements about the rights and
wrongs of disturbing the tomb. These final statements are a moving
tribute to the depth of thought that the children brought to their work
and the understanding they took from it.

But where in the curriculum does such work belong? Was it history?
There can be no doubt that considerable liberties were taken with his-
torical accuracy both in the enactment of the ceremony and the events
surrounding the discovery of the tomb. Drama, then? Performance was
certainly the key to the way in which these children were affected by
the issues that surround archaeology. ICT perhaps? The children’s skills
developed markedly as they made their representations of the dream, but
it was not part of a planned ICT curriculum.

The work took an unashamedly cross-curricular approach. But this
approach not only exploited links between subjects; the personal and
social development of those children was a core purpose of the teachers
who planned it. These young people were invited to engage with ‘big
questions’ surrounding the rights and wrongs of disturbing the Pharaoh’s
tomb, and given the chance to be affected by these issues through a
multiplicity of media and modes of expression. Throughout they needed
to work collaboratively and put their work into a collective ‘whole’.
Their comments during and after the performance indicated that many
of them were deeply affected not only by the issues that the work had
raised, but also by the high quality and power of their own work.

This example of primary practice raises some important pedagogical
issues that have implications, not just for how we might teach lessons
as part of a Personal, Social, Health Education (PSHE) curriculum, but
for how a school committed to the personal and social development
(PSD) of young people might approach any teaching and learning. The
approach is essentially collaborative. There is a strong sense of teacher
and learners engaged in a common endeavour to explore and understand
something of importance to them all. The views and contributions of all
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are welcomed and valued and teacher and learners feel safe to make
them. The learners are subtly yet deliberately engaged with the subject
matter, then encouraged to enquire further and more deeply. The
learners are given time to reflect on their learning, not only through talk,
but by having access to a range of other media. They use Information and
Communication Technology (ICT) (and develop their ICT skills con-
siderably) in context to support and deepen their learning. The work has
a question of deep human significance — a moral question, at its heart,
and the teacher uses a number of devices to make that question relevant,
accessible and discussible for the young people involved. The teacher
does not set out to teach the children that archaeology is right or wrong,
rather to explore some questions that surround it. There are abstract
concepts such as respect and justice at the heart of the work, but they
are explored within contexts that are meaningful and relevant for the
learners, even though those contexts are well beyond their daily experi-
ences. The work is carefully designed to allow for a range of abilities and
learning styles, allowing all the learners to begin to access the ideas at
its heart. The teacher has expertise: specific skills and knowledge are
needed at different times to inform and extend the learning. But she also
goes through a learning process herself. She expects to be part of the
learning process and recognises the complexities of the issues she raises,
enjoying the experience of having her own understandings challenged
and extended. We would contend that such pedagogy is essential for the
effective teaching of a PSHE curriculum. But should pedagogy belong
to the PSHE curriculum alone? If a school puts the personal and social
development of young people at the heart of its purpose, should not all
teaching and learning have these ingredients?

How do we describe the work? Is it PSHE? Is it cross-curricular work
that is used to promote the children’s personal and social development?
Why does the question matter? You might say that as long as young
people get opportunities to engage in work like this, it doesn’t matter
what we call it and how we place it in the curriculum. But the reality may
be that many young people get few, if any, such opportunities. What we
call it, how teachers understand and teach it, how it is planned for within
the curriculum, what resources are directed towards it — all these matters
will have a profound effect on the extent and quality of such work.

National Curriculum 2000

The revised National Curriculum (NC 2000) marks an important
change for schools and teachers that are committed to making the
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personal and social development of their young people central to the
educational purpose. For the first time in England we have, at a national
level, an explicit rationale and aims for the school curriculum; moreover
one in which the personal and social development of young people
would seem to have the centre stage. The section in the National
Curriculum handbook that describes the values, aims and purposes of the
curriculum would suggest an explicit recognition by the government
that the proper purpose of education is very centrally to do with the PSD
of young people.

Foremost is a belief in education, at home and at school, as a route
to spiritual, moral, social, cultural, physical and mental develop-
ment, and thus the well-being of the individual. Education is also
a route to equality of opportunity for all, a healthy and just
democracy, a productive economy, and sustainable development.

(NC 2000)

The school curriculum should promote pupils’ spiritual, moral,
social and cultural development and, in particular, develop prin-
ciples for distinguishing between right and wrong. It should develop
their knowledge, understanding and appreciation of their own and
different beliefs and cultures, and how these influence individuals
and societies. The school curriculum should pass on enduring values,
develop pupils’ integrity and autonomy and help them to be respon-
sible and caring citizens capable of contributing to the development
of a just society. It should promote equal opportunities and enable
pupils to challenge discrimination and stereotyping. It should
develop their awareness and understanding of, and respect for the
environments in which they live, and secure their commitment to
sustainable development at a personal, local, national and global
level.

(NC 2000)

These are bold and complex aims and purposes; to realise them in
practice will be challenging for all schools. The fact that the basic struc-
ture of NC 2000 was not underpinned by such aims and purposes but
added later have made this challenge more difficult, even for those schools
with a central commitment to the personal and social development
of the young people in their care.

The National Curriculum 2000 includes two ‘new’ elements or
subjects in the curriculum: Personal, Social and Health Education
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(PSHE) and Citizenship. There is, for the first time, a national frame-
work for PSHE Key Stages 1-4, albeit non-statutory. Citizenship is made
a statutory subject from Key Stage 3. This potentially gives PSHE a
status and role within the curriculum that it has not achieved before.
As the reader will be aware, the history of PSHE has largely been one of
low status, especially in secondary schools, with occasional moments
of prominence due largely to prevailing moral panics at any one time.
We must ensure that the current prominence does not turn out to be
once again a temporary response to current moral panics to do with, for
example, the level of teenage pregnancies, the lack of interest in
mainstream politics amongst young people, or their levels of drug use.
The current national importance given to PSHE makes it critical that
we, as it were, ‘seize the moment’ and develop a curriculum and practice
that makes a real and lasting contribution to the PSD of young people.

PSHE and PSD

This book is concerned with the theory and practice of Personal, Social
and Health Education (PSHE) in primary and secondary schools.
However, it is not just concerned with the practice of PSHE as con-
stituted within the taught curriculum but how such practice supports
and contributes to the overall personal and social development (PSD) of
young people. We believe that it is important to distinguish between
PSHE and PSD. In our view the term PSHE is best used to describe that
element of explicit and often discrete curriculum provision that schools
construct as a specific contribution to PSD; the latter is essentially whole
school and therefore the responsibility of all members of the school
community. Why is the distinction so important? For us it is not just a
question of terminology but is to do with how we most effectively con-
ceptualise and organise schools so as to make young people’s personal
and social development central to our purpose. For us, PSHE is a necessary
but not sufficient ingredient in a school’s provision for PSD.

The distinction between PSHE and PSD has been often blurred in
national policy and guidelines. There is a history of confusion and mixed
messages around the terms. As a result national policy and guidance has
often been less than helpful to schools and teachers as the terms are used
with varying meanings and often as if they were interchangeable. For
example, in the late 1980s during the development of the first National
Curriculum HMI produced a document as part of their series Curriculum
Matters (HMI 1989). This was entitled Personal and Social Education
from 5 to 16. The paper set out a definition of what HMI called PSE.
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In this paper personal and social education refers to those aspects of
a school’s thinking, planning, teaching and organisation explicitly
designed to promote the personal and social development of pupils.
... Personal and social education is concerned with qualities and
attitudes, knowledge and understanding, and abilities and skills in
relation to oneself and others, social responsibilities and morality. [t
helps pupils be considerate and enterprising in the present, while
it prepares them for an informed and active involvement in family,
social, economic, and civic life. It plays an important part in
bringing relevance, breadth and balance to the curriculum.

More recently the same confusion of terms can be seen in some of the
QCA guidance on PSHE and citizenship. For example, in ‘Personal,
social, health education and citizenship at Key Stages 1 and 2’ (QCA
2000) we are given a definition of PSHE, derived from the report of the
National Advisory Group on PSHE (National Advisory Group on PSHE
1999). The definition states that, PSHE comprises all aspects of schools’
planned provision to promote their children’s personal and social
development, including wellbeing.’

Surely all aspects of schooling should be explicitly designed to
promote the personal and social development of pupils? Isn’t this what
education is about? Should PSHE then be the school curriculum?

The confusion can have some unfortunate unintended consequences.
On the one hand, it can lead to schools reviewing their PSHE curriculum
programmes in line with the new requirements in the belief that these
programmes will in themselves take care of the personal and social devel-
opment of their young people. In secondary schools this has long been a
danger where too often PSD has been the responsibility of PSHE rather
than the responsibility of all. On the other hand, in primary schools
there has been a danger of a different kind, where PSD is sometimes
‘everywhere and nowhere’ in that although PSD is apparently central to
everything, there is a lack of explicitness about precisely when and
where it happens in a planned and systematic fashion. For primary
schools there is an important and different discussion to be had about the
place of PSHE within the curriculum. Should it be added into the already
crowded timetable as an extra ‘subject’? Should individual teachers be
expected to make explicit ‘PSHE links’ in all their curriculum planning?
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The PSHE framework

One of the difficulties that schools and teachers face in planning their
PSHE within a broad provision for PSD is the nature of the frame-
work for PSHE. The framework contains both what are essentially broad
PSD learning outcomes alongside more narrowly defined learning
outcomes that can clearly be met within the PSHE curriculum. For
example, the Key Stage 3 PSHE guidelines contains both precise areas
of knowledge and skills such as ‘basic emergency first aid procedures and
where to get help and support’ and ‘basic facts and laws’ alongside broad
areas of learning such as ‘how to empathise with people different from
themselves'.

In essence, some of the learning outcomes outlined in the framework
cannot be achieved through PSHE in itself but require a whole school
approach in which PSHE plays a vital but clearly defined role alongside
other subjects and broader school practices and structures. The guidance
for PSHE and citizenship does acknowledge this and suggests that both
will be best ‘delivered’ through a combination of discrete curriculum
provision, whole school activities and through other subjects. However,
it is not PSHE that is best provided through this combination of
provision but PSD.

Despite these confusions we should be hopeful that more high quality
and effective PSHE will become more central to the work of schools and
to the experience of the young people in their care. However, there are
some serious pitfalls in the current configuration of PSHE. The pitfalls
revolve both around the nature of the framework and guidance for
PSHE and in the separation of PSHE from citizenship from Key Stage 3
onwards. The issues are not unrelated, as we shall see.

The PSHE framework outlines the knowledge, skills and understand-
ings to be taught (there is no explicit mention of values and attitudes
though they underpin many of the statements). It describes the oppor-
tunities that young people need to develop these attributes and a
summary of what young people should learn in each key stage, including
subject links. The problems revolve around what is to be taught both in
relation to the nature of the ‘content’ and in relation to curriculum
planning. Whilst the non-statutory status of the framework means that,
in theory, schools and teachers have the freedom to do things differently,
there is a danger that, for example, the pressures of time, overcrowding
of the curriculum and Ofsted inspections will encourage schools to
stick largely to what is suggested in the framework. The QCA schemes
of work and the flurry of handbooks and guides coming from commercial



PSHE: challenging practice 9

publishers, especially for citizenship, are perhaps unintentionally
encouraging this.

Rigour

For us one of the significant weaknesses is the lack of rigour and critical
edge in the PSHE framework. Complex and difficult issues and problems
are too often reduced to simplistic, unproblematic statements, which
too easily end up sounding like exaltations. As a group of PGCE students
remarked when looking at the framework, ‘It feels at times as if it is
implying that as long as young people are taught these things they will
somehow develop into “good, healthy citizens™. For example, some of
the statements within the section ‘Developing a healthy, safer lifestyle’
reduce complex and often fraught areas of our lives to somewhat
simplistic statements about being healthier and safer.

What makes a healthy lifestyle, including the benefits of exercise
and healthy eating, what affects mental health, and how to make
informed choices.

(PSHE and citizenship framework Key Stage 2)

What is a healthy lifestyle? What exactly does affect mental health?
These are immensely complex questions which need to be explored in
ways that acknowledge the range of economic, political, social as well as
personal issues that affect our health. Of course young people must be
made aware of the importance of a healthy lifestyle. However, knowing
what makes a healthy lifestyle is one thing, being in the economic, social
or personal position to act is another. We cannot always make informed
choices if we haven’t the material or social means to do so. The frame-
work has a tendency to individualise health in a way that suggests that we
can stay healthy if we know certain things and practise particular skills.

In the Key Stage 1 section of the PSHE framework we are told that
children should be taught ‘To recognise, name and deal with their
feelings in a positive way’. If only it were that simple! Naming and
dealing with our feelings is a complex and lifelong struggle for most of
us. Maybe the implication here is that if children are taught it before
they are seven, then they will avoid this struggle in later life — one doubts
this. Lived reality sometimes has a nasty way of making things more
rather than less difficult.

Essentially, the framework lacks a conceptual base; the tools of
analysis and critical thinking are strikingly absent from it. This leads to
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guidance around critical areas being presented in ways that obfuscate
the complexity of the issues involved. This doesn’t help young people
come to terms with the issues in the context of their own lives. For
example, there are many references to stereotyping, prejudice, bullying
and racism. This is welcome. However, it is difficult to see how young
people can understand these critical areas of oppression and learn to
challenge them without developing the conceptual tools to do so.
Concepts such as power, equality and justice are essential tools in under-
standing such issues. [t is by exploring these concepts and applying them
to real life situations that young people develop the knowledge and skills
to challenge such thinking and behaviour.

In contrast, the national guidance for education for sustainable
development (ESD) (QCA 2002), and developing a global dimension
in the curriculum (DfES 2000), place importance on conceptual devel-
opment. Ironically, many of the concepts provided in the guidance
for these areas are central to PSHE and their inclusion would strengthen
the existing PSHE framework. Table 1.1 shows the concepts for a global
dimension and Table 1.2 shows the concepts for sustainable development
education.

Table 1.1 Developing a global dimension in the curriculum

Citizenship

sustainable development
social justice

values and perceptions
diversity
interdependence
conflict resolution
human rights

Source: DfES (2000)

Table 1.2 ESD

interdependence

uncertainty and precaution

citizenship and stewardship
sustainable change

quality of life

needs and rights of future generations
diversity

Source: DETR (1998)
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The guidelines for global citizenship produced by Oxfam provide a
further very useful example of a more conceptually based approach
(Oxfam 1997)

A planning tool?

The framework is not a useful planning tool for PSHE. Teachers have
already discovered that it does not easily lend itself to planning topics
or themes in any meaningful way. In order to plan coherent PSHE pro-
vision teachers are required to take the framework apart and develop
themes and topics that pick up aspects of the different areas. Teachers
are well practised in these kinds of exercises and there is now some
very helpful planning material emerging from NGOs, LEAs and com-
mercial publishers. The PSHCE Co-ordinator’s Handbook, by Noble and
Hofmann, for example, is a particularly useful resource for planning
(Noble and Hofmann 2002). However, it remains a matter of regret that
the framework has not been designed in ways that make it more
immediately usable as a curriculum-planning tool for PSHE.

PSHE and citizenship

In our view the separation of PSHE from citizenship from Key Stage 3
is a major weakness. What is PSHE if it is not about citizenship in its
broadest and most meaningful sense? The separation, put together with
the problematic nature of the PSHE framework, would seem once more
to suggest that PSHE deals most effectively with the personal whilst
citizenship deals more effectively with the public and political. With this
goes another message which is that citizenship is more intellectually
challenging and deals with ‘hard’ things whilst PSHE remains ‘soft’, thus
replicating the long held view of many teachers and young people that
PSHE is easy and can be taught by anyone. The fact that citizenship at
Key Stage 3 is statutory and has attainment targets further underlines the
difference in status.

We see this separation as reproducing a false and unhelpful distinc-
tion between PSHE and citizenship. As we have long argued, effective
PSD provision, including PSHE and citizenship, must engage pupils at
the interface of the personal and social, there must be a constant inter-
play between the two for effective development to take place.

Personal and social development involves engaging pupils in
thinking about, inquiring into, discussing and confronting issues
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that have simultaneously, profound importance both at a deep
personal level and at a societal and global level.
(Buck and Inman 1991)

The words of Mark Smith remain compelling:

Helping people to meet developmental needs must involve edu-
cation in politics and in making plain the values and assumptions
that underpin their work. Personal problems and experiences can
only be fully understood and acted upon when they are seen as both

private troubles and public issues.
(Smith 1981)

The fact that many schools are integrating citizenship within the PSHE
curriculum is a hopeful sign. However, where this isn’t happening there
is a worrying possibility that young people will have less opportunities
than they might to engage in issues in ways that enable them to see their
relevance both for their personal lives and for the wider, including the
global, society.

The separation has given rise to other, perhaps unintended con-
sequences. Citizenship, with its new statutory status and assessment
requirements has understandably become the focus of attention for
national guidance, professional development and publishers. The flurry
of activity around citizenship has not yet been seen around PSHE.
Perhaps that will change as citizenship ‘beds down’ but if not this will
give a further message to teachers about the lower status and priority to
be given to PSHE.

Effective Practice in PSHE

We have been critical of aspects of the ways in which PSHE is described
in the NC 2000. We have discussed the lack of rigour and critical edge
and the separation of the personal from the social and political. How
then would we define effective practice in PSHE? For us there are some
defining characteristics of effective PSHE practice:

1 PSHE should confront, challenge and affect young people at both
an intellectual and a personal and emotional level. PSHE should
confront young people in a powerful way, at all these levels,
enabling them to question their own and others’ attitudes, views and
understandings. It should have the capacity to help young people to
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question, and sometimes change their worldviews. It should develop
the tools whereby young people are better able to shape their own
lives and ‘make a difference for the better’. PSHE should foster the
development of an interconnected set of knowledge and under-
standings, skills, values and emotional growth.

Integrating the personal and the social -
I'l September 2001

The need for a balanced and integrated approach between the personal
and social can be well understood by the events of 11 September 2001.
This event was dramatically brought into the homes of many millions of
households throughout the world. The sophisticated communication
link between the USA and Europe meant that the immediacy of the
event thrust schools in the front line of supporting, interpreting and
making sense of the damage and loss of life. There were questions about
what had happened, who was responsible and why. Schools were imme-
diately caught up in the feelings of anger, loss, and fear. The magnitude
and immediacy of the feelings of both students and staff was over-
whelming. Many schools nevertheless understood their responsibility
to contain the emotional response, whilst attempting to create oppor-
tunities for pupils to reflect on their own feelings and responses inside
a rational framework of explanation. Schools dealt with this event in
different ways. Emergency staff meetings were called in some schools
to digest what was known and to gauge immediate student and staff
responses. Senior staff worked with their colleagues and developed
advice papers and guidance over the remaining days of that week.
Numerous assemblies were held, and opportunities were provided for
students to share feelings and thoughts. Many lessons were given over to
making sense of what had occurred. By the second week many students
had been given the opportunity to analyse media coverage of the events
and their aftermath.

In many inner city multicultural schools the response was far from
straightforward. This was especially the case in schools attended by a
majority or large minority of Muslim pupils and staff. [t became clear that
there was no simple ‘one world’ view on the events. Emotional responses
were automatically combined with social and cultural responses that
were often being shaped from another continent with again the power
and immediacy which satellite broadcasting brings. Muslim students
in particular were being offered at the very least other versions of
where responsibility lay and who might have carried out the actions in
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Washington and New York. These versions encapsulated a more sceptical
view and, from some quarters, hostility towards United States hegemony.

These schools were faced with an immense challenge. The challenge
concerned how to establish a moral framework, including an abhor-
rence to the loss of life, in which to discuss the event whilst, at the same
time, acknowledging the complexity of the personal, social and political
motives and actions of those directly involved. Many schools in London,
Birmingham, Bradford and other large diverse multicultural cities
struggled to keep emotional responses and political judgements from
overspilling into acts of verbal aggression and occasional violence in
corridors and playgrounds. Many schools were aware of the need to
work tirelessly to keep talking to their pupils and listen to them, as well
as taking advice from, and working with, community groups.

Our experience of 11 September both directly, and as reported to us
by friends and colleagues, was that schools played a significant role in
supporting, guiding and containing emotional responses to the events
and their aftermath. But they also offered a moral and political frame-
work for individuals and groups of students to reflect upon their own
feeling, attitudes and opinions around this significant world event.
Inevitably some schools had a more significant impact than others,
depending on the willingness of staff to engage in complex matters, and
the degree of positive liaison with parents and the community which
were afforded to those involved, often in different social and cultural
community contexts.

There is one thing of which we are certain, no school could ‘manage’
this significant piece of learning by dividing the personal from the social.
In our judgement this was neither possible nor desirable. This meant
that the focus was sometimes on exploring the links between al Qaida
and the Taliban; the different media images in newspapers and TV news
coverage in Karachi and London; or with older secondary students US
foreign policy in the Middle East and Afghanistan. Time was also given
to dealing with anger and loss through talk, prayer and various modes
of writing in support of containing what appeared at first was as the
uncontainable. But at significant points this spectrum of the personal
and social had to be brought together, not just for those pupils in primary
schools but for older students, secondary schools and colleges. For this
act, however terrible, was a human act, carried out by human beings
in the name of a belief and vision of a different world. It had to be
understood by other human beings, young and old, from diverse cultures
and social settings and in doing so it had to be ‘felt’ however differently
and partially.
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2 Effective PSHE should be intellectually rigorous as well as personally
challenging. Young people need to be able to understand and use
concepts such as power, interdependence, equality, and justice as
ways of making sense of the issues and problems that they explore.
Issue based PSHE without such rigour is not helpful to young people
as it makes it difficult for them to analyse the issues, draw compari-
sons and conclusions. As a result they may be more knowledgeable
about the issue, but unable to locate it in historical, social and
political arenas. Concepts are essential elements of the intellectual
tools young people need to make sense of particular issues and to
translate their understandings to other issues.

3 Effective PSHE demands a pedagogy in which young people actively
participate in their own learning and experience a range of teaching
and learning styles. Readers will be familiar with many of the
approaches we can use to promote such pedagogy. There is also much
useful current guidance for teachers on effective PSHE pedagogy.
For example, the Teacher’s Guide for Citizenship for Key Stages 1
and 2, 3 and 4 contains many useful ideas on how to engage young
people in active learning in and out of the classroom (QCA 2002).

An effective pedagogy in which active learning is central and the
teacher is also a learner will embrace a range of learning activities.
These include circle time, collaborative group work; enquiry based
activities including investigative research; simulation and role-play;
media analysis; and community involvement of various forms. The
case studies in this book provide examples of such learning activities
in operation.

4 Effective PSHE is predicated on the quality of the relationships
between young people and adults and between young people
themselves.

At the heart of education is the relationship between teachers and
learners and by extension the relationship between learners — young
people themselves.

(Robinson 2001)

The way that adults behave and communicate with each other, with

students and with parents send important and telling messages.
(SCC 1995)

The quality of the relationships between adults and young people
within PSHE lessons is central to effective practice. The kind of PSHE
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we will be describing can only take place in a relationship of trust and
mutual respect, and in a learning environment that enables young people
to feel good about themselves (McBer 2000). If young people are to feel
able to express their ideas and emotions then they must feel that the
adults take what they say and feel seriously (Fielding 2001).

There are implications here for the attributes required of teachers
to work in this way with young people. What kinds of knowledge,
understandings and skills best enable teachers to relate to young people
in the ways described above? Are these the attributes that are currently
at the heart of the training process or continuing professional develop-
ment? What role does the personal and social development of teachers
play in enabling or hindering effective PSHE? How can teachers help
young people to confront important personal and social issues if they are
not confident or experienced in doing this for themselves?

PSHE and whole school PSD

Coherence

As the reader will be aware, in the lead up to NC 2000 a number of
advisory groups were set up to produce recommendations around aspects
of personal and social development. Thus we saw the publication of the
advisory group on citizenship’s report (Crick Report 1998), the advisory
group for PSHE (National Advisory Group for PSHE 1999), the report
of the panel on sustainable development education (The Panel for
Education for Sustainable Development 1998) and All Our Futures, the
report of the advisory group on creative and cultural education (DfEE /
DCMS 1999).! In addition, a working group at the Department for
International Development (DfID) was set up to work on development
awareness within formal education. During this same period there was
further pilot work on spiritual, moral, social and cultural development
and the work on school and community values through the National
Forum for Values in Education and the Community continued.? The
range of different working groups and advisory bodies is significant in
that it meant that, from the start the curriculum revision in relation to
PSD was likely to reflect the political lobbying power of the various
groups. Things might have been different had the ill-named Preparation
for Adult Life group (PAL) been formed first to draft some overall
framework to which the various aspects of PSD would contribute.

We have also seen the rise of other allied national initiatives; for

example, the Healthy School Standard (Healthy School Standard
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2000), thinking skills (DfEE 2000), global dimensions (QCA/DfEE
2000), sustainable development education (QCA 2002). There is a
renewed concern with emotional literacy in schools (Antidote 2001)
and a welcome increase of interest in a range of wider curriculum projects
and strategies aimed at fostering aspects of pupils’ personal and social
development. We ourselves have been involved in work around school
councils, peer mentoring programmes, and conflict resolution projects.
Significant work is going on in schools around, for example, peer
education, extra-curricular activities, and community involvement.

At one level this is exciting; PSD, including PSHE and citizenship,
are central to a whole range of current national and local initiatives.
However, the reality for schools is complex and contradictory. Schools
are being asked to implement a range of PSD initiatives at local and
national level. Some of these initiatives would seem to make claims to
be the appropriate overall framework on which to hang other develop-
ments around PSHE and citizenship. So senior managers of schools
are sometimes in a position where they feel as if they have to make
choices between being predominately a healthy school, an Eco-school,
an emotionally literate school, or a school committed to global
citizenship, or a community school.

So whilst this is a time of high profile for PSD, PSHE and citizenship,
the situation for schools is not straightforward. Schools are often left to
make the decisions about what kind of whole school framework might
best enable them to hang a range of what can seem quite disparate
and competing initiatives. The decisions that schools make have critical
implications for a whole range of school matters including curriculum
organisation, time allocation, use of specialist staff, and extra curricular
activities.

How can schools best respond to this situation? How can they develop
more coherent whole school provision? First and foremost, schools
will need to have developed an explicit curriculum direction in which
PSD is central. The strength of this direction will need to be such that
the school can remain ‘on course’ in the face of the many other initi-
atives that come each day. This will require commitment and collective
responsibility at the highest level. Schools will need to identify some
generic whole school PSD learning outcomes for their young people.
This will involve identifying the knowledge, understanding, skills and
attitudes that underpin a range of initiatives, including those within the
PSHE framework and citizenship. There will also need to be mechanisms
by which to identify and distinguish the contributions of various aspects
of school provision to the overall PSD of their pupils. For example,



I8 S.Inman, M. Buck and M. Tandy

schools will need to decide which areas of knowledge, skills and attitudes
are best promoted through the taught PSHE/citizenship curriculum and
which are most effectively promoted through whole school schemes such
as school councils, peer mentoring, or conflict resolution programmes.
These two elements are clearly not mutually exclusive approaches and
will need to reinforce and complement each other in an explicit whole
school approach.

The school and its communities

Effective PSD and PSHE require schools that have strong links with
their communities. The PSHE framework, guidance and the citizenship
programmes of study and schemes of work stress the importance of young
people having opportunities to actively engage in a range of commu-
nity activities. However, developing and sustaining effective community
links is not unproblematic for many schools. For example, any urban
school is likely to be working with a number of differing local com-
munities, whose interests may sometimes be in conflict. The school’s
priorities may be perceived differently by its business community, by its
religious faith communities, and by the various political groupings which
surround it. Schools frequently are sites of educational and cultural
conflict, in which competing demands are expressed within the broader
political, local, regional, and national arena. Furthermore, some schools
operate in communities that are characterised by deprivation and
increased inequality. Racism and racial harassment is a regular experi-
ence for some young people and their families both in their own homes
and for young people in travelling to and from school. The increased
hostility towards refugees; heightened negative relationships between
different groups in the community are all, in part, symptoms of this
inequality as much as they are part of the daily lived experiences of many
school students and teachers.

There is a danger in painting a dispiriting and negative picture of
the experience of many working-class families, including those from
minority ethnic backgrounds. In practice, many of these communities
are involved in active work towards social change and improvement
and are supported by their local schools. Nevertheless the point remains
that many schools operate in difficult circumstances within communities
under pressure. In these contexts active involvement within the
community requires sensitive planning.
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Ethos

Much has been written about the importance of school ethos both in
providing coherence for PSD and in facilitating effective PSHE (SCCC
1995; Eisner 1994). Later chapters of this book have much to say about
the centrality of ethos to effective practice. However, we should remind
ourselves that ethos is about the lived experience of teachers as well
as pupils. An ethos that reflects and promotes PSD will take the PSD of
teachers as seriously as that of pupils. For example, if we seek to stress the
importance of co-operation and collaboration we have to design school
organisations so as to make it possible for teachers as well as pupils to
collaborate with each other. If we take the student voice seriously then
we must also listen to the voices of teachers and other adults within the
school community. Otherwise we talk about what we cannot accomplish
(Fielding 2001). Schools have discovered these complexities as they
have attempted to realise their stated aims and ethos.

Conclusion

This chapter has attempted to set a context for the case studies that
follow. We have argued for a PSHE practice that is emotionally and
intellectually challenging, integrates the personal and the social, and is
set within a whole school context in which the PSD of young people is
central. The case studies explore the nature of that practice and the
whole school contexts in which it can best operate.

Notes

1 Itis worth noting that All our Futures was a more radical document than the
others in that it suggested a complete rethink about the school curriculum.

2 The values for education and the community from the National Forum are
reprinted in the NC 2000.
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Chapter 2

‘The stuff around it’:
Sex and relationships
education within PSHE

Jenny Wood

The national context

In June 1999 the government published a report on teenage pregnancy.
The report outlined a national teenage pregnancy strategy. The
government’s aim is to halve conceptions to people aged under 18 by
2010 and to reduce the social exclusion of people who do become young
parents.! The government took this step because every year there are
nearly 90,000 conceptions to teenagers in England and the effects for the
56,000 young women who give birth can include poverty, unemploy-
ment, poor health and isolation.” In addition, the daughters born to
these young women are more likely to become teenage parents them-
selves® and a cycle of social exclusion can begin. These figures are the
highest in western Europe. Teenage birth rates in the UK are twice as
high as in Germany, three times as high as in France and six times as high
as in the Netherlands.*

There has been a lot of media attention about teenage pregnancy,
which has put forward a range of groups that are to ‘blame’ for this
situation, including schools, parents, health authorities, the government,
young people and even the media itself. There have also been a number
of conflicting arguments about the role of Sex and Relationships
Education in combating the problem, with some people thinking that
there is too much and others not enough. Young people themselves
say that the Sex and Relationships Education they have received is too
little, too late and is too focused on biology.” The problem is that there
are many complex reasons why young people become parents.

The government acknowledges this complexity and it sets out four
key problems in its report.
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The report’s analysis has also shown the complex set of problems
that contribute to the UK’s high rates of teenage conceptions and
exacerbate the poor outcomes for those who do go on to give birth:

e sex education here often does not equip teenagers with the facts
or with the ability to resist pressures;

e access to and knowledge of contraception is patchy;

e there are too many British teenagers who look at their prospects
and see no reason not to become parents; and

e not enough is done to get those who become parents back into
education and on the road to a job.°

The government goes on to say that ‘no one group can achieve by
itself a reduction in teenage pregnancy rates’ and sets out a strategy to
include both local and national government; health and education and
housing; and a national publicity campaign.”

As part of this strategy funding has been given to education
authorities to tackle the issue and in the borough where I work some of
this funding has been passed on to schools to develop their own projects.

The local context

I teach in a borough in South East London. Schools were invited to bid
for funding for specific projects. Five secondary schools made successful
bids. One school decided to focus on specialist support for parents.
Another decided to use parenting simulation dolls. At my school we
decided to focus on sex and relationships education for Year 8 students
and to design a scheme of work that would involve young people and
would develop self-esteem. Funding was used to appoint a co-ordinator
and to provide time and resources that would not otherwise be available.
The Pregnancy Prevention Project has lasted for just over a year and
has included the development, implementation and evaluation of the
scheme of work.

To understand the project it is important to know something of the
context of the school. I work in an 11-16 comprehensive school that is
classed as ‘facing challenging circumstances’. It has around 750 students,
more boys than girls. More than half of the students are eligible for free
school meals and a higher proportion than that are on the register
of special needs.® Many students come from communities that have high
levels of social and economic deprivation. The aspirations of our stu-
dents are often low. Within the area there is a strong community feeling
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and many families have stayed and plan to stay in the community for
years. Many students come from families where teenage pregnancies are
the norm.

There is a relatively new senior management team and over the last
three years the school has gone through rapid development. Many
initiatives have been introduced to improve the school and it has gone
from being in special measures to now being classed as low priority by
HMI (March 2001). I mention this because it is directly relevant to
the ‘mood’ of the school and therefore has relevance for anything that is
part of the school. It is a very exciting place to be and everyone (staff and
students alike) feel that they are contributing to something that is
getting better and there is a keenness to be involved in new projects.

The project was directly linked to the aims of the school, which has
raising self-esteem and involving students at its heart. This meant that
it supported and was supported by a range of other initiatives in the
school. One of the most significant developments within the school is
the move to involve all students and staff more directly in decision-
making processes. In particular, older students have been given respon-
sibilities as monitors around the school; the role of the school council is
being developed; and a peer supporter’s scheme has been introduced.
Some of these students became involved in the Pregnancy Prevention
Project.

PSE is timetabled as a discreet subject and students have one 50-
minute lesson per week throughout years 7-11. It has traditionally been
designed and taught by the senior management team. This has a number
of effects: PSE is highly regarded by senior management and students
and is used as an important way of teaching and reinforcing the school
ethos; there are rarely discipline issues; students enjoy the close contact
they have with the senior management team; and new initiatives to
establish good practice are often implemented through PSE. These
factors are relevant to the outcome of the Pregnancy Prevention Project.

Students are banded according to academic achievement right across
the curriculum. This is a new structure and its effects are not yet fully
understood. Banding means that PSE is taught in ability groups and
[ have found that this affects discussions within lessons. Later on I
describe how banding affected the Pregnancy Prevention Project and
this is clearly an area that is worth further research.
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The Pregnancy Prevention Project

The school submitted a bid to the local authority in July 2000 to develop
the project. It set out the aims and objectives of the project.

Aims

To develop awareness of the ways in which teenage pregnancy can
be reduced.

To work with outside agencies in developing assertiveness among
male and female students in relation to their sexual choices.

To build upon existing practice in the school in relation to peer
supporting developing a focus on sex and relationships education.
To develop research skills through involvement in action research.

Objectives

To work with appropriate outside agencies and peer mentors to
devise a programme of assertiveness training with a particular focus
on sex and relationships education.

To deliver the programme in tandem with peer supporters.

To monitor, evaluate and write up the project through an action
research based approach to ensure the work is sustainable for future
years.

To evaluate the project in relation to new guidance for PSHE and
citizenship education.

The project started in October 2000 with my appointment as co-

ordinator. Initial discussions led to further aims that I believe
characterise the values of the project. These were:

To directly involve students in the planning and development of the
curriculum.

To promote the knowledge, skills and understanding to enable
students to challenge stereotypes both explicitly and implicitly. In
particular, cultural differences, gender and sexuality.

To develop the relationship skills of students including self-esteem,
assertiveness, listening and negotiation.

To incorporate a range of teaching and learning styles, using resources
and materials for students of all abilities, and to incorporate literacy,
numeracy and ICT.
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The starting point for our Pregnancy Prevention Project was to talk
to our young people about what they thought were the causes of teenage
pregnancy and about their experiences of sex and relationships educa-
tion. We then used this to inform the scheme of work. I welcomed the
opportunity to get students directly involved in making decisions about
the curriculum and they enjoyed being listened to and seeing that their
opinions were noted at the beginning and end of the course.

The first step was to give questionnaires to the peer supporters. These
students were very mature and had a developed understanding of the
issues around sex and relationships education. They were asked at what
age they thought it was appropriate for young men and women to start
sexual relationships. The vast majority of students thought that it was
appropriate for young people to start sexual relationships at 16 years
and above. However, they thought that it was normal for young people
to start sexual relationships one to two years earlier than the age they
thought was appropriate. As the students were completing the question-
naires it was apparent that these students had benefited from training
and time and space to develop their views about issues facing young
people. I was concerned that they were not representative of students’
opinions as a whole. Therefore, [ gave questionnaires to the whole school
through form tutors [Appendix 2.1]. This had the added benefit of giving
a focus to registration time and involved form tutors in the project.

The results were very similar to those I received from the peer sup-
porters. | looked at a range of responses from students of different ages,
abilities, and responses from boys and girls. There were no significant
differences in responses from these different groups.

When asked about the appropriate age for sexual activity they again
said 16 and above and again put the normal age for sexual activity at one
to two years earlier.

Students were also asked about why they thought that young people
started sexual relationships and why young people got involved in
teenage pregnancy. The response was very varied. However, few students
thought that ‘to get benefits’ was an important reason for teenage preg-
nancy. Their responses would seem to demonstrate that young people
are not necessarily influenced by tabloid headlines and that they thought
carefully about a range of reasons.

Students were asked about their knowledge of a range of contraceptive
choices. Most students had at least heard of the range of contracep-
tives available but few felt that they understood them. Students across
the board knew more about condoms and the pill than other choices,
which confirms what I would expect.
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Perhaps the most interesting results came from the section where they
were asked what they thought they should be taught in sex and relation-
ships education and at what age. They were given a wide range of options
and the space to add their own. Most students thought that everything
should be covered at some point and were thoughtful about the age at
which each topic should be taught. Many thought that sex and relation-
ships education should start in primary school. Most students, however,
thought that Year 8 was the most appropriate time for most topics. I was
surprised with the awareness of students and the wide range of opinions
that they held.

[ then interviewed a mixture of students [Appendix 2.2]. I hoped to
get qualitative rather than quantitative results and to get a feel of the
attitudes held by young people and what they wanted from their sex and
relationships education. Some of the students were peer supporters who
were experienced speakers and listeners and some were Year 8 students
who were going to be taught the course.

The students were able to describe the attitudes young people had
about sex and sex and relationships education. It was these attitudes that
were informative, fascinating and, at times, alarming. They were clear
about what they wanted out of their relationships but were pessimistic
about what actually happened.

I think people want that lovey dovey thing where you go to each
other’s houses and your parents are alright with it and you like
each other, you both love each other the right amount and you
take each other out. I think that’s what people want these days
but they don’t usually get it so they go for sex.

There’s peer pressure, pressure from friends. People say I've had sex
and its good or whatever and you should go and do it with your
boyfriend but it shouldn’t work that way. It should depend on
whether you want to or not.

The first time you have sex should be special because once you lose
your virginity you're never gonna get it again. It should be right "cos
it’s not like the adverts ‘Oh, I've lost my virginity again’.

This particular comment led to a discussion about the role of the media
in young people’s attitudes. One student was disappointed by the image
of young mothers that soap operas give and felt that these images
influenced young people.
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[ think that that situation made things worse with teenage preg-
nancy because Sonia [Eastenders] was like ‘oh, I've got a baby, I'll
put it up for adoption’ and some girls think ‘oh, if I get pregnant
[ can put it up for adoption’ and Sarah in Coronation Street she had
a kid but it’s all alright, she goes to school, she goes out ’cos her mum
looks after it. My mum wouldn’t look after it.

The students spoke a lot about the differences between young men
and young women.

From the boys’ point of view, I've got five brothers and they say
I’'m gonna go out and feel a girl up. The boys just want one thing.
The girls are like ‘I love you so much’ but my brother isn’t really
interested.

With a boy it would be like yeh, go on there, but with a girl it would
be like you're a slag.

It’s very hard for girls because they get pressured into doing it by
their friends when their friends are lying and saying that they’ve
done it with their boyfriend. They’ve got to get the time just right
because if everyone else hasn’t done it and they do it they become
different from everyone else and if they haven’t done it when
everyone else has they're still different.

Relationships are very important. If you haven’t got a boyfriend it’s
like you're ugly, you can’t get one and if you go from boyfriend to
boyfriend then again, you're a slag. You can’t win.

These comments on gender were particularly interesting because
they didn’t reflect the views shown in the quantitative results I got from
the questionnaires. When talking to the young people about their
experiences | found that they still felt that there were different expec-
tations for young men and young women. However, when looking at
their responses to the questionnaires these views were less apparent.
When asked at what age they felt it was appropriate for young men and
young women to be sexually active and at what age they felt that young
men and young women were actually sexually active, students, regardless
of age, gender or ability said the same ages for young men and young
women. [t seemed that the students wanted the attitudes towards young
men and young women to be the same but that they felt that there was
nothing they could do to make this happen.
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The attitudes that the students outlined supported the already
existing aims of the project. They brought it home to me that it was
important to continually challenge gender stereotypes and to make
young people feel that they can make a difference to prevalent attitudes.
The interviews also confirmed that young people need training in
how to get the relationships they know they want. It frightened me that
the young people I spoke to seemed to be resigned to accepting the
reverse of this.

The students were able to give some details about the changes they
would like to see in sex and relationships education.

They should give you more detail about sexually transmitted
diseases, not just say there’s this one and this one.

They should tell you more about babies "cos I've got a baby sister and
it’s a lot different than what you think.

They should show you what a condom looks like and how to put
it on.

They should tell you stuff at a younger age ’cos people are having sex
at a younger age so we should be taught younger.

Another thing is the teacher, they shouldn’t be embarrassed.

In science it should be the nuts and bolts but in PSE it should be all
the stuff around it.

I then got the opportunity to interview one of our young mothers
who had given birth to her son six months previously and had returned
to school to complete her GCSEs. Her eloquent and open account gave
me a real insight into the issue of teenage pregnancy and I am sure that
her account would have surprised a lot of young people who thought that
it was difficult to get pregnant.

For me I was unlucky ’cos I only ever done it once and I was caught
out straightaway. Some people think you don’t get pregnant just like
that. For me it was harder because I'd never slept with anyone, I'd
never done anything before. It was my first proper boyfriend and
[ was with him for a year and a half before anything happened. I slept
with him once and then I fell pregnant . . . I thought I was mature
enough to have sex but [ wasn’t mature enough to talk about it
first.
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She had interesting comments about her own sex and relationships
education and suggestions for changes.

I don’t think they gave us enough information about actual preg-
nancy, they mainly focused on disease and stuff like that. I think
they should have spoken to us individually, girls and boys, that’s
what I think they should’ve done because boys, they just muck
around, whereas girls they take it much more seriously than the boys
do. There should be more detail about children and what it would
be like for children to have children . . . If I was at a young age and
[ was thinking, yeh, kids are easy and if someone said to me what it
was really like it would change my mind.

She really wanted the opportunity to tell younger students about her
situation and felt very strongly that she didn’t want others to end up in
a similar situation.

I don’t want to see kids going through what I'm going through now
because everything I do boils down to my kid now. I would tell kids
what it is really like, it’s not something you can just put down, it’s a
lot harder. You get all emotional. You know that things are gonna
change, that your friends will go out and you’ll wanna go out. My
mum would let me do that but I don’t feel that [ wanna do that now
but [ know that I've got a kid and I've got responsibilities now. I
think I'd tell the kids that it ties you down and just messes your head
up . . . When the baby came along everything changed. I got all
emotional and was thinking that [ didn’t want the baby . .. When
your friends are all going out you think I'm missing out on a lot and
I'm gonna miss out on a lot. .. think if I could’ve done things
differently [ believe [ wouldn’t have done it in the first place because
life isn’t all about sex, it’s about having a life . . . Me and my boy-
friend, we were getting on okay before the baby was born, we were
really close and everything, but as soon as the baby came along there
was arguments and we just broke up. I didn’t keep the baby because
[ thought he’'d stay with me, [ kept the baby because it was my mis-
take. But if | knew what I knew now I wouldn’t have kept the baby.

This young woman told me how she had been alarmed by the
numbers of other young women who had approached her when she was
pregnant, and who had been excited about the prospect. She had also
been approached by a number of young women who feared they were in
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the same situation. They had chosen to talk to her rather than anyone
else in the school. She made the issue real and there was nothing
glamorous about her story.

We planned for her to talk to groups of students as part of the cur-
riculum. In the end her situation became more complicated and she was
unable to do this. I have no doubt that this sort of peer contact would
be very valuable and perhaps the most effective way of reducing teenage
pregnancies. However, it is very likely that there will be practical
problems with this sort of peer contact, which makes it very difficult for
PSE teachers to incorporate real life examples into the curriculum. In
the end, I used published, written accounts of young people. These were
useful but lacked the impact of having a local teenage mother who could
answer students’ questions.

The Lessons

The voices of these students informed both the values and the content
of the scheme of work. The scheme of work aimed to develop relation-
ship skills, such as assertiveness, listening and negotiation and to develop
knowledge and understanding of puberty, sexual organs, self-esteem,
motivations for sexual activity, relationships, contraception, the effects
of early sexual relationships and in particular teenage pregnancy. See
Table 2.1 for scheme of work.

The first two lessons were designed to equip students with the tools
they would need for the rest of the course. Lesson 1 established ground
rules for the group and revised knowledge of sexual organs and termi-
nology. Lesson 2 looked at self-esteem, with the aim of providing a core
message about how to ensure we are able to make positive choices.

The next two lessons were designed to get students to think about the
relationships they wanted and the choices they wanted to make within
those relationships. Lesson 3 examined why young people embark on
sexual relationships and reinforced the message about positive choices.
The lesson looked at pressures surrounding sexual activity and set up
alternative choices for young people. Lesson 4 examined what makes a
good relationship and emphasised that students should choose a good
relationship and not end up in a bad one.

The next three lessons were designed to empower students to put into
practice the choices they wanted to make. Lesson 5 gave students the
space to practice, through role play, different relationships skills. Lesson
6 and 7 gave students information about contraception and how to
access sexual health services.
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The next two lessons looked at the possible effects of a sexual
relationship and the effects that not making positive choices can have.
Lesson 8 asked students to think about the choices that come out of
different situations. Lesson 9 focused on teenage pregnancy and the
experiences of young parents. The final lesson allowed students to reflect
on what they had learnt and gave them space to get any unanswered
questions answered.

The lessons were designed in a way in which students would first learn
about and discuss issues as a whole class or in small groups. They then
got the chance to reflect on the issue in terms of their own lives. This
was accomplished through a student diary that contained worksheets to
guide them through thinking about the issues.

All the lessons and the materials produced were designed to tackle
stereotypes and to develop students’ understanding of equal opportuni-
ties issues. This was done explicitly through discussions. For example, in
Lesson 3 students discussed gender stereotypes and double standards
when looking at young people’s motivations for sexual activity.

Stereotypes were also challenged implicitly, particularly through the
examples used in scenarios. In Lesson 2, when looking at the issue of
self-esteem students were given five scenarios about different stages of a
relationship (Figure 2.1). They were asked to discuss possible outcomes
and to think about which outcomes would enhance self-esteem and
which would undermine self-esteem.

In the third scenario when one young person wants a relationship to
become more sexual, it is ‘Ellie’ who wants the relationship to progress
and ‘John’ who does not. I think that this implicit challenge of gender
stereotypes is important in encouraging young men and women to feel
more comfortable about their own experiences and challenges the
impression that the students had that it is okay for young men to be
sexually active and not okay for young women.

[ think it is important to explore why young people still feel that there
are double standards imposed on them when they don’t agree with those
double standards themselves. It is also important that teacher responses
to questions asked by young people continually challenge stereotypes by
giving answers that are relevant to all students.

The examples used in scenarios were also important in challenging
students’ attitudes about sexuality. In the second and fourth scenarios
non-gender specific names were used so that students could make their
own conclusions about the sexuality of the couples. I had expected
students to assume that the couples were heterosexual but they asked
immediately whether they were boys or girls. I responded by asking them
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Julie has fancied a boy in the year above her for a while; she has decided
to ask him out.

Sam and David have been seeing each other for a few weeks. David is
describing Sam to his mates but he doesn’t realise that Sam can hear him.

Ellie and John have been going out for a while and Ellie wants the
relationship to be more sexual. She isn’t sure why they haven’t gone
further than they have. She decides to talk to John about it.

Louise and Jamie have just had sex for the first time.

Nathan is listening to his friends talking about their relationships. He has
never kissed anyone and wants to ask them what it is like.

Figure 2.1 Scenarios about relationships

whether it made a difference to the task and they were happy that it
didn’t and made their own conclusions about the gender of the charac-
ters. Some groups chose to make the couples heterosexual and some
chose to make the couples homosexual. Their reaction to the issue of
sexuality arising in the lesson was different to that I had experienced
before. Usually, some students would be very vocal and negative about
the issue but in this instance where the reference to sexuality was more
low key they seemed more able to think about the situation and come to
rational conclusions.

Care was taken to ensure that pictures and examples reflected a range
of cultures but not to reinforce assumptions made about different cultural
attitudes about sexual activity. It is important to allow space for differ-
ence in the classroom but not to impose difference on students from
different cultural backgrounds.

There were two underlying principles to the scheme of work. These
were to provide factual information to enable positive relationships and
to give students the opportunity to reflect on skills to negotiate positive
relationships. Early on in the course students learnt about self-esteem
and thought about the effects of low and high self-esteem. They then put
this in the context of relationships using the above scenarios. Some
students were unable to identify why self-esteem was relevant to Sex and
Relationships Education but the lesson did encourage positive relation-
ships within the classroom, which enabled more constructive discussions
later on in the course. Students were then taught explicitly about what
makes a good relationship and assertiveness skills. They then used what
they had learnt to role-play difficult relationship situations. These skills
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were reinforced two weeks later when students used role-play to think
about how they would negotiate the use of contraception. Students
responded very positively to this opportunity to practise what they had
learnt.

Teaching and learning styles

We employed a wide range of teaching and learning styles in the unit.
Our aim was to use learning activities that could engage all students in
the course. Circle time was used to establish ground rules in Lesson 1 and
students were able to set out their own learning objectives for the course.
Using circle time early on in the course established a non-threatening
environment for discussions. This method was revisited in Lesson 9
when students discussed their attitudes towards pregnancy and
parenting. They were given statements Figure 2.2 and were asked to
discuss whether they agreed with the statement or not.

Contraception should be the responsibility of women

A father is someone who brings up children, not someone who makes
them

Men need to know about contraception

It’s very important for a man to have a job

If you get pregnant you should have the baby

It is a woman’s choice whether to have an abortion or not
Women should always get custody of the children

If a woman gets pregnant she is a slag

Men don’t have to be responsible until they have a family
Being a parent is fun

To be a good parent, all you need is love

Figure 2.2 Statements for discussion

Students were more confident in expressing their opinions and had
developed their speaking and listening skills.

Students were able to experience some of the emotions they were
learning about. For example, when students entered the room for Lesson
2 about self-esteem they were greeted with a compliment and then asked
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to reflect on how that had made them feel. At the end of the lesson they
were invited to compliment anther student before they left the room.

Kinaesthetic learning was used in a variety of ways. In the first lesson
students attached labels to large diagrams to learn about sexual organs.
In Lesson 6 the School Nurse was invited into the lesson to talk to
students about contraception and students got the opportunity to see and
touch the different methods available.

Students practised their discussion skills on a number of occasions.
In Lesson 4 they practised negotiation skills by having to reach a whole
class consensus on what makes a good relationship. They started by
thinking of three ideas individually and then had to explain their
examples and listen to others to come up with a short list. This activity
also used kinaesthetic learning, as students were able to move around the
room if they agreed or disagreed with one of the statements.

Students used brainstorms to examine their ideas about the motiva-
tions that young people have for sexual activity (Lesson 3). They also
used this method to think about difficult situations that arise in relation-
ships and to think about the effects of early sexual activity (Lesson 8).

Students were given the opportunity to manipulate the information
they were given. After brainstorms, students were asked to categorise
the examples they had come up with. After learning about the different
methods of contraception students were asked to think about which
methods were suitable for young people (Lesson 7). By asking students
to think further about information their learning was reinforced.

Students were able to think about real life examples. In Lesson 9
students read accounts written by young parents and used the information
to think about the consequences of teenage pregnancy.

In each lesson students were given the opportunity to work in a range
of groups, sometimes as a whole class, then in small groups or in pairs,
and they finished the lesson by working individually. In the groups they
practised what they had learnt in role-plays. In pairs students thought
about the comments that parents make to their children about sex and
thought about the effect that double standards can have. During every
lesson students had to contribute to whole class discussions.

At the end of the lesson students reflected on what they had learnt by
completing a diary. This consisted of an evaluation sheet that encou-
raged them to review the lesson. They then completed a worksheet
on the theme of the lesson and asked them to think about the topic in
relation to their own experience.

To support the lessons a wide range of books and leaflets were made
available to students. They were able to access these from the peer
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supporters rather than having to ask an adult. This also had the effect of
encouraging literacy, and many students who were reluctant to read
chose to borrow books.

Student views on the course

After the course I interviewed a range of students of different abilities,
some peer supporters, some not; some had been interviewed before, some
hadn’t. I happened to interview them in banding groups because of the
timetable. This proved interesting. The group of low-banded students
was incredibly hungry for any information and knew clearly what they
wanted from sex and relationships education. The group of high-banded
students were much more laid back and identified no needs regarding sex
and relationships education. They also commented that it didn’t really
matter because they ‘didn’t have a test in it’.

This issue would need much more research but it seemed to me that
the high-banded students were ‘younger’ in terms of sexual development
and did the activity that the teacher set without demanding that
their needs were met. They were more focused on facts and wanted
information.

The low-banded students, on the other hand, knew what they needed
and felt more strongly about demanding it. They wanted biological
information ‘got out of the way’ in Year 7 with just a reminder in
following years. They repeatedly asked for ‘more stuff about feelings’ and
what came out most clearly was that they wanted a forum to discuss
relationships and how to have a good relationship.

‘I kept saying that we should do stuff about relationships but we just
kept doing stuff about the body.’

The students’ wants for the course matched closely the aims of
the course but it appeared that they still felt dissatisfied. It seems that
there is a real conflict between making sure students understand how
everything works so that they have the knowledge to discuss sex and
relationships and making sure that there is still time to have the
discussion.

All of the students thought that role-plays were good.

‘The role-plays were cool ’cos when you get older you’re gonna have
to talk about stuff and it’s good to practise it now.’
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They had clearly enjoyed taking part in role-plays about relationships
and wanted more of these so that they could practise how to conduct
themselves in different situations.

I was surprised that they wanted to be put off having sexual relation-
ships. I had carefully avoided the dictatorial, ‘don’t do it’ approach and
instead had gone for encouraging students to make positive choices and
to avoid sexual activity until it was right. They agreed that they didn’t
want a teacher telling them not to have sex but said that they did want
to be ‘put off’ and wanted more discussion about why young people
shouldn’t have sex.

‘We should have discussed it as a class and said the reasons why we
shouldn’t, then it might have got through to people. I think that if
we should have done relationships a bit more ’cos obviously we're
growing up and people have boyfriends and girlfriends and that but
we weren’t really influenced. I'm not saying they should have said
don’t do it but a bit more on how not to do it.’

These comments pose a dilemma for teachers. How can you influence
young people away from sexual relationships without saying ‘don’t do it’.
The students themselves gave a good solution. They enjoyed using role-
plays to explore their feelings about issues and wanted to be empowered
to come up with their own reasons. This again shows how mature and
eloquent the young people were in knowing what they wanted from sex
and relationships education.

The students made useful comments about grouping. They wanted
the opportunity to discuss some things in single sex groups.

‘I wanted to be in little groups of about 10 and only with girls.
Especially for personal stuff. Then, other things, that everyone needs
to know, come back together.’

They were also frustrated by students who made inappropriate comments
and students ‘who were bragging when it’s nothing to brag about’. They
wanted to be grouped according to behaviour but realised that it
wasn’t possible to exclude students who weren’t behaving appropriately.
They also understood that people were being silly because they were
embarrassed. This again needs looking at more closely by educators.
Somehow we need to be able to expose young people to sex and relation-
ships education when they are mature enough for it but before it is
too late.
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[ was particularly interested in their views about the student diaries.
[ had hoped that these would be a way to get young people to really think
about the information they were getting in terms of their own lives. I was
disappointed by the outcome. Too often, there was not enough time for
this reflection and the diaries demanded too much of the students. The
students [ interviewed did not like them at all. However, their responses
did give me ideas on how to develop them in the future.

‘I think it was a good idea to think about things but even though
miss said that it wouldn’t go out of the lesson people were looking.
[ would like a blank diary to take home or to talk to someone that
you want to talk to.’

‘Less able’ students needed the worksheets to guide their thinking, but
the ‘more able’ students commented that they liked the opportunity to
reflect. They found that the worksheets were too restrictive and they
wanted the opportunity just to write what they thought generally. I still
believe that it is important to encourage students to reflect on what
they have learnt in relation to their own lives and this provided an
opportunity for them to plan for the future to some extent. However, the
format of these diaries was too restrictive and time consuming.

The variety of learning styles used enabled students of all abilities
to become engaged and students commented that they found that the
course was at the right level. ‘Less able’ students were given support
through worksheets, which reinforced the examples they had been given
orally. ‘More able’ students were expected to demonstrate their learning
through extension role-plays and written explanations. Whole class
discussion enabled the teacher to support and challenge where necessary.

Conclusion

Students overwhelmingly commented that they had enjoyed the course.
I too, enjoyed the opportunity to put extra time and resources into
developing and evaluating a scheme of work.

[ feel that in this scheme of work we tried hard to empower students
with the knowledge and skills to make positive choices about their rela-
tionships. However, at the end there were still issues about whether
individual students had had access to what they needed, when they
needed it. | think that there needs to be more work done on making sure
that young people have flexible access to the information and support
that they need.
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[ am left with many questions about the effect that ‘ability’ has on the
needs of young people with regards to sex and relationships education.
[ would like to look more deeply into issues around banding and PSE.

The key to this scheme of work was the core values that it tried to
encourage. These were established with the students at the beginning.
This meant that all the content and skills that were then ‘taught’ had
meaning and focus.

For me, the most important thing I have learnt in doing this project
is that it is young people themselves who need to guide Sex and
Relationships Education. They are very clear and responsible about what
they want to know and incredibly inventive about how they can learn.
[ am looking forward to working with them in this way more in the
future.

Notes

1. Teenage pregnancy: Report by the Social Exclusion Unit (1999: 91).
2. Teenage pregnancy: Report by the Social Exclusion Unit (1999: 6).
3. Teenage pregnancy: Report by the Social Exclusion Unit (1999: 6).
4. Teenage pregnancy: Report by the Social Exclusion Unit (1999: 6).
5. FPA (2000)

6. Teenage pregnancy: Report by the Social Exclusion Unit (1999: 90).
7. Teenage pregnancy: Report by the Social Exclusion Unit (1999: 91).
8. Data from 2000-2001 as documented in an HMI report, March 2001.
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Appendix 2.1: Sex and young people
questionnaire

Please answer the questions as fully as you can. If you don’t understand a
question move on to the next. All responses will remain confidential. Hand back
to your tutor or Ms Wood.

Form
Areyou Male [J Female [J
(N 12 O 13 0O 14 0O 15 0O 16 O

I) Why do you think young people have sex?!
Please number all answers you think are relevant starting with | for most
important and so on.

Pressure from other people
Pressure from partners

Fun

They are curious

As the next step in a relationship
To hold on to a partner

Other (please specify)

ooooood

2) At what age do you think it is appropriate for young people to start having
sexual intercourse?

Young Men Young Women
I d |
12 O |
13 O |
14 | |
I5 O |
16 | |
17 | |
18 O |

Other (please specify)
Depends (please explain)

3) Please circle above the age you think is young people normally start having
sex.




Sex and relationships education 47

4) Why do you think young people have babies?
Please number all answers you think are relevant starting with | for most
important and so on.
Poor sex education g
They plan to g
Lack of contraception (|
Contraception not working O
Pressure from friends/partners |
They don’t have other plans for the future (|
To get benefits or a flat |
Other (Please specify) |

|

5) Think about what you already know about contraception and for each
contraceptive say whether you have heard of it, know a little bit about it, or
whether you know everything about it.

Heard of Know a little about Understand

Male Condom O O O
Female Condom O t o
Combined Pill O O O
Progestorone only/Mini Pill O O O
Injection O U U
Implant O O O
Diaphragm/Cap O ] ]
IUD/Coil O O O
Spermicide O O O

6) Please circle the methods of contraception above that you would consider
using.

7) Do you want to have children? Yes [ No [
If yes, at what age? Under 18 [
18-21
21-25
25-30
30-35

Over 35
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8) Look at the topics listed below. Which do you think you should be taught as
part of sex education (please tick) and at what age do you think they should
be taught (5-16)?

Add any other topics that you think have been missed.

Topic Yes, it should Age
be taught

Puberty

Menstruation (periods)

Masturbation

Sexual organs

Fertilisation

Contraception

Abortion

Places to get support and health advice

Sexually transmitted diseases

Relationships

Safer sex

Discrimination

Body image

Assertiveness skills

Negotiation skills

Listening skills

Families

Sexuality

Law affecting young people and sex

Pregnancy and childcare

9) What do you think are the most important things you have learnt in sex
education so far?
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10) Is there anything you think you should have been taught but you haven’t
been?

I'1) What could have been improved about the sex education you have had so
far?

12) Please add any other comments about sex and sex education that you think
would be useful.
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Appendix 2.2: Questions for initial peer
interviews

Sex and Relationships Education

What do you think of the Sex and Relationships Education you have had so far?
What improvements do you think should be made?

Teenage relationships

What makes a good relationship?

How important are relationships to young people?

At what age should young people have relationships?

Why do you think young people have sex?

Do some young people have sex when they don’t want to?
Do young people plan to have sex?

Are there social rules about sexual relationships?

What do people think when the rules are broken?

Teenage pregnancy
Why do you think young people get pregnant?

If you were in charge of a project aimed at reducing teenage pregnancy, what
would you do?



Chapter 3

The Global Footprints
project: steps towards
a global dimension in
primary schools

Andrew Bell

A footprint means pressing down and global means the world, so
global footprints means pressing down on the world and we don’t
want to press down too hard.

(Marina, aged 9)

This chapter explores the contribution of a global citizenship education
project to curriculum provision and enhancement and school develop-
ment in primary schools. The chapter draws on information, experiences
and case study material provided by the project’s participants.

The implications of incorporating global citizenship into core
curriculum areas such as numeracy is investigated and the impact of such
projects in influencing or directing school policy and practices as well as
their effect on wider national initiatives is also examined.

Global Footprints: background information

As the quote above demonstrates, sometimes we rely on children them-
selves to define concepts that may seem to teachers and educationalists
as hard to get across. This definition from a 9-year-old girl is one of the
most succinct definitions of Global Footprints (GF) to have emerged.

This three-year project funded by the European Union and the UK
government’s Department for International Development (DfID) has
been a groundbreaking collaboration between eight Development
Education Centres (DECs) around the UK.! Each DEC has worked
with one or more primary schools in their region. GF has also involved
European partners in Ireland, Portugal, Netherlands and Greece, and
Southern partners in Bangladesh, India, Peru and Kenya.

The development and promotion of the GF website (www.global
footprints.org) has been an important emphasis during the project. The
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site has focused on global citizenship activities and lesson plans, particu-
larly for numeracy and literacy: activities that have been developed and
trialled by DECs and participating primary schools.

Measuring footprints

Naturally, a key element of the project is the use of the footprint.
GF took the ‘Ecological Footprint’ model developed by Rees and
Wackernagel (1996) as its starting point. The Ecological Footprint is
defined as ‘the biologically productive area needed to produce the
resources used and absorb the waste generated by [a given] population’
(Redefining Progress 2002). In short, it seeks to provide a mathematical
measure of human impact on the environment. The Global Footprint
seeks to extend this ecological impact assessment to include the social
and global effects of human activity. A later section in this chapter
explores how the concept of the Global Footprint has been used in
schools.
The aims of the GF project are:

e To provide children with the essential knowledge and skills to
challenge and tackle poverty, injustice and environmental destruc-
tion both locally and globally and understand the links between the
countries of the North and those of the South.

e To use the concept of the Global Footprint as a means of developing
an understanding of the social, economic and ecological impact of
human activity and to explore this impact in the school context.

e To explore with children and the wider school community how
sustainability indicators and methods of measuring footprints can
provide a clearer understanding of how human social or environ-
mental impact may be reduced or improved.

e To develop and trial in schools activities which incorporate issues
of global citizenship and sustainable development into the delivery
of the national/regional curriculum, particularly literacy and
numeracy initiatives.

e To encourage and enable all those involved in the project, but
particularly the young, to become involved in decision making
within their schools and local community through such processes as
School Councils and Local Agenda 21.

e To share information, activity ideas and best practice in global

citizenship education and Education for Sustainable Development
(ESD) through the GF web site.
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The delivery of the GF project in schools

The implementation of the GF project has occurred in diverse ways and
to differing degrees within the different participating DECs, the schools
they have worked with and other partners such as Local Education
Authorities or the Earth Centre in Doncaster.

In some schools work has focused on ensuring a global dimension to
the curriculum. In others the concept of the footprint has been explored
and this has been used as a starting point for discussion and debate
on how to reduce or improve the social, global or ecological impact of
pupils’ or the whole school community. In a few schools the project has
impacted on school ethos and influenced the School Development
Plan. Below are some examples of the diverse extent to which such a
project can influence the various participating partners.

The concept of the Global Footprint

An important aspect of the GF project has been the development and
application of indicators to assess and evaluate a school community’s
impact, locally and globally; North and South. This section examines
how messages on sustainable development and global citizenship can be
delivered through using such indicators.

Two quizzes providing schools and students the opportunity to
‘measure’ their Global Footprint have been developed through the
project. Both can be completed on line and provide ‘footprint ratings’
(www.globalfootprints.org/issues/kidsquiz/kidsquizl.htm and www.global
footprints.org/issues/footprint/councquizl.htm). The two sets of indicators
were based on quantitative and qualitative factors — ecological, social
and global — and were finalised after extensive debates among the
participating DECs. The indicators relate to a series of issues selected
because of their impact, both at a school-based level and a wider
community level both locally and globally.

[t is important to realise that the indicators selected are subjective and
incomplete and the quizzes do not attempt to provide a mathematical
measurement of the footprint in the way that the Ecological Footprint
model does. However, the quizzes do provide children and the school
community with an opportunity to learn about and reflect on their
impact on the community.

The quizzes aim to:

e raise important issues of global citizenship in an interactive and
engaging way;
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e provide a starting point or vehicle for encouraging discussion and
debate on important global, social and environmental issues;

e stimulate the school community into actions that will help reduce
their impact;

e  bring about if not a change in attitudes and behaviour, at least a
degree of questioning and critical thinking.

Before children use the quiz, teachers are encouraged to use an intro-
ductory activity on the concept of the footprint. One method of doing
this is to link together two ideas: different sizes of footprint and different
levels of impact. This has been done as part of a whole process examining
footprints at a school in Tower Hamlets. Year 5/6 children were given
the dictionary definition of the word impact (a forcible striking upon
or against; effect, influence) and a visual demonstration using a drum.
They were then shown a globe with different size feet on it. Combining
these two images demonstrates that we all have an impact on the earth
which leaves a footprint, and this footprint can vary in size depending
on the extent of our impact.

The next stage is to explain to children that our footprint relates to
the effect we have on other people or the environment. Having grasped
this basic concept, children can be divided into groups and given various
scenarios, e.g. driving a car through a city centre, eating a take-away
burger from a fast food restaurant and vandalising a young tree in the
park; in essence any scenario that has clear social or environmental
impacts.

For each scenario, groups are asked to think of all the possible impacts
of that scenario on people or the environment, both locally and globally,
i.e. what footprint/mark it leaves. Once feedback is obtained from each
group, the main impacts identified can be written on to paper feet and
stuck on a map of the globe. This produces a good display and identifies
with the children some of the main issues affecting our footprint on
the earth, e.g. loss of local/traditional businesses, damage to cultures (as
a result of fast food restaurants setting up in communities), destroying
wildlife, air pollution, irresponsible behaviour, farming, etc.

This type of activity provides a good introduction to the Global
Footprint and prepares children for the on-line quiz. It is also important
that the quiz is not completed in isolation and that some of the issues
raised by the quiz are addressed/investigated further.

Each on-line question/issue in the quiz has an information box which
provides quirky, alarming or informative facts and figures to back up the
issue. They also present a slightly provocative discussion starter, inviting
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children to express their views on the issue. These have been used
to engage children in written responses via the website, or in a group
discussion. The choice of issue for further debate or research may reflect
whatever is currently topical, be issues or subjects currently being
studied, or be selected on the basis that particular observed behaviours
or attitudes may need confronting and challenging. Such discussions
will invariably address one or more of the requirements identified in the
citizenship/PSHE curriculum for KS2, in particular ‘preparing to play an
active role as citizens’ and the requirement that, ‘pupils should be taught
to talk and write about their opinions, and explain their views, on issues
that affect themselves and society’ (National Curriculum 2000).

Work with secondary students on the Ecological Footprint has indi-
cated that footprints provide students with ‘a method of visualising
and quantifying their global impacts so that they [can] work towards a
deeper understanding of the links between the causes and effects of their
actions’ (Heath 2002: 7). Similarly, a group of eighteen 12-year-old boys
at a school in Galway, Ireland, who tried the GF quiz ‘were very
impressed with the concept of a “footprint” and found it a great tool for
visualising their impact on the planet’ (Bradley 2002). This trial and
evaluation for the children’s quiz also concluded that, ‘the teacher felt
the quiz was very well pitched for this age group, with relevant and
pertinent questions that could act as an excellent launch pad for further
work in these areas’ (ibid.).

Providing starting points was always the intention of the quizzes.
They provide an interesting and interactive way into a debate on issues
of sustainable development and global citizenship. They help the school
community to consider the level of impact they are having as individuals,
as an institution and on the wider community and to consider how this
impact might be reduced or improved.

Incorporating global citizenship and
Education for Sustainable Development
into numeracy

One of the principal aims of the GF project was to develop activities
that could be incorporated into numeracy and literacy lessons in primary
schools. This section is based on action research carried out by the GF
Project Officer for a dissertation as part of the South Bank University
MSc in Environment and Development Education.

The research/dissertation involved an ‘evaluation of the feasibility
and effectiveness of incorporating global citizenship education into the
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KS2 numeracy lesson’ (Bell 1999). The research was carried out with
a Year 5 multicultural, mixed ability class at Sir John Cass Foundation
School in the City of London, one of the GF schools.

The National Numeracy Strategy (NNS), introduced in 1999,
presents a ‘top-down’ model of education: policy makers producing a
national framework which teachers deliver in the classroom. The stra-
tegy represents a knowledge and skills based curriculum, advancing
‘legitimate and official knowledge’ (Apple 1996) as defined by the
‘dominant economic and political elite intent on “modernising” the
economy’ (ibid.). It aims at uniformity and conformity in teaching
practice, ensuring all schools adhere to the same prescriptive methods of
curriculum delivery.

With its call for ‘dedicated mathematics lessons every day’ (NNS
1999), it has effectively segregated maths from the rest of the curriculum.
While there is ‘time in other subjects for pupils to develop and apply
their mathematics skills’ (ibid.) the new strategy contrasts deeply with
the ideology witnessed in the 1980s. The then Inner London Education
Authority (ILEA), for example, suggested, ‘there are no prescribed routes
to success in mathematics’ (ILEA 1988) and argued for ‘using children’s
own interests and ideas as a starting point for mathematical work’. It
could equally be argued that the educational ideology underpinning the
NNS conflicts dramatically with the holistic, cross-curricular ideology
behind global citizenship and ESD.

However, the National Curriculum (NC) review of 2000 demon-
strates that there are also interesting conflicts, contradictions and tensions
between different educational ‘stakeholders’, between government
departments and even within them. This is particularly evident with the
more holistic aims and values presented in the new NC which states
that the school curriculum ‘should develop [children’s] awareness and
understanding of, and respect for, the environments in which they
live, and secure their commitment to sustainable development at a
personal, local, national and global level’ (NC 2000). Indeed there
are numerous mentions to sustainable development in the new NC,
particularly in geography. Furthermore, the Advisory Group on
Citizenship recommended that the concepts, values, skills, knowledge
and understanding which underpin citizenship education ‘are neither
inclusive to citizenship education nor mutually exclusive. They can be
adopted and applied within other subjects and parts of the curriculum’
(QCA 1998).

The citizenship/PSHE curriculum for KS2 calls for pupils to ‘develop
their sense of social justice and moral responsibility and begin to
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understand that their own choices and behaviour can affect local,
national or global issues . . .". Even the NC for maths calls for the need
to ‘use and apply maths in practical tasks, in real life problems . . .’

With numeracy severed and segregated from a previously more
holistic primary curriculum, the incorporation of global citizenship and
ESD can provide an opportunity for delivering numeracy that encou-
rages children to make links with other areas of the curriculum and
address some of the aims of the citizenship/PSHE curriculum. It also
provides global perspectives and meaningful contexts to a knowledge
and skills based agenda.

Because the action research took place before the launch of the
citizenship/PSHE curriculum, the Oxfam curriculum for Global Citizen-
ship was used as a reference point. This provided assistance in planning
or adapting activities to include key elements of global citizenship and
ESD.

One of the difficulties of incorporating global citizenship or ESD
into teaching is that some of the issues addressed are often controversial
and ‘involve a critique of society’ (Cross 1998). Tackling issues which
may both confront and contradict teacher’s own lifestyles and challenge
society at large may prove uncomfortable for some teachers. However, in
recognition that education for citizenship necessarily involves teaching
controversial issues, the Advisory Group on Citizenship concluded
that, ‘education should not attempt to shelter our nation’s children from
even the harsher controversies of adult life’ (QCA 1998). Further, they
suggested that, ‘to be completely unbiased is simply not possible, and on
some issues, such as those concerning human rights, it is not desirable’
(ibid.).

The activities delivered to the Year 5 class during the research
deliberately contained ‘issues of controversy’ such as infant mortality and
global gender inequality. This was on the basis that by avoiding contro-
versial issues, ‘we reinforce the predominant values in our society,
which are not leading to a sustainable future and may be perpetuating
inequality and injustice’ (Symons 1996).

[t was essential for the justification and validation of the activities that
learning of numeracy concepts as identified by the NNP was taking place.
Using a ‘before and after’ assessment test, which focussed exclusively
on the mathematics content, it was clear that a significant increase in
knowledge and understanding of the numeracy concepts occurred.

Several activities were trialled with the Year 5 children in the autumn
term. (See appendix 1 and www.globalfootprints. org/teachers/matrix.
htm#20 for examples)
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In a ‘numeracy diary’ completed by the children following each
activity, most children mentioned both the numeracy and the global
citizenship elements to the activity. This demonstrated that they were
able to make the link between numeracy and global issues. They were able
to gain an insight into what numeracy could reveal about the real world
and its application beyond the trivial.

Some children also displayed the further questioning which any
citizenship programme would hope to encourage, though this did mainly
come from the more able children. One boy asked, ‘Why do some
countries have so little when some have so much’? Clearly such activities
can serve as a starting point to developing further study, discussion and
debate.

The majority of children recognised that the lessons were different
from other numeracy lessons (70%). This suggested children have a
perception of what they think a numeracy lesson should be like, based,
in this case, on two years’ experience of the numeracy hour structure.

A questionnaire at the end of the programme sought to elucidate from
children three ‘things you remember doing or learning’ and asked them
to describe how they thought the lessons were different from ‘normal’
numeracy lessons. The result showed a far greater reference to the global
citizenship elements of the lessons than the numeracy. This was true of
both boys and girls.

The girls tended to be more reflective in their comments, e.g. ‘lessons
weren’t just about maths they were also about the world and I think
geography’ and, ‘we don’t normally have a source of geography in maths’.

Perhaps most encouragingly, many children made mention of the
opportunities the activities provided for developing group work and
discussion skills. Both boys and girls highlighted the participative,
democratic and reflective nature of the activities. One girl commented
that, ‘the lessons gave everyone a chance to speak and say what they
think’, and a boy commented that they were different because ‘[the
researcher] lets us express our feelings about things in the lesson’.

The practical activities were by far the most referred to, e.g. the
trading game (see Appendix 3.1) which involves a simulated role-play.
Plant and Firth (1995) note that effective use of role play has the
potential to promote critical thinking and ‘facilitate the delivery of a
range of attitudes, skills and knowledge which a knowledge-bound,
discipline-based curriculum might be hard pressed to do’. With the boys
mentioning the practical aspects of the programme more than the
girls, it suggests that such methods while successfully delivering global
citizenship and ESD into activities might also be more effective at
engaging boys in numeracy.
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The less able, and consequently often the least confident children,
in maths were very positive about the activities. This could be because
they find the subject more enjoyable and less threatening when it is
‘disguised’, i.e. when it incorporates other issues which they feel they can
relate to, and confidently contribute to.

An inspector carrying out an observation/assessment of numeracy
teaching at Sir John Cass School and who observed one of the global
citizenship/numeracy lessons (on gender inequality) commented:

A particular feature of the work in Year 5 was the class’s involve-
ment in an innovative project, which focused on global citizenship
and numeracy. This work involved them in estimating and inter-
preting tables, drawing conclusions, expressing simple ratios and
checking their findings. The worksheets provided the pupils with
the opportunity to discuss and form opinions on equality and bias
in world issues.

Her informal feedback at the end of the lesson indicated that such
work was essential to broaden the curriculum and that the content was
such that it ‘engaged children in feeling for the task’, increasing their
motivation towards the maths. She reflected on the comments of one girl
who was quite indignant about the injustice of the inequality between
men and women.

The action research carried out at Sir John Cass School successfully
demonstrated the feasibility of incorporating global and sustainable
development issues into numeracy teaching and effected the future
direction and development of activities for the GF project. The activities
were positively received by pupils, teachers and inspectors, and high
levels of enthusiasm and motivation among pupils were observed and
demonstrated.

Of course, how effective the programme was in raising awareness
and understanding of global citizenship issues and to what extent it chal-
lenged attitudes remains highly questionable. Certainly the activities
provided an excellent starting point and stimulus for discussion and
debate on global, social and environmental issues. However, addressing
these issues entirely within the regimented confines of the numeracy
lesson was inadequate and there was little evidence that the issues were
discussed again or revisited after the numeracy activity.

The best that can be hoped for perhaps is that children will make
links with other areas of the curriculum and ask critical questions in the
future, either inside or outside school, when confronted with issues in
the media for example.
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In summary, the main conclusions to emerge from the research were:

1 There is a concern among educationalists that children find it
increasingly difficult to make links between what they learn through
the NNS and its application outside the classroom. Incorporating
global and environmental issues can provide a valuable opportunity
for children to experience how numeracy can apply to the real
world, and reveal information about how the world is and how it
functions: it can demonstrate numeracy as an important tool in
‘informed citizenship’ and ‘political literacy’.

2 There are clearly emergent conflicts and contradictions in ideology
between different aspects of the curriculum and how it should be
delivered. Educationalists expressed some reservations about the
activities due to a perceived tension between the required numeracy
focus and the global citizenship content. There were concerns raised
about the effects on numeracy coverage and pace, undoubtedly
reflecting the prevailing macro political climate of targets, results
and performance tables which are currently the driving force in
education.

3 Such a programme which in a sense ‘disguises numeracy’ or presents
it in a more relevant and ‘real world’ way may increase levels of
confidence, interest, enthusiasm and motivation amongst children
particularly among boys and less able children, though with such a
small sample and limited time frame it is impossible to draw firm
conclusions on this.

4 The activities were delivered by a research-practitioner operating
outside the day-to-day pressures of ‘the system’. The programme was
clearly appropriate to the researcher-practitioner’s knowledge and
understanding of global citizenship issues. It was also delivered in a
class where the class teacher had a particular interest in including
a global perspective in teaching and learning. How successfully such
a programme could be delivered by a practitioner working within
‘the system’, faced with all its hegemonic, ideological and political
pressures and who perhaps does not have the same knowledge
and experience of or motivation or commitment towards global
citizenship, remains highly questionable.

What underpins all the conclusions of the research is that, to be effec-
tive, global citizenship/ESD requires a ‘whole school approach’ where the
teaching and learning of global, social and environmental issues is
central to the school ethos and included in the school development plan
and curriculum planning across the whole curriculum.
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A whole school approach to Education for
Sustainable Development

This section examines how involvement in a project such as GF can
help promote ESD across the primary school curriculum and impact on
the school development plan. Information provided by Lancashire
Global Education Centre (LGEC) and a case study written by Beech Hill
Primary School for the QCA provide the basis of this section.

Beech Hill Primary School (http://www.beechill.wigan.sch.uk) in
Wigan is a school with 500 pupils from nursery to Year 6.

The school has developed ESD work with various partners over several
years, integrating ESD into the ethos, management and curriculum of
the school. ESD is planned and delivered across the curriculum, ensuring
all classes and year groups are involved. Teachers have developed units
of work in different subjects and have built these into long-term
curriculum planning, with progression in ESD as pupils move through
the school. The curriculum is delivered using a variety of learning styles,
with work in one curriculum area supported by activities in other
subjects.

The activities have been developed from the school’s participation
in the GF project and with the help of the GF project worker from
LGEC. The activities aim to develop skills and knowledge of global
citizenship in order to help pupils challenge poverty, inequality and
environmental change, both locally and globally, and to understand
social, economic and environmental connections between more and less
economically developed countries.

Many of these Global Footprint activities combine ESD objectives
with subject-specific objectives. The ESD objectives of the activities
include:

® raising awareness and exploring action to reduce individuals’ impact
on the environment;

e developing indicators to measure the school’s progress towards
reducing its environmental impact;

e encouraging children to devise their own solutions to problems;

® encouraging pupils to become involved in decision-making processes.

ESD spans the curriculum and is linked to QCA Schemes of Work.
Examples include science (scientific enquiry and materials and their
properties), art and design (developing work to reflect views and ideas)
and geography (improving the local environment). Some specific
examples of ESD work include:
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1

Song of the world, an art and design unit of work for Year 5. The
activities enabled pupils to communicate ideas by making a
collaborative textile, and are adapted from the QCA Art Scheme of
Work Unit 5C ‘Talking Textiles’. Pupils explored how textiles from
different places and times represent events and stories. They used
photographs of a modern tapestry, “The Song of the World’,
displayed in Wigan’s ‘twin town’ in France. This ensured a European
dimension/link to the work. Pupils discussed different elements of
the tapestry before developing their own. The theme of ‘The Joy of
Living’ was selected, and using information and ideas from various
sources, including the Internet, pupils worked in groups to assemble
items and complete a ‘collaborative tapestry’. The school intends to
develop this work in future, using e-mail to communicate and share
ideas with French pupils at a school in their ‘twin town’.

A science activity on babies’ nappies for pupils in Year 3. This
aimed to develop an understanding of the impact of human activity
and how people’s individual choices can affect the environment.
Over a number of lessons pupils investigated the properties of
materials by observing, measuring and investigating the absorbency
of different types of disposable and re-usable nappies. The environ-
mental and economic impacts of different nappies were then
considered (e.g. use of energy and water by washing nappies and
landfill from disposable nappies, etc). This work was extended to
consider local, national and global implications (e.g. cost, amount
of waste, etc).

What do we throw away? This Year 4 activity built on work in
geography, and developed ideas on ‘handling data’ from the QCA
Geography Scheme of Work Unit 25: ‘Geography and Numbers’.
Over half a term, pupils collected and weighed classroom rubbish
and were encouraged to think about and discuss its effects (e.g. smell
and hygiene) and implications (e.g. where does rubbish get moved
to?). Pupils looked into the issue at school and home and considered
the people involved, linking with work in geography on how
to improve the local area. Another purpose of the activity was to
develop indicators to help measure the school’s progress in reducing
its impact and thereby reflect the aims of the school’s ESD policy.
[t is important that work in the classroom feeds into and links with
school policy on ESD as it is clearly vital that taught values are
reflected in school practice.
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The school has adapted other units from the QCA Geography Scheme
of Work as part of their work on ESD, including Unit 8 on improving
the environment, Unit 12 on traffic, and Units 10 and 18 on how people
connect with other parts of the world.

The activities are part of a whole-school approach to ESD. This is
consistent with the approach adopted by the Panel for Sustainable
Development Education which argued that, ‘ESD must be integrated
throughout the curriculum as a whole, not treated as a separate subject’
(DETR 1998). The school considers that this approach has motivated
pupils and helped them begin to make connections between their role
as members of the school to a role as citizens in the local and global
community. Evidence of this seems to come from the School Council
where discussions and decisions seem to reflect a greater emphasis on a
sustainable development agenda than might otherwise be expected. A
letter from the chairperson on the School Council to the Local Council
Waste Officer requests ‘a paper and card recycling box for every
classroom and the office’. The letter concluded, ‘I hope you will be in
agreement with us as [ am sure it will be of benefit to the environment
to put all the waste in school to good use’.

The establishment of School Councils has been one of the un-
anticipated positive outcomes of the GF project. This may simply reflect
the fact that as part of PSHE, schools are realising the importance of
democratic processes involving pupils. The QCA suggests that, ‘[the]
involvement [of pupils] in the running of the school or class councils and
other decision-making . . . promotes responsibility and learning about
democracy’ (QCA 2000).

The introduction of School Councils could also reflect a realisation
that sustainable development cannot be achieved without the repre-
sentative and active participation of the community. Either way, GF
seems to have encouraged emerging and established School Councils to
consider policy and practice issues which have environmental or social
effects at a local or global level, as the above example demonstrates.

As if to reinforce the view that ESD contributes to more democratic
structures in schools and more informed and participative citizenship,
an OFSTED inspection report on Beech Hill noted that the GF/ESD
work had helped pupils apply their understanding to new contexts, and
encouraged discussion and exchanging of opinions which demonstrated
justifications of points of view.

The project also appeared to encourage teacher collaboration and
improve teaching and learning through combining skills and knowledge
from different curriculum areas.
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The schools consider that the key ingredients for success have
been:

e developing and sharing a commitment to ESD at the school;

e identifying opportunities for developing ESD skills and concepts in
different subject areas;

e planning for progression of knowledge and understanding of ESD;

® encouraging colleagues to share ideas and develop their under-
standing of ESD in the curriculum;

e reviewing successful activities from the school’s schemes of work to
give them an ESD emphasis, and not planning to deliver completely
new content.

The headteacher believes the success of ESD in the school is due to
resisting ‘on-off’ glamour projects and ensuring that all the activities
fit into existing timetabled subjects. He also believes it is down to, ‘a
shared understanding of sustainable development . . . the availability of
external models and the regular support of [the GF project worker| from

LGEC’ (Coulsan 2002).

Healthy school initiative

This section demonstrates how a global citizenship/ESD project can
impact on national initiatives, influencing the direction and delivery of
that initiative at a local level.

In Tower Hamlets, the Humanities Education Centre (HEC) GF pro-
ject worker became involved in the Healthy Schools (HS) Programme.
This national initiative has been part of the government’s drive to
improve standards of health and education and to tackle health inequali-
ties. It has been designed to ‘support and complement the new PSHE
framework’ (DfEE 1999).

Reflecting the principles of global citizenship/ESD, ‘healthy school
activities are intended to be holistic in the truest sense — embraced and
emphasised across every curriculum area and actively backed by every
section of the school community’ (ibid.). To find a programme advocat-
ing so unequivocally a holistic approach ‘in the truest sense’ stands in
sharp contradiction with the prevailing pedagogy of ‘limited learning
styles and didactic teaching, marginalisation of the arts and humanities
subjects and valuing what can be measured rather than measuring what
is valued’ (Sterling 2001). The initiative therefore provided an ideal
opportunity for incorporating a global/sustainability agenda.
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The GF project was regarded by the Tower Hamlets Healthy Schools
Co-ordinator as being able to provide an extra dimension to the HS
agenda. The GF project worker was therefore invited to become part of
the HS Steering Group, which included dieticians, drugs education
agencies, sports initiative representatives, and citizenship co-ordinators.

Specifically, involvement in the HS programme resulted in:

1  GF providing a global/sustainability perspective to the setting up
of Fruit Tuck Shops, an important element of the HS programme.
This was achieved through teacher INSET on Fruit Tuck Shops and
‘pupil days’ in schools where issues of trade and composting were
addressed alongside health issues.

2 Global Citizenship workshops and INSET sessions. A practical
workshop was offered to teachers attending a regional HS confer-
ence examining how to incorporate issues of global citizenship,
PSHE and health education into numeracy and literacy.

3 INSET to schools setting up School Councils, another important
aspect of the HS programme which calls for ‘pupils’ needs and
views [to] inform planning and teaching and learning in PSHE
and citizenship’ and ‘two way mechanisms [to be] established for
involving pupils in school development’ (Denning et al. 2000). The
project worker also worked with School Councils in Tower Hamlets
schools involved in GF to help them become involved in planning,
establishing, and running Fruit Tuck Shops.

Learning points from the project

As a project model, GF has been highly experimental. This chapter
has focused on the positive outcomes of the project and how it has
contributed to curriculum development and enhancement and how the
project has successfully impacted on school development. However, such
a groundbreaking project has also revealed some important learning
points for DECs working jointly on a project and the effectiveness of
delivering such projects in schools.

Towards the end of the project an evaluation was carried out by an
external evaluator (McKenzie 2002).? Unless otherwise stated, all quotes
in this section are from the End of Project Evaluation.

The report acknowledges:

GF is an important and timely project in the development education
world, providing lessons for development educators planning projects
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across several DECs, offering insights into ways of structuring com-
plex curriculum initiatives and contributing, from a development
education vantage point, toward both education for sustainability
and education for citizenship.

However, for a project involving such geographically and contextually
diverse DECs, ‘the purpose behind the collaboration of organisationally
different and geographically disparate DECs needs to be made explicit
in project aims and objectives’. The end of project evaluation has high-
lighted that without such an explicitly stated purpose to such diversity,
‘it may be more productive to involve DECs from only one jurisdiction’.

With schools also, there were clear differences in the impact GF had
in terms of influencing curriculum and school development within
different DECs and regions. ‘Local implementation problems were often
associated with the DEC’s relationship with their school or schools, some
having established cordial and productive relations, while others were
unable, despite their best efforts, to attain the working relations that
were hoped for.’

Clearer expectations and stated minimum requirements in terms
of ‘commitment of head/several teachers to involving DEC in planning’
could have resulted in the project having greater impact and improved
the performance of schools. As it was, ‘some schools seemed to be very
much more part of an active DEC—school partnership’ than others.

‘Contractual agreements’ between DECs and schools could also have
helped clarify goals and expectations especially as ‘schools have particular
needs and interests, which may not coincide with a project’s agenda’.

One project worker believed the difficulties involved in getting
commitment from schools was part of a wider issue to do with the
prevailing educational hegemony: ‘There is still no central “push” to
encourage primary schools to do this kind of [global citizenship/
education for sustainability] work.

The different commitments and roles of project workers also help
explain the different results from different DECs and schools. ‘Some
workers were full-time while at least one was part-time, and some
workers clearly had more time for project work than others.” This meant
that ‘project workers did not . . . have much of a project “script” to work
to. One project worker commented that a full-time commitment to
the project would have resulted in ‘more support on policy and whole
school ethos as well as the curriculum development’.

The website was generally regarded as an excellent resource for DECs
and schools alike. As well as providing an ideal medium for disseminat-



The Global Footprints project 67

ing the aims of the project, case studies of work in schools and a range of
global citizenship classroom activity ideas, it has provided consonance
and convergence to a project which clearly has demonstrated much
difference and diversity. In recognition of the quality of the website and
the activities and resources it contains the site has received National
Grid for Learning status.’?

Generally, with a few exceptions, links with Southern partners have
been unproductive. ‘International partnerships are a complex matter’
(ibid.) often fraught with communication difficulties and lack of clarity
over purpose. So often with projects such as GF, ‘grant applicants often
submit over-ambitious projects to make their applications appear
distinctive and innovative’, something ‘funders, either wittingly or un-
wittingly, tend to abet . . . by expecting a greater return from grants than
is reasonable and possible’.

In interviews with teachers in GF schools, all indicated that they
‘enjoyed working on the project and felt that both they and their pupils
had learned from the experience’. Teachers said they were ‘applying the
concept of GF across the curriculum and were increasingly making use
of GF in their PSHE/citizenship teaching’. Teachers from schools where
GF had been incorporated into their school development and curriculum
plans considered the project ‘had achieved sustainable impact in their
schools’.

One of the positive, but largely unforeseen impacts of the project was
that schools involved in GF had prompted many to establish School
Councils. This has demonstrated the impact such a project can have not
only on PSHE in schools but also on school ethos and management. One
headteacher remarked on how she felt the project had, ‘had a significant
impact on both teaching practices and children’s classroom behaviour in
terms of listening skills and group co-operation’.

The external evaluator concluded:

The GF Project has been an informative and positive experience for
most, if not all, of the actors involved. What remains now, is not
only how much can be learnt from the experience but also how
much can be disseminated and transferred into future DEC work.

Notes

1. Development Education Centres (DECs) are independent local centres
that support teachers, youth workers, community educators, higher
education institutions and students in learning about global and sustainable
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development issues and how to ‘think globally and act locally’. Further
details are available from the Development Education Association (www.
dea.org.uk/dec/index.html).

The eight DECs taking part in the GF project are: Belfast One World
Centre, Development Education in Dorset (DEED), Global Connections
(Pembrokeshire), Gloucestershire DEC, Tower Hamlets Humanities
Education Centre (HEC), Highlands One World Centre, Lancashire Global
Education Centre and Leeds DEC. In addition, the Earth Centre in
Doncaster worked in partnership with Leeds DEC. The project has been
co-ordinated by HEC.

2. The GF Final Evaluation methodology involved: questionnaire surveying of
HEC and DEC representatives, leading to the production of a discussion
document; four, semi-structured interview samplings of HEC and DEC
representatives and teachers from participating schools, culminating in the
production of a final report.

3. The National Grid for Learning ‘provides a network of selected links to web
sites that offer high quality content and information’ (www.ngfl.gov.uk).
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Chapter 4

Developing students’
rights and responsibilities

through the PSHE
curriculum

Gill Pooley

‘l understand that it doesn’t matter where you come from, ethnicity,
religion or skin colour, what matters is what is inside your character.’

(Student)

‘The unfairness of employment and cheap labour in appalling
conditions really shocked me because it makes me realise how awful

life can be for children my age.’
(Student)

Context

Sydenham School is a large girls’ comprehensive school in Lewisham in
Inner London. There is a wide ethnic mix in the school, reflecting the
rich ethnic diversity of the local area. Just under half the pupils are white.
With 138 refugee pupils, there is a much larger proportion than nation-
ally (26.8 per cent) of pupils for whom English is an additional language,
which reflects the local area.

PSE at Sydenham School has been taught as a discrete subject by
a specialist team for eight years. At Key Stage 4 we felt that there was a
need for a form of accreditation as students value their work and PSE is
seen as a strength of the school. Consequently from September 2001 we
became part of the GCSE short course Citizenship Studies pilot. The
course suited us because there were close links between the specifications
and the PSE course we were already offering. However, we are concerned
to keep the best of our previous course and are aware of the danger that
some aspects could be lost. The PSE programme as a whole is intended
to be student centred. It aims to enable students to develop the
knowledge, understanding and skills to become self-confident, critical,
analytical and responsible young people who are able to make informed
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decisions about their lives and about their contribution to the com-
munity. The existing PSE programme has always had a strong focus on
the personal and social, but the course had lacked a strong political
strand. We aimed to provide opportunities for students to make the
connections between the personal, social and the political and the new
GCSE has reinforced this. This case study focuses on just one aspect
of the GCSE Citizenship Studies, namely the first unit, ‘Citizenship
— Rights and Responsibilities’ (see Appendix 4.1 for scheme of work).

Citizenship - Rights and Responsibilities

The aims of this unit are as follows:

Knowledge and understanding

Understanding of what it means to be a citizen.
Knowledge of the concepts of rights and responsibilities in local,
national and global context (families, schools, cultures, inter-
national).

e  Understanding of the differences between the concepts of moral
and legal responsibilities.

e Knowledge of the law around rights and responsibilities.

e To increase awareness of international agreements around rights
and responsibilities.

e To explore issues of ethnic, religious and national diversity in
relation to the concept of rights and responsibilities.

e Understanding of the rights and responsibilities of the media.

e To explore the importance of mutual respect and understanding
within and between communities, as well as the consequences of
discrimination.

Skills

Research
Communication
Participation
Analysis

Collaboration
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Teaching and learning styles

The unit uses a range of active teaching and learning styles to meet the
learning needs and preferences within the classroom and to encourage
active participation. When planning this unit we were conscious of the
tension between the need for written evidence as well as providing
opportunities for thought and discussion.

Learning outcomes and assessment

The learning outcomes for this unit come out of the broader aims
outlined above. While our aims are a general statement about what we
are intending to teach, the learning outcomes are a more specific state-
ment about what we expect students to know and understand by the end
of this unit. To a large extent our learning outcomes for this unit were
determined by the GCSE specifications, although we had also tailored
these to the particular needs of our students. These are as follows:

Knowledge and understanding of:

e rights and responsibilities of children, parents, carers and schools
(legal and moral);

e criminal and civil law;
the nature of the diversity within and between communities;
rights and responsibilities of the media.

Skills of:

collaboration;
discussion;
research;
presentation;
analysis.

In planning our unit of work we specified an assessment focus for each
lesson. This did not always involve any formal methods of assessment,
but included observation of discussion, questions and answers, marking
written work, group presentations, etc. We felt very strongly that we
wanted to keep assessment methods broadly based and not to become too
overly affected by the end exam. Having taught other GCSEs over the
last fourteen years, [ am very aware that assessment methods can become
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too concerned with practice questions and essays. We normally write an
assessment task for each unit throughout our PSE course Years 7-11. The
purpose of these is to enable students to practise applying their know-
ledge and understanding, to show students’ progress against our intended
learning outcomes and to allow students to reflect on their strengths
and areas for improvement. Each assessment task includes an element of
self and unit evaluation. For this unit we focused on racism and human
rights and wrote a resource based assignment. This was to give students
some experience of exam style questions and to use their knowledge and
understanding and to formulate their opinions about the topic. The
response to this assessment task was varied. Some found it very difficult
but others responded well to the challenge and it gave students a realistic
picture of the level of response required to be successful in the GCSE.
As the course progresses we will need to build in a range of formal assess-
ment opportunities as well as continuing to use the wider range of
activities that PSE has been so good at in the past. Figures 4.1 and 4.2
show examples of the unit assignment and students’ work.

Moral and legal rights within the school
community

Moral and legal rights within the school community forms the third
lesson in the unit. The aim of the lesson was to develop students’ under-
standing of the idea that all members of the school community have
moral and legal rights and responsibilities. The next two lessons focused
on our rights and responsibilities within the wider society and the global
community. We began the lesson by discussing five scenarios in groups.
Each scenario was about the responsibilities of different groups within
the school community for issues such as bullying, behaviour, truancy and
drug use. Groups had to respond to each scenario using the prompt
questions and record their ideas in writing. We then had feedback and
discussed the different ideas raised around responsibilities. Many students
made a distinction between what they thought someone should do in a
situation and what they legally had to do. Most students felt, in the case
of witnessing bullying, that they had no legal responsibility to intervene
but that they did have a moral responsibility to at least tell someone
about it. Examples of the scenarios are shown in Figure 4.3.

The same groups were then given some of our school policies on anti-
bullying, behaviour and attendance. These can be seen in Figure 4.4.

Again, we asked students to discuss various aspects of these policies
using prompt questions. We wanted students to understand the moral



80 G. Pooley

GCSE CITIZENSHIP STUDIES: RIGHTS AND RESPONSIBILITIES
RESOURCE-BASED QUESTIONS ASSESSMENT — INSTRUCTIONS

AIMS
To assess your knowledge and understanding, as well as your use of
skills learnt during the unit on rights and responsibilities.

TASK
To read a book of source materials and answer five questions based
on these resources.

ASSESSMENT FOCUS

The five questions will assess your knowledge and understanding, and
your skills. In the syllabus, these are called ASSESSMENT OBJECTIVE
| (AOl) AND ASSESSMENT OBJECTIVE 2 (AO2)

AO|: KNOWLEDGE AND UNDERSTANDING of

* Rights and responsibilities (legally, morally, culturally, within school
and within families)

* Interdependence — the need for mutual respect and understanding
* The legal and justice system — civil and criminal law

* The rights, responsibilities and influence of the media

AO?2: SKILLS of
* Interpretation
* Analysis

* Explanation

*  Written presentation

Figure 4.1 Unit assignment



Students’ rights and responsibilities 81

Look at Source D. Explain how you think the legal system in this country
should have dealt with this case and Stephen’s murderers. How could
the Lawrence family use the legal system in this country to deal with the
‘police incompetence’ mentioned in the MacPherson report?

Source D

Stephen Lawrence was |18 when he was set upon by a gang of youths and
fatally stabbed in Eltham, South London in April 1993. He died only a few
yards from where a |6-year-old Asian youth, Rohit Duggal, had been
murdered in a racial attack the previous year.

The report of an enquiry into the police handling of the investigation
into the murder of Stephen Lawrence, known as the Macpherson
Report, stated that police incompetence and institutionalised racism had
hindered the search for Stephen’s killers who have never been brought
to justice. The report also warned about complacency in other
institutions.

Student A

‘The legal system in England could have dealt with the Stephen Lawrence
case by taking it more sternly and treat the case as important as other
murder cases, which in respect do their best to find the suspects and
bring them to justice. They could have set up a press conference so they
could hope to gain the support from the public, which could have helped
bring them closer to solving the case. However, the police didn’t handle
the case in a very fair and professional manner, they seemed to have a
less concerned and uncaring approach. ‘Everyone has the right to legal
protection when the law of your country is not respected and your
human rights are ignored.” Stephen Lawrence’s family can use the legal
system in this country by making an official complaint and sue the police
of breaking the law of committing institutionalised racism because they
gave up too easily and took it too effortlessly in the route of finding the
killers of Stephen Lawrence.’

Student B

‘The murder of Stephen Lawrence and its resulting investigation is
perhaps one of the most infamous cases of police discrimination and
incompetence of the last decade. The metropolitan police was criticised
in its investigation for “a combination of professional incompetence,
institutionalised racism and failure of leadership by senior officers.’
To this day Stephen’s murderers still have not been prosecuted for their
crime and walk free despite having been named as the killers by a
large number of informants, contrary to the police claims of a ‘wall of
silence’.

continued
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Evidence proves that the legal system was at fault at every level
of the investigation and highlights what needs to be done in order to
ensure that cases like this never happens again. Here are some ways in
which the case should have been dealt with:

* Police should have administered first aid to Stephen at the scene of
the crime

* Investigation should have been more organised and directed during
the vital hours after the murder and should have been led by more
able and competent police officers

* Liaison with the Lawrence’s and friends should have been dealt with
with more sensitivity and openness

» All possible sources of information should have been utilised (Holmes
police computer was not used because of lack of trained officers) and
key witnesses to the murder — Duwayne Brooks — was ‘side lined and
ignored’ due to prejudice on the polices behalf.

* Investigation and surveillance of suspects should have been more
thorough, organised and documented

* Police officers involved in the investigation should have been un-
tainted by outside influences. Unprejudiced, unbiased and sensitive

* The murder should have been recognised as a racial attack from the
beginning

* More racial awareness training should have been given to police
officers on every level of the investigation to prevent unappropriated
and offensive language such as the terms ‘negro’ and ‘coloured’.

The Lawrence family dealt with the police incompetence mentioned in
the Macpherson report by fighting for an internal investigation, by
campaigning and increasing public awareness. This forced the issue out
into the open and made sure that reforms would be made and police
negligence highlighted and condemned.’

Figure 4.2 Scenarios

framework of these policies, to be clear about how they are linked to the
rights and responsibilities of members of the school community and to
be able to challenge these ideas. The prompt questions can be seen in
Figure 4.5.

For homework, we wanted students to move on from this activity to
think more broadly about the rights and responsibilities of young people
in relation to adults. For this we asked students to choose two statements
and to come up with arguments both for and against each one. This was
then used to feed in to a debate on these statements in the following
lesson.
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YEAR 10 GCSE CITIZENSHIP - RIGHTS AND
RESPONSIBILITIES AT SCHOOL

(a) A Year 7 pupil is being bullied by a Year 9 pupil. She reports this to
her form tutor. However, her tutor advises her to tell her parents
as it is not a school issue.

Are teachers/schools legally responsible for dealing with
bullying?

Who is normally responsible? Why?

(b) A pupil hears another pupil shouting in the toilets. As she walks
past the toilet she sees a Year 8 pupil being beaten up by a group
of girls. She carries on walking, as it’s the teacher’s responsibility to
help the victim, not hers.

Are pupils legally responsible to intervene?

Morally who is in the wrong? Why?

(e) Selina is suspected of carrying weed in her school bag. Her form
tutor asks her to empty her bag. Selina refuses, by saying that a
teacher does not have the right to check anyone’s bag.

Does the teacher legally have the right to check a pupils
bag/belongings?

Morally who is in the wrong? Why?

Figure 4.3 Scenarios
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LOOKING AT SOME OF THE SYDENHAM SCHOOL
POLICIES

I. ANTI BULLYING POLICY
At Sydenham school we believe that everyone has the right to work and
learn in a happy, secure and well-ordered environment.

We take a firm stand on undesirable behaviour and equal opportunities
issues and those policies underpin our position that bullying behaviour
of any kind can never be tolerated.

We see bullying as a systematic abuse of power; as behaviour which
quite deliberately sets out to hurt, frighten and threaten. This definition,
then, distinguishes bullying from occasional name calling or fighting
which can erupt after a heated exchange.

2. ATTENDANCE POLICY
PRINCIPLES

* Every child has a fundamental right to be educated;
* Parents and teachers have a duty to ensure maximum attendance at

school.

AIMS

* To enable maximum pupil attendance through valuing high attendance
rates.

* To encourage students to take full advantage of their educational
opportunity by attending regularly.

* To recognise the external factors which influence pupil attendance
and work in partnership with parents, ESWS and other agencies to
address difficulties.

* To create a culture in which attendance is valued and where students
want to be punctual, are keen to attend and feel that they are missed
when not here.

Figure 4.4 School policies
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TASK BOX
I. In your own words explain what these policies mean and say why
they are important.

2. What are agreed ‘codes of conduct’? Why are they necessary?

3. What is the role of the student council? Do you think that it
achieves its purpose? Explain your answer.

4. What do you think, ‘We understand that having rights in the
community also means that we must accept some responsibility’
means?

5. Using the examples above (and any additional information from
your planners) list the different ways in which Sydenham school
policies can be improved?

Figure 4.5 Prompt questions

Evaluation

This unit represents our attempt to enable students to begin to make
links between their personal world and the social and political world. We
expected that many of our students, in common with young people
elsewhere, would groan at the mention of politics, law or government
and have great difficulty relating the legal and political system to their
own lives. Our challenge with this unit was to make issues of rights,
responsibilities, law and politics a challenging and relevant subject to our
students as well as meeting the specifications of the examining board.

Our evaluation of this unit has taken the form of student feedback,
both written and oral, as well as feedback from PSE staff teaching the
unit. Students’ written evaluations covered a range of aspects, from what
students felt they expected to learn and what they had actually learnt, to
what they had enjoyed and how it had affected their thoughts, beliefs
and actions. We also asked students to suggest anything that needed
adding and how the unit could be improved. The evaluation form can be
seen in Figure 4.6.

Students identified that they had learnt about prejudice, racism, being
a citizen, media, basic human rights and how our country is governed.
One student commented that she had learnt ‘that it is not only in one
place or country we hear about racial discrimination, it is happening all
over the world even though we might not notice it’. Many students
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GCSE CITIZENSHIP STUDIES UNIT I: RIGHTS AND
RESPONSIBILITIES STUDENT EVALUATION

*  What did you expect to learn about this unit? Be as specific as you
can be.
*  What did you learn about in this unit? Be as specific as you can be.

*  What aspect(s) did you find most interesting and or/useful in this
unit? Why?

*  What aspect(s) did you find least interesting and or/useful in this unit?
Why!?

*  What, if anything, needs adding or improving in this unit?

* What do you feel you improved on and/or achieved in this unit?
Include skills as well as knowledge and understanding.

*  What do you feel you still need to improve on in relation to this unit?
Include skills as well as knowledge and understanding.

* How do you think this unit has or might affect your thoughts, beliefs
and actions around your and others’ rights and responsibilities?

Figure 4.6 Evaluation form

referred to learning about morals and rules and about government
responsibilities as well as their own. Most students focused on how
they had learnt about racial discrimination as well as the rights and
responsibilities within their families and at school.

Students also wrote about which aspects of the unit they found most
interesting. This was particularly useful as our concern had been that
students may find this topic unapproachable and boring. Although many
students focused on racism as the most interesting aspect, some students
also identified the global aspect of their work on human rights as the
most eye opening. One student commented on the lesson on the coffee
industry. She said: ‘The unfairness of employment and cheap labour in
appalling conditions really shocked me because it makes me realise how
awful life can be for children my age.” Several students also commented
on the style of the lessons: ‘It is all useful and the lessons are laid back
and interesting.” | was pleased that some students had been interested in
the political aspect of the unit. ‘I found learning about the role of
Parliament and the House of Lords the most interesting because it gave
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me insight into how our country is governed, I had not learnt this before.’
Other students focused on the legal aspects of rights and referred specifi-
cally to criminal law: ‘I like learning about the criminal law because
I didn’t know much about it at first and now I do.’

We also asked students to consider what they had achieved in the
unit. These responses were very varied, including skills and attitudes as
well as knowledge and understanding. In terms of attitudes, one student
commented that: ‘I understand that it doesn’t matter where you come
from, ethnicity, religion or skin colour, what matters is what is inside
your character’. Another focused on progress she had made in her
reading skills and confidence in exam questions, while others mentioned
progress with group skills, for example, ‘the skill to compromise within
a group’. The knowledge and understanding focused on included a grow-
ing understanding of the importance of rights: ‘Knowledge of the basic
meaning of the term “rights” and how not to abuse them because I am
fortunate enough to have them.” Another student said she had a better
understanding of the reasons why we need rules and policies. Several
students referred to the legal aspects of the work, in particular the crimi-
nal law as this was seen as relevant to their lives: ‘I have improved
on how much I understand the criminal law and now [ will know what
it means if | come across it in the future.’

The students’ thoughts on the least interesting aspects of the unit
were varied; some referred to particular learning styles, and one com-
mented on a debate that she had not felt able to participate in. Others
found that the need to apply their knowledge to exam questions was
the least interesting part although they could identify good reason for
doing this. A few students, though far fewer than we had anticipated, had
found the legal and political aspects of the unit the least interesting.
The responses to this question were the most varied and did include
some students who could not identify a least interesting part. In some
ways the variety of response to this question confirms the need to ensure
a variety of teaching and learning styles as students clearly have a range
of preferred ways of learning. Related to this question was one on how
the unit could be improved. One student felt that we could look in more
depth at the human rights abuses in different parts of the world; another
wanted more discussion and more video resources. These issues will all
form part of our teams review of the unit and we anticipate acting on a
number of the suggestions.

Perhaps the most interesting part of the evaluation process for the
PSE team were the comments on how it had affected students’ thoughts,
beliefs and actions, if at all. I had expected that a lot of students would
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be reluctant to talk or write about how the unit may have affected their
views. However, many students expressed quite detailed and interesting
thoughts. One student explained: ‘I have realised how lucky I am com-
pared to others in this world to have a free education, food, water and a
safe home to live in.” Another remarked: ‘I believe everyone should be
treated equally and I don’t see why some should endure discrimination.
[ have these advantages and I am happy to respect them by taking on my
responsibilities.” | was interested to see that many students had made the
link between the concepts of rights and responsibilities which we have
found hard to establish in our lessons lower down the school. Some had
also understood the global perspective of these ideas, linking their own
experiences and choices to those of others. ‘It makes you think twice
about other people’s feelings and beliefs.” One student commented on
having greater confidence in tackling the issue of racism. She said: ‘I am
now more aware of it and why it is wrong . . . [ now feel that if I see it
happening that I can step in and try to help.” On a general level most
students recognised that others have rights as well as themselves. ‘Every
person has got rights and other people have to respect that’. One student
related the work to her life on a more practical level saying: ‘I will
make sure that I know all my rights and responsibilities and how to use
them.” Although this unit did not focus heavily on government and
parliament, it was nevertheless an aspect of the unit that some students
found relevant and I was encouraged by the following point made:
‘I didn’t like the part about parliament but now I can see the importance
of parliament.” There were few students who could not identify any effect
on their beliefs, thoughts or actions. Perhaps this more than any other
aspect of the evaluation was the most motivating for the teachers given
that the aims of our unit included developing students’ understanding of
the concepts of mutual respect and understanding.

Conclusion

As the first unit in a new GCSE course the PSE team had a range of
concerns and hopes in planning and teaching this unit. Firstly, we obvi-
ously wanted to cover some specific aspects of the Citizenship GCSE and
to meet the aims initially set out for this unit. We were also concerned
about making this work accessible and relevant to students’ lives and
learning needs. As PSE teachers, we needed to feel confident about
teaching this unit and many of us were apprehensive about extending
our own knowledge and skills in delivering this aspect of the PSHE and
Citizenship curriculum.
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A vital aspect of this work has been the use of active learning based
resources such as case studies that often related to our students’ own
experiences. We have tried to continue to use the range of teaching and
learning styles that have been so successful for our PSE curriculum in
the past. The evaluations have shown that the unit has enabled many
students to make the link between the political world on a national
and international level and their own lives. Students’ comments have
given the PSE team ideas for developing this unit further by increasing
the variety of resources and by including greater use of discussion and
debates. The unit has resulted in greater teacher confidence in the
teaching of citizenship at Key Stage 4 through a PSE programme. It has
shown us that it is possible to introduce students to difficult concepts at
the interface between the personal, political and social world. The PSE
teachers have enjoyed the challenge of learning to teach a new aspect
of the PSE curriculum and this will undoubtedly have an impact on our
work at Key Stage 3. Despite our initial misgivings, teachers are clear
that this unit represents an important and previously neglected element
of our PSE curriculum. The challenge ahead for us will be to continue to
develop schemes of work that meet the requirements for a dynamic and
relevant PSE curriculum as well as meeting the requirements of the
Citizenship curriculum. As a first attempt, students and teachers are
optimistic.
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Part Il

Case studies of wider
school practice







Chapter 5

Conflict resolution in
schools: cases studies
from an Inner London
Borough

Sally Inman and Nola Turner

‘I think hopefully, all the kids will soon realise that ultimately the
idea of conflict resolution is not only about resolving conflicts, but
preventing it from developing in the first place.’

(Co-ordinator, School A)

This chapter explores the potential of whole school initiatives around
mediating and reducing conflict to contribute to, and be supported by
PSHE and citizenship. The chapter is based on case studies of conflict
resolution in practice and is drawn from an evaluation of a conflict reduc-
tion project in a number of secondary schools within an Inner London
Borough — Tower Hamlets.! We are conscious that there is a welcome
growth in conflict resolution work in primary and secondary schools
and a growing literature in the area. We have chosen not to review this
literature here, but rather to provide the reader with a glimpse of conflict
resolution in action, using the words of the adults and young people
involved in the work.

The evaluation

The evaluation was carried out between July 2000 and May 2001. The
work in the schools formed part of a LEA wide, SRB funded project
to develop conflict resolution in schools in the borough. The LEA
conflict resolution project worked to a number of explicit success criteria
as stated in the original SRB funding bid. These were:

e achange in ethos and culture in the schools;
® anincrease in the understanding of staff in how to handle conflict;
e areduction in the number of sanctions being given to young people.

The schools added success criteria of their own to those of the LEA.
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Methodology

The evaluation took the form of a small-scale, qualitative study. We were
concerned to explore the success or otherwise of the conflict resolution
programmes through arriving at the understandings and experiences
of those most involved. We were interested in the lived reality of the
programmes for students and staff. A number of methods were used to
collect evidence. These were:

a review of the documentation at LEA and school level;
semi-structured interviews in schools with senior managers, partici-
pating and non-participating staff, student trainers from Years 10
and 11, students identified as experiencing difficulty in resolving
conflicts, Year 7 students who had received training from older peers,
Year 8 students who had received training in the previous year;
e semi-structured interviews with the external facilitators for the
projects and a school counsellor;
e observations of peer led training workshops, training sessions for
student trainers led by external facilitators, a residential training
session for staff led by a facilitator.

The limited time and funding available for the evaluation also played
a part in determining the methodological approach adopted. While
quantitative data relating to areas such as student achievement, exclu-
sions, the incidence of bullying, etc. may be important indicators of
the effectiveness of conflict reduction work, such data can only be built
up over a measured period of time if it is to be meaningful. Our time-scale
did not allow for this.

The conflict resolution programmes

Although there were variations in the history of the conflict resolution
work across the schools with which we worked, the general pattern
was one in which programmes had initially been set up to change the
behaviour of a challenging group or class of students. At this early stage,
students and staff in the schools had received training designed to impact
on their ability to deal with conflicts in their lives and in the classroom.
This typically included the experience of powerful residential sessions
that took place over one or, in some cases, two weekends. A selected
group of students then were given the responsibility of training Year 7
students and acting as their friends and mentors around the school,
giving advice and dealing with less serious incidents of conflict as they
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arose. A variation of this involved students visiting local primary feeder
schools where they ran a training session for Year 6 children in the term
before they started secondary school.

The model was based on the desire to engage as many young people
as possible in conflict resolution work, while at the same time ensuring
that staff became more aware of conflict issues and acquired the skills for
dealing with them. There were some common elements in all the
schools. These were:

e  Giving older students valued training and meaningful responsibilities.

e Enabling older students to become respected role models to younger
students.

e Enhancing students’ self-esteem.

e  Giving staff in key roles the opportunities to learn advanced conflict
resolution skills from professional trainers.
Increasing all staff’s awareness of conflict issues.
Contributing to the potential of the school as a learning and
achieving community.

Case study: School A

The conflict resolution work began in School A in 1996. The impetus
for the project came from a number of concerns:

* Racial tensions among older students; there had been a particularly
worrying racial incident outside the school.

* The LEA review of the school had indicated some negative features
of the ethos as evidenced by high levels of vandalism, some reported
student discontent, and staff perceptions of communication difficul-
ties between staff and Senior Management.

* An external survey that recommended work on conflict resolution
in school.

In School A older students are trained in conflict resolution and
mediation.

‘The aim of this programme is to provide skills to Year |10 students
to enable them to work with Year 7 students on issues around
conflict resolution.’

(Co-ordinator’s report 98/99)
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The conflict resolution programme cycle in School A works in the
following way. The conflict resolution work is discussed with Year 9
students and applications are invited for training. Normally around sixty
students apply to be a volunteer and the names then go to a Year 9 staff
team meeting. Teachers apply a number of selection criteria at this
stage. These include:

» good attendance and punctuality;
* willingness to work after hours;
* willingness to catch up on other work missed.

The selection process normally reduces the numbers to around
forty-six at this stage. The selected students are then required to attend
selection workshops where they are engaged in role-play, group
activities, discussion and reflection. External facilitators run the work-
shops. At this stage further criteria come into play. These include:

 ability to speak up;

* ability to discuss in small and large groups;
 ability to listen;

 ability to show empathy.

As a result of the workshops the numbers are further reduced to
around twenty-four students. These students then attend a residential
training weekend with an external trainer and a group of volunteer staff.
The trained Year |0 students then work as groups of three, attached
to Year 7 classes. At the start of the year they are introduced to the
whole class, their photographs are displayed in the form room and they
are attached to small groups. In addition, the students work with the
external facilitator to plan and run workshops on conflict resolution for
Year 7 students. Year 7 form tutors attend these workshops.

‘From that residential everybody was given a pair or a three, and
they were given each class, so like responsibility for a class. Like big
brothers and sisters to them to guide them in year seven.’

‘When we began to be trainers in charge of the year seven we were
like teachers, we could do anything, anything a teacher could do.
Like, if a person is in trouble, like we could phone home, if a person
can’t do that we could help them out’

‘We see them around school and everything and if they need help
from us, then we just help them as well.’
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‘If they got a problem, they can come to us. We are like the parents
to them.’
(Student trainers)

In the Spring Term there is a second residential weekend for the
trainers focusing on the mentoring of Year 7 students. The intention of
this residential is to further develop the skills whereby Year 10 students
can create a long-term relationship with the younger students. The
training aims to enable them to identify issues; for example, bullying
or low self-esteem, and develop their skills so as to enable them to
engage in early intervention strategies in situations of conflict. The
student trainers we interviewed described some of the strategies they
adopt:

‘We don’t tell them that they have to respect, we sort of teach it
to them, explain to them, advising them, that kind of thing. We
don’t “tell” them what to do, that’s not going to change it.’

(bullying) ‘You talk to the person who is bullying them. Get them
together, let them talk together and see if they stop bullying them
and if he doesn’t, we come in and we talk to both of them together,
and get both points understood, and then see what’s wrong. After
that if he is still bullying, we have responsibility, after we talked
about it. We have to go through the procedures with the teachers
to sort it. That person will be excluded for whatever time.’

‘The thing is, if we are in the playground and there is a fight there,
we will have some responsibility. We have to get to help to get
them inside, and like start the questions. If the matters get worse
the teachers get involved. We are involved further, cause we got
them inside. We talk to the person about why and everything. After
that it’s like sorted.’

Case study: School B

One of the original impetuses for the adoption of conflict resolution
work within School B was a concern with an identified group of Year 9
and 10 students at risk of exclusion. The students were all boys, low
achievers and were demonstrating difficulties in dealing with relation-
ships with peers and adults in positive ways. Using SRB funding from
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the LEA the school engaged external facilitators to devise and run a
training programme on anger management and conflict resolution with
this group of young people. Three teachers and the school counsellor/
home-school worker were also involved in the programme. The aims
and objectives of this pilot programme were:

Aims:

* A reduction in ‘bullying’ behaviour by participants towards peers and
staff.

* A reduction in loud aggressive behaviour between participants.

* Anincrease in conflict management skills among participants.

* An improvement in the emotional literacy of participants especially
when dealing with anger and irritation.

Objectives:

* To facilitate several conflict resolution and anger management
workshops with the six specifically selected participant students.

* To provide space and time to allow the participants to build up trust
in each other, the facilitators and in the process.

* To engage these students in activities appropriate to their needs and
to the aims of the pilot project.

* To help ensure sustainability and integration of the project by actively
involving members of School B staff in the project at strategic stages.

* To involve the students in the evaluation of the project by
encouraging them to monitor and self regulate their behaviour
during the course of the project and in the future.

External facilitators

At the same time the school began to extend existing work on training
young people to become peer counsellors. Year 9 and 10 students were
selected for training. The project was advertised across the school and
students were required to fill out application forms. The criteria for
selection put emphasis on good attendance. Behaviour records were
taken into account, though some young people who were ‘risky’ were
selected on the grounds that involvement in the project may provide
the stimulus for them to understand their own behaviour more and
become better able to take responsibility.

The peer counselling training was delivered by a combination of
external facilitators and the school counsellor/home-school worker.
The training developed into the current structure whereby students
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from Years 9 and 10 are trained to work with Year 7 students. The peer
counsellors are put into pairs and attached to Year 7 tutor groups. They
work with the groups on a weekly basis providing support around
friendships and conflicts and self-confidence and esteem. They are also
available for one-to-one sessions with Year 7 students. A further devel-
opment has been the involvement of the peer counsellors with Year
6 students as part of their induction programme before they start
secondary school. Members of the school council are also involved in
induction work with Year 6 students, as part of a larger school
involvement with feeder primary schools.

Case study: School C

The origins of the conflict resolution work at School C can be traced
to the early 1990s when the school went through a period of unrest,
heightened by racial tension in the local community. This had a serious
effect on levels of achievement throughout the school, and staff, parents
and students wanted change. A feasibility study was conducted by
external facilitators for developing a project that would train staff and
students in ‘practical skills and strategies for dealing with conflict’. The
study found there was a general fear of conflict and a lack of skills
for dealing with it in the school. However, it also stated that ‘Staff and
students shared the vision of a school which feels safe and where
everyone takes responsibility for their own actions, and cares for and
respects others’ (Feasibility Study Report, July 1994).

In its initial phase, the work at School C ran for three years from
1994 to 1997. There was a positive evaluation on this work. A further
programme was set up to run from September 1998 to December 1999.
This too was deemed to be successful. Since then the project has
continued year on year and it is thoroughly embedded in the school’s
strategic planning.

The pattern of the programme is as follows:

* All tutor groups in Year 9 receive training from external facilitators
in the summer term.

* Year 9 students are invited to apply for further training to become
peer trainers in Year 10.

* A group of about twenty students are selected.

* Early in the Autumn term this group receives training in preparation
for a weekend residential course attended by volunteers drawn from
the staff as well as the students.
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* The group delivers training workshops to Year 7 students, supported
by trained members of staff as well as external facilitators.

* Year |0 trainers have the opportunity to learn mediation skills at a
second residential weekend in November in order to give further
support to Year 7 around the school.

* The programme is reviewed annually.

The aims and objectives of the programme for 2000-2001 were:

Aims:

* To continue to provide a peer training scheme in confronting conflict
work.

* To further develop a peer mediation scheme within the school.

* To further develop strategies to enable staff to support and run
programmes in confronting conflict work.

* To explore the idea of Leadership with senior students in the school.

Objectives:

* To recruit and train a new group of peer trainers.

* To provide further training for the peer trainers in mediation skills.

* To provide peer trainers and mediators with opportunities to prac-
tise their skills in a structured and supported programme.

* To recruit and train a group of senior students in Leadership skills.

Outcomes of the conflict resolution work in the
schools

The conflict resolution work in these schools has proved to be an impor-
tant element of whole school provision for the PSD of the young people
in their care. The student trainers we interviewed in the schools were all
able to talk at length about the skills and understandings that they had
learned through being trainers. They described feeling more confident,
having higher self-esteem and having developed a range of negotiation
skills that they felt would prove useful in their adult lives.

‘This is the best stuff I have ever done in school. It has made me
understand the school is on my side really if [ can do something for
the school. I used to hate coming here but I like it now and I don’t
want the little kids to be as bad as I was.’

(Year 10 student, School B)
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‘I'm much better at putting things in a non-confrontational way.
Like, I'm able to go up to people and ask what the trouble is and not
get into fights myself. I'm like more cool!’

(Year 10 student, School C)

‘T have learned a lot of new skills. Teamwork, how to deal with the
younger children, resolving things. And another thing is like,
participation with other people, like a person who doesn’t wanna
talk about a conflict or problem, sort of getting him into how it
started, so they talk.’

‘I am helping someone else how to grow up in a school.’

‘We can be good parents, now cause we know how to be with young
kids.’
(Years 9 and 10, School A)

‘We are getting to know each other as friends; we can trust each
other and we know how to work together.’

‘I think we have more skills now for dealing with people and
situations and they will always be there from now on.’
(Year 10 students, School C)

‘I had a fight when we was at residential and we had to be an
example to the rest...we had to learn to work together, we
couldn’t just, like, go to some other group and avoid each other. It
was good for me. Like if [ had a fight before, I'd just storm off in a
huff and not speak to anybody, but I've learned it ain’t no good. You
just gotta get along with people.’

(Year 10 student, School C)

The younger students we interviewed were also positive about having
older students trained in conflict resolution.

‘They are encouraging to us, to want us to learn more.’
‘If you have a problem, they help us solving it.’

‘If someone is bullying you, they turn up to stop some.’

‘If there is a problem with the playground you just find them and tell
them and then they try to sort you out.’
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‘They wanted us to learn that people can have different opinions but
still talk to each other, you don’t have to fight to prove who is the
best.’

(Year 7 students from Schools A, B and C)

One of the Year 7 students we interviewed had a very clear understanding
of one of the reasons for training the older students

‘[it] Makes them more experienced, in working with children. So if
they come across a problem or something they can always help the
person. It makes them better people when they grow up.’

Staff training in conflict resolution

One of the schools (School B) had put a lot of emphasis on the training
of staff (teachers, learning mentors and classroom assistants) in conflict
resolution. The training was described to us as being initially to do
with ‘damage limitation and crisis management’ but has developed into
a training programme that aims to support staff in developing a range of
strategies and support mechanisms to help them sustain positive and
inclusive relationships with young people. The residential staff training
we observed was powerfully engaging the staff. The exercises required
staff to give of themselves and to confront their own fears and anger. The
work also provided opportunities for staff to support each other and get
affirmation of their skills and achievements. The approaches used by the
facilitators provided models of ways of working with students.

The aims of the residential programme for School B are set out below.

e To introduce a range of conflict resolution and anger management
tools to staff members working with pupils in a variety of contexts.
To explore appropriate methodology.
To try out intervention strategies.

e To develop personal self-support mechanisms and model these to
pupils.

External facilitators

The work required facilitators with expertise and experience, able to
construct and sustain a safe learning environment. Several of the staff
commented on the powerfulness of the workshop in relation to their
own self-realisation and were clear that they would be able to use this
self-awareness in their relationships with students.
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‘Well, it has given me an insight into how the students are devel-
oping. Not just thinking “Wow, so-and-so is more mature now”,
but understanding how they have got to that point . . . I see what
they can achieve and how good our kids can become because it’s
so easy for them to write themselves off. And another thing is
that having done work on conflict resolution I begin to think of
conflict from the students’ point of view. | understand why they get
drawn in.’

‘I think I have benefited a lot in managing behaviour. I think I
handle conflicts better when they arise in the classroom as a teacher
and as a form tutor. So a lot of children get the benefit of these skills.
I am also more tolerant of the kids in general.’

Who benefits from conflict resolution
programmes?

In the schools we worked with there were some tensions around which
students should benefit from conflict resolution programmes. There was
often a dilemma as to whether the training should be prioritised for those
students who can demonstrate the potential for providing good role
models for younger students, or whether the more challenging students
should also receive the training, particularly when it could be argued that
their needs are greatest. For the schools there is an unresolved issue
around justifying the use of scarce resources on students with a poor
reputation in school, especially when those resources are being used
to purchase a weekend of residential training with highly skilled pro-
fessional trainers. However, the most difficult students often have the
most urgent need to confront the conflicts they create and to learn
the skills of managing their own behaviour, yet it is clearly difficult to
take a risk with those young people whose behaviour could undermine a
conflict resolution programme.

The external facilitators we talked with were clear that working with
more challenging students was important.

‘I prefer to work with kids who have experienced conflict themselves
because it gives me more to work with, and those kids have the voice
of experience which is just what we want. Sometimes youngsters on
the way to exclusion who have avoided being completely turned off
school make the best material.’

(External Facilitator)
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The schools too were aware of the need to include students whose
behaviour is challenging. For example:

‘The big worry about peer support is that it is seen as sad, boffin,
rubbish. But you have to try to include kids who think like that. You
can’t just have the good kids. You have to have it centred on whom
you are working with. You can’t just have ordinary kids.’

(Counsellor, School B)

‘They didn’t take on people who are really good at work. They took
on people who were messing around and who changed. If they

changed, they can change people in Year 7 as well!’
(Year 10 student, School A)

The debate around which students should be prioritised for training
in conflict resolution remains unresolved in the schools with which we
worked. There is no doubt that all the adults were agreed that targeted
work on confronting and resolving conflict should be part of the reper-
toire of what is offered to students on the margins. The issue is more to
do with where to place such work in the face of competing demands and
scarce resources.

The institutional context

One of the intentions of the project was to bring about lasting change to
the culture and ethos of the schools. The vision was that of school
communities where relationships were built on respect and sensitivity
for the feelings of others. With this vision went the development of
positive behaviour management practices which all staff have the skills
to employ. This was clearly a tall order and teachers we spoke with were
clear that conflict resolution could only form one aspect of building such
communities, albeit an important one. They were clear that conflict
resolution could not be a panacea for turning a school around. It had to
be seen as one ingredient in a plan for school improvement:

‘Conflict resolution and other similar programmes have to be seen
an ingredient in the school’s success rather than the main reason for
it. All we do contributes to a growth in the students’ confidence in

themselves. The impact is implicit rather than explicit.’
(Deputy Head, School C)
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‘It’s very important that schools do not think that our work waves
some kind of magic wand. A three year relationship is necessary to
really make an impact (on school ethos).’

(Facilitator, School C)

‘I think I want to say that the school does not want to inflate the
importance of the conflict resolution work. It is part of a range of
things we do. But, that said, I can say that the ethos of the school
has changed. The children now enjoy being friendly rather than
confrontational with each other, and that hasn’t always been the
case. What I might call an “anti-boffin” culture is diminishing, so it’s
much less common for kids to spend endless time and energy on
cussing and seeking petty revenge.’

(Deputy Head, School C)

The wider school ethos and climate is a critical factor in the success
or otherwise of conflict resolution work. However, this is not straight-
forward in that the schools in this study had developed conflict
resolution projects partly to enhance the school ethos; yet their success
was not unrelated to the fact that there was already well-developed
elements of a positive and socially inclusive ethos in the schools.
Conflict resolution programmes can clearly contribute towards a school
climate and ethos that promotes the overall PSD of students. However,
somewhat paradoxically they may be most effective where they form part
of a coherent set of PSD structures and practices. Put crudely, conflict
resolution programmes seem to be most effective in schools that are
already partially ‘successful’ in relation to provision for their students’
PSD.

Conflict resolution, PSHE and PSD

If conflict resolution is to have maximum effect in a school then it needs
to be explicitly and coherently linked to other whole school initiatives
for PSD and to the PSHE curriculum. In the schools we worked with
it was clear that conflict resolution was one of a range of broad PSD
curriculum initiatives aimed at raising self-esteem and confidence,
enhancing student responsibility and participation. In these schools the
initiatives included peer mentoring and counselling, using students to
act as guides and interpreters within the school and local community and
school councils. In all of the schools the conflict resolution work
explicitly supported and linked into the PSHE taught curriculum. The
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PSHE curriculum was used as a vehicle for developing the knowledge,
skills and attitudes associated with mediation and conflict resolution and
this work fed into the programme.

Key ingredients of successful conflict resolution
in schools

In the evaluation study we noted some key ingredients of effective
conflict resolution work in the schools in Tower Hamlets. These
included:

e adesire for fundamental change (and to maintain that change) on
behalf of the Senior Management Team, backed by full consultation
with the school community including young people;

e the work is managed by staff with the power to see things through;
an acknowledgement of the specialist skills of an external facilitator;
effective communication between the school and the external
facilitator;

e an explicit policy of keeping the whole school community well
informed about the programme, by a variety of means including
student presentations, and regular items at staff and governors
meetings;

® a recognition by staff of the whole school demands of the
programme and a will to find the time and resources to make it work
on a permanent basis.

Just another initiative?

Conflict resolution has the potential to make an important contribution
to students’ PSD. The schools in the evaluation study demonstrate ways
in which this potential can be realised. However, it is critical that work
such as this becomes embedded in whole school structures and practices,
rather than remain a somewhat ‘bolt on’ project or initiative. In some of
the schools in the evaluation study there was a sense in which conflict
resolution was still seen as a project sustained through the commitment
of a few senior staff, rather than as a routine part of the school’s activities.
In all the schools relatively few members of staff were involved in the
day-to-day running of the programmes. This limits the impact conflict
resolution programmes can have on changing the ways in which all
teachers deal with conflict in schools. Those teachers who volunteer for
the role of trainers gain the most, and there is a danger that other staff
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will come to rely on these people to deal with conflicts as they arise.
Similarly conflict resolution work needs to be explicitly built into the
PSHE curriculum so as to ensure that all students get the opportunity to
develop the very real knowledge, skills and values that come with this
work.

Working in partnership

The schools in this study had all received external funding for conflict
resolution. The funding had enabled them to bring in external expertise
and pay for residential training for students and staff. Conflict resolu-
tion programmes are emotionally and intellectually demanding on
students and staff. It is our view that the training teachers and young
people require for this work is highly specialised and necessitates the use
of external facilitators with appropriate expertise and experience.?
Working with students without this level of training can be not just
ineffective but harmful to young people.

‘You must work with an outside agency. I cannot stress enough how
important this is. Our staff do not have the time to plan and run
the programmes to the same level. And it is good for the students to
work with strangers. It adds a dimension to what we are trying to
teach about respect and self-confidence. Our kids really respect the
professionalism of the external team and they see them in a different
light to the teachers. I suppose another aspect of this is that it is
good for the school to have an external team working with us. It
boosts our morale and is very good for the staff who are working
in partnership with the team.’

(Deputy Head, School C)

The teachers we interviewed were clear in that for conflict resolution
to be effective and sustained there needs to be an ongoing, long-term
partnership with external professionals.

Conclusion

Contflict resolution work is an important ingredient of a whole school
approach to personal and social development. However, there is always
a danger that work like this is short-lived, dependent on current
‘fashions’ and funding priorities. This study has convinced us that it
should have a permanent place in all schools. For this to happen conflict
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resolution will need to become an integral part of the routine structures
and practices of schools. PSHE should form one important context in
which to embed this work.

Notes

1. Tower Hamlets Education commissioned the Centre for Cross Curricular
Initiatives, South Bank University, to undertake the evaluation. The
evaluation was carried out between the summer of 2000 and July 2001.

2. The three external trainers involved in the work described in this chapter
are: LEAP Confronting Conflict, The Lab, 8 Lennox Road, London
N43NW; Tig Land, Independent Consultant and Trainer, Email tigland@
freeuk.com Phone 07958560685; Win Win Solutions (no longer operating).
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Chapter 6

School councils and
pupils’ personal
and social development

Sally Inman

Earlier chapters have taken the view that an effective PSHE and citizen-
ship curriculum will both support and be supported by a range of whole
school practices. We have argued that PSHE makes a very important
contribution to the school’s provision for pupils’ personal and social
development, but that it needs to have coherent links to other school
structures and practices that also foster this development. We have
also attempted to demonstrate how the learning outcomes for PSHE
and citizenship describe broad areas of personal and social development,
areas that should be promoted through an explicitly planned whole
school approach in which the PSHE and citizenship curriculum play
important roles.

This chapter looks at the capacity of school councils to play an impor-
tant role in fostering the PSD of pupils. The chapter is a shortened and
adapted version of a report of a three-year research project exploring the
contribution of school councils to citizenship education. The research
was commissioned and funded by the Association of Teachers and
Lecturers (ATL).! In this chapter I attempt to demonstrate how school
councils can both give support to, and be supported through, the PSHE
and citizenship curriculum. In doing so I explore the need for a particular
kind of institutional context — one that promotes democratic structures
and practices.

School councils have a long, if chequered, history in primary and
secondary schools in the UK. At a national level successive governments
have recognised that school councils can play a useful role in fostering
aspects of pupils’ PSD in schools. National initiatives with respect
to citizenship education since at least the Education Reform Act (ERA)
1988 have made reference to the capacity of school councils to promote
knowledge, understanding and skills associated with democratic
citizenship. There is not space here to list all these initiatives, but from
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the Speaker’s Commission (1990), Curriculum Guidance 8, the Crick
Report (1998), through to the National Curriculum (NC) 2000 we can
find references to the important part that school councils can play in
pupils’ PSD. The non-statutory Framework for PSHE and citizenship
at Key Stage 1 and 2, the non-statutory PSHE Framework at Key Stage
3 and 4, and the programme of study for citizenship in secondary schools
all make explicit references to the contributions of school councils. The
QCA schemes of work for citizenship include some useful guidance on
pupil participation, including effective school councils. School Councils
UK have provided some excellent materials for primary and secondary
schools (School Councils UK 2002).

While school councils are still not given a statutory role in schools
as they are elsewhere in Europe, schools are now being explicitly encou-
raged to develop school councils as an essential element of broad
citizenship education, including PSHE.

What contributions can school councils make to PSHE and citizen-
ship? How do they support the PSD of pupils? The literature on school
councils would seem to indicate that in theory they could serve a number
of inter-related purposes for pupils, teachers and schools:

e School councils can contribute to the promotion of good relationships
and discipline by providing pupils with opportunities to participate
and take on responsibilities within the school. In 1989 the Elton
Enquiry Report (1989) recommended that students be given more
responsibility and argued that where they participate in decisions
about their own learning there were significant benefits for them-
selves and schools. The report argued that students behave better
when they are given more responsibility. School councils can also
encourage a sense of collective responsibility. The DfEE Circular
8/94 Pupil Behaviour and Discipline advocated school councils as a
means of involving students in school life and taking responsibility.
The evaluation of the pupil council initiatives undertaken by the
Priority Area Development in Liverpool provides a similar picture
of school councils contributing to a decrease in anti-social behavi-
our in pupils and enhancing the relationships between pupils and
teachers (Khaleel 1993). Owen and Tarr’s (1998) research in a
school for students with disabilities suggests that school councils can
be effective in combating anti-social behaviour. Trafford makes the
same point in his work (Trafford 1993). A slightly different version
of this position can be seen in the view that school councils provide
opportunities for pupils to learn to care for others and to engage in
service to the community.
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e School councils can contribute to a more inclusive school and form
part of a range of strategies to combat disaffection and alienation of
some pupils. The Commission for Racial Equality Report on exclu-
sions found that schools that had lowered their exclusion rates had
established structures for involving students in the life of the school.
Osler, in describing the findings of the report, says of such schools:

They had effective structures for involving children in manage-
ment and decision-making such as a school or class council.

(Osler 1997, quoted in Davies 1998)

Research by Davies for School Councils UK provides further evidence
that effective school councils can have an impact on pupil exclusion and
inclusion. Her qualitative study of school councils in ten schools
indicated that the impact of effective school councils on pupil inclusion/
exclusion can be seen as a continuum, from what she describes as direct
impact through measures such as peer control to a more indirect impact
through the ability of the school council to convey important messages
to pupils about, for example, being listened to and shown respect (Davies

1998).

e School councils provide a forum through which pupils can have their
voices heard and exercise their rights. This view of school councils is
based on a children’s rights model (Franklin 1986; Davie 1989;
Hart 1992). School councils are viewed within this model as one
mechanism by which a school can ensure that their pupils have
the opportunity to exercise their rights as described in the United
Nations Convention on the Rights of the Child.

The child who is capable of forming his or her own views (has)
the right to express those views freely in all matters affecting the
child.

(UN Convention on the Rights of the Child, Article 12)

The Advisory Council on Education took this view of school councils
when they said:

School councils help schools become communities by giving every-
one a stake in what is going on. What'’s more, it’s a child’s human

right to be listened to, and to have his or her views taken seriously.
(ACE 1994)
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e School councils contribute to citizenship education through provid-
ing young people with direct experience of the processes of democracy.
The decision-making mechanisms within school councils represent
a site for the living out of participatory democracy, providing
opportunities for pupils to explore matters of importance and to
share in decisions about how to resolve such matters on an equal
footing with adults (Holden and Clough 1998). School councils can
form an important component of a set of social practices that
encourage students to act, in Giroux’s words, ‘as if they lived in a real
democracy’ (Giroux 1983 quoted in Ball). They promote a range of
skills necessary for effective democratic living (ACE 1995).

If a school council is to contribute to education for citizenship,
pupils must be involved in the decision-making process, in
exercising rights and responsibilities and in participating and
contributing to the school community.

(Holden and Clough 1998)

In this sense school councils can provide an ‘apprenticeship in
democracy’. This view of the purpose of school councils reflects the
position of much of the current thinking about citizenship education
within Europe.

Democracy is best learned in a democratic setting where participa-
tion is encouraged, where views can be expressed openly and
discussed, where there is freedom of expression for pupils and
teachers, and where there is fairness and justice.

(Council of Europe 1985)

Thus, school councils would appear to have the capacity to support
PSHE and citizenship and contribute to PSD in a range of ways. They
can:

e contribute to good relations and discipline and promote social
inclusion;

® give expression to children’s rights;

e provide a democratic experience and promote democratic skills.

However, as many teachers, children and young people know too
well, school councils often fail to realise their potential. The literature
would suggest that the reasons for their failure lie in a number of areas.
On the surface it would seem that school councils often prove ineffective
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for what might appear on the surface to be structural or technical reasons.
These include issues to do with size, administrative support, budgets, and
involvement of teachers, reporting mechanisms, training of pupils, the
scope and power of councils. The ACE survey (1995) revealed evidence
that schools with school councils were more likely to involve students in
management issues but these were often to do with a limited number of
issues such as the physical environment, playground, uniform, behaviour,
bullying. They found little evidence of consultation on areas such as the
curriculum and school development plans. Pupils rarely exercised any
control over budgets, though it was common for them to be involved in
fund raising. The same survey also found that although many of the
school councils had some kind of reporting procedures for council pro-
posals and decisions these systems tended to be underdeveloped. They
found that relatively few of the councils had effective and systematic
methods for reporting outcomes, particularly to staff. The majority of
councils had a staff presence, but none had representatives from support
staff or site management. Few of the councils had access to the governing
body on a regular basis.

What might at first sight appear to be technical weaknesses of school
councils would seem to symbolise wider problems to do with the school
ethos and climate. The literature would indicate that issues to do with
reporting, scope and power of school councils often reflect and symbolise
wider issues in the school to do with the level of participation and
involvement of pupils. Ruddock, for example, has argued that councils
are only effective if they are an explicit component of whole school
democratic practice (Ruddock et al. 1996). Others have pointed to the
tokenism of councils where the scope of issues debated is limited to areas
such as toilets and uniform (Hart 1992). Research by Baginsky and
Hannam for the NSPCC underlines the importance of school councils
as part of the journey to democratise schools (Baginsky and Hannam
1999). Rowe’s research for the Citizenship Foundation stressed the need
for school councils to be accompanied by other methods of communi-
cation and consultation between staff and pupils including systematic
use of pupil interviews and questionnaires. His work emphasised the
importance of widening the scope of councils in relation to areas of real
decision making and enhancing the quality of the dialogue between the
members of the school community (Rowe 1996). Davies’s research
concludes with the remark that:

What has become clear is that for a school council or other system
of representation to work it must be embedded in a total ethos
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of democracy, equity and concern for pupil and staff welfare and
performance.

(Davies 1998)
A similar position is taken by ACE:

Whether the school regards student involvement in decision-
making as a success will depend on its motivations. School councils
which are tokens will become liabilities. School councils, student
consultation and student involvement in planning and monitoring
work all need to be part of a wider school ethos.

(ACE 1995)

School councils and broader democratic
structures and practices

The effectiveness of school councils in relation to PSHE and citizenship
and broader PSD is heavily influenced by the particular character of
the wider school structures and practices within which they operate.
School councils seem to be most effective where they are set within
a particular school context; one in which the ethos structures and
practices are democratic. Similarly, ‘democratic schools’ require either a
school council or some other mechanism for student voices to be heard
and listened to and for them to participate in decision making.

Any school that attempts to democratise must inevitably develop
some kind of council or assembly in order that the students’ — and
possibly the teachers and other staffs — views can be voiced
and discussed, unless the school is so small that every member can
be involved in meetings.

(Trafford 1997)

Democratic schools require school structures in which pupils are
consulted and given opportunities to experience responsibility. In theory
then, school councils would seem to be an essential feature of a school
that promotes PSD, including PSHE and citizenship. School councils
have the capacity to send powerful messages to all pupils about the
possibilities of their participation, taking responsibility and about their
value and worth within the institution and beyond. Moreover, school
councils at their best will raise fundamental questions for those who
control and manage a school as to the nature of the institution they wish
to promote.
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What do democratic schools look like?

Democratic schools are essentially defined in terms of the ways that
they strive to engage the active participation of all members of the
school community, including young people, in the decision-making
processes.

(Apple, M. and Beane, ]. 1999)

The Scottish Consultative Council on the Curriculum describes

school democracy in the following way:

In school settings democracy is characterised by a willingness to
allow and encourage young people to become involved in matters
of decision making and choice within the community of the school.
Through these experiences they come to see themselves as people
who can effect the community in its widest sense in which they and
others live and work. Like democracy itself democratic schools do
not come about by chance. They result in explicit attempts by
schools to put into place arrangements and opportunities that will
bring democracy to life.

(SCCC 1995)

So what might be the indicators of democratic practice within a

school?

A commitment to the active participation of pupils will be evidenced

across key areas of the school. Thus, in a democratic school we would
expect to find particular defining characteristics within:

values, ethos and climate;
relationships;

leadership and management;
curriculum and pedagogy.

What might these defining characteristics look like?

Values, ethos and climate

Democratic schools are characterised by particular core values. These
values include co-operation, mutual respect, autonomy, justice, and
commitment to diversity (White 1991; Fielding 1997, 2001; Apple
and Beane 1999). Such core values are not dissimilar to the central
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educational values identified in the rationale for the NC 2000. In a
democratic school core values will be reflected in, and sustained through,
the ethos and climate of the school (Eisner 1994). A democratic school
will have an ethos and climate that sends positive messages to adults and
young people about their worth and value and their right to be heard and
consulted. The Scottish Consultative Council for the Curriculum
describes the importance of a participatory climate when they say:

Through the climate in which they operate, young people learn
powerful lessons about justice, power, dignity and self-worth. It is
important to ensure that these are positive messages. The school as
a community needs to develop a climate and ethos consistent with
ideals of co-operation and understanding, and based on democratic
principles.

(SCCC 1995)

Relationships

The nature of the relationships between adults and between adults and
students is a critical indicator of a democratic school. The quality of the
relationships between teachers and students is central and involves
establishing and sustaining mutual trust and respect and the creation of
conditions in which young people are enabled to feel good about them-
selves. Hay Mc Ber’s research on effective teaching for the DfEE endorses
this view of the centrality of trust and respect in effective relationships
between pupils and teachers (Hay Mc Ber 2000).

Leadership and management

Democratic schools are characterised by particular forms of leader-
ship and management. In democratic schools power is devolved or
divested (Griffith 1998; Apple and Beane 1995) through participative
and consultative structures and practices that enable others to have
ownership over decisions. Collaborative practice is an essential feature
of democratic management. Fullan has described this kind of leadership
as a style that ‘empowers others below you’ (Fullan 1993). The Think
Tank set up by the National College of School Leadership (NCSL)
argues that effective school leadership involves what the report describes
as ‘distributed’ leadership in which all members of the school community
are empowered to take part in the decision making processes within the

school (NCSL 2001).
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Teaching and learning and the democratic
curriculum

In a democratic school pupils are enabled to make and evaluate choices
in relation to their own learning and are helped to take responsibility
for the decisions they make. In an ideal world pupils are also enabled to
become ‘critical readers’ of their society, recognising that all knowledge
is socially constructed and challenging the taken for granted. However,
a range of externally imposed constraints, including the National
Curriculum, puts boundaries on such development. Despite these con-
straints, democratic schools will take all opportunities to promote teach-
ing and learning styles in which pupils are given opportunities to actively
participate, take responsibility and develop a range of ‘democratic’ skills
(Holden and Clough 1998; Griffith 1998, Apple and Beane 1999; Inman
and Stiasny 1987).

School councils in action: case studies

The argument so far would suggest that while school councils have the
potential to make a significant contribution to PSD, including PSHE and
citizenship, we need to be clear both about the most effective structure
and form of school councils and the wider school context in which they
operate. In other words, it is particular kinds of school councils within
particular institutional settings that can contribute most effectively to
PSD and citizenship. The research for the Association of Teachers and
Lecturers (ATL) on which this chapter is based very much endorsed
this view. The research included qualitative case studies of two schools,
a primary school in central England and an inner city secondary school.
The particular schools were chosen because they had many of the surface
characteristics we thought might be necessary for providing the type
of school council which could make the most effective contribution
to citizenship. Two researchers spent three days in each school. The
approach was ethnographic, documenting ‘the lived reality’ of school
councils and democratic schools through first-hand observation and in-
depth interviews with those directly involved. The fieldwork confirmed
the position outlined earlier. In both the schools the school council
played a significant role in promoting pupils PSD. The reasons for their
effectiveness lie both in the structure and form of the council in these
schools and in the particular nature of the wider school contexts in
which they operate.
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The structure and form of the school council

In both schools we looked at a number of aspects of the school council.
These were school council meetings, representation and reporting
mechanisms, the scope of the council and the effectiveness of the council
within the school. To accomplish this we observed council meetings,
interviewed pupils, teachers, senior managers, governors and support
staff and reviewed all relevant documentation. Briefly, our conclusions
were that in these two schools the school council was providing an
important contribution to PSD and citizenship. Through the school
council all pupils, not just counsellors, were learning the knowledge,
skills and attitudes associated with wider democratic practice. In both
schools the council acted as a vehicle of pupil empowerment — providing
them with the right to be heard and consulted, the power to make
decisions and giving them the responsibilities associated with these
rights. In both schools the pupils were not involved in ‘tokenistic’
activity, but rather were engaged in a serious purpose. They were aware
that the council makes decisions that can affect their lives, that it can
change things in a real way and they have confidence in its power to
do things.

‘If you are actually in control of something, and then you know if
you say this, you may be able to change it really big. It really makes
you feel more easy . . . If you don’t really have a chance to do that,
you may actually think, “Oh, I might as well not try to do anything
different and change anything, cause it’s not going to work.”’
(Secondary pupil)

‘You can change as well the way grown ups are, not only grown ups
changing you . . . The grown ups are trying to change what you are
doing, but you can change what they want you to do. They aren’t
just telling you.’

(Primary pupil)

In the case study schools the structure and form of the school council
played an important part in its effectiveness. The school councils shared
some common characteristics and these are important ingredients of an
effective school council. The characteristics are:

® meetings are time-tabled into lesson times;
e the council is whole school rather than being class or year based;
e there are explicit representation and reporting mechanisms.
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‘You have to bring other people’s opinions to the council, rather
than just your own. Say if somebody says something and you don’t
agree with it, you still have to mention it.’

[Interviewer| ‘Is that true with everybody?

‘Yeah.

[Interviewer] ‘“What about the younger ones?”

‘We have to listen to what’s given, because, if we don’t hear,
we don’t know what to do.’

[Interviewer] ‘And do you go and find out what other children
think before you come to a meeting?

Yes.

(Primary pupils)

‘Soon after every school-council meeting, there is a governors’
meeting. And two people from any year, every tutor group get to
go to the governors’ meeting. And they report back to the school
council . . .’

(Secondary pupils)

Meetings are run formally with agendas and minutes

‘The students and adults are sitting in a circle. The meeting follows
the familiar structure of adult meetings; minutes of the previous
meeting, matters arising and main agenda items. The chair sits at
a table covered in green baize, and uses a gavel to call order during
the meeting. Students go through the minutes of the previous
meeting, and at times challenge the accuracy of the minutes, when
this happens the minutes are amended accordingly.’

(Observation notes of secondary council meeting)

The council has a formal constitution.
The council is formally consulted about major policy decisions.

The scope of the agenda can be determined by pupils as well as
staff.

‘We can bring up really anything that we want. We need better
facilities, better classrooms . .. The thing is we know how much
money the school gets a year and have some control over how it is
spent.’

(Secondary pupil)
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‘Our toilets are not very good. So we had to write to a man from the
council and tell him what’s wrong with our toilets. It [the toilet]
overflows. Sometimes people put toilet tissues down the toilet and
it over-floods, and some people can’t get in our toilet because they
are too small and so we had to write a letter. We try to call him every
Friday, but he is never there. And when Miss gets through it’s
usually me who has to talk because Barry [other pupil] definitely
doesn’t want it.’

(Primary pupils)

(Describing the involvement of the school council in selecting a new
deputy headteacher)

‘I had to interview — I have been asking questions to the deputy
head. There is like five or six questions we had to prepare. We made
the questions up ourselves. So we had to be in the office and some
of the teachers would come in, we have the questions that we were
going to ask them. We were giving marks out of 10. Like how would
you run the school. We had double meaning type of questions.’
(Secondary pupil)

e The council is under the direct oversight of the headteacher

Wider school structures and practices

The case studies provided confirmation that the nature of the institution
is a critical factor in developing and sustaining effective school councils.
In both schools the school council was set within a wider democratic
climate and structures. This gave it a reality and power as the structures
and ethos provide other ways in which pupils are listened to, consulted,
asked to take responsibility, treated with respect and valued. In this way
the seriousness of the council’s role and power is affirmed and supported.
The fieldwork supported the view that school councils can only be
effective in institutions where there is a genuine and consistent commit-
ment to pupil participation and where this commitment is practically
realised through whole school structures and practices. In the case study
schools we were convinced that the ‘lived reality’ for pupils was one in
which they felt valued, listened to and empowered.

‘What [ also like is they give you your personal respect. Not like only
if you’re top of the class . . .’
(Secondary pupil)
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‘I am keen that young people come out empowered. If they are
participating in a good school, which they’re proud of, then it makes
them feel that they are citizens of somewhere . . . important. [Then
they] have standards, they can actually stand up for what they
believe in and that there are fundamental underlying principles.
Those things it seems to me, are what bring real citizenship: it’s
empowerment, it’s a sense of worth, and it’s a sense of actually being
able to do things.’

(Headteacher secondary school)

‘You can still be democratic. You can’t be democratic in the curricu-
lum, but you can be in the way you treat people, listen to the children
and try to put some of their ideas into practice, the practical ones,
you maybe channel them a bit. But I don’t see any reason why
you can’t have children being responsible for things and being
responsible for their own work, and their own action. Having self-
esteem, all those sort of things. You can’t have a school council
if the rest of the time you ignore them and don’t listen to them.’
(Primary teacher)

‘We witnessed a circle time for Year 2 children at the beginning of
the day. The children talked openly and with ease and confidence
about their lives with a certainty that the teacher and other children
would listen to them and take an interest in what they had been
doing. This was clearly routinely done in that we saw children’s
stories being told in instalments with the teacher reminding other
children about what had happened so far. The intimate connection
between the teacher and pupils was striking; there was a strong sense
of everyone sharing each other’s lives. In this class all members share
events and news from babies being born, one child’s long struggle
to persuade his mum to let him have a goldfish, two girls’ ongoing
story of their sleepovers, children talking about going on holiday,
the winning of the football game the night before by West Ham, the
giving out of party invitations. The teacher responds to all this news
with genuine interest, laughter, reciprocity, sharing bits of herself
and her family with them. She knows them intimately. Within this
context democratic skills are being learned and sustained — children
largely wait, listen, show respect, value others’ news, and when they
forget the teacher gently reminds them.’

(Observation notes of a circle time in the primary school)
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Conclusion

School councils are likely to be an increasingly standard part of the struc-
ture of primary and secondary schools. This is obviously to be welcomed.
However, if they are to realise their full potential in relation to PSD and
citizenship and not become a short-lived initiative for many schools,
then we need to think carefully at their form and structure so as to ensure
that they are fully embedded in the wider school structure. As a result
of the research for ATL we set out a number of recommendations about
the structure and form of effective school councils. These are set out
below.

If schools are to develop and sustain school councils that are effective
in promoting citizenship then they need to ensure that the form and
structure of the council fulfil a number of criteria. These include:

e whole school membership and representation;

e frequent and regular meetings planned for the year and held during
lesson time;

® g written constitution;

e chaired meetings with formal agendas, minutes and agreed
procedures for discussion and decision making;

e  explicit and effective reporting mechanisms in relation to pupils,
staff, governors and parents;

e aformal consultative role in major policies and decisions, including
the selection of new staff;

e the scope and power to debate major issues within the school;

e abudget for the council and consultation over the uses of the school
budget;
direct involvement of senior management;
formally structured involvement of other staff.

But most importantly we need to remain mindful that school councils
can only operate effectively within an institution where all the adults
share a commitment to the genuine participation of their young people
in all the decisions that affect their lives.

Note
1. The full report for ATL is Inman, S. with Burke, H. School Councils: an

apprenticeship in democracy? (2002), Association of Teachers and Lecturers.
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Chapter 7

Developing an approach
towards emotional
literacy: first steps in

a whole school perspective

Martin Buck

This chapter describes the first year of development work in a three-year
project between staff and students of Lister Community School and
Antidote. Its focus is the enhancement of a more coherent and whole
school approach towards emotional literacy within the institution, as
part of the school’s commitment to strengthening the place of personal
and social development within learning and achievement.

The School

Lister Community School is situated in the centre of Plaistow, in
the London Borough of Newham in East London. The school caters for
students aged 11-16 and also offers a range of educational activities
for parents/carers and other adults in the daytime and evening. The
school has 1,350 students with 16 per cent more boys than girls. In 1998
it became the resourced provision for deaf and partial hearing students
with a likely cohort of 30 students in September 2003.

Lister’s student population reflects even more the cultural diversity of
the area: 82 per cent of students speak English as an additional language;
no one particular group predominates and fifty-four different languages
are spoken at home; 11 per cent come from refugee or asylum seeker
families; 51 per cent of students register for free school meals; 20 per cent
are in the special needs register, and 3.5 per cent have a statement of
educational need. Lister draws the large majority of its students from
the local areas and in particular the Plaistow Ward, where the 33 per
cent of children from overcrowded households represents the third
highest figure in Newham. Only 6.5 per cent of adults have experienced
higher education in a culturally diverse population made up of 62 per
cent of children from ethnic minorities.
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A rising crime rate, with a 40 per cent increase in offences carried out
by young people on their peers in 2000-2001, offers further challenges
to the school and the community. For some of our students, out-
of-school influences, especially among their peer group, are powerful.
Maintaining a focus on learning, achievement and attendance close to
national expectations is an ongoing challenge for the school. The area
is economically poor with small houses and flats (a mixture of private and
council ownership), some corner shops and open spaces. There is little
cultural provision and significant strategies are now being put in place
through the New Deal for Communities (NDC) to regenerate a specific

part of Plaistow. Lister has, over the last two years, played an active part
in the NDC.

The school context and developments

The School Mission Statement states:

As an inclusive school community we are committed to placing
creativity at the heart of the learning experience. Our purpose is to
ensure an educational experience, which promotes and achieves
excellence and thereby raises achievement. By nurturing the values,
confidence and skills of students, staff and the community, we
will unleash the energy of individuals to prepare them for the
opportunities of the 21st century.

Through the school mission statement and School Development
(Improvement) Plan, Lister has set out a five-year intent, combined with
a detailed strategic plan which itself contains four strands. The first
strand focuses on the raising of achievement including attainment at Key
Stage 3 and 4 developed through a high expectation and success culture.
At present the schools A*~C grades have risen over a four-year period
to a high of 32 per cent in September 2001. A—G grades have risen to a
high of 92 per cent and the average points score show a proportionate
rise. Similarly Key Stage 3 results have risen in English to 52 per cent,
Maths to 48 per cent, Science to 45 per cent at levels 5 and above in
2001. Value added indicators are very positive in both Key Stages 3 and
4 especially when compared to similar schools in the Ofsted PANDA.

The second and interrelated strand involves developing a more
relevant curriculum, which places creativity at the centre of the learning
process and which gives priority to students’ personal and social devel-
opment. The third strand is concerned with strategies to revitalise Lister
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as a community school by strengthening links with partner primaries and
post 16 providers as well as the community and business sectors. This
objective has been central to the school gaining Performing Arts College
Status in June 2001 and being able to play a role in supporting cultural
regeneration in the immediate area, as part of a Borough and East
London wide strategy.

The fourth strand addresses the strengthening of the professional
role of our staff by building leadership throughout the organisation,
through what has been described as ‘distributed leadership’ (NCSL
2001), in a move towards a more explicitly democratically oriented insti-
tution. This strand has also been linked in our work with our students in
promoting with and for them a greater voice within the decision-making
and consultation systems and processes of the school. The work on
strengthening the School Council and Year Forum has been led by an
Assistant Headteacher with lead responsibility for Personal and Social
Development including the co-ordination of PSHE and Citizenship.

This initiative has seen over the last two years the School Council
being given a budget of £5,000 per year, a twice yearly meeting with
School Governors and attendance by senior students at the full
Governing Body meeting once a term. Student representatives have also
served on the Newham Youth Parliament, and the reporting of this body’s
work and that of the School Council has taken place in the school
Newsletter. Nevertheless we are of the view, as are our students, that the
role of the School Council needs to be further embedded in the day-to-
day life of the school. For example, we are presently exploring ways,
following the practice in other schools, in which our students can be more
formally involved in the appointment of teaching staff within Lister.

A further component in our work is the enhancement of the role of
peer mentors within the school. This programme has involved the
selection, training and evaluation of the work of Year 10 students who
work with two external agencies. The first is Life Line — a Newham based
training charity which has delivered a comprehensive programme for
peer mentors and peer advocates; the latter being trained to promote the
programme in assemblies and other publicity and to co-ordinate times
and schedules, while not actively engaging in one-to-one mentoring.
The second training agency is Newham Education Business Partnership,
who have provided training and guidance for a further group of our Year
10 students as well as support for our teacher school based mentor
co-ordinators. In addition, these same Year 10 students have received a
personal adult mentor from the business community who meets with
them once per month during school time on the school premises.
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Our programme of mentoring mirrors that which has taken place
in many state schools across the country over the last ten years. [t reflects
many of the positive outcomes documented in Chapter 5. We are
convinced that peer mentoring increases students’ involvement in their
school, increases their view of themselves as a genuine ‘stakeholder’,
improves behaviour, and has an overall positive effect in raising students’
self-esteem and desire to achieve. However, these programmes challenge
schools such as our own to reflect in practice our commitment to deliver
the mission statement and aims of the school. This is not always easy
especially in a complex organisation which has resources to employ a
growing number of adults to work with students alongside teachers, such
as mentors, school councillors and teaching assistants. There is a need
for all adults in the institution to value the work of peer mentors and to
acknowledge and promote the range of skills and qualities being
demonstrated by the young people. This includes the need to understand
the necessity of students being withdrawn from lessons and to be trained
to appreciate the importance of incorporating the systems for establish-
ing peer mentoring in the way that they deal with behaviour issues. In
short, ‘keeping the system alive’ and valuing the work in the way they
speak about it as tutors and subject teachers, heads of year and senior
staff, and the way in which this work is communicated throughout the
institution, offers a real challenge to a school.

At Lister we have sought to ensure that our work with our students in
increasing their voice and their more active role within decision making
is embedded further into daily practices. This has not proved easy during
a period when student behaviour within Lister has been of understand-
able concern to our staff. A period in which we have had one of the
highest fixed term exclusions of students in Newham schools and during
which we have faced more challenging behaviour in verbal abuse to
teachers as well as not inconsiderable episodes of violent behaviour
between students. Despite periods of calm, incidents that occur in the
community in an evening or weekend between different factions of older
students, mainly boys, feed back into school at times creating a
destabilising effect on the institution.

We have sought to strengthen our Behaviour Management Policy
during this period by clarifying the system of rewards and sanctions
and by strengthening our work in the latter area. We have thus made
accountability and expectations more explicit. We have worked closely
with the Governing Body in understanding behaviour. We have codified
sanctions including dealing with weapons in school and introduced a
Governors’ Warning System for behaviour. Most importantly we have as
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a school recognised the key link between learning styles, achievement
and behaviour and the necessity of delivering a broader range of learning
experiences. This has been made explicit in reviewed schemes of work
and lesson planning, in which teachers recognise the importance of
talking to students about their preferred learning styles and strategies to
make progress in their work. We know from our own school evaluations,
including in-depth interviews with our students, that students do have
a dominant learning style; they are predominantly kynaesthetic and
aural learners. This is by no means taking for granted the necessity
of exploring which subsidiary learning styles they prefer to develop. We
see this as our major work over the next two years; it links, we believe,
with ongoing initiatives in academic tutoring, including a successful
introduction of Academic Review days twice a year, introduced in 1999/
2000 school year.

Our participation in the Healthy Schools Standard has supported
much of the development work I have outlined above. The Healthy
School initiative seeks to promote effective teaching on citizenship,
drugs education, emotional health, healthy eating, physical activity,
safety and sex education. It has also brought in additional resources for
the Assistant Headteacher, Personal and Social Development, to lead
a discussion through student questionnaires on healthy eating and diet
and linking this work with our PSHE programme. It allowed us to reopen
our Breakfast Club, which had previously withered on the vine, and
negotiate with the School Meals Service on further improvements in the
range of food offered at lunchtime. The Healthy Schools Programme
also allowed us to run a highly effective Healthy Schools Week, focusing
on both student and staff welfare issues including issues of stress in the
work place and some strategies to deal with this significant personal and
social issue. It has also provided additional resources for us to focus
with our students on improving aspects of the school environment and
introduce a quiet garden area which was designed and maintained by
our students.

One further aspect of work which has proved difficult to manage
in terms of competing priorities for staff release and training has been our
participation in the Exeter University led ‘A Pause’ — Sex Education
Project on Teenage Pregnancy delivered through our Year 10 PSHE
programme. However, we have recommitted ourselves to the second year
of the project and intend to strengthen aspects of the school-based
management required for ‘A Pause’ in September 2002.

We do not claim that any of this work is unique or that we have
established best practice. Nevertheless Lister has a growing reputation
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for tackling new initiatives and, by those who observe us, is a more
dynamic institution in which to study and work than in the past. This
makes the task of ensuring manageability, coherence and quality assur-
ance as key elements of our work as a learning institution that wishes
to promote genuine leadership for learning and learning for leadership
both for our students and our staff.

The Antidote partnership - a critical friend

In the summer of 2001 we were approached by Antidote to participate
in a school-based initiative as part of their campaign for emotional
literacy in schools and in the wider institutions of our society; we were
excited, but also apprehensive about their approach. We were aware that
we were moving to a point of initiative overload in the school and
that in the eighteen months of my leadership, a serious criticism could
be made against me that I was overstretching the organisation rather
than building the capacity for us to manage change effectively. We were
very aware, however, of the need to bring together the range of develop-
ments into a more coherent whole to enable both staff and students
to understand better their interrelationships and for the institution to
better manage these important elements, all of which appeared
to support our stated ethos.

We were aware also of the need to examine more deeply those aspects
of our learning as adult and student learners, and as an organisation with
an explicit commitment to learning. Our involvement in wanting to
develop our collective and individual creativity in the range of initiatives
that underpin our commitment to both our staffs’ and students’ personal
and social development means that we deal explicitly with emotional
intelligence and literacy. However, if we are serious about this crucial
element of learning we need to provide further opportunities to examine
our practice in the way we relate to each other.

We were not interested therefore in gaining a further label to our
work in the pursuit of being a more creative school, a democratic school,
or a healthy school, or a learning community; we did not need the label
of an emotionally literate organisation. We, however, did need to
recognise the significance of this important aspect of learning in addition
to the cognitive and the rational and to attempt to deepen our capacity
to build it in to our everyday interrelationships, communication and
practices. I believe that Antidote are sufficiently wise to understand that
their purpose is better served in not being precious over the title or label
with an organisation. The test of their involvement is, surely, the extent
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to which they are able to support a school or a business in reflecting
on its practices and to deepen an understanding of the emotional
dimension.

Critical friend

Our relationship with Antidote is one where those working from the
campaign organisation act as a critical friend. We have agreed a three-
year commitment to pursuing our work on emotional literacy through
our present initiatives and developments. This relatively long-term
commitment in an open partnership was very important. We understand
a critical friend to be:

A trusted person who asks provocative questions, provides data to
be examined through another lens and offers a critique of a person’s
work as a friend. A critical friend takes time to fully understand the
context of the work presented and the outcomes that the person or
group is working toward. The friend is an advocate for the success of
the work.

(Costa and Killick 1993)

We accept the assertion that a school needs a friend and that it
is difficult, even unhealthy, for schools to be self-sufficient islands of
excellence and that it is not easy to be a self-improving school in which
change is accelerating and the growth of knowledge is exponential.
There is indeed a value for a school in having an outside perspective
(in addition to Ofsted!) a reference point and connection with a wider
field of knowledge. External support and networking with an ‘enlight-
ened eye’ can be challenging and motivating in any new relationship
MacBeath et al. (2000). Work with Antidote has reflected these
qualities.

Defining the concept of emotional literacy

Learning is an emotional activity. We learn well when we are
curious and engaged. We stop learning whenever we feel anxious;
alienated or otherwise distressed. The more aware we are of our
emotions the easier it is for us to appreciate the thoughts, feelings
and experiences of others. This quality that we call emotional
literacy is what enables us to engage in the sort of conversations,
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with teachers or peers, through which we can take in facts, per-
ceptions of which we were previously unaware.

(Antidote 2002)

In the Lister school context we want to understand better the
emotional element of our students’ learning and the ways in which we
can better serve their learning needs by getting closer to the learning
process. We also want to analyse what the conditions are which will
allow our teachers to take cognisance of the emotional element of
learning. Are they more open to such reflection, for example, when the
behaviour of students in lessons is less threatening, or are they more
likely to ‘close down’ if the behaviour is disruptive and challenging?

In short, we have a paradox. For while our staff’s own emotional
literacy is most challenged by negative behaviour linked to struggles in
learning, it is also required to be at its most sophisticated in under-
standing and catering for students’ feelings and emotional well-being.
How can we better support the relationship element of learning between
teacher and students, which the Hay McBer study (Hay McBer 2000)
on teacher competencies prioritises?

As Antidote have identified:

Emotional Literacy develops when people feel sufficiently secure
in themselves to hold on to their thinking capacities, even when
they experience emotional pressure. They are able to communicate,
collaborate and remain responsive to others in ways which will
support them in their learning.

(Antidote 2002)

We believe that an important starting point for all teachers and
professionals working with young people in a learning context is to
understand the qualities and skills required to develop a capacity for
sustained learning, underpinned by emotional literacy. Research at the
Bristol University Graduate School of Education (University of Bristol
2002) suggest that effective lifelong learners display the following
qualities: resilience, learnability, critical curiosity, playfulness, making
connections, strategic reflections, and relationships. Antidote argues
that an emotionally literate school supports the development of these
qualities.

It does so by actively promoting dynamic and supportive relationships
through which young people can learn from and with each other.
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The awareness that they can call on the support of others helps
students become more resilient in their learning.

Through their relationships young people learn to manage the
different emotional states, so that they can enter states of playfulness
and strategic reflection as these are appropriate to their current
learning tasks.

Developing the capacity to take in both intuitive and cognitive
information, students become more motivated to make connections
between apparently disparate and contradictory pieces of data.

Increasing tolerance of what they know already is most likely
to sustain states of critical curiosity. Made aware of the extent to
which they can transform the ways they interact with others, they
can more fully grasp the notion of learnability.

(Antidote 2002)

Initial steps: Perspectives and contradictions

In our initial meeting with Antidote we agreed that we had sufficiently
similar approaches to form a positive partnership. We had no difficulty
in subscribing to the Antidote ‘charter’ which asks that if we wish to
develop more emotionally literate schools we need to:

acknowledge the role that emotions play in shaping the processes
and outcomes of teaching and learning;

recognise that meaningful learning is a process that involves
emotion as well as intellect;

empower teachers to take control of the teaching and learning
processes in their classrooms;

ensure that the processes of change in our schools involve building
respectful relationships, inclusive dialogue, and a valuing of
pluralism and diversity;

incorporate the emotional dimensions of learning into the training
and assessment of teachers;

ensure that the structures of schooling give teachers the time and
the opportunity to establish the emotional bonds and understanding
of their students, that are the foundations of effective learning;
achieve a balance between challenge and security: stimulating
teachers and pupils to realise their potential without risking damage
to their confidence and pleasure in learning;

acknowledge that all of us — parents, non-parents, policy-makers,
pupils and teachers — have a role to play in shaping an energetic and
creative education system.
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We believe that the Antidote principles reflect closely our own
thinking and commitment towards an enhanced approach to teaching
and learning which has to reflect a whole school perspective.

Ours was an open agenda in which we had little preconception about
precisely what should be our initial focus. We did however understand
two principles. The first involved the need in our commitment to
increasing emotional literacy to gain the perspective of staff and their
perception of the institution as more or less enabling in terms of relation-
ship building and democratic values involved in decision making,
consultation and communication. The second principle involved not
working with Antidote in a palliative mode sorting out short-term
problems. We wanted to approach this work from a positive perspective
and to establish a whole school framework on emotional literacy as soon
as possible.

Antidote carried out a survey with both staff and students. The aims
of the survey were to explore emotional and social factors that block
and facilitate well-being and learning across the school. The first stage
of the survey involved two versions of an open-ended questionnaire
completed by 98 of the 150 staff and 236 out of 270 Year 8 pupils in order
to gain a richer picture of staff and student experience. Antidote
also interviewed 13 members of staff and 18 Year 8 students (1 boy
and 1 girl from each tutor group). The questionnaire provides insights
into the importance attached by our teachers of being able to teach well
and to develop positive relationships with students and colleagues. It also
shows the deep satisfaction that teachers get when observing students
taking pride in their own work. Staff talked openly about the stress
caused because of the conflict with students and the impact on their
personal confidence. Staff responses also provide challenging interpre-
tations with respect to comments over the tensions between monitoring
performance and providing support.

Before the questionnaire we felt, as a senior management team,
relatively optimistic that we were working on the right lines in strength-
ening systems and processes within the school. In the autumn of 2002
we had met the Investor in People (IIP) Standard, and therefore we
were open to the outcomes of the questionnaire. The results of the data
gathered by Antidote from our staff appeared at odds with the supportive
commentary given by colleagues as part of the IIP process. Staff com-
ments in the Antidote questionnaire appeared more negative in respect
to some of the core principles we were seeking to develop around deci-
sion making, consultation and communication. It made us understand
that this process was more fragile than we had judged and that we needed
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to attend closely to staff support through our line management,
mentoring and buddy systems as well as through informal contacts and
communication.

Our second principle of engaging in a positive manner with Antidote
and not seeking short-term solutions was compromised by our decision
to focus on Year 8 students for the survey. However, the pressure in school
often means that we have to adapt and seek new learning in situations
that appear problematic. We had, in short, to take a more pragmatic view
than originally envisaged.

The survey reveals our students’ desire to learn about each other and
the wider world. Girls appear more openly eager to learn or at least
comply with instructions, a quality recognised by some boys in their
responses. For boys in particular it would seem that the challenge is to
learn while not standing out from the crowd, an observation shared
in much research in boys’ schooling. Antidote posed an important
hypothesis that the challenge of learning and of being in the same space
together made boys and girls highly anxious. Calling each other ‘boffin’
for example might be an expression of this anxiety. There appears to be
a yearning for someone to assuage the anxiety. Students are aware that
teachers expect girls to act as agents of social control, but when girls
actively take up this role their behaviour can accentuate this anxiety.
These observations drawn from our students’ comments have been help-
ful in assisting us to focus on learning activities that begin to provide
safe opportunities for boys and girls to find out about each other and to
share learning.

A major concern that we had begun to address was the behaviour in
a number of our Year 8 classes during the summer term when they were
in Year 7, and their first term in Year 8. This year group were in many
ways ‘troubled’ in their relationships with each other and the breakdown
in relationships in at least four of the nine classes was resulting in
disruptive behaviour and a negative impact on learning. The year group
had an excellent leadership team in the Director of Study, and Assistant
Director of Study, with a strong set of tutors and co-tutors. They were
well supported at Deputy Headteacher level through our line manage-
ment system. Certain small groups of students were being identified
by both staff and students as being involved in disruptive behaviour
on a regular basis. Some of this was occurring because of the lack of an
appropriate match in learning tasks with students’ abilities, especially
their skills in dealing with published texts which were often pitched
above the reading age of those involved in disruption. Differentiation
was a key issue. It was not, however, identified as the only factor. Those
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involved in sustained disruption were not all weak readers or those with
poor literacy skills. The issue was more complex.

The Director of Study for Year 8 had decided to begin a student led
Behaviour Review Group drawn from across the year group with at least
two representatives from each form. They met on a weekly basis and dis-
cussed what they saw as the main features of the disruption to learning.
A code of behaviour was agreed in line with the School’s Charter For
Learning and individual students were registered to meet the Student
Behaviour Panel and describe their behaviour. A record was kept of the
meeting, which was set up in the form of a circle time with a student
who chairs the group. This work has empowered the students involved
in the panel and made them more aware of their own behaviour. Those
chosen for the panel were students who themselves had had problematic
behaviour in lessons (and on occasions still do) but had committed
themselves to reflect on their behaviour and wanted to succeed in their
learning.

Those students who have been asked to attend have not enjoyed the
process. They have been defensive about their behaviour and they have
interpreted it as being held to account. Perhaps not surprisingly this
student led management of behaviour has not been a miracle cure. It has,
however, been valued by the student body in Year 8; those in the group
have gained respect and self-esteem. The behaviour in the most difficult
Year 8 classes has improved but not consistently. A more rounded
approach to this issue has also required Lister staff to better understand
that they need to support this process in their own lessons and contribute
to the process through establishing more appropriately matched learning
activities.

This important aspect of the jigsaw is now being put in place through
work at a whole school level and a specific project being undertaken with
two Year 8 classes. These two classes have undertaken the University of
Bristol Effective Life Long Learning Inventory (ELLI) using the dimen-
sions described above. These students have been discussing how they can
be better learners. Each of them has been given their own learning profile
that indicates whether they consider themselves to present strongly
or weakly on each of the dimensions. They have found this process very
difficult. The staff involved are still struggling with the Antidote team
to find precisely how to turn this interesting research instrument into a
meaningful, usable tool for increasing self-awareness in the process of
learning by 12- and 13-year olds. These are early days. One potentially
useful aid is that each student is requested to keep a learning journal.
However, this in itself is a significant task in comprehending exactly
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what one needs to do to develop, for example, greater resilience and
strategic reflection, particularly in a multicultural inner-city comprehen-
sive where students are challenged as English as an Additional Language
learners. Nevertheless we are committed to exploring ways in which we
can make ELLI work. In addition, a tutor led intervention programme
is being undertaken. This currently involves a weekly tutor time in
which students use posters of a growing tree to symbolise aspects of their
learning that are going well, and a brick wall that symbolises blockages
to their learning that they have experienced. They have leaves or bricks
with personal statements. These statements are used to focus the groups
on their targets for the following week. One of the groups is also having
a series of lessons based entirely on team building activities and co-
operation skills. It is also envisaged that, with training, students from
the groups and/or the Year 10 peer mentors attached to them will act as
student researchers. This has yet to be put in place

This work is neither revolutionary nor unique. Rather, the colleagues
working with these groups have used the Antidote project as a spring-
board for re-establishing a way of working with these young people which
explicitly deals with the issue of the skills and qualities involved in
becoming more effective learners.

Future perspective

We wish to progress to the second year of this project and to explore with
Antidote ways in which they can support our work on learning styles
within different curriculum teams. We want to develop strategies to
promote effective techniques in tutoring to encourage further reflection
on individual student progress, achievement and self-esteem. We also
wish to work with Antidote to understand better the complexities of
giving students a larger role, a bigger voice within the institution.

We are becoming more aware of the issues that Michael Fielding has
posed about the extent to which we are willing to hear and encourage
students’ participation. We are finding his Student Voice checklist
particularly helpful in ensuring that we do not become self-satisfied
with our own progress but that it assists us in moving our commitment
forward, doing our best to avoid tokenism in respect of students as
stakeholders (Fielding 2001).

With our staff we wish to develop more robust and consistent
strategies to support their own emotional well-being and welfare as part
of our commitment to open decision making and consultation, thereby
underpinning our aims of promoting leadership for learning and learning
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for leadership. This will require us to consider ways in which we can
create more time and space for reflection and dialogue. How do we
persuade ourselves that time devoted to reflection and dialogue is spent
well? How do we find the time to reflect on who we are and what we
are doing together and what is going on for us and between us? Can we
create time for dialogue and reflection by saving time currently on less
productive activities? How do we learn to trust that others with different
levels of experience and power will join in dialogue with us and under-
stand our point of view? How do we understand the complex interactions
in any multicultural setting, the differences in other words, within as well
as between different stakeholders?

We see our work with Antidote as part of our commitment to self-
evaluation and the use of a critical friend to allow the benefit of gaining
a heightened self-knowledge, affirming and celebrating the good things
we are doing and enabling us to face issues and problems more
adventurously.
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Chapter 8

Dreaming for good:
drama and personal
and social development

Miles Tandy

In the course of my work, I often have conversations with primary school
teachers about the role of the arts in education. Rarely does anyone
express the view that the arts are unimportant. Many will argue a case
on the basis of balance: the arts countering a perceived over-emphasis
on the ‘basics’. Often with this same notion of balance in mind, some
will talk of enrichment: the ‘something more’ that the arts bring to the
curriculum. There is also the widespread feeling that the arts offer means
by which children can ‘express themselves’. Perhaps reflecting its greater
profile on the national agenda, the need to develop children’s creativity
also gets mentioned. And, most significantly in the context of this
book, connections are frequently made between the arts and children’s
personal and social development. Whatever the range of reasons articu-
lated, there seems to be a tacit understanding that the arts have an
important role to play, but that discussing and explaining that role is a
complex business.

If one is making a case for literacy and numeracy in the curriculum,
the contrast could hardly be more marked. There is a clear connection
between these ‘basic’ skills and the ability of the individual to function
in society. To be illiterate or innumerate is to be unemployable and
unable to manage even the most basic functions of everyday life. Unless
an individual student plans a career in them, it is difficult to make a
case for the arts in such a direct and common-sense way.

Yet although everyday discourse about education — even many recent
government policies — might seem to make such simple connections
between school, employability and the ability to function in everyday
life, most people would also be prepared to acknowledge a much wider
purpose for education, such as that expressed in the aims and values of
the National Curriculum:
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Foremost is a belief in education, at home and at school, as a route
to the spiritual, moral, social, cultural, physical and mental develop-
ment, and thus the well-being, of the individual.

(The National Curriculum 2000)

If this is what education seeks, a case for the arts might seem stronger:
as important elements in the ‘spiritual, moral, social, cultural, physical
and mental development of the individual’. Yet even this role is not
unproblematic. How, exactly, might the arts contribute to such
development?

The idea of the arts as important means of self-expression has a long
tradition in education. As far back as 1942, Wilhelm Viola (Viola 1942)
drew on the work of Franz Cizek to develop the idea of ‘Child Art’, baldly
stating that ‘Child Art is expression’ (Viola 1942: 54). Peter Slade (Slade
1954) proposed a similar notion of ‘Child Drama’: his approach might
now be characterised as the most child-centred, progressive practice,
inspired as it was by the writings of Rousseau and Froebel. The arts were
regarded as media through which children might freely express them-
selves, unhindered by inhibition, adult intervention or destructive
judgement. Implicit in the case for these acts of self-expression is the idea
that they are necessary for the psychological health of the individual:
Viola, for example, cites the case of a boy who experienced terrifying
dreams which only ceased once he had had the opportunity to draw
the ‘bogey man’ who had disturbed him (Viola 1942: 59). In the past, I
have been asked to lead drama workshops for children on ‘fear’ or ‘anger’,
without any particular indication as to what they might be afraid of or
angry about. [ suggest that the underlying supposition was that if children
were offered drama as a means of expression, it might serve to make them
less angry or less afraid. Such a role for the arts is essentially therapeutic:
media to make the individual better. While it is rare to encounter the
view among teachers that self-expression is the only purpose for the arts
in the curriculum, it is worth noting Kenneth Gergen’s proposal that:

the vocabulary of moral feeling, loyalty and inner joy is largely
derived from a romanticist conception of the self. Although it
reached its zenith in the nineteenth century, this view remains very
much alive in the present world.

(Gergen, 1991: 19)

If, as Gergen suggests, this view of the self remains alive, it should not
be surprising that the idea of ‘self-expression’ survives with it. I would
contend that it frequently lies behind some of the disquiet that teachers
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express about an over-emphasis on the ‘basics’ and consequent
marginalisation of the arts.

In the present educational climate, making any case for the arts based
on self-expression is a risky business. One is all too easily characterised
as suggesting a return to the unstructured ‘progressive’ teaching of
the 1960s, so readily demonised in the popular imagination. No wonder
All Our Futures, the report of the National Advisory Committee on
Creative and Cultural Education (DfEE / DCMS, 1999), is at such pains
to stress that it makes no such case. While making it clear that the
committee was not a lobby group for the arts, the report does have a great
deal to say about the role of the arts in education.

The report is wide ranging, arguing for a ‘new balance’ in education.
Education throughout the world, it argues, ‘faces unprecedented
challenges: economic, technological, social and personal’. Meeting these
challenges will require a radical rethink of both the purposes and
structures of education. The economic and technological challenges
are already having, and will continue to have, a profound impact on
young people’s lives, demanding creativity, flexibility and adaptability
on their part, and a much broader conception of ability on the part
of those who seek to educate. The social and personal challenges are
equally profound and require similar radical action. The report argues
that the social challenge is:

To provide forms of education that enable young people to engage
positively and confidently with far-reaching processes of social and
cultural change.

And the personal challenge:

To develop the unique capacities of all young people, and to provide
a basis on which they can each build lives that are purposeful and

fulfilling.

The report argues strongly that current curriculum structures that
make such clear distinctions between the arts and the sciences are
flawed: relegating the arts to second-class subjects of lesser importance
than the core curriculum will not help us to meet the challenges educa-
tion faces. The arts are seen not so much as means of self-expression,
but as part of the dazzling, ever growing array of forms which human
creativity can take.

All Our Futures also makes strong connections between creativity and
culture. ‘Human culture’, it argues, ‘is as rich, complex and diverse as it
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is because of the richness, complexity and diversity of human creativity.’
In his exploration of the diversity of human culture and his conception
of ‘art as a cultural system’, social anthropologist Clifford Geertz suggests
that:

If there is commonality it lies in the fact that certain activities
everywhere seem specifically designed to demonstrate that ideas are
visible, audible, and — one needs to make up a word here — tactible,
that they can be cast in forms where the senses, and through the
senses the emotions, can reflectively address them. The variety of
artistic expression stems from the variety of conceptions men have
about the ways things are, and is indeed the same variety.

(Geertz 1983: 119)

In Geertz’s terms, All Our Futures suggests not only that children need
to learn to ‘cast ideas’ in as many forms as possible, but that they need
exposure to a wide variety of other ‘castings’; other people’s conceptions
about the way things are. It is important though, that the role of the
arts here is not so much to express something for the individual, rather
to bring such expression — be it the work of an individual or a group
— into a social domain.

So when in September 1999, | was approached by a school to work
with a Year 6 class to devise and produce a piece of theatre on the theme
of ‘bullying’, | imagined a range of possible intentions. One might be the
hope that by ‘doing some drama about it’ there might be less bullying.
Immediately my mind went back to an early experience of trying to use
drama to this end. The lesson was before morning break and during their
play time two children from the class I had been teaching were brought
to the staffroom door: not only had they been fighting, but the fight
had started over something that took place during the drama lesson.
‘So much for that idea!” muttered the staffroom cynic in the corner. I felt
more than a little sympathy.

But the school concerned with this work makes the value they place
on the arts quite explicit. One of its stated aims is ‘to put the expressive
and creative arts at the centre of our curriculum’. My initial conver-
sations with the headteacher indicated that there had been deep and
serious thought about what the project might achieve. The school is in
an area of relative socio-economic deprivation; some 49 per cent of the
pupils receive free school meals. First and foremost was an expressed
desire that the children should be involved in something that was
successful and in which they might take pride: if all went well, their work
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would be performed to the acclaim of parents, families and fellow pupils.
The head was quite explicit about the need to raise the self-esteem of this
group of pupils and this project might make a significant contribution.
It was also important that this was to be shared endeavour — the success
of any outcome would depend on everyone contributing and fulfilling her
or his particular role. But any of these aspirations might equally be met
by all sorts of other projects — why a play about bullying? Although it had
been identified as an issue in the school, we spared ourselves a quantita-
tive target by which the project might be judged a success: there was no
‘by the end of the project there will be no recorded incidence of bullying
in Year 6’. My early experience of drama on the theme of bullying made
me rather glad of that. To the great credit of both, the headteacher and
the class teacher approached the venture in a spirit of openness to a range
of possibilities. We had to start work and see where it led us.

In an era where those in education place such value on stating clear
objectives and intended outcomes, working with a class in ways which
genuinely value what they bring to the creative process can be difficult.
But if the process were to be truly creative, and the resultant work
genuinely collaborative, | had always to be mindful of the danger of over-
planning. Classroom drama teaching has evolved pedagogy over a
number of years (see, for example, Neelands, 1990 or Winston and
Tandy, 2001) which allows the teacher to offer structures within which
pupils can construct and develop their own work. Rather than present
the class with a completed script, my intention was to use some of these
structures to devise a performance with them.

My own thinking was stimulated by the discovery of a poem called
The Bully Asleep by John Walsh (Wilson 1985: 75). Walsh evokes the
scene of a child, known to his classmates as a bully, falling asleep one
afternoon. Most of the children are tempted to seek revenge save one,
Jane, who is more inclined to comfort him. The theme is common
enough: that the bully is also a victim at least as much in need of our
sympathy as our desire for revenge. But my interest was also taken by
thoughts of him dreaming — of what does he dream, and why? Walsh
offers no hint, but I thought it a good place to begin some speculation.
Joe Winston (1998: 160) observes how a dream can serve ‘the aesthetic
function of placing symbol, and the interpretation of symbol, at the heart
of the drama’. Exploring the idea of dreams might lead us all into deeper,
more thoughtful reflection.

Of the dramatic conventions available in the primary school, the still
image or tableau is one of the most widely used. It is a highly disciplined
yet accessible form. Children arrange themselves in space to represent a
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moment frozen in time. Given that [ wanted these children to prepare
and present images of bullying, the quality of stillness had the additional
benefit of making these images safe and controlled. Perhaps not surpris-
ingly, the initial images the children produced were naturalistic scenes
of physical violence being perpetrated on a ‘victim’ by one or more
‘bullies’. As we reviewed and ‘read’ each others’ images, they encouraged
some immediate discussion about whether physical violence was the only
form bullying could take: very quickly a consensus emerged that the
threat of such violence was at least as intimidating. To explore this idea
further, we used a device known as ‘thought tracking’ — as each image
was ‘frozen’, we could speak and hear the thoughts of different people.
Perhaps the most interesting and revealing were the thoughts of those
apparently peripheral to the main action for whom the class spoke
thoughts such as, ‘At least it’s not me’, and ‘I don’t really want to be
here’. Quite challenging for the class was the process of speaking the
thoughts of the ‘bully’ — comments ranged from those that suggested
out and out enjoyment of violence, through those that talked of a need
to maintain a position ‘at the top’, to those that hinted at a deeper
insecurity. The ensuing discussion dwelt on what might go on inside the
bully’s head — how important was it and how might we represent it?

We also used the children’s original still images for a final activity
using a strategy known as ‘sound tracking’. As each image was held, the
rest of the class could add sounds to accompany them. These sounds were
a mixture of verbal and non-verbal, mostly made with voices, but with
the possibility of adding tapping, stamping, clapping etc. as appropriate.
Both the class and [ were surprised by what emerged. Most of the chosen
sounds were verbal, some naturalistically representing what was said,
others suggesting voices in the heads of those involved. What we
all agreed about was the power of layering these sounds together, then
experimenting with bringing them to a crescendo.

By the end of the first half-day session with the class, we were able to
record some important principles which they felt should guide our work
towards a production. They were:

[t must be real: tell it like it is.

[t must show the point of view of the bully as well as the victim.
[t must show what goes on inside the heads of bully and victim.
The victim must get revenge.

Given the work we had done that morning, I found their first
principle interesting. It was never made explicit, but it draws a subtle
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distinction between the play being real, and it being realistic. The
activities that had helped us get the deepest insight during the morning’s
work were those that were the least naturalistic. Could we devise drama
that was ‘hard hitting’ in terms of its impact on an audience, without
resorting to naturalistic depictions of violence? Quite apart from the
desirability of putting such violence in front of an audience, we simply
didn’t have the specialist acting skills to make it possible. I also found
the last principle worrying — could we avoid a simplified cautionary
tale of ‘bully gets his comeuppance and learns the hard way’? I certainly
hoped so, but where does the effective teacher draw a line between
allowing children to express their own ideas and leading them on to
deeper thinking?

It’s all well and good to talk of the danger of being too much driven
by objectives and outcomes, but the fact was that we had a date in the
diary by which a very clear outcome had to happen. We had promised a
performance. With this in mind, I felt it necessary to take more control
of the overall direction of the work towards the production, but still
wanted to leave room for the children’s creative contributions. One
of the popular myths that All Our Futures is keen to dispel is the idea
that creativity is simply a matter of ‘letting go’ and giving vent to free
expression. Often it involves downright hard work, and creativity can
thrive given tight constraints. The work [ describe here demanded
a delicate balance between the teacher’s knowledge of what might
be needed to make effective theatre, and a strong desire to allow the
children’s insights and ‘voices’ to come through. No doubt there were
times when it was over-directed, but I would still suggest that the
performance | describe owed its success to the extraordinary insights
these children gave as we worked together.

We began the second morning’s work by constructing an opening for
our play. Individuals ran into the performance space and took up a still
that suggested children at play. As they did so, they created a huge
tableau which was brought to life when the last child joined the image.
Through this teeming image of childhood play comes the child who is
known only as ‘the victim’, followed closely by ‘the bully’. Indicating
a blend of apprehension and excitement about what might be about
to happen, the other children form a semi-circle around ‘bully’ and
‘victim’. The two of them improvised the following encounter which was
then formalised into a script:

Bully:  Hello.
(Victim twrns and falls backwards, cowering)
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Victim: What do you want?
Bully: I want to talk to you.
Victim: What about?

Bully: In the classroom.
Victim: What did I do?
Bully:  You annoyed me.

The line ‘annoyed me’ is picked up by the semi-circle of children and
spoken over and over until it reaches a crescendo at which point the
‘victim’ screams for it to stop. From the semi-circle the children then
make individual comments including:

A bully is nasty.

A bully is violent.

A bully is intimidating.
A bully is manipulating.

The last few statements assert that a bully is ‘tough’, ‘fierce’ and
‘fearless’, but are met with looks of puzzlement from the rest of the semi-
circle. When the last child states that ‘a bully is weak’, the statement is
picked up and echoed by the whole group before they exit. In the last
line of this first scene, the bully tells the victim: ‘I'm gonna get you for
this and you never know when.’

[t is worth noting that none of these lines was written before it was
spoken. The drama structures used offered children opportunities to
make their own contribution within the constraints of the given form.
Self-expression if you will, but also an opportunity to cast their ideas
about bullying in forms which rendered them visible, audible and, to use
Geertz's word, tactible.

In the next scene we represented the ‘voices in the head’ of both
victim and bully. The children form a corridor down which each has to
walk and as they do so the ‘corridor’ speaks. In the eventual performance,
the children wore plain white masks for this, giving the effect of even
greater distance from the words they spoke: they were ‘faceless’. The
voices in the victim’s head include utterances that are quite chilling:

You'll never know when.

She might be round the corner.

Don’t forget to look over your shoulder.
You'll never be alone.
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And for the bully:

You just can’t stop.

You're scared and they don’t know.
You can’t do it yourself can you?
You're addicted.

It was interesting to note that the children felt strongly that at this
point we were fulfilling our aim to ‘tell it like it was’, even though this
was one of the least naturalistic pieces in the play.

The next two scenes involved much more naturalism as we tried to
present what might happen in the homes of both bully and victim.
As we explored the scenes through improvisation, it was startling how
distinct similarities between the two homes emerged. The scene used
only a table and a few chairs to suggest the home. As ‘the victim’ comes
home, she throws her coat down and leaves for her room. Called back, a
short spat ensues which ends with the victim’s mother declaring, ‘I don’t
know what’s got into her’. When told by the victim’s sister that she is
being picked on at school, the mother asks, ‘Who’s been picking on her?
The sister replies starkly, ‘Just an ordinary bully’. Having devised a line
such as this through improvisation, it would be unreasonable to probe
into what might have led to it. It may have come from a child’s direct
experience, it may not; it may simply have ‘felt right’ at the time.
Whatever its source, it says something uncomfortably true about the
attitude taken to bullying by some: that it is simply part of life and we
need to learn to live with it. Indeed, the sister’s next line is, ‘Learn to
stick up for yourself.” Equally interesting is the line they gave to the
victim’s father. He leaves the scene saying, ‘I've had enough of this,” and,
grabbing his car keys, ‘I'm off to work.’

On the other side of the performance space, the scene from the home
life of ‘the bully’ is shown. It is an exact mirror image of the victim’s
house. Much the same scene ensues, except that the improvisation led
to the bully being teased by her sister. ‘What’s the matter, Einstein? she
asks. ‘Bad marks in a test? By the way, I T spells it!” Again, Dad leaves,
this time he asks, ‘Why can’t you be more like your brother and sister?
[ haven’t got time for you, I'm going to work!’

What I found most remarkable about the two short home scenes (they
took but a few minutes each to perform) was how stark and concentrated
they were. Free improvisation in drama will often lead to a great many
words being spoken; but these were refined and crafted to a minimum,
each of which carried particular weight.
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The idea of mirroring from the home scenes was carried into the last
scene of the play. Both bully and victim come into their respective room,
this time using the tables to represent beds. They mirror each other’s
movements in the mundane routines of washing and preparing for sleep.
Once asleep, the masked ‘voices’ in their heads return. The cacophony
builds to a crescendo until both victim and bully sit up and scream for it
to stop. Once silent, the victim stands and says, ‘[ have a dream and in
that dream there’s no such thing as a bully.” The bully states, ‘I have a
dream and in that dream I have a friend.” Alternately victim and bully
speak the line ‘I have a dream . ..” which in turn is taken up by one of
the masked figures. Placing the mask on one of the beds, the figure takes
up and completes the line, ‘And in that dream . . .” On completing their
line, they move into the space and take up a still which represents
something of what they’ve said. There are a number of ways in which the
statements are completed, ranging from ‘I won’t be lonely anymore’ to
‘and sometimes it frightens me’ to ‘we live without fear’.

As the statements are made and the still images completed, the bully
and victim are left with a pile of masks on each bed. These they each
collect in a bin bag. With the bags in hand they make their way round
the still images and meet at the front. Both look bemused. ‘I had a dream
last night,’ says the victim, ‘and found these.” ‘So did I,’ replies the bully.
‘Shall we chuck them away? As they move through the stills the
bully turns to the victim and says, ‘Let’s chuck them away for good.” The
stills break, and each child points directly to a member of the audience
and says ‘For good!” Blackout.

Only after having worked the piece right through could we devise a
title: we called the play A Dream for Good. Two performances were
planned: one to the rest of the school, and one for the parents. The audi-
ence for the parents’ performance, though small, was highly appreciative.
At the end, after the children had left, a parent came to speak. Clearly
moved by the children’s work, he said, ‘I used to be bullied at school,’
and, pointing to the empty stage, ‘that’s just how it was’. Perhaps, in
Geertz’s terms, those children had succeeded in making some difficult
ideas visible, audible, tactible.

More performances followed. The play was ‘toured’ to other local
schools, it was taken to a county drama festival, and it was performed as
part of the 2000 Conference of Local Education Authorities. Small
wonder then, that the school was keen to do something similar in the
next academic year.

By September 2000, the context had changed. Rather than a Year 6
class, there was a mixed Year 5 and Year 6. They were described, to use
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that splendid euphemism, as ‘challenging’. The class were to be taught
by the same teacher who had worked with me on A Dream for Good. We
had discussed possibilities and decided to link the work to the National
Literacy Strategy Framework for Teaching, specifically its suggestion that
Year 6 pupils should study, ‘where appropriate’, a Shakespeare play (DfEE
1998: 50). We decided to work from Romeo and Juliet, possibly with a
view to developing a contemporary parallel alongside our short version
of the original play.

When [ arrived to work with the class for the first time, their regular
teacher was on sick leave. As things turned out, she was not to return.
The class had already had a number of supply teachers; the teacher
working with them on the first morning I visited had got them settled
and well managed. I have described the approach I took to the first
morning’s work in some detail elsewhere (Winston and Tandy 2001:
82-4). Briefly, the children worked through a short scene from the
beginning of the play which emphasises the hatred and tension between
the two households. [ then gave them titles to create eight tableaux
which we then used to illustrate the story of the play as I narrated it
in outline. It is, of course, a very powerful and moving story: one boy
was, quite literally, moved to tears. We then moved on to create some
images that began with the title ‘if only..." in which the children
explored the reasons behind the tragedy and the extent to which similar
conditions exist in their own lives. There was agreement that there
were many reasons for the kinds of divisions which form the back-
ground to the play: family enmities; race; even gender. We decided that
two rival gangs would form the background to a contemporary story of
friendship.

In the second session we explored these ideas further and began to
devise an overall shape for the play. Though not as captivated as they
had been by their introduction to the play, the class were nonetheless
attentive and thoughtful throughout much of this second session. In the
third they were less so, concentration began to wane and their behaviour
deteriorated considerably. As the class became less and less focused, their
belief — and mine — that we might ever reach a point where we were
ready for performance diminished rapidly. And so their behaviour deter-
iorated further. I find it uncomfortable even to recall the fourth session.
[t will have to suffice to say that I was left wondering whether [ had ever
known anything about managing a class. The planned performance
had to be postponed.

As I tried in vain to restore some sort of order at the end of that fourth
session, one girl cried to her classmates, ‘Shut up! You're only getting us
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into trouble.” ‘So what? came the matter-of-fact reply from another
child, ‘We’re always in trouble.” [ was left with the feeling that the self-
esteem of these children had reached such a low that many of them felt
that ‘always being trouble’ was all they were worth.

January saw the appointment of a new full-time teacher to the class.
It is to her great credit that the stability she brought meant that we were
soon talking about the possibility of another production in the summer
term. She liked the idea of working with Shakespeare, but felt a fresh
start was needed. On Midsummer’s Day, we planned, they would perform
a short version of A Midsummer Night's Dream. Their new teacher had
considerable experience of devising and producing performances with
children. Every bit of that experience was brought to bear on the even-
tual play, performed just as we had hoped, outside on a warm summer’s
evening. Aspects of the play were splendid, most notably, the two child-
ren who played Demetrius and Helena. As Helena pursued Demetrius
through the wood, their lines tripped off with practised ease, and the
energy in their performance was abundant. Others found the very act
of performing in front of an audience much more difficult. For both
the teacher and me, the most important thing was that they all got
through it.

On the day of the performance, during the afternoon, we did a dress
rehearsal for the rest of the school. There were still some problems
and, by the end of the day, things were starting to get somewhat fraught.
One child left for home at the end of the school day declaring that
there was no way he was coming back for the evening performance.
He did turn up, changed into his costume, and went out and played his
part.

It was while reflecting on the play and its impact on the personal and
social development of those children that I rediscovered some words of

Iris Murdoch:

Art and by ‘art’ . . . [ mean good art, not fantasy art, affords us pure
delight in the independent existence of what is excellent. Both in
its genesis and in its enjoyment it is a thing totally opposed to selfish
obsession.

(Murdoch 1970: 85)

I certainly do not wish to claim that what those children had made
amounted to ‘good art’, still less that it ‘afforded pure delight in the
independent existence of what is excellent’. A Midsummer Night's Dream
is indeed a great play and fulfils Murdoch’s criteria admirably. But a
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playscript, however great, needs to be brought to life by actors. To do this
effectively, the performers must accept that the play is greater than any
one player and submit to it accordingly. As I watched some of these
children struggle to perform with commitment, even in front of their
peers, let alone to a larger audience, it was tempting to put it all down to
straightforward inexperience and embarrassment. But how much was
due to an inability to submit themselves to the greater needs of the play?
And if that inability was an important factor, how much did it in turn
derive from low self-esteem? The submission holds out the eventual
promise of involvement in something which might be successful and
widely appreciated by others — as the acclaim for A Dream for Good had
demonstrated so powerfully.

It is often taken as axiomatic that engagement in the arts generally,
and drama specifically, increases confidence, raises self-esteem and so
contributes to pupils’ personal and social development. Just such claims
are made in the 2001 Green Paper Culture and Creativity: The Next Ten
Years (DCMS 2001: 21). The experience of A Dream for Good serves to
bear the idea out: the class teacher commented that experience had
‘made them as a class’, filling them with a sense of their own individual
worth and what they could achieve together. But the experience with
the Romeo and Juliet, though it started with great promise, came close to
having precisely the reverse effect. Was it too ambitious? Was it not
sufficiently close to the children’s everyday experience to engage them
as effectively as a piece of work on bullying did? Either of these criticisms
— and a great many more — might be justified. 'm certainly indebted
to the teacher who refused to give up on them and worked with me to
see their eventual performance of A Midsummer Night's Dream through.
What does seem apparent is that the relationship between drama gener-
ally, and performance specifically, and personal and social development
is complex and sometimes unpredictable.

When I run courses for primary teachers who are new to teaching
drama, they often express an understandable anxiety about classroom
management — how do you get children to commit to the work and
behave accordingly. My stock answer is that the children need some
experience of what good drama can do — experienced classes tend to
want to get on because they know the eventual drama they make will
be worth it. The problem is that they have to get there to know it was
worth the effort of the journey.

The experience of A Dream for Good suggests how drama can offer
means by which children can represent and explore ideas — ideas which
can be profoundly relevant to their personal and social development. To
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engage in such work requires that those taking part focus outwards and
give their individual attention to what is being created by the group as a
whole. Whether drama is used in an exploratory way without the
intention of developing the work as performance, or whether perfor-
mance for an audience is the eventual aim, that outward focus is still
fundamental. But it is also demanding — while drama may indeed
contribute to increased confidence and self-esteem, it may also demand
that same confidence and self-esteem for a class to work together
effectively. It’s a bit like the couch potato who isn’t fit enough to start a
fitness programme: walking to the gym might be too strenuous in the first
place. You have, as they say, to start somewhere.
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Chapter 9

Happy, calm and caring:
ethos and PSHE at Park
Lane Primary School

Mick Goodfellow and Jan Hamilton

We aim to provide a happy, calm and caring school where dall children
give of their best and acquire a sense of achievement through successful
learning. We aim to provide for this within a broad, balanced, relevant
and differentiated curriculum. We wish to create an atmosphere which
promotes positive values of tolerance, kindness and understanding, where
we encourage everyone to co-operate with and be considerate to others; a
school in which we all feel valued. The staff and Governors of Park Lane
Primary School, Nursery and Parents’ Centre will strive to achieve this
in partnership with parents and the local community.

All schools have aims statements, many display them prominently
for all to see, and many echo the ambitions of this one. But, as all those
involved with schools know only too well, developing the statement
is one thing, making it a lived reality is quite another. Creating ‘an
atmosphere which promotes positive values of tolerance, kindness and
understanding, where we encourage everyone to co-operate with and be
considerate to others; a school in which we all feel valued’ means taking
steps so that such ambition can permeate all aspects of school life and
apply equally to everyone involved. Ultimately, it is about consciously
and deliberately developing those qualities of the institution that are
often referred to as its ethos.

Developing an ethos at Park Lane Primary

What is an ethos? It is one of those words that everyone in education uses
but rarely defines. It may therefore seem a nebulous idea which has no
direct relationship with our daily lives.

The dictionary definition speaks of the characteristic spirit and beliefs
of a community, system, or people. It is about the natural disposition of
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a place. One can immediately begin to feel how this may apply to a
school since it is a community, a system and, most of all, people.

Park Lane is a mixed county primary school catering for about 280
infant and junior children. As a primary school, it has existed for six
years and was the result of the amalgamation of two schools, Grove Farm
Infants and Robinson’s End Middle. Their closure and the opening as a
new school came about because of Warwickshire County Council’s
reorganisation into infant, junior and primary schools. This meant
changing the primary/secondary transition from 12 to 11 years of age.
Both previous schools had served the local area for twenty-one years, a
period which had seen demographic changes that had brought about
intense levels of social and physical deprivation within the community.
The local ward has a range of housing and population which, in statis-
tical terms, can sometimes mask the problems faced by a large number of
our children. We have, therefore, a range of wealth and poverty, a range
of attitudes to school and learning among our parents and children. From
our baseline assessments we know that many children enter the nursery
unit with weak language, literacy, mathematical and communication
skills. Their social and emotional development is often delayed. The
school has a high special educational needs population with over half the
pupils being identified on the SEN register mainly for general learning
difficulties and emotional and behavioural difficulties.

Before the schools amalgamated Robinson’s End was a school in crisis.
The new headteacher was in post for a only term when she had the
opportunity to appoint her own deputy. We learnt quickly to work as a
team through keeping our vision alive in difficult circumstances. The
challenge was to use and build on the good that was in the school as well
as dissuade and deal with indiscipline and disruption from a significant
number of children. To us, the ethos of the old Robinson’s End Middle
School was quite negative: it was about aggression and power, about
disillusionment and anger. When Park Lane Primary came into being
there had been a large-scale amelioration of these attitudes, but there was
still much to do. Central to our thinking were two factors — the situation
from which Park Lane came and the core importance of relationships.

What is it like to be in our school?

It is very like other schools. Any teacher would recognise the busy
classrooms, the sudden surges of noise there, the children working. We
could write many things about what we, as head and deputy, think about
the school, but the ethos is built up from many perspectives.
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For a pupil, there can be the range from the uncertain, the bullied (as
with any school, some bullying does occur and is a fact of life for some
children, which obviously affects their experience of the institution) to
the enthusiast and the proud. For a period, the process of building up the
sense of school esteem was through sport. This can, of course, have its
drawbacks, particularly when the teams do not win! Nonetheless, being
part of something that represented the school was an important way in
which some children could show a commitment to it. In general, there
are well-established routines and the children follow these set patterns
well. They come to the teachers and the support staff expecting help.
This expectation is a platform reached by the school.

For the parents, we aim at openness. With our Parents’ Centre the
depth of knowledge and companionship is quite astounding. Parents of
older children find their children more involved and so become more
involved in their children’s day. There was hostility at first at a number
of levels — those seeing teachers as just more representatives of authority,
those who had lost faith in this particular school (both those basing it on
evidence and ignorance) and those finding a sudden particular conflict
about their children’s behaviour.

So what did these parents find? We have an ‘open door’ policy, which
meant and still means seeing parents who need, want, demand to see the
staff, do see the head or deputy and if necessary the classroom teachers
as soon as possible. Quite often this has been on demand, however
inconvenient this can be for head and deputy. Talking, giving time to
talking, is vital.

Then there are the classroom assistants: underpaid, hardworking,
often dependent on the whims of others, often frustrated, sensitive to
their role and status. We originally had some sense of segregation and
apartness. Looking around the staffroom at a lunchtime last week, it
would have been difficult to have picked out who was who between
anyone. But the messages had to be repeated endlessly: everyone is part
of the team; everybody is welcome in the staffroom. The policy has been
to ensure that support staff are given training and most of our classroom
assistants have undertaken and gained additional certification.

Not all members of staff have direct involvement with the children.
A cleaner who worked at the school for many years before going on to a
supervisory role in the county, spoke to us about our Ofsted report. She
had noted the comments about the general good standard of cleanli-
ness. She said that it was important for the cleaners to do their best
and to go that extra bit to make sure they had done their part in making
any inspection a success. The sense of commitment to the school was
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extraordinary. The deliberate and effective development of an ethos at
Park Lane Primary really did mean taking account of and involving
everyone.

So how does the ethos affect the
curriculum?

In trying to raise the profile of science in the school, the science subject
leader set a series of science challenges for the whole school, from
Reception to Year 6. They took place each month and would consist
of a simple project. Some would be quite open ended, such as making a
musical instrument, while others would need detailed instructions —
as in the making of a rocket challenge. These challenges were significant,
not so much for the scientific understandings that resulted from them,
but for the involvement of families in the learning of their children. It
became clear that parents were enjoying doing the challenges as much
as the children and that the talking and teaching going on at home was
significant. Children could see that their parents were enthusiastic and
knowledgeable and interested in learning. This was a more important
outcome for the children than any increase in their scientific knowledge.
[t is also a pointer about the nature and aim of homework in the primary
years.

A second illustration of the type of project undertaken which pro-
moted and developed the ethos of the school through classroom work
is what we nicknamed The Railway Children. During her work with the
upper maths set of Years 4 and 5, the teacher decided that the children
needed to put their thinking into a practical situation. She has a strong
commitment to collective developmental work and set the children the
task of organising their own day trip out. Together the group discussed
possibilities and then had to check out costs and feasibility. Eventually
they settled on a trip by train to Birmingham Airport, which, because
of the bewitching nature of British transport, involved first organising a
coach to Coventry. All the plans, costings, telephoning and organisation
were kept firmly in the hands of the children: giving the responsibility to
the children ensured not only a good day out but a powerful lasting
message to the children about their own capabilities.

Many primary school teachers will readily recognise examples like
these and see such approaches reflected in their own practice, but they
do serve to illustrate how we try to ensure that our aims for the school,
and the ethos we have worked to develop, permeate our approach to the
taught curriculum.
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Staff relationships

To find the sense of community, we needed to develop the common
ground between us. When we began as Park Lane Primary School this
was a process of learning which was probably harder for the staff than it
was for the children. Infant and Junior staff had different histories and
ways of doing things. It takes time to establish that the rule ‘we always
do it this way’ may not actually apply to a new place. This process came
about by talking and listening. It has to be a continuous conversation
that goes on through the whole school, finding and building on that
common sense of values and worth. There were lots of landmarks to
be put in, such as peer mediation, the Respect! code of conduct, and
even details like making sure everyone got the same standard of coffee
available.

This is not a set of strategies that we have devised to produce a simple
‘fits all’ school ethos. It is not even a coherent set of strategies for our own
school. We came into a situation and we tried out different projects and
ideas to make the situation better. What holds it together is the way
in which we have tried to establish a way of working and trying things
out. This is about relationships. The need has been and continues to be
to keep talking to everyone and make that conversation into one that
develops over time so that ideas become the shared property of the
school.

This process of talk is also important for the esteem of the school itself
as we needed to develop the separate new sense of identity for Park Lane.
We have continued the process so that we remain realistic about how we
‘talk the school up’. Both children and staff have to have the means of
talking and thinking about their school positively. This cannot properly
be done by coercing or cutting off debate: there needs to be thought
given not just to what we do, but to the way we do it.

Through always giving time to dialogue we have an effective feed-
back process. It means knowing your school well and this means seeing
more clearly how things will work and with whom. It also says that there
is no quick fix. We always have great difficulty in keeping a straight face
when we see the published league table results and find our place in the
county. We can see and demonstrate the improvements in conditions,
behaviour, commitment, and attainment that we have reached already,
but we also know where we are and who we are. We have a commitment
to changing our children’s lives for the better and we know that there
are things in school that can be done and that there are things that we
have no control over. It means we take the long view. We take the
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home-school link very seriously, and one of our most successful ventures
has been the appointment of a home-school worker. Originally this was
with someone coming from a social services background and is now
another professional with support services experience. This was part
funded through a county project, but although that no longer exists the
school has continued to wholly support it as it plays such an important
part in the social growth of the children.

Becoming part of the school community

The children go back to their homes and their own milieu of lives and
values, which differ considerably. The school is the area of common
ground which is built up again every day and the more the values become
shared the more the sense of community exists. The school has its set
routines that are concerned with the overt learning tasks and there is the
constant way things are done, but we have made conscious efforts to
make parts of the day open to that sense of being part of the community.

Most of these examples will seem quite mundane, but are worth
reflecting on as they deal with belonging and the structuring of relation-
ships within the school. Like most schools, we begin the day with
assemblies. We have separate infant and junior ones on Mondays and
joint ones in the rest of the week, with frequent class assemblies on
Wednesdays. Whole school assemblies have to be worth the logistical
effort of tramping everyone into one place and out again. If things make
us laugh we share it. If we make asides to colleagues, we enjoy it all the
more. On Fridays we have achievement assemblies where infants receive
certificates and juniors house point badges for good work, the children
can have out-of-school awards presented and sometimes a music group
will perform. At the end, children and staff with birthdays can come out
to the front to get their badge, sweet and a rousing chorus. This may seem
commonplace and even slightly ‘naff’. There are times when the Friday
assembly seems to be like a nightmare games show that never ends, but
if there is a child beaming with the pleasure of their badge, their
certificate, their achievement or that sense of belonging then it’s worth
its weight in gold. We do not pressure individuals to take part.

Then we have those spaces in the day: playtime and dinnertime.
What are they for? For children to play in (and to forget to go to the
toilet!) and to learn by themselves. This does not mean leaving a free-
for-all where only the top-dog wins, but helping to structure the time and
the expectations of what can and could happen and preventing what
should not. Dinner supervisors are given training to help them introduce
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and use games with the children. We have meetings and encourage
comment about procedures to follow or change to improve the level of
socialisation on the playgrounds. The infant supervisors brought quite a
degree of expertise in this from their previous school.

These children need space. They need to be allowed to find their own
way of dealing with problems especially out on the playground. They
cannot be dependent on the adult to solve all their problems. The
home-school link set up the ‘grey caps’ system as a part of the peer
mediation project with help from the County Support Services. This
means selected children receive training to help other children resolve
their disputes; a learning experience on all sides.

And through the whole day we try to weave into what we do the how
of encouragement and insistence. The children need to find their own
feet but they also need a supporting hand. They must have confidence
that the staff will listen to them and will find the time to do so and
respond. We never undervalue the small necessary moment of kindness
to vulnerable children who have less of it in their lives than they should.

Designated time for PSHE and Citizenship

The approaches we have outlined so far support — and are supported by
— the taught programme for PSHE and Citizenship. This is part of our
curriculum provision across the school and includes:

e Circle time — the most widespread PSHE practice we have. It is a
regular part of designated time for all pupils. Circle time can help
pupils develop good listening skills, work successfully together and
boost self-esteem. The underlying aim is to create a caring, supportive
environment where both pupils and adults engage in respectful
listening.

e Social skills — each year at least one group of children, which may
be a whole class, works through a series of workshops on turn-taking,
collaboration and tolerance using role-play, discussion and games.
The heateacher and a number of other staff have been trained to

do this.
¢ Anger management — a planned programme for specific children.

e Relaxation classes — these are voluntary and take place at lunch-
times. Pupils learn to relax through a variety of techniques including
breathing, movement and the use of imagery.
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Music therapy — we were able to purchase this through Warwick-
shire’s County Music Service. Children had the opportunity to be
creative in a small group, making music in a way that would not
be possible in a large group situation given their emotional and
behavioural difficulties, their lack of confidence and poor self-image.

Special projects and interventions

These are a number of further interventions, some of which target
particular groups of children, others which serve to enrich our overall
provision for PSHE.

Nurture groups — these help individual children to become more
emotionally secure and better able to cope with social and learning
situations. The sessions take place in the ‘Rainbow Room’ and are
run by a trained and experienced Special Educational Needs
Assistant.

Home/school support worker — this worker has a number of roles,
but is essentially a non-threatening point of contact for children and
parents. She is known by her first name and engages with children
by running the ‘Grey Caps’, teaching and playing games on the
playground, and one-to-one contact. Vulnerable children are often
referred to her by the headteacher.

Warwickshire Health Promoting School Scheme — working
together to achieve the Health Promoting School standard.?

Children’s University — these sessions began in September 1999.
They take place on Saturday morning and children can choose from
a variety of modules including dance and drama, ICT, art and
drama, basketball, design technology and food technology.

Peer Mediation — each year Year 5 pupils are given training in how
to help each other resolve conflicts through paired talking and
listening. A number of children are then chosen to be Peer
Mediators (the Grey Caps — their identifying hats) who are available
at lunch and breaks to help sort out squabbles. We plan to extend
this idea further by training children as ‘playground peacemakers’.

Parents’ Centre — now based in its own building and staffed by a
teacher and a nursery nurse, it provides times for parents and
toddlers to share experiences, work together with their children in
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a pre-nursery situation and learn from staff. Courses run by the
outreach team from the local college range from computing to
parenting to yoga.

e Special days, weeks etc. — Arts, Multi Cultural events, Perfor-
mances, etc. Despite the pressures, the school still has days where a
year group can commandeer the hall to paint Tudor portraits, learn
to play African drums, etc. The events often involve bringing in
artists and performers.

The ethos of Park Lane Primary which we have outlined and dis-
cussed in this chapter is about making our aims statement a reality for
everyone involved: children, teaching and non-teaching staff, parents
and community. Without the interventions we have referred to, it would
be very difficult to make that aims statement a reality. But without
the ethos which we have all worked to develop, it would not be possible
for the other interventions to function as effectively as they do. We
depend upon each other.

Notes
1. The Park Lane RESPECT Code of Conduct:

e Remember the rules.

e Enjoy our environment and keep it tidy.

e Show that you can be safe and sensible in the playground as well as in
the classroom.

e Park Lane Pupils are polite, patient and kind.

e Everyone looks after their own belongings.

e Courtesy counts — remember to walk quietly and carefully through
classroom areas.

e Try to be helpful at all times.

2. See the Warwickshire Health Promoting Schools website at www.whpss.net



Chapter 10

A normal school soon?

Gill Winston

‘The inspectors are here! And everyone has done a lot of work.
Hopefully we will be a normal school soon.’
(Louise, aged 11)

This comment was one of many in our pupils’ comments book,
which traces the school’s journey from its lowest point when it had just
been placed in ‘Special Measures’ to its successful return to ‘normality’.
The school is a rural school, which serves the village of Stockton.
As such it has a strong sense of community because all our pupils come
from the village. The population of the village is mixed, with some
families having lived in the village for generations — some of our pupils
are among the fifth generation of their family to attend the school —
while some are newcomers to the village, occupying the new housing
recently built.

In September 1999, the school was placed in Special Measures. It
was at this point that I joined the school as the new headteacher.
There was only one permanent teacher in post with three temporary
teachers working valiantly to carry the school through the turbulent
term in which OFSTED had published their judgements of the school.
They revealed that standards were very low, with all PANDA grades
at E or E*; 25 per cent of teaching was judged as unsatisfactory, with no
good teaching observed. In addition to this, the school was not teaching
all aspects of the National Curriculum as required and resources were
judged to be inadequate. Indeed, the resources of the school were
completely outdated, tattered and dirty. The judgement of OFSTED was
stark:

In order to improve standards and the quality of education in the
school, the governors, headteacher and staff should:
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e improve pupils’ standards of attainment and progress in all
subjects;

e review the quality of leadership and management of the school;

e improve the quality of teaching;

e improve the quality and range of resources in school.

These key issues related to every aspect of the school’s work and
meant that everything we did would be under scrutiny. The publication
of these facts lowered the morale and confidence of the whole school
community. The pupils had a strong sense of being ‘behind’, parents were
angry about the failings their children had suffered and, although they
all wanted to see the school recover and succeed, many doubted whether
this would happen soon enough to benefit their children, particularly
because the three new staff needed had not yet been appointed. There
was a strong sense of disappointment throughout the village that the
school, which had served so many generations of their families, was once
again under threat: only two years earlier the village had fought hard
against the school’s closure as part of Warwickshire’s re-organisation of
primary education. Their campaign was successful and the school was
kept open, changing from a 4-8 ‘First School’ to an all-through primary.
When [ started at the school in September the very first cohort of KS2
pupils had taken their SATs the previous May. Many features of the
building, resourcing and pedagogy of the school reflected the fact that
the school had catered for KS1 pupils for many years up until this point.

Having fought so hard to keep their school, many villagers did not
believe that the LEA would now be in support of keeping the school
open in its current circumstances. The possibility that large numbers of
children would now begin to leave was very high, with several parents
coming to see me daily to discuss the possibility of moving their children.
Three new teachers had to be found for January and only one of the posts
would offer promotion, the other two would be a sideways move for
anyone already in post — how could the school attract good staff in these
circumstances’

However, there were positive elements to the situation:

Everyone understood that there was an urgent need for change.
The village did not want to lose their school and knew that their
only chance of avoiding this lay in solidarity — if people started
taking their children away closure would be more likely. This led to
an understanding that the community would have to support the
school if they wanted it to succeed.
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e Additional money and support was now available to us.
e New staff appointed to the school may bring skills which will help
accelerate school improvement.

Most importantly, the three new teaching posts could be in fact the
most positive element to the situation. If we could attract good teachers,
the process of improvement would be accelerated. They would have
had no part in the factors which caused the school to go into Special
Measures and would have chosen to come to our school, with full know-
ledge of the professional commitment they were taking on in the work
they would have to do in order to raise standards rapidly and ensure
that Special Measures were no longer required. The parents’ decision to
put their trust in the school and support it in the medium term, along
with the good behaviour of the pupils, gave us strengths in the way we
were able to present ourselves.

Through this process, which included encouraging prospective candi-
dates to visit the school to discuss the challenges that lay ahead, we were
able to appoint three experienced, confident and able teachers to the
school. By the following term a fourth new teacher was appointed of an
equally high calibre. Although steps had already been taken to begin to
address the many and varied needs of the school, key challenges needed
to be addressed quickly so that we could begin to make headway and
measure impact. The new teachers found that pupils’ learning behaviours
were poor. The ethos pervading the classrooms could be summed up as:

Noisy.

Lots of movement (children were not used to sitting and staying on
task for long).

Lacking in purpose.

Lack of care shown towards work (particularly recorded work).
The children’s work lacked pace.

Untidy (most resources were too old to be of any use and were stored
in a haphazard fashion).

Our initial work together as a staff brought about a clarity as to how
we would approach the key ‘hidden’ issues as we perceived them — to
raise the pupils’ morale, teach them how to become good learners,
motivate them to take an active part in their own learning and, through
this, make accelerated progress. We agreed together what we considered
to be the qualities of good teaching and prepared evaluation formats so
that responses to scrutiny of planning and observations of teaching
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would be firmly grounded within these criteria. This exercise also gave
teachers the tools for self-evaluation relating to our whole-school
agreement on what we had agreed were the characteristics of quality
teaching. What came through loud and clear from these early discussions
was a strongly held belief that we would not raise morale or motivate and
enthuse our pupils into good learning habits if we confined our energies
to teaching the core curriculum. We set ourselves against trying to raise
standards in the subjects which would come under HMI’s greatest scru-
tiny by giving them additional curriculum time, as this would inevitably
mean paying lip service to ‘less important’ subjects such as the arts. We
were all in agreement that the curriculum should be broad and rich.
We believed that it would not only be possible to raise standards in
literacy and numeracy within and throughout such a curriculum, but that
a thin and narrow curriculum would be unlikely to grow the attitudes we
needed the children to adopt.

In our discussions about what a good lesson should look like, the
following criteria were listed:

What does a good lesson look like — what
are the essential elements?

e Well planned.

Objectives — teacher + adults + children clear about what they should

be learning.

Good use of resources.

Secure understanding of subject.

Matching teaching style to children’s needs and subject.

Manage pupils well — promote good behaviour.

To have high expectations of what the children can achieve.

To develop children’s self-esteem through positive reinforcement.

Use of effective and supportive questioning.

Assess pupils’ work thoroughly and use assessment to help pupils

overcome difficulties and inform next steps in learning.

e Lesson introduction: remind them of what they already know, indicate
what we are going to learn next, stimulating, challenging and
inspiring, brisk and definitive start.

e Use time, support staff and resources (including ICT) effectively.

e Use homework effectively to reinforce andfor extend what is learned in
school.

e Pupils acquire new knowledge or skills, develop ideas and increase their
understanding.
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Pupils apply intellectual, physical or creative effort in their work.
Pupils are productive and work at a good pace.
e Pupils show interest in their work, are able to sustain concentration and
think and learn for themselves.
e Pupils understand what they are doing, how well they have done and what
they can do to improve.
Both staff and pupils show enthusiasm.
Familiar, high quality resources.
Modelling.
Practical experiences.
Promote good working relationships in the classroom.
Pupils are given opportunities to learn in a variety of ways — practical,
open ended questioning — range of resources — investigative.

These statements are rather untidy grammatically and have not
been placed in any order of importance. There was so much to do in such
a short time that we spent little time ‘tidying up’ written policies
and documents — the crucial thing was to articulate and agree goals and
direction and then get on with the practicalities of getting there. The
criteria in italics show that the teachers’ thinking was already very much
grounded in the understanding that the pupils had to be active participants
in the process of improvement rather than recipients of it. Interestingly,
since this ethos of good teaching and learning has become embedded,
the children’s contribution to our teaching and learning policy in
response to the question, ‘What do good learners do? very much reflects
those early criteria brainstormed by the new staff:

Listen.

Think.

Concentrate.

Look.

Know where to find things.
Know what to do when they get stuck.
Can get on by themselves.
Always try their best.

Work hard.

Work carefully.

Are not nasty.

Take their turn.

Help each other.

Take care of things in school.
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Are kind and helpful.

Sit nicely.

Focus on what they are doing.
Do what they are told.

[t is interesting to note that the children are quite clear that learning
involves a lot more than just the acquisition of knowledge. They identify
criteria, which are very definitely rooted in PHSE and Citizenship, cri-
teria much more about being part of a supportive community that is
enabling, as can be seen through the children’s statements that good
learners are helpful, kind, co-operative, behave well and know how to
help themselves and others.

[ believe that the early discussions between the school staff helped us
to articulate a strong vision, which included not only a sense of where
we wanted to take the school, but also an idea of how we thought we
would get there, who would be responsible for what and when and where
to all pull together as a team effort. This, in turn, brought a clarity of
intention to the pupils, giving them clear objectives to work towards and
measure themselves against. The staff watched for signs of improving
learning behaviours across the school, and were quick to recognise and
reward pupils’ efforts, through a simple whole school reward system
which was consistently and rigorously implemented. This brought about
an infectious drive among the pupils to improve their approach to
learning.

[t was important that the commitment and enthusiasm of staff and
pupils was backed up by the necessary improvements in the resources and
environment they had to support their learning. This not only involved
the more conspicuous actions, like the provision of new furniture, but
also matters as mundane as seeing that all the children had new books,
pens and pencils. The message that their work mattered was important.
We also put a great deal of effort into more general improvements to
the learning environment: putting up displays; organising and tidying
resources; throwing away anything that had become old and tatty. And
creating a decent learning environment also meant increasing the hours
for cleaning. It all mattered and had a direct impact on how the children
understood the importance of what we were all doing.

In addition, we developed specific interventions to improve children’s
learning behaviours. We increased teaching assistant’s hours so that they
could be more actively involved in this process. As a whole staff, we
undertook training in the use of circle time and introduced this across
the school. The introduction of the Literacy and Numeracy Strategies



180 G. Winston

helped by providing a structure that was regularly reinforced. The
teaching assistants sat with children on the carpet and helped them to
understand how to ‘sit in a learning sort of way’ during whole class time.

The curriculum was another key area to which we turned our attention.
The introduction of Curriculum 2000 coincided with the school’s need
to design a curriculum from scratch. As a new staff we had already
agreed a basic set of principles upon which to base quality teaching and
learning; now it was time to apply those principles to a brand new cur-
riculum tailored to the needs of the school and the requirements of
Curriculum 2000, a curriculum which would play to the strengths of the
staff and, most importantly, raise standards of attainment in all areas by
‘hooking’ children in to learning through interesting and exciting work.

First and foremost were the principles on which we were not prepared
to compromise — the practicalities would have to be worked around these.
These principles were agreed in discussions during staff meetings, the
notes of which were used to form policy. Our ‘Teaching and Learning
Policy’ begins:

At Stockton School, we aim for all children to receive a broad,
well-balanced curriculum. The staff team share strong values and
principles, which underpin curriculum planning. We believe that
the curriculum should . . . We express our principles clearly in the
curriculum planning rationale:

e A broad and rich curriculum which ensures that the core curriculum is
well taught and that links with, and between, the foundation subjects are
fully exploited.

e Learning opportunities should be varied with maximum potential for
motivation and enjoyment (both for pupils and teachers).

®  The arts and humanities should be strong in themselves and should serve
to strengthen the core curriculum.

e Learning should be meaningful, placed within strong contexts that are,
wherever possible, familiar to the children.

As a small village school, contacts with the wider world were to be an
important aspect of our planning, so, as well as ensuring a good curricu-
lum balance in the long-term plan, we also wanted to incorporate a
balance of visits out of school and visitors into the school. This involved
jugeling topics about to ensure that costly visits were spread out, as were
topics with a specific subject focus such as arts or history based work.

Another key area in which we worked to raise pupil morale was
through our use of assessment. Initially this was used to give a clear
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picture of what the pupils knew and understood and where the gaps in
their learning were. This analysis enabled us to establish a baseline from
which we could both plan for progress and begin to measure it. The
involvement of the pupils in this process brought about target setting,
which proved to be a powerful tool in moving the children’s learning
and self-esteem forwards rapidly. Target setting remains one of the most
important aspects of the interaction between the pupils, teachers and
parents relating to the children’s learning, and as such it is still evolving
as we continually refine the process.

We all felt that it was important for the children to have a voice and
to tell us about how they wanted the school to improve. If we wanted the
children to be active participants in the process of school improvement
they would need to be given tools with which to participate and this
meant giving them a voice so that they could tell us what they wanted
to improve and inform us of the effect our attempts at improvement were
having. We introduced a comments book in which they were invited to
record their feelings and opinions about their school. Many expressed
positive comments about their new teachers and there were many
positive comments about their new curriculum, with pupils in particular
referring to their enjoyment of art, drama and PE. The following are
examples from the book:

o [ like better work.

The school is getting better than it was. The children get better at work.
We get better learning.

The school has changed a lot.

1 liked the people who performed today.

Toy monitors aren’t out on time.

We want to play more.

In addition to the comments book, we introduced a suggestion box,
where children were invited to give their own ideas of how improve-
ments could be made to the school. The suggestion box revealed a strong
desire throughout the school for the simple comfort of soft toilet
paper. Large quantities of the crisp, hard type filled several shelves in the
caretaker’s cupboard. These joined much of the school’s other outdated
equipment in one of a succession of skips, and soft toilet paper became
the next item on our full order books. Several parents used the box to
inform us that older pupils did not like to use the toilets because taller
children could see over the doors: the toilets had not been changed
since the school had been an infant school. Builders were drafted in
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and alterations were made to the heights of the doors. Seeing a quick and
positive response to their suggestions, the pupils became more interested
in the box, several of the older boys orchestrated a number of requests
for proper football posts and were thrilled to see them installed soon
afterwards in the school playing field. Requests for toys at playtime were
responded to by the ‘Friends of Stockton School’ and a recent request for
more toys will also be funded by them — the pupils are currently carrying
out a survey to see which toys are most popularly requested and will
be in charge of ordering within the budget they have been allocated. Of
course there are limits, and requests for a swimming pool and play-park
with swing and a slide have not been successful so far!

These features of citizenship exercised within their own school are
now having a wider effect on the children, who actively seek to improve
the quality of life of other children. They recently raised money to
help pay for clean water, a safe place to sleep and education for street
children in Kenya, who they heard of through a grandfather of one of the
pupils who works as part of a joint church project there — the ‘Kabare’
project. One girl brought in a bag full of sugar lollypops, which she
bought with her own pocket money after hearing that the street children
in Kenya only receive such sweets on Christmas day. These are children
who have learned that they can make a difference and actively seek to
do so.

In summary, the key ways in which we built a strong positive ethos
and fostered an enthusiasm for learning in our pupils were:

e Everyone connected with the school shared common goals and
worked towards them as a team. This began with the teaching staff
initially but quickly spread to support staff, pupils, governors and
parents.

e Quality teaching and learning was at the heart of everything we
did, with all the stakeholders understanding what this meant and
how they could both contribute to it and benefit from it. Again, as
[ stated earlier, this involved the active participation of the pupils,
and in order to bring this about, the shape this participation would
take had to be articulated clearly.

e There was consistency in everything we did. Consistency was gained
through discussion leading to agreement and then strong communi-
cation of that agreement, with teachers embodying the vision for
the rest of the school community.

e The strong principles and values we shared were built into every
aspect of the school.
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e A good long-term curriculum was developed and schemes of work
written.
e The pupils were actively involved in the process of improvement.

In the final report that removed us from special measures, HMI says:

The school is a happy and welcoming community. A positive ethos
extends to all aspects of its life. Relationships between the pupils,
and between the pupils and adults are good. Classroom assistants
and teachers are consistent in their dealings with the pupils, and
form a close knit and affirmative team. The pupils’ behaviour is good
in lessons and around the school. In all classes, the pupils have
positive attitudes to learning and work hard.

What has been the impact of this on
personal and social development?

As I try to unpick the strategies and their effects, the extent to which
everything is tightly woven together and interdependent becomes clear.
The rewards system could not have worked as well if pupil progress had
not been so dramatic, but the recognition through the rewards them-
selves accelerated the progress. This progress would not have been made
without high quality teaching, which in turn needed the firm baseline
that our assessment and analysis provided. The assessment and analysis
gave us good quality information, providing a clear picture of what the
next steps in the pupils’ learning had to be. Sharing this information
with the pupils and parents through target setting gave the pupils pur-
pose, direction and pace in their learning and enabled parents to share
and contribute to their child’s progress. The quality of the curriculum
and its impact on teaching and learning cannot be underestimated, nor
can its contribution to the enthusiasm and motivation of both pupils
and teachers. None of the strategies would have been as powerful if the
teachers and teaching assistants were not all giving the same messages
consistently across the school, and if they did not share the values and
principles in which everything was rooted, principally that the quality of
experience for our pupils had to be central to everything we did. Even
the introduction of soft toilet paper reinforced the message to pupils that
they mattered and showed them that their voices were listened to and
taken into account.

There has been a sea change in the way in which the school perceives
itself, how it is perceived by the community it serves, and how the pupils
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operate within it. This has taken place over a relatively short period of
time and is now secure and sustainable.

We recently carried out surveys of how the school is perceived by our
pupils. Gathering this sort of information is as important to us as the
assessment data we collect. As with all our data it gives us information
about what we are doing well, but also tells us where we need to make
improvements: 96 per cent of our pupils tell us that they know how well
they are doing and what they must do to improve, and most of our other
questions elicited an equally positive response. However, the pupils filled
in the survey anonymously and were invited to make further personal
comments on the back of the sheet. Many of them chose to do this, 25
per cent wrote positive comments, largely about enjoying school: ‘I like
coming to school and I enjoy learning and I have no problems’. But,
21 per cent raised issues regarding playtime provision and the behaviour
of other pupils during this time. This is clearly our next issue to address
thoroughly — and to do so in partnership with the pupils. If we are sincere
about the quality of the pupils’ experience being central to everything
we do, this must extend to every aspect of the school’s life and not just
those related to academic standards.

Because we had not carried out such a survey when we began the
process of school improvement, there was nothing to measure against
when considering the impact our work had had on the children. In an
attempt to do this we asked the children to tape child-led group discus-
sions relating to the changes in school. In these discussions the pupils
refer continually to the improvements in teaching and learning, their
ability to learn and make good progress, the new decorations and struc-
tural improvements to the school, the much-improved resources they
now work with, and their positive feelings about school generally.
In response to the question: “What would you tell a new child in the
village about your school? almost all responded: ‘I would say it’s a good
school.” About the teachers, the most common comments are: ‘They
make learning interesting’, and: ‘They can take a laugh’.

We also carried out a survey of parental attitudes along the lines of
the OFSTED questionnaire. In comparison to the figures of 1999, there
is a significant shift in the parents’ views of the school with a very
strong positive view of the school in key areas of its work. Interestingly,
the pupils’ comments regarding playtime provision were echoed by the
parents, who had also been invited to make further comment about the
life of the school. These surveys have given us a good measure about how
far we have come and about how much further we must continue to
go. The surveys, and in particular our response to them, will reinforce
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the message to the children that they have worth and that by expressing
their views and offering suggestions they can have a real effect on the
quality of their experiences at school. In the report, which brought us out
of special measures, the inspector also wrote:

The teachers have high expectations about the pupils’ behaviour
and attitudes to work and have established suitable routines to enable
teaching to proceed smoothly. The teachers are knowledgeable,
confident and conscientious. They respect the children and show
this in the way they question them, respond to their ideas, and
promote a positive view about their potential.

And what about standards? In 1999 our PANDA grades were all
E and E*. For 2001, it contains A*, A, B, C and D.

In the end of Key Stage 1 SATS for 2001, 63 per cent of our pupils
achieved Level 3 in maths. Before 2000 there had been no Level 3s in
maths at Stockton. For Key Stage 2 there is a similar pattern of improve-
ment. While there is no comparison to make with 1999 as there were no
Key Stage 2 results in the PANDA at that time, our prior attainment
grades are all As and Bs.

On one level, ours is a straightforward story of ‘school improvement’:
addressing low expectations, improving the quality of teaching and
learning, raising standards. I would argue though, that such dramatic
improvement over such a short period of time would not have been
possible if we had not placed the personal and social development of the
children at the heart of the process. One approach might have been to
‘sort out behaviour’ and go straight for standards, leaving PSHE and
Citizenship issues to their place in Curriculum 2000 — at the end. We all
knew them to be much more central than that.

Returning to Louise’s opening comment: ‘The inspectors are here!
... hopefully we will be a normal school soon.” | would add my wish that
we become an exceptional school, which brings richness, success and joy
to the community it serves. As one child in the taped discussions said:

‘I feel as though there is a brighter future in front of me now.’
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Establishing a community
of practice for citizenship
education at Deptford
Green School

Anna Douglas and Anne Hudson

This chapter provides an account of how a school in south-east London
has begun to develop a community of practice in the area of citizenship
education. The joint authorship of the chapter has its origins in a paper
written for a conference in March 2001.! At that point the school was
in its early stages of developing its citizenship focus. Anne Hudson,
Assistant Headteacher Coordinating Citizenship Education, and Anna
Douglas, PGCE Social Science Tutor at Goldsmiths College, had begun
to share ideas about citizenship education and planned to work collab-
oratively in the training of student teachers. The school has moved on
considerably since then. This chapter aims to reflect emerging practice,
and our thoughts about the pedagogy that might support citizen-
ship education. We do not claim that these ideas are ours alone. They
have been informed by our involvement and interaction with students,
teachers, trainers and community practitioners.” We use the term ‘com-
munity of practice’ to indicate the important link between social
relations and knowledge which develops through activity (Lave and
Wenger 1991). A community of practice represents, as Mercer suggests,
‘the way in which groups of people use their ability to share past
experience to create joint understanding and co-ordinate ways of dealing
with new experience’ (2000: 116). We note, as the school progresses
with becoming a school for citizenship, that there is a great deal of
thinking and discussion about what is being done and why. This chapter
intends to give a sense of this social learning through involvement in
practices, indicating where theory has helped us reflect more deeply
about evolving practice.
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Deciding to become a school for citizenship

Deptford Green School is, in many ways, a typical inner city compre-
hensive,11-18 school with 1,216 pupils on roll; 56 per cent boys; 50 per
cent free school meals; 55 pupils with Stage 5 SEN statements; a large
ethnic mix (55 per cent with English as an additional language) and a
catchment area with high index of social and economic deprivation.
The staff are committed to promoting equality of opportunity and its
members have found themselves uncomfortable with the implications of
some aspects of current government policy. Among these is the specialist
schools agenda, which many perceive to be divisive. The proliferation of
schools specialising in areas like technology, sport and art can undermine
the notion of comprehensive education within a geographical area,
attracting some pupils away from what should be their local schools. In
1999, the senior team decided to endorse a risky idea put forward by
one of its members. The proposal was that, recognising the gathering
momentum of the specialist schools agenda, Deptford Green begin a
campaign for a category of specialism appropriate for inner city schools
like this: one which could cement the links with the local community
and create the context for developing an appropriate ethos.

The arguments in favour of becoming a school for citizenship remain
powerful. First, it invites an important focus on affective as well as
cognitive development. Awareness of evidence for the link between
academic attainment and emotional intelligence, promoted by Daniel
Goleman (1996) and the advocates of accelerated learning, has piled
up during the past decade. The development of emotional intelligence
is an important dimension of citizenship education. Second, there is
evidence that breaking down the walls between schools and their local
communities by bringing parents and carers into schools and making
them centres of lifelong learning across the generations has had an
impact on attainment in several community schools. Initially the
school’s citizenship agenda was very much inspired by the success of
community schools and informed by Hargreaves and Fullan (1998) who
state:

In turning schools into stronger communities, school reforms should
not be separated from wider urban reform. They depend on each
other. . .. Schools should build not any kind of community,
but democratic communities which value participation, equality,
inclusiveness and social justice, in addition to loyalty and service
among all their members. These communities should start in the



188 A. Douglas and A. Hudson

classrooms in which pupils share responsibility for their own and for
regulating each other’s behaviour. Involving students and parents in
decision making, teaching and learning decisions, parent confer-
ences and assessment of achievement extend these democratic

principles further.
(Hargreaves and Fullan 1998: 98)

The aims behind the school’s citizenship agenda are seen as a
means to:

® raise achievement in ways which are tangible, measurable and
lasting;

e change the culture of the school and its interaction with the

community;

pioneer, demonstrate and disseminate good practice;

develop new ways of thinking and learning;

draw together key initiatives across the school;

challenge social exclusion and celebrate cultural diversity.

Audit, consultation and construction

The introduction of the citizenship agenda at Deptford Green consciously
followed the School Improvement model of audit, consultation, con-
struction, implementation, and review. Later on in the chapter we
consider how other models might also inform the process. The process
began by taking stock of what was already in existence, positively iden-
tifying the following: an openness to collaboration with the community;
a commitment to supporting the development of students’ voice in
the school; some efforts to redevelop the pastoral curriculum; work with
local community forums and SRB (Single Regeneration Budget) regen-
eration. In various staff and middle management meetings there was
wider discussion around the proposal to seek specialist status. Next,
following the procedures required for conventional specialist schools,
the school secured £50,000 worth of private sector funding from a large
investment bank, UBS Warburg, already working in partnership on a
mentoring scheme. The bid followed the Specialist Schools format,
including a mission statement, school and community aims, and a four-
year development plan. This was presented to the DfES. A commitment
to a new category of specialism was not secured, but innovation funding
was awarded.

At this point further staff involvement was needed and to this end
two voluntary weekend residentials were organised in January and July
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2000. Both were attended by over 20 staff, teaching and non-teaching,
and generated a wealth of ideas about how different curriculum areas
could ‘own’ citizenship and provide relevant opportunities for young
people. Later in the year, when the senior team firmed up proposals for
action, a questionnaire to colleagues to ascertain their views was com-
pleted, and the proposals were overwhelmingly endorsed. The next stage
involved two kinds of audit of existing provision. The first was a
curriculum audit, which got indications from all departments of how
they perceived their current delivery. Although the findings from this
were useful in giving all teachers confidence that they were already
dealing with aspects of citizenship education, the school has now moved
beyond that model, as suggested in a later section entitled ‘Citizenship
and the curriculum’. A sample of students across all year groups also
completed a questionnaire, to ascertain their understanding of aspects
of citizenship education. Findings from these were insufficient to build
up a clear picture of pupils’ experiences and insights at that stage.

The community context

Prior to approaching the DfES with its request that citizenship become
a specialist category, the school had been working to consolidate links
with the local community. The process of regeneration in the local area
had led members of the school management to participate in local
organisations like the Deptford Community Forum and two local SRBs.
Significantly, the Evelyn SRB had developed a reputation for genuine
community consultation and involvement. This partnership between
such organisations and the school has provided funding for facilities,
services and activities in the school and simultaneously raised the
school’s profile in the area. Members of the various forums had begun to
call upon the school for advice and support. The membership of these
forums tends to overlap, and several of the same personnel became
involved in a new ‘Get Set for Citizenship’ SRB which developed in
consultation with members of the school’s senior management team.
The Assistant Headteacher and a member of the Get Set Partners group,
came up with a bid for a citizenship outreach worker to be based
at Deptford Green. Funding for the post was secured, and by February
2001 the worker had been appointed. His role is to work on the inter-
face between the school and the community. It is anticipated that this
will help the school to sustain its involvement in community regen-
eration and enable pupils from the school to be actively involved in
the process.
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This work adds to other links with various outside agencies supporting
pupils through mentoring, advocacy, and attendance projects which
were drawn together in 1999, when the school set up a Community
Department. That department is overseen by an employee of the Child-
ren’s Society, has an office on school premises, and forms an important
part of the community context. The issue of sustainability of projects and
contact seems a crucial one to raise at this point. If a school is really to
maintain its links with the local community it is important to consider
ways in which mutual interests can interact to support each others’ wider
goals. A proposed outcome of ‘Get Set for Citizenship’ is to regenerate
through maximising community participation. In tandem with this the
school wants to encourage more concern and interest among its students
for the local community. To date students’ GCSE coursework research
into local community issues has been presented to a panel of local
representatives including, councillors, borough safety personnel, a
Community Policing Officer and members of the school’s senior team.
It is hoped that students’ future research will feed into a wider forum
and be of use to communities outside the school. This is a dimension that
could be important in consolidating the school’s interaction with local
community issues.

Launching citizenship awareness through
Citizenship Day

In order to raise the profile of citizenship among students, it was decided
that a Citizenship Day would be organised in December 2000. The
normal timetable was suspended and the whole school was involved in
activities linked to the citizenship theme. The morning began with
upper and lower school assemblies addressed by key speakers including
MP Joan Ruddock, representatives of local community organisations
and representatives of the School Council. During the rest of the
day students could opt for activities as diverse as considering how the
Tate Modern reflects twenty-first century culture, visiting the Houses of
Parliament, being part of a newspaper production team, hands-on
experience of environmentally sound gardening and recycling, sharing
citizenship learning with local primary school pupils, running an EC café
and exploring human rights issues. In all there were 41 different activities
on offer. These were undertaken in mixed age groups. A survey of
students before and after the event found that their insights into and
enthusiasm for citizenship benefited from the day. Surveys of students
and teachers indicated that they enjoyed it enough to want to make it a
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regular feature of school life. They also showed that students believed
they understood more about citizenship education. The following quotes
reflect some of the students’ sentiments:

‘The day was good and I wish we could do the same day again.’
‘Citizenship was good because I worked with different people.’

‘We should have a day like that once a month so we learn to work
with different classes.’

‘Citizenship Day is a good day to find out what citizenship is
all about.’

‘It should be every month.’
‘This was the best day in school.’

‘It was very enjoyable and I got to know some other people that I
didn’t know working together with different age groups.’

‘The day was fun, yet it helped me to learn about the meaning of
citizenship.’

‘I found the day very enjoyable and an exciting learning experience.’
‘It was one of the best ideas the school has come up with.’

‘[ learned about how the youth parliament works and we had to
make a video on fox hunting and had an argument about it, like it
was real.’

‘I loved the day so much I wish we could do it two times each
month.’

‘It was very interesting and even though it was hard work, especially
for teachers I think most people enjoyed themselves.’

Attempts like this day or other single events to promote citizenship
are open to criticism. First, it might be asked whether all the activities
(which included learning circus skills) really fulfilled the criteria for
the knowledge and skills in the Citizenship National Curriculum.
Second, such events are not seen to have a sustainable impact where
the citizenship agenda is not being addressed as part of more regular
school life. It is acknowledged that some of the activities might fall
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short of promoting the political literacy dimension and other aspects
of knowledge and enquiry which are part of the National Curriculum.
However, the intention is to develop these aspects of citizenship educa-
tion throughout the curriculum, including through specialist citizenship
lessons at KS4. A major aim of the day was to convince all participants
that citizenship can be fun. Feedback from the questionnaires provided
evidence of enjoyment, and pupils and staff are looking forward to
the next Citizenship Day. Interestingly, it also showed that one of the
aspects the pupils enjoyed most was working in mixed age groups and
the sense it engendered of the school as a community.

Citizenship and the culture of the school

In this section, we explain how the school has moved forward with
increasing the extent to which young people feel they participate within
the school community. This starts with listening to young people
and taking their views seriously. Article 12 of the UN Convention
on the Rights of the Child states that, ‘All young people have the right
to express their views in all decisions that affect them’. We believe that
the level of participation could be seen as a key indicator of successful
citizenship education. In attempting to promote wider student involve-
ment in the life of the school and developing a culture of shared
ownership, the school looked at ways in which the School Council could
become a vehicle for this. Before 1999 there was a small-scale council,
but its effects had been limited. Various steps to further empower the
School Council have been taken:

e  Getting School Councils UK to run training days for both staff and
students.

Devoting a PSHE lesson across the school to planning the elections.
Proper elections with hustings and secret ballots.

Holding meetings in school time.

Developing a firm three weekly cycle of meetings — each year
council meeting in the first week; whole school council in the
second week; meeting with senior management in the third week.
An awayday for students’ evaluation.

School Council representatives produced a Power Point pre-
sentation for the senior team detailing their achievements and

recommendations for further empowering the student during the
following academic year.
e Using assembly time for interactive assemblies during which the
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representatives summarise achievements to their year group and
members of the audience have a say via a roving microphone.

The achievements of the council include:

e Persuading governors to spend over £10,000 improving toilets.

e Arranging for an ice-cream and burger van to sell refreshments at
the annexe playground every break.

e Some concessions on rules to do with uniform.

e  Statements from school council representatives indicate that their
experience has boosted their self-esteem and helped cultivate the
young people’s sense of themselves as agents of change.

Contrary to the findings in some other schools, Alderson (2000), the
year councils and whole School Council often devote more that 25 per
cent of their meeting time to issues to do with curriculum and learning.
However, there is more work to be done on developing structures and
processes that enable students to contribute to decisions about curricu-
lum and learning issues. Students’ comments about their involvement
in the School Council show that they value the citizenship skills and
attitudes they are acquiring, as suggested in the quotes below:

‘I am able to recognise the process and procedure which we have to
go through to change a certain thing.’

‘I have learned that I can make a big difference and that if [ listen
to what people’s opinions are then we can make them be heard.’

‘There is much more than just going to school because us pupils can
change the school.’

‘I have learned to listen to other people, to say what I think and to
work as a team.’

‘I have become more interested in the school, its environment and
the local community.’

‘Having learnt that [ have great importance in school makes me feel
acknowledged.’
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Some issues in widening participation

Participation is clearly a key underpinning concept in relation to
citizenship education and links with daring young people to think
critically about the world around them. As Fielding argues, there needs
to be the development of ‘students as agents of their own and each
others’ educational transformation’ (Fielding 2001a: 150). Holden and
Clough (1998) in their edited book Children as Citizens: Education for
Participation, explore how participation can be encouraged. They use
the term ‘action competence’ to describe the opportunities that may be
provided, and skills that need to be developed, by both teachers and
pupils (1998: 19). Hart’s (1992) ‘ladder of participation’ is often referred
to in literature on this subject. We would also see this as a useful model
to think around when looking at how student participation can move
forward. Ultimately, we would want to shift participation to the higher
rungs of Hart’s ladder where there are more student ‘initiated and
directed activities’ or to the highest level of student ‘initiated with deci-
sions shared with adults’. Much of the student involvement described
earlier is ‘adult initiated’. Within this model we would assume that at
some stages teachers would structure and assist the learning process.

A social theory of learning should underpin citizenship education.
This suggests that knowledge, skills and activity are socioculturally
organised, and must not be viewed as attributes of individuals. Assuming
that the introduction of citizenship education in many schools is likely
to be led by non-specialist teachers, we might want to talk about teachers
and learners working within a ‘construction zone’ of learning. Thus as
Newman et al. (1989: 2) suggest, ‘When people with different goals, roles
and resources interact, the differences in interpretation provide occasion
for the construction of new knowledge’. The potential here is that shared
thinking about knowledge arising from participation in activities will
occur. Wenger (1998: 267) refers to ‘interaction between the planned
and the emergent — that is the ability, of teaching and learning to
interact as structuring resources for each other’. One interesting example
of this process is to be found in the effects on the school community
of the anti-bullying projects that some students undertook as part of their
GCSE coursework. Out of this student research a critique of the school’s
existing anti-bullying policy emerged. One of the main criticisms was
that the policy was not sufficiently publicised. The students urged the
senior team to address this. Later, three groups presented their investiga-
tions at a National Conference on bullying. Here they began to reconsider
their notion of punishment as the only way of dealing with bullies. In
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discussion with a well-known psychotherapist they concluded that some
form of support must be provided for bullies, who are often damaged
individuals. They took this idea back to the school where the senior team
has begun to investigate the possibilities of setting up a professional
counselling service for bullies. A further, perhaps ambitious, idea is to
consider how participation extends to enabling students to find the
confidence to interact within their local communities, so that learning
does not remain situated within the ‘cosiness’ of the school context.

Arguably, the process is also about enabling teachers to have ongoing
experience of participation themselves. Given the lack of democracy
within the education system generally, teachers may not have had much
opportunity to really exercise their rights as citizens either within a
school or beyond. The value system embedded in the tightly controlled
curriculum does not easily lend itself to learner or teacher autonomy.
In his recent critique of education policy Fielding (2001a) makes a use-
ful distinction between the Person-centred School and the Effective
School. Based on different assumptions and contrasting practices,
Fielding describes the two constructs:

The Person-centred School is expressive of education in its wider,
more expansive sense, is centrally concerned with the relationship
between ends and means and is infused by the reciprocally con-
ditioning values of freedom and equality which are constitutive
of schools as learning communities whilst the Effective School
is preoccupied with certain kinds of outcomes of schooling, is con-
cerned mainly with the reality of their achievement rather than the
rthetoric of their intended processes, and is driven by the necessity
of performance and productivity, which are central to schools as
learning organisations.

(Fielding 2001a: 150)

The Person-centred School is likely to provide a more sympathetic
context for the development of participation.

Citizenship and the community

The work of the citizenship outreach worker has been partly that of a
‘school-community broker’. This includes building contacts with the
local community and facilitating interaction between the community
and our school. Links with local feeder primary schools have been
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strengthened through students leading citizenship lessons and an
assembly. They have interviewed primary school students to inform their
design and technology coursework and hosted Year 6 students for the
afternoon to introduce them to life at secondary school. Year 8 students
put on a special performance of their end of term pantomime for a local
primary school.

Avenues for student involvement in the local community have begun
to open. In Spring 2000 a mixed age group of students produced the
centre spread of New Cross News, airing their ideas for improvement in
the local area. Their suggestions included ideas on transport: ‘trams
would be a good idea’ in order to reduce pollution; ‘lower bus and train
ticket fares’; and a clear recognition of the need to improve public
transport to reduce the number of cars being used. Other concerns were:
improving the quality of green spaces, ‘we ought to plant more trees and
flowers and have dog free and dog only parks’; providing facilities for
young people, ‘if children do want to take up graffiti as an art there
should be a place for them to do it’; and a desire that ‘people should
respect each other for their colour or their race and have fun together’.
They have set up a project to recycle aluminium cans (and donated
the proceeds to a local special needs school). They have supported local
children in developing their skills in music and drama through the
Young Arts Leaders Award. With a grant from Sport England and
Learning Through Landscapes, students are also leading a project to
improve the school’s grounds. They are regularly involved in consultations
and events at local and national forums. These include consultation on
the DfES citizenship website, speaking at the Carnegie Young People’s
Initiative, sitting on interview panels with the National Children’s
Bureau and The Children’s Society, leading workshops at conferences
and advising on issues such as crime and the environment in London.
(See Figure 11.1 and Figure 11.2.)

Consolidating links with the local community involves allowing the
school to become a resource for life-long learning in the local area. Thus,
some of the DfES funding has contributed to developing a new computer
suite, ‘the Community I'T room’. The room is a useful base for meetings
of various citizenship-linked projects. It is used for cross-curricular I'T
based learning during much of the day, enabling students to develop
computer literacy and transferable skills. Two evenings a week it is used
by parents and carers following IT courses, now with the support of
students in Year 10 who have been trained as IT mentors. The parents
have been positive about the work of the IT mentors as reflected in the
quotes below:
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Figure 11.1 Student interview on aspects of the environment in the local area

Figure 11.2 Students collecting views on school grounds
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‘They are helpful, polite and earn great respect most of the time.
They have the patience to explain things to you, they never get
tired when their assistance is required.’

‘Far too clever for their age! They are very pleasant, proficient and
smiley!”

‘They are very helpful and courteous. Their knowledge of IT was
very high and they explained items clearly.’

In addition to the IT mentors, a group of Year 10 students have been
trained as mentors on the issues of bullying and have run sessions for Year
7 students. The Community Department has trained twenty sixth form
students as mentors to work with small groups of students in Deptford
Green and local primary schools.

One development that is hoped for here is that these activities will
become part of sustained community involvement which acts in a
dialogic way, so that the community and students initiate projects and
use each other as a resource. If active citizenship is to be transformative,
partnerships must be based on mutual need and relationships of trust.
Importantly, the process may enable young citizens to seize opportunities
outside of the school community and use their understanding and skills
in a wider community context.

The school’s citizenship work has attracted wider interest and has
enabled it to intervene in a wider local and national dialogue about
citizenship education. Locally, this has included a session for Lewisham
curriculum deputies on implementing citizenship education. During 2001
the school initiated a Lewisham wide Citizenship for All Conference
planned with colleagues from local schools and the Professional Develop-
ment Centre. Links have also developed with the Institute for Citizenship
since through the piloting teaching materials and exploring resources for
GCSE Citizenship Studies. There have been discussions about subject
specifications and assessment with the QCA and collaboration with
an exam board on the new GCSE Citizenship Studies short course. The
school has also worked in different ways with three teacher training
institutions (Goldsmiths, Institute of Education and University of North
London). Collaboration with teacher trainers has led school staff to con-
tribute substantially to the citizenship component of the Goldsmiths
Social Science PGCE course. In this way, two educational communities
have been able to interact in mapping out a training course and in that
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process reflect jointly upon implementing citizenship education in
schools. In addition, trainee teachers, through their experience in a range
of schools, have provided insights into different models of delivery. We
feel we are in the very early stages of devising an effective training
process and it will be important to evaluate this first year with all those
involved.

Citizenship and the curriculum

The emphasis on ‘active citizenship’ in the most recent QCA documen-
tation and other official pronouncements indicate a proposed shift, in
this instance, away from a transmission model of education towards
learning that is more situated. A situated learning approach implies that
knowledge and understanding emerges out of the learner’s participation
in practices and activities, not as a result of being taught via a formal,
decontextualised, curriculum. From the point of view of the school this
means creating frameworks for participation, some of which have been
described earlier. The challenge for schools introducing ‘active citizen-
ship’ is to enable learners and teachers to connect knowledge that
emerges out of participation in activities, with knowledge taught in a
more formal classroom context. If young people are to transfer their
understanding of how they can change something in a school environ-
ment to the wider local, national, and global community, they need to
have both practical and abstract understanding of ‘real life’ political
processes. In addition, if knowledge and understanding emerges out of
participation in activities, then learning, rather than being individual-
ised, becomes part of a social process. Herein lies another pedagogical
challenge, given the dominance of individualistic assumptions about the
nature of learning.

In reflecting upon the curriculum audit, it became clear that really
transforming citizenship education cannot be achieved without experi-
ential learning. The best citizenship education must be rooted in the
potential to initiate and effect change. This must be informed by a
holistic approach that embodies learning about, through, and for citizen-
ship. There is recognition of the need to provide opportunities for
students, as part of their citizenship learning, to actively research local
community needs. The ‘active learning in the community’ GCSE course-
work has proved both challenging and rewarding. Many students have
embraced the opportunities to investigate an issue that concerns them
directly. They have chosen to engage in a variety of projects. They have
researched their issue using surveys, photographs and video and have
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presented recommendations to panels of local decision-makers. They
have evaluated their own work, and reflected on how they collaborated
with other students. Some have researched crime in the local area,
making proposals for improved safety. Others explored the problem of
teenagers smoking, attributing its continuation to unprincipled shop-
keepers. They presented video evidence of this, which they showed to the
local police. Yet another group produced an engaging video about the
students’ desire for a skateboard park. They argued that this would help
reduce crime locally. Their presentation was enthusiastically received by
a Lewisham councillor, who promised to take the recommendation back
to the council. These are three examples among many.

Twilight INSET sessions have been run to support the work of all
departments in developing their own Schemes of Work which can be
shown to deliver education about, for and through citizenship. This has
resulted in some unique developments in the school’s curriculum, some
of them gaining momentum from the Citizenship Day when departments
pioneered citizenship activities linked to their own subject areas. For
example, there are Maths Schemes of Work entitled Citizenship through
Maths which explore data on human rights and poverty. A Year 8§ PSHE
Scheme of Work looks at fair trade and has led to the pupils’ marketing
of Fair Trade chocolate at break times. Year 7 Geography groups have
explored safer routes to schools and made proposals to influential local
personnel. ICT at KS4 and KS5 includes a critical look at the Data
Protection Act.

The notion of curriculum content explicitly organised around pressing
worldwide issues is appealing. We are exploring the implications of this
vision, outlined in Cogan and Derricott’s (2000) book Citizenship for
the 21st Century. They draw together the findings from an international
research project by 182 policy experts and scholars over an eighteen-
month period. Parker et al., in Cogan and Derricott (2000), propose that
the essential subject matter of the curriculum should be derived from
a set of six ethical questions. These provide a possible framework
for thinking about citizenship issues from a local to global level. The
questions they suggest are:

1 What should be done in order to promote equity and fairness within
and among societies?

2 What should be the balance between the right to privacy and free
and open access to information in information-based societies?

3 What should be the balance between protecting the environment
and meeting human needs?
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4 What should be done to cope with population growth, genetic
engineering, and children in poverty?
5 What should be done to develop shared (universal; global) values
while respecting local values?
6  What should be done to secure an ethically based distribution of
power for deciding policy and action on the above issues?
(Parker et al. in Cogan and Derricott 2000: 153)

The school is using these questions for its citizenship schemes of work.

Citizenship and pedagogy: the challenges
ahead

The pedagogical implications of citizenship education go way beyond
simply transforming curriculum content. It brings a multiplicity of
challenges for teaching and learning, namely:

¢ Planning to engage a multiplicity of intelligences.

Developing higher order thinking skills — analysis, synthesis,
evaluation, metacognition.

Collective thinking and a deliberation-based approach.

Building teachers’ and students’ political literacy.

Introducing opportunities for situated learning.

Promoting students’ sense of themselves as agents of change.

Several writers have touched on the interface between citizenship
education and the current interest in ‘accelerated learning’ and the
‘learning revolution’. Citizenship education specifically and simul-
taneously invites both cognitive and affective engagement: the exercise
of emotional intelligence or, in Gardner’s (1983) terms, interpersonal
and intrapersonal intelligence, as well as a range of others such as
linguistic and logical.

Citizenship education is increasingly recognised as a fertile area for
developing thinking skills such as synthesis and evaluation. Teachers
need to develop skills in teaching thinking and in questioning to
promote thinking. There are many bullet point lists in the literature
on thinking skills, but one that encapsulates a characterisation of high
quality thinking, was advanced by Resnick (1987):

High Quality Thinking

e isnot routine — the solution is not fully known in advance;
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e tends to be complex — a solution is not obvious from a single
viewpoint;

e can offer several solutions to a problem not just one;

e involves considered judgement and interpretation;

can involve the application of different criteria to the same problem

that may conflict with each other;

involves uncertainty;

involves improving meaning;

requires mental effort;

involves self-regulation/reflection on the thinking process.

(Quoted in McGuiness 1999: 6)

Importantly, citizenship education demands a reassessment of the
nature of classroom dialogue and interaction. It challenges us to move
away from the notion of the teacher as the source and mediator of
knowledge. As Paulo Freire (Freire and Macedo 1998) would argue, we
need to develop in our lessons empowering dialogue based on respect. It
should not involve one person acting on another, but rather people
working with each other. In his book Words and Minds, Neil Mercer
(2000) provides useful insights into how teachers can create com-
munities that enable collective thinking. He discusses classroom based
activities for developing language as a ‘tool for thinking collectively’
(2000: 149). Importantly, the focus is on ways of developing students
‘co-reasoning’ and the kind of talk that would be very appropriate in a
citizenship classroom:

Exploratory talk is that in which partners engage critically but
constructively with each other’s ideas. Relevant information is
offered for joint consideration. Proposals may be challenged, and
counter-challenged, but if so reasons are given and alternatives are
offered. Agreement is sought on the basis for joint progress.
Knowledge is made publicly accountable and reasoning is visible in
the talk.

(Mercer 2000: 153)

Success depends on creating ‘communities of enquiry’. Drawing on
Vygotsky’s ideas Mercer refers to an ‘intermental development zone’
where teacher and learner ‘must use talk and joint activity to create
a shared communicative space’ and ‘negotiate their way through the
activity in which they are involved’ (Mercer 2000: 141). Cogan and
Derricott (2000) argue that the citizenship curriculum should be



Citizenship education 203

‘deliberation-based’. This means that the core practice in the curriculum
is discussion of the ethical questions themselves with the intention of
recommending suitable public action.

In addition, the citizenship curriculum does have to include a notion
of developing politically literate citizens. This strand of citizenship is
one which must not be turned into ‘old rote learning civics’. It should,
as Crick (2000: 62) suggests, be about enabling an individual, ‘to think
in terms of change . . . We are confident that political action is worthy
of encouragement if it is based on knowledge and understanding’. This
presents several pedagogic challenges. The first is to develop teacher
confidence and real understanding of the concepts and knowledge
that underpin citizenship education. This is not a new knowledge base,
as there are already numerous existing traditions to be drawn upon
from those who have been involved in political, social, global and
rights education. Second, school learning has to enable students to use
their citizenship knowledge in contexts outside the school. As Wells
(1999) states:

The manner in which classroom activities are selected and
organized should not only lead students to construct a personal
understanding of the topics involved that equips them to participate
effectively and responsibly in similar and related activities beyond
the classroom, but it should encourage the development of a dis-
position and the necessary strategies to adopt the same stance
independently in new and unfamiliar situations.

(Wells 1999: 91)

Schooled learning is criticised because it often decontextualises
knowledge from the communities of practice which produce and use
the knowledge. Wenger characterises schooled knowledge as stripped of
its social complexity and leading to ‘a brittle kind of understanding with
very narrow applicability’ (1998: 265). Thus, as educators we have to
look at how we can build knowledge, understanding and skills through
participation in the classroom, school and wider community. The latter
is essential if we are not to disconnect our learning from the world in
which all citizens have to operate.

The school is developing schemes of work which are informed by
principles perhaps best encapsulated in the TASC (Thinking Actively
in a Social Context) method, developed by Wallace and Adams
(Wallace, 2000). At every stage in this approach, learners should be
given time to engage in reflection upon their thinking processes. The
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emphasis is also on transferring skills to other contexts. Many lessons
centre on deliberation over current affairs. The 11 September 2001
attacks on New York provided a tragic but important opportunity to
engage students in dialogue on global issues, which up till then may have
seemed irrelevant. Through discussion and role play, this dialogue led in
some instances to ‘public action’ with some students writing to the Prime
Minister to express their concerns about the attacks and the response
to them. Yet another example is the globalisation scheme of work, which
explores environmental issues and world trade, and invites students to
design the ‘global citizens’ fair trade supermarket. They are invited
to take action to promote ethical consumption which may include
writing to the local supermarket about the sources of its stock.

How the citizenship agenda has contributed
to PSD

In many schools, as is reflected in the whole range of textbooks for
Citizenship and PSHE, citizenship education is being delivered largely
through PSHE. In this school, the focus on citizenship has presented
ideal opportunities to enhance the PSD offer through the three dimen-
sions of curriculum, culture and community.

The PSHE schemes of work which pre-dated the citizenship agenda
had a strand entitled ‘Rights and Responsibilities’, which included
units on equal opportunities, disability, bullying, human rights and
environmental issues. The citizenship curriculum audit led to a day of
developmental work between teachers who had volunteered to lead
on citizenship education and the Head of PSHE. Together, they outlined
what could be delivered separately from PSHE in Year 10 and Year 11
GCSE Citizenship Studies. They then revisited and rewrote citizen-
ship learning outcomes for PSHE across KS3 and KS4. This led to the
introduction of some new lesson plans and schemes of work informed
by the same principles of active citizenship and, where appropriate,
global awareness.

The process of election of the School Council representatives has
become part of PSHE lessons, where students are learning about secret
ballots, how to make speeches, and taking part in hustings. Year 7 PSHE
now includes a unit on safer routes to school, which involves pupils
surveying routes locally, producing presentations on their findings
using a variety of media (including rap) and getting responses from the
borough council on their suggestion. In Year 8 the unit on chocolate and
world trade culminated in a decision to regularly sell Fairtrade chocolate
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at the annexe building. A new Year 9 PSHE unit draws upon some ideas
from the Citizenship Foundation and uses the issue of football to explore
layers of identity, working together as a team, and wider issues of child
labour raised through football stitching (see Appendix 11.1 and
Appendix 11.2).

As explained earlier in this chapter, the School Council, due to the
frequency of meetings, links with senior staff and its own raft of
achievements, has begun to have an impact on school culture, making it
more participative. The main transmission belt for these democratic
ideas and values is the relationship between students and their form
teachers, particularly the learning about the School Council’s processes
and structures that happens in PSHE lessons. The discussion that takes
place in PSHE lessons about the matters that are taken to the School
Council impacts in turn upon the culture of tutor groups. Devoting time
and energy to developing this process has created among the students
a sense that they are listened to. After a January 2002 meeting with
students from other schools, School Council representatives fed back to
the School Council, saying, ‘Our school is much better than other
schools because they don’t listen to their pupils’. For young people
who are often struggling to find a voice, these experiences are vital parts
of PSD. As the school moves on to produce shared statements of aims
and values and a code of conduct involving all members of the school
community, these developments should also help to nurture a culture
conducive to effective PSD.

Links with the community through the whole citizenship agenda
have been outlined elsewhere, but it should also be noted that the
pastoral curriculum does draw upon the local community, increasingly,
because of the citizenship education agenda. Hence workers from various
locally based environmental organisations like Groundwork are increas-
ing inputting into PSHE learning. The local sexual health clinic supports
and leads some of the lessons on safer sex, and community policing
officers contribute to lessons on crime and safety. More direct input from
such personnel is envisaged in the years ahead.

In this school’s experience, therefore, the quality and status of PSHE
has been enhanced through the focus on citizenship. The parts of
PSHE which are not being addressed by citizenship here are, however,
vital. These include drug and sex education. It is the school’s belief that
while citizenship teachers may have a propensity to focus on political
literacy, they are not necessarily well equipped to address these areas
and certain other aspects of emotional literacy. For this reason, PSHE is
very much still on the agenda, and teachers here share the concerns
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expressed by John Bennett (2002: 3) that the government White Paper
Schools: Achieving Success marginalises PSHE. To this they would add
that there are areas specific to both PSHE and Citizenship that are better
addressed as such. However, they would also endorse an approach to
PSHE learning which respects young people as citizens and decision
makers here and now and addresses the diversity of their experiences.
The school, which now has a specialist citizenship teaching team, is
currently exploring arguments for and against specialist PSHE teachers.

Areas for development and unresolved issues

We would not want to present this account of how the school has moved
forward with citizenship as unproblematic. The process has encountered
many of the barriers and tensions that surround any new initiative. For
example, additional time has had to be found to deliver citizenship
sessions, and active citizenship is likely to demand more curriculum time.
Thus, a dialogue about which subject area should release time may
enhance the perceived status of citizenship education, but it might also
create resistance towards opting for discrete provision. Along the way,
negotiation mediates the parameters of change. Activity that has led to
change within the school has emerged out of existing practices that in
turn have helped to frame new ideas and approaches.

One major challenge for the school is to develop a viable framework
for assessing citizenship education and planning for development,
coherence and continuity in pupils’ learning experiences across the key
stages. Beyond doubt, more flesh will need to be added to the bones of
the ‘can do’ statements comprising the KS3 attainment target. Students’
own involvement in mapping their progress is clearly vital.

Another, perhaps more difficult task, is to explore more thoroughly
a set of indicators for citizenship education. These would be linked to
criteria by which we might judge the success and quality of citizenship
education in the formal curriculum, in the school’s culture and ethos,
and in its interaction with the community. The school is anxious to see
the global perspective, ‘the ability to look at and approach problems as
a member of a global society’, be given its proper status as the over-
arching frame of reference for all citizenship education. Students should
be involved in these efforts to identify, develop and use indicators.

There is still a long way to go in terms of developing a democratic
culture in the school. In order for the young people in the school
community to have a voice, teachers themselves need to feel influential
too. There must be a sense of a shared agenda and a jointly constructed
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set of values to which all subscribe. There is a great deal that the school
can learn about democratic practice from other schools and from the
developing research and literature on improving student voice. There are
also limitations to active democracy and empowerment outside the

school. Pearce and Hallgarten (2000) ask:

How far can schools forge a common citizenship if the social and
economic forces outside the school gates are pulling in the opposite
direction? To warp a famous phrase, can schools, and the citizenship
education they teach, compensate for society?

(Pearce and Hallgarten 2000: 9)

In terms of sustaining the energy of the present initiative, the school
has to embed within its own structures the opportunity and ability to
reflect, critique and change practices. Teachers have been engaged in
ongoing review of their implementation of the development plan for
citizenship. Next, the school needs to extend and deepen the review
process, involving students more thoroughly. Ideally, it will mean the
whole school community interrogates its curriculum together. Creative
and research orientated teachers will be able to help develop and sustain
the school as a centre of enquiry. This is part of the model that Porter
(1999) calls the reflexive school, defined as one that offers:

a secure and confident environment, that values flexibility and
creativity, that encourages cooperation in problem solving and
acknowledge the uniqueness of individuals. It would also be an
institution that recognises the importance of the local community
as a source of security and personal identity.

(Porter 1999: 95)

The school has established itself as one that is committed to citizen-
ship education. We have used the term ‘community of practice’ to
indicate that it is in the process of creating a joint understanding of what
that means. Beyond what has actually happened we have highlighted
areas of theoretical knowledge that can be drawn upon to support
thinking about the process. Implementing many of the ideas discussed
here require a high level of collaboration among participants, particu-
larly in creating Mercer’s ‘intermental development zone’ of thinking
about how to bring about changes in institutional practices which enable
teachers and learners to work in a more dialogic way. We conclude with
two visions that may inform future development of practice. Fielding
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(2001b) writes of ‘new communities of practice shaped by an essentially
dialogic form of engagement’ and suggests that:

Teachers cannot create new roles and realities without the support
and encouragement of their students: students cannot construct
more imaginative and fulfilling realities of learning without recip-
rocal engagement with their teachers. We need each other to be
and become ourselves, to be and become both learners and teachers
of each other together.

(Fielding 2001b: 108)

Porter highlights the importance of the wider community of practice:

The wider research and evaluative network in the centers of teacher
preparation and support, and within the local community, will need
to interact with schools in the unending task of making learning
more relevant and the schools more responsive to changes at the
local and national level.

(Porter 1999:102)

Notes

1. Conference Diverse Citizenships? held at the University of North London, in
March 2001.

2. We would like to credit here Pete Pattisson, the school’s Citizenship
Outreach worker, and Keith Ajegbo, Headteacher of Deptford Green, both
of whom are very much a part of this process of an emerging community of
practice.
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Appendix 11.1 ~

Year 9 PSHE Unit: Identity,

football and global issues 8 &‘
|:.‘l:'

About the unit

This unit is designed to explore layers of identity, the importance of team-
work and global issues related to football. It explores students’ perceptions
of themselves and invites them to be aware of the dangers of stereotyping.
It links the notion of identity to teams and teamwork. It explores notions
of fairness and disadvantage. It introduces students to the Convention on
the Rights of the Child. This sets the context for considering the issue
of child labour focusing on football stitchers. It challenges young people’s
conventional wisdom about child labour in southern Asia and underlines the
importance of poverty as a factor in child labour.

Where the unit fits in
The unit addresses the following aspects of the Key Stage 3 citizenship
programme of study:

Knowledge and understanding about becoming informed citizens
Pupils should be taught about:

Ib) the diversity of national, regional, religious and ethnic identities within
the UK and the need for mutual respect and understanding

If) the work of community based, national and international voluntary
groups

I1) the world as a global community and the political, economic, environ-
mental and social implications of this.

Skills of enquiry and communication
Pupils should be taught to:

2a) think about topical political, moral, social and cultural issues, problems
and events by analysing information and its sources;

2b) justify orally and in writing a personal opinion about such issues,
problems or events;

2c) contribute to group and exploratory class discussion and take part in
debates.

Skills of participation and responsible action

3a) to use their imagination to consider other people’s experiences and
be able to think about, express and explain views that are not their
own;



3b) to negotiate, decide and take part responsibly in both school and
community-based activities;
3c) reflect on the process of participating.

The unit links with other ‘Rights and responsibilities’ strands of PSHE and
with the exploration of child labour in the Year 9 History curriculum.

Expectations.

At the end of this unit most pupils know about the concept of multiple
layers of identity and the importance of fairness and team work. They have
considered the notion of young people’s rights and how this relates to child
labour. They understand that global economic factors affect the quality of
young people’s lives.

Some pupils will not have made so much progress and under-
stand that identity has various dimensions. They know that teams are
important. They understand that young people in different parts of the
world have a different quality of life.

Some pupils will have progressed further and know and under-
stand that there is often conflict between our different layers of identity.
They are aware of the need to protect young people’s rights and some
of the key provisions of the Convention. They understand that for young
football stitchers child labour can be a desirable necessity due to their
economic circumstances. They consider other positive responses to these
issues.

Note: Resources for this unit include videos and packs produced
by Save the Children and CAFOD. The unit also uses resources
produced by the Institute for Citizenship.
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Part IV

Bringing things
together







Chapter 12

Leadership and
management of PSHE
to support a whole
school approach

Martin Buck

This chapter analyses the leadership and management skills required
for those in primary and secondary schools responsible for PSHE and
citizenship. It sets out the organisational delivery of PSHE/citizenship
within primary schools and then examines organisational arrange-
ments best suited to secondary schools, before applying Michael Fullan’s
leadership themes to a PSHE-citizenship context (Fullan 2001).

Leadership and management in the context
of curriculum change

As the previous chapters have indicated, PSHE is a discrete area of taught
curriculum provision that has undergone and continues to undergo
considerable change within state schooling in England and Wales. These
changes are a result of a central government expectation that PSHE
should be an entitlement for all pupils in both primary and secondary
schools. Its depth and range has been left to schools to determine, with
national guidance and advice.

In addition, in the primary sector PSHE is expected to support the
teaching of a more explicit approach to citizenship (as a non-statutory
requirement) while in the secondary phase citizenship is a statutory area
of the curriculum with its own assessment programme as of September
2002. The Crick report (1998) views the relationship between PSHE
and citizenship as being more distant, which has led to a subsequent
separate and scaled down legislation for citizenship. Nevertheless, the
revised Curriculum 2000 legislation makes clear that both areas are
required to contribute to an enhanced emphasis given to pupils’ personal
and social development.

In this context, the management and leadership of PSHE requires a
greater focus and role to support the delivery of a more coherent,
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enhanced and sustained approach towards PSHE and citizenship. This
has clear implications for a number of aspects of school organisation
including:

e The location of the leadership and management post or posts within
both primary and secondary schools.

e The delivery of the PSHE and citizenship curriculum.

e The organisation of the PSHE and citizenship curriculum, including
the amount of time devoted to it.

These elements will be explored in greater depth below. Before doing
so it is important to summarise and acknowledge the present range of
curriculum and organisational issues that are presently being addressed
within the primary and secondary sectors, which give a context to
PSHE/citizenship developments.

The range of initiatives include statutory responsibilities to deliver
improved SATs at Key Stage 3, including the setting of targets and
more recently a Key Stage 3 Strategy which involves literacy, numeracy,
ICT and a cross-curricular dimension. At Key Stage 4 we have a revised
curriculum with further changes in the 14-19 age range. There is a
revised SEN code of practice, a strengthening of the Race Relations
Act and the introduction of a Disability Rights Act, all of which schools
must address. Performance management and an enhanced school self-
review process are being developed alongside continued external
accountability provided by Ofsted. In terms of teaching and learning
there is research and guidance on gifted and talented students, thinking
skills, emotional literacy, learning styles, mentoring and guidance and
behaviour management.

Many of these initiatives are progressive and helpful to schools and
can provide the possibility of increased positive outcomes for pupils,
including enhanced attainment and broader achievement and a greater
number of sustained learners. However, these developments cannot be
taken for granted, since they operate within a time of considerable pres-
sure for schools in regard to staff recruitment and retention and pressure
on resources to deliver the desired outcomes. Many staff experience the
pressure of ‘initiative overload’, not because they don’t welcome them
theoretically, but because increased accountability and workload make
it difficult to embrace them positively.

Separately, these initiatives fail to take into account the daily pressures
within schools — many of them are working within communities in
which poverty, poor housing, rising youth crime and the intrusion of an
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anti-learning street culture into school life, drains the energy of those
working within them. Excessive expectations from the centre, whether
it be central government or an LEA, that change needs to happen at
a pace dictated by them, can be counterproductive. Crucially, within a
systematic and coherent framework, a way must be found to incorporate
recent PSHE/citizenship requirements within these other major change
elements cited above, so that the implementation of the overall package
is not an add-on, but rather a welcome pulling together of different
areas of the curriculum, that makes good sense to both teachers and
learners alike.

The typical structure of management is often inadequate to meet the
challenge of a more demanding curriculum framework which requires
explicit links between various aspects of taught curriculum and the
broader curriculum within the school. A coherent, whole school approach
towards styles of learning and a broader range of learning opportunities
must be the future model if schools are to continue to narrow the
gap between their stated mission or intent statement and the daily
experience of students. Both primary and secondary schools are making
progress in delivering better examination results, but with the introduc-
tion of a revised Curriculum 2000 with greater demands and expectations,
schools have to be more than examination factories.

Leadership and management of
PSHE/citizenship in the primary school

Traditional management structure

In the primary sector a traditional management structure has varied
according to the size of the school and whether the school is infant,
junior or an all-through primary. In a typical small infant school, PSHE
will be understood to be integrated into the induction programme and
form a part of the regular strategies of teaching and learning within
the school. Typically there is not a specific post holder, with perhaps the
exception of the headteacher to overview the work.

In a larger junior school setting the post holder might be a deputy
headteacher, depending on their skills and interest, or alternatively it
could be a specific post holder who might be responsible for RE, paid on
a plus one allowance. In a larger primary a PSHE co-ordinator might
similarly be identified within Key Stage 2. The specialist programme of
sex and relationships education, along with health development
initiatives would typically involve the post holder in establishing links
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with an LEA Advisory Team member, and a Community Care Health
Service professional, ensuring that each year team follows a flexible
programme supported with resources. This programme might well have
been squeezed over the last three years with the pressures placed on
delivering a core curriculum programme alongside humanities, tech-
nology and PE especially where a modern foreign language has been
introduced into the Year 5 or 6 curriculum.

Strengthening the leadership

The issue for the management and leadership within a primary school
is to ensure that PSHE is located more firmly within a whole school
approach to PSD. Leadership has to come from the headteacher or a
designated member of the leadership team with strong support from the
headteacher and school governors. If a PSHE co-ordinator is identified
outside the leadership team then this person needs to have leadership
and management skills. These will include:

e An ability to display a vision owned and shared by colleagues in
support of school aims.

e Being recognised as a good teacher of the PSHE elements of the
curriculum.

e Keeping abreast of local and national initiatives.

e Being recognised as a person who champions the work of PSHE
within the curriculum.
Displaying good personal and social skills with adults and children.
Keeping aware of their own professional needs and encouraging
others to specify their needs and seeking to support them.

Management skills

These will need to be discernible in the day-to-day management of the
PSHE elements of the curriculum; through the use of resources and
the liaison and use made of outside agencies. They are likely to include:

e The writing of PSHE policy that informs the curriculum and makes
links with other aspects of school life.

e Ensuring a well understood programme of study which is recorded
through a scheme of work ensuring that the PSHE elements are
given sufficient time along with the management of available
resources.
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The organisation of the PSHE/Citizenship
curriculum

The organisation of the primary PSHE curriculum is distinct from that
in the secondary sector. A crucial factor is that in the primary phase,
pupils are taught mainly by a class teacher for all subjects throughout the
year. More specialist work can take place outside the classroom in maths,
science and even humanities and PE in Years 5 and 6, but this is still a
minority of the curriculum time in the school week. The integration of
the primary curriculum, especially through topics and themes, still exists
especially in the early years despite the impact of the subject-based
National Curriculum. Primary practice at its best will incorporate
PSHE work, providing the opportunity for teachers to demonstrate the
continued pupil centredness which has been, and remains, a hallmark
of the primary curriculum.

The organisation of the primary curriculum can take place through
the following elements:

Teaching PSHE within the national curriculum subjects.
PSHE as a topic.

PSHE as a strand within a topic.

A timetabled PSHE slot.

PSHE as an ‘experiential’ challenge.

Circle time.

Teaching PSHE within the National Curriculum
subjects

This delivery method has certain advantages in that little additional
time has to be created for a separate PSHE and citizenship slot. However,
there are specific topics on sexual and personal relationships and drugs
awareness with older primary pupils that do require a discrete and
sustained teaching programme.

PSHE as a topic

The advantages of the PSHE topic such as ‘ourselves’ is that it does have
a clear link to key aspects of the PSHE curriculum and it lends itself to
straightforward planning. Conversely, it is not possible to incorporate all
the learning outcomes of PSHE into a topic. Schools will need to ensure
that they do not ignore other opportunities provided by the ‘experiential’
challenge or the use of expert visitors.
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PSHE as a strand within a topic

This is a variation on the above in which a topic such as the ‘School
Environment’, which will cover aspects of geography, science, English
and mathematics, can also address relationships, bullying, mental health,
physical health and exercise. This approach can increase the relevance
to other parts of the curriculum, but without adequate time and planning
it has dangers of being marginalised.

A planned timetable slot

The advantage of this approach is that the PSHE learning outcomes can
be planned for in a coherent manner; it will especially support a
potentially better delivery of sexual and personal relationships and drugs
education. However, in the context of the primary curriculum PSHE can
be perceived as just another whole school programme unless careful
planning, monitoring and evaluation takes place.

PSHE as an ‘experiential’ challenge

This has considerable advantages especially for older primary pupils in
that they are given an opportunity to engage in ‘real’ learning through,
for example, attending a residential field trip which gives them
opportunities to take on responsibility for planning and delivering some
aspects of the programme with their peers. The development of personal
and social skills and qualities can be significant. The disadvantage is that
not all pupils will have the opportunity to engage in this type of activity,
so that other types of perhaps more modest experiential learning need to
be developed, such as fund raising for a charity.

Circle time

Circle time is regarded by most, if not all, primary practitioners as an
important tool for learning in PSHE. It also contributes towards
improved behaviour and supports opportunities for pupils to participate
in aspects of school consultation and decision making.

In primary schools the delivery of the PSHE curriculum will under-
standably still remain class teacher led. However, increasingly this
work will be supplemented by the role of the co-ordinator as expert
practitioner in sensitive areas such as sexual relations and sexuality.
Co-ordinators themselves may be supported by an LEA Advisory
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Teacher or Health professional, especially if the school is involved in the
Healthy School’s Standard. The focus on a Health Awareness Week, for
example, in the summer term will allow a range of experts to work
together to support a class teacher and whole school approach.

Leadership and management in the
secondary school

A traditional management structure

Management posts for PSHE within the secondary sector have typically
been set at MPS +2 or 3. The post holder writes the scheme of work and
operates as the main provider of lesson materials for tutors who deliver
the programme with their own tutor group one period per week. Less
frequently a specialist Key Stage 4 team is established in which the
working relationship and the team is more dynamic, with responsibilities
for planning and delivery of lessons shared. In a minority of schools a
specialist team such as that developed at Sydenham School in Lewisham
deliver the whole school programme at both key stages, as described in
Chapter 4.

The traditional model has important weaknesses. These centre
around the lack of clout held by the PSHE co-ordinator to effect change
either within the PSHE curriculum and/or between the wider curriculum
and PSHE. The isolated role of the PSHE co-ordinator has periodically
been documented by HMI and Ofsted. It has also been evidenced in the
work undertaken by the Centre for Cross-curricular Initiatives at its
national conferences and through its school-based support work over the
last eleven years. The PSHE post holder is often without adequate line
management and support and therefore experiences powerlessness to
effect curriculum and organisational change. She/he is often expected
to deliver processes such as learning through group work, talk, presen-
tations and pupil responsibilities for welcoming and receiving visitors,
that are not typically embedded in practices of other curriculum teams.
In addition to this, PSHE is often seen as the area that can be endlessly
manoeuvred to meet other people’s needs. On the one hand it is
perceived as a subject where students can be removed from lessons to
undertake other activities that are deemed more important; and on
the other hand it is expected to be able to undertake the delivery of
new initiatives in an otherwise inflexible curriculum. In short, PSHE is
both valued and tolerated, expectations are both high and minimal.



224 M. Buck

Legitimate concerns to introduce assessment processes and procedures
are thwarted in the name of time shortage and complexity of issues.

Often the curriculum delivery is highly dependent on worksheets or
teacher led discussion, with some evidence of pair and small group work
encouraged by more experienced practitioners. Tutors have varying
degrees of confidence in delivering the programme that challenges those
staff with less knowledge and skills to deal with sensitive issues around
sexual relationships, drugs education, health matters, sexuality and
abortion.

Even when training time is given through year meetings and staff
training days, pressure of competing initiatives at the whole school level,
can result in this support being sparse or appearing ‘on the run’. The
co-ordinator, even when highly skilled and committed, is considerably
challenged to meet the requirements of the post. This is more than a case
of human frailty; it raises serious structural issues in respect to:

e the position of the PSHE post holder within the school’s leadership
and management structure;

e the organisation of the PSHE and its links with citizenship
education curriculum including the time allocated to it;

e the delivery of the PSHE curriculum.

Alternative models for the leadership and
organisation of PSHE - possibilities in the
secondary school

Setting the context

The requirement for all schools in England to commit themselves
to ensuring that each student’s personal and social development is
enhanced within the school is a major challenge to all school leaders.
This legislative requirement, if undertaken seriously, will require a
review of the taught curriculum, alongside pedagogical practices and
the relationship with extra curricular activities (out of hours learning)
and student participation, including links with the neighbourhood
community, as well as national and international ties.

This broadening agenda, welcomed by many within schools, requires
leadership from the top, including strong support from the headteacher
and active involvement of the Governing Body. It requires a school to
focus on the issues of coherence, rigour and commitment in relation
to both PSD and PSHE/citizenship. Such an agenda is intimately tied in
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with a school’s values, its cultural experiences for both pupils and staff,
and its aims translated into everyday practices. It is, however, funda-
mentally in delivery terms a systemic question that requires ‘collective’
school leadership and management valuing PSHE and supporting the
link between the taught programme and a set of wider school priorities
and initiatives that need to complement one another. For this to be best
achieved PSHE/citizenship needs to have an explicit link with PSD
commitments of the school through a member of the school leader-
ship team having the lead responsibility for PSD and PSHE. This should
be the case in both primary and secondary schools, as [ have already
indicated.

If this management structure is rejected on the grounds of cost, logis-
tics, division of labour or historical problems, I believe there is a strong
argument to support a PSHE co-ordinator on a significant management
allowance being directly managed by a member of the school’s leadership
group, who themselves have a strategic lead responsibility for PSD
initiatives across the school, which might include equal opportunities
practice and monitoring systems for student achievement and reward.
The PSHE co-ordinators require systems so that their work can be com-
municated and adequate liaison and support for those delivering the
PSHE programme can be developed. The exact nature of these systems
will depend on the organisation of the PSHE/citizenship curriculum.

Organisation of PSHE/citizenship - tutor led or
specialist team?

In deciding which is the best mode of organisation for PSHE/citizenship,
schools will inevitably take account of the following factors:

e The skills, confidence and capabilities of its teaching staff in respect
of tutoring, guidance, subject knowledge and teaching and learning
styles.

e Cultural traditions that give value to tutoring, and guidance through
a Year Team or House System approach.

There is an increasingly strong argument that the challenge for PSHE
is to develop a coherent framework that builds in progression in the
form of a spiral curriculum in which students are taught to see the inter-
relationship between the personal (and the private) and the social and
political. For example, a person’s sexuality should be understood both
as the most intimate and personal aspect of an individual’s being, and as
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socially constructed in the way that the self is viewed by that individual
and by the wider social grouping in which they exist. A full under-
standing of what it means to be ‘gay’ has to deal therefore with both
dimensions; exploring concepts of identity, self, society, power, status, as
well as notions of normality, equality and discrimination. This work
requires a whole school perspective and commitment. This should
involve agreed policy development that is led by Governors and involve
all the stakeholders of the school. It could be argued that all staff should
be willing to engage with pupils on personal, social and political issues.
If the school ethos is to be delivered through everyday social interaction
and practice, institutional ownership has to be demonstrated. This appears
to be a powerful argument for retaining the role of the tutor to deliver
the PSHE programme. In this context teacher-tutors are supported
with a training programme, and aided with advice and guidance from
experienced practitioners.

When discussions take place over the pedagogy to be employed
within PSHE/citizenship lessons, the argument goes that the teachers of
PSHE cannot be expected to act as vanguard for teaching and learning
styles such as group work, presentation debate, research and study skills,
and using drama techniques. If these approaches are evidenced across
the curriculum already then fine, otherwise PSHE doesn’t have to be
‘special’. What sets it apart is not its pedagogy, but the focus and context
of its subject matter, which all teachers as adult learners can experience
and share with their pupils. The argument continues that, if a secondary
school has a strong tradition of tutor led PSHE work with good co-
ordinators, opportunities for sustained training, and a willingness to
incorporate elements of the citizenship curriculum, then it may well
be advised to build on this, and not go for a radical change. However,
such effective practice is rare in my experience and in the experience of
those who have contributed to this publication.

[ believe there are compelling arguments to move to establishing
a specialist team for PSHE/citizenship either in Key Stage 3 and 4 or a
transition piloted model for one Key Stage with a review and then
the introduction of a second Key Stage. The argument in favour of
developing a specialist team is based on two assertions. The first involves
the specialist knowledge and understanding now required to deliver
the PSHE/citizenship curriculum; the second involves the central
place given to academic tutoring within the broader tutoring role. It is
unrealistic and counter-productive to expect teachers who are under
pressure in their own preferred discipline to deliver high quality PSHE
lessons.
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The development of academic tutoring in secondary schools has
increased considerably over the last five years with the further extension
of statistical analysis of pupil performance at GCSE/GNVQ and Key
Stage 3 SATs, in part supported by the DFES Autumn Package. This has
been linked to the introduction of Academic Review Days and the use
of target setting by individual students, either to set process or attain-
ment targets in conjunction with their tutor or a school mentor, often in
a meeting attended by the parent/carer. Ofsted (2001) has commented
upon this development in the Chief Inspectors’ Annual Report and in
the Improving Inner City Schools Report 2000 which identifies ‘the
setting and review of academic targets communicated to all staff and
parents’ as a key feature of the curriculum in successful inner city schools.

The training and support of teachers to develop interviewing and
questioning skills, as well as the time allocated through tutor time, can
assist these significant developments in tracking student performance,
including liaison with subject targets and attainment on a regular basis,
using ICT systems. These important developments have in my experi-
ence only recently become firmly established in secondary schools, and
still for many schools practices are embryonic or tentative. Tutoring
then, in extending academic support and guidance still needs to ensure
that opportunities are provided for students to reflect upon their general
well-being and the issues which face them in adolescence. Effective
tutoring will therefore make a significant contribution towards students’
personal and social development but it cannot be left to the tutor to
deliver the taught PSHE programme, as well as providing all the above.

A school which prides itself in supporting students’ personal and
social development, as a reflection of its stated ethos, will already be
requiring its tutors to be skilled negotiators, listeners and problem
solvers, working with young people who have the confidence in the tutor
to share possibly intimate concerns and to help guide them to other
professionals when the need arises. There need be no contradiction in
the complementary work carried out by a class tutor and the work led by
a PSHE teacher on supporting the needs of young people within a school.
The communication systems between the class tutor and the teacher of
PSHE, however, need to be clear and explicit. In part they are no
different from those required between the tutor and the teacher of
mathematics. However, the nature of the work within PSHE/citizenship
with its direct requirement to gain pupils’ understanding and emotional
responses on a range of personal and sensitive issues does add an
additional dimension for the need to ensure regular feedback sessions
between tutor and PSHE teacher. This is best achieved as a timetabled
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slot, alternatively as part of a Year Team meeting, or as a scheduled after-
school meeting. An informal arrangement in non-contact time is
unlikely to succeed over the longer term.

Schools in general need to develop skilled tutors in most secondary
schools. Trying to develop skilled tutors and expert teachers of PSHE-
citizenship as well as asking the same people to extend themselves in
their own discipline areas is perhaps a step too far.

A specialist team approach for the delivery
of PSHE-citizenship

The arguments in favour of a specialist team include:

e  Qualified and trained staff to deliver a coherent approach across all
classes, through a regular planning and review, commensurate with
the work of other curriculum teams within the school.

e [mproved communication processes supported by the school’s
meeting cycle.

e  (learer line management responsibility.

e Improved levels of commitment towards agreed learning styles and
classroom management approaches.

The establishment of a PSHE/citizenship team will not necessarily be
straightforward. School budget constraints may prevent the appointment
of new staff including Newly Qualified Teachers who are now being
trained in specialist PGCE courses. It may require the identification of
colleagues who might be interested in transferring their teaching or at
least a sizeable part of their week to the PSHE activities programme.
Senior colleagues may need to make a strategic decision to introduce a
specialist team over a two or three year phased programme with either
Key Stage 3 or Key Stage 4 being introduced as a pilot, with a built-in
review process before any second stage commences.The advantage of
spreading the timescale for specific years to be taught by specialists is that
it allows time to review the existing PSHE programme, and to strengthen
the teaching and learning procedures as you develop the team.

Conversely, the danger of a single move from a tutor based delivery
approach towards a specialist team is the level of expectations it can
generate. There is a further danger that the PSHE/citizenship curriculum
is too identified with the specialist team and that other staff may feel that
they have very little investment in understanding what happens in
PSHE/citizenship. The solution to this very real danger lies in the links
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between PSHE/citizenship and the subjects of the National Curriculum
being made explicit, albeit in a manageable and visible form. The links
between the tutor and the teacher of PSHE/citizenship must be formal-
ised. The whole school approach to personal and social development
must be a living reality with visible and real co-ordination and links that
need to be publicly communicated, and celebrated.

Curriculum organisation and time

The organisation of the PSHE/citizenship curriculum can take place in
a number of ways:

e A weekly or fortnightly slot.

e A programme that is tied to another area of the curriculum and
operated on a termly or half-yearly programme, with an enhanced
time allocation in the taught period. For example, a two period time
slot in which PSHE/citizenship is backed against RE or ICT with
half a year group with transfer in December or February.

e A weekly or fortnightly slot which is supplemented by a collapsed
timetable day for each group on a rotational basis.

Teaching PSHE/citizenship through the subjects
of the National Curriculum

Elements of the PSHE/citizenship curriculum can and should be
promoted through other subjects. A degree of co-ordination is, however,
required which allows both subject teachers to be able to say, ‘I know you
have covered this in your PSHE/citizenship lessons’, and, conversely,
PSHE teachers must be able to acknowledge linked work undertaken in
subjects. There are huge possibilities, and experience suggests that
manageable links with quality input best serve pupils.

These approaches at Key Stage 3 are challenging but possible. In Key
Stage 4 PSHE/citizenship is an entitlement in the curriculum, and
because not all students will undertake the subjects outlined above,
schools will need to adopt clear systems and procedures to ensure that
this entitlement is delivered in as a coherent a way as possible.
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Effective leadership in the promotion
of PSD, PSHE/citizenship

I have argued that effective leadership for PSHE/citizenship needs
to involve good leadership and management and [ have set out a series
of qualities that the PSHE Co-ordinator will need to demonstrate in
examining her/his role within a primary school. These same qualities will
be required in the secondary school. However, I believe that senior
leaders will at best need to understand a further set of leadership aspects.

Effective school leadership can be analysed following Fullan into five key
change themes (Fullan 2001). These are:

Moral purpose.
Understanding change.
Developing relationships.
Knowledge building.
Coherence making.

These are independent but mutually reinforcing for positive change
in schools and other institutions.

I. Leaders with a moral purpose

Moral purpose is concerned with acting with the intention of making a
positive difference. In the case of schools this means a difference to the
lives of pupils, staff, parents and other stakeholders where possible. It
assumes the need for the school leaders to reflect a style of leadership that
promotes certain values and beliefs within the organisation. A school
leadership which seeks to promote its students’ personal and social
development will need to demonstrate characteristics involving
democratic processes in consultation, decision making and active
participation of its stakeholders in the life of the school.

If a school is seriously committed to PSD and PSHE/citizenship then
this will be reflected in those at the heart of school leadership. The key
postholder in the leadership team responsible for PSD will be supported
by a collective responsibility explicitly guided by a shared moral purpose.

2. Leadership that understands change

The second element involves school leadership understanding the
complexity of the change process. Implementing change within the
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taught and wider personal and social development curriculum requires,
as | have argued, a whole school approach in which all staff can recognise
and contribute to a series of learning experiences for their pupils and
themselves that promote personal and social knowledge, skills under-
standing, dispositions and qualities outlined in the various chapters of
this book. [t will require an understanding from leadership that there will
be resistance from both staff and pupils and that ‘opposition’ will need
to be given a voice to enable concerns and anxieties to be explored and
overcome.

In the case of the PSHE/citizenship curriculum, there will be
legitimate concerns over:

e How do we fit it all in, even with increased time?

e How do we overcome pupil apathy or resistance to specific aspects
of the programme?

e In the case of the specialist delivery PSHE/citizenship team, how are
we going to set up systems to ensure that there is a manageable and
meaningful relationship between the class tutor and the specialist
teacher?

e What systems do we need in place to monitor pupils’ involvement
in the wider life of the school (extra curricular, out of hours
learning). Who is going to do this?

e How are we going to manage the implementation dip for our new
courses if it occurs?

3. Leadership that builds relationships

Fullan gives considerable emphasis to the importance of his third key
change theme, that of building relationships. Leaders of PSD in the
school, including the PSHE/citizenship Co-ordinator, have to be able to
build relationships with a wide range of others and be given the time to
do so. Our effective PSD/PSHE leader has constantly to build purposeful
interaction and problem solve and to be aware that easy consensus is
false and undesirable.

4. Leadership that develops new knowledge
Our PSD/PSHE leader, with others in the school leadership organ-

isation, will need to understand the importance of building new
knowledge, both inside and outside the institution. This will involve
various types of data collection — including quantitative and qualitative,
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through a process of self-review with others. They will need to under-
stand the difficulty of collecting and interpreting this new knowledge,
especially in an area as complex and sensitive as personal and social
development. This requires information to be turned into socially useful
knowledge. For example:

e How are we going to assess the impact of the peer mentoring
scheme?

e How has our work on emotional literacy in Key Stage 3 progressed?

e How can we evaluate the work of the school council?

e What impact has PSHE had on the school anti-bullying work?

Our school leader for PSD/PSHE will need to demonstrate a mature
and varied set of interpersonal skills, and have the ability to foster these
in other key players if relationship building is to progress, with the
purpose of underpinning the school’s approach to PSD.

5. Leadership that develops coherence

Our school leader also has to demonstrate the ability to frame coherence
in our approach towards PSD and PSHE/citizenship, especially in the
complexities of the relationship between the taught and the wider
curriculum experiences of pupils. She or he will also need to manage the
tension between the creative juices that change and innovation brings,
and a lack of equilibrium which can occur if others cannot see the big
picture.

e How will we keep people informed about the various elements that
generate the pursuit of an enhanced PSD?

e How will these elements be expressed in our School Development
Plan?

e What other forms of communication will need to be utilised to keep

staff and pupils abreast of change?

How will we use staff meetings and training days?

How will we use our website and/or school newsletter?

What about the role of assemblies?

How are we going to keep parents and governors and community

agencies informed and able to participate in the various elements of

our PSD work?
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In addition to our PSD Leader having the required knowledge, skills
and personal qualities to manage this process of change, she or he will
also have personal characteristics centring on ‘energy, enthusiasm and
hopefulness’ (Fullan 2001).

These characteristics are clearly not the exclusive preserve of leaders
of PSD, PSHE/citizenship, but they are essential qualities for a leader to
demonstrate to young people and colleagues alike, the school’s commit-
ment to personal and social development, and to an effective integrated
PSHE/citizenship curriculum.
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Chapter 13

Looking to the future

Miles Tandy, Martin Buck and
Sally Inman

Those who work in education do well to think about the future:
investing in the future is in large part what the whole business is about.
The institutions in which we educate young people — the buildings and
general environment, the deployment of teaching and non-teaching
staff, the curriculum, activities outside the taught curriculum — all speak
volumes about the aspirations we have for the young people who attend
schools day by day.

In her recent speech to the BETT conference,' Secretary of State for
Education and Skills Estelle Morris began with a computer-generated
video showing ‘the school and classroom of the future’. The video opens
with gently soothing computer-generated music and a reassuring voice
that tells we are about to see:

ICT transforming the way we learn . . .

... afusion of teaching, learning and technology.

Education, we are told, is ‘a constantly evolving process’. The viewer
is led up to the door of a building much like those we see on any high-
tech business park; steel, glass and yellow brick. Admission is by swipe
card, presumably able to record who has come in and when — no need for
old-fashioned registration here. Inside the building we are greeted by
an adult figure, perhaps a teacher, looking like Lara Croft? might if she
worked in a library.

The overall impression is one of light and space. There are open steel
stairways, high-level galleries and plenty of healthy-looking pot plants.
There certainly seems a very different ‘pupil to space’ ratio from those
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applied in some recent school building. The voice-over tells us this is ‘an
open layout for open minds’. It is a place ‘where light and space combine
to produce an atmosphere where teachers can reflect and plan and
students can learn and enjoy leisure time’. There is an open courtyard
with a semi-circular arrangement of benches under shady trees. At least
they will be shady when they are in leaf — this is a school for all seasons.
Some computer-generated students sit quietly on the seats, others walk
steadily across the space. No one runs, shouts or fights.

Then we get to the classroom of the future, entering through grand
double doors to another airy space in which students sit singly and in
small groups in front of computer screens. There are few straight lines
—windows, furniture, low-level shelving all follow gentle, elegant curves.
‘The intelligent design’, we are told, ‘uses space to accommodate
different class sizes and learning methods.” Technology is everywhere;
‘from plasma screens to lap-tops and palm-tops, headsets and electronic
links to facilitate self-directed learning’. The technology offers ‘children
of all abilities to learn at their own pace alongside one another, study-
ing individually or in groups’. Teachers ‘can offer leadership to pupils
with the support of a classroom assistant’. It is a ‘fully inclusive space,
accessible to all with ramps and low-level desk tops for wheelchair users’.

There is something ghostly about the figures that populate this space.
They are all more or less the same; fair-haired and in navy-blue uniform.
One group of five students sits with their teacher around what looks like
an interactive whiteboard. The teacher’s ghostly appearance is empha-
sised by the way in which you can see through her to the screen when
she stands in front of it. This ‘unique environment’ is one which ‘brings
the world into the classroom where students and teachers can engage
with other cultures, share common experience, and exchange ideas and
where we can prepare our children to fully participate [sic] in the world
of tomorrow by enabling them to utilise information and communication
technology’.

The final shot is of a printer which silently delivers the message that
‘The future is here, ICT is already transforming our classrooms’. And the
last slide proclaims that:

... this opportunity is heralding a new era for education.

It is a grand vision of progress. Things, go the words of the song, can only
get better.



236 M. Tandy, M. Buck and S. Inman

There is much to commend the ambition. That young people should
attend schools that are well designed, well resourced and generously
staffed is laudable. In her subsequent speech, the minister acknowledged
that no such school yet exists. She does, however, suggest that ICT has
the potential to bring about the radical transformation of education in
the same way the discovery of DNA revolutionised medicine or the
invention of the internal combustion engine changed transport forever.
She argues that:

[ think ICT is our DNA — it’s our internal combustion engine. It is
the trigger that can bring about a revolution in how we teach and
how pupils learn, and that’s why it’s not just one more change —
it’s not just one more thing, it’s not just one more Government
announcement — it’s not one more thing that fades out with time
when teachers think that something better has come on the market.
[’s actually the thing that can change, and change for ever, how we
teach children and how teachers do their job.

Technology, she suggests, will at last enable teachers to fulfil a long-
held ambition:

If we use ICT right it potentially ends the debate that every teacher
has always, always wanted to teach children as individuals and not
groups, but never had the tools to do the job. It empowers and
enables us for the first time, the first generation of educationalists to
be able to teach pupils as individuals at their own pace.

This ambition, just like the video, is predicated on the assumption
that the core purpose of education is to impart knowledge skills to young
people. Little mention is made of how students will relate to each other,
what will be done for those who don’t buy in to the vision, those who
keep losing their swipe cards. Perhaps they do PSHE in the afternoon?
And yet the minister, a former teacher herself, acknowledges that there
is something vital that teachers will bring to such an institution:

[ think it’s really important to say that, when we have this debate,
we always start the debate by saying that nothing, nothing, nothing
will ever, ever, ever replace the skills of teachers. It’s not about not
having teachers, or turning our back on their traditional skills,
and that connection, that personal connection, between teacher and
taught, the traditional teacher skills of coaxing, target-setting,
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cajoling, encouraging, enthusing, comforting, celebrating, being
joyous with, talking to parents, being a shoulder to cry on, all that
carries on, and the real challenge we have as educationalists and as
politicians, is how we mix, how we bring together those traditional
skills of the teacher with the skills of other people who can work in
schools.

In short, however grand the architecture and technology of ‘the
school of the future’, it will have to open its doors to young human
beings. They will continue to come from an extraordinary diversity of
backgrounds, each with her own preoccupations, her own anxieties, her
own experiences of how others behave towards her. What might happen
when those worlds collide?

A dominant theme throughout this book has been the extent
to which the voice of the student has impact not only on provision for
PSHE and Citizenship, but also on a wide range of issues affecting
students and their school. Earlier chapters have made reference to
Article 12 of the UN Convention on the Rights of the Child which
states that:

‘The child who is capable of forming his or her own views (has) the
right to express those views freely in all matters affecting the child.’

This statement raises some serious challenges. It must be the sincere
ambition of anyone concerned with provision for PSHE, or indeed
any aspect of education, that it will affect children profoundly. Why
else do we bother? Yet making that right a reality in the daily lives
of children may require some fundamental shifts in the thinking of
teachers, school management teams, local and national policy makers.
The current reality is that we are insistent — at times quite aggressively’
— that children attend school every day. What they experience through
that attendance, particularly the curriculum which informs their day-
to-day experiences in the classroom, has been taken further and further
from the control of individual schools. The structure and content of
the National Curriculum was determined elsewhere: no one asked the
students what they thought. More recently, national strategies have
gone further than ever before in determining the daily detail of the
curriculum. Only recently has the school inspection procedure been
modified to take account formally of students’ views — but only older
students are thought capable of engaging in the process. The earlier
chapter on the work of school councils, for instance, showed just how
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readily and seriously younger children will engage in the processes of
a democratic school. But that chapter also highlighted the need for
students’ voices to make a genuine difference: they will be very quick
to see through structures which appear to consult and take account of
their views but which, in reality, give them little or no influence over the
decisions that they regard as important. It is essential to recognise and
understand these tensions: they are highly significant in determining the
context within which any attempt to enhance PSHE operates. But in
recognising them, understanding them, and remaining critical of the
national contexts which contribute to them, we should not lose sight of
the extent to which individual schools can and have developed struc-
tures and strategies that give their students a genuine voice. Enhancing
PSHE, we suggest, should start from a consideration of the extent to
which the student voice can and does have an impact.

A recurrent theme in many of the preceding chapters has been the
extent to which the success of particular initiatives has been determined
by the particular contexts in which they have taken place: all have
needed to take full account of the ‘big picture’ of the school. We have
argued that PSHE and Citizenship cannot simply be treated as ‘extra
subjects’, given their tiny slice of the available teaching time, and left to
an individual or small department to develop and teach ‘schemes of
work’. Practice in PSHE and Citizenship must be informed by, and will
in turn inform, the much broader context of the institution in which
young people live such a significant part of their lives. The members
of staff who lead developments in PSHE can and should have a pivotal
influence. And because we are dealing with matters which have a
profound effect on young people and their development, matters of
import which touch on the central purposes of education, we should
expect them to be contested, at times very hotly. To represent the devel-
opment of a curriculum for PSHE as straightforward and unproblematic
is to run the risk of ignoring some of this contention, yet such contention
is necessary and will be ultimately very productive in developing a school
which reflects the views, aspirations and values of teachers, learners and
the wider community.

The UN Charter specifies that it is ‘the child who is capable of
forming his or her own views’ who has the right to express them. This
too raises some difficult questions. How does one determine that a child
has this capability? What responsibility do we have for developing such
capability? Any parent will know only too well just how soon such
capacity develops: how many have spent sleepless nights with a very
young child who seems to have formed the very strong view that it is
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time to be fed? The capacity to form and express views is not a fixed point
in a child’s development, rather part of a process of personal, social and
emotional growth. Enabling and encouraging such growth is a core
purpose of PSHE. Enabling children to develop the capacity to form and
express their own views demands serious consideration not just of the
PSHE curriculum, but of the approaches that are taken to teaching and
learning across the whole curriculum. About what matters will they be
asked? Why should they care? The example with which we began
Chapter 1 indicates that it may not be a simple matter of discussing issues
that have a direct influence on children’s lives, important though that
remains. In that example, children were led to a deep understanding
of some of the issues that surround archaeology so enabling them to
form and express their own views. The content had to matter, to have a
question of human significance at its very heart. Chapter 11 refers to the
work of Parker et al. in developing a series of questions that provide
a possible framework for thinking about citizenship issues from a local to
a global level. Some of our own earlier work (Inman et al. 1998) takes a
similar approach in placing questions of personal and social significance
at the centre of the curriculum planning process. If children are to
develop this vital capacity to form, express and contest views, they need
a broad curriculum which is planned deliberately so that matters of
personal and social significance arise regularly. In addition, teachers and
learners must collaborate to develop a pedagogy that encourages and
values the expression and discussion of individuals’ views.

Thoughtful and deliberate planning across the whole curriculum,
coupled with pedagogical approaches of the types described and exem-
plified throughout this book will do much, not just to enhance a school’s
provision for PSHE, but to develop a school culture where students’
personal and social development is recognised as a central purpose. But
such provision alone is not enough. We have argued throughout that
there are elements of PSHE which require separate planned provision.
The example in Chapter 2 illustrates how some elements of PSHE need
separate provision. Though these elements may require careful liaison
with other departments (for example the science department), they deal
with matters that need dedicated time and space in the curriculum. Our
central contention is that a discrete PSHE curriculum is necessary, but
that it cannot be successful if whole school and whole curriculum matters
are not also addressed.

As we have shown, some of this discrete provision may also benefit
from the use of outside agencies and other providers. Whether the addi-
tional provision is a specific intervention to enable conflict resolution,
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or outside expertise brought in to develop drama in a primary school,
issues of how these ‘extras’ relate to whole school provision and approach
remain. [t is vital that the outside providers establish a dialogue with
resident staff at an early stage and that this dialogue is sustained through-
out the project. Resident staff need to be clear about the purposes of
the particular intervention: how it relates to whole school provision in
general; how it relates to their plans for a particular group. It is con-
spicuous that some of the less successful work outlined in Chapter 8
occurred at a time when the class concerned was without a regular
teacher, making it very difficult to establish a sustained dialogue between
the school and the outside provider. In contrast, the most successful work
involved a clear and purposeful collaboration between the class teacher,
the headteacher and the outside provider — collaboration that led in turn
to a clear vision and purpose that could be articulated and developed
with the learners.

As we have already suggested, considerations about the personal and
social development of young people and the subsequent planning of a
PSHE and Citizenship curriculum are likely to lead to more fundamental
questions about the curriculum as a whole. If, in exploring these issues
in your own school, you raise concerns about the current structure and
balance of the curriculum, it is worth knowing that you are not alone.
All Our Futures, the report of the National Advisory Committee on
Creative and Cultural Education (DfEE/DCMS 1999) recommended a
radical overhaul of the scope and balance of the curriculum. Education
at the beginning of the twenty-first century, it argues, faces a number of
unprecedented challenges. The challenges are economic, technological,
social and personal. Meeting these challenges, the report goes on to
argue, requires fundamental rethinking and redefinition of the scope and
purpose of education. While some of its more radical recommendations
were not included in the review of the National Curriculum which led
to Curriculum 2000, the idea that developing young people’s creativity
should be a central purpose of education has taken some hold.# Yet the
report defines creativity as:

Imaginative activity fashioned so as to produce outcomes that are
both original and of value.
(DIEE/DCMS 1999: 29)

The definition begs an important question: if we actively develop
young people’s creativity so that they produce a variety of outcomes, how
will they know which are ‘of value’ and which are not? The challenges
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which the report outlines, and the recommendations for facing them, are
interrelated. To imagine that we can take one aspect — creativity — and
develop it independently of the report’s other recommendations may be
to miss the point. The four challenges outlined by the report, particularly
when due account is taken of the ‘social’ and ‘personal’ challenges,
demand just the kind of serious thought about a school’s purpose and
provision that we have been advocating. But the absence of the neces-
sary vision in national policy-making need not preclude discussion and
action at school level.

The Royal Society for the encouragement of Arts, Manufactures and
Commerce (RSA) has also explored the kind of curriculum which is
most likely to prepare young people for the nature and patterns of work
they will experience in their adult lives. In Redefining the Curriculum
(Bayliss et al. 2000) the authors propose a curriculum framework
based on a number of ‘competences’. The competences are in the areas
of learning, managing information, managing, dealing with people and
citizenship. This is clearly a very different way of seeking to define a
curriculum from the subject centred model of the English National
Curriculum. Not only is the model structured very differently, it is also
important to recognise that the competences outlined are interrelated.
The RSA model is not one which lends itself to immediate translation
into a school management structure and student timetables: it is hard to
imagine a school having a ‘Head of Dealing with People’ or students
rushing to their next ‘managing information’ lesson. But that is not
the intention. The authors suggest that the curriculum would continue
to rely on ‘traditional subject content’ (Bayliss et al. 2000: 3), but this
would be a ‘medium through which individuals’ competence portfolios
would be developed’.

Ken Robinson (2001: 196-9) points out that any curriculum must
serve two functions: epistemological and managerial. The epistemo-
logical function is to do with the organisation of knowledge. Robinson
observes that the structure of the English National Curriculum was
predicated on the misguided notion that there are ten subjects in the
world. This epistemological breakthrough passed PSHE by and, as we
have suggested, the later recognition that perhaps PSHE is a subject after
all and that Citizenship is definitely one, albeit if only in the secondary
phase, may not be helpful. The managerial function of a curriculum
provides a structure which can form the basis for deployment of staff
and resources. Once we have established that history and geography
are different subjects, we know that they need different slots in the
timetable, and probably different teachers in separate departments.



242 M. Tandy, M. Buck and S. Inman

Robinson suggests that the managerial functions can often overtake the
epistemological. We are left with a curriculum that is epistemologically
outdated because it was designed to fit existing management structures,
at least in secondary schools. Yet one of the commonest complaints that
you will hear about the National Curriculum in primary schools is
that it is unmanageable — a complaint that endures despite successive
attempts to ‘slim the curriculum down’.

Defining a curriculum is necessarily reductive. Condensing the sum
of several years of daily school experience into a single volume can only
be achieved by reducing it to what are seen to be its essential elements.
From the original ten separate folders that appeared between 1989 and
1992, the National Curriculum has moved to its present form in which
it can be collated into a single volume for Key Stages 1 and 2, and
another for Key Stages 3 and 4. The principle is that the required skills,
knowledge and understanding can be defined at a national level, and
that schools can be left to design their own ways of implementing these.
To do this they need to devise a ‘scheme of work’: detailed plans out-
lining how units of work will be developed to ensure continuity and
progression through the separate subjects. Developing these schemes of
work is hard going for individual teachers, especially if they happen to
be one of only two or three teachers in a small primary school, each with
a number of subjects to develop. Small wonder then, that when the
Qualifications and Curriculum Authority developed model schemes of
work, so many primary teachers welcomed them with open arms. Yet
while they may have done something to alleviate teachers’ heavy
workload, these schemes have done little to tackle the problem of an
overloaded primary curriculum. In addition, they have further embedded
the notion of a subject-centred curriculum — history and geography must
be different, they have different folders with separate units.

The QCA schemes of work, like the folders that accompany the
National Strategies at Key Stages 1, 2 and 3, are predicated on the notion
that knowledge, skills and understanding can be expressed as objectives.
Clearly defined teaching objectives — in the QCA schemes they are
referred to as learning objectives — are central to the process of defining
and teaching a curriculum in which knowledge, skills and understanding
build progressively one upon another. Most teachers are now very
familiar with the idea that effective teaching starts with a clear definition
of learning objectives, objectives which can be shared with learners at
the start of the lesson and revisited at the end to check understanding.
In 2002, most know that with an inspector in the room it would be
unwise to do anything else. And there is much to commend this
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approach: it recognises the need for clarity of purpose in the classroom
and acknowledges the need for the learner to be clear about what they
are learning and how they are progressing. But to what extent is it
appropriate for the kind of learning we have advocated and exemplified
in PSHE?

Take a statement such as ‘Pupils should be taught to recognise how
their behaviour affects other people’, from the Key Stage 1 non-statutory
guidelines. It could be translated into the learner-friendly ‘today we are
going to learn . . ." form and off we go — a lesson in which children learn
how their behaviour affects other people. And next week in PSHE & C,
we’ll be learning how to listen to other people. Devise enough of these
lessons in a progressive order and lo, we have a scheme of work.

There are of course many such materials available from educational
publishing houses. In one example of a ‘Citizenship Resource File’ (Watts
et al. 2000), teachers of the Foundation Stage and Key Stage 1 are given
a host of practical ideas for teaching Citizenship in their classrooms.
There are clearly planned lessons with accompanying photocopiable
resources for children. The attraction for busy teachers who feel uncertain
about the inclusion of a new element in the curriculum is obvious.

One lesson plan (Watts et al. 2000: 54) in the section on ‘Feeling and
Relationships’ deals with anger. It has a clear aim, a list of five learning
outcomes, suggested resources, teaching and activities and suggestions
for further work — all the right ingredients for good planning. The
outlined lesson begins by listening to Stravinsky’s The Rite of Spring,
which is used to stimulate a discussion about feeling angry. The children
then have the opportunity to compose their own ‘angry music’. In
the hands of a skilled and sensitive teacher such as the one in the “West
Ham’ circle-time example in Chapter 6, these ideas could lead to some
very valuable work in which children reflect deeply on the things that
make them angry, the things that make others angry and the ways in
which feeling angry might affect their own and others’ behaviour. They
may even begin to challenge the implied idea that anger is a ‘bad’ feeling.
Are there not times when anger might lead to positive action? Anger,
for example, about unfairness or injustice. Anger is a complex emotion,
and a complex concept.

In materials such as these, there is a danger that concepts such as
‘anger’ or ‘justice’ will be treated in the abstract, singled out for discussion
in a lesson or two. Page 55 deals with fear. Children are, of course,
encouraged to relate their discussions to their own experience, but the
question ‘What makes you angry? (Watts et al. 2000: 54) is still a tough
one for a child of six. How quickly could you come up with answers?
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One approach to dealing with the innate complexity of the ideas that
lie at the heart of effective PSHE and Citizenship is to simplify them —
think what ‘justice’ means in the simplest terms and define it. To this
end the materials have a teacher’s guide which includes a list of ‘useful
vocabulary’. It includes the following definitions:

Good - morally sound, virtuous, honourable

Justice — fairness, right or appropriate action, action according
to the highest moral standards

Unjust - not fair

(Watts et al. 2000: 78)

That anyone should imagine a teacher needing such a simple defi-
nition of justice is worrying enough; the idea that the concept of justice
can be so reduced is even more alarming. Justice is an example of what
Bernard Williams (1985) calls a ‘thick concept’. Its vagueness in daily
usage is not a weakness in our ability to define it, it is indicative of
the extraordinary complexity of the concept. Joe Winston (1998) argues
that if children are to begin to understand complex and ‘thick’ concepts
such as justice, they need to encounter and explore them through forms
that acknowledge their ‘thickness’ and complexity, particularly through
stories:

... we may all agree that courage is a virtue; but what characterises
it and how it will be expressed in different circumstances and
contexts will vary according to individual perceptions shaped by
personal, cultural and historical experience. Hence its thickness as a
concept, its ability to embrace fact and value, and the role of stories

in helping us to explore the depth and complexity of its thickness.
(Winston 1998: 23)

To take a ‘thick’ concept such as justice and reduce it to a definition
of a few words is to render it all but meaningless. To do so in our class-
rooms would not only leave children with an inadequate grasp of the
concept, their understanding of it would leave them helpless to know
what to do and how to act in a given set of circumstances. Alisdair
Maclntyre’s observation is important here:

I can only answer the question ‘What am I to do?" if | can answer the
prior question ‘Of what stories do I find myself a part?
(Maclntyre 1981: 201)
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The rights or wrongs of particular courses of action can only be under-
stood within the thickness of the stories that gave rise to them. But it
is not simply a matter of reading stories to children and discussing
them, however valuable that might be.> Recognising the ‘thickness’ and
complexity of the concepts that lie at the heart of effective PSHE
and Citizenship should lead us towards a ‘thickness’ in both curriculum
and pedagogy — a curriculum which acknowledges the essential ‘messi-
ness’ of the ideas it explores with young people rather than simplifying
them to a set of deceptively clear teaching objectives.

Certainly such an approach would place story at the heart of what we
do; but beginning to develop such a curriculum and appropriate peda-
gogy will require a broad and embracing definition of the word story.
When the social anthropologist Clifford Geertz boldly defines culture as
‘the ensemble of stories we tell ourselves about ourselves’ (Geertz 1975:
448), the definition should embrace all sorts of manifestations of the act
of storytelling — from the television news to the soap opera to the night
at the theatre. Indeed, just asking the question: ‘“What story does this tell
us about ourselves? can provoke insights into all sorts of areas of school
life. Why do our students wear a uniform? Why do the children sit that
way in assembly? All form part of our own particular ensemble of stories,
and each tells us, and them, something of what we all value.

The example with which we opened Chapter 1 exhibits much of
this ‘thickness’. We have already alluded to its ‘messiness’ — the difficulty
of specifying exactly where it fits in a subject based curriculum. Teachers
and learners alike valued it as an experience of depth and richness
for everyone involved. For all that, we can (and the teachers concerned
did) identify clear teaching objectives. What mattered was that they
didn’t stop there — the development of children’s ICT skills, their
historical knowledge and understanding, their performance skills
were all brought to bear on the story of the burial and discovery of
Tutankhamun. It added what Margaret Donaldson has called ‘human
sense’ (Donaldson 1978).

As we have already suggested, the issues at the heart of this book are
much about pedagogy as they are about curriculum organisation — what
we include in a PSHE and Citizenship curriculum is inextricably bound
up with how we teach it. In Chapter 1, following on from the description
of the work on Tutankhamun, we tried to draw up a list of some of the
features which characterised the approach. But the list isn’t the teaching:
however hard we might try, and however useful we might feel such a list
would be, it cannot be reduced to a few bullet points. Contributors from
a diversity of school contexts have taken a range of curriculum content
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and teaching approaches, some of which may be directly applicable in
your own school, some not. Each example though, offers an opportunity
to reflect on the approach, to relate it to your own practice, and to inform
your own discussion and debate. Whatever direction national policy may
take, that discussion and debate — with students, with colleagues, with
parents and the wider community — will continue to lead to the most
effective action. Keep talking.

Notes

1. Estelle Morris, Secretary of State for Education, gave the opening address for
the BETT conference on Wednesday 9 January 2002. At the time of writing
the speech and video are available on the DfES website — www.dfes.
gov.uk/speeches

2. Lara Croft is the central character from the “Tomb Raider’ series of computer
games.

3. The recent case of the Banbury woman who was sent to prison for the non-
attendance of her two children gave a harsh reminder of the legal position.
See, for example, The Guardian 23 May 2002.

4. See the Qualifications and Curriculum Authority’s work on developing
creativity in the curriculum at http://www.qca.org.uk/ong/schools/creativity
_curriculum.asp

5. We have written about the use of story, particularly in relation to value
development in the Early Years, elsewhere (Tandy 1998).
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