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Foreword
An education is life-transforming. Not merely economically:
however much education may also lead to change in the
material circumstances of someone’s life, it is inherently a
liberation of heart and mind which cannot be reversed. It is a
liberation which is open to all, irrespective of status or starting
point. Passionate teachers believe that all can learn, achieve
and succeed and set out to prove their case.
Yet, too often, opportunity is rationed. In late 2002, I came to
know some London schools where success seemed very far
away. In some of those schools, the visitor might find behaviour
alarming and feel unsafe in corridors; in many, supply teachers
covered a high proportion of lessons, but there was little
continuity of learning; in most, dismal buildings set the tone.
Only a handful of deeply determined teachers could inspire an
atmosphere of learning within the walls of their classrooms
even for the length of their lessons.

best, to reflect, challenge themselves, learn and extend their
practice. It is a spirit which has already created unusually great
improvement and progress and some extraordinary practice.
Yet, there is no complacency here, no sense of a destination
reached, but of an on-going, restless search for better. The point
reached may be good, but the determination to do more for
more young people means that the focus remains on the future.
The deep humility and desire to learn which characterises
Paddington Academy’s leadership and style of working
meant that the Academy had to be talked into publishing and
disseminating these case studies. I commend them to you all
the more for that: they represent a remarkable body of work.

One such school is the predecessor to Paddington Academy. It
was a school of choice for few children and fewer teachers. Its
students would become Paddington’s students, but its culture
was not one of achievement.
What is most remarkable, therefore, about the case studies in
this book is not so much the excellence of practice, but the
spirit which runs through them all. It is the spirit which runs
through Paddington Academy: unshakeable in their belief
in the potential of young people, a group of remarkable and
inspiring adults set out every day to improve on their previous

Jon Coles
Chief Executive
United Leaning
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Context
Paddington Academy opened in 2006 as one of two academies
replacing North Westminster Community School, it has 1170
students on roll. It is a non-selective, oversubscribed academy
which admits 180 students each year and has a sixth form
provision for 300. The gender mix is 53% boys and 47% girls.
76% of students have English as an additional language, 44%
students are on the SEN register and 72% FSM in the forever
6 measure. In 2012, in Year 7-11, 20% of students have a
reading age below 9.6 and 80% have a reading age below their
chronological age. On average only 75% of students complete
five years before moving out of the area, thus turbulence is a
factor. Results have increased over the 7 years from 18% to
75% 5A*-C including Maths and English. Our value added score
for 2012 was 1059. In addition, 94% of students made the
expected progress in English and 91% in Maths.

Our students live in homes where family income is relatively low;
housing with mortgages is very low with over 70% of the housing
in purpose built flats, there are high unemployment levels (over
80% in the Queen’s Park Ward) and large numbers of young multiethnic families many of whom are single parent families. We also
have a significant number of students in each year group who are
looked after outside of their immediate family.
The academy sees its core purpose as a relentless focus on
high standards and every barrier to learning or achievement
being dismantled and never used as an excuse. The phrase ‘the
street stops at the gate’ ensures a positive and safe learning
environment throughout the school where every success is
celebrated and owned by all. Clear values run throughout the
academy and there is a whole community commitment to the
aims, vision and culture.

The profile of our students represents the diverse inner-city
population of our area. Our school community reflects an
extensive range of ethnic backgrounds, cultural inheritances and
language and learning needs. The nature of our diversity varies
year on year reflecting the dynamic nature of the community we
serve. In 2012 the single biggest ethnic group was Black African
who form 12% of our student population. Bangladeshi (11%)
and Kosovan (8%) Iraqi (6%) and Black Caribbean (6%) are
the next largest groups. There are approximately 50 languages
spoken by our students. The most common languages other than
English are Arabic (26%), Albanian (9%) and Bengali (10%).

Striving for the highest quality in Teaching and Learning is
the bedrock of the academy and there are excellent CPD
opportunities and coaching models – outcomes from this have
ensured that the academy progressed from 46% inadequate
lessons in 2006 to 60% outstanding and 92% good or better
in the most recent review in 2013.
Complacency is not a word that is accepted in any form at
Paddington as the journey now moves from becoming an
outstanding school to a Teaching School renowned for staff
becoming the best leaders for the future and students going on
to the best universities.

The Academy draws the majority of its students from the
Queen’s Park ward which is ranked among the lowest 5%
of areas nationally in relation to social deprivation factors.
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Paddington Academy

what is in our DNA?

1

	Outstanding learning
	At Paddington Academy we are about outstanding learning.
Every decision is made with the question in mind ‘will this help
the students to learn better and achieve more?’ We believe in
a relentless focus on high achievement in all areas of the life
of the Academy.

2

	We believe that all our students can achieve
	We are clear that there are no excuses for underachievement.
No matter what the starting point, outstanding progress is
achievable by all. We aim to identify barriers that may be
standing in the way of achievement, understand them in
relation to our context and then focus on breaking them down,
one by one. There are no excuses. We specialise in knowing
our community and how best to support all our learners. We
take students from very low starting points and enable them
to make exceptional progress.

3

	High standards in all that we do
	The culture that has been established is about a relentless
focus on high standards in all aspects of school life: learning,
behaviour, attitude, uniform, attendance and punctuality. We
insist upon consistency and a commitment to shared values
– by individuals, groups and the whole community. We will
always challenge anything that is less than the very best that
each individual can give. We believe that ‘the street stops
at the gate’ and expect that students behave and dress in
a formal manner in order that they leave us able to function
effectively in any area of society

4

	All are role models
	We instil in our students from the start a sense of integrity and
confidence. Every adult in our community is a role model; every
student is a role model and we all have the opportunity and
responsibility to have a positive impact on the lives of others. We
all ‘walk the talk’ and create a positive learning environment in
all that we do. We give trust and respect at all times regardless
of whether it is earned, and ensure that students have fun and
are happy in their learning. This ethos has established a success
culture that we celebrate at every opportunity.
6
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PADDINGTON PRACTICE
An Overview of Ten Case Studies
Professor David Woods, United Learning Adviser
Schools are constantly managing change and seeking to
develop best practice. Such is the pace of school life that
groups of staff often plan and put into place excellent practice
on a variety of topics but sometimes fail to write up what they
have done as a reflective review of implementing change. The
staff at Paddington Academy have addressed this issue by
putting together this collection of case studies sharing their
best practice and action research not only for themselves but
other schools. These case studies are written to a particular
format: focus area, aims and rationale, context, the story itself
including events, participants, time scales and methods used;
outcomes and impact, evaluation and next steps. Collections
of case studies are good evidence of self-evaluation and
demonstrate the school’s reflective intelligence. This shared
process of collective investigation and review builds stimulus

and impetus in terms of analysing evidence and planning
future developments. It also increases the store of intellectual
activity amongst the staff, releasing energy and creating a
buzz of excitement around the best practice that makes a real
difference to school improvement. This book contains ten case
studies of practice that have enabled Paddington to become
such an outstanding school and to sustain further success in the
context outlined in the introduction chapter.
For the purpose of this overview and commentary the
studies can be grouped together around particular themes
– leadership, teaching and learning, using data to drive
improvement, behaviour and various aspects of student
experience including student voice. There are two specific
studies on leadership referring particularly to middle leadership.
The first one concerns ‘Middle Leader Accountability’
and focuses on the accountability of middle leaders and the
high quality training, support and guidance needed to enable
them to develop and succeed. As the study says ‘middle
leaders are vital for translating the ethos of a relentless focus
on high standards and driving students to fulfil their potential
whatever the barrier that needs to be overcome’. Very clear
expectations and guidelines have been established related to
daily, weekly, monthly and annual aspects of middle leader
posts. Every middle leader is given a Handbook for the year
suitably personalised. It contains an overview of key dates
and times of accountability for the year beginning with a first
meeting reviewing outcomes and performance, strengths and
areas for development together with appropriate targets for the
coming year. Within this framework is the Academy’s own selfevaluation form related to OFSTED criteria leading with a series

‘Perhaps the key task of any institution is to encourage
the adoption of a growth mindset. When that kind
of philosophy becomes embedded in its culture the
consequences can be dramatic.’
Matthew Syed
‘The world is moved along not only by the mighty shoves of
its heroes, but also by the aggregation of the tiny pushes of
each honest worker.’
Helen Keller
‘Make sure you catch people doing something good.’
Charles Handy
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of incisive prompts and questions. The Handbook also contains
information on the core leadership skills and behaviours
expected of a Paddington Academy leader and a prescriptive
list of expectations for what the job looks like – daily, weekly,
half termly, termly and yearly. The framework is very rigorous
but to support middle leaders there is a middle leader coach
who provides optional support workshops for every aspect of
the cycle described as the ‘soft shoulder’ approach alongside
meetings with line managers. The final part of the Handbook
relates to frameworks for the core skills and leadership such as
people management, communication, curriculum review, data
management and facilities management.The impact of this
approach is to be seen in the high quality of self-evaluation,
teaching and learning and excellent examination results. The
OFSTED judgement for overall leadership and management is
outstanding and all staff have an embedded understanding of
accountability to the students, parents and each other. Perhaps
the greatest success of this approach is that so many middle
leaders are able to thrive and progress to senior leadership.

middle leader’s handbook incorporated the core competencies
thus ensuring consistency of approach and these also informed
line management meetings. There are now plans to extend
this process to aspiring middle leaders and within the wider
school community. All this will help to ensure a sustainable
leadership model and create an environment where staff can
survive and thrive.

Complementing this case study is the study on ‘Building a
Reflective Middle Leadership Community’, particularly
the 360 degree reflection process. This highlights points of
strength and areas requiring improvement, empowers middle
leaders to realise their potential and creates a network of best
practice. The over-arching aim of the process was to ‘create
an environment where middle leaders felt confident stepping
out of their comfort zone and embracing new challenges’,
but they were provided with appropriate training and support
designed to empower them to succeed. It was introduced to
address significant levels of variation of performance within the
middle leadership team and because middle leaders felt that
existing meetings and training sessions did not adequately
involve them in the strategic vision of the school. The first step
towards creating the 360 degree questions and support was the
identification of 8 core competences. These formed the basis of
the 360 degree questions helping to make the middle leader
handbook more coherent, informing the training programme
and guiding line management meetings. Each competency
formed a section of the 360 degree tool and a questionnaire
was designed to obtain qualitative and quantitative data.
A pilot phase was successfully completed and after a middle
leader meeting each member was asked to select 5 members of
their team or direct reporters as well as their line manager, to
respond to the questionnaire. All the sections of the responses
were analysed on four grades – outstanding to unsatisfactory.
As a result of this process ‘experts’ for each core competence
were created to support each other and training sessions were
designed specifically to address areas of variation. The revised

In terms of teaching and learning the case study ‘Transforming
Teaching and The Paddington 10 + 3’, focuses on an
initiative first introduced in 2007 with the aim of improving
standards in teaching and learning across the Academy. A list
of 10 fundamentals of great teaching, known and published
as ‘The Paddington 10’, were developed and shared with staff
with the expectation that these should be evident in every
lesson, every day. These were both modelled and filmed to
demonstrate what they looked like in practice. Feedback from
lesson observations and learning walks helped to embed the
Paddington 10 as well as target support and identify best
practice. Although good progress was evident it was felt that,
alongside the ten fundamentals, three further features were
needed to secure further good and outstanding teaching. So in
2009 ‘The Paddington 10 plus 3’ were established with further
training on the new 3 initiatives. Strategies such as a peer
observation fortnight with learning walks, and weekly ‘dropins’ to learn more were introduced. The Paddington 10 plus 3
are displayed in every classroom on an A2 poster in a Perspex
frame to ensure that they are highly visible, valued and regularly
used. They can also be found in the staff handbook as well as
Teaching and Learning handbook both of which are updated and
published every year for all staff. They are now well embedded in
9
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the school and are a consistent part of common language and
practice to the extent that they are no longer ‘requirements’
but rather what staff ‘do and believe’. Students quickly learn
what to expect in lessons and see these experiences as best
practice with a focus on two-way flow reminding teachers of
the importance of student responsibility during lessons and
independent learning. Systems and practices are reflected upon
and reviewed, listening to students and staff in the interest of
continued progress to the best possible standards of teaching
and learning.

needs to change to improve performance. The first stage is to
be very clear what data should be collected and when and how
it should be distributed. At Paddington data on attainment
and progress is collected every half-term so that progress
can be monitored frequently with ‘light footed’ intervention.
The data is shared with the senior leadership team, parents,
students, Subject Leaders, Heads of Year and tutors / mentors.
Subject Leaders in particular are then expected to drill down
to individual students level to identify the issues and propose
the interventions with appropriate planning. Senior Leaders,
ever alert to in-school variation, monitor these actions and
plans throughout the year. The effective use of data is linked to
high accountability but within a climate of trust and support.
For the students the regular data sets provide them with a six
weekly report which is discussed with their tutor and mentor
and also goes to parents. This information, allied to student
ranking in each year group according to their progress, helps
motivate them to do better and participate in the intervention
programme provided by the school. Data is most useful when
it translates quickly into actions that impact on outcomes for
students – what Paddington describes as ‘light footedness’. The
most important thing is to keep the data simple and easy to
understand so that data is the servant for staff and students not
the master. The outcomes of this process are there for all to see
with students on entry achieving considerably below national
averages achieving significantly above five years later.

There is one study on ‘Using Data to direct and drive
Improvement’ and another that looks at the visibility and
use of data as well as other features in driving rapid progress
in English and Maths at KS4. In the first study the focus area
concerns using data ‘to direct improvement by ensuring that
the actions of the school are aiming in the right direction
and changing them if necessary’ but also using data ‘to drive
improvement by helping to motivate, staff and students and
secure accountability’. The case study outlines the critical role
of data in securing outstanding outcomes in the Academy
but the point is made that the purpose of a school is not to
generate data but to effect change and that data has to be
meaningful for all staff and students so they can assess what

The case study on ‘Getting the Basics Right, English and
Maths at KS4’ also examines the visibility and use of data
as well as accountability at all levels and specific intervention
programmes. In terms of visibility and accountability across the
Academy two examples are given and illustrated – the half
termly success grid which shows the current grade for each
student in every subject traffic-lighted appropriately and given
to every member of staff and the photo wall in the staffroom
which is a visual representation of the student ‘bankers’ and
‘wobblies‘ in English and Maths and combinations of these.
For departments, mock examinations are used for question
level analysis that drives the curriculum and intervention
programmes. The data is shared with students and they are
grouped for intervention activities based on their needs. This
study also stresses the accountability for success at all levels
with every single member of staff being involved. For example,
there are 180 members of staff and 180 Year 11 students each
year so that every member of staff mentors a student taking
responsibility for their results. There are similar responsibilities
across the Senior Leadership Team such as mentoring the
most critical students at Year 11 with their progress being on
the SLT agenda every week. The subject leaders for English
10

and Maths translate their overall department targets into
individual teaching group targets with monthly ‘bankers and
wobblies’ meetings. Of course the accountabilities only work
if the students themselves feel accountable for their own
success and are prepared to do something about it. This leads
to the third element of this study – the specific intervention
programmes that are carefully matched to specific needs. The
‘Success Unit’ and its specialist staff is the engine room for all
of the interventions and this delivers English and Maths lessons
during specific sessions as well as an evening homework club.
All this is supplemented by the Holiday Academy and Saturday
school, weekend residentials for Year 11 and tutor time literacy
and numeracy groups. The headline results for English and
Maths (2012) demonstrate sustained impact with 75% of the
students achieving 5A-C (EM) grades with outstanding progress
(3 levels) of 94% in English and 91% in Maths.

the focus has shifted to higher-order learning behaviours and
attitudes including improving the quality of student language
and communication.

There are also two case studies related to behaviour. The first
one, ‘Behaviour: From Practice to Policy’, describes the
development and implementation of whole school behaviour
policies. Firstly, a behaviour working party identified key
principles based around assertive discipline with the students
taught to control their own behaviour and the Academy
managing it, establishing the positive and negative consequence
of behaviour and a consistent but not necessarily uniform
approach to discipline. Secondly, came the development of ‘The
Paddington 10’ for students describing 10 positive behaviours
together with conduct and attitudes to learning that all staff
should practise all day, every day. This was designed to mirror
the Paddington 10 for staff described earlier in the Teaching
and Learning study. Thirdly, was the development of a rewards
and consequences chart with adherence to the behaviour
policy logged on SIMS as C3s or P3s. This was accompanied
by a range of rewards and sanctions which are set out in the
study. Once this had all been developed it had to be shared with
staff, students and parents along with appropriate training. The
policy was further modified in 2011 after feedback from staff
and students but these were mainly minor adjustments and the
system quickly became embedded in Key Stage 3 rolling forward
to Key Stage 4. In the OFSTED inspection of October 2011
inspectors highlighted the Academy’s behaviour initiatives as
major strengths stating that ‘students are proud to be members
of the Academy community, behave well and show high levels
of respect for each other, adults and the community’. A survey
in March, 2012, across 300 students and 80 staff, followed
by a sample of interviews, revealed that the behaviour policy
was having a very positive effect on behaviour and attitudes to
learning although there was a need for even greater consistency
in the application of the policy. As behaviour has improved

Continuing on the behaviour theme there is a case study on
’Managed Moves – The grass is greener on the other
side’. This study focuses on how the Academy provides an
excellent education for all students, no matter what the
starting point and the presenting issues. When the Academy
has tried every possible intervention, some 10 of which are
listed, a managed move could be the solution whereby schools
can work with their local authority to either place students at
another school for a fresh start or receive them from another
school, or make a managed move to a pupil referral unit. The
case study describes the process and agreed protocols to
be followed. Between 2009-2012 seven students have left
Paddington and 12 have been accepted – facilitated by an LA
Partnership Co-ordinator jointly funded by the schools. There
are four excellent student case studies illustrating some of these
very complex issues along with quotations from the students.
In some cases lives have been completely turned around and
the students have gone on to achieve very good examination
results. This study gets to the heart of the purpose of schooling
with a compelling and inclusive moral purpose and sense of
social justice. It would be easy for the Academy to give up on
particular students and simply exclude them but it chooses
to remain true to its vision and values and strives to provide
success for all. The plan now is to extend provision for managed
moves to all alternative provision services so long as the student
being referred is suitable for placement.
There are a group of studies relating specifically to the
experience of students at Paddington Academy and the advice,
support and challenge given to enable them to succeed. One of
11
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of Year 10, although then they must formally apply to do this.
Through this process of increased consultation, flexibility and
personalisation, students and parents have the best possible
chance of making the right choices. Feedback from Year 10
pupils has been very positive and there is much less in-school
variation. Most significant of all more students have been
successful across the curriculum reflected in high attainment
and progress scores at the end of KS4.
The case study on ‘EAL at Paddington Academy’ relates to
a considerable number and range of students with 76% having
English as an additional language. The school community
reflects an extensive range of ethnic backgrounds with
approximately 50 languages spoken by the students. There was
originally no EAL department at Paddington but it soon became
clear that one was needed and the case study tells the story
of the development of such a department, its approach, ethos
and impact. The department is highly flexible and personalised
responding always to students’ needs. The support provided
depends on a student’s level of English, their educational history,
their academic ability and their social needs. The department is
highly empathetic with a completely open door policy and an EAL
break and lunch club open daily to all students. There is special
provision for vulnerable students but EAL trips altogether from
all years – sixth formers frequently mentoring younger children.
There is also considerable pastoral support for parents as well
as students. However, there is an equal stress on academic
progress and attainment – often considerably accelerated –
with members of the EAL team working across the school as
tutors and teachers. Part of the function of the EAL department
is to give all staff relevant information about students and
access to training. At Paddington there is a handbook for staff
and an EAL resource guide with examples of differentiation.
The school community has a high level of transience with
between 50 and 75 casual or in-year admissions – the vast

these, ‘Choosing Success’, specifically focuses on the process
of preparation, advice and guidance given to Year 9 students
prior to and during their key stage option process. ‘The aim
was to ensure that students of all abilities had the appropriate
knowledge and understanding of the courses and pathways
available to them in order to make the right choices to succeed
at Key Stage 4 and continue to Key Stage 5 with the appropriate
qualifications’. In previous years Key Stage 4 results showed
significant in-school variation with some students lacking
enthusiasm and commitment to the subjects they had chosen.
The Academy addressed this issue by focusing on the options
process for Year 9 and developing a curriculum offer that
would better meet the needs and interests of all the students.
A sample of Year 9 students in 3 attainment groups were
interviewed in the Autumn Term in order to ascertain interests,
subjects they enjoyed most and least and why, and learning
activities they enjoyed the most and least and why. Additionally
ActivExpression software was used in Assembly to indicate
the four subjects they would want to pursue in addition to the
core curriculum. All this feedback was used to put together a
better curriculum offer including new subjects and provision.
In the Spring an intensive options process is organised using
tutor periods, Assemblies and subject presentations preparing
students to make their choice. In addition Year 9 students are
given the opportunity to attend taster sessions in subjects they
have not previously studied. The Options booklet is distributed
to all students and parents so that vital conversations with
parents and carers can take place throughout the process. Using
all the data available on the year group particular students are
identified for further individual conversations about the choices
available to them whether from the careers and guidance team,
tutor or subject staff, culminating in a series of interviews held
between the student, their parents and a member of the Senior
Leadership Team. Throughout the Summer term students have
the opportunity to change their choices and at the beginning
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majority EAL students. The process of admissions, assessment
and integration is outlined here together with the monitoring of
their academic progress, attendance, behaviour and a general
sense that they are happy and settled and ready to achieve
their potential. In terms of impact the department is judged
to be outstanding both by external reviewers and OFSTED and
there are regular visits from other schools both from within the
United Learning group and outside it. In the RAISE Online report
(2012) students continue to out-perform non-EAL students and
perform significantly above EAL students nationally.Once again
this study illustrates the core values of the Academy as a whole
with a determination that there are no barriers to achievement.
It is not possible for any student to be overlooked and these
students all have personalised programmes for as long as they
need them. As a result EAL students at Paddington make rapid
progress and achieve their full potential.

where younger students felt vulnerable. Other evaluations have
led to an improvement in attendance at after school clubs
and societies and better lunchtime procedures. The open test
questions provided a wide response with the affirmation of
what students really valued about Paddington generating a
huge amount of good will around the school and between staff
and students. A similar process is now being considered for
both parents’ evenings and to survey the whole staff on key
issues and policies.

The study on the ‘Whole Student Voice’ brings together
the experiences and reflections of Paddington’s entire school
community of over 1100 students across seven years. The
Senior Leadership team wanted to get beyond the School
Council and Junior Leadership Team, valuable as they are,
so that all views could be analysed on a systematic basis
enabling student opinion to influence further programmes and
policies. The method used was the exploitation of hand held
ActivExpression technology which would mean hearing each
and every student’s opinion on an anonymous basis. A set of 25
questions was drawn up devised from various sources with 3
initial questions to warm up the students and test accuracy, and
a following 13 allowing for four part answers – all of the time,
most of the time some of the time, never. The next four were
‘yes’ and ‘no’ with a final two open to text comments – What is
the best thing about Paddington Academy? And what is the one
thing we could improve on? With these questions decided upon
a series of Assemblies were scheduled for each year group.
Students collected an ActivExpression handset on their way in
to Assembly and sat in silence to complete the answers to the
questions apart from in the Sixth Form where they could discuss
their answers. Follow up assemblies were scheduled after the
data was analysed where all key findings were shared back with
the students together with a response to the issues raised. This
cycle is now repeated twice each year although there are some
caveats expressed around this being a record of perception
rather than reality and that the data captured records a moment
and not a definite start point. The capture of this wealth of
opinion has pushed the Academy ‘towards a rigorous and wideranging analysis of its performance as a community’, and led to
the implementation of new policies. For example there is a new
corridor behaviour policy and better supervision of key locations

All of these 10 case studies can be read in depth in the following
chapters and although they illustrate various themes the sum is
greater than the parts. They all share particular characteristics
of great schooling such as inspirational leadership at all levels
within the school and a dynamic capacity for growth and change
sustained by excellent professional development. They are also
underpinned by an inclusive and compelling moral purpose
based on equity, social justice and unshakeable principles.
Paddington Academy has a shared vision, values, ethos and
culture with learning without limits and achievement for all
at its heart. It absolutely typifies United Learning’s strapline of
‘the best in everyone’. These case studies, written by excellent
practitioners, offer an insight into those special qualities that
make great schools – anticipation, innovation, creativity,
consistency, exceptionality , striking impact and fierce resolve.
‘It is only in a shared belief and insistence that there
are practical alternatives that the balance of forces
and chances begins to alter. Once the inevitabilities
are challenged, we begin gathering our resources for a
journey of hope. If there are no easy answers, there are
still available and discoverable hard answers, and it is
these that we can learn to make and share’
Raymond Williams
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case study 1

Subject Leader Accountability
Oli Tomlinson, Principal

Focus Area

inexperienced and so high quality training and a clear cycle of
accountability is vital for success and outstanding leadership
and management at all levels. Historically there was a lack of
clarity within the structure and no clear lines of accountability.
A clear structure with lines of accountability at all levels was
established three years ago. There was clear accountability
across the SLT as well to cover every aspect of the school.
Subject leaders are vital for translating the ethos of a relentless
focus on high standards and driving students to fulfil their
potential regardless of the barrier that needs to be overcome.
To retain this as a priority, training, support and guidance are
required. Each role had a clear list of expectations for what
the leadership looks like on a daily, weekly, monthly and
annual basis produced training and guidelines established to
demonstrate accountability for all these areas. Performance
management was crucial for all leadership roles and a lot of
time and effort was invested in ensuring that we have the right
people in all the leadership and management positions. Where
there have been gaps, rather than accepting mediocrity, the
structure was altered so that every area had an outstanding
leader, even if they were not a subject expert. The SLT were
also used to line manage areas where necessary and this has
continued wherever or whenever there is a need.

Planning, implementing and evaluating an Accountability
Cycle for Subject Leaders.

Rationale / Context

The OFSTED report of January 2009 stated that the
leadership of the senior team was outstanding but
that the school relied on them too heavily to accelerate
improvements. It was also noted that many of the senior
and middle leaders were new to their positions and
needed training as a result of this. In the OFSTED report of
November 2011 leadership and management across the
school was judged to be outstanding. It was also stated that
the school needed to ensure that the high expectations of
achievement and accountability for teaching and learning
were demonstrated consistently across the school and that
whole school variation was minimised and whole school
consistency maximised. We have a reasonably high staff
turnover with at least twelve new staff every year. Their
induction is crucial for ensuring that they are on message
with the culture and ethos of the school and trained to an
extremely high standard of teaching and learning at pace.
We have Subject Leaders who are young and relatively
14

Fig.1

Accountability Cycle

Date in cycle
September

What happens?
Post exam results evaluation. Meeting with Line manager and Principal
Review previous year’s mini SEF with the department
T and L within the department. Analysis with line manager and VP Teaching and Learning
Progress review within department. Analysis with Line Manager and VP Achievement and Behaviour
Mini SEF and action points planned with line manager and sent to Principal by end of week 2.
Written feedback from the Principal within two weeks discussed with line manager

October
November
December /
January
(Subject dependent)
January
T and L review with Line Manager and possibly VP Teaching and Learning
All Year 11 teachers have Progress Towards Target Meeting with Principal and go through child by child
Principal meets with SLT and Year 11 team to feedback what needs to be provided in terms of support.
February
Progress review within department. Analysis with Line Manager and VP Achievement and Behaviour
March
T and L review with Line Manager and VP Teaching and Learning
SEF review point with the department
April
Moderation focus
Exam Preparation
May
Timetable requirements
Curriculum check
June
Traffic lighted action points to Line Manager / Principal
July
Planning / Training for September

The story

Subject Leaders were given a handbook for the year. It had
a personalised letter from the Principal in the front with a
comment on their leadership last year and relevant comments
for the current year. The handbook began with an overview of
key dates and times of accountability activities for the year.
The first meeting of the year was with the Head to discuss
results, areas of strength, development, comparisons with
national averages, an evaluation of interventions and targets
for the following year.
Within the framework, the role of the mini SEF is very
important. When completed it informs the creation of a series
of judgements with evidence and key action points. These are
then traffic lighted at three points through the year.
Over the year there are key points for progress review of
students and Teaching and Learning as well as weekly meetings
with a senior line manager.
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Fig.2

Mini-SEF Judgements

Achievement and
Outstanding
Good
Needs Improvement Inadequate
Attainment
Is attainment in your subject area in line with expectations/other subjects?
Compared to other areas in the school are there individual students or groups of students who are achieving less
well in your subject?
What does the analysis of assessment information tell you about students learning in your subject? Are any strengths
or weaknesses revealed?
Do reviews highlight individuals or groups achieving above or below expectations?
What actions are taken to support the teaching of SEN and EAL students?
What actions are taken to support the more able students?
Do you have conversations with individual teachers about student progress and achievement?
Behaviour and
Outstanding
Good
Needs Improvement Inadequate
Safety
Care, guidance,
support
How well do students behave in your department (including corridor behaviour)?
How well do students behave in lessons?
Do students demonstrate positive attitudes towards others and respect all?
What is student punctuality like to lessons?
How consistent are rewards and sanctions across the department?
Do all teachers follow the behaviour policy?
Are there high expectations regarding behaviour and standards across the department? What is being done to
tackle any variation?
Teaching and
Outstanding
Good
Needs Improvement Inadequate
Learning
How do you judge the quality of teaching and learning in your department?
What evidence do you have to help you judge T and L?
What activities do you do/strategies do you employ as a subject leader to improve T and L?
What impact do these strategies have? What evidence do you have to measure the impact of these strategies?
How reliable and consistent is levelling/grading in the department? How do you know (evidence)?
What training is being done with individual teachers/whole department? What impact does this training have?
How do you know (evidence)?
How do you identify underachievement of groups of students? What do you do about it (interventions)?
What is the impact of these interventions (evidence)?
Leadership and
Outstanding
Good
Needs Improvement Inadequate
management
How are you driving Teaching and Learning in your department?
Are all teachers aware of the priorities?
What systems do you have in place to monitor the quality of Teaching and Learning?
What targets have been agreed with subject teachers for raising attainment?
How often do you identify training needs and what do you put in place to develop staff?
What impression do people get when they walk into your department?
What is the quality of the learning environment?
The handbook also contains information on the core leadership skills and leadership behaviours expected of a Paddington
Academy leader and a prescriptive list of expectations for what the job looks like.
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Fig.3

Expectations of Middle Leaders

Timeline
Daily

Weekly

Half termly

Termly

Yearly
(and updated as
appropriate)

What an outstanding Subject Leader will be doing
Have a chat with all members of the team.
Give lots of positive feedback and address any issues
Check ALL classrooms and the office are tidy, clean and acceptable for good learning
Check all cover set is high level
Check the behaviour reflects the standards in the department
Do a learning walk of your department
Spot check books for marking and content
Ensure all Internal Referral Forms are recorded
Ensure that the SL detention takes place as appropriate
Complete classroom audits checking displays, damage and tidiness
Ensure the display is standardised: PA 10 staff, PA 10 Students, Rewards, Consequences, Key words
display, green and red face on the board, best work wall, literacy wall.
Check that key words are displayed and that they are up to date and relevant
Checking student planners to ensure that homework for your subject is being set
Observe all members of the department – some joint with Line Manager
(big departments share this with ASLs)
Book scrutiny to check all books are marked
Lesson Planning scru tiny to check planning in line with school policy
Progress review for most subjects
Progress review for some subjects
Collect and review Student Voice
SOL review
Traffic Light SEF
Department Handbook (see handbook guidance for contents)
Curriculum Review
Final review of the department mini SEF
Details on where to find SEN, EAL data
Budget Review
Timetable
Class lists
Room responsibilities
Health and Safety information

The Accountability Cycle is rigorous. To support Subject Leaders
in all aspects of the framework, a Middle Leader Coach was
appointed. The role was to provide an optional support workshop
for every aspect of the cycle. Leaders could also have meetings to
go through their particular mini SEF or exam analysis / progress
check. Attendance at these meetings was high.
The final part of the handbook consisted of frameworks for the
core skills of leadership. The core skills identified and how they
are broken down are listed above.
17
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People management and communication – guidance on having
difficult conversations’, student voice; Curriculum review;
strategy; data management and facilities management.
For each area there were diagnostic questions that prompted a
review of the particular leadership skill.

leadership and management has increased from satisfactory
to good and now judged to be outstanding. All staff have an
embedded understanding of accountability to the students,
parents and each other. We have had numerous staff changes
over the last seven years. The best middle leaders have been
and continue to be those that are ‘home grown’ and trained in
the Paddington accountability model.

In the last year these have been analysed using a 360 review
process. It was optional but in fact everyone took part.

Next steps

Impact and outcomes

Through our Subject Leadership coach model we have provided
high quality training for our current Subject Leaders. We are
currently writing bespoke courses for aspiring middle leaders
and aspiring senior leaders. Our current accountability model
should then include an area of leadership development and
training for all areas of staff. The training developed after this
will be for the community and administration teams.

The impact of the accountability cycle has increased over the
years. Initially it introduced the idea of accountability and
responsibility for results, teaching and learning outcomes and
progress that the department was making over each year.
It divided the role into measurable outcomes where clear
improvements could be made. Initially many judgements were
3 or 4. However from 2010 to 2013 there has been a significant
increase in the accuracy of the judgements and the judgements
themselves. Subject leaders gained a thorough knowledge of all
parts of leadership and management and where the strengths
and areas for development were.
The biggest impact came from the appointment of the middle
leader coach. There were clear lines of accountability for all
aspects of the framework from the senior leaders but the middle
leader coach provided the ‘soft shoulder’ approach that went
hand in hand with that. Examples were filling information gaps,
leading by example, sharing best practice and providing subject
specific support and individual case support. The following year
the quality of self-evaluation increased and the following year
the outcomes within the self-evaluation went up.
A significant impact on outcomes were from exam meetings
and progress toward target meetings. During the exam results
meeting the subject results are compared to national averages
and other subjects in the same school with the same students.
The sense of accountability within the department is raised and
has an impact the following year. More significant on impact
are the progress towards target meeting. Every Year 11 teacher
meets with the head and goes through their list of Year 11
students comparing their current mock grade to the aspirational
grade. For each child we consider the question ‘could any more
be done for that child?’ We write a list of all the interventions
and opportunities that they could have access to in order to
achieve their full potential.
Results at GCSE and A Level demonstrate impact of the
improvement in Subject Leadership as do the increase in
Teaching and Learning grades. The average judgement for
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Building a Reflective Middle Leadership
Community at Paddington Academy
Kelly Golding, Assistant Principal Leadership and Operations

Focus Area

designed as a reflective tool which provides Middle Leaders
with diagnostic feedback about areas of strength and areas
for improvement, but also a way of finding out, verbatim in
some cases, what both members of their departments, and
line managers, really think and feel about their leadership. This
feedback is contained in 360° reports which are produced for
each Middle Leader.

Middle Leaders are key to the realisation of Paddington Academy’s
strategic vision. This case study focuses on empowering Middle
Leaders to realise their potential and to help deliver this strategic
vision through a 360° reflection process. The 360° reflection
process supports the development of a reflective community
of Middle Leaders by highlighting points of strength and areas
requiring improvement, empowering individuals to realise their
potential, and creating a network of best practice which plays a
crucial role in sustaining ‘outstanding’ leadership within the school.

The data from each Middle Leader’s final 360° report was also
used to support the accountability cycle which aims to:
n Inform department or management targets for the following
academic year.
n Support Middle Leaders in the SEF writing process.
n Inform performance management targets.

Aims and rationale

‘One area where we are convinced the demand exists for
improved support is at the level of middle leadership, specifically
at Department head level.’ (Michael Gove, 2011)
In the context of greater levels of national debate, and a
new focus driving towards the sustainability of ‘outstanding’
leadership, improving training provision for Middle Leaders
became a priority in the school’s development strategy. The
challenge begins with finding where potential exists in Middle
Leadership and creating an environment where individuals
can succeed and thrive. Ultimately, this means striking the
right balance between accountability and support. The overarching aim of the 360° reflection process was to create an
environment where Middle Leaders felt confident stepping out
of their comfort zone and embracing new challenges, but were
provided with appropriate training and support designed to
empower them to succeed.

In order to ensure that the final 360° reports were valued by
all stakeholders and continued to be ‘working documents’, the
reports were used in line management meetings, with areas
of strength celebrated and areas for improvement becoming a
focus for discussion. In addition, a new tracking and monitoring
system was created to guide discussion in line management
meetings and replace the aspects of the accountability cycle
which were considered to be administratively burdensome.

The 360° Reflection Process and
the Academy Community

In terms of addressing the aim to build a wider ‘community’
of leaders, the 360° reports were used to identify pockets of
expertise within the Middle Leadership team. This information
was then used to design a training programme which aimed
to address both the greatest areas of need within the Middle

The 360° Reflection Process and the Individual

In terms of individual support, the 360° reflection process was
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academy where performance could be better’, the SLT felt that
more needed to be done to address in particular the balance
between levels of accountability and support provided to
individual Middle Leaders.
An accountability cycle and Middle Leadership training
programme were instrumental in supporting the school’s
transition to ‘Outstanding’ Leadership. However, after
several years of a successful cycle it was felt that the training
programme and some of the monitoring and tracking processes
needed to be streamlined. Middle Leaders began to see some of
the monitoring activities as administrative burdens rather than
meaningful documents and processes to improve standards.
For example, whilst Middle Leaders would complete marking
reviews and analyse progress review data, once completed the
documents would invariably sit in a drawer rather than be used
to continue to drive progress.
Middle Leaders also felt that training sessions and meetings
delivered by members of SLT to disseminate information about
new school initiatives did not adequately involve them in the
strategic vision. The impact of this was seen in Middle Leaders’
reluctance to participate in training sessions or voice their
opinions in meetings.
While there were pockets of excellence within the Middle
Leadership Team, because of the lack of communication
between the Middle Leadership team members and the lack
of bespoke support from within the group as a whole, it was
realised that this excellence was becoming difficult to translate
and embed across the school.

Leadership community while remaining relevant and valued by
the Middle Leadership team.
These training sessions were planned as collaborative sessions
where best practice was shared within the group, thereby
empowering individual experts and helping to create a community
of collaboration in place of more ‘top-down’ training methods. In
addition, analysis of all of the Middle Leaders’ reports provided
a clear picture of where the greatest levels of performance
variations lay and where the training need was greatest.

Background and Context

Leadership and management at Paddington Academy were
described in OFSTED’s November 2011 inspection report as
‘Outstanding’, stating that ‘leaders and managers at all levels
have a shared and explicit vision for sustaining improvement’.
Indeed, there were a group of Middle Leaders that demonstrated
excellence in all areas of their practice and contributed greatly
to the overall ‘Outstanding’ judgment.
In spite of this, the Academy’s Senior Leadership Team (SLT)
recognised that there were significant levels of variation of
performance within the Middle Leadership Team. Although
Ofsted noted that ‘targeted support is provided to improve
accountability and raise expectations in the few areas of the
20

360° Reflection Process: The Story

requires to succeed. This led to the identification of eight core
competencies which were designed to encapsulate these core
skills, ranging from communication skills to strategic thinking
and curriculum management (see Figure 1).

The first step towards both creating the 360° reflective tool
and streamlining the Middle Leadership training process was
considering the skills and attributes that a Middle Leader

Middle Leader Audit Core Skills

Figure 1

People
Management
Financial and
Facilities
Management

Strategic
Thinking

Curriculum
Management

Core
Skills

Analysis and
use of data

Communication
Skills

Leadership
Skills
Leader of
Teaching and
Learning
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The core competencies formed the basis of the 360° questions
and report, helped make the Middle Leader handbook more
coherent, informed the training programme and guided line
management meetings. They also ensured that Middle Leaders
had greater levels of cohesion between training, accountability,
line management and general support.

was established. This helped ensure the transferability and
objectivity of the 360° tool with a consultant and Middle
Leader at another school piloting the reflection tool. As
a result of the feedback from the project pilot and further
consultation with members of the Middle Leadership Team,
several key changes were made:
n It was felt that the scale based on OFSTED numbering 1-4
was not appropriate to some of the questions being asked. In
these cases a scale comprising strongly agree, agree, neutral
and disagree was introduced instead.
n Confidentiality was a key issue. The use of qualitative data
was to be included and typed as a direct quotation, but were
to remain anonymous.
n It was agreed that questionnaires must be received and
analysed in a secure place, and the subsequent report given
back in a private meeting.

Once the competencies had been discussed within the SLT and
Middle Leadership Team, and approved, the 360° diagnostic
questions were designed. Each competency area formed a
section of the 360° tool and between 3 and 6 questions were
created within each area to flesh out key information about
individuals’ strengths and areas for improvement.
It emerged in discussions with Middle Leaders that they wanted
a multi-directional picture of their leadership skills so the
questions were shaped differently depending on who they were
being answered by, to provide Middle Leaders with a detailed
perspective of their strengths and weaknesses from department
members, line managers and students. The questionnaire was
designed to obtain qualitative and quantitative data with each
question scoring between 1 and 4 (following OFSTED criteria),
and space provided for additional written feedback. Graphs were
produced using the quantitative data to provide Middle Leaders
with a visual sense of their strengths and weakness, and a more
detailed and personalised sense of their colleagues’ thoughts and
feelings was provided through unattributed typed quotations.

With the pilot phase successfully completed, a Middle Leader
meeting was held where members of the pilot phase lead
discussions about the process and any last questions were
fielded. Each member of the Middle Leadership Team was then
asked to select 5 members of their team or direct reportees, as
well as their line manager, to respond to the questionnaire. The
data was confidentially inputted into the analysis tool and the
reports were completed.

The Final 360° Report

The first section of the report analysed quantitative data with
a core skills average that demonstrated skill areas of strength
and areas for development. The data values were reversed; 4
became ‘Outstanding’ and 1 ‘Inadequate’ to ensure a more
logical visual picture of the data. See Figure 2 for an individual’s
core skills overview.

In order to check that the 360° tool generated data which was
useful and could be used to provide a cohesive picture, a pilot
phase of the project was undertaken. Firstly, the project was
piloted in-house with a volunteer from the Middle Leadership
Team. Initial feedback was provided before a second phase
22

Figure 2
Graphs within each core skill were then created with each
contributor to the report being represented. This Graph
showed areas of variation between line management and
department members’ perceptions. Differences of opinion
within departments were also highlighted for example.
See Figure 3 for an example of an individual’s feedback.

Core Skills Overview
Communcation
skills 3.5335
4

Financial
Management
3.5

3.5
3

Curriculum
Management
2.7915

2.5
2
1.5

Strategic
Thinking
3

1

People
Management
2.8

Leadership
Skills
2.84

Analysis and
use of data
2

Leadership of Teaching
and Learning 2.3835
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Figure 3
Comments from all contributors were then
consolidated into the final section of the report and
grouped under each key skill.

Leadership Skills
Department member 1
Department member 2
Department member 3
Department member 4
Department member 5

1) Does your subject leader
motivate you?
4
3.5
3
2.5
2
1.5

5) Do you contribute
towards the
department’s vision
for the future?

1
0.5
0

4) Do you feel valued?

2) A
 re you a
member of
a happy
department?

3) D
 oes your department
work as a team?
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Impact and Outcomes

management meetings. This shift was welcomed by subject
leaders as it reduced the administrative burden of producing
the report but added value to the monitoring process through
discussion. The monitoring system ensured that Middle Leaders
were producing working documents, not simply reports which
gathered dust in drawers.

‘For me the 360 process was a really useful one. It had a direct
impact upon my practice as a Subject Leader; I learnt to listen
to the views and opinions of people I wouldn’t necessarily have
sought out before, especially when it comes to discussing the
vision and direction of the department. It also resulted in the
tightening of procedures and processes, such as the creation
of the handbook. As a community of middle leadership, the
Middle Leaders training has helped to create a more cohesive
unit, whereby subject leaders can talk through challenges and
support one another in their role.’
Paddington Academy Subject Leader

Reflections and Next Steps

Several Assistant Subject Leaders and members of the school
community have requested their own 360° reflection process
since the initial cycle for Middle Leaders began. In terms of next
steps, it seems only right to widen the remit of the project and
offer the opportunity to the wider academy community. To make
this possible we will need to design a more sophisticated method
for collecting the qualitative and quantitative data, creating the
final report and analysing that data.

In 2012 the students at Paddington Academy achieved the best
results since the academy opened; 75% of students achieved
5 A* – C GCSEs including English and Maths, proudly placing
the school in the top 1% for progress nationally. The results
highlighted a reduction in in-school variation and reflected the
greater levels of consistency in Middle Leadership.

In terms of fostering a greater sense of community within the
Middle Leadership Team, we plan to organise an outcomefocused Middle Leaders’ away day that builds on the 360°
reflection process and encourages trusting relationships.

In the following academic year, there was a significant increase
in the Mini SEF judgments made by the Middle Leadership
Team with 90% of Middle Leaders rating their Leadership
and Management skills as ‘Good’ or ‘Outstanding’ compared
to 65% the previous year. Improvements in the accuracy of
judgments were also noted and attributed to Middle Leaders’
increased sense of self-awareness as a direct result of the 360°
reflection process.

We are currently in the process of ensuring that the 360°
reflection tool will help identify potential within the wider
school community and support the development of an
Aspiring Middle Leader programme. This programme aims to
create more capacity in the leadership team by developing a
menu of supportive programmes and a range of development
opportunities, including:
n Shadowing senior colleagues.
n Mentoring and coaching programmes.
n Opportunities for staff to be co-opted into shared Middle
Leadership roles.
n Temporary or supported positions where aspiring leaders can
meaningfully gain the right skills and experiences to develop
further.
n Leadership of short-term projects.
n Targeted training sessions.
n Rotating roles within the school.
n Career pathway planning sessions.

As a result of the 360° reflection process, experts for each core
competency were created from the Middle Leadership Team. This
not only empowered Middle Leaders and instilled confidence in
their skills and abilities, but also, meant that training sessions
were delivered by members of the group creating a culture of
mutual support. In response to the 360° reflection process
meeting time was increased with the introduction of optional
training sessions. The training sessions were then designed
specifically to address areas of variation and development in
the Middle Leadership Team.
A revised Middle Leader Handbook was created to incorporate
the core competencies, this ensured a consistency of approach,
reiterated expectations and accountability but also highlighted
where training was available to support the core skills.
To ensure cohesion and further consistency, the core skills
informed line management meetings and re-shaped monitoring
and tracking activities at Middle Leadership level. Marking
review and lesson plan reports were replaced with a unified
teaching and learning tracker discussed in weekly line

We believe that all individuals have the capacity to lead in
some way, and the 360° reflection process which has been
introduced at Paddington Academy ensures that we are able to
tap into the potential which exists within the Middle Leadership
Team, to create an environment where individuals can succeed
and thrive. We remain on the journey to ensure a sustainable
leadership model that manages talent effectively and develops
the outstanding Middle and Senior Leaders of the future.
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Transforming
Teaching and Learning:
The Paddington 10 plus 3
Katie Gillam, Vice Principal Teaching and Learning
Focus area

Figure 1

This case study focuses on an initiative introduced in 2007,
with the aim of improving standards in teaching and learning
across the Academy. A list of 10 fundamentals of great teaching
and learning, known as the Paddington 10, was developed and
shared with staff with the expectation that these 10 basics of
great learning should be evident in every lesson, every day.
Since 2007, the Paddington 10 have evolved and been used as
a simple and effective CPD tool to drive teaching and learning
to outstanding and create greater consistency in teaching across
the Academy.

Paddington 10 for Staff
1 Learning aims shared with students and referred
to regularly throughout the lesson
2 Key words shared with students and their
understanding checked regularly
3 Connect with an inspiring activity

4

Give the ‘big picture’ – why is this ‘chunk’ of
learning important?
5 Input using a range of purposeful activities with
clear timings
6 Use group work, paired work and individual
reflection and evaluation
7 Use a range of AFL activities to regularly assess
what has been learnt
8 Make success criteria clear to assess for learning
and celebrate success
9 Create a positive environment with high expectations
of behaviour and learning
10 Speak to every child by name every lesson

Context

When the Academy opened in 2006, replacing a predecessor
school, there was a high level of inconsistency in classroom
practice. Although there were pockets of outstanding practice,
in 2007 just 12% of lessons were judged to be good or better,
with 58% judged to be satisfactory.
The Paddington 10 was intended to secure greater consistency,
and to ensure that the key features of best teaching and learning
practice were present in every lesson. Lesson observations were
used alongside the Accelerated Learning Cycle (Paddington
Academy’s adopted model of teaching and learning), and current
educational research to create an inventory of these features.
The Paddington 10 prompted a dialogue around best practice in
teaching and learning for all staff. This focus on learning as our
core purpose energised and informed better planning for good
and outstanding progress.

Over time the Paddington 10 has become embedded in every
aspect of classroom practice. Currently (January 2013), using
the school’s tracking and monitoring systems, teaching and
learning is judged to be ‘outstanding’. Great gains that have
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been made in teaching and learning, and the Paddington 10
remains a constant feature of our practice.
The story below explains how the Paddington 10 has developed
over time into providing a structure, a shared philosophy and
language that puts teaching and learning at the centre of all
that we do.

The 10 fundamentals ensure that:
n Learning aims are shared with students in every lesson
and used with students to measure and signpost progress
throughout the lesson.
n There is a focus on and reference to important key words
so that students use appropriate language in their verbal
and written thinking. This has been an important feature of
developing literacy across the Academy.
n Starting with an inspiring activity students are ‘hooked’ into
their learning, leading to high levels of student engagement
and ensuring a smooth start to the lesson where students are
learning and thinking as soon as they enter the classroom.
n Students know how a particular ‘chunk of learning’ fits into
the ‘big picture’ and why what they are learning is important.
n Learning is the focus of every activity. To ensure that all
learning activities are purposeful, learning is chunked around
our lesson objectives.
n Students experience a range of learning activities and learn
to work independently, alone and with others, and that their
learning will be the result of differentiation and planning by
a teacher who knows them well.
n Learning is checked regularly throughout the lesson and
students are provided with opportunities to build these
checks into their own learning. There is the understanding
that assessment for learning is a thread that runs through
the journey of learning within a lesson.
n Teachers describe what success will look like, so that students
can consider how they are doing, and what they need to do
to improve as they progress. This structure ensures that there
are opportunities to acknowledge and celebrate success in
various ways.
n Positive relationships are built quickly, and often with praise
and success as the key message. As teachers speak to every
student by name in every lesson, this is reinforced so that our
students see their learning as the most important priority of
their teacher and their academy.

Aims

Research shows that teachers are the most important factor
within schools that directly improve student achievement.
Having an effective teacher (as opposed to an average teacher)
can add an extra year’s worth of learning (Dylan William, 2009).
The Paddington 10 is therefore a tool that aims to:
n Improve the quality of teaching and learning across the
academy as every teacher has a greater understanding of
what underpins great teaching and great learning
n Increase the level of consistency across classrooms, leading
to more outstanding learning experiences for students
n Contribute to a learning community of teachers who are
keen to share best practice around the Paddington 10
n Be used to inform and develop CPD across the school (as
research indicates that appropriately targeted CPD has a
significant effect on teaching and learning quality)

The story

Launching and embedding the Paddington 10
The Paddington 10 was launched to staff in 2007 by the
Vice Principal for Teaching and Learning (Oli Tomlinson, now
Principal). Teachers were presented with the purpose and
rationale of the 10 fundamentals.

It was explained to teachers that these were now our 10 ‘musts’
for every lesson as they underpin great teaching and learning.
This increased the level of accountability for teachers to
demonstrate these features in lessons. During the same session
each of the Paddington 10 were modelled to ensure clarity
when transferring training to practice. Lessons had been filmed
to demonstrate to teachers what the Paddington 10 looked like
in practice. The films also demonstrated very clearly the benefits
of ensuring that these 10 fundamentals were in every lesson.
The training provided support for teachers and empowered
them to go away and ‘have a go’ at incorporating them in the
classroom practice.
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The three initiatives ensure that:
n There is a focus on two way flow which reminds teachers of
the importance of student responsibility during the lesson.
n Although teachers work hard in the planning of outstanding
teaching and learning, it is the students who should work
hard in their learning in the lesson, playing the greater part
(70:30).
n The planning of higher order, challenging questions is vital, and
students now expect to have to solve problems with the teacher
guiding their thinking rather than providing an answer. Teachers
achieve this by answering a question with a question.
Teacher training throughout the year was focused on these
three initiatives. By this stage, teachers were confident in their
use of the Paddington 10 and more confident practitioners were
willing to share best practice at INSET. Regular strategies and
ideas were emailed to staff, featured in weekly email bulletins
and Learning Walk highlights related to the Paddington 10 plus
3 were published on a weekly basis.

Following the launch of the Paddington 10, Learning Walks
were established. A member of SLT would visit every lesson on
Learning Walk every day to support great learning and look
for the Paddington 10. Learning Walks therefore provided
a structure through which monitoring and targeted support
could be offered. Learning Walks were used to provide teachers
with feedback on their use of the Paddington 10. They were
also used to identify best practice so that teachers could
share best practice at future whole school INSET. As part of
the launch teachers received rewards for their consistent use
of the Paddington 10 in their practice. The balance between
high expectations, accountability and support, led to high staff
buy-in and by April 2008, 40% of lessons were judged to be
good or better and 53% were judged to be satisfactory. Clearly
progress was being made in improving the quality of teaching
and learning across the Academy.

A peer observation fortnight was also introduced. Teachers were
placed in learning threes and would visit each other’s classrooms
to look for the three initiatives. Every teacher received two stars
and a wish on the use of the Paddington 10 plus 3. Teachers felt
empowered because of the high level of support that was being
given to support them in developing strategies to ensure these
three initiatives were a regular feature.
Weekly teaching and learning meetings were introduced,
where staff could ‘drop-in’ to pick up some strategies that
supported the Paddington 10 plus 3 which they could adapt
and try out in their classroom. On average, 30 teachers attend
these weekly sessions to discuss teaching and learning and
pick up some new strategies. The Monday teaching and
learning drop-ins have helped to create a teaching and
learning community where professionals are supporting one
another in their development.

Plus 3

Although progress was evident, following lesson observations,
Learning Walk feedback and feedback from teachers, it was felt that
alongside the 10 fundamentals, three further features were needed
to secure further good and outstanding teaching and learning. As a
result three features were launched to teachers and the Paddington
10 became known as the Paddington 10 plus 3 in 2009.

Visible, valued and re-visited

The Paddington 10 plus 3 are displayed in every classroom on
an A2 poster in a Perspex frame to ensure they are highly visible,
valued and regularly used.

Figure 2

In April 2011, in order to support great teaching and learning
the school behaviour policy was reviewed, as can be seen in
the behaviour case study. A key aim was to tackle low-level
disruption. The Paddington 10 for students was launched and
is displayed alongside the Paddington 10 plus 3 for staff. This
reinforces the idea for everyone in the community that these

Plus 3
1 P7 (Progress check every 7 minutes)

2
3

Two way flow (70:30)
Answer a question with a question
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are our basic expectations of what great teaching and learning
and great learning behaviour looks like. Students are familiar
with features that should be in a lesson such as clear learning
aims and success criteria and are using the same language as
staff. Additionally, the system provides a reciprocal agreement
between staff and students, clearly stating what each party
should offer the other.

Much of the success of the Academy can be attributed to the
tireless focus on teaching and learning in a positive, mutually
respectful environment where the key aim is to secure the
very best outcomes for our learners. The Paddington 10 plus 3
ensures a consistent approach to teaching and learning across
the Academy. Students quickly learn what to expect in lessons,
and see this as best practice. Students expect to experience a
range of learning activities, to work independently, both alone
and with others. They know that their learning will be the result
of differentiated planning by a teacher who knows them well.
Students expect their learning to be checked regularly, and some
students build these checks into their own learning. Assessment
for learning is a thread that runs through the journey of learning
within a lesson. Our most recent tracking and monitoring show
that 80% of lessons are consistently judged to be good or
better, further demonstrating the impact of our approach to
teaching and learning.

The Paddington 10 plus 3 can also be found in the staff hand
book which is updated and published every year for all staff,
alongside the teaching and learning handbook which has a
number of strategies developed by teachers which support
each of the Paddington 10 plus 3. Teacher planners have the
Paddington 10 plus 3 on the first page and a self-evaluation
tool has also been developed for staff to reflect on their use
of the Paddington 10 plus 3 at the end of each week. Lesson
observation forms have the Paddington 10 plus 3 checklist
alongside the OFSTED criteria and lesson feedback includes
comment on their application.

Next steps

We are committed to improving the independence of our
students in their learning. In particular, a focus on two way flow
reminds teachers on the importance of student responsibility
during the lesson. We have seen an improvement in independent
learning following the focus of PA 10+3 and other appropriate
activities. These include whole staff and departmental INSET,
the activities of our Advanced Lead Teacher with responsibility
for independent learning, and an on-going focus via our other
CPD opportunities. We tirelessly reflect, review and update our
practices and systems, listening to students and staff. We look
forward to the continual development of how the Paddington
10 plus 3 adds value to the progress of our students.

By 2010, the Paddington 10 plus 3 was embedded in our
language and practice, leading to greater consistency across
the school in terms of teaching and learning. Once these basics
were well established, teachers felt more confident in exploring
new ideas and strategies in teaching and learning. Significant
gains were made after this period to take teaching and learning
to outstanding.
For teaching and learning to be outstanding, it is important for
teachers to take charge of their own practice and look for new
ideas to incorporate. This is encouraged at Paddington but we
do take the time to re-visit and reflect on the Paddington 10
plus 3 as it is important not to lose sight of the fundamentals of
effective teaching and learning, and constantly reflect on how
they can be better in our practice. Keeping the Paddington 10
plus 3 visible, giving it value and re-visiting it frequently ensures
that the Paddington 10 plus 3 are a consistent part of our
common language and practice.

Impact/ Reflections

The Paddington 10 plus 3 is now embedded so it is no longer
seen as a ‘requirement’ but it is ‘what we do and believe’
The Paddington 10 plus 3 is both an implicit and explicit part
of teaching and learning at the Academy. It is implicit in that
established members of staff and the student community see it
as part of teaching and learning standard practice. It is explicit
in that anyone who is new to the community is quickly inducted
into the use of the system, which can be clearly explained,
supported and monitored.
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Using Data to Direct and Drive Improvement
Peter Jones, Vice Principal Achievement and Behaviour

Focus Area

grades were A* or A. In Science, 97% of students achieve 2
GCSEs graded A*-C.

In order to secure improvements in outcomes for students,
schools need to be able to measure how well students, groups
of students, subjects and staff are performing. In addition,
schools need to have a clear idea of whether their resources are
effectively targeted in areas where they will have the greatest
impact. Data can play a critical role in this exercise by ensuring
that judgements are objective and factually based. Data can
help to direct improvement by ensuring that the actions of a
school are aiming in the right direction and changing them if
necessary. It can drive improvement by helping to motivate staff
and students and secure accountability. This case study outlines
the critical role of data in securing outstanding outcomes at
Paddington Academy.

The Academy serves a community where students arrive in Year
7 with starting points in English and Maths considerably below
national averages (average KS2 score of 26.0). They leave with
results considerably above the national average (75% achieve
A*-C in E+M versus 58% nationally). We expect all students to
make outstanding progress, whatever their starting point. 94%
of our students make the expected progress (3 levels) in English
(70% nationally) and 91% of students make it in Maths (63%
nationally).

Context

Paddington has made a significant journey from achievement
and attainment that were significantly below average to
significantly above in the space of six years. Our biggest
achievement is the huge increase in the percentage of students
achieving 5 A*-C GCSE grades including English and Maths.
Secure qualifications in the core subjects enable our students
to progress onto further and higher education and to overcome
any disadvantage they may have experienced.
When the Academy opened in 2006, only 18% of students
achieved 5 A*-C GCSE with English and Maths. In 2012, that
figure was 75%. In addition to this, 27% of all GCSE grades
were A* or A, and 64% were A*-B. We have extremely strong
performance in the core subjects: 85% of students achieved an
A*-C in English and 81% in Maths. In addition, 31% of Maths
30

What is Data?

Data is boring: it is a set of raw, unorganised facts that can be
spewed out by a computer. Seemingly infinite and microscopic
variations in performance in all aspects of school performance
can be identified until all sense of perspective and interest
are lost. It is easy to make associations or to assume causal
connections in a darkened corner of the school which can lead
to errors of judgement. When this happens, there is a gap
between the data that a school holds and its impact on the
performance of students and staff. There is often a frustrated
data manager or a senior leader who feels misunderstood or
that he is casting his pearls before swine. It is important that we
never lose sight of the fact that the purpose of a school is not
to generate data but to effect change: a chances graph never
improved a student’s life chances.
Data firstly needs explanation to ensure that staff and students
understand what it means and what it is telling us. It is also
important that we appreciate the limitations of data: sometimes
establishing what the data doesn’t tell us is as important as
working out what it does tell us. The second stage is then the
conversation with either staff or students which finds out the
facts behind the data and which drills down to the class level:
who are the students behind the data? Where are the issues?
Only once these conversations have happened can the data be
validated and meaningful. Often this important stage can be
missed out before the final stage: interpretation. This involves
assessing what needs to continue and what needs to change to
improve performance.

and lacked impact. The first stage of the process towards effective
use of data was to clarify when data should be collected, what
data to collect and how it should be distributed. Because of a
previous confusion about what was being reported, we settled
on a simple system of reporting a current working grade.
We removed any element of prediction of future attainment
as this had been unreliable. We were keen to have a clear
understanding of exactly where our students were currently
at. Under previous leadership, there had been a notion that
students could never go backwards in their reported grade. Like
the reporting in the Soviet Union of the consistent increases
in tractor production, this served a political purpose but was
not helpful where students had received grades that were too
high in the past or where there was a genuine regression in
their attainment. We emphasised accuracy of grades as the
foundation on which better use of data was built.

Why is data so important?

Schools such as Paddington that have secured rapid
improvement in a relatively short period of time often have a
problem when establishing the reasons for the acceleration of
their performance. This arises because the drive and urgency to
make a dramatic shift means that every possible intervention
is tried in the hope that something will work. This leads to two
problems in analysing the reasons for improvement. Firstly,
schools can suffer from a lack of self-knowledge: the actions
that schools say led to their improvement may not actually have
been those that did. Secondly, the problem of survivor bias:
asking successful schools what they did may not actually be
sufficient. It may be the case that schools that have not secured
improvement did some of the same things. Data can help
schools to understand what works, save resources and to build
a sustainable model of improvement.

We decided that collecting data each half-term was important if
we were to monitor progress frequently and to be light-footed in
our intervention. By ‘light-footed’ we mean fast-responding and
dynamic to the identified areas of improvement. We established
tight windows of one week for entering grades for every student
six times a year. In order for staff to ‘buy in’ to the importance of
meeting these deadlines and accurately assessing students, we
had to demonstrate that we were making good use of the data
and there was a purpose to it, rather than simply the creation
of a vast bureaucracy.

Background

Initially, data systems at Paddington were patchy, inconsistent
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The diagram below shows the ways in which data is shared
every six weeks:

Senior Leadership Team

Parents

Students

Actions
Line managers extract information
from data, formulate interventions,
allocate resources and guide
direction of the Academy

Actions
Discuss with child, attend parents’
evening and morning to discuss
direction of the Academy

Actions
Record grades in Learning Guidance
folder and create graphs of progress

Receive data on performance of
classes, subjects and year groups

Receive copy of progress review
and guidance

Given copy of report. Able to see
where they are ranked in year group
in terms of progress and attitude

Dissemination of
data following
Progress Review

Subject Leaders

Heads of Year

Actions
Using data pack, identify
differences between classes/years,
suggest reasons and identify and
implement interventions, investigate
performance of micro-populations

Actions
Using data pack, identify
underachievement, celebrate
achievement, investigate
performance of micro-populations,
identify and implement interventions

Receive data on progress of different
classes/year groups for subject

Receive data including ranked
progress and attitude of year
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Tutors

Receive reports for their group
Actions
Have review meetings with tutor
group to discuss progress, set targets
and monitor

What do we measure?

This can then be further broken down to look at the
teaching groups within the subject at each different year:

We considered it important to have a broad range of measures
of student performance. We measure attainment, in particular
the percentage of students reaching particular threshold
measures such as A*-C or Level 6+, as these are the passport
to the future for our students: they are the pieces of paper that
a university or employer will judge a student on. Equally, we feel
it is important to measure progress: the journey that a student
has made from their starting point. This is particularly relevant
in our circumstance: there are significant differences between
the English scores and literacy levels of our students on entry
to the Academy.

Subject Graph English Year 11
4
3
2
1

After each progress review and following the summer results,
we measure the performance of teaching groups and subjects
in terms of value added. This is calculated by measuring the
grade that a student is at compared to their minimum expected
grade. Their minimum expected grade is calculated by working
out the expected progress from their KS2 score in the subject
or a similar subject, such as English for Humanities subjects or
Science for DT. A subject graph may look like this:
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0
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Mean Progress to Target (Subjects) – Year 11
8
6
4
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-8
-10
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Spanish

Sport Science GCSE

Sociology

RE

Production BTEC

Product Design

Photography

Photography BTEC

Performing Arts BTEC

Media BTEC

Media

ICT (GCSE)

ICT (D:DA)

Hospitality BTEC

History

Health & Social Care

Health & Social Care BTEC

Geography

French

Fashion BTEC

Economics

English Lit.

Drama

Catering

Dance BTEC

Business

Astronomy

Art

Arabic

Science

Business BTEC

-4

Science BTEC

-2

Mathematics

0

English

2
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What do we do with the data?

The subjects identified as critical in August have a critical
subject action plan written by the subject leader which lists
the actions which will be carried out throughout the year to
improve performance. These subjects are discussed every
month in SLT meetings and are supported in every possible
way to improve. Over the last few years, the number of
critical subjects has reduced significantly. One danger is
that, over time, lower achievement could appear in an area
that was previously regarded as highly achieving: this has
happened and for this reason all subjects must be carefully
monitored by the Subject Leader and their Line Manager. The
weekly line management agenda for Subject Leaders has
been standardised to ensure that discussion of achievement
and progress with controlled assessment and coursework is
always discussed.

The old adage that ‘weighing the pig won’t make it fatter’
applies in schools: simply possessing lots of data does not
lead to improvement. It is firstly important to make sure that
there is an investment in training of staff to ensure that they
understand what the data means and how to interrogate
it further. Following each progress review, Subject Leaders
and Heads of Year provide feedback on the data to their line
manager in a written or verbal form. The first step for them
is to check the validity of the data: were the grades entered
accurate? Are there sound reasons for anomalies which are
being addressed? Sometimes it may be that solid interventions
are already in place but they are taking time to have effect. It
is important that the Subject Leader drills down from subject to
individual student level to identify the issues. Interventions are
then proposed to raise achievement further and are checked at
the next progress review to measure their impact.

Accountability, trust and support

High accountability can sometimes be a euphemism in schools for
a culture of blame or a climate of fear. Accountability is not a paper
exercise where judgements are made about the performance of
staff based on a set of figures. So, what happens when a subject
receives a bad set of results? Accountability means sitting down
with the Subject Leader, looking them in the eye and explaining

At the beginning of the year, based on exam performance,
subjects are traffic-lighted. This identifies where the need
is greatest and which subjects are critical. This is based on a
combination of achievement, attainment and residuals:

Subjects highlighted by exam performance 2012

Year 11

Year 12

Year 13

Art
Photography BTEC
Graphics
Media GCSE
Health and Social Care
Travel + Tourism BTEC
Sport BTEC
Spanish
Sociology
Perf Arts BTEC
Resistant Materials
Music BTEC
Media BTEC
ICT
Hospitality BTEC
History
French
Fashion BTEC

Psychology
Photography
Geography
Business
Art
Sociology
Arabic
Biology
Chemistry
Dance
Drama
Economics
English
Film
Further Maths
History
Law
Maths

Photography
Economics
Media BTEC
Psychology
Sociology
Media
Applied Science BTEC
Business BTEC
Spanish
Physics
Music
Maths
Law
ICT
History
Further Maths
English
Chemistry
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Driving student improvement

to them that things need to improve and helping them to achieve
this. It involves unpicking the often complex reasons for poor
performance and placing trust in the ability of the Subject Leader
to address this with support. It does not accept excuses for poor
performance or blaming students, but seeks solutions which
achieve the desired outcome. This process is outlined in our case
study on Subject Leader accountability.
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Data can be useful in helping to motivate students and
providing them with useful information about their progress.
Students receive a report six times a year which is discussed
with their tutor and their mentor. To make the report easy to
read and interpret for students and parents, we colour code
the subjects. Blue represents a subject where the student
is exceeding their minimum expected grade; green that they
are at this grade; yellow that they are within a grade and
red where they are more than a grade below. We make small
cards for Year 11
students
which Bashir
summarise their English B+ Maths A Science A+ Economic
s Bachievement in a Astronomy D French C DiDA
C
small space. One 5A* – C
is given to the 5A*
– C inc Eng & Ma
student and one
Mentor: Miss Darley
to their mentor:

We have a whole-school approach to accountability which means
that everyone, from the Principal to the student, is responsible for
ensuring success and all require support to achieve this. When data
is collected, it is important that there is trust and that staff feel
that they can accurately report the attainment of students without
feeling that unless all students are on track then judgements
will be made about the quality of their teaching and learning.
An example of this can be seen in the Year 11 English graph in
figure 3. It would be easy to make assumptions about the quality
of teaching that the group in the middle were receiving. In fact,
this group were taught by one of the most skilled teachers. We
moved underachieving students into this group to ensure that they
received the highest quality provision. This was an example of the
light-footed approach described below. We encourage subjects to
take a collective responsibility for adding value to students rather
than setting teacher against teacher. Encouraging this collegiality,
where staff are united for a common purpose, means that we can
play to the strengths of staff and share the burden of activities such
as revision classes.

In addition to this, students are ranked in each year group
according to their progress to target. This involves totalling their
progress in every subject compared to their minimum expected
grades. We believe it to be a fair way to judge students as it
takes their prior attainment into account and is not merely a
measure of attainment. Lists of students are then displayed on
the progress board on the ground floor of the school. It means
that every student in the Academy can point to their progress:
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How has data changed what we do?

Light-footedness

Initially, data was used to identify where intervention was
needed most critically within the Academy. There were fairly
large variations in performance that needed addressing and
data was critical in identifying where these were and allowing
us to intervene to avoid disaster. As variation has reduced, data
has been useful in allowing us to measure the effectiveness of
the interventions that we put in place each year. It has become
as important to work out what not to do as it has to work out
what to do. The aim has been to put intervention in as part of
student entitlement early in the school so that it is not needed
to compensate for failings later. Thus data is aimed at reducing
smaller variations at an earlier stage than large ones later. The
table below demonstrates the shift that we are in the process
of making, and the importance of teaching and learning in the
classroom being at the centre of this shift:
Intervention based model
Focus on ACTIONS
Gains made outside the classroom
Focus on key marginals
Interventions as a compensation
Late intervention
Driven by exam technique
All interventions tried and offered to all
Pastoral team at the centre

As mentioned previously, data is boring. Data becomes interesting
when it is transformed into information which is used to engage staff
and students in conversations about learning. It becomes useful
when it translates into actions that impact on outcomes for
students. We would judge the most important quality of a school in
responding to data is to be light-footed. Once an informed judgement
has been reached about what data is telling us, it is crucial that we
respond quickly with actions that will effect rapid and sustained
change. The answer may be in a change of teaching or learning style, regrouping of students, a change of curriculum or an increase in the extra
support offered to students. Proper diagnosis of the problem means
that the treatment is more likely to be effective. It is then important to
continue to measure whether the changes have improved outcomes: if
they haven’t then we have to be prepared to change what we do again
and again. It is in this way that data can direct our work and redirect it
as frequently as is needed.
Sustainable model
Focus on IMPACT
Gains made inside the classroom
Focus on progress of all
Intervention as an entitlement, part of provision
Early intervention
Driven by pedagogy
Interventions targeted and limited to what works
based on the evidence
Class teacher at the centre

Next Steps

An important issue for us is to continue to strengthen moderation
at KS3. Whilst KS4 and KS5 teachers are often very confident in
accurate assessment and are provided with excellent resources
and training by exam boards, KS3 can be forgotten. We have
begun to address this through joint KS3 core subject meetings
where students are individually discussed and intervention
agreed, but this is still in its infancy.
The most important thing for us to do is to continue to keep data
simple and easy to understand. Data is the servant of the teacher
rather than vice-versa. New methods of presenting data should
always replace old ones so that no-one becomes swamped by
too much information which is complicated to interpret. It is also
important to keep doing the things that you know work, the
things that drove improvement, and not to assume that they no
longer need doing.
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Getting the Basics Right:
English and Maths at KS4
Clare Darley, Vice Principal Standards and Ethos

Focus Area

there was a disproportionate amount of attention on the D/C
borderline, but as the outcomes improved, there has been a
shift to maximising progress at all levels.

This case study examines how Paddington Academy has
demonstrated rapid and sustained progress in English and
Maths at Key Stage 4 over the past five years. The steps to
success from the student and staff perspective are analysed,
and general areas of good practice are extracted that are now
being rolled out to other areas of the Academy. The three broad
themes addressed are accountability, visibility and use of data,
and specific intervention programmes.

The Story

We have identified three key areas that have led to the successes
our students have enjoyed over the last few years:
1. Accountability at all levels
2. Visibility and use of data
3. Specific intervention programmes

Context

We believe that success is achievable for all students,
irrespective of their starting points and barriers to learning. At
Paddington Academy, our job is to identify barriers to learning
for individual students, and to dismantle them one-by-one. This
can only be done with the right people in the right places within
the Academy, and a shared belief that success is possible for
everyone.
When the Academy opened, there was an urgent need to raise
standards in English and Maths in order to raise aspiration
and access to opportunities for our students. Too many of our
students were leaving without the ‘golden ticket’ of five good
GCSEs with English and Maths that will allow them to make
good choices about their futures. Our over-riding objectives at
the start of the journey (that remain to the present day) were to
improve teaching and learning and to raise standards.

Aim

The aim was (and is!) to raise achievement in English and
Maths results. The focus shifted throughout our journey; initially
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Department

1. Accountability at all levels

The subject leaders for English and Maths translate their overall
department targets into individual teaching group targets (e.g. a
particular group may need 19Cs and 6Bs and 4As). This allows
the subject leaders to have personalised conversations with
teachers about the students in their class, and their contribution
to the overall department targets, which in turn feed into the
Academy targets. A key driver for these conversations is the
monthly ‘bankers-Wobblies’ meeting. This involves the Subject
Leaders for English and Maths, Assistant Principal for KS4, Vice
Principal for English and Maths, KS4 Success Unit manager and
the Principal. During this meeting every single student in Year 11
is discussed, and classed as one of the following:

Accountability at Paddington Academy is defined thus:
‘Not a paper exercise, but looking a teacher in the eye and
explaining that things need to improve and helping them to
achieve this’.

Across the Academy

Every single member of staff, no matter what their role, is
responsible for their part in the results. This shared responsibility
has been key to our success: it is too big and important a job
to be undertaken by subject teachers alone. We therefore
deliberately include every single member of the school
community in feeling accountable for the results (and sharing
in the successes). For example, we have 180 members of staff
and 180 Year 11 students each year, so every member of staff
mentors a student and is responsible for their results. We match
students to their mentors dependent on need. We have had
really successful mentoring relationships from all teams of staff
across the Academy; our IT support team are particularly good
at Maths mentoring!

Figure 1:
Banked
Wobbly English
Wobbly Maths
Wobbly both

C or above in English and Maths
C or above in Maths but not English
C or above in English but not Maths
Not yet at C in English or Maths

This is based on their current state; it is not an estimation or
prediction of where they will be at the end of the year. This
monthly meeting drives all of the key conversations between
the subject leader and their teams, as it is their responsibility to
present based on current, accurate evidence. The impact of these
meetings is to have a far more joined up approach across the
two key departments. It is often the case that one department
is spurred on for success with a particular student when they
know that they have been banked by the other department.
Indeed, this competitive element is encouraged and made quite
visible. For example, each department office has the pictures of
the students who are banked in the other subject, but wobbly
in their own!

SLT

Every single member of SLT has a role in raising achievement,
and therefore every member of SLT must understand and use
data accurately. This process starts in August each year with the
results analysis prepared by the Vice Principal for Achievement
and Behaviour and continues through the yearly accountability
cycle. There is an agreed format for SLT- middle leader weekly
line management meetings that includes focus on Year 11
achievement with an expectation of student-by-student analysis
of progress. Year 11 progress is on the SLT agenda every week,
and critical subjects are discussed in detail after each halftermly progress review data capture.

Student

The result of all of these conversations is to sharpen the focus on
Year 11s; to ensure that data is extremely current and accurate,
and that all actions are based on the live situation. The frequency
of discussion in line management meetings helps to share the
accountability and to ensure that no student ‘slips through the net’.
It also allows SLT to have meaningful conversations while on duty
and on learning walk with key students.

All of the above measures only work if the students feel
accountable for their own success and feel empowered to do
something about it. Student progress data is shared regularly
with students in their books, through mock feedback, in tutor
time and visibly on displays around the Academy. For example,
the ‘Success Wall’ depicts previous students along with the
grades they gained and the universities they went to.

SLT mentor the critical students in Year 11 and often teach the
marginal groups in English and Maths as well. All SLT are involved in
tutoring either English or Maths. At one point, there was a weekly SLT
Maths lesson on key topics to be covered in mentoring! Over time,
the team has become experts on the requirements for English and
Maths success, irrespective of their own subject.

Year 11 students have a mock results day in December; this
prompts emotional responses that often spur the students on
to work harder in preparation for their exams.
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2. Visibility and use of data
Across the Academy

In order for the whole staff to be accountable for the results,
the data must be accessible to all. Two examples of this are
the half-termly success grid, and the photo walls in the staff
room. The success grid is an attainment grid showing the
current grade for each student in every subject. It is trafficlighted: green if they are C or above, yellow if they are on track
to be at C or above by the end of Year 11, and red if they
are not on track. This is given to every single member of staff,
and training is provided on the use of it for new staff. It allows
mentors to have meaningful conversations with their mentees,
and subject teams to see how well they are performing at a
glance compared to other subjects in the school. It gives a
very clear, visual representation of how well the year group
is performing.
Figure 2: The Success Grid
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A

B

B

A*

11SWI

B

C–

B

11ROS

C

E–

E

11ASL

B

B+

C

B+

A

11ASL

A

A*

A*

A*

A*

11AGA

C+

B–

11SSA

A+

C

11SWI

D

D

B

E

11SSA

C–

C+

B

B+

11ROS

C+

B+

A

A

11SWI

A

B+

11ASL

C

B+

11SWI

E–

F

C

B

Sc Add
Spr2

Ar Spr2

Ar Spr2

Bs Spr2

Ca Spr2

Dr Spr2

EA Spr2

Ec Spr2

B+

B

Fr Spr2

Gg Spr2

RHs
Spr2

D

C+

B–

B+
C

Hy Spr2

B+

U

C
B+

C+

B

B

B

B+

B
B

D–

E

B

B

D

A*

A*

A*

B
B

C

C

A

C

C

B

B

B+
E
D
A*

A

Ab Spr2

A

B

E
A

D
D+

A*

B

A

B+

C–
D
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Department

3. Specific intervention programmes

Students complete mock exams very regularly in Year 11. This
has taken various different forms in different years, depending
on the specific needs identified from the data. For example,
in 2011-12 Year 11s took six Maths mocks in consecutive
weeks leading up to the March sitting. Results were shared
in assemblies each week so that students knew what the
overall achievement of the year group was, as well as who had
made the biggest gains from the previous week. This collective
responsibility for success led to a renewed focus and impetus
in Maths that was necessary at the time. It was interesting to
see Year 11 students on results day in August asking about the
headline figures, as well as their own results; this showed real
collective responsibility, and collective success!

The majority of ‘intervention’ happens in the classroom, and
is driven by the QLA feedback described above. In addition
to this, we have interventions beyond the classroom that are
matched to specific needs and vary from year to year, group to
group, teacher to teacher and student to student. We constantly
monitor whether what we are doing is having the impact that
we want from it and, if not, change it quickly. We call this
approach to intervention ‘light-footedness’, and the key to its
success is the accuracy and up-to-date nature of our data (see
case study on using Data).
Below are some examples of intervention programmes beyond
the classroom. In all of the sessions described, the content is
driven by QLA from mocks.

Each mock is used for question level analysis (QLA) that drives
the curriculum and intervention programmes. Students are
grouped for intervention based on their needs identified by
QLA, and subject leaders use QLA to make choices about key
teaching topics in the lead up to exams. QLA feedback is shared
with students after each mock, so that they can use time out of
lessons to focus on their areas of weakness.

The Success Unit

The Success Unit is the ‘engine room’ for all of the intervention
across the Academy. It is led by two specialists who are
experts in both the English and Maths curricula (neither are
qualified teachers, but both have been trained by supporting
in English and Maths lessons for several years, and are experts
in leading small-group interventions). It is complemented by
a team of tutors, who are usually ex-PA students currently
at university.

An example of the feedback generated by the Maths QLA
spreadsheet is shown here.
Figure 4: Question Level Analysis

The Success Unit delivers English and Maths sessions during
specific lessons (e.g. small group withdrawal from PE lessons,
tutor time, completed BTEC options), as well as homework
club until 6pm every evening which is open to all students,
but is compulsory for those at-risk.

Name: NASSER Dina
Grade: B
Star:
Shifts of Quad
Star:
Plot Quad after expanding
Wish:
Rearrange to Solve Quad for x
Wish:
Rearrange to Solve Quad for x
Student Comment:

Name:
1) I will find
2) I will find

JONES Lilly-Ann
Julia
Mustafe

3) I will find

Rurydi

and Morwa

Holiday Academy and Saturday School

Targeted sessions are run throughout the year on Saturdays and
in holidays, based on a 5:1 ratio of students to adult.

and I will explain Estimate Root 8
who will teach me Solve Neg Quad and Linear

Q5
Q7

who will teach me Solve Neg Quad and Linear

Q7

1) I will do independent work
These types of tools are used to have very effective lessons
following mock exams, in which peer-teaching drives
student learning.
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Residential trips

Every Year 11 is taken on a weekend residential to boost
their learning in one of the core subjects. Groups at different
grades (e.g. target B/A group) are identified for three different
weekends throughout the year, leading up to the three
exam seasons. The weekend comprises of revision sessions
and outdoor activities. The students find it to be inspiring,
confidence-building and extremely useful in boosting grades.
From Friday evening to Sunday afternoon, students complete
over 15 hours of targeted tutoring.

Tutor time literacy and numeracy groups

Two extra tutor groups have been created: one each for English
and Maths. The tutors are the KS4 leaders for English and Maths,
and they are occupied by wobbly English and wobbly Maths
students. The students remain in the tutor group for as long as is
necessary to secure improvement. This results in an additional 90
minutes of subject tutoring per week.

Looking at the department results in more detail shows that
gains have been made across the spectrum.
And in particular, the proportion of students achieving expected
rates of progress is well in excess of National figures. For
example 94% (English) and 91% (Maths) of students made
the expected 3 levels of progress in 2012, 41% made 4 levels
of progress in English, with 51% as the equivalent figure in
Maths.

It is worth noting that none of the above strategies works in
isolation, more that we believe success comes through the
aggregation of marginal gains achieved through a number of
relevant targeted intervention strategies.

Next Steps

Results and Impact

Every year group presents a new challenge; we will never feel
that we have mastered English and Maths achievement!

The headline results demonstrate the rapid and sustained
progress that we have secured in English and Maths.

We are implementing many of the strategies used in KS4 into
KS3, in particular through core subject meetings (similar to
bankers-Wobblies) and the use of a KS3 Success Unit. Over
time, we have found that the reliance on ‘central’ intervention
has decreased as departments have become more skilled and
accountable for the delivery themselves. So our model changes
yearly, and will continue to do so.

Figure 5: GCSE headline results from 2006 to 2012
2006 2007 2008 2009 2010 2011 2012
%
%
%
%
%
%
%
18
25
38
34
62
69
75

5 A*-C
Inc. M&E
5 A*-C 27

36

71

87

94

99

99

The shifts described above are leading to a more sustainable
model, which is decreasingly reliant on ‘plugging the gaps’
at KS4, and increasingly focused on students making better
than expected progress at all steps in their journey through
Paddington Academy.

Figure 6: GCSE English and Maths results from 2008 to 2012
2008 %
English
A*-A
A*-C
A*-G

2009 %
Maths

English

15
42
100

51

44
99

2010 %

2011 %

2012 %

Maths

English

Maths

English

Maths

English

Maths

12

10

29

19

32

20

31

50

75
100

70
100

81
100

73
100

85
100

81
100
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Behaviour: From Practice to Policy
Laura Wells, Assistant Principal KS4

Focus Area

The inspection team made the following comments regarding
students’ behaviour and attitudes to learning. ‘Most students
are very proud of their Academy and the improvements they
see. Almost all say they enjoy learning, find lessons interesting
and try hard. Students are generally considerate towards
each other and to those who work in the Academy. While a
small number of parents express concern over the behaviour
of students, behaviour seen during lessons was always at
least satisfactory and often good. Students move around the
building sensibly and considerately. Where levels of supervision
are lower, a small minority of students are less considerate;
this is being addressed by staff. Students and staff report that
behaviour has improved significantly and is continuing to
improve. They say this is because the Academy is developing an
ethos which values personal responsibility and because of the
effective system of rewards and sanctions to raise expectations.
Inspection findings verify this’.

This case study describes the development and implementation
of a whole school behaviour policy at Paddington Academy.
In some schools, there is a dichotomy where behaviour
management is concerned. There is a theoretical behaviour
policy in the staff handbook issued to new staff and Ofsted
inspectors which sits in contrast to the practical policy that is at
the heart of day to day interactions in the school. It was vital for
us that the behaviour policy we developed was one that actually
worked in practice and for this reason the very last stage in the
process was actually writing the policy! This case study does not
outline an innovative, ground-breaking idea or pioneering new
approach. It is a story about developing something personal
that matches our values and ethos, ensuring that it works for our
unique school community and having the confidence to adapt
over time in response to changing demands and circumstances.

Aims

A great deal of work had gone into raising standards of
behaviour since the Academy opened and the Senior Leadership
Team (SLT) felt that the next step to improving behaviour was
to introduce a new whole school policy that allowed for greater
clarity and consistency and involved members of staff at all
levels across the school.

The DfE (2012) report states that schools with a high proportion
of students who are eligible for free school meals generally
have poorer standards of behaviour. Ofsted also state that
‘characteristics of pupils showing challenging behaviour include
those with Special Educational Needs (SEN); those joining the
school at times other than the usual admission points; pupils
being looked after by a Local Authority, pupils with poor
language and social skills.....and those from disadvantaged
neighbourhoods’ (Ofsted, 2005).

The Story

In order to develop an effective policy, a behaviour working
party was established. This group was made up of ten members
of staff with a range of roles across the school. Together, they
considered the schools ethos and values and discussed what
the key principles of the policy would be, developed a list of

These are all characteristics of students at Paddington Academy
and in 2009 the Academy was inspected by Ofsted and both the
behaviour and the school overall were rated as ‘satisfactory’.
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possible ‘rules’ or ideal behaviours and mapped out suggestions
for rewards or sanctions in response to possible behaviours.
Following a consultation process with the SLT, the following
documents were created:
Firstly, we outlined the key principles of our approach to
managing behaviour. This was critical to ensure that any
policy developed was in keeping with the Paddington
Academy ethos.
n The Academy recognises the importance of teaching the
behaviour that we expect from students. Our behaviour
management is based around the idea of assertive discipline.
We expect students to behave appropriately and we teach
the behaviour that we expect at all times and recognise and
reward students who do the right thing. Students control their
own behaviour; it is the role of the Academy to manage it.
n All student behaviour has a consequence: either a positive
one for correct behaviour or a negative one for incorrect
behaviour. We aim to be consistent in our response to
students and to implement the policy in a fair manner.
n Students are dealt with in a consistent but not necessarily
uniform manner. We do not operate a ‘tariff’ approach to the
use of the sanctions. Where a sanction is applied, appropriate
consideration will be made of aggravating and mitigating
factors in each circumstance. We would aim to use the least
intrusive sanction possible to achieve justice and correct
poor behaviour.
n All students are equal in value. However, students do not have
equal starting points and the behaviour policy is designed to
be responsive to the disadvantage or needs that students may
have and to lead to improvement in behaviour over time.
n The behaviour policy at Paddington exists to regulate student
behaviour and to lead to a consistent improvement in behaviour
at the Academy towards the aim of students self-regulating their
behaviour and becoming self-disciplined young adults.

Paddington Academy 10 for Students
1
I am a resilient learner – I always try my hardest and
learn to the best of my ability
2
I do as I am asked, the first time I am asked.
3
I am always in the right place at the right time doing
the right thing.
4
I am a reflective learner – when someone is speaking,
I always listen and give my full attention.
5
I always have the right equipment for my lesson (pen,
pencil, ruler, rubber, books, PE/dance kit).
6
I always look smart and am ready to learn (correct
uniform, no chewing, no swinging on chairs, no mobile
phones, headphones or iPods).
7
I am responsible for my learning and the learning of
others – this means I work well independently and
with others.
8
I respect others.
9
I take pride in my work including the presentation of
my work and exercise book.
10 I keep my hands, objects and inappropriate comments
to myself.

Secondly, we created the ‘Paddington 10’ for students. At its
core, the Paddington 10 is a list describing ten positive student
behaviours, conduct and attitudes to learning that all students
and staff use all day, every day. This was devised not only
to lay out basic rules, but to go beyond that and set higher
expectations of student behaviour and encompass all of the
characteristics of an excellent Paddington student. The ten
statements are phrased in positive language as the expectation
is that students will follow these guidelines and behave well. It
was also designed to mirror the Paddington 10 for staff, a list
of ten crucial components of an excellent lesson, as explored in
the Teaching and Learning case study.
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Finally, we established a rewards and consequences chart to
show possible rewards or consequences that students may
receive for particular behaviours. In lessons, teachers use
visual aids on the board, writing student names beneath
happy and sad faces to explicitly show what level students
have reached with regards to rewards or consequences was
developed. Adherence to the behaviour policy is logged on
SIMS (the Academy’s management information system) as
those who reach a positive ‘P3’ or negative ‘C3’ will receive
a corresponding positive or negative SIMS which can be seen
easily by the SLT and Heads of Year and are tracked weekly.
This allows pastoral staff to be systematic and proactive in
their approach to intervening with students causing concern.
It enables them to warn individual students about negative
behaviours and to change their behaviour before they receive a
consequence. Any student receiving a consequence has to stay
behind at the end of the school day, reflect on their behaviour
and reconcile their behaviour with the teacher who has logged
it. Other forms of warning and discipline are also contained
within the policy for more serious incidents ranging from one
hour detentions to phone calls or letters home. The Paddington
10 is also used to reward good behaviour allowing staff also to
focus on the positive and to reward students who consistently
do the right thing but which, elsewhere, may go unnoticed
or unrewarded. Such behaviours include perfect attendance,

positive contributions and consistent work in lessons and wider
activities. Rewards range from positive postcards to merit badges,
Learner of the Week, reward trips and acknowledgement at the
annual Awards Evening. It has been recognised that students
respond best not to material rewards but to positive recognition
and praise. The Academy has therefore developed a positive
culture of success where students are proud to wear badges on
their blazers and love a phone call home.
Once the policy had been developed, the next step was to share
it with staff, students and parents. The charts above were printed
in poster form and put up in every classroom, placed in student
planners and sent to parents. A series of assemblies followed, to

Paddington Academy Rewards
At Paddington Academy we believe in encouraging and celebrating good work and behaviour through constant and consistent
positive recognition.
Reward
Given for
When?
Positive Sims
Positive work, effort/contribution in lessons
At any time by class teachers
Prizes and certificates for most tutor group and
individual positive SIMS
Positive Postcards
Consistently positive work, effort/contribution in At any time by class teachers/subject leaders
lesson
Badges
Participation
At any time by teachers in recognition of
participation in clubs or special events
Learner of the Week Postitive work, effort/contribution in lessons
Weekly nominations. Certificate given in assembly
and published in newsletter
Learner of the Term Most frequently nominated student in one term
Certificate at end of each term in assembly and
published in newsletter
Learner of the Year
Consistent work and effort all year
Certificate and gift voucher at end of year assembly
Attendance
100% attendance and punctuality
Bronze, silver and gold awards at end of year
assembly
Rewards Trips
For students with 0 negative SIMS and excellent
End of school year
attendance and punctuality throughout year
Awards Evening
Effort and achievement in each subject area
Annual evening event for winners and families
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outline the new policy and focus on each of the Paddington 10 to
clarify expectations and share positive examples of students around
the school demonstrating these characteristics. The Paddington
10 became part of the home-school agreement with new Year 7
students and a critical part of their induction to the Academy.

minor adjustments were made, for example, chewing gum and
lateness were deemed to be automatic ‘C3’ behaviours and some
concerns were raised about the behaviour of Year 8 boys. Staff
wanted greater follow up with these students for C3 behaviour,
such as disruption in lessons. An assembly was held with these
students and a system of daily follow up was introduced, where
initially the Vice Principal and later the Head of Year, spoke to
any students who had received a negative SIMS for rudeness,
disruption or refusal to follow instructions and ensured that an
apology to the teacher and a consequence took place the next
day. This was extremely effective with students and very popular
with staff. Staff begun to ‘buy in’ to the system of recording SIMS
because they could see the daily follow up, they started using the
policy more rigorously and recording SIMS more frequently. This
system was then rolled this out across all Key Stage 3 students
and when Year 9 moved into Year 10 we continued to keep up
this practice.

The policy was launched with staff through a whole staff training
session which was very practical and focused on discussion
about how the new behaviour policy would be applied in
various scenarios. In order to make the policy as effective as
possible, it needed to be high profile with students and used by
all staff to ensure a consistent approach. Staff were asked refer
to the Paddington 10 in conversations when correcting student
behaviour, and to use the policy in every lesson, including using
happy and sad faces on the board in all Key Stage 3 and 4 lessons.
Implementation of the policy was then monitored carefully by
the SLT through learning walks, feedback from Heads of Year
and Student Support Mentors and the tracking of SIMS data.
Any inconsistencies were addressed through conversations with
members of staff or tweaks to systems and processes. It was
only following this implementation that the actual behaviour
policy was written to ensure that it was a true reflection of what
actually happened in practice and was a useful document for
any visitors or new members of staff.

More recently, as behaviour has improved, the focus has shifted
to higher-order learning behaviours and attitudes. For example, in
September 2012 we turned to focus on improving the quality of
student language and communication. One of the core values of
the Academy is that ‘the street stops at the gate’ and students are
expected to communicate in appropriate and formal language
and to avoid using words that may offend others; this links to
the Academy’s anti-bullying strategy and helps to ensure that
students are adequately prepared for the world of work are able
to form effective relationships with others.

In April 2010, we asked staff and students for feedback on the
policy and a group of interested members of staff met with the
Vice Principal to make suggestions for improvements. Some
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Impact

Paddington Academy was re-inspected and judged ‘Outstanding’
by Ofsted in October 2011 and inspectors highlighted the
Academy’s behaviour initiatives as particular strengths. In
their report, they said that ‘the Academy is extremely effective
in supporting and guiding students in their choices of how to
behave’. From talking to students, inspectors concluded that
students ‘are proud to be part of the Academy community,
behave well and show high levels of respect for each other,
adults and for the Academy community’.
A survey was carried out in March 2012 to evaluate the
impact of the policy and provide further recommendations for
improvements. 300 students and 80 staff from across the school
were surveyed and follow up interviews took place with small
groups of students and individual staff members. The results are
shown in the tables below.

Student Questionnaire
Statement

% of respondents selecting each response
Strongly Agree Agree
Disagree
29
62
10
24
66
8
13
57
18
25
42
24
8
50
25
35
50
9
1
14
65

I behave well in lessons
I have a good attitude to learning and work hard
I like the school behaviour policy
The behaviour policy is clear and easy to understand
When I misbehave, the consequences are usually fair
Adults have high expectations of my behaviour
The behaviour policy focuses more on rewards than
consequences
All adults use the behaviour policy in the same way
4
Since the introduction of the new behaviour policy:
My behaviour has improved
19
My attitude to learning has improved
17
The behaviour of other students has improved
9
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Strongly Disagree
0
3
11
12
17
6
19

31

51

14

65
69
49

15
8
32

1
3
10

Staff Questionnaire
How would you rate
the following?
Students’ behaviour generally
Students’ attitudes towards their learning

% of responses
Outstanding
5
42

Good
63
53

Requires Improvement Inadequate
35
0
3
4

Please read the statements below
Strongly Agree Agree
Disagree
Strongly Disagree N/A
and select the most suitable
response for you.
PA takes a positive approach to
48
53
0
0
0
managing behaviour
The policy sets high expectations of
53
45
3
0
0
student behaviour
The school behaviour policy is clear and
42
58
0
0
0
easy to apply
There is a greater focus on rewards than 19
24
38
16
3
consequences
The behaviour policy is applied
3
32
47
16
2
consistently by all members of staff
The behaviour policy is effective in
27
65
8
0
0
managing behaviour
61
5
0
3
I have the authority as a member of staff 32
to challenge and deal with negative
behaviour
I feel supported by the leadership team in 29
66
3
2
0
dealing with challenging behaviour
These statements are about how behaviour has changed since the introduction of the new behaviour policy
last April. If you were not at PA last year, please select ‘N/A’
Please read the statements below
% of responses
and select the most suitable
Strongly Agree Agree
Disagree
Strongly Disagree N/A
response for you.
Students’ behaviour has improved
33
49
9
0
9
Students’ attitudes to learning have
30
49
12
0
9
improved
The overwhelming finding from both the surveys and interviews
was that the behaviour policy is having a positive impact on
student behaviour and attitudes to learning. The students that
were interviewed commented on the clear, positive wording of the
Paddington 10 rules and that they liked seeing the posters up around
the building so that teachers could remind them of the rules. There
were comments made by both students and staff, during interviews,
that they liked the clarity of the staged approach to warnings,
consequences and rewards using ‘the C1,2,3 system’ as it allows
a sense of certainty and predictability. The students appreciate the

system of rewards and consequences as one student explains: ‘I like
getting positive SIMS but I also like the fact that teachers give you
warnings if you do the wrong thing so you know you are doing the
wrong thing and you can put it right before it gets serious.’ Another
says: ‘You know that if you do the wrong thing teachers won’t let it
go but also if you do the right thing they recognise it.’
There were a few areas, highlighted in questionnaires and
interviews, where improvements could be made to make the
policy more effective.
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Both students and staff feel that there needs to be a greater
focus on rewards. This was also the most common area to
be commented on by students in both questionnaires and
interviews. It is therefore necessary to develop a more explicit
rewards structure as part of the behaviour policy in consultation
with students and communicate this clearly to both staff and
students. This process has already begun with members of the
Junior Leadership Team (JLT) working with members of SLT to
develop Bronze, Silver, Gold and Diamond awards that students
can work towards. The Senior Leadership and pastoral teams can
support this further by taking greater notice of good behaviour
or students who have received positive SIMS. Positive SIMS
could also be more widely celebrated, through assemblies and
other high profile events such as pizza parties and celebration
evenings.

different members of staff and across student groups needs to
continue to take place, for example through learning walks and
lesson observations. Any specific individual inconsistencies need
to be addressed through dialogue with members of staff whereas
any widespread inconsistencies may require modifications to the
behaviour policy or whole staff training. Greater training on the use
of the behaviour policy, particularly as part of the induction process
for new teachers is also essential.
In addition, the Academy is working to develop student
leadership further so students have an input into developing
the policy and working to improve behaviour so that it is as
applicable in the corridor as it is in the classroom. This will include
building the ability of students to be more self-regulating in
their behaviour, communicating more effectively and becoming
better independent learners, whilst still relying on the behaviour
policy as the framework for this to happen. A move to focus on
these higher order behaviours is the next stage in the ongoing
journey to becoming better!

Staff and students spoke about the need for even greater
consistency in the application of the behaviour policy. Regular,
explicit monitoring of the application of the behaviour policy by
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Managed Moves:
The grass IS greener on the other side
Yassamin Sheel, Assistant Principal for Inclusion and KS3

Background to managed moves

“Everyone is here because they have a strong sense
of social justice: that all children deserve an excellent
education, that all children can achieve and that there are
no barriers that can’t be broken down to achieve success”
Oli Tomlinson (INSET January 2013)
Principal, Paddington Academy

We have all been in this scenario; we really don’t
know what to do with Billy Bloggs. You have tried
all the interventions outlined below. However, the
presenting behaviour/s are just that… still PRESENTING!
We use the following interventions:
n Staged reports – Tutor, HOY and SLT
n 16 week Pastoral Support Plan
n Internal Mentoring – peer mentoring and key work with
qualified staff
n A minimum of 12 internal counselling sessions delivered
by qualified staff prior to referral to external agencies.
n KS3 Learning Support Unit with a re-integration
programme
n Internal and external exclusions
n Referrals to external agencies such as youth inclusion,
community mental health, social services, family
interventions programmes
n External short term respite at the pupil referral unit
n Short or longer term external therapeutic intervention
– full time

Oli Tomlinson’s opening address to staff at the January INSET
2013 encompassed why people come and work in an inner city
school and in particular this Academy. There is a strong sense
of community and inclusion at Paddington Academy which is
evident when you walk around the school.

Focus Area

This case study will focus on how we achieve an excellent
education for all our students, no matter what the presenting
issues may be. No matter what the starting point, outstanding
progress is achievable by all. There are no limits, no short-cuts
and no excuses.

Context

A ‘managed move’ could be a solution; this is a process
whereby schools can work with their local authority to
place students at another school for a fresh start. The
process is ‘managed’ because there are detailed protocols
to follow these may be different depending on where you
are in the country as each local authority produces their
own guidelines based on good practice outlined by the
DFE. In order for managed moves to work successfully you
need to follow these protocols to the letter and be patient.

The profile of our students represents the diverse inner-city
population of our area. Our school community reflects an
extensive range of ethnic backgrounds, cultural inheritances
and language and learning needs. The nature of our diversity
varies year on year reflecting the dynamic nature of the
community we serve. The Academy draws the majority of its
students from the Queen’s Park ward. Nationally this area
is ranked among the highest 5% in relation to social
deprivation factors.
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The Academy works with other secondary schools on a regular
basis to ensure that managed moves are undertaken in a fair
and transparent manner. This is facilitated at a regular Secondary
Principals’ meeting where a standing item of discussion is
pupils without school places, hard to place students and any
students deemed to need a fresh start at another secondary
school through a managed moves process.

Billy is one type of student who has been given every
opportunity but there is another type of student who in all
intents and purposes has already been written off as they have
been permanently excluded. Their misdemeanours are deemed
too great for them to have a ‘conventional’ managed move.
These students such as student B in the case studies will need
to be re-integrated back into a mainstream environment via the
Pupil Referral Unit (PRU).

To manage this process in Westminster each school contributes
to the salary of a Partnership Co-ordinator. Positive relationships
between schools are imperative and it helps that this person
is trusted by all schools to work for the best interest of the
family and the receiving schools. This partnership with other
Westminster schools allows students such as Billy to have
a fresh start at another school or an alternative provision
provider. The Partnership Co-ordinator will also chair a pastoral/
inclusion meeting for all Assistant Principals and Middle
Leaders in Westminster where these students are discussed and
appropriate support identified.

Within Westminster we have also used the managed move
process to move students who are unhappy within their home
school and have with their parents been requesting a managed
move to another school.
If however, a school feels that a mainstream environment is
not the right place for then they can apply for a managed
move to a PRU and this must be coordinated by the local
authority once the application is received. You would still
need to have the express permission of the parent for this move
to happen.

What does the process involve?

The process can be a lengthy one but you must follow whatever
protocol is set out:
n meeting with parent/child to broach the subject
n discuss with your local authority/Partnership Coordinator
(depending on your local authority managed moves protocol
process)
n complete necessary managed move paperwork and E-CAF
n ensure the parent/carer has signed all paperwork and has
a copy
n arrange meeting with the new school
n Making sure that you have briefed the student – it’s just like
a job interview. They need to be honest, the new school has
their file!
n ensure the student is educated by you whilst the start date
is agreed
n ensure you take the family to the interview at the
new school
n agree a start date and review date
n ensure a keyworker visits the student at the new school to
ensure they are “fitting in”
n dual register the student during the trial period
n at the review meeting ensure that all parties agree to a
full time placement at the receiving school. You cannot move
a student without the express permission of their parent/
carer.
n in Westminster all managed moves between schools are
initially on a six week trial
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In the last 3 years we have received 12 managed moves and
transferred 7 students to other Westminster Schools.
Figure 1
2009 – 2010 2010 – 2011 2011 – 2012
Managed
moves in
Managed
moves out

4

4

4

2

2

3

The numbers above are just that: numbers. Who are these
students? Why were they sent to Paddington Academy? Was it a
successful move? What about the students who left Paddington
to move to other local schools? Have they had the fresh start
they needed?
It works within Westminster because of the relationships
we have with all the other secondary schools. This has been
long journey and it has been cultivated by the Partnership
Coordinator. We have a shared vision of what inclusion looks
like and a clear understanding of what type of student should
have this opportunity – especially if it is for behaviour reasons.

on the needs of each student. In the case of student A when he
initially started as he had transferred from our local authority
KS3 PRU he was placed in our Learning Support Unit (LSU) with
a supporting package. This meant he was in some mainstream
lessons, and provided with a key worker who would support
him through the transition process and in some lessons that
were taught in the LSU.

Student A

Student A is an Afro-Caribbean boy living with his Grandmother
who raised him since he was 5 years old. He was at a local
secondary school and started there in Year 7. He had a pretty
mediocre beginning to his secondary career and describes
himself as “not being perfect, but not that bad”. He had been
on the usual report and had some interventions put in place.
However, his relationship with staff was starting to deteriorate
towards the end of his first year and he commented that he felt
judged by staff even when he was not involved in any wrong
doing. A common thread to all the students I have worked with
on managed moves is their ‘perception’ of feeling judged and
the importance of trust based relationships.

At the end of Year 9 he participated in the options process
and entered Year 10 with reduced support from a key worker.
Initially it was a culture shock moving to another school and
adapting to their rules, but when asked why it worked for him
at the Academy he felt it was down to relationships with staff
and the opportunity of a fresh start. He felt that he was not
being judged.
He is now in our sixth form with 11 GCSEs at A* -C.

At the start of Year 8 he was involved in a serious fight with
another student to which he was initially excluded and then
sent to the local pupil referral unit on a six week trial. This
was extended to 12 weeks whilst his home school looked at a
managed move.

“It’s been hard but worth it because I am a better person
for the opportunities I have been given here. When I was
in Year 8 at my other school everyone kept saying you are
not going to make it to Year 11, if you behave like this”,
“I have proved everyone wrong and I am very satisfied
with that people believed in me and listened to me at
Paddington Academy”

The home school approached the Partnership Co-ordinator
who in turn approached the Principal of Paddington Academy.
The key to a successful managed move is to treat everyone
differently and to have a bespoke intervention plan depending
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Student B

He is now on course to achieve 8 GCSEs at A* – C at the
end of this academic year and wants to stay on in the school
sixth form.

Student B is a currently in Year 11 and it’s amazing to see
what a ‘fresh start’ can do for a person. He lives with mum and
younger sister within half a mile of the school and is of African/
Afro-Caribbean heritage.

His advice to schools interested in accepting a managed
move is:
n “Don’t judge a book by its cover, I don’t look like I am happy
but I am”
n “Everyone can change”
n “Sometimes a fresh start is a good thing for everyone”
n “Not all schools are the same: maybe a kid is just not suited
to that school”

When asked how he came to attend Paddington Academy
through a managed move, he said “I was in the wrong place
at the wrong time and it cost me my education… a permanent
exclusion to me meant it would damage my education, and I
was really upset about it. I wanted to study for my GCSEs like
other children and I was worried I had messed this up”.

He felt that through his experiences he had learnt some valuable
lessons. He would advise others that they should value their
education. He is a positive role model for others who are going
through the same issues.

Student B was a Westminster resident in an out-of-borough
school who had been permanently excluded and sent to the
KS3 PRU. Student B attended the PRU for 3 months and for him
it was a hard dose of reality. He said when he first attended
the PRU he realised it was not the same as his mainstream
school. He quite clearly believed that schools were not just
about education but for those other skills you develop as you
work with large numbers of students and other adults. He
felt socially excluded by being separated from his friends and
other students.

Student C

Student C is of North African heritage and lives with his mother
and siblings within half mile of the academy. His was a complex
case as when the Academy was originally approached to admit
him via the managed move process he was in a Youth Offending
Institution (YOI) and awaiting release.

Like student A, he was managed via the Learning Support Unit
(LSU) on his trial whereby he had some mainstream lessons, a
keyworker and LSU intervention groups. By the end of the Year
8 summer term he was in normal mainstream lessons.

All agencies involved with student C held a strategy meeting to
discuss his re-integration back into a mainstream school and for
a risk assessment to be completed. He had not been excluded
from his previous school but the victims of the crimes he had
committed were also students there.
He was managed closely by his HOY and our KS4 Success
Unit which provides tailored support delivered by two
student support mentors who meet the needs of individual
students and help with homework, coursework and preparation
for exams.
Student C found it difficult adapting to life outside of the
YOI and was initially returned to prison for breaking his
release conditions.
When he returned to the Academy mid-way through Year 11 he
was again picked up by the KS4 Success Unit and he worked
towards his GCSEs. He attended all interventions classes that
are provided for students at the Academy and with the excellent
support of his social worker and the youth offending team he
achieved 5 A*-Cs including English and Maths. He is currently
on an apprenticeship programme and is still being supported
by other agencies.
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Student D

Managed Move to Alternative Provision

Student D was excluded at the end of Year 8 for an incident
of verbal abuse to a member of staff. She returned to school
at the start of Year 9 but followed a full time learning support
programme with external CAMHS intervention included in
her timetable. In Year 7 and the start of Year 8 she was not a
concern in terms of her behaviour or emotional well-being. By
the end of term 2 of Year 9 she was involved in a fight with
another student in her year group which alienated her from
others within the school.

Moving a child onto an alternative provision such as a PRU will be
a harder decision to make for some students. We currently have a
student for whom we do not think a managed move to another school
would be in his best interest or the rest of that school community. As
discussed before, for managed moves to be successful they need to
be based on good relationships. When you cannot definitively say
that a student will be fine moving for a fresh start to another school,
the only option is to negotiate a managed move to the PRU. In this
case the PRU have requested that the Academy also provides a trial
for one of their students at the same time.

Student D was not born in the UK travelling here when she
was nine from Eastern Europe. She lives with her mother, stepfather and younger siblings. Her relationship at home was quite
fractious and the school supported her mother by making a
referral to Social Services and CAMHS. However, even with the
support the school provided increasingly through Year 9 she
was unable to maintain relationships with others in the school.
After discussions with her family it was decided to go for a
‘fresh start’ to another school. It took one month before she
finally started at another school. The managed move process
undertaken properly takes time.

Next steps

The new tri-borough network which now encompasses
Westminster, Kensington & Chelsea and Hammersmith & Fulham
allows us to extend our provision for managed moves to all
alternative provision services as long as the student being referred
is suitable for this placement. This allows parents to have a wider
choice of provision services, whereas historically in Westminster
we have had limited opportunities for sound referrals to offsite
alternative provision providers. We still need to investigate if the
managed moves process can be extended to schools within these
boroughs. A decision is still to be made as to whether managed
moves will be extended to tri-borough schools.

During her six week trial at the receiving school she was still
presenting some issues. The school agreed to take her on a full
time basis. She is currently in Year 10 and both mother and
daughter are happy with the move and the changes it brought
to their relationship.

We need to work with other local authorities such as
Brent and Camden to strengthen our links with their social
inclusion departments.
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Choosing Success at Key Stage 4
Maria Demetriou, Assistant Principal Curriculum
Focus Area

Three years ago we found that our Key Stage 4 results showed
high in-school variation with some subjects gaining national
and above national results whereas others were well below.
Some students lacked the enthusiasm and commitment to the
subjects they had chosen and either dropped out of the course
or did not show the same commitment to some of their option
subjects that they did with others and consequently did not
achieve their target grades in these subjects.

The focus of this case study is to reflect on the process of
preparation, advice, guidance and support given to Year 9
students prior to and during their Key Stage 4 Options process.
In our experience students fall into three categories- those who
are very clear about the subjects they want to pursue, those
who have some idea and with the information and guidance
given are able to make appropriate choices and the smaller,
yet significant, group of students who have very little idea of
the courses they want to pursue and lack the confidence, selfesteem and self-awareness to choose subjects.

We wanted our students to be successful and fulfil or exceed
their potential so we asked the questions:
n How could we develop the Options process so that all
students are successful in all the options subjects they take?
n How can we develop a curriculum offer that meets the needs
and interests of the students in the intake for any given year?

Aims & Rationale

We wanted to ensure that students of all abilities had the
appropriate knowledge and understanding of the courses and
pathways available to them in order to make the right choices
to succeed at Key Stage 4, and continue into Key Stage 5 with
the appropriate qualifications. Closely linked to this is our
belief as an Academy that we support all our students to break
down any barriers that stop them from having high aspirations,
and for all our students to be successful learners who achieve
highly. Our success as an outstanding school is underpinned by
our ethos that nothing stops learning, there are no barriers to
success and that no matter what the starting point outstanding
progress is achievable by all.

One of the ways we addressed this was to review the process
leading up to the time when students made their choices in the
Spring Term to ensure that students were making the informed
choices which supported them in being successful at Key Stage
4 and beyond.
Parental engagement in the process is vital so we had already
decided that a ‘one off’ Options evening where subjects
promoted their courses to students and their parents for a
brief amount of time had little impact. Many of our parents
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could not attend evening functions, the information gained on
these evenings was minimal and we already have curriculum
information evenings for each year group, subject afternoons
and mornings and parent forums embedded in our calendar.

Additionally, in order to gain an initial idea of all students’
interests we have recently introduced a general introductory
assembly at the beginning of the Autumn Term, and using
ActivExpression software all Year 9 students indicated the four
subjects they would want to pursue in Year 10.

What we did

Each year group is different in their attainment, their levels of
progress, needs and interests and we feel it is important that
the curriculum offer is flexible enough to meet student needs.
To this end we have undertaken a curriculum audit through
interviews with Year 9 in the Autumn Term prior to the Options
Process beginning. A cross section of students was interviewed
in order to gauge:
n Their interests
n Understand how best they learn
n The subjects they enjoyed most and least and why
n Learning activities they enjoyed the most and least and why

Once students’ feedback is gained, SLT discuss the findings and
its implications for the curriculum offer in line management
meetings with their subject areas. Using the information the
Senior Leadership Team put together a curriculum offer and
blocking that supports all students in making the choices best
suited to them and in which they have shown interest.
This is followed up in January when an intensive Options
process begins. Two tutor periods a week are dedicated to
completing a range of activities preparing students to making
their choices. Year 9 Assembly each week focuses on the
courses offered at Key Stage 4. Subject leaders and students
taking their subjects present to Year 9 on what the course
entails and the kinds of activities they will be involved in. In
addition to this Year 9 students are given the opportunity to
attend taster sessions in subjects they have not previously
studied such as Astronomy, Business, Media, Sociology and
Economics. Rather than a one off ‘model lesson’ students sit
in on a Year 10 class for 20 minutes.

Students were interviewed in three current attainment groups;
those with Level 5 and above, Level 4 and Level 3 and below.
The interviews were qualitative 25 minute discussions with the
Assistant Principal interviewing and listening to feedback while
answers were scribed by another adult. This proved beneficial
as it is impossible to retain all points made in a 25 minute
interview with ten students.

An Options booklet with information on all courses is distributed
to students and one is sent home so that vital conversations
with parents and carers can take place throughout the process.
A series of activities that support students in understanding
the information are also used. Copies of the booklet are held
in the library and with the Careers and Guidance Team, and
students are encouraged to ask questions and independently
seek information to benefit their selection. We also decided to
introduce entry requirements for certain subjects such as the
Humanities GCSEs and Triple Science GCSEs and made these
entry requirements known to the students and their parents
at the beginning of Year 9. This gives borderline students
something to aim for during Year 9.
Using the data we have on the year group students who may
struggle are identified for individual conversations about the
choices available to them.
Small groups of identified students are seen by the Academy’s
careers and guidance team allowing them more time to ask
questions and gain further clarification in a supportive setting.
Additionally, the Assistant Principal Curriculum supports the
tutor groups throughout.
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The process culminates in a series of interviews held between
the student, their parents and a member of the Senior
Leadership Team. Identified students with specific needs are
interviewed by the Learning Support Team. These interviews
take place over a series of four evenings and all students
in Year 9 have a ten minute interview that is completely
personalised to the students’ needs. Throughout the Summer
Term students are given opportunities to change their subjects
through an interview with the Assistant Principal who also
involves their parents.
Week Beg.
October
November
November

December

January
January

January

January
February
February
February
March
March
March-July
September

Activity
Year 9 Assembly
Curriculum Audit-Interview groups of Year 9
Course information request to SLs (Subject Leaders)
-Meetings with SL re curriculum
Meet with re alternative provision/update on Options process
Meeting with Careers, Head of Year and Inclusion to discuss Year 9 students’ needs and to identify students
for a) off site provision, b) EAL Option c) Basic Skills Option – literacy needs
Investigation of courses to meet student need
Requests from SL re Assembly slots/taster lessons/lesson shadowing
Options LG (Learning Guidance) booklet updated for use in tutor time
Option Blocking reviewed
Wed. Year 9 Team Meeting to discuss Options process with tutors and Head of Year
Course Booklet 2011-12 put together/checked
Tuesday 1st ‘options’ lesson tutor time (making choices)
Wed. Introductory assembly
Subject Assemblies/taster sessions begin
Year 9 issued with Course booklets
Informal interviews/talks with identified off- site students begin
Wed. Assembly
Informal interviews/talks with identified off- site students continue
Wed. Assembly
Letters home to parents re Options interviews
Yr 9 Reply Slips returned and interview times set
Students allocated for interviews
Year 9 student/parent Interviews begin
Year 9 student/parent Interviews continue
Students absent interviewed throughout the week
Year 9 options entered
All option choices on system, students with clashes re-interviewed
Students given confirmed option choices
One to one interviews with students wanting to change subjects
Applications to change subjects (First two weeks)
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Impact

Finally at the beginning of Year 10 all students have a two week
window to make any final changes to the choices they have
made. If they wish to change they complete an ‘Application to
Change Subject’ form which is submitted and discussed with
the Head of Year and parents.

The greatest impact of our Options courses is evident in our
results at Key Stage 4. Students have been successful across
the curriculum and attained high grades in all their subjects,
our exam analysis and RAISE online data shows that we do
not have any significant in-school subject variation and that we
have made significant progress in more subjects than in previous
years. In 2010 five option subjects were significantly lower than
others and in 2012 there were three subjects. The drop-out rate
from courses in Year 11 has fallen and all students who attend
regularly have followed their option courses to completion.
As students’ attainment at Key Stage 4 improves the wider
their options are Post-16 and we have a higher proportion of
students succeeding at Key Stage 5.

The student interviews held in the Autumn Term enabled
us to find out their interests, how they learned best as well
as inform us of any adjustments to the curriculum offer that
needed to be made. Having an excellent curriculum is nothing if
it is not delivered well. Our outstanding teaching and learning
programme is the key to success and student feedback about
their learning experiences has also benefitted our development
in this area.
As a result of our audits we have introduced new subjects such
as Economics, Photography, Hospitality, an alternative provision
Nurture Group, and fast track pathways beginning in Year 9. The
Key Stage 4 provision is wide and covers subjects for extending
students such as economics and Astronomy and also provides
opportunities for alternative provision – hair and beauty and
horticulture. The audit also informed the blocking which allowed
the majority of students to choose the subjects they wanted.

Our Ofsted report, October, 2011 states that students’ learning
‘is supported well by an inclusive curriculum that is tailored to
the needs of individuals’ and is promoted ‘through the excellent
curriculum which uses the knowledge and expertise of staff to
best effect, and is frequently reviewed to match the needs and
interests of students.’

We were also able to identify those students who were not sure
about any subjects and set up interviews with our Careers and
Guidance team to support them further.
The assemblies and taster sessions allowed students to gain a better
understanding of the subject and gave them the opportunity to
talk to Year 10 students who have chosen the subject.
The tutor period sessions have allowed students to ask
questions and gain information over a period time. Also as a
result of our interviewing process we have consistently had a
100% parental turnout which has proved beneficial in giving
students and their parents an opportunity to have an informed
discussion about the courses they will follow in Year 10 and in
some cases allowed students to rethink some courses chosen.
Students in Year 10 have given us feedback saying that they
have found the process beneficial in supporting them with
their choices, that they have felt informed and guided and have
understood what has been expected of them. ‘I wouldn’t change
anything I made the right choices and enjoy my subjects.’ ‘I
think we had a lot of help with the subject we didn’t know
and you answered all our questions.’ ‘It was good that I could
change my subjects after the interview because I didn’t really
want to do what I chose.’
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Evaluation

Alongside this, robust data and knowing our students well is
also key. By giving students in Year 9 opportunities to listen to
Year 10 students and having conversations with them about
making their choices has been helpful in giving another voice
to our guidance for students to choose subjects they enjoy
and are interested in rather than those that their friends are
studying. As a result increasing our offer of taster classes
and implementing these earlier in the year is an area
we addressing.

The curriculum offer at Key Stage 4 cannot be seen in isolation
to students’ experiences prior to them making their choices.
The better we become at raising standards and providing our
students with consistent outstanding teaching and learning
experiences at Key Stage 3 and by making sure students
have accurate information, guidance and support the more
successful we become. We need to remain flexible. The
implementation of entry requirements for certain subjects,
reliant on attainment in the core subjects, has supported
our students’ commitment to having high aspirations across the
curriculum.

Even though the proportion of students changing their minds
throughout the summer term and at the beginning of Year 10
is reducing, we continue to listen to our students and their
parents to respond to this challenge. However, whereas this
may be time consuming for those involved, we may have to
remain flexible enough to make these changes so that students
follow courses that are right for them, rather than have a cutoff point earlier on.

Undoubtedly listening to and involving the students and their
parents in the process has been beneficial to our success.

Next Steps

We are currently having a debate about how the government’s
consultation on the curriculum will affect our curriculum offer.
We currently have 18% of students opting to follow the EBacc
compared to 10% who have achieved the EBacc in 2012. Even
though we have seen some increase in the numbers of students
opting to study History this has not been the case in other
EBacc subjects. Do we introduce the EBacc for all even though
this is not where our students’ interests lie? Do we remove
entry requirements for some subjects so that any student can
choose any subject regardless of their attainment at Key Stage
3? Our view is that that students should have the opportunity
to study the EBacc subjects if they wish, but should not be
coerced.
As our Student Voice programme develops we will also be able
to gain feedback earlier and respond as required to implement
changes. It is our responsibility as educators to weigh up what
is best for our students and what suits them, against any
changes or reforms to the curriculum nationally. However, at
the same time we must be careful that any choices made in
Year 9 do not restrict students in any way when they move on
to post 16 education and beyond.
Making choices at 14 is the first step in an on-going
process of decisions our students will make that will impact
on their future chances and opportunities, and as such it is
our duty to ensure that students and their parents have access to
all the information and guidance available to them, continually
raising their aspirations and challenging any barriers to success.
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EAL at Paddington Academy:
A school where EAL is a priority
Rachel Hingston, Head of EAL and SLT Link for Parents and Community

Focus Area

history teacher. I was, though, empathetic to the needs of the
students at our school.

This case study will look at the challenges of setting up a
department, implementing change and examine the growth
and development of this department over time. We will look at
the factors that drove the setting up of the department, how
and why took the shape that it did and why it is so successful.

Why is empathy important? I think empathy should be written
into the job specification for every teacher. It is particularly crucial
in a school where students have a high level of need, whether
that is EAL, SEN or their economic or social background. My
priorities were then to look at what our EAL students need.
Many were coping well; they were born in the UK or had been
in the UK for some or all of their primary education and whilst
being bilingual (or in some cases multi-lingual), English was
their ‘language of education’. The most support that these
students need is monitoring and an awareness and inclusion
of their cultural background and that their vocabulary and
grammar may need more development than a student who
speaks English as their first language. The groups that needed
immediate support were students who were new or recent
arrivals who were at an early stage of learning English. Equally,
these students were making huge adjustments not only to
language, but often social, economic circumstances and some
had varying levels of previous education and literacy in their
home language.

Background and Context

For the first year there was no EAL department. EAL was
supported under the umbrella of the SEN department. The
background of students at Paddington Academy has always
ranged from between 75 and 80% EAL and in addition to
this, it is a community that has a high level of transience. For
example, in the last six years it has admitted between 50 and
75 casual or in-year admissions every year.
By Year 2 of Paddington Academy it was clear that operating
without a defined EAL department was inadequate. Many
schools function without a separate EAL department, but this
is generally because the number of EAL students in a school is
relatively small. This was clearly not our case. The main issue
with having EAL and SEN as one department in a school which
has both high numbers of EAL and SEN students is that EAL
is the area where support suffers. This is, in some respects,
inevitable as SEN is a statutory area and therefore this need
can take priority. Further, it also can get left behind in terms of
training, monitoring and as a consequence, staff awareness. If
you have on average a cohort that is 80% EAL it is vital that
staff awareness is high. As a result, I was asked to set up an EAL
department. The main specification for the job was empathy. I
knew very little about EAL other than from the perspective of a

Approach and Ethos

It is notable that because of my lack of in-depth knowledge of
how to set up and run an EAL department that we developed
one of the approaches in which I think the EAL department
is outstanding; to work out what each student’s need is and
then respond to it. As a result, the department was initially
and has remained highly flexible and personalised – what we
do has changed every year around the core of students who
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need our support on the basis that students must feel safe,
happy, confident and able to learn and make progress. What
support is provided depends on a student’s level of English,
their educational history, their academic ability, their social
need. For example, we have had students who have arrived
from Somalia with no previous education who will need one
to one support, EAL intervention class and in-class support in
every year they are at Paddington Academy and others who
have arrived from Egypt who have studied English as a foreign
language who need social support and EAL support for their
first year and are then very independent. Similarly, we have
had students who have arrived and who are well supported
in their first one or two years, but who are so motivated and
very able that they have not needed as much support beyond
this. For example, one student who arrived here less than
three years ago has just been offered a place at Cambridge.
And she is not the first. It’s worth mentioning this as it’s
important never to make any assumption or base any support
on a generalised notion of how quickly or well a student
may progress.

to talk about school, both here and from their home country
and to talk about and express their feelings about moving to
the UK. It has also been very helpful in introducing students to
each other in order to build friendships.
Similarly, the EAL break and lunch club is made up of students
from all year groups, as is the EAL Stage One class. We also run
EAL trips altogether from all years. It has been lovely to watch
students support and make strong friendships across all year
groups. We have also found that when students have moved
on to the Sixth Form that they frequently offer to work with
younger students at tutor times and after school as volunteers.
There is little that is more rewarding than to see a student who
arrived at our school speaking no English helping a younger
student with their homework two years later.
The EAL department is a cohesive and supportive team where
each member brings their own areas of expertise, experience
and personal qualities. EAL staff have their own areas of
responsibility, for example, three members of the team
additionally teach Arabic, Bengali and Portuguese, one member
is responsible for the new arrival induction programme and so
on. All EAL staff are allocated individual students to monitor;
this could involve working with them in homework clubs or
making time to do some one to one reading with them. We make
decisions together, we discuss students on a daily basis, we are
open to each other’s ideas and we are proud of the fact that we
are all doing the best that we can to support the students. At
the same time, members of the EAL team work diversely across
the school as tutors, assistant tutors, in additional duties and
clubs (for example, one EAL LTA also helps run the Film Club
with an English teacher).

There are lots of factors which can impact an EAL student’s
level of progress – students who are from an Iraqi background,
but who have been educated in, say Sweden, tend to make
quicker progress than a student who has arrived directly from
Iraq. This is because the demands of learning a new script place
an additional burden on a student who reads and writes in
Arabic as opposed to Swedish. The differences in educational
experience can also play a role here too.
How well they settle, adjust to living in London and make
friends are often significant factors in the pace of progress. As
a result, the EAL department monitors new students closely,
ensures that they have buddies and that staff are well-informed
of their arrival and need. We also have an EAL break and lunch
club open daily to all students. We operate a completely open
door policy so that students never feel that they cannot come
to us for help and support. In addition to this, we also have
a class which runs at tutor time once a week with the school
counsellor and me for vulnerable students; students who we are
concerned may not settle well or students we know have come
from a background of crisis. For example, we have had students
who have been left with relatives, fled to England without their
parents from a war-torn part of the world, have had difficulty
making friends or appear unhappy at having moved to London.
This group does not run when we do not have students who
need it, it is put in place when we have any students who appear
to be struggling to cope or look like they might struggle. The
focus of this group is to allow students a quiet, supported space

Casual Admissions – The Process

How we know about students and how this is disseminated
is the vital first step in ensuring the success of new arrivals at
Paddington Academy. Each new student is interviewed by the
Head of Year and then all information is passed to me. I test
every new student, whether they are EAL or not, and this gives
me an opportunity to spend time with them and assess their
level of need. This also gives me a good chance to reassure all
students who are about to start here. Once every student has
been tested for EAL stage, SEN tested (for reading and spelling
ages, PATOSS), and CATS, this information, together with
information about the cultural and background information is
sent to all staff by me in the same format. I make sure that
they have buddies and any additional support that they need
and then monitor their progress in terms of academic progress,
attendance, behaviour and a general sense that they are happy
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option of taking the EAL iGCSE in Year 12) and in-class support.
We have a high retention rate into Year 12 for EAL students.

Awareness and Teacher Development

There are two factors that are key here: one, teachers must
have relevant information about the students and two, they
must have access to training. From this perspective, not only do
I provide all the information about new students, but I also am a
teaching and learning coach for teachers. This serves a number
of important functions.
Firstly, I am able to provide training to both experienced
and new staff as part of their induction. Secondly, I am in a
position to offer on-going training in differentiation to staff.
Furthermore, I believe that the fact that I am a good teacher
and coach for teaching and learning means that the status
of EAL is high. This may seem like a small point, but I would
argue that student support teams can sometimes be seen as
non-teaching departments. It also means that I am involved in
discussions about teaching and learning and am part of that
area of the school.

an settled in for at least a year. Monitoring by me will extend
beyond a year if they are an EAL student who needs support.
I liaise with Heads of Year and Subject Leaders to make sure
that they are on the correct timetable and have settled in as we
would hope.

Further, I am always available to talk to staff about planning
for EAL students and I frequently make resources for
teachers and departments when asked. I have written a
handbook for staff and an EAL resource guide with examples of
differentiation. This makes a difference to the support that EAL
students get – EAL is a priority, differentiation is an expectation.

In this way, it is not possible for any student to be overlooked and
for all students to have a personalised programme of support in
place for them as long as they need it. Further, this is also affected
by what year they join Paddington Academy – if they arrive in Year
8, one programme of support is necessary, if they arrive in Year
9 or 10 then an entirely different programme of support will be
needed. This includes the provision of EAL in option blocks, both
for one to one support to allow more time to complete, say BTEC
coursework or additional Maths and a focused EAL option to
deliver EAL intervention with the opportunity to sit the EAL iGCSE
if appropriate. As a result, EAL students here have made rapid
progress and become happy, settled members of our community
very quickly. In this sense, the EAL department demonstrates that
it must be both pastoral and curricular – it must look after the
social and cultural needs of students as well as endeavouring to
support their academic progress.

This once more raises the importance of the profile of the
EAL department. It needs to be high. Its scope must be
encompassing. In this way, we are pastoral – we help to make
sure that EAL students feel safe and happy. We support the
Head of Year teams to ensure this. We support parents and
offer ESOL and mother tongue courses to parents. We act as
interpreters for parents during phone calls, at meetings and at
parents’ events. We make sure that our display celebrates and
reflects the cultural and linguistic diversity of our community. We
offer our own curriculum to deliver ESOL so that students learn
English as a foreign language and offer a GCSE in this subject.
We support the curricular output of the school by supporting in
class and training teachers. I deliver the English and Humanities
curriculum to Year 7 EAL students. As subject leader for EAL, I am
involved in Year 6, Year 9 and Year 12 transition – at important
moments in the lives of students. I look after and monitor all
new students. I help prepare for public exams and do all the
access arrangements for EAL students. We have regular visits
to our department from other schools to discuss EAL provision,
both from within United Learning and outside it. If you have

Equally, I currently teach the EAL and SEN groups for English
and Humanities in Year 7 so that these students receive a
high level of differentiation and personalised learning in two
subjects which are more demanding in terms literacy. Further,
it has been useful for me to be part of the Year 6 and Year 9
transition process so that I can ascertain what the EAL needs
are in Year 7 and Year 10. I also provide support into Sixth Form
for students who remain here; an ESOL group (again with the
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a cohort that is 80% EAL this is what it takes to ensure every
student is supported.

Student Support

The EAL department is separate to the SEN department, but
communication is also vital. If your EAL students make up 80 %
of the school and SEN 60% then it stands to reason that some
of those students will be both EAL and SEN.
As a result, there has to be much shared discussion of appropriate
intervention and support which may include the referral of
EAL students for meeting the Educational Psychologist, home
language testing and shared support.
From this perspective it has been important to acknowledge
that in-class differentiation that supports EAL students also
supports SEN students for different reasons. For example –
visual cues and resources, writing frames and sentence starters
and key word mats. Significantly, where key word resources
are concerned, they are often helpful to students who have a
fluent grasp of English – bilingualism can restrict the breadth of
vocabulary or more commonly lead to confusion about how to
use the word correctly beyond knowing its definition.
In the same way, good communication is also needed with the
Child Protection officer, school counsellors, parents and the
school nurse. Effectively, it is necessary to act alongside year
teams, as a curricular department in our own right, providing
student support across all subjects and delivering staff training.
Furthermore, one belief that is embedded in how we operate
is that even though the teaching is different in small groups
for EAL intervention, we should deliver the same quality and
follow the same teaching and learning and behaviour policies
as any other department in the school. This, I think, is significant
because if we offer guidance to teachers on how to support EAL
students, we must be seen to employ it ourselves and if we are
teaching then we must be seen to be subject to the same rigour
as every other teacher.

non-EAL students and perform significantly above EAL students
nationally.
However, it is important to avoid complacency – every year brings
new students with different needs and the EAL department will
have to retain its flexibility to meet them. We could focus more
on the reading and vocabulary of students who have developed
fluency in English. We know that we can support students who are
learning English. What more can we do for those who have made
progress, but still need support with vocabulary and reading? What
more can we do for parents? EAL is a growing area nationwide,
so what more can we do to support other schools that are not as
fortunate in having the large team and resources that we do? We
can build and always do better than we are currently doing. We can
build on the foundations of our success.

Next Steps

This department did not happen overnight. The first year was
focused on organising support and identifying needs and
responding to them. The second year entailed expansion and
development in response to eighteen students coming in to Year
11 with no English. In 2009, the EAL department was judged to
be outstanding by an external reviewer and has gone on to be
judged to be outstanding in subsequent reviews and by Ofsted.
We are incredibly proud of what we have achieved because it
has meant that the students are successful as a result. In this
year’s RAISE Online data EAL students continue to out-perform
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Procedure for Casual Admissions:
Figure 1 – Before students start:
Admissions Officer invites parents/
cares to interview with Head of
Year after discussion with Key Stage
Assistant Principal.

Admissions Officer sends email to
Head of Year, SEN admin, Assistant
Principal, Head of EAL and SENCO
re: interview, name and DOB.

Student is interviewed by HOY and
application form is sent to Head of
EAL. Students are asked to return
on Monday following interview for
testing at 9am.

Head of EAL writes new student
email to all staff so that everyone
is aware that new students are
starting and has opportunity
to make changes if needed
and prepare.

Head of EAL draws together
information from application form,
testing, Cultural and Language
survey, discusses suitable tutor
groups and buddies with HOYs,
looks at timetable options.

Students complete CATS tests,
an EAL assessment, Cultural and
Language Survey, reading, spelling
and PATOSS tests on Monday and
Tuesday following interview. Referrals
made to SEN, Senior Leadership
Team, subject leaders if needed.

Head of EAL passes application forms
to MIS to create timetables and put
student information on SIMS.

Students are asked to come in at
8.15 on the following Monday
in school uniform and wait at
Reception for Head of EAL to start.

MIS passes folders with information
and application forms back to
HOY. Head of EAL applies for exam
concessions and organises EAL
support where needed.

New Student arrives at Reception
on Monday following testing at
8.15 ready to start school and is
picked up by Head of EAL.

Students with an EAL need are
allocated intervention and / or
induction groups.

Students attend their lesson if they
are settled and ready. (EAL Stage 1
students are kept in EAL for longer
if needed).

Student/s are taken to EAL Room
and they are given student diaries
and timetables.

Students say hello to their HOY
(if possible), Assistant VPrincipal
and Principal.

Students are invited to spend time
in EAL at break and lunch if they
feel nervous – buddies are directed
to bring them up if they ask.

Students spend time going through
main aspects of diaries and have
their timetables explained. Students
colour code their timetables with blue
and yellow.

Students meet their buddies.

Head of EAL checks that new
students are settling and flags
up issues where needed. Head of
EAL calls home with interpreter to
make sure parents are happy. New
students are asked to complete a
new student survey after 6 weeks.

Figure 2 – When students arrive:
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Whole School Voice:
Making use of ActivExpression software in
order to listen to every student’s point of view
Chris Nash, Assistant Principal Learning
Focus Area

Rationale

This case study describes and explains the new direction
Paddington Academy has taken in Student Voice. Whilst
maintaining, and even extending, both our school councils
and Junior Leadership Teams, we have also begun surveying
our entire cohort of students (1,170 students, across seven
year groups) on key aspects of their school experience, focusing
largely on issues related to students’ personal and social
welfare.

Schools measure their success in many ways: exam results, Ofsted
inspections and external plaudits. And while these are clearly
sources of great value which can generate improved morale
and may well influence the school’s aims and development
plan, the SLT at Paddington felt the need to dig deeper into the
value placed on different areas of school life by the students
themselves. Up until this point, whole school surveys had been
sporadic and limited to collecting feedback on particular areas
and issues, such as the KS3 curriculum or the destination for
end of year reward trips.

Context

Paddington Academy serves an inner-city area of high social
deprivation and it may be the case that in some such communities,
young people feel marginalised or disenfranchised. Student
voice is even more important in such a context as it forms a
part of a wider social inclusion where students recognise the
power that they have to change their own and other’s lives.
In keeping with our ethos of ‘no excuses’, we do not allow
Paddington students to be apathetic: we insist that they have
a voice and that they both share their opinions and play a
role in decision making. This involves seeking out all views
and engaging with both assenting and dissenting voices This
project indicates a step towards enfranchising our students in
their learning and therefore encouraging their steps toward a
greater independence. In short, Paddington is an exceptional
school, made up of exceptional students and, as such, we need
an exceptional model of Student Voice. This was an opportunity
to guide that Student Voice beyond the traditional models of
School Councils and focus groups.

Equally, most Student Voice up until this point had relied on
traditional methods of collecting opinions: the School Council
representatives discussing issues with their tutor groups and
feeding their views back to the SLT or on extrapolating the student
body’s views from small focus groups. Of course, both of these
systems are entirely justifiable and should not be seen as tokenistic
in any way; indeed, they allow for a real dialogue between staff
and students and encourage us to delve more deeply into students’
views and opinions. Their limitations though troubled us: neither
could ever be anonymous and so would always be influenced by
the presence and character of an interviewer, and both relied on
extrapolating from sample groups, which in the case of the Student
Council could never hope to be representative. Since student
councils so often are made up of confident speakers and students
who are elected with the desire to have their opinions heard, we
feared that the more difficult and silent majorities were not being
listened to.
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To this end, the work being done by Nicola Palmer, Assistant
Principal at Accrington Academy, allowed us to implement
a new model using innovative hand-held ActivExpression
technology which would allow us to simply and regularly ask
the same questions of all of our students. Firstly, and crucially,
this would mean that we would be hearing each and every
student’s opinion, and sometimes the most critical voices would
prove to be the most important. Secondly, it would enable us to
ask the questions regularly and therefore track and measure the
impact of our policies and programmes as well as interrogate
differences between year groups, gender, and times of year. And,
lastly, the system would be anonymous, allowing for far greater
honesty and integrity of the data which it would generate.

already being used at Accrington Academy, the set of questions
and format used by OFSTED on the Parent View website, and our
own questions relating to Teaching and Learning, behaviour, and
the Learner of the Week programme.
Three initial questions serve to warm the students up, to act as
a test of accuracy and enable us to compare year groups, as
well as across gender and eligibility for Free School Meals:
n What year are you in?
n What gender are you?
n Do you have Free School Meals?
The answers are multiple choice and with this sort of holding
data, we are also far better able to track the results from year to
year but also keep the data confidential and anonymous.
The answers to the next thirteen questions are also multiple
choice but are four part:
n All of the time, Most of the time, Some of the time, Never

It is worth noting at this point that the same data could be
generated through the use of IT suites and an online survey
generator, but that this setup has the distinct advantage of not
relying on booking out IT rooms, and enables us to survey 200
students simultaneously.

For the purposes of our first and general analysis, this can be
broken down into All / Most / Some equating to a ‘Yes’ and
Never resulting in a ‘No’, whilst allowing for much finer analysis
where necessary. Questions cover areas such as the following:
teaching, behaviour, safety, bullying, pride in school, feeling
part of community:
1 Are you happy to come to school?
2 Are you proud of your school?
3 Do you feel part of the Paddington community?
4	
Does the school help you to achieve the best that
you can?
5 Do staff explain to you how to improve your work?
6 Is teaching at this school good?
7	
Is behaviour good in classrooms / the corridors /
the playground / the sixth form area?
8	Do you think that problems are dealt with quickly and
fairly?
9 Do you feel safe in school?
10 Do you feel the school deals well with bullying?
11	If you have a problem, do you have an adult in school who
you could go to for help and advice?
12 Do you think teachers are interested in your views?
13 Do you think the school offers you a lot of extra activities?

The Story

As an SLT, we devised, argued over, agreed upon and finally refined
a set of 25 questions which we wanted to ask our students. These
were based on a combination of the ‘benchmark’ questions

The next four questions are Yes / No:
1	Can you see a photograph of yourself up somewhere
in school?
2 Have you ever received a Learner of the Week certificate?
3 Do you regularly attend an after school club or activity?
4 Have you been on a school trip or visit this year?
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The questions above are designed to correspond to aspects of
the school’s ethos and policies: our aim is to celebrate success
(and especially good learning) at every opportunity; to offer
meaningful enrichment and extension opportunities; to bring
out ‘the best in everyone’.

and discussed at a dedicated SLT meeting with action points
and responsibilities agreed upon. Student focus groups and
members of the Junior Leadership Team (JLT) and School Council
are shown samples, comments are discussed and suggestions
and decisions made. In particular, the data is shared with HOYs
who use it as key way of evaluating their work with their year
group.

The final two questions asked are perhaps the most useful and
most anticipated by students and staff alike. The answers are
open to text comments:
1 What is the best thing about Paddington Academy?
2 What is the one thing we could improve on?

Follow up assemblies are then scheduled within a fortnight
where all key headlines are shared back with the students and
all the issues raised are responded to, sometimes with further
questions asked. We are careful to answer each and every issue,
but to make it clear that the answer to some requests has to
be ‘no’, and at that point we may need to explain and make
transparent our decision making process.

With these questions decided upon, we schedule a series of
assemblies for each year group. Students file into the hall in silence
and collect an ActivExpression handset on their way to their seat.
Some initial instructions have proved necessary for new students
but most of our students are familiar with the ‘gadgets’ from their
lessons. Students sit in silence in Years 7 to 11 but are permitted to
discuss their answers if they wish in the Sixth Form. The importance
of honest answers and reassurances of anonymity are given at the
outset and the questions are shown in advance before a time limit
of fifteen minutes is set. In the lower school, the assemblies are
led by the Assistant Principal with responsibility for Student Voice
but, again, in the Sixth Form, the assemblies are led and organised
by students from the Junior Leadership Team. In both cases, some
guidance on what constitutes useful, constructive comments
is given. The questions are then launched and are set to be selfpaced, allowing the students to work through in their own time;
the wireless software can register up to 200 handsets at any one
time. Once these are registered they can be re-used for each cohort.
With the questions asked, the data is compiled, presented

This cycle is repeated twice each year, usually in November and
June.

Outcomes

The results of these assemblies make for fascinating and
compelling reading and always provide a very challenging view
of the school, but two important caveats apply to the data
set. Firstly, that this is a record of students’ perception rather
than reality. For example, it quickly became clear that not all
students were aware of rewards being given as ‘Positive SIMS’
on the school behaviour database when the two data sets
were compared; this resulted in displays of the rewards being
given to individuals and tutor groups to ensure that students
were made aware of just how positively behaviour was being
rewarded. Secondly, the data captured records a moment and
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not a definitive standpoint – variations were observed in the
nature of comments given on different days and at different
times of day.

they truly value!
n As mentioned previously, the greatest (and often most
entertaining) data comes from the open text questions at
the end of the question series. The first question generates a
huge amount of goodwill around school and between staff
and students. The students’ positivity, gratitude and warmth
is surprising, unprompted and can be quite overwhelming.
It has been a delight to be able to pass comments and
thanks on individually to praise-starved staff and to begin
training meetings with thanks and praise and wonderful
descriptions of the school from the students themselves. It
also serves to surprise some of our less positive students
when they see what the general consensus on the academy
is. More pertinently, it also allows us to identify what we
are doing right, what is appreciated and what we need
to do our utmost to keep doing. We notice a gradual shift
during KS3 to an appreciation of relationships and learning
to appreciation of achievement and success by the end of
Year 9. By the end of KS4, students are able to recognise
and appreciate that staff go the extra mile at weekends
and after school; by KS5 this has become more abstract
and they tend to praise concepts such as cohesion, diversity
and challenge.

These caveats notwithstanding, the capture of this wealth of
opinion and viewpoint has served to push us further towards
a rigorous and wide-ranging analysis of our performance as a
community. We have evaluated the impact of existing or new
policies and have implemented new ideas as a result of this
data. A few of these are described below.
n In our first sets of whole student voice assemblies, in the
Spring term of 2012, it quickly became clear that students
in lower years did not feel as safe around school as we
had previously thought. Across KS3, only 80% of students
said they felt safe around school. This obviously required
immediate further investigation and when discussed, three
key areas were identified as being locations where younger
students felt vulnerable. We promptly moved storage units,
added student toilets on to staff duty rotas for break-time
and drew up a monitoring rota for our changing rooms. By
the next set of assemblies, in June 2012, we had seen a
4% increase in students feeling safe which corresponds to
around 40 students feeling safer than they did previously,
which obviously cannot be valued highly enough.
n In between two sets of assemblies, the school implemented
a new corridor behaviour policy to complement our existing
classroom policy; we were then able to use the assemblies
as a means of measuring and monitoring its impact. Overall,
students were significantly more positive about corridor
behaviour following the new policy, with one year group
moving from 80% of the year group describing behaviour as
good to a far more impressive 87%.
n HOYs at Paddington write annual Self Evaluation Forms (SEFS)
and use the data generated by these assemblies to comment
on their leadership, enabling them to make statements on
how well students feel problems are dealt with and how
happy students are to come to school. As time goes on, they
are able to comment on progress made in these key areas.
n One set of assemblies revealed that attendance at after
school clubs and activities was considerably lower than
perceived and so, again, further questioning was necessary.
We were able to ask the students in their entirety what clubs
they would like and to use this both to aid us to draw up our
Paddington Promise and to re-launch our club timetable.
n As a result of the open comments asked for on what
to improve, we have strived to improve our lunchtime
procedures and the quality of the food on offer. In all
of our daily conversations with students about learning
and progress, they are quick to remind us about what
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Next Steps

policies. We have begun to make use of the same software in
assemblies to inform the Options process at Year 9.
The programme offers possibilities to survey Year 7 students
on entry to gather information which may not be evident from
interviews and prior data; for example, we are exploring how
we might use the assemblies to inform how we personalise our
extra-curricular offer for each new cohort and to identify just
what motivates individual students.

When asking this level and quantity of questions it has become
clear that we need to take great care to respond to issues raised;
we need to ensure that students feel listened to and that their
views are valued. Even if we are saying ‘no’ to a request, it is
essential to explain our decision making. Equally, it is clear that
we will only ever get answers to the questions that we ask, and
so we are continually adding to and revising our question set
with these two ideas in mind.

In line with our aim to give our students opportunities for
leadership and self-regulation, we aim that our Junior Leadership
Team will begin to run, record and respond to segments of this
student voice themselves, something we are already piloting
with our Sixth Form.

As we refine them, we are considering running similar setups
for parents at parents’ evenings, making use of the language
translation options on ActivExpressions and also making use of
the same software to survey the whole staff on key issues and
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