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E
arly childhood practitioners are often reluctant to see themselves as
leaders and managers.  However, all those who work with young
children and their families, whatever their level of experience and

competence, have to undertake both of these roles on a daily basis.  

This book encourages practitioners to recognise their active involvement
in leadership and management in relation to their work as team leader or
team member, and in their work with parents and other professionals, to
ensure appropriate and effective provision for young children. The authors
identify a number of key principles involved in effective early years
leadership and management, which focus on the idea that:

●  Leadership is about influencing others to improve and to enhance
children’s care, learning and development 

●  Leadership is only effective if it develops the leadership of others by
supporting a team or group in meeting their declared aims or vision 

●  Leadership is ultimately distributed, shared and dispersed in early
childhood settings

These principles are supported by a detailed exploration of the statutory
demands made on practitioners working with young children and their
families, and reference to relevant literature drawn from both early
childhood studies and leadership theories.  

As well as providing guidance on the roles, responsibilities and tasks facing
early childhood leaders, the book features a number of case studies and
practical tasks, giving life to concepts and ideas and enabling readers to
apply theories and policies to their own work settings. Additional activities
at the end of each chapter  further support practitioners in fulfilling their
leadership and management roles in practice. 

Leadership and Management in the Early Years is an essential text for early
years and early childhood studies students as well as practitioners
particularly those who are aiming for Early Years Professional Status.

Caroline Jones is  Course Leader for the Early Years Foundation Degree at
the Institute of Education, University of Warwick, UK. She is Director of a
group of early childhood settings based on school sites in the Midlands. 

Linda Pound is an independent Education Consultant providing training
and support in a wide variety of early years settings, local authorities and
other training providers in the UK.
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1 Introduction: leadership,
principles and practice

Leadership must be visionary. Leaders must hold some idea of the

future, the distant horizon and full game plan and they need the

capacity to maintain personal and team momentum on the journey

towards securing the desired goal. They must also show rich human

qualities such as an allegiance to a mission, curiosity, daring, a sense

of adventure and strong interpersonal skills, including fair and sen-

sitive management of those who work with them. They must be able

to motivate themselves and others, demonstrate a commitment to

what they espouse, release the talents and energies of others, have

strength of character, yet remain flexible in attitude and be willing to

learn new techniques and new skills.

(McCall and Lawlor 2000: 87)

There is no doubt that working in early years settings is becoming increas-

ingly complex and demanding in terms of the knowledge, skills and attitudes

required by practitioners and leaders. As a consequence, leaders and managers

play a significant role in enabling other practitioners to develop the necessary

capabilities in a climate of significant change and developments. Early

childhood leaders are in the unenviable position of needing to develop high

levels of expertise in order to empower and influence others to enhance the

quality of provision, while at the same time meeting a number of legal

requirements. This book stems from a personal commitment to respond to

the growing pressures on early childhood practitioners as well as a growing

national and international interest in early childhood leadership. This

chapter introduces some of the key issues in practice and summarizes the

underlying principles which underpin the rest of the book. It concludes with

an overview of the chapters that follow.

The drive for graduate leaders and the introduction of Early Years Pro-

fessional Status (EYPS) signifies an increasing emphasis on leadership as a

factor in influencing quality in early years settings. However, there has been



very little formal training or support for existing, aspiring, new or inexper-

ienced early childhood leaders. There are many questions which remain

unresolved both in theory, policy and practice. What does leadership involve

and who can be a leader? Is there a difference between leadership and man-

agement? What makes leadership and management effective? It is important

to acknowledge that there are no simple answers, no universal remedies. As

the quote at the beginning of this chapter shows, leadership, whether indi-

vidual or collective, is more than the application of a set of professional skills.

Rather we view leadership and management as a people-orientated, problem-

solving, culturally influenced process of reflection and concerted efforts by

individual practitioners working together with parents and others to improve

outcomes for children.

In practice, leadership and management in early years provision is a

varied and fragmented, complex and often hectic process enacted in a context

of rapid and unprecedented change. Recent years have seen significant

developments in early years in terms of the curriculum and national stan-

dards for childcare, notably the Curriculum Guidance for the Foundation Stage

(QCA/DfES 2000), the Birth to Three Matters (DfES 2002a) framework and the

National Standards for Under Eights Daycare and Childminding (DfES 2001a). The

Early Years Foundation Stage (EYFS) (DfES 2007) Statutory Framework and

guidance to be implemented from September 2008 replaces these three

documents while drawing together their principles, pedagogy, standards and

approach. Keeping up to date with and managing changes heralded by leg-

islation – for example, the Children Act 2004 and the Childcare Act 2006 – is a

key issue for leaders and managers in all early years provision.

Furthermore, a central issue in this book is one of accountability to

children and families, to communities, to colleagues and to ourselves. At the

front-line level, self-evaluation has been placed at the heart of best practice.

Monitoring and evaluation of the quality of leadership and management is

also high on the national agenda. We believe that this is because the quality

of leadership and management is paramount in determining the extent to

which a setting meets young children’s individual needs. Although good

‘quality’ provision is a slippery concept, the Office for Standards in Education

(Ofsted) clearly links overall judgements on practice with the effectiveness (or

otherwise) of leadership and management. The following extracts from Ofs-

ted inspection reports illustrate the point.

Children’s care was not sufficiently supported during the inspection

due to a failure to maintain appropriate adult child ratios within the

baby and toddler room. Neither the nursery owner or manager was

present during the course of the inspection and there were inade-

quate contingency arrangements in place to effectively cover staff

absences and ensure that sufficient staff were available at all times.
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This resulted in individual children’s needs not being met . . . chil-

dren’s health is being placed at risk by a failure to ensure that rooms

within the nursery are maintained at appropriate temperatures.

(Ofsted 2006)

By contrast the next extract shows that where leadership and manage-

ment were judged to be ‘outstanding’, children were making good progress in

learning, and their individual needs were being met.

The leadership and management is outstanding. All managers and

staff are passionate about their work, continually striving to make

improvements. A yearly action plan, linked to the self-assessment

record monitors the progress made in terms of the service provided

and the delivery of the Foundation Stage curriculum. Recruitment,

vetting and induction procedures are thorough and ensure that staff

are of high quality and are well qualified. Ongoing training and

appraisals for staff support children’s development and learning.

Management and staff are enthusiastic, dedicated and work very well

together as a strong and supportive staff team. They are totally com-

mitted to providing a high level of care and education for the children

and are constantly looking at and implementing ways to move the

setting forward. The managers are hands-on, working with the chil-

dren at different times throughout the day and acting as positive role

models for both children and staff. They are involved in the planning

for the Foundation Stage and work closely with staff in the delivery of

the curriculum and also to evaluate activities. This ensures that all

areas of learning are successfully delivered which ensures that children

make very good progress in all areas of learning. Overall the setting

meets the needs of the range of children for whom it provides.

(Ofsted 2007)

In the setting described above the managers demonstrate the importance

of personal qualities such as passion, dedication and enthusiasm. They draw

attention to the impact of staff appraisal and development, monitoring, self-

evaluating and action planning. By working closely with and acting as role

models for staff they have been able to developing a strong, motivated and

committed team. In essence they have created a culture of reflection and

commitment to improve. By culture we mean the climate or ethos of a set-

ting, which stems from the central values, attitudes and beliefs, explicit and

implicit, which it holds and attempts to reflect on a day-to-day basis. It is this

culture or way things are done which provides the basis of the organization

and decision-making, the principles of the setting which steer it in one

direction or another.
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Similarly, this book is based on a number of key principles:

* some aspects of leadership are particular to work with young children

and their families but we can learn from other areas;
* everyone involved in early years care and education needs to develop

their professional knowledge and skills and adopt a leadership and

management approach;
* professional knowledge, skills and attitudes can be learnt and need to

be developed throughout our working lives;
* reflection helps practitioners, including leaders, to become better

practitioners and leaders;
* working knowledge of leadership styles and characteristics can sup-

port reflection on our roles;
* leadership is only effective if it develops the leadership of others by

supporting a team or group in meeting their declared aims or vision;
* leadership is about influencing others to improve and enhance

children’s care, learning and development;
* leadership is ultimately distributed, shared and dispersed in early

childhood settings.

In the chapters that follow we aim to:

* provoke reflection and discussion of approaches to leadership and

management in early years settings;
* challenge some of the ideas associated with leadership in early years

settings by providing a range of theoretical and practical perspectives

on key issues;
* reduce isolation and build the confidence of early years practitioners

in themselves as part of a community of leaders and managers;
* provide guidance on the roles, responsibilities and tasks facing lea-

ders in a climate of ever-increasing pressure.

The rest of this book explores early years leadership and management, in

principle and in practice. We recognize, of course, that early years provision is

located in a diversity of contexts. It would be impossible to represent the

many different types of setting in every chapter; instead we draw on a range of

generic themes, using case studies from which we hope you will make con-

nections with your own practice.

Chapter 2 provides the backdrop for the chapters that follow. It looks at

why the concept of leadership in early years settings has become increasingly

important and suggests that it has unique characteristics as compared to other

types of educational leadership. It defines how we, the authors, interpret the

concepts of leadership and management and why consideration of these
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concepts is essential in striving to develop good quality early years provision

in a variety of contexts. It introduces the notion of ‘inclusive leadership’ or

distributed leadership which starts from the premise that in early years set-

tings leadership and management are the concern of all practitioners and not

the exclusive remit of the person ‘in charge’. However, this does not imply

that formal leadership structures are redundant. Instead there is an important

relationship between the vertical and lateral structures in early years settings.

Chapter 2 highlights key leadership styles and identifies some of the char-

acteristics of effective leaders. It outlines the key challenges facing early

childhood leaders which form the thread of the chapters that follow.

It would be naı̈ve to assume that all practitioners are automatically

dedicated, able and committed to working smoothly together on a day-to-day

basis. Chapter 3 concentrates on one of the most important aspects of lea-

dership in the context of early years settings: the role of the leader in the

development of people, and the process of building and leading a team. It

emphasizes the importance of communicating with and motivating staff to

promote a sense of being valued. The chapter looks at the nature of teams in

early years settings, the influence of the designated leader on teamwork, and

the concomitant impact of teamwork on the quality of the provision. We

discuss the importance of promoting shared goals while simultaneously

meeting the needs of individual practitioners through continued professional

development (CPD). We consider the management of change and conflict,

and suggest that a collegial culture can be developed in early years settings

which in turn should be regarded as nurturing and learning communities.

Chapter 4 builds on the themes raised in the previous chapters. It con-

siders the complex and changing tasks, roles and responsibilities which lea-

ders and other early years practitioners assume and the relationship between

them. It discusses the idea of a ‘leaderful’ community (Raelin 2003). The

chapter concludes by highlighting the responsibilities which a team leader

has both to and for the team in terms of self-development and reflection.

Chapter 5 highlights the role of the leader in working with the team to

develop and implement essential, desirable, written and unwritten policies.

The chapter sets out the legal requirements relating to welfare which are

given force by the regulations under Section 39 (1) of the Childcare Act 2006.

We examine the purposes of developing policies and analyse a framework for

developing written policies. The chapter uses extracts from policies to

emphasize the links between philosophy, principles, policy, procedures and

practice.

In Chapters 6 and 7 the focus shifts to the role of leaders and managers in

supporting staff in planning, providing and evaluating the curriculum as a

prerequisite to effective support for children’s care, learning and develop-

ment. Chapter 6 explores views of the curriculum from birth to 5. It high-

lights the importance of evaluation and the assessment of children’s learning
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and development in an inclusive environment. Chapter 7 focuses on the

leadership role in meeting the learning and development requirements

incorporated in the statutory framework for the EYFS. It examines a number

of approaches to planning, assessment and evaluation.

The Children Act 2004 and other initiatives including the Common

Assessment Framework (CAF) mean that many early years practitioners will in

the future find themselves working within multi-agency contexts requiring

high-level skills and knowledge. Chapter 8 illustrates the importance of

partnership with ‘outside’ agencies in relation to all children, not only those

described as having special educational needs (SEN). It evaluates the impact of

information sharing and inter-agency working on the role of individual

practitioners.

A text on leadership and management would not be complete without

the inclusion of a chapter concerning working with parents and listening to

children. Chapter 9 unpicks the role of the leader in promoting partnership

with parents and children. It considers the barriers to effective relationships,

linking the impact of positive relationships to bridging the gap between home

and the early years setting.

Chapter 10 centres on leadership and self-evaluation as tools for pro-

moting quality and in preparing for your Ofsted inspection. It looks in detail

at the purposes, conduct and outcomes of inspections. It offers suggestions as

to how leaders and managers can best prepare themselves and their staff by

maintaining quality on a day-to-day basis. The chapter concludes that rather

than being seen as a threat, inspections should be seen as a valuable tool in

the process of evaluating practice.

The concluding chapter looks at remaining tensions and future possibil-

ities of leadership in this sector. It provides a summary of the key points

presented in the book and concludes that effective leadership and manage-

ment are of central importance to improved outcomes and services for young

children and their families. In summary, this book is based on the authors’

central belief that every early years practitioner is a leader and can contribute

towards improved outcomes for children. We hope that reading this book will

help you come to see yourself as a leader and to develop the leadership of

others you work with in this sector.
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2 Leadership, management and
reflective practice

Leadership emanates out of vision that is based in philosophy, values

and beliefs, which in turn guides policy, day-to-day operation and

innovation. It is manifested through strategic planning that grows

out of reflection. Management is distinguished by active involve-

ment in pedagogy, positive relationships, effective communication

and high expectations for increasing professionalism.

(Solly 2003 cited in Rodd 2006: 21)

Introduction

Although the concepts of leadership and management have taken centre

stage in the early years sector there is little agreement about what the terms

mean. This chapter explores a number of views on leadership and manage-

ment. It concludes that in practice they are inextricably linked, albeit that

each may have different emphases. Hence, the terms ‘leadership’ and ‘man-

agement’ are used together or interchangeably throughout this book. We

elaborate on the idea of collective, distributed or ‘inclusive leadership’,

moving beyond the idea of leadership as being the exclusive preserve of one

named or designated person. We present leadership and management as a

reflective process, involving practitioners, parents, children, other agencies

and communities. In the latter part of the chapter, we look at links between

personal qualities, effective leadership strategies and leadership styles, high-

lighting some of the challenges facing leaders and managers.

Defining leadership and management

The notion of leadership has recently been at the forefront of the debate on

quality in early years settings. This may be partly due to the fact that in school



contexts effective leadership has been shown to result in improved outcomes

for children. Literature on leadership in the context of early years settings is

limited but work on primary educational leadership can, to some extent, help

to formulate ideas and develop understandings of leadership in early child-

hood. Coles and Southworth (2005), for example, suggest that good leader-

ship is crucial to a school’s success, determining whether a school struggles

with divisions between pupils and staff or whether it is a place where every-

one works collaboratively towards shared goals and high academic achieve-

ment. Bush and Coleman (2000) note that schools and colleges are more

likely to be effective if they are well managed. They point out that research on

school effectiveness in a number of countries shows a correlation between

good management and the quality of schools, including the educational

outcomes of the students. Logically, if we can identify and foster the qualities

of effective leadership in early years settings this will impact on outcomes for

children. However, this is difficult without any shared understanding of what

is meant by the term ‘leadership’ and how it relates to ‘management’ in an

early years context.

The traditional tendency has been to view management as something

more tangible and visible than leadership, possibly of secondary importance

and more associated with the day-to-day running of a setting or the organ-

izing of processes and structures. Over 20 years ago, Hersey (cited in Isles-Buck

and Newstead 2003: 2) attempted to draw a distinction between the two

terms stating that management is ‘working with and through others to

accomplish organisational goals’ whereas leadership is ‘any attempt to

influence the behaviour of another individual of group’. Schön (cited in Bush

and Coleman 2000:19) supports the view that leadership and management

are different, suggesting that leadership is more symbolic in nature:

Leadership and management are not synonymous terms. One can be

a leader without being a manager. One can, for example, fulfil many

of the symbolic, inspirational, educational and normative functions

of a leader and thus represent what an organization stands for

without carrying any of the formal burdens of management. Con-

versely, one can manage without leading. An individual can monitor

and control organizational activities, make decisions, and allocate

resources without fulfilling the symbolic, normative, inspirational,

or educational functions of leadership.

(Schön cited in Bush and Coleman 2000: 19)

The DfES (2002b: 3), in a booklet entitled Developing Management Skills,

echoes this view, identifying management as about the tasks of the present

including planning, organizing, co-ordinating and controlling, and leader-

ship as concerned with vision and influencing the future:

8 LEADERSHIP AND MANAGEMENT IN THE EARLY YEARS



Leaders, therefore, tend to have a longer-range perspective, a vision

of the future, a picture of what their organisation will look like in,

say, three or five years time. A vision may sound rather grand, but

formulating your vision of the future is a vitally important first step

in the planning process . . . So a strong vision, allied to an optimistic,

can-do attitude on the part of the leader can inspire other people

onto greater things.

(DfES 2002b: 3)

If you think about your own context you may find that leadership and

management are interwoven and take place simultaneously. We would agree

with Isles-Buck and Newstead (2003) who view leadership as part of man-

agement. They suggest there is a ‘doing’ part of management including filling

in forms, managing finance and managing resources, and a ‘more vital’ part

of management, that of leadership for which there is little support. In most

early years settings these aspects are likely to operate together. While there

may be different emphases when using the term ‘leadership’ as opposed to

‘management’ and certain characteristics have been identified in those with a

tendency to assume a leadership role, we argue that constantly maintaining

that leadership is ‘x’ and management is ‘y’ is unhelpful and perpetuates

confusion, especially in the early years sector. It disguises the reality of

practice and encourages the view that leadership may be the exclusive

domain of one person but not another. The case study below illustrates how

leadership and management may be indistinguishable in practice.

CASE STUDY

Teddies is a small chain of five day nurseries. The limited company has two

directors who assume both leadership and management responsibilities but these

are at a strategic rather than a day-to-day level. Although they retain some

management responsibilities, such as managing financial affairs, at the same time

the emphasis is on ‘leadership’ as they strive for constant improvement, monitor

and evaluate practice, conduct staff appraisals and support the settings by regular

visits and meetings with the individual nursery managers. They focus on quality

and implementing the company philosophy in practice. The individual setting

managers, on the other hand, are seen more as managers than leaders. They are

responsible for the day-to-day management of the provision at a practical level.

They plan and implement the curriculum, manage registers, oversee invoices and

order resources. However, at the same time they assume a leadership role in that

they lead staff meetings, work with other professionals, evaluate practice, build,

lead and motivate their team.

LEADERSHIP, MANAGEMENT AND REFLECTIVE PRACTICE 9



Reflection point

Think about your own setting. How are leadership and management

linked in practice? How are members of staff involved in leadership and

management? Where is the emphasis in your own role?

We take the view that leadership is concerned with providing a culture in

which each individual child’s learning and development will flourish and at

the same time each individual adult working in the setting will also have

opportunities to learn and develop through a process of reflecting on their

own practice.

Inclusive leadership and management

Although a setting may well have a designated ‘manager’ or ‘officer in

charge’, ‘registered person’ or ‘boss’, leadership in early years settings should

not only involve a ‘leader’ and ‘followers’. Rather, the identified person in

charge should be viewed as a ‘leader of leaders’, who allows others to develop

leadership qualities and skills, a point discussed further in the next chapter.

This creates a broader concept of leadership in early years settings as a col-

lective responsibility, inclusive of the skills and personal attributes of all

practitioners. In a culture of ‘inclusive leadership’, each individual is

encouraged to see themselves as a potential leader and manager. The extent

to which they are given the opportunity to develop and apply these skills may

vary depending on their role within the setting. The move away from the idea

that leadership is the exclusive preserve of one person to a process of sharing

professional knowledge, skills and personalities, combining and reflecting,

striving for continuous improvement, suggests that the actions of every

member in the early years team impact on the quality of the provision.

As a childminder or a nanny, you might be taking a lead in a discussion

with a parent about his or her child’s sleeping patterns. In a group setting,

someone else might be chairing a staff meeting but another practitioner may

display leadership qualities by sharing suggestions about changing an aspect

of practice. Inclusive or distributed leadership leads to teams that have been

described as ‘leaderful’ (Raelin 2003). Whalley (2005) describes effective

contexts for children as ‘leaderful’ – indicating that there is room for everyone

to take on leadership roles. This can be illustrated if, as practitioners, you

think about yourself as a leader.
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Reflection point

By looking at the attributes of leaders and identifying them within

yourself you can see that the idea of everyone taking on a leadership

role is achievable. What knowledge, skills and personal qualities do you

possess? What attitudes do you show which can enable you to take on a

leadership role?

A closer look at the personal characteristics, professional knowledge and

skills associated with effective leaders develops this idea further.

Characteristics of early childhood leaders

Not many practitioners possess all the personal qualities, characteristics and

skills shown in Table 2.1, as well as having the required professional knowl-

edge. However, most early years practitioners possess some leadership and

management skills.

Reflection point

Use Table 2.1 as a starting point to assess yourself as a leader. Write a

pen portrait of yourself as leader from another person’s perspective or

simply identify your own leadership skills and characteristics.

Jane, who works in a preschool, analysed herself as a potential manager

noting that:

I think I would make a good manager because I am very patient and a

good listener. However, I am not very good a time management and

also I tend to bury my head in the sand if a conflict or difficult issues

occurs. I can see other people’s points of view and have a calm per-

sonality. I am very keen to learn and enjoy going on courses. One

challenge for me, though, would be that I am afraid of not being

liked and worry about what people think of me. Making decisions is

hard as I like to please everyone and it’s not always possible. I think I

am a good communicator and also I can lead by example. I am

developing the ability to reflect on and improve my practice.

This ability to reflect, evaluate and respond is of paramount importance in

leadership and management. If leaders are to be learners they need to engage

in reflective practice.

LEADERSHIP, MANAGEMENT AND REFLECTIVE PRACTICE 11



Table 2.1 Summary of characteristics, skills and attitudes of leaders

Rodd (2006) Edgington

(2004)

Goleman,

Boyatzis and

McKee (2002)

DfES (2002b) McCall and

Lawlor (2000)

Kind, warm and

friendly

Loyalty to the

team

Achiever, seeks

performance

improvement

Leader as learner Being people

conscious

Visionary Provide vision

and

communicate it

Show empathy

and listen

Communicator

and listener

Effective

communicator

Goal-orientated Set goals and

objectives

Influencer and

inspirer

Motivator Decision-maker

Mentor, guide,

empowering

Facilitate and

encourage the

development of

individuals

Catalyst of

change

Inspirer

Nurturing,

sympathetic

Consistent and

sense of fairness

Claim and live

strong values

Value-rooted

Self-aware Ability to earn

respect by

example

Accurate self-

assessment

Trust and respect

people

Honest appraiser

of self

Professional,

professionally

confident

Self-confidence Role model

Risk-taker

Being ethical

Effective

communicator

Develop a team

culture

Teamwork and

collaboration,

optimist

Team builder

and sustainer,

optimist

Assertive and

proactive

Monitor and

communicate

achievements

Developing

others

Coach and

developer of

others

Being conscious

of circumstances
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Reflective practice and leadership

Reflective practice is widely identified as supporting learning and develop-

ment. In the training and CPD of health, education and social care practi-

tioners, reflection is commonly identified as a means of improving the way in

which things are done, dealing with issues and learning from experience. The

National Professional Qualification for Integrated Centre Leadership

(NPQICL) – a qualification developed for the leaders of integrated centres –

requires participants to maintain a reflective journal throughout the course.

The rationale behind this requirement is that writing ideas, thoughts or

feelings down on paper enables you to look at them and learn from them.

Over time, strategies for dealing with issues or solutions for solving problems

emerge from the reflective process. For busy practitioners, and particularly for

busy leaders, there is a danger that without taking time to reflect, the same

problems go on repeating themselves. All too often managers can hear

themselves complaining that events keep recurring or that particular people

always do something or other that is unhelpful or annoying. Without taking

what is often a small amount of time to find ways of changing these habits,

large amounts of energy and time can be wasted.

Thinking about or reflecting on practice has been described as having

three levels (Schön cited in Furlong 2000: 22). First, practitioners may act on

the level of ‘knowing-in-action’. If you are a driver, for example, you will be

familiar with situations where your driving is entirely unconscious. In work

with children this often occurs in situations where there is a strong routine,

perhaps when reading a story or serving meals: you can do these things

almost automatically. At this level thought is implicit and practitioners do

not find it easy to articulate their ideas because it is such a familiar pattern of

behaviour. Second, practitioners may move to a level of ‘reflection-in-action’,

usually when something goes wrong. As a driver, this happens when some-

thing untoward or unusual occurs and you immediately switch into a con-

scious mode of thought. A further example of this might be a situation where

you are working with a group and some children become restless. We can

often ‘think on our feet’, changing what we are doing, drawing more con-

sciously on a range of familiar (and sometimes untried) strategies. The third

level is ‘reflection-on-action’. This tends to ‘take place after the event, when

we try to articulate, to ourselves or others, some of the processes that were

going on in our actions’ (Furlong 2000: 22). Here, you may switch into

reflecting-on-action or thinking about whether you could have behaved or

responded differently. As a driver, you may try to replay something that was a

near-miss or where you became anxious about the actions of other drivers. As

a practitioner you may replay an incident with a parent where things went

wrong or were not resolved satisfactorily.
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What is vital to the process of reflection is that you find ways to

learn from it. Educators or practitioners can learn from experience when

they:

* make connections between small details and the bigger picture;
* take a new or different perspective, seeing things in a new light;
* make an effort to see the world as others see it in order to understand

their point of view;
* recognise the impact of feelings and emotions on what others say,

think and do;
* postpone judgement and go on asking questions.

Eide and Winger (2005: 83) underline this view when they suggest that

researchers (or those learning from their investigations) need to bring to their

work ‘insight . . . knowledge about children and . . . the ability to be a humble

interpreter reflecting upon the children’s statements’. They also write of the

importance of ‘being a spokesperson for the children’, ‘and constantly

wishing to improve’.

The work of Vivian Gussin Paley offers many positive examples of

reflective practice. The extract below from Paley (1990: 15–6) highlights the

ways in which you may be unaware of your own prejudices or biases; how

looking and listening carefully and sharing perceptions with colleagues can

help you to clarify your thinking; and the importance of being aware of the

extent to which you may see things differently from others.

A graduate student named Fritz helped me to begin to listen to the

children. He wondered about the accuracy of a teacher’s perceptions

and, among other things, he proved to me that a boy named Charles

was not a villain disguised as a five-year-old.

‘Charles, you’re grabbing all the sand!’ I cry, rushing to defend

his classmate.

‘He don’t mind. I need it.’

‘But that pile is in front of Tommy. You didn’t ask him.’

‘He knows that’s where the castle hasta be.’

Charles is the biggest troublemaker, I complained, but Fritz’s

charts revealed otherwise. Charles, in fact, was a leader in non-

aggressive play 80 per cent of the time. Apparently, I was the trouble-

maker: 75 per cent of my comments to Charles were negative.

None of this surprised Fritz, who measured and charted each day

the amount of time I believed Charles was misbehaving and the

reality of the case. Fritz was accustomed to such large variances, but I

was distraught. Pitying me, Fritz offered charts with which to

improve my behaviour, the goal being an 85 per cent positive
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Leadership styles

Rodd (1998: 16 citing Neugebauer 1985) identifies four key styles of leader-

ship, relating them specifically to early childhood care and education:

1 Task master, who ‘places heavy emphasis on results and little

emphasis on relationships or morale’.

2 Comrade, who ‘places heavy emphasis on relationships and morale

but little emphasis on the task or results’.

3 Motivator, who ‘places strong emphasis on both the task and

relationships’.

4 Unleader, who ‘places little emphasis on either results or

relationships’.

Reflection point

Can you place yourself or leaders you have worked with in any of these

categories? What are the advantages and disadvantages of each style?

What impact do you think each of the above styles might have on team

performance?

Goleman et al. (2002: 55) identify six leadership styles:

1 Visionary, which ‘moves people toward shared dreams’.

2 Coaching, which ‘connects what a person wants with the organiza-

tion’s goals’.

3 Affiliative, which ‘creates harmony by connecting people to each

other’.

4 Democratic, which ‘values people’s input and gets commitment

through participation’.

5 Pace-setting, which ‘meets challenging and exciting goals’.

6 Commanding, which ‘soothes fears by giving clear directions in an

emergency’.

Again, you might try to categorize yourself or someone you know into

one of these styles. One of the problems with leadership theories of this sort is

that an individual’s leadership style may not or need not be fixed. Indeed it

may be helpful if the leadership style can be changed to suit circumstances.

Rodd (1998), for example, suggests that a young or inexperienced team may

benefit from a directive style of leadership, while teams where there is a high

degree of conflict might be improved by a more democratic style of
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leadership. Goleman et al. (2002: 55) contend that visionary leaders are

needed when ‘changes require a new vision or when a clear direction is

needed’. Similarly, while we may not always think of commanding leadership

(or being very direct in telling people what to do) as an empowering style, it

may help in situations where managing change is proving difficult. It is,

however, generally believed that effective organizations adopt empowering

leadership styles at every tier or level of responsibility.

Approaching leadership in this way also overlooks the point made earlier,

that distributed, shared or inclusive approaches to leadership and manage-

ment are becoming increasingly important. Many organizations (including

schools, children’s centres and many other settings involved in the care and

education of young children) are too complex to be in the hands of a single

leader and many people, often in small and apparently insignificant ways,

provide leadership of different kinds and perhaps different styles. In many

walks of life, people have to operate as leaders. As discussed earlier, leadership

and management are not solely the concern of the person at the top. In other

words, leaders exercise leadership through their relations with other people.

As the case study below shows, leadership is a relational and contextual

process.

CASE STUDY

Sue’s job title is nursery manager. She oversees the day-to-day running of a private

nursery with her team who all have designated responsibilities. Each member of

the team is a keyworker for a group of children. Planning takes place at nursery

team meetings. Each practitioner helps to plan for an area of learning. Other

duties – for example, greeting children and parents at the door – are allocated on a

rota basis so everyone is participating. Staff are encouraged to contribute to and

lead staff meetings and make suggestions for the agenda. There is an employee

leaflet, a staff handbook and clear lines of communication.

Reflection point

Think about ways in which leadership is a relational and contextual

process in your setting. What do you think makes an effective leader?
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Effective leadership strategies

As you think about leadership, and in the light of experience, you will be

aware that the effectiveness of leaders varies and is highly dependent on the

context in which leadership takes place. The effective manager of a cinema,

for example, will be judged on the number of people who come to the

cinema, how much they spend, etc. An effective leader in an early years

setting will be judged differently. Effectiveness in this field is not about how

much money is spent (although the books must balance) or about how many

children come through the door (since staff ratios must be maintained). An

effective leader will be one who provides good quality care and education, or

who addresses the well-being of staff, children and parents. The point is that

effectiveness can only be judged by what you set out to do.

The problem for early years practitioners is that there are many different

visions, aims or expectations for early years care and education. So perhaps the

most important thing for a leader to do is to gain agreement among staff as to

what their collective aims are. These aims need then to be displayed promi-

nently so that everyone is clear about what the setting is offering. You could,

for example, hold a staff meeting and ask the staff, in pairs, to write down what

they think the aims of the setting are. You could note the points on a flipchart

and summarize them into a setting mission statement which can then be

displayed. This overall statement can later be broken down into individual

aims and objectives which form the basis of the setting’s policies and practice.

Whalley (2005: 8) draws some interesting parallels between effective

learning and teaching with children and the strategies that effective leaders

employ in motivating or supporting the development of team members. As

Table 2.2 shows she compares the strategies used by practitioners (or peda-

gogues) with those successfully employed by leaders.

Sometimes, by reflecting, either informally or by writing a reflective

diary, you can see that you could change your behaviour immediately. If, for

example, you realize that you sometimes are too anxious to rush in and show

children what to do, you can make a decision to try hard to stand back and

make your interventions more focused and effective. It might take a while to

remember to do that but you can begin to change right away. On the other

hand, if you want to support others in intervening more subtly or respect-

fully, this may be a lengthier process. For example, Helen, a support assistant,

was observed approaching Dana, a 2-year-old, from behind and dressing her

in a fairy costume. Lena, a senior practitioner in the team, was distressed by

this and realized that Helen, and perhaps other members of the team, would

need training, and opportunities to discuss why this and other examples are

disrespectful to children, and time to see why changes in their behaviour were

necessary.
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On occasion, you may have been in a situation where strategies for

effective leadership and management have been thwarted by certain obstacles

or barriers.

Barriers to effective leadership

Although some settings do manage to achieve ‘outstanding’ levels of lea-

dership and management, leadership is not a simple or foolproof process and

there are always a number of obstacles or barriers to effective leadership. Some

settings face difficulties which arise from factors that are specific to the early

years. These can be categorized into three broad areas: practical, political and

philosophical. Many such problems are discussed later in this book but it is

important to draw attention to some at this early stage. On a practical level,

they include time for leadership, lack of training, trainers and ongoing sup-

port, and the fact that many leadership roles are assumed by accident rather

than by design. The nature of the early childhood workforce (which is female

dominated), together with the variety of backgrounds, levels of qualifications

and experience of staff also has an influence. In addition, the wide range of

functions undertaken in settings, such as children’s centres, means that an

even wider range of professionals have to co-operate towards the shared aim

of their work with young children and their families. In a children’s centre,

for example, the team could include:

* teachers;
* practitioners holding NVQ2 and 3 awards in nursery nursing or

social care;
* unqualified assistants;
* volunteers;
* students (from a range of disciplines);
* health practitioners;
* psychologists;
* therapists;
* counsellors and advisers in debt, employment, etc.;
* social workers;
* portage workers;
* community workers.

The challenge of working together in multi-agency contexts is discussed in

Chapter 8.

Philosophically, there is a failure in society to have a single, clear view of

the function of early childhood provision. There are various views relating to

the vulnerability of young children and a wide range of interested parties in
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homes, communities and society at large, often with conflicting views. There

is no clear definition of childhood and no clear understanding of the nature

and purpose of early childhood education and care. Politically, change is

taking place at a rapid pace, including the introduction of the EYFS, a legal

imperative to work in multi-professional ways; the Every Child Matters agenda;

the Children Act 2004; the Childcare Act 2006; the drive for graduate lea-

dership via EYPS; and a host of other political initiatives. The management of

change set against pressing timescales can be overwhelming for setting

managers and staff.

In a climate of external pressure and a lack of resources, day-to-day crisis

management may take prioriy over strategic leadership. However, Foskett and

Lumby (2003: 73) note that:

Managing staff is dependent on the same strategy as any other area of

management, deciding the goals and finding the leverage to race or

nudge painfully in the desired direction. Whatever the plan, fine-

sounding commitment to people as central signifies nothing if the

reality of educators’ working lives and the reality of their culture is

not taken as the starting point, rather than the latest clarion call for

the current favoured approach.

On a positive note, the leadership process also brings rewards both in a

personal and professional sense. For individual practitioners it can develop

personal confidence and offer opportunities for collaborative learning. It can

lead to further professional knowledge and skills and provide a valuable

opportunity to work across professional boundaries. As the next chapter

shows, leadership and management bring the advantages of building, leading

and being part of a team with people at the centre.

Key points

* Leadership and management should be inclusive of all practitioners

and not the domain of a privileged few.
* Leadership is concerned with inspiring improvement though reflec-

tion and collaborative action.
* Leadership is relational and contextual.
* There are a variety of leadership styles and strategies.
* Communication and interpersonal skills are of prime importance.
* Leadership brings challenges and rewards.
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Practical tasks

1 In a staff meeting ask each member of staff to write down the

talents and skills which they bring to their role. Look at the overall

balance in the team and discuss how individuals could assume

leadership and management responsibilities.

2 Discuss the idea of reflective practice with your team. Set up a

system to encourage reflection on practice and suggestions for

change, development and improvement.
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3 Leader of leaders: developing a
team culture

Working in an early years setting whether it is large or small involves

many interactions between adults . . . These may be formal or infor-

mal. But these interactions are regarded as the building blocks of the

service and the outcome of the service.

(Rodd 1998: 42)

Introduction

Although early years settings are many and varied, the one common

denominator is that a number of adults are involved. The responsibilities and

demands of early childhood care and education are such that they cannot be

adequately met by one person working alone. Even a childminder who may

not appear to be in a ‘team’ is not working in isolation and may be working

with other childminders, development workers, children’s centres, parents

and families. This chapter stems from the position that teamwork is more

than just muddling through or completing given tasks. Rather, the ‘team’ is a

powerful force with a crucial impact on the quality of provision. Early

childhood services involve people, relationships and feelings. Understanding,

developing and motivating people is a key feature in team leadership and the

effectiveness or otherwise of a team can depend on the personal qualities,

nature and interventions of the leader.

Responsibilities of leaders include both a responsibility to the team and a

responsibility for the team. The role of team leader is ongoing and crucial in

bringing individuals together and balancing their skills and qualities so that

they perform as a whole. As Harpley and Roberts (2006: 9) point out, ‘Good

leadership enables a group of individuals to pull together as a team, to share

their skills for the benefits of the setting and to meet the legal requirements’.

In this chapter, we focus on the importance of building a ‘team culture’ where

asking questions and checking understanding is the norm and where there is



a comfortable climate of evaluation and reflection. We centre on the basic or

‘core’ team, the key practitioners working together on a regular or day-to-day

basis. The broader, extended team which may be multidisciplinary in nature

is discussed later in this book. We begin by discussing what is meant by ‘team’

and the nature of teams in the early years context. We move on to examine

perspectives on the process of developing a team and the characteristics of

effective teams. As well as continually building and motivating a team, the

leader may need to act as a negotiator, as the successful negotiation of conflict

is an integral feature of effective teamwork. We examine possible sources of

conflict and change, and how to successfully manage such situations. The

chapter concludes that teams can only be successful if they are built and

shaped over time; if a collective, or consensus approach, built upon sharing

and understanding of different viewpoints, is taken. The theme is extended in

the next chapter which looks at roles and responsibilities of designated lea-

ders and all those working with young children.

One of the most challenging aspects of the leadership role, and the one

which causes most apprehension, is the idea of leading a ‘team’, particularly if

you are new to the setting and the ‘team’ is already established. Although

team leadership is one of the most important aspects of leadership it is one in

which leaders receive limited training and support. The management of

people can depend on a number of factors. First, there are environmental

factors such as the legislative framework. In the early years field, as we have

already seen, there have been a number of major national changes. Such

developments inevitably impact on the roles and responsibilities of those

working in the sector and have huge implications for the team leadership

role. Second, the nature of teams will be influenced by cultural factors. Is the

culture a collaborative one or is the process of working together under-

emphasized? Third, the ways in which teams function can be determined by

the structure of the organization and the competence of the leader. Leader-

ship of a team not only involves technical requirements, such as knowing

about legislation, it also demands certain social and emotional characteristics,

including personal qualities, which enable the development and main-

tenance of successful relationships. It is well established that effective team-

work is a contributory factor to quality, but how can it be achieved? It is

important to consider what is meant by ‘team’ in the early childhood context

and who can be a team leader or a team member.

Thinking about teams

The nature and structure of a team will vary according to context. In the early

childhood context, for example, a team may be different from a sporting

context or a primary school. A team is generally understood to be a group of
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people organized to work together towards a common goal. This sounds

relatively simple, but a closer look at various definitions reveals the com-

plexity of a ‘team’. Katzenbach and Smith (1993) suggest that a team is a small

number of people with complementary skills who are committed to a com-

mon purpose, approach and performance goals for which they hold them-

selves mutually accountable. This is rather idealistic as a team may not

necessarily be small, nor can it be assumed that their skills will be com-

plementary. Few early childhood teams are evenly balanced in age, gender,

qualifications and experience. Even where an employer attempts to deliber-

ately select staff in order to maintain some balance it is not always possible to

recruit the required combination of talents. As will be shown later in this

chapter the team leader will need to develop the individuals in the team to

achieve a balance of skills and knowledge. The idea of the team being

mutually accountable is an interesting one. Usually, practitioners think of

themselves as accountable to Ofsted, to parents and to children, perhaps even

to the ‘boss’, but accountability to and responsibility for each other is not

made explicit. In practice, it is important that each member of the team

contributes to the whole and mutual accountability is felt.

Reflection point

To what extent do you encourage others to feel responsible for the work

of the team by keeping people on track, facilitating input, raising

questions about procedures and active listening? To what extent do you

take responsibility for ensuring that this happens?

Where there is a team spirit, the needs of the group override the needs of

individuals. Even though individuals may not necessarily agree with a certain

point they will still remain loyal to the common goals. The leadership role is

to create a team spirit, in which the needs of the team have priority over

individuals. Rodd (2006: 146) describes teamwork as a process ‘in which

individual interests are subordinated in order to engage in joint, coordinated

activity to achieve the common goals and purposes of a united group’.

Consequently, the challenge for the team leader is to promote a corporate

feeling of unity of purpose where individual interests are subordinate to the

needs of the team, while at the same time still valuing individual needs,

opinions, aspirations and contributions. In taking responsibility for the team,

a leader will play a key part in ensuring good relationships and creating a

climate in which staff feel valued and strive to keep learning and developing.

Team leadership is about relationships with others and interpersonal skills.

Effective team leaders display genuine empathy and understand the concerns

of those in the team. They listen and try to understand how staff perceive
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things, they give genuine praise for achievements and support when needed.

They support staff development through on-the-job training and mentoring,

develop potential and delegate responsibilities. They have strong and clear

personal values and are able to communicate a clear vision. Team leaders

should be willing to admit mistakes and modify their ideas after listening to

others. They need to empower staff by trusting them to take decisions or use

their own initiative and discretion (DfES 2002b). As a leader, you may also be

responsible for identifying and keeping central a set of core values or a vision

for the setting as well as monitoring and developing the quality of provision.

Read and Rees (2003: 128) suggest that in order to operate successfully as

a team, a group of individuals strive proactively toward positive ways of

working together, and value individual contributions. They cite Handy (1990)

who defines a team as a: ‘. . . collection of individuals gathered together

because their talents are needed to perform a task or solve a problem. If the

team wins, all those in it win. If the team loses they all lose. There is a

common purpose, and the sense of camaraderie that should go with a com-

mon purpose’.

Reflection point

The notion of ‘common purpose’ is often used as a basis of successful

teamwork. Do you have a ‘common purpose’, an articulated ‘vision’, a

written ‘mission statement’ or a list of aims and objectives? What does

it say? What does it mean to you? What are the shared understandings,

values, attitudes and beliefs about how children learn and develop,

written or unwritten, between you and those you work with? What are

the key principles that underpin your practice? Are all of the team

aware of the common purpose and shared goals? How is a sense of

camaraderie promoted?

Structure and membership

Some teams may be put together almost at random, others are trained to a

common standard. There can be self-managing teams, for example, a pre-

school group may be a group of volunteers who share fundamental beliefs

about the importance of play in early childhood. Conversely, there can be

loosely-formed and temporary teams, put together to carry out a particular

task. Much depends on the size, layout and structure of the organization.

While the notion of ‘team’ implies a small group it may include everyone

who works for an organization and be considerable in number. The size of the

team will depend on the purpose, how many people are available and the task
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in hand. One small nursery chain, for example, may have only two people in

the team, another can have over 50 staff, perhaps with smaller teams working

in different rooms. Usually in early years settings there is a ‘core’ team,

relative to staffing ratios. This might include the day-to-day supervisor or

manager, a deputy and a number of assistants. The wider team or extended

team may include lunchtime supervisors, supply staff, volunteers and stu-

dents. The early childhood team is not a static entity but a fluid concept. As

well as being composed of different personalities, the team may be part-time

or full-time, they may be of different ages or at different stages in career or

level of training and qualifications. Even a small core team could range from a

young unqualified work experience student to a graduate with 10 or more

years teaching experience.

Reflection point

What does the word ‘team’ mean to you? What are your experiences of

being in a team, being led by a team leader or being a team leader?

What is the difference between a group of people and a team? Who

belongs in your core or extended team? In what ways do you or your

team feel accountable?

Forming a team is more than just collecting a group of people together

and calling them a team. It can be a lengthy, fragmented and complex pro-

cess, depending on the circumstances. It has been suggested that teams move

though a number of stages of development until the ‘ethos’ is achieved

(Handy 1990). These are:

* forming;
* storming;
* norming;
* performing.

It is the role of the leader to support staff and help the team develop to the

‘performing’ stage – in other words, the point where they can work produc-

tively together. The process is non-linear in reality, but thinking about these

stages provides a useful tool for evaluating your own team’s coherence.
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Reflection point

As you read through the descriptions of each stage think about the

teams you work with or in. Can you identify a stage of development

they have performed at in the recent past and which stage they are

performing at now? How can the leader of the team help move them to

the next stage?

Forming

At the forming stage the team is just beginning to find its identity. It may be

at an initial stage or where a new person has joined or someone has left an

established team. There is not yet a team, but a group of individual people

who have been brought together. The team works as a group of individuals

who contribute to discussions about the team’s purposes and are beginning to

have views on the other members, including the team leader. Some members

will be more confident and established than others (e.g. new members who

are not sure if they belong). They are becoming aware of what they do and

how others respond to them. These feelings can be influenced by the per-

sonalities within the team. The leader at this stage will be assessing the

individual strengths and weaknesses of individual characters, in order to

move to the next stage. As members gradually start to feel more comfortable,

signs of conflict may begin to occur. This indicates the team is moving to a

new stage of team development.

Storming

This period is essential for the team to work effectively, with shared norms.

The team is moving towards a general consensus. However, personal agendas

are now exposed. Perhaps one or more individuals challenge others and

express their individual view against the original flow. One member of staff,

for example, may challenge the manager and say that there is not enough

physical development provided, or that they should change the way snack

time is organized. Members may be critical of each other, as individuals begin

to assert themselves. This can lead to explicit conflict. The leader will need to

handle any disagreements tactfully using diplomacy to negotiate through the

differences, even if this requires examining the priorities and purposes again

or some modification of the planned objectives. Discussions might be con-

cerned with quality, curriculum implementation or resource issues. There

may be confrontation regarding policies and the values underpinning them.

Hence, ideas relating to policies and procedures should be revised or dis-

cussed, especially if the team is new. Here, the team leader needs to
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communicate clearly and manage the conflict effectively or the team will

remain at this stage for a long time. Constant change may also mean that

teams stay at this stage for a period of time.

Norming

The identity of the team is being established. The team begins to normalize

and feel more cohesive. They settle into the new ways of working which begin

to become established and supported. Issues are raised openly and staff are

more comfortable with each other. They may begin, for example, to meet

socially or communicate outside working hours. The team leader may be

drafting or redrafting agreed policies and procedures. At this stage there is a

feeling of trust and members work more co-operatively as they start to think

and feel like a team.

Performing

This is where the individuals really feel like part of a team. The ethos is

productive and supportive with everyone pulling together and working

alongside each other naturally. The team is mature and has usually been well

established for a period of time. The leadership role at this stage is to support,

discuss, reflect and review with the team to consolidate and develop their

practice. Members help and support each other as the team becomes mature

and efficient. Individuals respond to each other’s needs, personalities,

strengths and weaknesses.

Developing team performance

O’Sullivan (2003) suggests an additional stage, that of ‘transforming’, where

the team is continually reflecting and developing practices and seeking to

improve though change. Alternatively the team may be ‘dorming’ (Harpley

and Roberts 2006), or too comfortable, not wishing to meet new challenges or

consider change but being satisfied with past performance rather than look-

ing forward. Rodd (2006) offers a similar model of the team building process

using the terms ‘connecting’, ‘confronting conflict’, ‘co-operating’, ‘colla-

borating’ and ‘closure’. She notes that the final stage, closure, is an important

one which is often neglected.

In an alternative model, Smith and Langston (1999) suggest that as a

leader you build a team spirit by observing what is happening and analysing

the situation in order to identify any underlying problem. You would con-

sider alternative actions that could be taken and develop an action plan,

which may or may not be written. The action plan should contain action
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points, action, timescales and monitoring arrangements. The action plan

shown in Table 3.1 was drawn up by a day nursery team following their

inspection report.

Neugebauer and Neugebauer (1998) present the team building process in

terms of a five-step framework:

1 Set achievable goals.

2 Clarify roles.

3 Build supportive relationships.

4 Encourage active participation.

5 Monitor team effectiveness.

Edgington (2004: 15) draws on a business model, which emphasizes three

overlapping areas of functioning for an EYFS team leader: ‘achieving the task’;

‘building the team’; and ‘developing individuals’. First, the team and the

leader need to establish the overall aim of the setting. This can be broken

down into smaller tasks or objectives which can then be prioritized. A first

step in the process is to clarify the principles which underpin your practice.

Then tasks can be defined, broken down and prioritized by the team in line

with the agreed principles. The ability to prioritize logically is a crucial skill in

leadership and management. The second step involves developing a team

approach based on shared understandings on which they will base their work.

The role of the leader involves co-ordination and communication. Third, it is

important to identify and meet the professional needs of individuals, and

know and develop individuals within the team – for example, through

appraisal, delegating responsibility and discussion. Leading a team needs to

be people-orientated rather than simply task-orientated. It is important to get

to know people individually and understand their strengths and weaknesses,

showing you are interested in them as people and not just as the doers of a

job.

Managing performance, or the way in which people carry out their work

as individuals and teams within the setting, is an important part of leading a

team. The team leader is clarifying the team objectives, steering new initia-

tives, checking progress and providing direction. At the same time the leader

is modelling good practice, acting as a coach on the job and developing the

team’s knowledge and skills. One of the most common reasons for job dis-

satisfaction is a lack of control. To begin with, less qualified or new staff will

need some supervision. However, once they have been with you for some

time you can allow them more freedom. This will not be detrimental to

quality provided they are clear about their roles and responsibilities and the

standards expected. The manager has to work to establish a learning culture,

so all staff feel they can develop, by delegating responsibility where staff have

particular skills or interests. The outdoor area, for example, could be one
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Table 3.1 Post-inspection action plan

Actions required Action to be taken Who By when Monitoring

1 Review space in

playroom

Revise layout of

room, remove some

tables, create space,

look at storage

All staff,

Sarah to take

responsibility

End of Summer

term 2003

Julie/Angie

2 Ensure hygiene

practices are clear

and followed

Display nappy-

changing routine

and cleaning rotas

Sarah Immediately Angie

3 Provide adequate

hand-washing

facilities

Purchase new bowl

for hand-washing

after painting,

separate bowl for

hand-washing

before lunch

Angie End of next

week

Sharon

Recommendations Things we could do

Consider

introducing key

worker system

Reconsider key

worker system.

Develop key worker

groups for 2–3-year-

olds initially and

later for 3–4-year-

olds

Sarah/Sharon

with all staff

August 2004 in

readiness for

new intake

Julie

Revise planning and

assessment system

Revise current

system of

assessment to

incorporate

observations and

records for all

children and show

in current written

plans how needs of

under 3s are met

Julie/Angie and

all staff

By start spring

term 2004 and

develop

through the

year (meeting

on INSET day

in Xmas hols)

Sarah/

Angie and

Julie

Reorganize outdoor

storage space

Tidy the shed and

store things in a

more organized

fashion

Sharon to do

and Sonya to

maintain

responsibility

from now on

End of next

week

Sharon

Door repair Repair door to

children’s toilet

Mick Tomorrow Sarah
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person’s responsibility. However, it is important not to compartmentalize too

rigidly, or staff may become entrenched in their own role and not inclined to

change or share with others.

Motivating people is a key function of the team leader. This involves

creating a shared sense of achievement and of belonging to the team. The

leader must be seen to persevere, showing trust in the team, while treating

each member fairly as an individual. It is essential to acknowledge and praise

achievements and avoid criticism of individuals. Through staff appraisal,

challenging but realistic targets can be negotiated for all team members. In

this way, personal and professional development become firmly embedded

into the role of all practitioners. Feedback is also important and can take a

number of forms, including incentive and bonus schemes. Feedback can

encourage the team to reflect on practice, share good practice and learn from

each other, bringing out the best in individuals, even after a setback, such as a

complaint from a parent. You should give immediate praise for good per-

formance, for example, during an inspection or for something you have

noticed during your observations. Intrinsic rewards, such as a private or

public words of praise, are as powerful as more extrinsic rewards, such as

‘employee of the month’ schemes. Recognition of personal achievements

does not have to involve hefty financial outlay: a birthday card, a thank-you

note or a book token for the employee of the month all help towards moti-

vating individuals. Communicating with staff through a newsletter can also

be effective for those who are not in day-to-day contact with their team.

Team members will be demotivated by factors such as poor induction and

a lack of understanding of their roles, perceived unfairness in pay or work-

load, the unwillingness of a manager to listen to and respond to concerns and

the existence of a blame culture.

Table 3.1 (continued)

Actions required Action to be taken Who By when Monitoring

Develop staff

awareness of equal

opportunities

Integrate activities

into normal routine.

Staff to undertake

training in equal

opportunities

Sarah to ensure

someone goes

on training and

implement

further

improvements

End of autumn

term 2003

Angie

Improve and clarify

paperwork for

medical consent

and child protection

Revise to ensure

clarity

Sue in office to

provide new

forms

End of autumn

term 2003

Sarah
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Reflection point

How well do you know each individual in the team? Does each member

of the team understand the principles upon which their work is based?

Are there regular opportunities for team discussions relating to shared

understandings of ‘good practice’? How are individuals’ contributions

acknowledged?

You might also think about producing a list of rights for your team or

employees. The list below (DfES 2002b: 6) brings team leadership into sharp

focus and suggests team members should have the right to:

* have a clear understanding of roles and responsibilities;
* know what is expected in terms of standards, quality, etc.;
* know their legal rights;
* know how they are doing;
* feel that their contributions are recognized and valued;
* know how the team and organization are doing;
* feel part of the organization’s team and share successes;
* be kept up to date with organizational plans and programmes;
* be consulted on decisions that affect them.

Which of these rights do your team feel they have? Which ones still need to

be addressed?

Characteristics of effective teams

McCall and Lawlor (2000: 61) suggest that to be effective as a team the group

has to do the following:

* accept a ‘team culture’ which implies working honestly and fairly for

the team, rather than for oneself;
* develop the capacity to work together and be prepared to learn as a

team;
* work towards consensus decision-making, as opposed to citing

individual preference;
* be open-minded about tasks and obstacles, including facing change

and trying out new ideas and methods;
* act responsibly together, without the need for headteacher or ‘lead

manager’ supervision;
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* be willing to explain and justify the team’s manner and modes of

working, and modify these as necessary;
* accept that teams, like individuals, are accountable for results.

McCall and Lawlor also list the principle features which contribute to a suc-

cessful team. These are summarized below:

* shared vision and agreed priorities;
* members have good interpersonal skills;
* balanced membership;
* systems in place for exploring different views and opinions;
* open and clear lines of communication;
* access to support and necessary expertise;
* support structures (e.g. to handle conflict);
* time for planning and evaluation;
* recognition;
* able to problem-solve;
* team has a clear accepted purpose which is explicit and published.

Reflection point

Which of the above characteristics does your team display? Edgington

(2004) suggests that team leaders might evaluate their teams against the

following criteria for successful and effective teams. She suggests rating

your team against each question below and scoring from 1 to 5 – with 5

being a strength and 1 an area needing development. How does your

team measure up against this list? What actions could be taken to make

your team more effective?

* Is the team value-driven?
* Does it have good communication?
* Is it collaborative?
* Does it build on the abilities of its members?
* Do members listen to others in an effective way?
* Is there a willingness to solve problems?
* Is membership enjoyable?
* Are team members well motivated?
* Is the team dynamic?

Successful teams are also characterized by finding time for professional

dialogue and building or sustaining professional relationships. The leader

needs to promote positive communication including listening and open
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expression of ideas. It is of paramount importance that roles and responsi-

bilities are defined, established and clearly understood by team members. The

characteristics of the team (or teams) for which you have responsibility will

also affect how you seek to develop team performance. Edgington (2004)

characterizes three types of team. She suggests that there are rigorous and

challenging teams who work as professionals, who are never satisfied with what

they do and for whom leaders may need to encourage team members to

identify their strengths and help them to relax. Turbulent teams can appear to

be getting on well but behind the scenes dissenters can undermine develop-

ments. Edgington suggests that in teams of this sort there needs to be an

emphasis on team building; on monitoring policy decisions to ensure they are

implemented; and perhaps on identifying and dealing with team members

who are undermining group decisions. The third type of team that Edgington

identifies is what she calls the cosy team. She characterizes such a team as

being inward-looking and avoiding change by rejecting ideas, such as a

change of environment, because ‘they’ve already tried that and it didn’t work

then so why should it work now?’ Handy (1999) describes teams with some

similar characteristics as engaging in ‘group-think’. He suggests that in such

teams ‘no bickering or conflict is allowed to spoil the cosy ‘‘we-feeling’’ of the

group’ (1999: 163). He lists symptoms of group-think as including over-

optimism, dampening any doubts; explaining away inconvenient evidence;

stereotyping other groups; and stifling anything which challenges unanimity.

New leaders of cosy teams need to use persuasion and avoid sudden change.

This could be done by developing revised policies based on frank discussions

(see Chapter 5).

Reflection point

Does your team meet to decide priorities, agree who is doing what and

develop clear action plans? Do members have the confidence to ques-

tion judgements and decisions and seek clarification? Are there formal

and informal opportunities for changes to be suggested?

Another factor influencing the success of a team is the personal qualities

of the team leader. It is the team leader who provides the link which holds the

team together, boosts morale, maintains and supports structures, reviews

progress, evaluates and plans for the future. It is the leader who needs to be

able to communicate links between theory and practice and to translate

principles into action. This requires commitment, enthusiasm and humour as

well as an ability to deal with others. It demands good communication skills,

written and oral, consistency and a sense of fairness. It is essential that you

gain respect by example, act as a good role model and demonstrate that you
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have professional knowledge and skills, are well informed and remain loyal to

the team. You need to show commitment to the task in hand, the team and

the individuals in the team.

Some teams may not be well developed – for example, where members

are different in personality, skills and capabilities and hold differing opinions,

perspectives and priorities. Members of a team may have different experiences

and there may have been little time to develop as a team. Team members may

only share the fact that they work with young children. You may be so busy

with the day-to-day business of caring for the children that there is no time

set aside to make contacts with other professionals or to have informal dis-

cussions. This can create tension between achieving whatever the team is

setting out to achieve and achieving individual tasks and needs. A team will

not perform effectively if it is ‘dorming’ and unwilling to undertake tasks

outside the comfort zone. Team performance may also be inhibited by other

constraints such as fear of reprisals.

Reflection point

What do you need to do to develop your team? Is the decision-making

process understood and are accountability lines understood? How do

you share or acknowledge successes? Does each member of your team

know their roles and responsibilities? Is conflict dealt with openly or

pushed under the carpet? Are there ongoing opportunities for feedback

and professional development? Do you make meetings productive and

a positive experience for staff?

Managing conflict and change

Rodd (2006: 105) defines conflict in the early childhood context as ‘a form of

interpersonal interaction in which two or more people struggle or compete

over claims, beliefs, values, preferences, resources, power, status or any other

desire’. It is important to recognize that conflict is inevitable in complex

organizations and too little conflict is as undesirable as too much. Conflict

can range from petty quarrelling to full-blown bullying and needs to be

managed early and diplomatically to avoid escalation. It is important to

behave ethically and not to be seen to be taking sides.

Conflict arises from a number of possible sources ranging from strategic

objectives to working practices. For example:

* a lack of information;
* an inability to accept criticism;
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* tension between individual and corporate values;
* disagreements about the way children learn or the way behaviour

should be managed;
* differing cultural beliefs;
* personality clashes.

In one preschool, the new manager, Sarnjit, a former Reception teacher,

believed in structured activities and direct teaching of formal skills such as

reading. The deputy, Jill, had always believed in learning though play as the

most important element of the preschool. This resulted in some heated

debate but eventually compromise was reached, in that Sarnjit recognized her

experience with under 5s was limited and Jill acknowledged that more bal-

ance between adult-led and child-initiated activities could result in improved

experiences for the children. In another instance, a member of the team took

an almost instant dislike to a newly-appointed assistant. The existing team

member was calm and quiet whereas the new team member was loud, bubbly

and enthusiastic. The manager had to work really hard to see that this

personality clash did not affect the rest of the team and that positive rela-

tionships could be developed between the two staff, in spite of their different

personalities. She persuaded the quieter member of staff of the need for a

balance of approaches and highlighted the strengths of the new team mem-

ber. She discussed the importance of quiet times in the day for children with

the new team member and eventually things settled down.

The manager’s response will depend on the situation and whether the

conflict arises from black and white issues or more deeply-held personal

values. Some managers may tackle the situation personally, using a problem-

solving approach. They may focus on identifying the problem, gathering

information, considering alternative solutions, and choosing what to do.

Alternatively, others may prefer not to be directly involved and ask someone

else to deal with it. A manager may contact a colleague or another manager

for advice, or in more complex situations may seek legal advice or advice from

a professional association. If the issues cannot be dealt with informally there

may need to be a meeting where everyone can have their say and agree a way

forward. The leader needs the skills to negotiate between individuals and help

them see other perspectives. Any oral or written communication in relation

to conflict needs to be clear and objective. Sometimes, however, you may

need to act assertively and put an end to unacceptable behaviour rather than

let it impact on the provision. There needs to be a system in place for airing

views, with a no-blame ethos, where staff can share ideas and not take it

personally if an idea is not taken up as a learning experience. In more serious

cases, you may need to call upon more formal grievance or disciplinary

procedures which should already be in place. Conflict can also be influenced

by leadership style, with levels of conflict being reduced if there is an
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atmosphere of openness and trust. It is also likely to be limited where there

are clear policies and where staff are aware of their roles and responsibilities.

Reflection point

Think of a time when conflict occurred in your team or a team you have

worked in. What caused it, how was it handled and how it could have

been handled differently? Was it a communication breakdown or a

breakdown of interpersonal relationships within the team?

Another common source of tension in any organization is resistance to

change. The challenge of change is faced by all early years practitioners but is

particularly significant for the leader who is responsible for introducing,

implementing, managing and monitoring the impact of change on an

ongoing basis. Change involves dealing with ‘new expectations, new situa-

tions, new problems, heightened uncertainty and increased ambiguity’

(McCall and Lawlor 2000: 1). The responses to the change will depend on a

number of factors. First, whether the change is fairly minor and being

internally suggested or whether it is a major strategic change which has been

externally imposed. Second, the speed at which it is introduced. Most resis-

tance to change is related to insecurity. Hence, unless it is a matter of urgency,

it is important to introduce change gradually and have valid reasons for it.

This is a time to be realistic and persuade others of the potential benefits of

change. Resistance will be less likely if change is seen as an opportunity for

improvement. Third, the attitudes of individual team members towards

change. Some individuals have an inbuilt low tolerance for change which can

stem from the fear of not being able to live up to any new expectations arising

from the change. Where staff know and understand the change they are more

likely to welcome it. It is seeing change as a threat which leads to resistance.

The leader needs to stay focused on explaining where the change will lead,

which, in turn, will help staff feel involved and have some understanding and

ownership of the change. It may be that you need to offer training (both

external and internal) before introducing change.
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CASE STUDY

Cathy (the manager) decided to change snack time from a traditional break in the

middle of the session where all the children sat down together for a drink and

snack. Instead she introduced a ‘self-service’ cafeteria-style snack bar where chil-

dren helped themselves from a variety of drinks and snacks left on the table. Some

of her staff did not like this idea. When she was off on holiday for a few days, they

went back to the original away of working. When Cathy returned there was a big

row about the fact they had changed the system back. Once they all sat down and

discussed what had happened and the advantages and disadvantages of both

ways of working, it was agreed to try the cafeteria for a month and then review it.

If Cathy had prepared her staff for this change beforehand there would have been

less resistance.

McCall and Lawlor (2000: 17) summarize the key points relating to

change as follows:

* change is ever present and always will be;
* the expectation of a suitable professional response to changes is

increasing;
* early years settings cannot control economic, social and techno-

logical changes;
* settings need to be proactive rather than reactive, seeking positive

strategies for managing change;
* mandated change has to be complied with but settings should strive

to maintain their own identity;
* knowing ‘how’ and ‘why’ is more important than knowing ‘what’;
* balance is required between external pressures and internal priorities;
* leadership of change involves self-reflection on values, beliefs, atti-

tudes and patterns of professional behaviour.

As a manager you need to have fostered respect and credibility to con-

vince others of the need for change and especially the potential benefits.

Instead of a coercive approach you will need to adopt a collaborative one.

Sometimes there will be instances where this is not possible and you have to

make the change regardless. However, the more coercive the change the more

likely it is to be resisted.
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Reflection point

Think of some changes that you have been involved in. Have they been

internal or external? Were they coercive or collaborative? Have they

been welcomed or resisted? How has the impact of the change been

monitored?

A leader needs to be able to recognize and respond to reactions to change.

Barriers caused by resistance are very difficult to break down, especially where

the change is of a fundamental nature. Resistance to change can stem from a

number of sources. Do those implementing the change know how it will

affect them as individuals and what the impact will be on their workload? If

the answer is yes, then the change is more likely to be accepted. Team

members may feel something will be lost as a result of the change or may have

misunderstood the implications. Change is less likely to be resisted if it is

viewed as part of reflective practice (see Chapter 2). A continuous cycle of

observing and thinking about practice and suggesting improvements results

in change being naturally embedded in day-to-day routines. In addition, it is

essential to encourage those implementing change to be evaluative of the

impact on the provision. If a change is not working then the leader needs to

have the courage to abort it.

Finally, it is important to acknowledge that team leadership is a process

that needs to be considered alongside other leadership tasks, roles and

responsibilities. The next chapter looks at these in further detail.

Key points

* Appropriate leadership enables groups of workers to become teams.
* Team building is a complex process not a single event.
* Team building is concerned with an ethos that is based on positive

relationships which preserve individual autonomy while meeting the

priorities of the team.
* Effective teams have a shared philosophy about ways of working with

young children.
* Roles and responsibilities need to be clear.
* Management of change and conflict is a critical leadership function.
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Practical tasks

1 Think about other adults you interact with in your role as an early

years practitioner. Draw a chart or diagrammatic representation

showing:

a) the core team – those you work with on a daily or regular basis;

b) the wider team – those you come into contact with but not

necessarily on a daily basis;

c) your position within the team.

How would you describe your working relationships with the

adults you have included in your chart?

2 Hold a team meeting to discuss your common purposes and draw

up a mission statement written jointly by all staff.
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4 The roles and responsibilities of
leaders

We are all parties to leadership. Although it helps to have a sympa-

thetic position leader . . . we shouldn’t wait for the go-ahead. There

can be acts of compassionate leadership in every step you take. You

may collaborate with others as soon as you begin to value their

interests. You can be a collective leader when you vow to serve others

and your community . . .

(Raelin 2003: 252)

Introduction

As changes occur in the way in which schools and other early years settings

are organized; childcare needs are addressed for children above and below

statutory school age; as government priorities shift, the roles taken on by

practitioners in all sectors of provision will need to change too. Those of you

who have been designated leaders (or as Raelin terms it above, ‘position

leaders’) will be well aware that what is expected of you changes all the time.

Your title and salary may remain the same but your role frequently changes,

as circumstances are altered by both national and local contexts. In this

chapter we explore the changing roles and responsibilities of leaders. We

consider the range of tasks, roles and responsibilities which early years

practitioners have to assume and the relationship between them. We explore

specific nature of leadership roles and responsibilities in the ‘leaderful com-

munity’ (Raelin 2003) of early years settings and identify the different groups

to whom leaders in this sector are accountable. Responsibilities to and for the

team with whom you work are examined and the chapter concludes by

considering the responsibilities a professional leader has in terms of self-

development and reflection.



Tasks, roles and responsibilities

We begin by considering not only the roles and relationships which leaders

(and indeed all early years practitioners) must undertake but also the tasks

that everyone is involved in and how these relate to their roles and

responsibilities.

CASE STUDY

Claire is an assistant head in a children’s centre which was formerly a maintained

nursery school. Claire’s role has changed and developed over several years. When

her children were small and attending the nursery school she volunteered as a

parent helper. Because she already had a qualification equivalent to NVQ3, Claire

was able to take on a wider range of responsibilities than other parent helpers.

She felt comfortable, for example, playing maths games with the children and was

able to contribute ideas for art and for design technology activities. When a post in

the nursery class became vacant, Claire applied for it and was appointed. Her roles

in the centre inevitably broadened, and she began to take responsibility for

ensuring that resources were well maintained, and that all areas of provision were

inviting and stimulating. She took on areas of responsibility beyond the setting

and was able to take a lead in community involvement and work with parents.

When it was decided to introduce an extended day scheme, Claire was very

enthusiastic and sometimes helped out by covering for staff absence or other

emergencies. She enjoyed the opportunity to spend time with children in a more

relaxed atmosphere and found that this helped her to build a strong relationship

with them. It also meant that she was able to meet parents that she would

otherwise be unable to see on the regular and informal basis which she enjoyed

with other parents. Working alongside the extended day team also gave Claire an

opportunity to build a stronger relationship with staff there. Overall she was able

to act as a bridge between home and school and between school staff and the

extended day team.

When the nursery school was designated as a children’s centre, Claire applied

for an assistant head’s post, with overall responsibility for children up to the age of

3. In this role she worked closely with other senior managers to set up and

implement plans to provide full day care for a group of babies and toddlers. She

was also given responsibility for the day-to-day wrap-around care for older children.

In spite of this high level of responsibility, Claire felt that some additional

qualifications would help her to fulfil her roles more effectively and she enrolled

initially for an early years foundation degree course. The successful completion of

that course spurred her on further and she undertook the NPQICL course. She has
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found that her developing ability to reflect critically on her work has given her

both new insights and increased confidence. These in turn have enabled her to

gain support for aspects of provision which have sometimes been regarded among

some team members and managers as peripheral to their work.

During her time at this centre, Claire has held a number of different roles. In

those roles there may well be a high level of overlap in the tasks she undertakes –

but her responsibility as she undertakes different tasks may vary. For example, in

most of the roles which Claire has been in, she will have undertaken simple

cleaning tasks.

* As a parent helper, her motive or sense of responsibility will have something

to do with simply being the extra pair of hands, and something to do with

demonstrating to her own child her commitment to the setting.
* As a member of staff, Claire may have decided to get involved out of a sense

of responsibility to the team but may also have been driven by her sense of

responsibility to children. She may have noticed that the child who was asked

to mop up some spilt water is becoming frustrated and is on the verge of a

tantrum, and clearly needs support to complete the task successfully. In her

role as an educator she may have sought to promote a child’s self-esteem,

acknowledging her responsibility for supporting all-round development.
* However, as an assistant head seeing water spilt in a corridor, Claire might

mop it up in order to demonstrate her responsibility for the smooth running

of the school as a whole; for the safety and well-being of children; or to act as

a role model for staff and children. Alternatively, if as assistant head Claire

were, for example, showing the centre to a councillor, it might be more

appropriate for her to exercise responsibility as a senior manager and request

that someone else do the task so that she can concentrate on acting as an

advocate for the centre by bending the politician’s ear.

Claire has a large number of roles within the centre, contributing to the well-

being or care of children throughout their time there. In collaboration with the

qualified teacher she supports children’s learning and development across the

curriculum. She liaises between different teams within the centre, and between

parents and staff. She takes responsibility for developments within the setting and

beyond. She demonstrates leadership in a number of important aspects of life in a

children’s centre which is also a school – using both formal mechanisms where she

has been given specific roles and responsibilities and informal ones where she

must use influence to contribute to change within the institution.

Table 4.1 summarizes the varying roles and responsibilities assumed by

Claire and her team as they undertake similar tasks.
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Table 4.1 Roles, responsibilities and tasks

Tasks Roles Responsibilities

Playing a

(maths)

game

Parent helper To own child, demonstrating commitment to what

goes on in the setting

To children playing the game

Carer To children who may have needed a diversion or some

quiet time away from the crowd

Educator Responsibility for mathematical development, with a

focus on accurate counting and/or developing

appropriate strategies

Pedagogue Responsibility for mathematical development but

strong focus on personal and social development

Team member Responsibility to other team members to address

curriculum plans and learning objectives

Assistant head Demonstrating responsibility to parents, children,

team and community. Playing the game may be part

of monitoring provision, or it may simply be a way of

demonstrating involvement to parents, staff and

children

Student Responsibility to governors and staff who have given

permission to undertake courses. While playing the

game, the insights obtained about children’s learning

and development create an additional responsibility to

act on those insights and enhance the quality of

education. Study also requires a sense of responsibility

to self – taking time to study properly, acknowledging

the gains for the centre as well as self. Not taking

appropriate amounts of time for study and reflection

sells everyone short

Leader Responsibility to children and staff, acting as role

model to both groups

Changing

nappies

Carer To the well-being of the child, fulfilling responsibility to

parents

Pedagogue To the well-being of the child but with a recognition

that talking and singing as you undertake the task, the

way in which you touch the child and so on, all

contribute to the child’s care and education

Team member Covering colleague’s absence

Assistant head Responsible to child, parents and team but in addition

may act in capacity as strategist and be trying to

determine how to improve procedures for children and

staff

Leader Responsibility for staff development, acting as a role

model
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Reflection point

As you go about your daily tasks, make some notes on the role you are

playing and the responsibility you are exercising. Do not forget your

responsibility to yourself as a developing professional. Note the chan-

ges as you move from task to task.

Within differing roles, leaders undertake a wide variety of different tasks.

The sense of responsibility involved in carrying out even apparently similar

tasks may vary. Beth, for example, regularly works in a nursery alongside

other members of her team. At different times she may see a simple task like

reading a story as part of her role as officer in charge, maintaining day-to-day

contact with children so that she can fulfil her responsibility to have a clear

overview of the children’s needs and interests. Sometimes she is covering a

staff leave or absence. Her role and prime responsibility in that case will be to

take on the roles and responsibilities of the missing team member. At other

times she may want to observe a particular child about whom a parent has

expressed concerns – her role may be that of an observer or assessor and her

responsibility will be to the child and family. In all of these cases however,

Beth is acting in her role as a leader and whatever her focus, she recognizes

her multiple roles and responsibilities to staff, to children and families, and to

society in general.

Leadership roles

Leadership has been described as a ‘differentiated role’ (Pierce and Newstrom

2006: 9). This description contributes to the view that everyone in an early

years team has sometimes to act as a leader. In the view of Pierce and

Newstrom, different members of a team act in response to the needs of the

group and take on different leadership roles. It then becomes the role of the

designated leader to orchestrate the work of the group in achieving its aims.

In short, the role of leaders is seen to be evolving into ‘leading others to lead

themselves’ (Pierce and Newstrom 2006: 11 citing Manz and Sims 1991). This

fits well with a proposition put forward in the National College of School

Leadership’s framework for leadership development (cited by Crow 2005: 71–

2) which states that ‘school leadership must be a function that is distributed

throughout the school community’.

Shared or distributed leadership may take a variety of forms (Gronn

2003). Leadership may be shared in the sense that everyone working in a

centre sees themselves as being leaders by representing the centre to the

outside world as well as ‘reflecting pictures of the outside world back into the
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system’ (Gronn 2003: 34). This has the distinct advantage in complex early

years and integrated centres of not needing what Yukl has called a ‘heroic

leader’ (1999 cited in Gronn 2003: 34) because the team can undertake all the

necessary roles, actions and functions. It may also be compared to what

Handy has termed role culture (1984 cited by Bush 2003). Role culture is

characterized by a reliance on charts demonstrating the hierarchical nature of

roles within an institution and indicating with whom each role and level of

employment may communicate. Bush (2003) suggests that structures of this

sort may be appropriate in periods of stability but are much less so in periods

of rapid change.

Ideally, distributed leadership should be the result of conscious and

deliberate action by the designated leader. Often it occurs spontaneously and

the wise leader will nurture this. In a children’s centre Laura, an experienced

nursery officer, took a strong lead in improving the quality of interactions

with children. Her skill in talking to children and in communicating with

them was recognized by the whole staff, her advice was sought and she was

acknowledged by all as being a leader in this area of work. The head was

frequently asked to talk at national conferences and to write articles about the

centre’s high quality of work in intervening in children’s play. She began by

involving Laura but over time, as her confidence grew, writing and speaking

on the subject was delegated entirely to Laura.

Gronn (2003) also describes some distributed leadership as intuitive. The

way in which, within groups, different roles emerge and different people take

up different roles has been well documented. Belbin (1981 cited by Handy

1999), for example, identifies eight distinct but unofficial roles which emerge

in effective groups. These include the chair (whom Belbin describes as

working through others); the shaper – the spur to action, passionate and

dominant; the company worker, who is methodical and good at setting up

administrative systems; the team worker (not always noticed except when he

or she is not there); and the finisher, who makes sure that deadlines are met.

Reflection point

Think about teams you are involved in. In some you may not be the

designated leader but in others you will be. Reflect on the roles you

adopt in different teams and the contribution that you make to the work

of the group. As a leader, it will also be helpful for you to think about the

roles being adopted by others. Can you build on strengths you identify

or can you support others who may be (wittingly or unwittingly)

adopting unhelpful roles? Handy (1999) describes the hidden agendas of

team members who may be acting to protect some vested interest, may

be out to impress or get at you or someone else, or may be covering up

their own feelings of inadequacy. Do these sound familiar?
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There are many difficulties in having the role of a designated leader. Not

least among these is that others hold particular expectations of you as a

leader. Anne, a newly-appointed headteacher in a nursery school, held strong

views of distributed leadership and was keen to encourage others to exercise

decision-making. However, she was taking over from a long-standing and

very traditional headteacher who had made all the decisions. In the first week

of her headship, Anne was approached by a member of staff who asked

whether the children should be brought in from the rain. She replied that she

would be happy for the members of staff in the garden to make that decision.

This was not well received since the nursery nurse involved felt unable to take

responsibility. It is very easy to see how the expectations of others can lock

you into certain behaviours or responses. As Handy (1999: 62) remarks:

Individuals often find it hard to escape from the role that cultural

traditions have defined for them. Not only with doctors or lawyers is

the required role model behaviour so constrained that if you are in

that role for long it eventually becomes part of you, part of your

personality. Hence there is some likelihood that all accountants will

be alike or that all blondes are similar – they are forced that way by

the expectations of their role.

It may also be the case that designated leaders misuse the notion of

distributed leadership. Amy, for example, is a manager who talks at length

about her belief in distributed leadership – believing that in handing out

responsibilities her role is finished. But designated leaders have responsi-

bilities to team members to support them in taking on additional roles, to

give constructive feedback on how things are progressing and above all to

notice improvements and developments. Amy does not do this and as a result

her team, initially happy to take on new areas and new initiatives, are left

feeling disaffected. A vicious circle of disaffection has developed – Amy does

not emerge often from her room and therefore does not even see develop-

ments let alone comment on them. It is important to be clear that the pur-

pose of distributed leadership is not to make the leader’s life easier but to

provide a better service – by using everyone’s talents to the full.

The gender of leaders in early childhood settings is interesting when

considering roles, expectations and conflicts. Women may suffer from the

same problem as women leaders in many other sectors – being expected ‘to

fulfil at one and the same time the expectations attached to being a woman

and the expectations attached to a male stereotype of successful executives’

(Handy 1999: 65). Men working as designated leaders in early years settings,

on the other hand, may also have to contend with the fact that the care and

education of young children is not always seen as an appropriate area for men

to be employed in. Moreover, the expectation is that they will:
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* act as role models for boys in undertaking traditionally male and

female tasks;
* provide a balance within the ethos of early childhood care and

education which is dominated by women.

Role ambiguity can be particularly troublesome when, as is so often the

case, there is more than one view of what the leader’s role is or should be. This

is likely to occur in situations that are fluid and subject to frequent change –

as many of your roles are likely to be. Role ambiguity leaves you uncertain

about your actual areas of responsibility and others’ expectations of you. It

can lead to uncertainty about how your competence is judged or valued. This

in turn may make you feel insecure about whether you will be considered for

promotion (Handy 1999).

Many leaders also suffer from role overload (Handy 1999). Again this is

particularly prevalent in situations involving high levels of change. Gronn

(2003) suggests that with change, leaders may find themselves being given

more and more roles to fulfil. Any salary enhancement becomes like an

overtime payment as leaders struggle to deal with all that they are asked to do.

As discussed in Chapter 2, while management may be one of the roles of a

leader, it is by no means the whole story. Pierce and Newstrom (2006: 11)

remind us of this when they write:

an increasing number of management gurus are suggesting that

many of today’s organizations are ‘over managed and under led.’

Increasingly, organizations are modifying the role of yesterday’s

manager, changing the role to that of a leader charged with the

responsibility to gain follower recognition and acceptance and

become a facilitator and orchestrator of group activity, while also

serving as coach and cheerleader. It is feasible that many of those

roles (e.g. servant, teacher, coach, cheerleader) will become a com-

mon part of the conceptualization of leader and leadership as the

twenty-first century continues to unfold.

Reflection point

Reflect carefully on these comments about leadership roles. Do you see

yourself as coach and cheerleader? In what ways do you feel that you

are enabling others to lead themselves?
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The responsibilities of leaders

Everyone involved in work with children and their families carries a heavy

burden of responsibility. It is important, amid all this talk of responsibilities,

to remember that in working with children, practitioners have the privilege of

working in a rewarding and hopeful area of work. In dealing with the most

vulnerable and impressionable members of our society, we clearly have a

responsibility to the children themselves. As the emphasis in early childhood

care and education has shifted to focus on the needs of working parents and

the Extended Schools Initiative has emerged, the debate about the extent to

which practitioners’ responsibility is to parents or children has also devel-

oped. In addition to these day-to-day responsibilities there is a broader

responsibility to society at large which is sometimes seen as more nebulous.

As a member of a staff team, you have responsibilities not just to your line

manager, but to the rest of the team. Increasingly, as you develop and take on

more responsible roles, you will become aware of the need to take responsi-

bility for the development of staff and many complex aspects of the setting

itself. You should also not lose sight of the fact that your developing role

brings with it the responsibility to develop your skills and competence as a

leader, in order to maintain ‘the excitement and enthusiasm’ for learning,

which Whalley (2005) suggests is an important aspect of both effective lea-

dership and pedagogy.

Accountable to society or children?

Although the accountability provided by inspection can sometimes seem

removed from day-to-day concerns, the debate focused around Every Child

Matters (DfES 2003) has sharpened the level of accountability to aspects which

clearly impact on children’s well-being. In the 2005 version of the Ofsted

framework (in England) for nursery and primary schools (Ofsted 2005b), self-

evaluation forms (SEFs) were introduced as an important step forward in

promoting a professional approach to self-assessment. Leaders are asked to

take increased responsibility for assessing their own performance. Head-

teachers are asked to comment in their SEFs on a number of things, including

the extent to which learners:

* adopt healthy lifestyles;
* feel safe and adopt safe practices;
* enjoy their education;
* make a positive contribution to the community;
* prepare for their future economic well-being.
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The final point is replaced for non-maintained early years settings by a focus

on the effectiveness of the organization of childcare. Advice on and strategies

for completing an SEF are provided in Chapter 10.

Responsibilities to children and families

Practitioners’ responsibilities to children are so much an inbuilt part of day-

to-day practice that it can be difficult to take the necessary time and space to

reflect on what is entailed in addressing those responsibilities. Elfer et al.

(2003: 8 citing Manning-Morton and Thorp 2003), for example, identify a list

of tasks or roles that a key person working with children under 3 needs to

undertake if he or she is to meet the full implication of his or her responsi-

bilities. The list includes the need for key persons to develop trusting rela-

tionships with children and parents; interacting with children in ways which

build on their preferences and ensure that they feel safe enough to explore the

world around them; acknowledging all their feelings including those that are

seen as negative; settling children gently and being with them at key points,

such as eating and toileting; and seeking support to ensure that key workers’

emotional needs are also addressed. This range of responsibilities indicates

just how complex the role of a key person is. It involves taking a high level of

responsibility for all aspects of the children’s development and well-being but

inevitably will involve overlap with the responsibilities of parents and prin-

cipal carers.

Responsibilities to families will be developed more fully in Chapter 9 but

at this stage it is important to recognize that young children are closely bound

to their parents, emotionally. Part of all practitioners’ responsibility for

children’s development is the need to work in partnership with parents.

Failure to do this can place unnecessary and unhelpful pressure on the chil-

dren themselves (Jowett and Baginsky 1991). Both as a leader and as a prac-

titioner, your role will be to take a lead in this, modelling good practice and

providing training for other staff members who find this difficult (Moylett

and Holyman 2006). As will be seen in the next chapter, you should also take

responsibility for ensuring that policies are clear and explicit since these make

expectations clear to parents and provide support for staff. When they act

outside policy, staff may lay themselves open to criticism from parents.

Whalley (2001) praises the role of the Start Right report (Ball 1994) in

acknowledging the importance of parents’ contributions and commitment to

their children’s learning and development. She suggests that it is the

responsibility of early childhood practitioners to give support to parents by

modelling effective practice and giving them information about research and

opportunities to enhance their knowledge about the personal development of

children. Manning-Morton and Thorp (2003) add that practitioners need to

examine the attitudes they hold towards families if they are to develop warm
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and trusting relationships. As a leader, you carry a responsibility to help staff

address any negative or conflicting views of parents, since they will damage

relationships not only with parents but also with children.

Responsibilities to the community

While in a small village it may be possible to define a community, in large

cities this may be more difficult to achieve. Even in rural areas many members

of the community may travel long distances to work in neighbouring areas,

giving a dislocated feel to what are often termed dormitory towns and vil-

lages. In large towns and cities, a sense of community may not exist because

residents may move frequently, may not know their neighbours and may

prefer to keep themselves to themselves. The community that you, as a pro-

fessional, serve may not live in a single geographical area but may be widely

scattered, perhaps defined as a community because they are working parents

or because of high levels of socioeconomic need or disability.

Reflection point

Can you identify your community? Do you think you have a respon-

sibility towards your community? Do you think communities can be

self-defined? There are no clear-cut answers to questions of this sort but

reflecting on the complexity of these issues may help you to clarify your

roles and responsibilities.

The care and education of young children in Reggio Emilia in northern

Italy is widely acknowledged as a model of high quality provision (e.g. see

Moss 2001). One of the many interesting aspects of provision there is that the

nurseries are built on models of distributed leadership. This in part arises from

their origin in postwar communist and feminist activism but is also seen as an

important part of the nurseries’ relationship with and responsibility towards

the community. Every practitioner in Reggio Emilia is expected to have a clear

sense of responsibility to the community and to be responsible for ensuring

that there is a climate of trust and active listening between families, including

children, practitioners and politicians (Scott 2001). The provision of good

working conditions for practitioners is seen as an integral part of the climate

of trust since it is believed this contributes to both the self-esteem and well-

being of children and staff.

As a leader it may often be important to view the community’s per-

spectives critically. While the work of educators in Reggio Emilia is exemplary

in many ways, this does not mean that it can be simply imported into other

communities. Moss (2001: 133) reminds us that looking at work there can

54 LEADERSHIP AND MANAGEMENT IN THE EARLY YEARS



help us to be more critical by providing ‘a lens which helps to make the

invisible visible and to see what is visible in a different light’. Commenting on

practice in Reggio Emilia, Browne (2004: 49) draws attention to an aspect

which she feels is invisible there. She highlights the fact ‘that an individual’s

identity develops as a result of the interaction of gender, class and ‘‘race’’ ’ and

suggests that the political and parental lenses available to practitioners in

Reggio Emilia have not led them to take full account of these aspects of

community which challenge the status quo. Similar issues may need to be

explored if, for example, you work in a disadvantaged working-class com-

munity where there is overt and violent evidence of racism.

Responsibilities to society

Traditionally the responsibilities of practitioners working in the field of the

care and education of young children have been seen as relatively narrow,

focusing mainly on children and their families. The government’s childcare

agenda, which is primarily designed to support working parents, has broad-

ened the level of responsibility since this has been set in a context of broader

social and fiscal policy. Making provision for children which ensures that

parents get to work on time has always been the duty of childminders and

nannies, but for many practitioners this is an entirely new experience.

The climate of trust which has been commented on as being a feature of

work in Reggio Emilia seems not to exist in the UK. Developments in the

1990s, such as the introduction of the National Curriculum, Standard

Attainment Tasks (SATs) and other testing procedures, and the creation of

Ofsted inspections, were an attempt to monitor (on society’s behalf) the way

in which schools were addressing their responsibilities. This may have arisen

from media pressure; concerns about unequal levels of achievement; a focus

on value for money; calls for higher of accountability across many profes-

sional sectors; or a perceived effort to shift the balance of power from teachers

to politicians. Just as many early years practitioners have felt the pressure of

unannounced inspections and have seen this as a mistrust of their pro-

fessionalism, so one of the most persistent objections to increased levels of

monitoring came from teachers concerned about the erosion of their

professionalism.

Ofsted’s field of work has always included nursery and Reception classes

in maintained schools but in 1997 its sphere of influence was extended. The

Conservative government issued vouchers for nursery education. In order

that the effects of funding could be seen, a set of objectives often known as

the Desirable Learning Outcomes (DLOs) were published (SCAA 1996),

against which Ofsted-trained inspectors assessed provision. From that point

on Ofsted inspections occurred in not only maintained settings but in non-

maintained private and voluntary settings where free education places were
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offered for 4-year-olds. Funding was dependent on an inspection process

devised and managed by Ofsted. Since that time there have been a number of

changes in the process of inspection and its scope, including the introduction

of free education places for 3-year-olds. There is in addition a pilot scheme to

try out free education places for 2-year-olds. The whole process of inspection

is discussed in more detail in Chapter 10.

Responsibilities to and for the team

Even as a leader, you are likely to be a member of one or more teams. The

team might be focused around meeting the needs of children with SEN. It

might be a class-based team focusing on the needs of one set or cohort of

children. Frequently practitioners find themselves in a range of teams – an

extended day team, a management group, an action committee and so on. As

suggested in Chapter 2 the responsibilities of leaders include both responsi-

bility to the team and responsibility for the team. In taking responsibility for

the team, you will, for example, take a lead in:

* promoting positive relationships;
* creating an ethos in which staff feel valued and want to learn more

and develop further;
* keeping core values at the heart of the setting’s work;
* monitoring, maintaining and developing the quality of provision.

In addressing these responsibilities you will be taking responsibility for the

team but also demonstrating your responsibilities to the team, for developing

effective practice.

These things cannot be achieved by the leader alone. Sam, recently

appointed head of a small day nursery, was anxious to ensure that her staff

team were fully engaged in a shared responsibility for what happened

throughout the setting. She was greatly inspired by the work of Goleman et al.

(2002) on the subject of emotional intelligence and leadership, and decided

to begin team meetings with a reminder of the need to ensure that everyone

stick to the point. She asked team members not only to monitor their own

behaviour but also to monitor what others said and did so that meeting times

were purposeful and productive. This is important in all areas of work but

particularly so where shift work is involved since it is often very difficult to get

everyone together. Staff came to value this approach and became highly

disciplined and skilful in raising questions about procedures and building on

the contributions of one another.
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Reflection point

Goleman et al. (2002: 180) indicate that teams can be helped to share

responsibility by:

* raising questions about . . . procedures (e.g. asking the group to

clarify where it is going and offering summaries of the issues being

discussed to make sure we have a shared understanding of them);
* using good listening skills: either build on the ongoing discussion

or clearly signal that we want to change the subject, and ask if that

is ok . . .

To what extent do you think procedures of this sort would improve the

effectiveness of leadership in your setting? How could they be intro-

duced? What help might the team need to prevent such a change

feeling too challenging or confrontational?

Responsibilities to and for yourself

It has been suggested (see, for example, Whalley 2004) that the purpose of

education, including the care and education of young children, is transfor-

mation. An approach to leadership which results in transformation places

‘self-examination’ at its heart. This, it is claimed, can inform a range of new

ideas; will build competence and confidence; support plans and their

implementation; and enable leaders to take on new roles and evaluate and act

on feedback (Whalley 2004 citing Mezirow 1975, 1982).

Self-examination involves reflective practice which is the subject of many

current publications. Bolton (2005) emphasizes the importance of the writing

process in aiding reflection for a range of professionals, including those in

‘medicine, education, clinical psychology, nursing, therapy and leadership’.

(back cover). In Chapter 2 we highlighted the view of Johns (2004) on self-

examination or reflective practice.

An effective process of reflection is inevitably linked to action, or as Freire

(2005: 15), a highly influential educationalist of the twentieth century, sug-

gests, ‘authentic reflection cannot exist apart from action’. John Dewey, again

a highly influential writer working in the early part of the twentieth century,

expresses this slightly differently: ‘Reflection’, he suggests, ‘involves not

simply a sequence of ideas, but a consequence’ (Dewey [1910] 1991: 2).

Observation is an essential element of reflective practice. However, as

Drummond (1993) reminds us, looking and listening are not neutral or

objective activities. The observer’s mind or perception of a situation may

create errors in observations.
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Sometimes observations can become formalized and lead us to a form of

practitioner or action research. Rodd (1998: 174) comments that ‘research is

also important for leadership . . . because it is a recognized means of gathering

the facts and information which carry weight in arguments for change’. Clark

and Moss (2001) make the point that research brings responsibilities –

meaning that if you have identified problems or issues for the child, then you

have a responsibility to act on the knowledge. Mary, as part of her foundation

degree study, gave a group of children disposable cameras to photograph the

aspects of provision which were important or significant to them. She was

shocked to find that several of them took photographs of the bathrooms –

which they said they found dark, and even scary. Mary realized that she had

to convince senior management of the need to redecorate and refurbish this

area.

Graham, responsible for under 3s in a children’s centre, was studying for

the NPQICL and was anxious to develop his ability to reflect on his practice,

and that of his team. He found the leadership or reflective journal which he

was required to keep increasingly helpful. At the beginning of the course he

had found it a chore and had not expected to agree with the comments

(quoted below) of students cited by Bolton (2005: 165), but as the course drew

to a close he discovered just how much he had come to depend on his

journal. One student, for example, wrote:

This journal . . . has given me intellectual space and opportunity –

physical space from work and social group – spiritual space . . . also

psychological space to rethink my responses, reactions, motivations,

expectation and hopes . . . I’m more able to take risks and I have

thought of things I’d like to do which I’ve previously not thought of

as possibilities . . .

In a similar vein, another student wrote: ‘I will continue to write a log because

. . . [t]hings come out differently when written down. Feelings and thoughts

can creep up and surprise you in writing. I will always be grateful to this

course for giving me the space to discover this’.

In addition to written reflection, Graham found that he was more aware

of things going on around him. He observed interactions between staff, or

between staff and parents, more accurately. He found that he was more likely

to take responsibility for his actions and to consider their likely outcomes

more fully, and was more likely to question and analyse what would pre-

viously have been automatic and largely unquestioned decisions.
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Developing professionalism

Rodd (2006: 54) has identified three stages of professionalism in leadership in

early childhood services: direct care/novice; direct care/advanced; and indir-

ect care. For each of these she identifies two sets of roles and responsibilities.

She suggests that the roles and responsibilities of the novice professional are:

* to deliver and be accountable for a quality service;
* to develop and articulate a philosophy, values and vision.

Thus, even inexperienced or novice practitioners can only be seen as pro-

fessional if they are both accountable and sufficiently reflective to engage in

developing a vision which informs their practice.

Lucy had recently completed an NVQ3 qualification and was working in

a private nursery. She demonstrated a warmth which children, parents and

fellow team members alike found attractive. She was willing to take the

initiative but also ready to ask advice when she needed to. Leadership qua-

lities showed themselves in situations where she acted as a mentor for stu-

dents undertaking work experience – not merely indicating what had to be

done, but explaining the particular importance of helping children to feel

secure, competent and valued.

As Lucy became more experienced she undertook an increased range of

roles and responsibilities (described by Rodd as advanced direct care) and was

appointed deputy head. In this role she was able:

* to engage in a collaborative and partnership approach to leadership;
* to engage in ongoing professional development and to encourage it

in all staff.

She demonstrated good administrative capabilities, getting letters out on

time, maintaining records efficiently and responding in good time to requests

for information. Staff felt that she dealt sympathetically and fairly with issues

which they raised and she was able to communicate effectively. In this role

Lucy also undertook an increasing amount of responsibility for financial

management.

The third stage of professionalism identified by Rodd, namely that

belonging to those not directly responsible for day-to-day care, demands the

ability:

* to be sensitive and responsive to the need for change and to lead

change effectively;
* to act as an advocate for children, parents, carers, staff, the profession

and the general community.
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Lucy’s line manager was ill for a period of time, and during her months of

absence Lucy was given the opportunity to lead the team. She found that she

enjoyed the experience and was good at helping the team to embrace change.

She gained a great deal from the opportunity to raise the profile of the setting

in the wider community.

Reflection point

Which of these aspects of professionalism do you feel able to demon-

strate? Which do you enjoy? Which do you feel you need to get better

at?

Moyles (2006: 16) adds another perspective on learning to become a leader. In

her framework for the evaluation of leaders, shown in an adapted form below,

she identifies four levels of competence:

1 Intuitive and pragmatic. Working from a sound knowledge base,

but intuitively, instinctively and somewhat spontaneously, rather

than from the basis of deep thought or reflection.

2 Reasoned and articulate. A more thoughtful stance from the

basis of thinking through and articulating the needs of any situation,

using experience, sound knowledge and explanation skills.

3 Involved and collaborative. A different level of operation alto-

gether, seeking expert advice from others within and beyond the

setting and working in close collaboration with others whose

knowledge and opinions are valued, discussed, considered and used

as relevant.

4 Reflective and philosophic. Definitely the most thoughtful, cog-

nitive level, using all one’s powers of thinking to scrutinize one’s

beliefs and values and those of others, and to explore concepts such

as change and vision for one’s particular setting as broadly and

innovatively as possible.

Many practitioners, both experienced and inexperienced, are intuitive

and pragmatic. They think on their feet, they know what feels right and they

often get things right. Graham had been just such a leader and he was for this

reason reluctant to begin a leadership course. He was regarded by the team

and by parents as a good leader but, contrary to his expectations, he found

that having to explain and spell out his actions gave him more confidence,

and made his presentations more thoughtful, reasoned and articulate. His

increased confidence made it easier for him to seek advice, making his a more

collaborative style, being less afraid of looking inexpert. The course gave him
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the opportunity to develop his powers of reflection, to understand different

perspectives and above all to develop a vision or philosophy for the centre. He

did not lose the intuitive understanding which he had initially brought to his

professional role as a leader, but he was better able to explain his reasons to

others and to check out his own motives for himself.

One key role for an early years professional in transforming both self and

institution lies in exciting the enthusiasm of other practitioners, both within

and beyond the team. McGregor (2003: 126) suggests that ‘the role of lea-

dership is . . . in facilitating engagement, imagination and alignment’.

Crompton (1997) suggests that community leadership requires commitment

and Owen (2005) highlights his view that effective emerging leaders focus on

three Ps – people, positivity and professionalism (which he suggests includes

loyalty and reliability).

It is clear from this that becoming a professional is a process. Experience

and reflections gradually lead the aspiring professional towards becoming

what have been called mature or influential professionals (see Pound in

press). According to Pound, the characteristics of these professionals are that

they:

* have ‘long experience in a range of roles and functions’;
* ‘hold composite, high level, professional leadership roles’;
* ‘strive for ‘‘professional insight, perspective and realism’’ ’.

Gardner offers yet another stimulating perspective on the nature of

professionalism. He differentiates between those who are members of pro-

fessions and those who act professionally. He writes:

Many individuals designated as professionals and dressed in expen-

sive suits do not act in a professional manner; they cut corners,

pursue their own interests, fail to honor the central precepts and

strictures of their calling . . . On the other hand, many individuals

who are not so designated officially behave in an admirable, pro-

fessional-like manner. They are skilled, responsible, engaged, them-

selves worthy of respect.

(Gardner 2006: 129)

For Gardner, professionalism of this sort involves what he terms ‘an abstract

attitude – the capacity to reflect explicitly on the ways in which one does, or

does not, fulfil a certain role’ (2006: 130). Leaders in the early years have a

responsibility to ensure that they develop this capacity not only in them-

selves but in those they lead, since their ultimate responsibility is towards

society’s youngest and most vulnerable members; the future of society itself.
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Key points

* Early years practitioners, whether designated leaders or not, often

undertake some similar tasks, although their roles and responsi-

bilities in doing so will vary.
* Becoming a leader is a developmental process which develops

through experience and reflection.
* Professionalism lies at the heart of becoming an effective practitioner

and leader and this too is a process of development.
* Reflective practice supports the process of development and is a vital

tool in self-examination.

Practical task

Begin keeping a reflective journal, initially for a week. It is probably

better to use a book than sheets of paper which more easily get lost and

muddled. Simply spend five minutes (or perhaps longer when you get

into it) writing down what occurs to you about the day, and your role as

leader. This is not for anyone else’s eyes so you can let off steam, spell

any way you like, cross out what you like and say what you like. The

point is to earmark some time for thinking back over what has hap-

pened during the day. Could you have done anything differently?

What other courses of action were open to you?

At the end of a week think about what you have gained from this

process and consider whether it might be a useful practice to continue.

62 LEADERSHIP AND MANAGEMENT IN THE EARLY YEARS



5 Leadership, policy
development and welfare
requirements

Group providers will be expected to have written copies of any

policies and procedures which are required, for example, to safeguard

children or promote equality of opportunity. Providers should ensure

that all members of staff have been given copies of these policies and

procedures as part of their induction, and that they are explained to,

and accessible to parents.

(DfES 2007: 20)

Introduction

This chapter links policy development, leadership and meeting the welfare

requirements as set out in the EYFS statutory guidance (DfES 2007), effective

from September 2008. It focuses on written and unwritten, essential and

desirable policies. It suggests that policy development should involve the

whole team and be regarded as a complex and proactive, rather than a simple

and reactive, process. The chapter begins by looking at the rationale for and

importance of policy development, not least in order to meet statutory

responsibilities. It contends that policies should be seen as playing a key role

in promoting shared beliefs and values, should underpin day-to-day practice

and be used as a baseline for everyday decisions. We then move on to discuss

frameworks for writing policies and strategies for leaders to ensure policies are

implemented by all the staff. We centre on policy development as a dynamic

and interactive process between five Ps – philosophy, principles, purposes,

procedures and practice. Throughout the chapter, we use extracts from

sample policies including equality of opportunities, safeguarding children

and health and safety, which are underpinned by new legal responsibilities, to

illustrate the complexity of policy development and provide guidance on

what policies need to cover. We look at how policies can be used on an

ongoing basis as working documents and the reasons for reviewing them.



Finally, we draw attention to the obligations of employers in relation to

documentation required by employment law.

Reasons for policy development

In the current climate of accountability it is sometimes difficult to see beyond

the need to have policies, procedures and other documentation in readiness

for your inspection. However, there are some more important and funda-

mental reasons for policy development other than having the appropriate

piece of paper in the right file for Ofsted. It would be impossible to operate at

all without any accepted ways of working or shared ideas, written or

unwritten. For the purposes of this chapter, policy is a collectively agreed

statement of beliefs and is informed or guided by philosophy and principles.

It is a course of action recommended or adopted by an organization. It is

policies that inform procedures. Procedures, in turn, inform practice, as a

procedure, or way of doing something, is a written method or a course of

action to be taken in particular circumstances.

Policies serve the dual purpose of underpinning practice while at the

same time meeting legal requirements. While some policies are desirable in

that they clarify aspects of practice which need to be shared with others,

certain policies and procedures are essential in order to meet legal obligations.

It is a specific legal requirement, for example, that ‘Providers must have an

effective behaviour management policy which is adhered to by all members

of staff’ (DfES 2007: 28). Implicit in this requirement is not only the existence

of a written policy but also that the policy is known, understood and

implemented in practice by all the team. It also implies that the practice is

monitored in terms of effectiveness. As leader, not only are you responsible

for making sure the policy is developed but also that your team has the

knowledge, understanding and skills necessary for effective implementation.

Reflection point

Do all your team have a shared understanding of what is meant by

effective behaviour management? Is there a clear policy on behaviour

management? Are you aware that failure to implement aspects of the

requirements for behaviour management is a criminal offence?

Similarly, there is a requirement to draw up a health and safety policy

which includes procedures for identifying, reporting and dealing with acci-

dents, hazards and faulty equipment. This needs to cover the health and

safety of the premises, children and adults. You will need a named health and
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safety person, risk assessment documents and to find out about local and

national requirements. Again, it is not sufficient to just have the policy in

place; it is a leadership role to ensure all staff have an understanding of

requirements, for example, by providing a manual, meetings and training

opportunities.

The National Standards for Under Eights Daycare and Childminding (DfES

2001a) will be replaced from September 2008 by the EYFS Statutory Framework,

setting the standards for the care, learning and development of children from

birth to 5 (DfES 2007). The framework establishes two sets of requirements –

the learning and development requirements which are discussed in Chapters

6 and 7 and the welfare requirements which provide a rationale for the

essential policies discussed in this chapter.

Meeting the welfare requirements

You should already have policies and written procedures in place to meet the

national standards. The introduction of the EYFS welfare requirements her-

alds the need to review, revise and update your policies to ensure you con-

tinue to meet your statutory duties. Although you should have most of the

required policies in place, the emphasis has shifted towards not just having a

policy but having legal and effective compliance. Both the general and spe-

cific legal requirements have the force of regulations and therefore must be

adhered to by all early years providers. It is an offence to fail to comply with

certain requirements. As a consequence, it is essential that as a leader you

keep your knowledge up to date, otherwise you may unwittingly be breaking

the law. Alternatives to the statutory guidance may justifiably be put in place

providing the requirements are being met.

While childminders are not compelled to have written policies, they are

required to have policies which are clearly articulated to parents and others

on request. Schools are not legally obligated to have separate policies for the

EYFS, providing that requirements are met through the policies for children

above statutory school age. Nevertheless, there will be some areas of practice,

specific to the Foundation Stage, such as settling in procedures, learning

through play and the outdoor curriculum, where it would be helpful to

establish separate policies and procedures. As stated earlier, you will need to

review your policies and ensure, as a minimum, that clear policies and pro-

cedures are in place that cover the welfare requirements. The Statutory Frame-

work divides the welfare requirements into five areas of policy and practice:

1 Safeguarding and promoting children’s welfare.

2 Suitable people.

3 Suitable premises, environment and equipment.
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4 Organization.

5 Documentation

Each of these areas is then subdivided into a set of general welfare require-

ments as follows.

Safeguarding and promoting children’s welfare

* The provider must take necessary steps to safeguard and promote the

welfare of children.
* The provider must promote the good health of the children, take

necessary steps to prevent the spread of infection, and take appro-

priate action when they are ill.
* Children’s behaviour must be managed effectively and in a manner

appropriate for their stage of development and particular individual

needs.

Suitable people

* Providers must ensure that adults looking after children, or having

unsupervised access to them, are suitable to do so.
* Adults looking after children must have appropriate qualifications,

training, skills and knowledge.
* Staffing arrangements must be organized to ensure safety and to

meet the needs of the children.

Suitable premises, environment and equipment

* Outdoor and indoor spaces, furniture, equipment and toys must be

safe and suitable for their purpose.

Organization

* Providers must plan and organize their systems to ensure that every

child receives an enjoyable, challenging learning and development

experience that is tailored to meet their individual needs.

Documentation

* Providers must maintain records, policies and procedures

(author’s emphasis) required for the safe and efficient management

of the settings and to meet the needs of the children.
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Each of these welfare requirements is then set out in three sections:

1 Overarching legal requirements.

2 Specific legal requirements.

3 Statutory guidance which providers must have regard to and take

into account in their endeavours to meet the general and specific

requirements.

All providers must meet the welfare requirements by having up to date

policies and procedures, as indicated in Table 5.1.

Apart from those areas of practice underpinned by legal responsibilities,

in the longer term it is ideal to have a policies in place clarifying those aspects

of practice which need to be shared with others. These should be developed

and reviewed to reflect the ethos, aims, objectives and best practice of the

Table 5.1 Relationship between policies required by the EYFS (DfES 2007) and National

Standards for Under Eight Daycare and Childminding (DfES 2001a)

EYFS requirement National standards Policy/procedures required

Safeguarding and

promoting children’s

welfare

St 13 Child protection Child protection

St 12 Partnership Complaints procedure

St 2 Organization Missing child procedure

St 9 Equal Opportunities

St 6 Safety

St 4 Physical environment

St 10 Special needs

St 7 Health

St 8 Food and drink

St 11 Behaviour

Failure to collect child

procedure

Admissions policy

Equality of opportunity

(including SEN)

Administration of medicines

No smoking policy

Behaviour management policy

Suitable people St 1 Suitable person

Suitable premises,

environment and

equipment

St 4 Physical environment Health and Safety Policy

St 5 Toys, resources and

equipment

St 3 Care, learning and play

St 7 Health

St 6 Safety

Organization St 2 Organization

Documentation St 14 Documentation
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setting. As you continue to reflect on practice you may add carefully for-

mulated new policies in the light of experience.

Reflection point

Which of the policies specified in Table 5.1 have you already in place? Are

they up to date? Are they known and implemented effectively by all staff?

A prime purpose of policy development is to share information. There are

specific legal requirements which stipulate that certain policies must be shared

with parents – for example, safeguarding children, admissions, and procedures

to be followed if a child goes missing, if a parent complains or if a child is not

collected at the appointed time. As well as parents, policies may need to be

shared with inspectors, advisory teachers, development workers or other pro-

fessionals. They may also need to be communicated to management commit-

tees or school governors. A useful strategy is to write a policy summary leaflet

for parents, or include a summary of the required policies in a parents’ infor-

mation pack, clearly stating that the the full version is available on request.

Another fundamental reason for developing policies which reflect shared

values and beliefs is to ensure equality of opportunities. They can be used to

provide clear guidance to be followed by all staff and volunteers, to ensure

equality and fair treatment of adults, children and parents. The following

extract from a policy on equality of opportunities demonstrates the point.

Triangle Nursery Equality of Opportunities Policy

The company actively promotes equality of opportunity and anti-discriminatory

practice for all children. This means all children are treated with equal respect

and valued regardless of difference. It does not mean all children are treated the

same. Some children may need to be treated differently in order to be given

equality of opportunity.

The nursery has one member of staff [name] responsible for equal oppor-

tunities who has attended relevant training and passed information on to the

company and its employees.

The purposes of this policy are to:

* ensure equality of opportunity;
* ensure that disadvantaged groups receive the same opportunities as others;
* comply with the spirit, as well as the letter, of the law;
* ensure the consistency of equality;
* avoid unfair discrimination;
* provide machinery for challenging unfair treatment.

68 LEADERSHIP AND MANAGEMENT IN THE EARLY YEARS



Clear procedures and policy statements also ensure consistency of prac-

tice among different staff. This is particularly important in larger centres,

including children’s centres, where not all staff are working together all or

even most of the time. Policies and procedures should form an essential part

of staff induction and on-the-job training. Key policies such as health and

safety, fire procedures and safeguarding children should be explained before

new staff start work.

Policies provide a tool which can be used for training, monitoring and

evaluating practice. Edgington (2004) suggests that teams could be prepared

for developing certain policies by researching the relevant aspect of practice.

You could provide the team with articles or chapters from books to read, or

you could ask staff to attend training in the policy area. Visits to other settings

could also prove a valuable source of ideas. The more knowledgeable the team

is, the more effective the policy is likely to be. Well structured policies can

provide clear success criteria to assess the effectiveness of your aims and

objectives. Edgington suggests several ways in which policies can be used as a

monitoring tool. First, you or your staff could select a policy or an idea within

a policy and gather evidence to show the extent to which it is being imple-

mented. Parents and children can also be consulted on how a policy is

working in practice. Parents’ views can be invaluable in monitoring the

effectiveness of your settling-in procedures. Children can comment, for

example, on resources and the environment. Second, you could discuss a

policy at a team meeting and highlight those aspects which are being done

well and those where there is room for improvement. Third, as well as the

welfare requirements, you could use policies as a focus for leading, mon-

itoring and evaluating the curriculum. Policies can be instrumental in

informing the development of curriculum planning, assessment and the

organization of the environment, a point developed in the next two chapters.

Policies provide necessary protection for the employer, for staff and for

children. Children’s safety, welfare and rights are protected by clear procedures

and policies. Procedures offer parents the security of knowing what will hap-

pen in a certain situation, for example, if their child is ill. In the case of a

complaint or a child protection issue, for example, staff decisions can be

supported if they are based on a given procedure. An employer can turn to

policies to help implement disciplinary or responding to grievance procedures.

According to Edgington (2004) policies should help teams to:

* clarify their beliefs, aims, objectives and vision for all aspects of their

practice;
* develop shared understanding and expectations and therefore work

more consistently;
* ensure that all children and parents have equal access to high quality

experiences;
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* communicate philosophy and practice to others;
* monitor and evaluate their practice using agreed criteria.

A professional approach to practice through policies and procedures not only

helps to raise the status of your setting and the early years sector, but inev-

itably impacts upon the quality of the provision. Having examined why

policies are important the next part of this chapter moves on to suggest how

they can be developed, formulated and articulated.

From philosophy to practice – the five Ps

A critical success factor in policy development is the involvement of the

whole team from the outset. If policies are to reflect shared values and beliefs

about practice and in practice, they cannot simply be written and imposed.

Neither can they be bought or adopted ‘off the shelf’, although it may be

useful to look at other policies for information. In some settings staff may be

totally unaware of the existence of any policies because they are not used as

working documents to underpin practice. Policies may have been filed and

subsequently ignored or sometimes the manager and the deputy may look at

them but other staff, including students or assistants, are left out of the loop.

It is essential that those who are going to be implementing the policy are

involved in developing it, even if only for the first draft. In larger teams you

could divide staff into sub-groups and set tasks. Even if it is not possible to

meet you can use other methods to consult staff, such as informal discussion

or an anonymous questionnaire. Although time consuming and somewhat

daunting, this process should not be rushed and will pay dividends in the

long term, as without any ownership the staff will be reluctant to even read or

implement the policy. Although everyone does not need to know every detail

of every policy they do all need to be aware of the policies. Again a useful

strategy is to provide a policy summary leaflet for every member of staff and

have a full policy folder available as a reference point.

The process of policy development can be thought of as five interactive

Ps:

* Philosophy
* Principles
* Purposes
* Procedures
* Practice

The setting’s philosophy or shared values and beliefs need to underpin any

written or unwritten policy. Therefore a consensus view needs to be reached
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at the initial stages of the policy development process. Once the philosophy

has been established, key principles can be developed. These will inform the

purposes or objectives of the policy. Concrete guidance or procedures as to what

the policy will look like in practice can then be added to provide the final piece

of the puzzle.

Reflection point

How would you summarize your setting’s philosophy on safeguarding

children? Would all staff cite a similar view? Can you identify two or

three key principles relating to safeguarding children and promoting

their welfare? How are they reflected in policy and enacted in practice?

Policy content will be contextualized but firmly grounded in research,

national expectations and law. Translating policies and procedures into

practice cannot be left to compromise. There need to be clear systems in place

to ensure all staff fulfil their obligations and to prevent serious deviation,

especially from the statutory policies but also from other important aspects of

practice. In order to ensure final drafts of policies are read, understood and

used by staff, you could create a policy checklist which staff should sign as

part of their induction to confirm they have read the policy. You would need

to create a similar system in relation to revised, updated or new policies and

procedures. You could also include a clause in the contract of employment

stating that the employee agrees to follow the setting’s policies and proced-

ures. Alternatively, staff could sign a slip to say something like, ‘I have read,

understood and agree to implement the policies in the nursery policy folder’.

You could include a statement on the front cover, particularly of statutory

policies, that failure to implement this policy could lead to disciplinary

action. The more times and places the existence and importance of policies

are emphasized verbally and in writing, formally and informally, the more

staff will see that they are not just there to be filed. Rather, they are state-

ments of principle and documents which are intended to translate into, and

be evident in, practice. Linda, a nursery manager, has a job description which

makes this clear, stating that: ‘The nursery manager needs to ensure that all

staff work together in accordance with company policies, which in turn

comply with national requirements.’ The following job description extract

also shows how the importance of a policy to practice can be highlighted in

role descriptions. The assistant should:

* have high expectations of all children and be committed to inclusive

practice; promote equality of opportunity in accordance with the

equality of opportunity policy;

LEADERSHIP, POLICY DEVELOPMENT AND WELFARE REQUIREMENTS 71



* support the management in providing balanced and flexible daily

routines indoors and outdoors, which meet individual children’s

diverse needs in accordance with the planning and assessment

policy;
* support, inform, respect and involve parents formally and informally

in their child’s care, well-being, development and learning both at

home and in the setting; and support the management in imple-

menting the parent partnership policy;
* undertake first aid training, know and comply with the company’s

health and safety policy and procedures.

Clear guidance should be available as to consequences of deviation either

through follow-up training and support or disciplinary action.

CASE STUDY

The preschool group policy on outings clearly stated that the adult:child ratio for

travelling on public transport was 1:3 and at least two qualified, vetted members

of staff should be present at all times. Sue, the manager, asked Julie, the deputy, to

take 12 children on a bus trip to the travel agent with two parent helpers. Julie

knew this was contrary to policy and refused to go so the manager went instead.

This scenario is interesting in that the manager was determined to deviate

from the policy even though the deputy had pointed out this would be the case.

This caused conflict between the manager and her deputy, risked the safety of the

children and contravened the policy which she had signed to say she would

implement. Depending on the context this could have resulted in a verbal

warning for the manager.

Similarly, if a nursery food and drink policy states that children should be

given healthy choices and sugar-free drinks, a parent (aware of the policy) could

complain if staff gave her child orange squash. The manager could only apologize

to the parent and reiterate the policy and then use the policy itself to identify to

staff that practice has been contrary to the policy. The manager could point out to

staff that any further incidents which do not reflect policy may result in formal

consequences.

The skill in writing policies is to be succinct while still communicating

the main points. They should not be over lengthy or contain jargon, although

some will by necessity be longer and more complex than others. A ‘no

smoking’ policy, for example, is relatively straightforward. It will explain how
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you ensure that children are in a smoke-free environment. It will state that no

one smokes in outside areas when children are present or about to be present.

By contrast, an equality of opportunities policy will require far more thought

and preparation. It will be longer and may need to be divided into clear

sections. Some complex and possibly contentious issues will need discussing

at the preparatory stage. What do your staff understand by the term ‘equality

of opportunity’? Are there established shared values and beliefs about

‘inclusive practices’? What will the policy look like in practice?

In terms of welfare requirements, the statutory guidance can be used to

set out the basic content, but should be contextualized to reflect your setting.

The specific legal requirement is that all providers ‘must have and implement

an effective policy about ensuring equality of opportunities and for support-

ing children with learning difficulties and disabilities’ (DfES 2007: 25). Pro-

viders in receipt of government funding must have regard to the SEN Code of

Practice (DfES 2001b). The Statutory Framework (DfES 2007: 25) clearly defines

the parameters. The policy on equality of opportunities should include:

* information about how the individual needs of all children will be

met;
* information about how all children, including those who are dis-

abled or have SEN, will be included, valued and supported, and how

reasonable adjustments will be made for them;
* a commitment to working with parents and other agencies;
* information about how the SEN Code of Practice is put into practice in

the provision (where appropriate);
* the name of the SEN co-ordinator (in group provision);
* arrangements for reviewing, monitoring and evaluating the effec-

tiveness of inclusive practices;
* information about how the provision will promote and value

diversity and differences;
* information about how inappropriate attitudes and practices will be

challenged;
* information about how the provision will encourage children to

value and respect others.

Reflection point

Look at your setting’s equality of opportunities policy. Does it contain

all the above information?

As part of the requirement to safeguard children and promote their

welfare, providers must keep a statement of the arrangements in place for the
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protection of each child. Safeguarding and promoting the welfare of children

is defined for the purpose of statutory guidance under the Children Acts 1989

and 2004 as:

* protecting children from maltreatment;
* preventing impairment of children’s health or development;
* ensuring children are growing up in circumstances consistent with

the provision of safe and effective care ‘and undertaking that role so

as to enable those children to have optimum life chances and to

enter adulthood successfully’ (HM Government 2006a: 34).

All staff need to be clear about the arrangements to safeguard children

from abuse or neglect and the procedures to be followed in the event of

allegations of abuse or neglect. The written statement should be based on the

procedures laid out in What to do if You’re Worried a Child is Being Abused (HM

Government 2006b). It should include the following elements:

* your commitment to the protection of children;
* the responsibilities of all staff with regard to child protection matters;
* the steps to be taken when a concern is raised;
* the name of the designated person responsible for child protection

liaison and their role/responsibilities;
* how and under what circumstances parents will be informed about

any actions taken and how confidentiality will be managed;
* procedures to be followed in the event of an allegation being made

against a member of staff or volunteer;
* arrangements for sharing these procedures with parents before their

child starts attending the setting.

Polices for safeguarding children should also be in line with your Local

Safeguarding Children Board (LSCB) guidance and procedures.

Setting managers can unite their team though policy development. It is

the process of writing about practice which enables the team to understand it

and communicate it to others. The process of being involved gives power to

team members and working towards consensus is crucial if policy is to be

consistently understood and enacted. Diversity in qualifications and experi-

ence may lead to differing views, and these need to be negotiated. You may

have to persuade staff to accept that policy reflects a shared view, which

sometimes has to override an individual view. For example, some staff may

believe it does no harm for children to have sweets in lunchboxes, whereas

the setting’s healthy eating policy asks parents not to send sweets in lunch-

boxes unless it is a child’s birthday. Clearly written policies will reduce the

possibility of conflict.
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Framework for writing policies

We now move on to explore and extend a framework for writing policies

offered by Edgington (2004: 45). This useful model suggests policies should be

written in three sections, each of which informs the others. These are:

1 Rationale.

2 Purposes.

3 Broad guidelines.

The rationale should inform what is included in the purposes and the

guidelines should show how each purpose is being or can be achieved.

Edgington points out the distinction between the policy and a set of more

detailed guidelines. The policy can be regarded as a public document whereas

the detailed guidelines are mainly of interest to those working with the chil-

dren on a regular basis. You may have a policy which sets out briefly the

approach to be taken when going on outings, with appendices detailing

the actual procedures to be followed by staff when preparing for and going on

an outing. The policy might state that children are taken for walks on a

weekly basis and a trip using public transport is organized annually. The

procedures would include all the fine detail as to how the actual outing will be

conducted, such as ratios, visiting the venue beforehand to conduct a risk

assessment, taking a mobile phone and taking children’s registration forms.

Relevant documentation should also be provided as appendices to the main

policies. Hence, with the outings and medicine policy you would have the

relevant parental consent form, with the health and safety policy you would

have risk assessment pro formas.

The first section, rationale, sets out briefly the setting’s beliefs in rela-

tion to the policy theme. It sets the tone for the rest of the policy and answers

the ‘why’ questions. For example, why do we need to take care when children

are collected from the premises? Why do we need to be inclusive in our

equality of opportunities policy? Why do we need to safeguard children from

harm or neglect? Why do we need to manage children’s behaviour effec-

tively? Why do we hold these beliefs? This first section only need provide a

brief summary of principles and could include a well chosen quote. You could

draw on principles underpinning early childhood care, learning and devel-

opment, including those stated in national guidance. The following extract

from an inclusion policy makes the rationale clear:

Little Monkeys aims to include children with disabilities and or SEN

wherever possible. We have regard to the fundamental principles in

the DfES Code of Practice, (2001b) and related legislation. We work
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closely with parents and other agencies to ensure children’s indivi-

dual needs are identified and met within a caring inclusive envir-

onment. Little Monkeys recognizes the right of all children to be

equally valued and to participate fully in the life of the nursery and

the before or after school clubs with appropriate support. We adopt a

whole setting approach which recognizes that all staff are responsible

for meeting the needs of all children including children with SEN.

This first section is probably the most difficult to write, as it needs to

make clear the agreed philosophy of the setting in relation to the policy

theme. Again, this extract from a policy on working with parents clearly states

this setting’s values and beliefs:

At Tender Years we work together with parents* at every opportunity.

We believe that ‘THERE IS NO SUBSTITUTE FOR THE PERSONAL

TOUCH’. The relationship with parents should be one of mutual

trust and respect. Parents should be provided with information and

support. Their views and information about their child should be

asked for, welcomed and taken into account. Communication with

parents is at the heart of our successful partnership with parents.

Although all staff will know all parents and children, each child

should have a key worker who knows a particular group of children

well and provides a point of contact for the parent. Parents should be

told who their child’s key worker is and key workers should exchange

information with the parents.

* For ‘parent’ please take this to include parent/carer/grandparent or

whoever is the child’s main carer or carers.

Once the rationale is agreed, work needs to be done to develop a set of

achievable objectives which reflect the underlying principles of the policy.

The second section, purposes, could contain a clear statement or bullet-

point list of what the setting hopes to achieve in the area of practice. This is

the section which could be used as success criteria when monitoring and

evaluating the effectiveness of the policy. It answers the ‘what’ questions by

stating what the setting wants to achieve in relation to the policy themes. The

list below clarifies a setting’s objectives in relation to SEN and inclusion.

Our objectives are:

* To successfully implement the principles, procedures and

practices recommended in the SEN Code of Practice.
* To remove barriers to admission and achievement and
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ensure maximum participation and equality of opportunity

for all children.
* To guide, inform and support all staff and parents on issues

relating to children’s individual needs.
* To ensure implementation of local guidelines on SEN and

inclusion.
* To meet the needs of all children identified as having SEN,

ensuring progress, confidence and increased independence

in learning and development.
* To promote positive images of difference and encourage all

children to feel they belong.
* To keep accurate records on all children’s progress main-

taining confidentiality at all times.

Third, the broad guidelines, can then address the ‘how’ questions. In

other words, state what is being done or intended to be done to achieve the

purposes. The ‘food and drink’ policy extract below sets out guidelines for

various elements of the policy, such as the provision of water, snacks and the

procedure to be followed if a child has an allergy.

Water – fresh drinking water is available to children at all times

through:

a) water fountain or container with tap and plastic cups; or

b) a plastic jug of water (with lid) and cups on a tray accessible

to children; or

c) offering regular drinks to children throughout the day.

Drinks and snacks – drinks and snacks are available at least once per

session. Children are provided with milk (unless allergic) or water.

On occasion children may be offered alternatives, such as milk shake

or soup, but these should be ‘special’ rather than routine. Children

who are allergic to milk, nuts or colourings, or who have any other

allergies should only drink liquids or eat food provided by the parent in a

named container.

If you are unsure always phone the parent before giving a child

food or drink not provided by the parent.

Squashes will not be offered.

Children should be offered a healthy snack once per session.

They should choose from two alternatives, for example: apple,

banana or grapes (or other fruits and vegetables), carrot sticks or

raisins, dried soft fruits, bread sticks, low fat crackers with low fat
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spread, plain low sugar biscuit, food from other cultures, wholemeal

toast plain or with healthy topping.

Allergies and special dietary requirements

* Talk to the parent on initial visit about allergies or other

dietary requirements and ensure they are recorded on the

registration form.
* Display a list of children and their food allergies on a

coloured sheet of paper in the kitchen and draw it to the

attention of ALL STAFF and helpers.
* In the case of peanut allergy please inform the office and

ensure you are trained and have consent to administer

treatment before the child starts.

As mentioned earlier, it is important not to try to include every detail in

the policy, but to separate the policy or public information from elements

which are relevant mainly or solely to staff, in other words procedures,

detailed guidelines and associated documentation. You could also keep

policies for staff, such as the staff holiday policy, or dress code, in a separate

staff handbook.

Reflection point

Think about each of your written policies. Are they brief and clear? Can

you edit them? Can you separate the rationale, purposes, broad

guidelines and detailed guidelines?

Policies are not static but constantly evolving and will need reviewing

and updating. It is useful to set a timetable for review and insert the next

review date at the end of each policy, leaving the previous review dates to

record the frequency of reviews. Once the initial policy is formulated,

reviewing and revising is not so onerous a task. How often you review policies

will depend on the circumstances. A new policy could be reviewed 6 or 12

months after introduction. A long established policy could be reviewed every

two to three years. You will need to review in response to national and local

changes, including new legislation – for example, on disability, or data pro-

tection and statutory guidance. You may need to update in the light of a

specific experience, a parental concern or as a result of monitoring observa-

tion of practice.
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CASE STUDY

Justine, a nursery manager, received a complaint from a parent that children

watched too much television. Although there was an unwritten policy that chil-

dren in full day care could watch a maximum of 20 minutes a day, it was usually at

the end of the day. When the parent came to collect his child, it looked as though

all they did was watch television. The policy was changed so that sometimes

children watched the television after lunch and some days not at all. The routine

was revised and explained in full to parents who were reminded of the variety of

activities during the rest of the day. The routine was written down and sent to all

parents.

Alternatively, you may revise or add in certain elements to a policy as a

result of advice from local support services or a recommendation from Ofsted.

In one setting Ofsted recommended revision of the key worker system and the

policy was subsequently changed. Changes in the physical environment such

as a new sensory garden or an extension, changes of staff or in the nature of

your intake may also necessitate some reworking of a policy. It is important to

check that there is consistency between policies and cross-reference where

appropriate. As well as having policies to meet national requirements in

relation to children’s care, learning and development, if you employ staff you

will need to develop additional documentation relating to your employees

and volunteers.

Employment law

Employment law is a rapidly changing field and we recommend that you take

legal advice or advice from a professional association. Areas of employment

law include:

* recruitment;
* contracts of employment;
* family rights;
* sickness benefits;
* discrimination;
* termination of employment.

In the area of age discrimination, for example, the first Employment Equality

(Age) regulations came into force on 1 October 2006, representing a major
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change in employment law. There is a reverse burden of proof in that it is up

to the employer to prove that they chose the person for the job on merit. The

key for every employer is to record the recruitment decision-making process.

Breaches could result in heavy financial penalties and ignorance is not

acceptable as an excuse. You also need to be aware of the various types of age

discrimination such as:

* Direct discrimination – where a decision is made because of a person’s

age or perceived age. It is irrelevant whether the discrimination is

intentional or unintentional. For example, if you overlook a pro-

motion opportunity for a person aged 57 because she will be retiring

soon this would be direct discrimination.
* Indirect discrimination – where an employer applies provision which

disadvantages a certain group of people on account of their age. For

example, asking for six years’ experience, which indirectly dis-

criminates against younger people.
* Harassment – unwanted conduct which violates a person’s dignity or

creates an intimidating, hostile or offensive environment.

Age discrimination can sometimes be lawful if a person’s age relates to a

genuine occupational requirement. You must be 18, for instance, to work in a

bar, or you must be over 17 to be counted in day nursery staffing ratios. It is

important to review your recruitment and selection procedures, and doc-

umentation (including job advertisements) to ensure they are compliant with

new regulations.

Reflection point

Are you an employer? Have you attended any employment law train-

ing? Are you confident you are not discriminatory in terms of sex, race,

disability, sexual orientation, religion and age? Can you prove this to be

the case? Are you an employee? Have you been informed of your rights?

Key points

* Policy development should involve all practitioners, and take

account of parents’ and children’s views.
* Policies may be written, unwritten, legally required or optional.
* Policies need to reflect the setting’s ethos and lead to effective

practice.
* Leaders need to ensure policies are implemented and reviewed.
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* Policies need to be in place to fulfil statutory obligations as a provider

and employer (if applicable).

Practical tasks

1 Check through your policy folder. Draw up an action plan for

developing, reviewing or revising the required policies in Table 5.1.

2 Hold a staff meeting. Explain the welfare requirements to staff. Ask

staff to identify any issues which need addressing in relation to

meeting the welfare requirements. Plan any changes that need to

be made.

3 Give each member of staff an area of the welfare requirements to

look at and think about in detail. Ask them to prepare a short

statement about their focus area to the rest of the staff at the next

meeting.

4 At a staff meeting ask groups of staff to work on sections of a policy.

One pair or group could work on the rationale, another on the

purposes and another on the broad guidelines. Put the sections

together to form a first draft.
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6 Perspectives on leading and
assessing the curriculum

. . . an educational system is not worthy of its name unless its repre-

sentatives can clearly articulate what that system is striving to

achieve and what it seeks to avoid or curtail.

(Gardner 2006: 166)

Introduction

An important aspect of becoming a leader is learning to make clear to others –

parents, staff, politicians, as well as other professionals – why you do what

you do. In relation to pedagogy, the work you do with children, this is not

always straightforward. This is in part because working with young children

can look like intellectually undemanding work – anyone can play with chil-

dren can’t they? Work with young children is often regarded as having low

status and this leads practitioners to undervalue what they do. It may also

mean that when parents challenge practice or other professionals request

particular strategies, practitioners often feel unable to determine the best

course of action as they are not in the habit of articulating the reasons for the

decisions they have made about effective practice.

In this chapter we will consider views on what a curriculum actually is

and links between curriculum and pedagogy. The role that you and your staff

team take, both in the development of the curriculum and in explaining it to

parents and others, will be explored. As the quote above suggests, there will be

an emphasis on reflective practice, and the need for practitioners and leaders

to be able to identify and tell others about what is important and why. We

will also examine the importance of ensuring that the curriculum is fully

meshed with the needs and enthusiasms of the children with whom you

work. We begin with an overview of understandings of what a curriculum is

to encourage you to reflect on the curriculum that you offer, its rationale and

how it supports the values your setting holds. The chapter goes on to consider



a range of approaches to assessment and concludes by beginning to look at

the role of the leader in supporting and developing the curriculum and

assessment.

What do we mean by a curriculum?

There are many views on what a curriculum is. The Rumbold Report (DES 1990:

9) stated that:

The curriculum – which we take to comprise the concepts, knowl-

edge, understanding, attitudes and skills that a child needs to

develop – can be defined and expressed in a number of different

ways. These varying approaches include frameworks based on sub-

jects, resource areas, broad themes or areas of learning.

A curriculum is often presented more simply as ‘a definition of what is to

be learned’ (Ross 2001: 122). This may be interpreted in a variety of ways. The

curriculum may, for example, be defined in terms of areas of provision. Many

practitioners, for example, plan for activities and experiences within the role-

play area, the cooking area, sand or water trays or more generally outdoors.

While this form of planning supports organization – making it clear to the

whole staff team what should happen where and when – it may lead practi-

tioners (as well as parents and possibly even children) to think that math-

ematical learning, for example, is only planned for and happening in the

maths resource area.

When working with other agencies, defining the curriculum in terms of

areas of development may be preferred. Aspects of physical or linguistic

development, for example, are commonly reported on but may be given a

different emphasis by professionals with different experience and training.

Many early childhood settings plan around broad themes – perhaps based on

interesting or topical events or celebrations.

Schema form the basis of planning in many settings (Athey 2007). In

each setting taking this approach to the curriculum, plans are made for

individuals on the basis of their preferred ways of exploring space. Practi-

tioners seek to identify through observation children who like to transport

materials, or who are interested in, for example, trajectories or enveloping.

They then seek to ensure that the available resources and experiences cater for

children’s preferred mode of activity.

Most commonly among those working with children over 3, practitioners

within the Foundation Stage in England have been encouraged to define

‘curriculum’ as subject areas or areas of learning. The EYFS (DfES 2007) is set

out in terms of areas of learning and development. These relate to children
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from birth and are linked to, but are not the same as, subject areas. The six

areas of learning and development defined in the EYFS have clear connections

with the subjects of the National Curriculum.

Reflection point

Take some time to reflect on the possible impact of the Statutory Frame-

work (DfES 2007) on the lives of young children. A major rationale for

the shift from two separate curriculum documents (Birth to Three Mat-

ters – DfES 2002a – and Curriculum Guidance for the Foundation Stage –

QCA/DfES 2000) to a single EYFS document has been that it will offer

children increased continuity in learning and development. Critics

claim that the areas of learning and development offer a top-down

model of the curriculum and that there is a danger of overlooking the

needs of the youngest children. They would have preferred a curricu-

lum which took as its starting point the needs of babies and toddlers.

What do you think?

In England, the curriculum is defined by the EYFS. Communication,

language and literacy (CLL), and problem-solving, reasoning and numeracy

(PSRN; previously known as mathematical development) are directly linked

to English (or literacy) and mathematics (or numeracy). Knowledge and

understanding of the world subsumes design technology, information tech-

nology, science, history and geography. Creative development involves art

and music – but also addresses other forms of creative media such as play and

drama – which are not explicit parts of the National Curriculum. It also

explores creativity which is, of course, not confined to creative media.

Mathematicians and scientists are also creative. The EYFS underlines the way

in which creativity underpins all learning. Physical development is linked to

physical education but entails wider consideration of physical learning and

development. Within the National Curriculum, both citizenship and perso-

nal, social, health and emotional education are not designated subjects, but

the non-statutory guidance for both subjects offers continuity with the EYFS.

This way of organizing what should be learnt is not without critics. There

is a danger that practitioners can assume that goals or learning intentions

become a sort of syllabus, leading them to teach what is written rather than in

ways that mesh with learning. The fact that we want children to be numerate

does not mean that we must spend hour after hour teaching numbers. On the

contrary, learning to count will involve much more than being taught –

relevance and motivation, context and understanding must all be addressed.
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Reflection point

In Scotland, within the Foundation Stage, mathematics is not a sepa-

rate area of learning but is included in knowledge and understanding of

the world. What advantages or disadvantages does this have? What are

the implications of linking mathematics or numeracy to the develop-

ment of the youngest children?

However, the outcomes required of all educators in relation to Every Child

Matters (DfES 2003) demand a sharpened understanding of the need to go

beyond subject-based knowledge and learning. The five outcomes required in

Every Child Matters relate to healthy lifestyles, feeling safe, enjoyment and

achievement in education, making a positive contribution to the community

and preparing for future economic well-being. At first sight, you may feel that

only the item relating to enjoyment and achievement is relevant in evalu-

ating or assessing provision. However, given the wider view of the curriculum,

adopted in these chapters, it becomes clear that all five aspects are relevant. In

simple terms, health, safety and social awareness are all part of children’s

personal and social education. Future economic well-being is related to aca-

demic achievement but also to children’s disposition for learning. The evi-

dence that you seek in relation to your self-evaluation, described in Chapter

10, should demonstrate awareness of the links between curriculum provision

and the five required outcomes of Every Child Matters.

Intended and unintended curricula

Mary Jane Drummond’s view of curriculum (Drummond et al. 1989: 26)

reflects this wider perspective. Her definition includes:

the whole set of experiences from which children can learn, which

we provide consciously – and unconsciously – in a whole variety of

settings. The curriculum for young children includes:

* all the activities and experiences provided for them by adults;
* all the activities they devise for themselves;
* the language that adults use to them and that they use to

each other;
* all that they see and hear in the environment around them.

This highlights the fact that young children are learning much that practi-

tioners are often unaware that they are teaching (and that children may
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disregard things which educators believe they are offering). Much has been

written about the ‘hidden curriculum’. Since very young children are actively

seeking to understand the culture within which they are living and growing,

they are highly susceptible to the messages unconsciously communicated to

them. Many aspects of practice, which practitioners may not readily associate

with the curriculum, inform and shape children’s learning. If, for example,

practitioners leave the role-play area in a mess, with dirty dressing-up clothes

and torn bedding, children pick up the message that imaginative play is of

little value. If your team spends the great majority of time in the writing or

drawing area, then children will perceive these as your priorities. These

aspects of the hidden curriculum are generally unintended. Practitioners do

not usually knowingly want to convey such messages.

Reflection point

What do you consider to be the curriculum in your setting? Which

aspects are explicit? Which, do you think, are hidden or less apparent?

Would your staff team agree with your view?

The current debate about the quality of school meals, for example,

highlights an aspect of the hidden curriculum – which can be described as

moving from an unintentional to an intentional part of what society wants

children to learn, or the curriculum. If healthy, nourishing meals are served in

relaxed and aesthetic surroundings, children learn not only about the

importance of food but also about how they themselves are valued. Every-

thing that practitioners do with children communicates to them what the

adults around them think is important – what is of value and what is not. An

American writer, Hurless (2004), writes incredulously of her experience

accompanying a French preschool group to a farm. She recalls that promptly

at 1 o’clock: ‘A four-course meal is served, with breaks between courses. The

three-year-olds proceed through courses of sliced tomatoes in vinaigrette

dressing, Salisbury steak in mushroom sauce, and then are delighted when

the chocolate mousse appears.’

A wide range of research (see e.g. Siegel 1999; Hobson 2002) has high-

lighted the fact that children’s learning is modified and moderated by the

adults around them. Babies and toddlers look to adults and older children

who are important in their lives in order to know what to think about what

they see, hear, taste and feel. They learn about themselves: whether they are

valued and therefore valuable, loved and therefore loveable; whether they are

noticed and cherished and therefore of worth or not. They also notice adults’

responses to others – they see how we respond to a disabled adult, or an old

person who is walking too slowly in the shopping aisle, or people who cannot
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communicate in English, or whose skin colour or dress is not that of the

majority group. While these influences are not part of the intended curricu-

lum, they are part of what is learnt: the unintended curriculum.

Unwritten curricula

The move towards written curricula or frameworks can lead us to overlook the

fact that some effective programmes or approaches do not have written

guidelines. The value of preschool provision in Reggio Emilia, for example, is

internationally recognized but there are few written guidelines. The special

emphasis of the approach in Reggio Emilia lies in the fact that the staff team

of every setting includes a visual artist and the basis of the curriculum is

symbolic representation. Despite the absence of a written curriculum there

is a set of principles (see www.sightlines-initiative.com/index.php?id=15)

which guide all decisions about support for children’s learning. In addition to

these principles, it has been suggested by Carla Rinaldi (2001: 53) that in

Reggio Emilia:

For us, the three subjects of education are the children, the teachers,

and the families. These three subjects are in relationship with each

other and are an interconnected system. This means that everything

that happens to one affects the others. You cannot have a school in

which the child doesn’t feel right, in which the teacher doesn’t feel

right, in which the parent doesn’t feel right. It is essential to create a

school and infant-toddler center in which all the subjects feel wel-

comed, a place of relationships. Education is something that you try

to create everyday.

A curriculum for babies?

Those who work with babies and toddlers often deny that they have a cur-

riculum. This is largely because, as a society, curriculum is often regarded as

synonymous with syllabus. What babies and toddlers learn is both biologic-

ally and culturally determined. Whatever the culture in which they grow up,

babies and toddlers are undertaking biologically-determined learning – for

example, learning to walk and to talk. This learning is a part of development –

we can support it or impede it, but given most normal circumstances, walking

and talking will be learnt in a fairly predictable order and at a reasonably

predictable age.

But these are not the only things that babies and toddlers are learning.

Like older children (and adults), they are also subject to the hidden
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curriculum, both intended and unintended. They are absorbing the impor-

tant aspects of the culture in which they grow up. These are not taught

formally but absorbed within the core of the brain (the amygdala) as emo-

tional experience. The early stage in life at which this happens means that

children are unlikely to be able to recall the experience in later life. They will

not be able to easily eradicate or modify the learning because it is not readily

open to language or reason (Siegel 1999; Gerhardt 2004). The aspects of

culture that are learnt are not so much selected as absorbed. This means that

there are specific difficulties in defining what babies and toddlers should

learn.

As Ross (2001: 122) reminds us, ‘everyone believes that they know what

other people should learn’. At no age is this clearer than in early infancy

where society in general believes that it knows precisely what babies and

toddlers should learn. DeLoache and Gottlieb (2000: 5) remind us that: ‘Every

group thinks that its way of caring for infants is the obvious, correct, natural

way – a simple matter of common sense. However . . . what we easily call

‘‘common sense’’ is anything but common. Indeed, what people accept as

common sense may be considered odd, exotic, or even barbaric in another’.

This is illustrated in Barbara Rogoff’s book Apprenticeship in Thinking (1990).

Rogoff includes a photograph of an 11-month-old baby from Zaire cutting

fruit with a machete. To the eyes of those of us from the minority world this

appears shocking, but as Rogoff observes, ‘this is not an unusual situation in

this culture where infants are generally able to observe and participate in

skilled cultural activities’ (1990: 131). It is also echoed in Bruner’s comment

(in the foreword to DeLoache and Gottlieb 2000: x) that ‘there may indeed be

‘‘universals’’ in childrearing – like keeping a baby out of harm’s way – but

these universals are subject to such culturally local expression that one needs

to look at them almost like art forms, religious beliefs, or mythic

representations’.

So knowing what babies should learn is not as straightforward as it may at

first appear. The decisions we take about their learning are often largely

invisible to us. We may not, for example, notice that we may be treating boys

and girls differently, that baby girls are held for longer or that boys who are

learning to walk are given more encouragement to go further afield. Children

(including babies), however, do notice, often at an entirely subconscious

level. Cathy Nutbrown (2001: 134) reminds us that ‘children have an awe-

some capacity to observe in fine detail and they learn from what they see’.

Moreover, the decisions we take about children’s learning have long-term

consequences which we do not readily link to pedagogical decisions taken

when children are in their infancy. In Why Love Matters (2004), Sue Gerhardt

offers strong evidence, based on psychotherapeutic knowledge and neuro-

scientific research, about the long-term impact of curricular decisions. Ger-

hardt underlines the lifelong impact of the strategies that babies nurtured in
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what they perceive to be dangerous and unpredictable surroundings adapt in

order to survive comfortably. These conditions do not need to be dangerous

in adult terms – they merely need to be distressing, inconsistent or unre-

sponsive for the child to adopt coping strategies. This in turn affects the

development of the brain, which means that in later childhood and in

adulthood an individual may lack the resilience needed to cope emotionally

and socially in their everyday lives. By that stage in life, it may be too late to

make up the ground lost. Moreover, as we now know, this will have con-

sequences for both cognitive development (see e.g. Goleman 1996) and

physical development and well-being (Martin 1998).

For these and other similar reasons, practitioners, parents and politicians

have often been reluctant to define a curriculum for such young children. In

KeyTimes, Manning-Morton and Thorp (2001) entitle their document a

‘framework for developing high quality provision for children under three’.

Birth to Three Matters (which was published by DfES Sure Start 2002a) was

similarly described as a framework to support children in their earliest years.

EYFS (DfES 2007) has taken the starting point of the Curriculum Guidance for

the Foundation Stage (QCA/DfES 2000) and created a framework for the

learning and development of children from birth. The new guidance links the

four themes of:

1 The child as a unique and competent learner.

2 The importance of positive, secure and loving relationships.

3 The role of the environment in enabling, supporting and extending

learning and development.

4 The six areas of learning and development.

Reflection point

Recognizing the contribution of children themselves, adults, peers and

the environment to what is to be learnt is potentially very powerful in

supporting the strong development and general well-being of children.

To what extent does the centrality of the needs of the child together

with the importance of relationships and environment inform the

curriculum in your setting? Do children really come first in your set-

ting? In what ways does the staff team work to develop strong rela-

tionships with children and families, and among themselves as a team?

Is the environment exciting and stimulating and considered as integral

to every child’s learning and development?
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Pedagogy

Until recently, the term pedagogy was relatively unknown in this country. It is

however widely used today, perhaps because of the impact of research projects

such as SPEEL (or the Study of Pedagogical Effectiveness in Early Learning) (Moyles

et al. 2002) and REPEY (or Researching Effective Pedagogy in the Early Years)

(Siraj-Blatchford et al. 2002). Both projects were funded by the Department for

Education and Skills (DfES). The term ‘pedagogy’ encompasses not only what is

or should be learnt (or the intended or planned curriculum) but consideration of

how it should be learnt. Collins et al. (2001: 2) admit that the term has not been

widely used in English but suggest that pedagogy includes:

* consideration of the effectiveness of educational practice;
* knowledge to help professionals with the difficulties arising from

childrearing;
* appropriate and inappropriate approaches to learning;
* appropriate ways of teaching and supporting children.

Siraj-Blatchford et al. (2002: 28) give the following definition:

Pedagogy refers to that set of instructional techniques and strategies

which enable learning to take place and provide opportunities for

the acquisition of knowledge, skills, attitudes and dispositions within

a particular social and material context. It refers to the interactive

process between teacher and learner and to the learning environ-

ment (which includes the concrete learning environment, the family

and community).

Peter Moss has been particularly influential in promoting the use of the term

‘pedagogy’. He identifies it as capturing the holistic nature of young chil-

dren’s development. He refers to the ‘inseparable trinity of learning, care and

upbringing’ (2004: 4).

The New Zealand early years curriculum document, Te Whariki (Ministry

of Education 1996), comments on these aspects of the curriculum and sug-

gests that the distinctive nature of the curriculum for each setting is main-

tained by differences in:

* cultural perspectives (e.g. language groups, religious groups, etc.);
* structural differences (e.g. full- or part-time provision, extended

hours, etc.);
* organizational differences (e.g. nursery school, day nursery,

playgroup, etc.);
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* different environments (e.g. home-based; centre-based);
* philosophical priorities (e.g. Montessori; High/Scope; Steiner, etc.);
* different resources which are available in urban and rural settings;
* the involvement of the community;
* special emphases, such as music, art, story or outdoor provision;
* the contexts and resources provided by the programme (e.g. forest

schools, Montessori materials);
* the age range of the children included in the programme (the con-

tinuity of philosophy – Rinaldi 2001: 66 – includes ‘a strong image of

the child that cannot be fragmented in age levels but has a long

range view and is capable of welcoming each child’s differences and

variety of experience and culture’).

Te Whariki specifies that practitioners should include experiences which are:

* Humanly appropriate – relating to equity and respect for rights. In order to

achieve this, practitioners need, for example, to plan activities and

experiences which reflect the diversity found within not just the

immediate community but the wider society in which we live.

However, children also need to find their family life and experience

reflected in the setting. Children need to feel comfortable (Brooker

2002) – they need to feel that their language, religion, lifestyle are

understood and valued by the practitioners. This might involve

learning and using the lullaby that helps a baby get to sleep; pro-

viding an interpreter for families and children who are new to Eng-

lish; or telling stories that reflect important events in children’s lives.
* Nationally appropriate – what needs to be known and valued within the

country in which a child is growing up. While every child’s national

heritage should be reflected, in the UK it is also vital that they have

the opportunity to learn to speak English, to understand British

culture and to be helped to grow up feeling like an insider in the

country in which they are growing up.
* Culturally appropriate – drawing on the cultural heritage of the children,

linking families and community. Celebrating a wide range of festivals is

now commonplace in the UK but cultural heritage includes songs,

rhymes and stories, food, art and music. Children should be given

the opportunity to experience the rich cultural heritage which has

existed in Britain over a long period.
* Developmentally appropriate – an emphasis on play, learning by doing,

adult support and encouragement, and making sense of the world through

representations and symbols. Planning for learning needs to take

account of the developmental needs of children. Do you, for exam-

ple, consider children’s need for short periods of medium physical
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exertion rather than the high levels of exertion required by older

children and adults (Doherty and Bailey 2003)? Are staff aware of the

discomfort suffered by young children asked to sit still for long

periods (Ouvry 2003)? Is children’s drive for mark-making and

rhythmic movement incorporated into planning?
* Individually appropriate. Learning is most effective when practitioners

take account of and plan to build on children’s interests and

enthusiasms. For example, Hannah’s key person noticed that she

spent a great deal of time with nesting toys and sets of boxes. Her

drawings included concentric circles. In order to encourage Hannah

to spend more time outdoors, the educator provided a number of

different sized hoops. This led Hannah to extend her learning and to

explore new areas of provision.
* Educationally appropriate – an emphasis on process, children’s interests,

fun, what the child already knows, including discovery and creativity. This

should lead practitioners to consider whether the activities and

experiences they offer are generally educative. Are children learning

anything positive from colouring in – or are they simply learning

that their own drawings are not good enough? While enjoyment is

vital to effective learning, is the fact that children enjoy something

sufficient? They may enjoy sweets that rot their teeth but that does

not mean we should encourage such a diet. Careful consideration of

what children are learning is essential in planning and evaluating the

curriculum.

Reflection point

Which of the categories of experience (human, national, cultural,

developmental, individual and educational) highlighted above do staff

in your setting offer children? Which would you like to develop

further?

Approaches to assessment in early years settings

In Britain, in the tradition of early childhood education, there is a holistic

view of learning. Within that tradition, the view of Susan Isaacs (1929) was

that assessments should be made informally through close observation of

children’s learning. Planning should build on children’s interests – as

required today within the Statutory Framework for the EYFS (DfES 2007). Isaacs

and Piaget (1952) shared a view of the child as a scientist and both observed

children assiduously in order to understand them better. Piaget’s main
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interest was in understanding the nature of knowledge (known as epistem-

ology) while Isaacs’ focus was children’s development or perhaps ‘what makes

them tick’. Her book The Nursery Years was subtitled The Mind of the Child from

Birth to Six Years. However, she ‘did not just collect a mass of data . . . the data

have been set to work, to construct a coherent account of the development of

children’s intellectual and emotional powers’ (Drummond et al. 1989: 4).

However, in terms of assessment for accountability, formal assessment in that

era was seen as unnecessary. The Hadow Report (Board of Education 1933)

suggested that no further evidence of the value of nursery education was

needed other than ‘the evidence of our own eyes’.

Educators’ beliefs (including their beliefs about children) and philosophy

shape the curriculum which they offer to children and in turn the curriculum

determines the form of assessment. However, MacNaughton (2003: 141 citing

Anning) reminds us that although ‘More research is clearly needed to explore

how to link desirable curriculum goals with desirable learning outcomes,

[what] research does show is that early childhood teachers do change what

and how they teach when assessment tools make them accountable for what

children learn’.

Reflection point

Consider this conundrum – beliefs shape curriculum, curriculum

should shape assessment but assessment also determines curriculum. As

you read the sections that follow, try to reflect on the key beliefs of

practitioners and the links between curriculum and assessment.

Assessments in practice

Drummond’s (1993) description of assessment as involving

* seeing learning;
* understanding it; and
* putting understanding to good use

can be applied to other needs of young children and their families. Every

professional who comes into contact with children and families needs to

observe, understand and make decisions for the good of the child and family

based on that understanding. Early childhood educators’ focus is on learning

and development; that of a social worker might be on the emotional or

physical well-being of the child or the mental health of the parents; a health

visitor may focus on sound overall development or perhaps on milestones in

physical development. The CAF has been developed in an attempt to bring
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these different areas of assessment together into a more cohesive whole. It is

too early to say how effective it will be but it may serve to make professionals

more aware of one another’s priorities.

All judgements are subject to observer-bias. Health visitors’ develop-

mental checklists and psychologists’ or speech therapists’ tests may have been

developed from an unrepresentative sample of the population. The birth

weight of the child of a white European family or of a south Asian family may

differ markedly and risk factors need to be considered appropriately. The way

in which children’s independence is fostered depends on cultural values and

professionals have to remember that there are many perfectly acceptable

childrearing practices. (The book entitled A World of Babies by DeLoache and

Gottlieb 2000 offers some fascinating insights in this field.)

Children in British schools, in particular those in England, are probably

among the most heavily assessed in the world. In the early years this begins

with the Foundation Stage Profile. Assessment of this kind rests on an

assumption that it is ‘an objective, mechanical process of measurement. It

suggests checklists, precision, explicit criteria, incontrovertible facts and figures’

(Drummond 1993: 13). This view of assessment sits uncomfortably alongside

day-to-day assessment in early childhood practice which Drummond (1993: 14)

suggests is ‘partial, tentative, exploratory and, inevitably, incomplete’.

It is also important to remember that it is no simple matter to identify the

value added at each stage of education. This is because:

* Attempts at creating value added scores in the early years, which try

to measure the progress made by children, rather than simply the

early learning goals achieved, are relying on data which is not readily

compatible with National Curriculum levels.
* Insufficient attention may be paid to the levels of parental support or

the impact of socioeconomic disadvantage on children’s achieve-

ment. This debate centres on two distinct views. On one hand, some

groups of researchers (see e.g. Stoll et al. 2003) claim that schools can

and do make a difference and that socioeconomic disadvantage

should not be allowed to stand in the way of children’s achievement.

Alternatively there is a strong view that the social class of the chil-

dren in a school defines the levels of attainment (see e.g. Hart and

Risley 1995). Work currently being undertaken at King’s College and

University College London appears to confirm this view.
* Young children are likely to perform well below their optimum level

of achievement in the artificial context of anything resembling a test

– no matter how cheerfully or benignly presented.

Early years settings are not required to complete the Profile until the

child’s last year in the Foundation Stage. In most cases this will occur in the
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Reception class. (Managers should not lose sight of the fact that children are

not required to attend school until the term after their fifth birthday. This

means that summer-born children do not become of statutory school age

until the September in which they will normally enter Year 1.)

Reflection point

The Statutory Framework (DfES 2007: 16) requires early years settings to

‘make systematic observations and assessments’ of children’s enthu-

siasms as well as their achievements, and to use these observations to

inform planning. Are your staff team doing this? What help and gui-

dance do they need to develop practice further in assessment and

planning?

Identifying schema

There are a number of current approaches to assessing learning. Many set-

tings, including Pen Green Children’s Centre in Corby, use an approach

which is based on schema or repeated patterns of behaviour. Tina Bruce

(2005) and Cathy Nutbrown (2006) have been highly influential in making

groups of practitioners and parents aware of schema and in encouraging both

groups to ‘spot schemas’. Despite the somewhat trivializing effect of the term

‘schema-spotting’, the approach has been very effective in encouraging the

involvement of parents in assessments of their children. It is also very helpful

in explaining the behaviour of young children.

Pen Green has developed some innovative and exciting assessment

practice. Staff plan and support children’s learning through their observations

of children’s interests and schema. Whalley (1994: 96) describes 3-year-old

Jacob who attended Pen Green. Jacob had, according to his parents, shown an

interest in string since the age of 12 months. The nursery provision included

lots of balls of string which Jacob found fascinating. He persisted in unra-

velling and ravelling the string and winding it between chairs and furniture,

and outside among the trees. He was particularly interested in length; how far

would the string stretch? He enjoyed cutting different lengths of string and

tied it to door handles. He was very concerned that the string would not

touch the ground and was distressed when other children followed his string-

tail and walked on it.

In more recent work Pen Green staff refer to clusters of schemas, which

they see as combining and co-ordinating (Pen Green 2000). William, for

example, was assessed as demonstrating an interest in trajectory, containing,

transporting and scattering schemas. A visit to a duck pond, a trip to a viaduct

and opportunities to play out the story of the three little pigs were planned
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for him to promote his interest in these schema and thus his learning and

development.

Observing and assessing children up to 3

The Early Years Foundation Stage (DfES 2007), drawing on the Birth to Three

Matters framework (DfES 2002a), includes advice for practitioners entitled

‘Look, listen and note’. Specific things which practitioners might observe in order

to assess children’s progress are suggested for each of the six areas of learning

and development, at each stage of development. The difficulty with this seg-

mented approach is that there is a danger of overlooking the child’s overall

well-being, of forgetting the need for a holistic approach. Managers will need

to monitor practitioners in order to ensure that they are making clear con-

nections in their assessments of different areas of learning and development.

At Fortune Park Children’s Centre, profile books have been developed

(Driscoll and Rudge). These began with the youngest children and include

photographs, drawings and verbal accounts – all may be contributed by

parents, staff or children. Driscoll and Rudge (2005: 103) explain:

We have been using profile books at Fortune Park for nine years.

They grew organically from the baby room. The children who came

up through the centre brought their books with them . . . We have

also been fortunate to get feedback from teachers at local primary

schools. They have told us that a profile book is easier to read and is

more meaningful than the written reports we have sent about chil-

dren in the past. As a result of this feedback, we have developed a

system that takes the essential elements of the profile book –

photographs, children’s words and parents’ voices – to create a

synopsis of a child’s development . . . This format is accessible to

children and their new teachers.

Play-based assessment

Practitioners are most likely to gain good insight into what children can

actually do when activity is self-chosen or, in other words, when they are

playing. This was evident in the work of Vygotsky (1978) who is widely

quoted as highlighting the extent to which children appear to perform or

achieve at a level well beyond that achieved in directed or even day-to-day

tasks. Play situations are used by therapists and practitioners of various sorts

to assess children’s learning or understanding. Adult-directed tasks all too

often define the limits of what can be learnt and do not therefore allow the

child to demonstrate the limits of their learning. Sayeed and Guerin (2000)

have developed an approach to assessment which they term ‘play-based
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assessment’ (PBA). The authors underline the value of intervention in chil-

dren’s play and the opportunities which interaction offers to both assess and

develop learning.

Well-being and involvement

Ferre Laevers (1997: 17–9) has developed a theory of assessment or monitoring

which rests on the assumption that learning will occur if children are in an

overall state of well-being. In addition he proposes that the quality of learning

is dictated by the child’s level of involvement in any task – whether self-initi-

ated or adult-directed. He suggests that the signs of well-being are as follows:

* openness and receptivity;
* flexibility;
* self-confidence and self-esteem;
* being able to defend oneself, assertiveness;
* vitality;
* relaxation and inner peace;
* enjoyment without restraint;
* being in touch with oneself.

If most of these signs are demonstrated and the child seems able to express a

range of feelings including anger, excitement and sadness, well-being is likely

to be high. Laevers developed this as a screening procedure and offers a scale

for adults to rate children. It is used in this way at Pen Green and as part of the

EEL project (Pascal and Bertram 1997). Children scoring a 3 or lower are

discussed and strategies to support them identified.

Similarly there is a scale for assessing involvement. The following indi-

cators for involvement have been suggested by Laevers (1997: 20–1):

* concentration;
* energy;
* complexity and creativity;
* facial expression and composure;
* persistence;
* precision;
* reaction time;
* verbal expression;
* satisfaction.

One of the criticisms of this approach is that it can appear very subjective.

Although practitioners are experienced in gauging children’s mental or

emotional state, as MacNaughton (2003: 202) reminds us:

PERSPECTIVES ON LEADING AND ASSESSING THE CURRICULUM 97



Through our observation and assessment practices, we can see the

biases in our relationships with children and we can see possibilities

for collaborating with children . . . To do this we must be able to see

more than one view of the child and our relationships with the child

. . . educators often use audiotape or videotape to capture their

observations (perhaps transcribing them) so that they can revisit

their observations to explore the different ways that children and

educators learn and make meaning.

She goes on to suggest that observing from multiple perspectives – observing

with others, discussing observations with others and so on, can help to break

down bias. The important point that she wishes to emphasize is that all

observation is subjective – recognizing that as fact helps us to see more

clearly. From McNaughton’s perspective objectivity is an illusion.

Learning stories

The New Zealand early years curriculum, Te Whariki, (Ministry of Education

1996) has at its heart a metaphor of strands of learning being woven together

like a mat. Margaret Carr states that ‘assessment is woven with curriculum’

(1998: 11). She highlights the nature of assessment as:

* something that happens during everyday practice;
* observation-based;
* about children’s learning;
* an interpretation that may include reflection and discussion (as we

strive . . . to understand our observations);
* purposeful (as we put our understanding to good use) (Carr 1998: 33).

Learning stories is the means used for children’s assessment under Te

Whariki. This is based on the assumption that to assess all aspects of learning

is too complex and ultimately meaningless and disjointed. Carr suggests that

learning is like an iceberg of which we can only see a small part. The five

strands of the curriculum are said to be characterized by five visible aspects of

learning:

Curriculum strand Aspect of learning
* Belonging * Taking an interest
* Well-being * Being involved
* Exploration * Persisting with difficulty, challenge

and uncertainty
* Communication * Expressing a point of view or feeling
* Contribution * Taking responsibility
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The process for completing learning stories is set out in four steps:

describing, discussing, documenting and deciding (Carr 2001).

* Describing – practitioners are encouraged to describe what they see

children doing in order to move away from a focus which refers to a

standard list of goals or achievements (thus all too often focusing on

what children cannot do). Carr talks of this as describing learning ‘in

credit terms’. Practitioners are also encouraged to use the structure of

learning stories which provides consistency while taking account of

local needs.
* Discussing is seen as an integral part of learning stories. Carr sug-

gests that ‘discussions . . . make judgements and assessments public’

(2001: 125) and that they help practitioners to agree on their use of

terms as well as their judgements. Children and families are also

included and this will be discussed further in Chapters 9 and 10.

Carr’s fieldnotes (2001: 136) following a staff meeting at an early

years setting, highlight the strength of this part of the process of

assessment: ‘It is difficult to do justice to the quality and warmth of

these discussions. These staff arrived at evening staff meetings, often

very tired after a day with young children. Then they began to review

and plan with the children’s Learning Stories, amusing anecdotes

were told to supplement the written stories, side stories were shared

and the exchanges became lively, funny and affectionate. Negative

stories were also told, and positive interpretations often given to

them by others’.
* Documenting ‘is the writing down or recording in some way of

learning and assessments. It may include annotated collections of the

children’s work . . . A significant issue for practitioners is that doc-

umenting takes time, and the time it takes will be balanced against

the perceived educational value . . . the practitioners’ responses to this

issue [suggest] that when documenting is enjoyable, integrated into

everyday practice, useful in contributing to children’s learning and in

providing feedback for families, then the time required is seen as

worthwhile’ (Carr 2001: 137). Carr also points out that documenting

the learning stories makes them not only public but permanent,

accessible to other professionals, families and children.
* Deciding is the point at which next steps are planned, progress is

monitored and interventions and responses considered. Carr writes

that ‘in many contexts, this is called planning, but deciding also

includes intuitive and spontaneous responding’ (2001: 158). Carr’s

section on ‘What next?’ makes these stories formative but the role of

practitioners as researchers and learners is also highlighted. Progress

can be identified in three ways (Carr 1998: 27–8):
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* Deciding to encourage a child or children to move onto the next

step in a learning story. This involves noticing and scaffolding

episodes when children shift from interest to involvement, from

involvement and familiarity to challenge, from individual

exploration to joint attention – communicating with others and

listening to another point of view.
* Deciding to celebrate, consolidate and encourage existing and

emerging behaviours so that they become habits and dispositions

(e.g. taking responsibility for others in a range of situations).
* Increasing the complexity at any one step by allowing activities

to take longer; increasing the challenge and uncertainty; making

the media more complex or the communication on the topic

range over a variety of media; making joint attention episodes

demand more from each person.

Documentation in Reggio Emilia

Just as Carr and others responsible for the development of Te Whariki believed

that assessment would be over complex and meaningless if it attempted to

focus on all aspects, so in Reggio Emilia there is a belief that it is only

necessary to make formal assessments if you believe that learning is not

visible. In the introduction to the book entitled Making Learning Visible,

produced jointly by Project Zero and Reggio Children (Guidici et al. 2001: 23),

it is stated that:

Our research is based on the notions that theory can result from as

well as contribute to classroom practice, and that documentation of

learning processes is critical to the research enterprise, as is the pre-

sence of multiple perspectives and languages. Rather than prescrip-

tions we have tried to provide a set of educational points of reference

or orientation. By making individual and group learning visible we

hope to contribute to the collective inquiry into teaching and

learning and to the creation of what Carla Rinaldi terms ‘a culture of

research’.

So what is documentation? Rinaldi (2005: 25), a senior figure in Reggio

Emilia, describes it as a ‘narrative form’. She suggests that it involves videos,

tape recordings, notes, as well as photographs of children involved in their

work and of the end products of their investigations, creations and efforts. It

involves the discussion integral to learning stories but may refer to indi-

viduals or groups of children. It may also involve consideration of the nature

of learning and epistemology or knowledge. Rinaldi (2005: 25) refers to the

objectivity discussed earlier in this chapter:
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The notes, the recordings, the slides and photographs represent

fragments of a memory that seem thereby to become ‘objective’.

While each fragment is imbued with the subjectivity of the doc-

umenter, it is offered to the interpretive subjectivity of others in

order to be known or reknown, created and recreated, also as a col-

lective knowledge-building event.

Listening to children

Rinaldi (2005) goes on to suggest that assessment is just one part of doc-

umentation. She refers to the ‘pedagogy of listening’ and describes the way in

which assessments emerge from a culture of valuing children and colleagues,

ensuring that what they have to say is heard. In addition to offering oppor-

tunities for assessment, listening to children is now viewed as an effective way

to promote independence, communication and learning. Listening to chil-

dren goes beyond simply listening to the words they use; it is concerned with

trying to understand what they mean and may involve interpreting gestures,

facial expressions and body language as well as spoken language. Where

practitioners develop their ability to listen they gain a ‘clearer understanding’

of the child’s world (Lancaster 2003: 4) and engage more effectively with

children.

Vivian Gussin Paley (1990) writes movingly of her experiences of lis-

tening to children. Her approach to curriculum involves story-writing/

story-acting – with adults scribing children’s stories and providing opportu-

nities for them to be acted out. She listens to the words, daily transcribing

conversations. She does not however merely listen to the words but seeks to

hear them – to understand and to offer ‘opportunities . . . to communicate

their experiences, views, concerns and aspirations’ (Lancaster 2003: 4).

Similarly, Hall and Martello (1996: v) remind us that children’s ‘talk offers a

special access into their thinking . . . [which adults] have to hear beyond the

apparently seamless flow of sound and appreciate what is being revealed’.

Reflection point

Many practitioners are looking for ways to listen to children more

effectively. This often requires a review of the organization to ensure

that practitioners have the time and opportunity to interact with

children. What do you need to do to support your team in listening to

children?
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Metacognition and assessment

Getting children to reflect on and judge their own learning is widely seen as

important to progress. In addition to giving insight to their thinking, chil-

dren’s words can provide insight into their metacognition, or their under-

standing of their own learning. The Foundation Stage Profile (QCA 2003) gives

space for children to comment on their learning. Hutchin (2003) comments

on the importance of capturing this kind of awareness. It may be directly

given as the result of a question, such as ‘What are you good at?’ or ‘What do

you like doing at school/nursery?’ However, frequently such comments are

heard when children themselves identify a new achievement. Hutchin (2003:

74) highlights Jessica, a child in a Reception class who, when asked about her

writing, comments, ‘I just try and try it’. Later, after enormous efforts to

master hopping, Jessica says excitedly, ‘I can hop and do it. Look, I CAN do it!’

Curriculum, assessment and leadership

Which approach is the best one is a value decision that the indi-

vidual educator must make . . . One cannot choose not to choose,

because to accept the status quo is also to make a choice.

(Sleeter and Green cited by MacNaughton 2003: 2)

What you want children to learn, and how you believe they should be helped

to learn, depend on the philosophy you hold. Even practitioners who claim to

know nothing about philosophy nonetheless do hold a philosophy of their

own. Every one of us has a set of views and beliefs about children, learning

and curriculum. The philosophy which underpins a curriculum involves both

views of learning and principles by which action is determined. It may or may

not be in sympathy with government policy, with cultural views or with the

views of parents. The view of learning may be based on current research, or

current and possibly outmoded theories. The principles it includes need to be

in sympathy with the goals that are set.

Discrepancies between what practitioners do and what they believe are

surprisingly common. The current debate about phonics offers many exam-

ples of such a mismatch – with those who believe in structured approaches

holding very different views to those who believe that children learn in much

more individual ways. Similarly, members of a team may hold very differing

views about toilet training. Some may focus on children taking responsibility

for themselves and delay training until children can take an active role in the

process. Other members of the team may feel that adults should take a

stronger lead, as that will in the long run give children greater independence.

The impact of these beliefs will determine how policies are interpreted.
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MacNaughton (2003: 115) identifies the benefits of reflecting on and

gaining a clear understanding of the philosophy that underpins your practice

‘and on the role of early childhood education in society’. She suggests that

reflecting on your understanding of principles and views of learning can help

you as a practitioner to:

* prioritize the goals you have for teaching and learning in your setting;
* decide what actions will bring you a sense of personal meaning,

purpose and accomplishment in your work with young children;
* choose among competing understandings and interpretations of

classroom events;
* develop ‘goals, values, and attitudes to strive for’ that motivate and

energize you on a daily basis;
* explore with parents and colleagues what you are trying to achieve in

your work with children and why you organize things in the way

that you do;
* enter into discussions with colleagues and provide a basis for an

agreed team approach to your work with children.

CASE STUDY

Celine is undertaking a pathway to EYPS and is trying hard to develop reflective

practice, in herself and in team members. She found the notion of an informal

philosophy of education interesting. She considered the way in which the team

prioritized and found that although she believed that developing oral commu-

nication was of fundamental importance, a relatively small amount of time was

observed to be spent in developing shared, sustained conversations. It became

clear that finding ways to promote conversation between staff and children would

help her to bring a closer link between the aims and practice of the centre. She

resolved to refocus the team and the parents in order to place oral communication

at the heart of the curriculum. This entailed creating an action plan including staff

training sessions.

Reflection point

What do you think your philosophy of learning and education is? Do

other team members share this view do you think? Would observations

challenge this view? What, for example, do staff actually spend most

time on?
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The four themes underpinning the EYFS are related to four key principles,

as shown in Table 6.1.

Because of the complexities of both curriculum and pedagogy, curricu-

lum leaders who are aware of the fact that children are learning much more

than is actually or explicitly taught are essential to effective provision. As we

saw in Chapter 2 there are many similarities between effective pedagogy and

effective leadership. This means that leaders will benefit from increased

awareness of curriculum and pedagogy, not just in their dealings with chil-

dren but in their work with staff teams and parents.

In order to lead the curriculum effectively you and the whole staff team

will need to become leaderful. Curriculum and pedagogy are much too big to

be led by one person alone. Schools and many other early years settings

frequently appoint curriculum managers – although their titles may vary.

Sometimes their responsibilities cover one or more areas of learning, such as

communication, language and literacy, or physical and creative development.

Sometimes several people will take on responsibility for different aspects of an

area of learning, so co-ordinators for music, dance and art may, for example,

share responsibility for managing creative development. Some curriculum

responsibilities are not linked to areas of learning but to aspects of provision.

The appointment of someone to take responsibility for outdoor provision is

very common. On a broader level, an important part of the role of special

educational needs co-ordinators (SENCOs) or inclusion managers is to ensure

high quality provision across the curriculum.

Table 6.1 Themes and principles underpinning the EYFS

Theme Related principle

A unique child Every child is a competent learner from birth who can be resilient,

capable, confident and self-assured

Positive relationships Children learn to be strong and independent from a base of

loving and secure relationships with parents and/or a key person

Enabling environments The environment plays a key role in supporting and extending

children’s development and learning

Learning and

development

Children develop and learn in different ways and at different

rates, and all areas of learning and development are equally

important and interconnected
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Reflection point

How is responsibility for curriculum in your setting divided up? In a

setting with large numbers of children, it is unrealistic to expect one

person (even you as the leader) to take the lead across the whole cur-

riculum. If you work alone you may find it helpful to team up with

other practitioners in a similar situation, learning from one another

and sharing expertise. It is quite difficult to keep up with initiatives,

research and writing about all aspects of the curriculum. What steps

might you take to share responsibilities so that the demands made on

members of a staff team are more equitable?

Your role as leader, whether designated or not, simply in fulfilling your

responsibilities to children is to support other members of staff in under-

standing the complex nature of curriculum and pedagogy. You will also be

seeking to ensure consistent provision within a particular aspect of the cur-

riculum. As a team of curriculum managers or leaders, all practitioners should

be striving to create consistency across all areas of learning and aspects of

provision.

Key points

* Curriculum is a complex issue. It may be written or unwritten,

intended or unintended. It is not the same as a syllabus, which

merely focuses on what is to be taught. Curriculum is affected by a

number of aspects.
* The unique nature of children, the impact of relationships and the

environment have an impact on what is taught and learnt, as does

the philosophy held by practitioners.
* Assessment is linked to curriculum and philosophy. In deciding what

and how to assess, practitioners demonstrate what they value.
* Leaders have a crucial role to play in supporting the development of

curriculum and assessment in being sufficiently reflective and

insightful to articulate why practitioners do what they do.

Practical tasks

In order to reflect on these issues, undertake some or all of the fol-

lowing activities.

1 Spend some time observing the learning that children are engaged

in. Is their learning part of the intended curriculum and/or are they

more exercised by aspects of the unintended curriculum?

PERSPECTIVES ON LEADING AND ASSESSING THE CURRICULUM 105



2 Review your curriculum planning to reflect on the way in which it

is organized. Does your agreed planning format encourage practi-

tioners to consider the intended but hidden part of the curriculum?

3 Encourage the staff team to spend some time observing one

another. Encourage discussion about points at which unintended

aspects of the curriculum may have been unintentionally

reinforced.

4 Talk to staff and list all the situations in which you feel that the

hidden curriculum is operating in a positive way.

5 Discuss with staff the extent to which assessment practice in your

setting supports the intended curriculum. Does it tap into the

learning which you most value or does it encourage staff to seek

out things which you feel are of less importance?
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7 The role of the leader in
supporting learning and
development

The central mission of early childhood programs is to ensure that the

quality of the day-to-day lives of the participating children supports

and enhances their growth, development and learning.

(Katz 1997: 17)

Introduction

In this chapter, the focus shifts to the role of the leader or manager in sup-

porting staff in planning, providing and evaluating an appropriate curricu-

lum. This key role is essential in ensuring that effective support for children’s

care, learning and development is provided. The role of the leader in creating

a learning community among children, parents and staff is highlighted. A

number of approaches to monitoring and evaluating provision and learning

are examined, and tools to support monitoring and evaluation are provided.

The importance of the relationship between the assessment of learning and

planning the curriculum is highlighted. Aspects of curriculum organization

will be examined, and this will include consideration of learning and teach-

ing strategies; activities and experiences; materials and resources – both

indoors and out; and the organization of time and space. The vital relation-

ship between assessment and planning will be explored. Finally the chapter

will examine the leader’s responsibilities in ensuring that the EYFS and Every

Child Matters are addressed within the curriculum.

Leading learning

The focus of this chapter is children’s learning and development. You may

therefore be surprised that we begin by highlighting the role of leaders in

early years settings in supporting adult learning. Adults who regard



themselves as lifelong learners provide excellent role models for children and

help to create a learning culture. (In Chapter 9, opportunities to further

parents’ learning will be discussed.) The setting may offer family literacy

sessions which offer opportunities for parents to develop their own basic skills

and to enhance their understanding of how their children are becoming lit-

erate and numerate. Computer classes may be provided to enable parents to

develop skills to improve their chances of gaining employment. Alternatively,

something as simple as an informal knitting group may give some parents the

confidence to meet with other people and may be a step towards taking on

something more challenging. The role of parents in demonstrating to their

children that learning is a lifelong process cannot be underestimated.

An essential element in establishing your setting as a learning commu-

nity lies in creating a professional staff team that keeps on wanting to learn.

This may be formal learning – undertaking courses and gaining additional

qualifications – of it may include informal processes – discussion, reading and

so on – but above all it must involve reflective practice. Gardner (2006: 39)

goes so far as to say that ‘those who are unable to . . . become ‘‘reflective

practitioners’’ should be counseled out of the profession’. Leaders need to

support practitioners at all levels in evaluating learning, teaching, provision

and organization. Some of this will be done through formal planning,

assessment and evaluation procedures but some demands individual thought

and analysis. Reflective or mindful practice has been likened to looking

through a window: ‘Many people remain trapped at the one window, looking

out every day at the same scene in the same way. Real growth is experienced

when you draw back from that one window, turn and walk around the inner

tower of the soul and see all the different windows that await your gaze’

(Johns 2004: 5 citing O’Donohue).

Leaders, like parents, need to model or demonstrate their own learning.

While striving for effective practice requires you to undertake monitoring and

evaluation, as the leader of a learning community your enthusiasm and

professionalism should lead you to seek further learning and knowledge.

Gardner (2006: 41) suggests that leaders for the future will need to want to

continue to learn because they know that knowledge is changing all the time

and that therefore the only way to keep up to date is to become ‘a lifelong

student’. Citing Plato, he goes on to stress the importance of enjoyment, of

becoming ‘passionate’ about learning.

Reflection point

In what ways are you helping to create a learning community? What

opportunities are you providing to encourage parents to continue to

learn? How are you supporting practitioners in becoming reflective? Are

you passionate about learning?
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Leaders also have a role in helping others – parents, community, politi-

cians and so on – to understand young children’s learning and the develop-

ment of appropriate provision to support it. This will involve leaders in

reading and interpreting relevant research. It will also involve effective

communication in helping lay people to understand why practitioners do

what they do. This process may become more effective when leaders can

encourage staff to develop action research, reducing the gap between prac-

titioners and researchers and promoting reflection; getting teams to find

answers to their own professional questions.

CASE STUDY

A small group of managers applied for and received funding from the local

authority to undertake small-scale research on intervention in children’s imagi-

native play. Each setting identified a particular focus and staff members were

released to observe, reflect, discuss and develop practice. In one setting the focus

was on the use of questions in interactions with children. In another it was on

improving the quality of provision in role-play areas. Regular meetings to identify

progress and obstacles encouraged staff to continue to meet and the network

became a forum for problem-airing and -solving.

A head of a large children’s centre recognized the need to provide training for

the large team of professionals from different backgrounds. In discussion with her

senior management team, she was able to identify a set of core learning oppor-

tunities for all members of staff which would enhance multiprofessional working.

The group identified which aspects could be provided from within the team and

which would need outside input and funding. A staff development plan was then

constructed incorporating and prioritizing the core training programme.

Leading children’s learning and development

Leaders in early childhood settings play an important part in supporting

children’s learning and development. As Ofsted (2007: 18) note in their sur-

vey of 144 settings, leading, rather than simply managing, the curriculum had

‘a significant impact on the quality of provision and children’s achievement.

Rigorous monitoring was a feature of the best settings. It identified clearly

what was working well, where practitioners needed to improve and what

needed to be done’. On the other hand, weak leadership was associated with

‘weaker teaching and learning’, poorly managed assessment procedures and a

curriculum that ‘lacked coherence’ (Ofsted 2007: 18).
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Reflection point

Use Table 7.1 to reflect on curriculum leadership in your setting. Do

you and your team know what is working well, what needs to improve

and what needs to be done?

In the sections that follow, we will examine ways in which you can

support the development of increasingly effective provision, learning and

development. In addition to considering the management of assessment

procedures we will look at ways of monitoring provision, including learning

and teaching.

Monitoring and evaluating provision

Monitoring and evaluating are closely linked but are not exactly the same

process. When you monitor provision you may observe interactions between

children and adults, you may scrutinize planning or you may look to see

which areas of provision are being well used and which appear neglected.

Monitoring involves collecting data: fact-finding. Evaluation is the step

which follows – the use you make of the data in order to form judgements

about your practice.

Inspection frameworks and quality assurance

Ofsted inspections, Joint Area Reviews (JARs) and local authority reviews are

all examples of externally driven monitoring procedures. In the current cli-

mate of top-down accountability, quality assurance has increasingly been

seen as something which is done to you. A danger in this is that some prac-

titioners may abdicate their professional responsibilities and may feel that

their assessment of their own practice is not good enough. Professionalism

demands that practitioners aim to do their best in order to raise standards.

Fortunately, recent changes in Ofsted regulations, including self-evaluation,

are taking a step back towards greater professionalism. These issues are

explored in greater detail in Chapter 10. Suffice it to say at this point however

that the key to establishing greater professionalism and leaderful qualities in

assessing provision lies in:

* taking more responsibility for assessing your own provision;
* comparing your philosophy with your findings by being clear about

what you are aiming to do and the extent to which you have mat-

ched that;

110 LEADERSHIP AND MANAGEMENT IN THE EARLY YEARS



T
a
b

le
7

.1
M

o
n

it
o
ri
n

g
a
n

d
su

p
p

o
rt

in
g

te
a
ch

in
g

a
n

d
le

a
rn

in
g

in
th

e
Fo

u
n
d

a
ti
o
n

S
ta

g
e

S
o
u
rc

es
o
f

ev
id

en
ce

a
n
d

id
ea

s
fo

r
q
u
es

ti
o
n
s

to
u
se

w
h
en

ev
a
lu

a
ti
n
g

d
a
ta

O
b
se

rv
a
ti
o
n

a
n
d

ju
d
g
em

en
ts

T
e
a
ch

in
g

O
b
se

rv
a
ti

o
n

Is
th

e
te

a
ch

in
g

(b
o
th

in
fo

rm
a
l
a
n

d
fo

rm
a
l)

st
im

u
la

ti
n

g
,

e
n

th
u
si

a
st

ic
a
n

d
ch

a
lle

n
g

in
g

?

A
re

th
e

re
la

ti
o
n

sh
ip

s
w

it
h

ch
ild

re
n

g
o
o
d

/r
e
sp

e
ct

fu
l?

A
re

su
p

p
o
rt

st
a
ff

(a
n

d
vo

lu
n

te
e
rs

in
cl

u
d

in
g

p
a
re

n
ts

)
u
se

fu
lly

d
e
p

lo
y
e
d

?

A
re

th
e

p
la

n
n

e
d

a
ct

iv
it
ie

s
a
n

d
e
x
p

e
ri
e
n

ce
s

a
p

p
ro

p
ri
a
te

to
th

e
a
g

e
a
n

d
st

a
g

e
o
f

th
e

ch
ild

re
n

?

A
re

ta
sk

s/
a
ct

iv
it
ie

s
su

ffi
ci

e
n

tl
y

o
p

e
n

-e
n
d

e
d

to
a
llo

w
ch

ild
re

n
to

re
sp

o
n

d
a
t

a
n

a
p

p
ro

p
ri
a
te

le
ve

l?

P
la

n
n
in

g
,

o
b
se

rv
a
ti

o
n

a
n
d

d
is

cu
ss

io
n

A
re

a
d

u
lt
s

cl
e
a
r

a
b

o
u
t

th
e

a
im

s
o
f

th
e

a
ct

iv
it
y

in
w

h
ic

h
th

e
y

a
re

e
n

g
a
g

e
d

?

Le
a
rn

in
g

O
b
se

rv
a
ti

o
n

A
re

si
g

n
ifi

ca
n

t
n

u
m

b
e
rs

o
f

ch
ild

re
n

e
n

g
ro

ss
e
d

in
w

h
at

th
e
y

a
re

d
o
in

g
?

A
re

th
e
re

o
p

p
o
rt

u
n

it
ie

s
a
n

d
e
n

co
u
ra

g
e
m

e
n

t
fo

r
ch

ild
re

n
to

co
lla

b
o
ra

te
w

it
h

o
th

e
rs

?

O
b
se

rv
a
ti

o
n
,

p
la

n
n
in

g
a
n
d

ch
ild

re
n
’s

re
co

rd
s

C
a
n

y
o
u

id
e
n

ti
fy

p
u
rp

o
se

in
w

h
at

ch
ild

re
n

w
h

o
a
p

p
e
a
r

to
b

e
o
ff
-t

a
sk

a
re

d
o
in

g
?

(e
.g

.
tr

a
ck

in
g

a
ch

ild

w
ill

te
ll

y
o
u

if
,

fo
r

e
x
a
m

p
le

,
h
e

o
r

sh
e

is
fo

llo
w

in
g

a
p

a
rt

ic
u
la

r
in

te
re

st
o
r

sc
h

e
m

a
)

P
ro

vi
si

o
n

a
n
d

o
b
se

rv
a
ti

o
n

A
re

ch
ild

re
n

e
n

co
u
ra

g
e
d

to
a
ct

in
d

e
p

e
n

d
e
n

tl
y
?

A
ch

ie
ve

m
e
n

t

a
n
d

p
ro

g
re

ss

C
h
ild

re
n
’s

re
co

rd
s

a
n
d

o
b
se

rv
a
ti
o
n

Is
th

e
re

e
vi

d
e
n

ce
o
f

p
ro

g
re

ss
o
f

le
a
rn

in
g

in
w

h
a
t

ch
ild

re
n

d
o

a
n

d
/o

r
sa

y
?

P
ro

vi
si

o
n

W
h

a
t

e
vi

d
e
n

ce
o
f

p
ro

g
re

ss
ca

n
y
o
u

fi
n

d
in

w
al

l
d

is
p

la
y
s,

h
o
m

e
-m

a
d

e
b

o
o
ks

,
e
tc

.?

O
b
se

rv
a
ti

o
n

A
re

th
e

re
la

ti
o
n

sh
ip

s
b

e
tw

e
e
n

ch
ild

re
n

g
o
o
d

/r
e
sp

e
ct

fu
l?



T
a
b

le
7

.1
(c

o
n
ti

n
u
ed

)

S
o
u
rc

es
o
f

ev
id

en
ce

a
n
d

id
ea

s
fo

r
q
u
es

ti
o
n
s

to
u
se

w
h
en

ev
a
lu

a
ti
n
g

d
a
ta

O
b
se

rv
a
ti
o
n

a
n
d

ju
d
g
em

en
ts

E
n
vi

ro
n

m
e
n

t

a
n
d

re
so

u
rc

e
s

P
ro

vi
si

o
n

Is
th

e
e
n

vi
ro

n
m

e
n

t
o
rd

e
rl
y

a
n

d
a
tt

ra
ct

iv
e
?

O
b
se

rv
a
ti

o
n

D
o
e
s

it
su

p
p

o
rt

ch
ild

re
n

in
fi
n

d
in

g
th

e
re

so
u
rc

e
s

th
e
y

n
e
e
d

?

Is
it

co
m

fo
rt

a
b

le
?

O
b
se

rv
a
ti

o
n

a
n
d

p
la

n
n
in

g

A
re

in
d

o
o
r

a
n

d
o
u
td

o
o
r

a
ct

iv
it
ie

s
lin

ke
d

?

O
b
se

rv
a
ti

o
n

a
n
d

p
ro

vi
si

o
n

A
re

th
e
re

su
ffi

ci
e
n

t
re

so
u
rc

e
s

fo
r

ch
ild

re
n

’s
n
e
e
d

s?
A

re
th

e
y

a
p

p
ro

p
ri
a
te

?



* becoming practised and confident at articulating your successes and

recognizing (and dealing with) areas in which you need to develop

practice.

Research and the quality of provision

Large-scale research such as the EPPE project (Sammons et al. 2002) or the

REPEY project (Siraj-Blatchford et al. 2002) can provide material against which

practitioners can question and evaluate what they do. Findings about the

involvement of parents or the qualifications of staff can, for example, lead

settings to think about the implications for them.

The EPPE project used tools which are described as ECERS and ECERS-E.

The original Early Childhood Environment Rating Scale (ECERS) (Harms and

Clifford 1980) focused on personal care routines, furnishings and displays,

language-reasoning, fine and gross motor activities, creative activities, social

development and adult needs. The EPPE team decided to make use of this

scale in their research but felt that it did not altogether meet the needs of the

project. They therefore developed an additional, extended, scale which they

entitled ECERS-E (Sylva et al. 2003). ECERS-E covers aspects of literacy,

mathematics, science and the natural environment, and diversity.

Each scale has a seven-point rating scale with descriptors, with 1 being

inadequate and 7 excellent. The extracts below give a flavour of what is

involved.

Social development

1 = Free play (free choice) Child is permitted to select materials,

companions and as far as possible to manage play independently.

Adult interaction is in response to child’s needs.

7 = Ample opportunity for supervised free play outdoors and indoors

with wide range of toys, games and equipment. Supervision used as

an educational interaction. New materials/experiences for free play

added periodically.

(Harms and Clifford 1980: 31)

Race equality

1 = Books, pictures, dolls and displays show no or little evidence of

ethnic diversity in our society or the wider world.

7 = Staff develop activities with the express purpose of promoting

cultural understanding, e.g. attention is drawn to similarities and
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differences in things and people, different cultures are routinely

brought into topic work, and visitors and performers reflect a range of

cultures.

Children’s attention is specifically drawn to books, pictures,

dolls, etc. that show black and ethnic minority people in non-

stereotypical roles and familiar situations. Specific activities are

developed to promote understanding of difference, e.g. paints are

mixed to match skin tones to visibly show subtle differences.

In multi-ethnic areas, ethnic minority educators are employed in

the centre. Elsewhere, black and ethnic minority people are some-

times invited into the setting to work with the children.

(Sylva et al. 2003: 33)

Reflection point

In reading the extracts from the ECERS-E do you notice any aspects of

provision for social development and for diversity that are not

addressed in your setting? What action might you take to promote

developments in practice? Remember that we have only shown the

extremes identified in the scales – for a broader picture you will need to

refer to the original texts.

Although the projects in which these scales were used were large-scale,

many settings use them for small-scale investigation – perhaps focusing on

particular aspects or sometimes using a particular scale as a starting point for

discussion about improvements. Many developments in settings arise out of

small-scale research – a group of practitioners wanting to find out more about

aspects of their practice.

Monitoring aspects of provision

The sources of evidence you might use to inform your judgements might

include: resources and materials; planned and actual activities and experi-

ences; children’s records including paintings, drawings, observations and

photographs of their activities and experiences; written plans, evaluations

and assessments; and the quality of interactions between children and adults,

adults and adults (including parents), and children and children.

In the following sections we focus on four key areas of provision, namely:

learning and teaching; activities and experiences; materials and resources;

and organization. Monitoring and managing assessment (which is of course

integral to effective provision) will be considered later in the chapter.
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Learning and teaching strategies

Too often teaching is thought of as the direct and didactic transfer of

knowledge. However, early childhood specialists identify a large number of

strategies which reflect their role as pedagogues and their concern with the

quality of learning as well as teaching. Pedagogy underlines the fact that

teaching cannot be said to have occurred unless learning has taken place.

Analysis of four important documents in the field of early childhood care

and education (QCA/DfES 2000; Moyles et al. 2002; Edgington 2004; Mac-

Naughton and Williams 2004) highlights a wide range of possible teaching

and learning strategies. We have synthesized this range into five broad

categories:

1 Stimulating, sustaining and extending interests.

2 Modelling.

3 Direct teaching.

4 Interacting and communicating.

5 Playing.

Stimulating, sustaining and extending interests

Arguably the most important strategy was identified by Edgington (2004) as

the process of stimulating and sustaining or extending children’s interests.

From infancy onwards this is undoubtedly a most effective strategy for pro-

moting learning. It is, however, difficult to manage since it requires good

knowledge of the children themselves, an understanding of children’s

development and sufficient flexibility, creativity and expertise to be able to

select the most appropriate means of developing interests.

This may be achieved by adding equipment which will promote a par-

ticular interest to existing provision. Isabel had recently moved to a new

house and for the first time was enjoying having a garden. Staff added flower

pots of different sizes and empty seed packets to the digging area. With these

props she was able to represent or play the situations she had enjoyed at

home. Needless to say, staff also did some real planting with Isabel as part of a

small group. At home Isabel had a pair of plastic secateurs which she found

frustrating because they did not actually cut anything. One member of staff

planned for her to help prune some bushes, using real secateurs – an activity

she found exciting and stimulating.

Interests are often developed by educational visits. This can sometimes

have surprising results. Rob was very quiet and spent most of his time playing

with trains. Staff planned a train trip in an effort to help him to make contact

with other children. This was achieved – but not in the way staff had pre-

dicted. On the way to the station they saw two yellow beetle cars. Rob was

very excited – his mother commented that this was because his much-loved
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aunt had a similar car. He proved to be quite an expert and got several other

children interested in his enthusiasm too. A display of pictures, miniatures

and models which the enthusiasts had made developed from this.

The role of initiating new interests should not be overlooked. Displays,

outings, new role-play areas and even a single new piece of equipment can

stimulate new interests as can a new or unfamiliar book, current events and

occasions (such as the Olympics) or changes in the environment (such as a

neighbouring building site or the visit of a circus). The importance of reflecting

these stimuli in curriculum planning will be developed in the next chapter.

Modelling

A further important pedagogical strategy is modelling. Practitioners are very

conscious of this valuable (but often unconsciously performed) role. We have

only to watch young children pretending to be mum or teacher to have a

clear idea of how keenly they observe and imitate adult behaviour. Schools

make use of this in order to promote literacy – persuading parents to read with

their children has a strong effect on achievement because children respond to

the models of readers offered by their parents. Modelling caring, gentle

behaviour has lifelong importance. If children gain an impression that phy-

sical force has power over negotiation and compromise, that may all too

easily lead them to become aggressive.

Models are not simply of personal and social behaviour or of literacy,

important as these are. Adults are also modelling (negatively and positively,

consciously or unconsciously) mathematical behaviour, scientific and tech-

nological behaviour, creativity, problem-solving and, it is to be hoped, anti-

discriminatory behaviour (Edgington 2004; MacNaughton and Williams

2004). Adults need to monitor the model they are offering. The child who

immediately says of a broken toy, ‘We’ll have to ask daddy to fix it’ has

probably been offered a narrow and ultimately unhelpful model of who can

or cannot repair things.

Direct teaching

Contrary to many popular views, direct teaching does not simply mean tell-

ing. It may involve:

* Describing – perhaps sitting alongside a child describing what they are

doing in order to make them more aware of the processes in which

they are engaged.
* Singing songs which help children to remember things like number

names, alphabet, sequences in stories or days of the week.
* Giving feedback – adults who do not simply admire something that

children have made or done but telling them what is good about

what they’ve done support learning very effectively. There is always a
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temptation when we are busy or distracted to simply say ‘that’s nice’

but it is more helpful to say something that gives specific feedback.
* Scaffolding or breaking tasks down into small steps – practitioners need

to make sure that they don’t do more than is necessary for children,

ensuring that they hold back so that children can act as indepen-

dently as possible.
* Demonstrating skills, strategies or techniques – this will sometimes

involve metacognition, heightening children’s awareness of what

they know and can do (Moyles et al. 2002).
* Questioning and intervening – intervention may involve any of the

strategies identified in this list, or may be about offering a particular

piece of equipment or simply holding paper while children cut in

order to help them complete or extend what they are doing.

Interacting and communicating

Interaction and communication may take many forms. Both are two-way

processes – you cannot claim to have interacted or communicated unless

another person has been involved. Interactions may be physical, verbal,

gestural or aural. They may on occasion involve little more than smiling

across the room to encourage a child who is engaged in an activity. For all

children interaction and communication should sometimes involve sus-

tained conversation which challenges and extends their thinking. Staffing

levels sometimes make it difficult to achieve desirable levels of interaction

and intervention. However, if staff model strongly as communicators, chil-

dren’s interactions with one another will be enhanced. Learning from peers is

an important aspect of group care and education.

Playing

Play is by no means the least important of the learning and teaching strategies

– in fact it is vital to learning throughout life. The Curriculum Guidance for the

Foundation Stage (QCA/DfES 2000) requires a balance of adult-directed and

child-initiated experiences. Many activities and experiences can be planned

to be playful but genuine play opportunities need to be open-ended, self-

initiated and involve physical action.

Research suggests that while children recognize these aspects of play,

they sometimes mistakenly believe that it does not involve effort, does not

include adults and does not promote learning (Gura 1996). In using play to

promote learning, practitioners need to ensure that children gain awareness

of the effort that goes into play – even when it is enjoyable – and that adults

do get involved in children’s play and that children have many opportunities

for physical activity. Although play, like language, is innate, it too must

be learnt from more experienced players. Practitioners need to offer

children:
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* Models of how to play, by joining in and offering suggestions. Pat played

with children in the hospital role-play area and in the play was able

to suggest possible symptoms and treatments which extended chil-

dren’s play.
* Experiences which provide motivation to play. Staff provided a range of

drums and some similar improvised instruments including buckets

and plastic bowls when an African drummer had been to visit a

centre.
* ‘Food for thought’ in the course of play. When Harpreet pretended to be

a dog in the home corner, the nursery officer informally introduced

conversation about the humane treatment of pets.
* Challenge to their thinking during play. Sam noticed that children

playing firefighters were unaware of the function of helmets and

began to talk about putting on her helmet in case any burning wood

fell on her head, etc. This led to extended conversation and

enhanced understanding.

Activities and experiences

In placing an emphasis on the outcomes of learning, there is a danger that the

early learning goals included in the Curriculum Guidance for the Foundation

Stage may cause practitioners to lose sight of children’s entitlement to

experiences. Perhaps all children should have the opportunity to climb trees,

explore musical instruments, grow fruit and vegetables or paddle in the sea.

Reflection point

What experiences do you think all children should be entitled to? You

might like to talk to colleagues about what experiences they think all

children should have access to.

Practitioners frequently ask for advice on practical activities they can use

with children. The problem with this approach is that it may overemphasize

adult-directed activity at the expense of child-initiated learning. While

planning seeks to shape or direct learning, setting up an activity in a parti-

cular way often means that adults are determining the teaching, which can

become very narrowly focused, leaving many of the activities and experiences

which children select for themselves under-supported.

The need for a balance between adult-directed and child-initiated activity

means that adult time should be equitably divided between the two. Failure

to do this will signal to children that the things they are interested in and

choose to do are of less value in your eyes than the activities and experiences
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which you lead. Adult-led experiences which offer support for learning

should include visitors and outings.

Materials and resources

The provision of materials and resources may be monitored in a number of

ways. In the early years, the informal daily evaluations which highlight what

is working well, what needs improving and what needs to be done to enable

teams of practitioners to review and modify their practice continuously.

There are also a number of more formal processes designed to monitor the

way in which the team in your setting is supporting learning.

The extent to which the learning environment has been well prepared

may be assessed by using checklists. Cartwright et al. (2002) suggest questions

such as those that follow to focus your evaluation:

* Is this area inviting and stimulating?
* Do adults and children know both the possibilities and the limita-

tions of things that may go on here?
* Has this provision been planned for today?
* Was the planning based on assessments of children’s learning and/or

on staff evaluation of previous learning and activity?
* Has everything been carefully maintained and replenished? Are

pencils sharp, paint pots ready to use, dressing-up clothes clean?
* Is everything safe, clean and tidy?

There are many suggestions about the range of activities and experiences

which should be available to young children. How does the list below com-

pare with what you have on offer?

* Home corner and other forms of role and fantasy play such as

shopping, hospitals, robbers or space travel. There should be dres-

sing-up materials to support this and other forms of imaginary play.
* Malleable and tactile materials such as clay, dough and cornflour.

Natural materials such as water and sand (dry, damp and wet) might

be included as might peat, lentils, wood shavings, etc.
* Woodwork has been a long-standing aspect of traditional early years

practice in this country. Anxieties about health and safety have led

many practitioners to abandon its inclusion in the curriculum but it

continues to offer children many important opportunities to learn a

range of skills such as perseverance, self-esteem and a sense of

agency.
* A creative workshop which makes accessible glue, scissors, papers,

junk materials, boxes, fabric, paint, etc.
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* A related graphics or drawing and writing area. This is sometimes

known as an mark-making area and may include pencils, pens,

crayons, chalks, pastels, small notebooks, envelopes, stapler, hole

punch, cards, post-its and so on depending on the age of the

children.
* Small construction toys such as Lego and Sticklebricks as well as large

construction toys such as hollow blocks.
* Small world materials – farms, garages, dolls’ houses, etc.
* Books.
* Collections of resources for science and technology; mathematics

and information technology. All too often curriculum planning for

these areas is limited to the resources themselves rather than iden-

tifying experiences and activities which would promote learning in

these areas more broadly. For example, pegboards and numbers may

be placed in the maths area, but no plans made for using and

exploring numbers within other areas of provision, such as garaging

wheeled toys in the outside area or using phone books and calendars

in the home corner. Information technology resources should not be

limited to computers.
* Music and sound-making materials.
* Materials for exploring and categorizing. For the youngest children

this will involve the provision of treasure baskets and heuristic play

materials. As children grow older, collections of shells, feathers, pegs

and pebbles will fascinate them.
* Climbing opportunities should be provided to challenge all children.

For the youngest children in the early stages of moving indepen-

dently, there should be apparatus on which they can climb, both

indoors and out.

Although not a specific area of provision, all young children need easy

access to empty boxes, bags and trucks, using which they can transport,

transfer and examine resources (Manning-Morton and Thorp 2001).

While not all settings are able to offer high quality outdoor provision, it is

importance is increasingly recognized and settings which cannot make pro-

vision similar to that identified below should consider how they can com-

pensate for its absence. Outdoor provision should be linked to, mirror and

extend indoor provision. Garrick (2004) suggests that in the outside area the

following elements should be provided:

* large construction materials;
* a quiet area;
* materials to promote creative and imaginative play;
* opportunities for music-making;
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* dens;
* a large space for running;
* a growing area;
* natural materials;
* a range of small apparatuses, such as balls, hoops, etc. as appropriate

to the age of the children you are working with;
* a roadway for vehicles;
* materials for role-play;
* opportunities for gross motor activity;
* a wildlife area.

Reflection point

Reflect on the items in the lists and consider the following questions.

Think about your reasons for answering as you do.

* Which do you provide?
* Which do you regard as essential?
* How do you give children access to experiences and materials

which you are unable to offer on a day-to-day basis?
* How do you monitor to ensure that all your resources continue to

be attractive and stimulating to children?
* Does this equipment allow ‘for the fluent, flexible way in which

children engage with the environment’(Gura 1996: 28)?
* Does this equipment allow ‘for originality and the elaboration of

ideas’ (Gura 1996: 28)?

Organizing time and space

At the beginning of the twentieth century, the McMillan sisters, who set up

many of the first nursery schools, and who were responsible for the devel-

opment of the school health service and school meals, regarded time and space

as the most important aspects of successful learning. Their play-based curri-

culum, based on the principles developed by Froebel in the first half of the

nineteenth century, gave children long periods of uninterrupted time for play

in large areas of outdoor space.

Structuring time

The way in which the day is organized influences learning and teaching.

Some curricula (such as High/Scope) allocate relatively short periods of time

to a variety of different activities. Others allow long periods of unbroken time

which children must learn to manage effectively. In general, if children are to
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be encouraged to play – in order to promote learning and development – they

will need more extended periods of self-chosen activity. If a child is told to

play for ten minutes, it is unlikely that anything productive will come from

such a short session. Gura (1996: 75) suggests that practitioners should ask

themselves how they can organize the day so that less time is wasted. In

general the younger the child the less effective large group sessions are.

The organization of time promoted by the primary national strategies has

led primary and Reception teachers to drastically restructure morning ses-

sions. The two long periods of directed, adult-focused time, which take up

virtually the whole of the morning session, and the long periods of time

during which children have to sit on the carpet, are not without critics. They

have impacted on the whole curriculum, leaving less time for other subjects

and causing some teachers to narrow their range of teaching approaches to

those found within the strategies. It is important to think about unintended

curriculum messages – in some cases we may be teaching children that maths

and reading are boring.

Reflection point

Daily routines from two nurseries have been included below. Think

about the messages they give as to what is important within the setting.

Does your routine convey similar messages? Are they the ones you want

to convey?

If we come before 9.00 we choose activities and play together with our

‘big school’ friends.

After 9.00 we choose and play with the toys until all our friends arrive.

We ‘chat on the mat’, count and sing a song.

We paint, stick, draw, look at books, play number games, build models

and explore music, sand and water. We learn to share and be kind, to

listen, count, play games and do puzzles. The grown-ups help us to

choose and talk to us a lot. Sometimes we go to the library or for a walk.

We play with the cars, trains and all the other toys. We have fun and

learn at the same time. We dress up and make cakes. We are very busy.

We play inside and outside in groups. Sometimes we go on the com-

puter. We are playing and learning all the time.

We tidy up our activities, wash our hands and get ready for our snack.

We choose a healthy snack and drink, and sit for a few minutes.
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We go outside together to play. We learn to climb and balance, throw

and catch, hop, skip, jump and ride bikes. We look at books and play in

the tents or with the sand.

We come in and sit down to listen to a story, learn some songs or sing

some number rhymes.

Some friends go home after the story, some stay for lunch.

After lunch we might watch Postman Pat or play outside again.

Some more of our friends arrive to chat on the mat. We play and learn

indoors and outdoors all afternoon. We have another snack and story.

After 3.30 most of us go home, but if we stay we eat our tea and play

with the ‘big’ children again.

At 5.30 everyone has gone home – nobody sleeps here!

We want to come again.

8.45 Classroom set up ready for planned child-initiated activities

(indoors and out).

9.00 Welcome and free-flow activity.

9.30 Free-flow continues and planned focused activities begin.

Doors open so that children can go outside.

10.45 Activities cleared away.

11.00 Story groups, singing, etc.

11.20 Part-time children return to tabletop activities so that staff

can talk to their parents as they arrive.

Full-time children play board games and/or join in move-

ment activities and prepare for lunch.

11.45 Lunch begins.

12.30 Outdoor play and stories or videos for full-time children.

May also help with setting up for afternoon children.

1.00 Part-time children arrive; welcome and free-flow activity.
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1.30 Free-flow continues and planned focused activities begin.

Doors open so that children can go outside.

2.45 Activities cleared away.

3.00 Story groups, singing, etc.

3.20 Children return to tabletop activities so that staff can talk to

their parents as they arrive.

Structuring space

The way in which the learning environment is set up – indoors and out –

influences the learning and play that occur. Colour influences the mood of

everyone. Feeling crowded affects the atmosphere, as does music. In some

settings there is continuous music of one particular type. There should be

some silences and some times when different moods are evoked through

music.

Open spaces may encourage children to run, but may not encourage

them to observe or notice things of interest. If there are only large tables,

children may not become engaged with another child. This is a problem since

pairings are widely seen as productive in supporting thought and commu-

nication in young children. On the other hand if there are no spaces where

larger groups can operate effectively, children may miss out on opportunities

to develop socially. Children should be closely involved in any major re-

arrangements of the room. They often have clear ideas about what is

important to them and what they find difficult.

Reflection point

Consider these two questions from Gura (1996: 77):

* Is there anything we can learn from the child’s-eye view of a good

play-work environment presented in the first daily routine

example.
* Are there any aspects of this that trouble you?

Take some time to reflect on this point and when you are working with

children think about:

* the way in which children use the available space; and
* any possible changes that might be made to better reflect the way

children prefer to use the available spaces.
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There are a number of other aspects to consider in structuring space.

Brooker (2002) reminds us that the simple everyday aspect of ensuring that

children feel comfortable in the learning and teaching space should be

addressed. Making it possible for children to act as independently as they are

able in toileting and eating should be a consideration. While not wanting to

make the space overcrowded, the inclusion of some adult-sized furniture such

a comfy armchair or sofa (if you have room) can make the setting more

homely and relaxed.

Health and safety does need to be borne in mind but risk assessments

should be realistic and should not mean that children are denied important

experiences. For every risk considered, practitioners need to be encouraged to

take account of what children will be losing if deprived of particular experi-

ences. Climbing does present some risk – but lack of opportunity to climb

limits children’s ability to have a sense of agency and independence. It also

prevents them from developing a range of skills and confidence.

If there are babies and toddlers in rooms with older children, they should

have some protected space. It would be unfair to limit their access to the floor

space which is so essential to their development. Similarly, adults sometimes

do not like going out in the cold or wet, but given appropriate clothing

children benefit enormously from fresh air and the stimulation provided by

outdoor play.

Monitoring and evaluating learning

The EYFS Profile is not intended to be used until the final year of the Foun-

dation Stage. However the final term assessment should be a summative

account of prior observations of learning. Three experts who acted as advisors

in the development of the EYFS (Spencer et al. 2007: 10–1) have suggested

that the records through which children’s learning and progress is assessed

should:

* be developed in partnership with parents;
* encourage children to reflect on and actively identify their own

learning, using annotated photographs and written observations;
* be based on observational data, tracking the development of

learning;
* help practitioners to evaluate provision and act on their evaluations

to make improvements;
* inform planning, show progress and identify next steps;
* be set out in such a way as to be easy to review and summarize.
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Reflection point

Do your assessment procedures match up to these ideas? Do you

involve children and parents in the process of documenting learning?

Do you regularly collect observations and use them to identify new

achievements and possible next steps in learning? Do you use obser-

vations to help you decide on changes in provision? Is your system of

assessment and record-keeping manageable for practitioners? Does it

allow leaders to monitor the quality of provision?

While the prime purpose of children’s records should be to track their

progress and ensure that provision challenges and involves them, the data has

other uses. Scrutiny of children’s records should also enable leaders to:

* check that all areas of learning and development are planned for and

accessed in a similar way;
* identify whether some children are having limited access to some

aspects of provision;
* compare aspects of children’s achievement levels with those for the

local authority or national levels;
* improve the way in which the learning environment or resources are

organized;
* make changes to the timetable in order to offer children a better

experience;
* identify staff training needs.

CASE STUDY

The staff team at a preschool playgroup regularly monitored the quality of their

interactions with children by sampling conversations with children. Once a week,

at hourly intervals throughout a session, a designated member of the team would

observe the interactions of another team member. At the end of the session, both

members of staff were given time to discuss and evaluate the observations. This

process was followed once a term by an evaluation in which team members

identified key learning points and aspects of provision which they felt needed to

be developed. Like assessment, evaluation involves making sense of data.
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Shown below are some other examples of situations where settings have

used assessments of children’s learning to develop practice.

* Hettie analysed her observations of Pinder’s behaviour. He had had a

number of outbursts of aggressive behaviour but when the staff team

analysed their observations they noticed that these mainly occurred

when other children ran past his intricate block constructions. By

moving the blocks into a quieter corner of the room, there were

fewer accidents and a significant reduction in Pinder’s outbursts.
* Lorraine’s analysis of children’s records led her to suggest to staff that

since so many children were not being identified as having made

good progress in their mathematical development, she should

organize some in-service education and training (INSET) to support

staff development in that area and release key members of staff to

review curriculum provision, in order to identify areas where plan-

ning and provision might be strengthened.
* Graham, a care assistant, following discussion with fellow practi-

tioners, agreed that Glen, a toddler for whom he was the key person,

was often fractious in the mornings and still grumpy when he awoke

from his late morning nap. By being allowed to sleep shortly after

arriving rather than later in the morning as was the normal pattern

in the group, Glen played more happily for the rest of the day and his

opportunities for learning were enhanced.
* Shona, a childminder, identified her need to learn more about chil-

dren’s drawing and mark-making when the mother of one of the

children she looked after was critical of what her child was doing.

Shona felt comfortable with what she was doing but did not know

how to explain her views in a way which convinced the parent that

she had a competent grasp of this aspect of development.

Reflection point

Can you think of examples of this kind of use of assessment in your

setting? In what ways do you use observations to evaluate provision?

Are your assessment procedures manageable and informative?

* Is your assessment based on your general knowledge or

understanding of young children? For example, you may observe

Renée at 10 months of age ‘reading’ a book, turning the pages and

mouthing sounds. If you do not know her you may regard this, as

highly significant because many other babies of this age do not do
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this. However, you may go to Renée’s record and find that this is not

significant for her since several similar observations have already

been made. Identifying significant achievement needs to be based on

prior judgements or assessments about children’s learning and

development.
* Is evidence about children’s progress collected but not asses-

sed? Samples (such as drawings, paintings, photographs of block

play, etc.) may be accumulated in a child’s record but without con-

textual information, analysis or assessment they become mean-

ingless. Hutchin (1999 citing QCA 1998) reminds us that ‘assessment

reveals how far children have acquired learning’ and goes on to

suggest (citing Drummond 1993) that assessment involves seeing

learning, understanding it and putting understanding to good use.

The person who chose to put a child’s string and card collage in the

filing cabinet perhaps had a good idea why he or she regarded it as

significant. They may have recorded the date when the sample was

collected but unless there is other vital information the sample will

be without value. If no one has recorded the context under which it

was made, such as whether the child selected the materials from a

broad range, whether it was an adult-directed or child-initiated task,

whether or not he or she chose to undertake the activity without

prompting, etc. it will be difficult six months later to assess what it

means for learning and progress. Hutchin (1999) suggests that it may

be helpful to record the context; the area(s) of learning; what the

practitioner believes the sample says about the child’s learning and

development; and what the implications for planning are.
* Do children and parents have regular and significant

opportunities to contribute to records? Hutchin (2003: 54)

suggests that the process of annotating samples can offer children ‘a

useful self-assessment conversation starter, giving . . . [the] child an

opportunity to voice their own opinion’. Ways of involving parents

in this process will be discussed in Chapter 9.
* Are assessments used to inform planning? The most effective

planning is based on assessments of children’s learning and interests.

This is a central tenet of high quality early years provision and is in

line with EYFS guidance (DfES 2007: 11). The section entitled ‘Look,

listen and note’ will help practitioners to observe and assess effectively

across the curriculum. The Foundation Stage Audit Materials (TTA

2004) are aimed at school managers or governors but are helpful in

highlighting ways of monitoring provision and learning more gen-

erally. Table 7.2 suggests ways in which evidence drawn from

assessments of children may be used to improve opportunities for

learning.
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Monitoring planning

The guidance for the EYFS (DfES 2007: 12) emphasizes the role of planning in

‘making children’s learning effective, exciting, varied and progressive’. It also

underlines the value of planning as a team or, for those who work alone, in

discussion with others in similar circumstances. It is the role of leaders to

ensure that planning is being used to promote learning. In general, long-term

Table 7.2 Using assessment evidence to understand and improve learning

Statement Related questions Evidence

The Foundation

curriculum is suitably

broad, balanced and

relevant, and designed

to support progress

How do we make sure that both taught and

self-selected activities help children to make

progress towards achieving planned objectives?

How do we make sure that the activities we

provide are interesting and well matched to

children’s capabilities and interests, so that all

children are well motivated and are developing

concentration?

How do we use the outside area to support the

Foundation Stage curriculum in all areas of

learning?

How do we use the community and the local

environment to enrich curriculum experiences?

The Foundation Stage

curriculum is well

planned, documented

and reflected in practice

How manageable are our planning formats?

Does our planning refer to learning intentions?

How do we adapt it in light of daily practice

with children?

How do we plan opportunities for children to

make their own decisions in play and self-

selected activities?

How do we monitor children’s choices of

activity in order to ensure a balance across the

curriculum over time?

Source: TTA (2004: s1.3).
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planning will simply underline the principles or philosophy which underpins

the work of your setting, your agreed approach to learning and teaching and

key diary dates for the year.

Medium-term planning will usually demonstrate the focus for a period of

about a term or half term and show that there will be even coverage of cur-

riculum areas. In many early years settings, practitioners review their obser-

vations and assessments at regular (perhaps half-termly) intervals and in that

process identify learning priorities or targets for learning for individual chil-

dren. Hutchin (2003) suggests that this process should be undertaken on a

rolling programme rather than undertaking all the reviews in one go. Her

recommendation is to choose five children a week and to ensure that the

whole team reviews one each day or five at the end of one day each week. This

has a clear advantage in making the process more manageable but has the

disadvantage of making it more difficult to use these targets to inform med-

ium-term planning.

Reflection point

What is your view of the pros and cons of Hutchin’s advice? If you work

in a centre which has a shift system or in which staff often undertake a

range of different roles in different teams, it may be very difficult to

achieve.

Generally, short-term planning will be the detailed plan for a week or

two. It will identify specific learning intentions for that period and will be

responsive to children’s interests, reflecting other interesting unforeseen

events. From the observations (whether formal or informal) collected during

the day or over the course of a week, staff may plan with the needs of specific

individuals or groups of children in mind. Carr (2001) suggests that this may

include:

* Planning for interest and involvement. This may involve the addi-

tion of resources to stimulate further play and exploration; a decision

to base an adult in a particular area of the classroom (indoors and

out); a particular line of questioning or discussion; organizing a visit

or asking a visitor to come and talk about something.
* Planning for difficulty. This might also be thought of as planning for

challenge, which may be physical or cognitive. Activities might be

affective – seeking to improve a child’s emotional well-being by

promoting self-esteem and encouraging risk-taking; or social –

encouraging closer working or negotiating between children.
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These three layers of planning should interconnect. There will be distinct

variations in the way in which settings manage these components but in

general, short- and medium-term planning should between them demon-

strate the following characteristics:

* identification of opportunities for planned observations;
* a focus on a manageable number of major learning intentions –

perhaps one for each area of learning and development for each week;
* indications of where evidence of learning and interests have been

used to inform or modify planning;
* flexible use of plans, which may change to take account of unex-

pected events or interests;
* changing and flexible use of resources;
* flexible deployment of staff to ensure that adults are available to

engage with children’s spontaneous play and self-initiated experi-

ences as well as to lead focused activities;
* regular and robust evaluation of practice;
* wide involvement of team members in the planning and evaluation

process.

Reflection point

Do the planning documents in your setting demonstrate these char-

acteristics? If not, what can you change to make them (or the process by

which they are arrived at) more effective and more responsive to chil-

dren’s individual learning and development?

Leaders’ responsibilities in leading learning

Leaders have a responsibility to ensure that the provision they offer meets the

requirements not only of the EYFS but also of Every Child Matters, the five

outcomes of which require practitioners not only to assess enjoyment and

achievement in the six areas of learning, but also to evaluate the extent to

which children are staying healthy and are able to deal with risk in order to

keep safe. This in turn requires organization within the setting which allows

adults time to observe and interact. Emotional health requires play oppor-

tunities and the security of key working systems which require both careful

planning, provision and assessment. Table 7.3 (a–d) underline the links

between aspects of provision and the themes which form the basis of the

EYFS. As you read them consider the ways in which you need to develop as a

leader.
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Key points

* Leaders have a responsibility to create within their setting a learning

community which will include not only the children but staff and

parents.
* Practitioners at all levels need to develop reflective practice and see

themselves as lifelong learners.
* Reflective practice requires observation and assessment, monitoring

and evaluation.
* Provision may be evaluated using a variety of tools.
* Monitoring children’s learning and development requires sensitive

listening and thorough systems and procedures in order to ensure

consistency.
* Teaching must involve learning. It involves a very wide range of

strategies which go beyond simply telling. Children learn through

play, observation and talk – adults support the process by intervening

in these processes to develop and extend thinking and

understanding.
* In monitoring provision, leaders need to consider the activities or

experiences offered, the materials and resources provided and the

way in which time and space are organized as well as the responsi-

bilities they have to address both the EYFS and Every Child Matters.

Practical tasks

1 Refer back to Tables 7.1 and 7.2 and try them out in your setting.

Do they highlight any aspects of provision which you had not

considered? Think about the way they could support you or

members of the team in monitoring and evaluating provision and

learning. What modifications would make them more relevant to

your setting?

2 Using the questions below, evaluate the quality of the curriculum

that you offer.

* Are children active and engaged or do they regularly appear

listless or aimless?
* Are there similar amounts of time available for child-initiated

and adult-directed activity?
* Does the curriculum build on prior learning and experiences,

taking account of practitioners’ observations and assessments

of children?
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* Is the curriculum relevant to children’s age and stage of

development?
* Are all children engaged by the activities provided with care

and attention paid to their individual needs and experiences?
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8 Leadership in a multi-agency
context

Does the involvement of a range of professional agencies, parents

and the voluntary sector make complicated decisions easier or easy

decisions more complicated?

(Riddell and Tett 2001: 1)

Introduction

In Chapter 3 we discussed working together in terms of the ‘core’ team or

those who are working together with children on a weekly or daily basis. This

chapter extends the theme of teamwork by focusing on the notion of the

‘wider’ team in the context of multi-agency working. As a setting manager

you will have worked with professionals from outside the setting in order to

meet specific children’s needs. In this chapter, we highlight the challenges

and benefits for early years settings of working with ‘outside’ agencies. We

suggest that effective implementation of multi-agency working is largely

dependent on the co-operation of practitioners working with children in their

settings. As a leader, it is part of your role to share information and skills as

well as to develop positive working relationships with other professionals.

The chapter explores links between multi-agency working and improving

outcomes for children. We then discuss the SENCO role, arguing that this is

pivotal in the private, independent and voluntary sector. We argue that this

role is not the sole remit of the designated SENCO but a shared set of roles and

responsibilities. We move on to discuss issues relating the CAF, a generic tool

to assess children’s actual and potential ‘additional needs’ which relies on

information sharing. The chapter concludes by looking a ways in which

multi-agency working is being evaluated.



What is multi-agency working?

The drive towards ‘partnership’ working has gradually been replaced by the

terms ‘integrated’ services, or ‘integrated’ working, encompassed in the

notions of ‘multi-agency’ working and ‘inter-agency’ co-operation, used

interchangeably in policy documents. There have been a number of attempts

to define what is meant by multi-agency working and a variety of terms used,

such as inter-agency, trans-disciplinary, interprofessional, multiprofessional,

multidisciplinary and so on (Sanders 2004; Lumsden 2005). For the purposes

of this chapter, we look at those professionals who, for whatever reason, come

into contact with children in their settings and who should be working

together and sharing information with each other, within the bounds of

confidentiality.

The political basis for ‘joined up’ working and ‘seamless’ thinking is that

it has inherent benefits for everyone involved. Common sense as well as more

official channels dictate that members of different professions should share

their knowledge and expertise. The commitment to the principle of working

together stems from the belief that children’s needs are not easily boxed into

health, social or educational compartments and that children should be seen

holistically within the context of a setting, a family and a community. As

Wall (2006: 161) notes:

We must work together in a collaborative manner sharing expertise,

information and skills which need to be managed in a way that

addresses the needs of families. Parents should not be responsible for

passing on information from one professional to another. It is the

responsibility of professionals.

Professionals should be working together to provide integrated, high

quality support focused on the needs of the child. According to the DfES

Statutory Guidance on Inter-agency Co-operation (2005: 13) such provision

should be based on a shared perspective, effective communication systems

and mutual understanding:

Multi-agency working has a valuable role to play in improving out-

comes for children and young people. Collaboration between people

working in universal, targeted and specialist services strengthens

inter-professional relationships, stimulates trust, promotes shared

vision and values, increases knowledge of local services, provides

alternative and creative intervention strategies, and addresses a wide

range of risk factors. This, in turn, facilitates early identification,

early intervention and preventative work.
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The intention is that sectors should be working together at all levels, not

only at ground level but at local and national levels. The Children Act 2004

requires each local authority to make clear arrangements for multi-agency

working through establishing a Children’s Trust (see Figure 8.1).

The Children Act 2004 also requires local authorities to establish a system

of co-operation between ‘relevant partners’ in order to improve the well-being

of children and young people and to safeguard and promote their welfare.

Relevant partners include health and police authorities, and district councils.

Children’s well-being in the early years is defined as the mutually reinforcing

Every Child Matters outcomes. As you saw in Chapter 4, for childcare and

nursery education these are:

* helping children to be healthy;
* protecting children from harm or neglect and helping them to stay

safe;

Outcomes
for children &
young people

Parents
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Figure 8.1 A Children’s Trust in action

Source: DfES (2005: 7).

LEADERSHIP IN A MULTI-AGENCY CONTEXT 143



* helping children enjoy and achieve;
* helping children make a positive contribution to the provision and

the wider community;
* organization.

Section 10(1)(c) of the Statutory Guidance (DfES 2005) states that other

agencies engaged in activities for or with children and young people should

be working co-operatively, including the children and families themselves,

voluntary, private and community sector bodies, childcare and play organi-

zations. The Statutory Guidance also suggests that multi-agency working

arrangements should take place in and around places where children spend

much of their time, such as schools or children’s centres. Alternative settings

might include village halls, sports centres, libraries and health centres.

Although few would disagree that there are potential benefits in working

together to improve outcomes for children, it is important not to under-

estimate the complexity of creating multi-agency structures. It can present a

number of challenges to delegated leaders, practitioners and parents. As

Powell (2005: 81) notes, ‘multi professional practices can be viewed as a

comparatively uncomplicated, shared practitioner construction of children

and their families’. The reality for many families is that different professionals

only see bits of the child and do not see them holistically. This results in

frustration for families as they struggle to find their way through a whole host

of professionals, often having to repeat the same information over and over

again.

According to Lumsden (2005) the embracing of other professionals,

children, young people and their families is essential in developing shared

meanings and working in collaboration. This implies that it is relationships

between individual practitioners that will ultimately determine the reality of

multi-agency working. It has been noted that the recent focus on the inte-

gration and co-ordination of early years settings and other professionals

requires ‘something more than benign co-operation across existing profes-

sions’ (Abbott and Hevey 2001: 80). It seems that practitioners can no longer

afford to stay within the ‘comfort zone’ of their own setting but must be

prepared to listen to, and be listened to by, other professionals.

Harrison et al. (2003) consider the potential benefits of multi-agency

working. They suggest that it centres energy and resources on a common

problem, enabling a coherent and holistic approach to services for children. It

can also lead to increased access to funding, and to greater credibility and

authority. They list the characteristics of successful multi-agency working as:

* involving more than two agencies or groups, sometimes from more

than one sector, for example, community health and education, and

including key stakeholders;
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* having common aims, acknowledging the existence of a common

problem and having a shared vision of what the outcome should be;
* having an agreed plan of action;
* consulting with others including parents, children and the

community;
* having agreed decision-making structures which are clearly articulated;
* striving to accommodate the different values and cultures of parti-

cipating agencies;
* sharing resources and skills;
* the taking of risks;
* exchanging information using agreed communication systems;
* acknowledging and respecting the contribution that each agency can

bring;
* establishing agreed roles and responsibilities, for example, through

agreed sub-groups with terms of reference.

On the surface, some progress appears to have been made, notably the

establishment of inter-agency early years centres, such as jointly funded Sure

Start Centres, Integrated Children’s Centres and Early Excellence Centres.

However, there still appear to be some unresolved issues. Sloper (2004) con-

cluded that there was little evidence of the effectiveness of multi-agency

working in achieving improved outcomes for children and families. In a

review of the work of Early Excellence Centres, Anning (2001) notes that

teams of professionals from different agencies have been appointed with the

brief to work in ‘joined up’ ways, although scant attention has been given to

the challenge this creates for workers. The challenge is for practitioners to

articulate and share their personal and professional knowledge of new ways of

working. Other challenges include false perceptions of collaboration, com-

mitment of time and resources, the need for positive personal relationships

and clashes of beliefs between agencies.

A process of negotiation

Multi-agency working is a practical and evolving process of negotiation and

communication between groups of professionals, occupations, sectors,

agencies and disciplines. The term suggests that the children’s workforce

should work in a team context, forging and sustaining relationships across

agencies and respecting the contribution of others working with children,

young people and families. The implication is that all practitioners should

actively seek and respect the knowledge and input of others. In the early years

context there has been increasing intervention from ‘outsiders’ in recent

years (e.g. advisory teachers, area SENCOs and development workers), each
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with their own message and each taking up precious time. In order to take full

advantage of the knowledge, expertise and skills of each agency it is essential

for practitioners to understand the roles and responsibilities of those working

within each agency. This in turn requires a willingness of those working in

schools or early years settings to accept the ‘expertise’ of others as an asset

rather than a threat. However, forging shared perspectives with ‘outside

agencies’ can be difficult to achieve when at best they may only visit from

time to time and at worst may appear to see themselves as the ‘professionals’

on the basis of their experience, specific expertise and qualifications. A leader

has to anticipate and manage possible sources of tension relating to differ-

ences in professional cultures including attitudes, values, beliefs and working

practices. Positive relationships need to be encouraged if these visiting pro-

fessionals are to be viewed as part of the wider team.

At the level of an individual early years setting, it is everyone’s respon-

sibility to ensure that the provision meets the needs of children and that each

child reaches their full potential. For some children, this can only be achieved

by input from several professionals. The most common reason for statutory or

voluntary agencies to work with individual schools or early years settings is to

support and advise practitioners in working with children who have been

identified as needing extra support due to SEN.

Reflection point

How do you initiate and sustain contact with other professionals in a

manner likely to promote trust and confidence in the relationship and the

setting? How do you share information and skills with other professionals?

What are the barriers to working effectively with other professionals? How

could you improve your working relationships with other professionals?

The following scenario illustrates how easily tension may arise.

CASE STUDY

Isabel, a 4-year-old, diagnosed with autistic tendencies, has some behavioural and

communication difficulties. She has spent over a year in a private nursery where

the staff are experienced and trained in this field. With the support of a keyworker,

she had been fully included in the life of the nursery, with few adaptations. The

visiting SEN teacher suggested that Isabel would benefit from the use of a timeline

and the staff were willing to try this strategy. However, on reflection after a period

of time staff realized that Isabel was not benefiting from the timeline, and it was
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making her stand out as different to all the other children. The position of the

timeline was also seen as exclusive as it highlighted to the other children and the

parents that Isabel was a ’problem’ and was special. The nursery manager tele-

phoned the visiting SEN teacher and explained that she was going to remove the

timeline from the wall. There was a rather heated discussion. When the visiting

SEN teacher returned the situation was again discussed. The manager pointed out

that they worked with Isabel every day and knew best, but the SEN teacher felt

affronted that her idea had been rejected. After that point, no other children with

SEN were referred to that nursery and the nursery manager lost confidence in the

local SEN support services.

This case shows that multi-agency working involves a complex process of

negotiation between individuals of which communication is an essential

ingredient. By contrast, where there are positive relationships, the situation

can be very productive. Support services can provide invaluable advice, in

clarifying problems, in suggesting strategies for promoting learning and

behaviour management and in liaising with parents. Outside specialists can

help in the early identification of SEN and act as consultants, although it is

still the SENCO who still has prime responsibility for co-ordinating the pro-

vision made for the child.

The role of the SENCO

The Code of Practice (DfES 2001b: 1.29) makes the important point that

‘provision for children with special educational needs is a matter for everyone

in the setting’. In addition to the headteacher or setting manager all other

members of staff have important responsibilities. In practice, each setting can

decide how to share day-to-day tasks and this will vary according to context.

While the overall responsibility for implementing the Code of Practice lies with

the setting’s management group or head of setting, or in the case of schools

with the governors and headteacher, the Code states that every setting or

school should appoint a member of staff to assume responsibility for the day-

to-day management of the provision for children with SEN. In non-

maintained settings this may be the head of the setting. In the case of

approved childminder networks the SENCO role may be shared between

individual childminders or assumed by the co-ordinator of the network. Local

authorities also appoint ‘area SENCOs’ to support settings in fulfilling their

responsibilities. In local authority maintained nursery schools, the SENCO

role is expected to be similar to that in the primary phase.

The Code promotes the SENCO to become a key decision-maker in the
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identification and assessment of young children perceived as having SEN. He

or she is regarded as an important part of the management structure and

organization. The Code provides a separate list of responsibilities for early

years settings outside the local authority maintained sector in receipt of

government funding to provide early education places. In these settings the

SENCO should have responsibility for:

* ensuring liaison with parents and other professionals;
* advising and supporting practitioners in the setting;
* ensuring appropriate Individual Education Plans (IEPs) are in place;
* ensuring relevant information about children with SEN is collected,

recorded and updated (DfES 2001b: 34).

Warwickshire County Council’s (WCC 2002: 6) guidance for early edu-

cation and childcare settings translates this into practice stating that:

Each early education setting will need to identify a member of staff to

act as the special educational needs co-ordinator or SENCO. This

member of staff will be familiar with the Code of Practice and will lead

and co-ordinate the staff in implementing the Code in the setting.

The SENCO will be responsible for the following aspects of the SEN

[policy] in practice.

It then provides a list of key responsibilities (2002: 6):

1 To manage the operation of the SEN policy and procedures in the

setting.

2 To provide support so that all staff are informed and involved in SEN

provision.

3 To liaise with parents of children with SEN and establish effective

partnerships.

4 To ensure relevant background information about individual chil-

dren with SEN is collected, recorded and updated.

5 To ensure that appropriate IEPs are in place and manage a cycle of

IEP planning and review in accordance with the policy in the setting.

6 To liaise with all external agencies who may be involved with a child.

7 To set up and maintain a SEN register.

8 To contribute to the in-service training of staff.

9 To keep up to date with local and national changes in SEN practice

and provision and keep all staff informed.

10 To monitor and review the SEN policy and practice in the setting.
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This somewhat daunting list of management responsibilities can be

divided into four areas. First, the SENCO is an administrator of the SEN

assessment policy and procedures in the setting. He or she needs to plan,

maintain, review and evaluate systems and policies relating to identification,

assessment and provision for children with SEN. The day-to-day adminis-

trative tasks may include photocopying IEPs, making phone calls, filing,

writing letters and record-keeping. SENCOs need to ensure appropriate

records are kept at the stages of Early Years Action and Early Years Action Plus

as well as for those children with statements of SEN.

Second, SENCOs provide the link between the setting, parents and

external agencies. In this capacity they will be gathering information, talking

to staff, parents and children, and chairing review meetings. They will be

constantly monitoring, reviewing and evaluating children’s progress in order

to share information with parents and external agencies.

Third, the SENCO is expected to assume a leadership and management

role, acting as a consultant to colleagues. Referring to primary school SEN-

COs, Moss (1996) points out that a large part of the role involves trying to

ensure that colleagues do their part in assessing and making provision for all

the children described as having SEN. A fundamental task for the early years

SENCO is to support, guide and motivate early years workers, particularly in

disseminating examples of effective practice. The role of all early years prac-

titioners in identifying and assessing children perceived as having SEN is

closely linked with the SENCO role, as they should be working together to

address individual children’s needs. The SENCO may also be expected to plan

and deliver professional development to others, prepare for and manage

documents for inspections including the SEN policy, the SEN register, infor-

mation given to all parents on SEN provision and evidence of training and

staff development relating to SEN and inclusion. The SENCO may be asked to

manage finance and resources.

Fourth, the SENCO is assumed to be an expert in SEN practice and pro-

vision, directing the strategic development of teaching and learning. They are

expected to co-ordinate assessment, provision and support for individual

children with SEN, ensuring any child causing concern is followed through in

terms of the Code. The SENCO should take the lead in further assessment of

the child’s needs, looking at both strengths and weaknesses. They should

make sure that the child’s individual education plan is appropriate in terms of

targets and strategies. As Simmons (1994: 56–7) points out in relation to

school SENCOs: ‘This person will carry great responsibilities as well as a

greatly increased workload . . . who would consent to undertake this role? And

how many will be able to fulfil the role adequately, without the training,

resources and time needed to do the job properly?’

It is hardly surprising that the Code makes the point that in early edu-

cation settings the SENCO will require sufficient time to undertake these
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responsibilities and suggests that settings ‘may find it effective for the SENCO

to be member of the senior management team’ (DfES 2001b: 4.17).

Undoubtedly, the setting manager must allow the SENCO dedicated time to

carry out his or her duties. Time allocated should be in proportion to the

number of children on the SEN register. It might also be useful to share some

of the tasks with colleagues. Apart from the time management issue, the

paperwork involved in administering the Code may be a source of anxiety for

early education SENCOs.

The National Standards for Special Educational Needs Co-ordinators (TTA

1998) sets out some suggested additional knowledge, skills, attributes and

expertise required by those co-ordinating provision in schools. These have

been adapted below to apply to early education settings. SENCOs should have

knowledge and understanding of:

* the characteristics of effective teaching and learning strategies and

how they can support children with SEN and improve or maintain

children’s learning, behaviour and development;
* how to devise and evaluate systems for identifying, assessing and

reviewing children’s learning and developmental needs;
* the nature and purpose of IEPs, how they are formulated and how

they can be used to best effect;
* how information technology can be used to help children gain access

to the curriculum, learn and communicate;
* up-to-date relevant legislation, research and inspection evidence;
* the requirements to communicate information to local authorities,

external agencies, parents and other schools or settings;
* the scope and role of local support services including voluntary

schemes;
* the range of ways available for working in partnership with parents;
* how to contribute to the professional development of other staff.

According to the Teacher Training Agency (TTA 1998: 9–10), SENCOs

should possess the following skills and attributes:

Leadership and decision-making skills in order to:

* create and fostering confidence and commitment among staff to

meet the needs of all children;
* set standards and provide examples of good practice in identifying,

assessing and meeting children’s SEN;
* provide professional direction to the work of others;
* develop policy, record systems and procedures;
* manage resources;
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* make decisions based on information/evidence;
* judge when there is a need to consult outside agencies.

Communication and self-management skills in order to:

* communicate effectively orally and in writing with children, col-

leagues and parents, and external agencies;
* negotiate and consult with parents and outside agencies;
* chair reviews, case conferences and meeting effectively;
* prioritize and manage own time;
* take responsibility for own professional development.

As with any leadership and management role, personal qualities are a key

factor of the SENCO. The SENCO should have a personal impact on the set-

ting, demonstrating enthusiasm and commitment, self-confidence, reliability

and integrity as well as intellectual ability and the ability to adapt to a variety

of situations. As mentioned earlier, SENCO responsibilities can be shared

between practitioners. A nursery assistant, for example, could handle the one-

on-one support in enabling children to achieve the IEP targets and be

responsible for the record-keeping. The head of the setting could liaise with

external agencies and write the SEN policy. A keyworker could be responsible

for sharing information with parents. As well as identifying thier own pro-

fessional development needs, the SENCO needs to find out what help and

advice their colleagues need.

Reflection point

Have you discussed with staff their need for advice in supporting

children with SEN? Is the designated SENCO viewed as a management

role? Have you reflected on the skills and knowledge of your SENCO?

How does your SENCO liaise with other professionals?

A more recent initiative known as the CAF (Common Assessment Frame-

work) has been introduced to provide further impetus for information-sharing

between professionals and multi-agency working. This will be implemented

by schools, childcare providers, children’s centres, health services and chil-

dren’s services including those in the voluntary sector.
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The CAF

Since the publication of the Green Paper Every Child Matters (DfES 2003) and

the Children Act 2004, managers of early years settings have been inundated

with non-statutory guidance and policy documents. One initiative, the CAF,

was specifically intended to ‘drive multi-agency working by embedding a

shared process, developing a shared language of need and improving the

information flow between agencies’ (DfES 2005: 15). It sets out to help

practitioners develop shared understanding of children’s needs and forms a

basis for early intervention before problems reach crisis point. It can be used

by practitioners who have been on training to assess the needs of unborn

babies, infants, children and young people.

A common assessment is generic rather than specific. It is not concerned

with measuring progress towards specific milestones or targets and can be

used earlier than specialist assessments. It may also feed into other types of

assessment, for example, the SEN Code of Practice. Common assessments are

intended to be an easy and accessible process for all practitioners: holistic and

voluntary, solution- and action-focused. They are transferable between ser-

vices and areas based on developing a culture of understanding and trust. The

common assessment process is based on the idea of a continuum of needs and

services (see Figure 8.2), although the majority of children should not need a

common assessment. A common assessment is not, for example, for situa-

tions where a child has obvious needs and a specialist or statutory assessment

is required. Practitioners need to decide which children are at potential risk of

Figure 8.2 Continuum of needs and services (DfES 2006a: 7)
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poor outcomes without extra services, although this does not guarantee the

provision of those services.

As Figure 8.2 shows, children said to have ‘additional’ needs may require

targeted support either from a single practitioner or a range of integrated

services. However, children with complex needs (who are still part of the

broad group with additional needs), require statutory or specialist services.

These children may or may not have ‘SEN’ which are ‘educational’.

How to do a common assessment

The CAF process consists of three steps, officially referred to as preparation,

discussion and delivery (see Figure 8.3). First the practitioner needs to check if

anyone else is working with the child as a common assessment may already

be in place. This would normally be by asking the parent or carer or there may

STEP 1
Preparation

Identify whether the child
may have 

additional needs, 
possibly through 

using the
CAF checklist

STEP 2
Discussion

Gather and analyse
information on

strengths and needs
using the CAF 

STEP 3
Delivery

Determine and deliver
interventions to meet

identified needs.
Appoint a lead professional

if relevant.
Provide 

ongoing support;
review delivery

Close involvement

Child and family

Needs not m
et

Needs met

Figure 8.3 The three steps in the common assessment process (DfES 2006a: 17)
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be a local system for logging common assessments. Discussion with a line

manager and colleagues could also help decide if a common assessment is

needed. If the practitioner is not sure whether an assessment is needed the

CAF pre-assessment checklist can be used (DfES 2006b). It is intended to lead

to better understanding as to whether an assessment is needed, a decision to

be made jointly with the child and the child’s parents or carers.

The information is recorded during the discussion with the child and

family onto the CAF form. It is essential to ensure that parents understand

what information is being recorded, what will be done with it and when. The

CAF form is an instrument for recording the discussion, which has eight

stages with discussion prompts provided for each. The practitioner is required

to record the child’s strengths as well as needs. The discussion prompts are

listed below.

1 Explain the purpose of the assessment.

2 Complete the basic identifying details.

3 Assessment information.

4 Details of the parents/carers.

5 Current home and family situation.

6 Details of services working with the child.

7 Assessment summary

a) development of the child

b) parents and carers

c) family and environment.

8 Conclusions, solutions and actions.

Stage 7 is the basis of the discussion which is intended to be collaborative

and based around the three domains of children, parents and environment.

First, the development of the child, including areas such as health, behaviour,

learning and self-esteem is discussed. The second element relates to parents

and carers and is concerned with basic safety and care, emotional stability,

guidance, boundaries and stimulation. Third, family and environmental

factors form part of the assessment. This area covers aspects such as housing,

finance and family well-being.

It may be that the child’s needs are such that no additional action is

required. If action is needed it could be by the family, within the service or

setting carrying out the assessment, or there may be a need to try and access

support from other agencies. Where it is agreed that the child has complex

needs and integrated services are required, the practitioner will need to

contact the relevant person in the local area.

Where appropriate, it is the lead professional who assumes responsibility

for co-ordinating the provision of services. The lead professional stems from

the CAF process where a child’s needs are such that they require support from
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more than just one practitioner. One practitioner assumes the role of lead

professional in co-ordinating the action identified as a result of the assess-

ment process. In some cases, where the child’s needs are more complex and

they receive a specialist assessment, there may already be a single point of

contact who will assume the role of lead professional (e.g. named social

worker, keyworker).

Information-sharing

The non-statutory guidance on information-sharing intended for everyone

working with children or young people, in the public, private and voluntary

sectors, including volunteers, suggests that improving information-sharing is

a ‘cornerstone’ of the government strategy to improve outcomes for children

(DfES 2006c).

Reflection point

What are the purposes, advantages and disadvantages of information-

sharing? What challenges does it present?

It is claimed that sharing information is essential to enable early inter-

vention to help those who need additional services, thus reducing inequal-

ities between disadvantaged children and others. The guidance sets out six

key points (DfES 2006c: 5):

1 Practitioners should explain to children, young people and families

from the beginning of the process which information will be shared,

the reasons why and how it will be shared. The exception being that

if an open explanation would put the child or others at risk of sig-

nificant harm.

2 The safety and welfare of the child is paramount and must be an

overriding consideration.

3 Whenever possible, if the child or family do not consent to have

information shared, their wishes should be respected.

4 You should seek advice especially if you have concerns about a

child’s safety or welfare.

5 It is essential to check that information is accurate, up to date,

necessary for the purpose, and shared securely with only those who

need to see it.

6 Record decisions whether you decide to share information or not.
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Although information should be shared on a ‘need to know’ basis the

potential for sharing information is enormous, with implications not only for

workload and time management but primarily in relation to consent and

confidentiality. One daunting factor is the sheer number of professionals with

whom practitioners may have to work in education, health and social services

as well as the many voluntary organizations. Figure 8.4 shows the key agen-

cies working with children or young people.

The hub shown has 13 sectors and each has its own internal commu-

nication network. Although maintained schools have been required for some

time to publish information about their arrangements for working with

health, social services, local authority support services and any relevant local

Information
hub

Connexions

Education/
Schools

Education/
Welfare

Housing

Youth
offending

teams
Police

Social
care

Child and
adult mental

health
sevices

Primary
health

Voluntary
sector

Sure Start

Children’s
fund

services

Education/
Psychology

Figure 8.4 The information hub

Source: DfES (2003: 54).
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and national voluntary organizations, it is a huge task for non-maintained

early years settings to find out who the support services and agencies are and

how to contact them. The list below is a typical non-exhaustive example:

* Speech and language therapist.
* Area SENCO.
* Development worker.
* Advisory teachers.
* Community nurse/health workers.
* Educational psychologist.
* Child Development Centre.
* General practitioner.
* Physiotherapist.
* Social workers.
* Education welfare officer.
* Family support worker.
* Specialist teachers (e.g. of sensory impairments).
* Parent Partnership Service.

CASE STUDY

A practitioner had been concerned for some time regarding 2-year-old David’s

health and nutrition. She had observed that the contents of his lunchbox were

sparse and nearly always the same. When she tried to speak to his mother infor-

mally, she commented that all he ate at home was dog food (there were several

dogs in the family flat) and how cheap it was. The practitioner reported her

concerns to the manager. The manager contacted the social services. Discussions

followed involving the health visitor and housing department, social services and

the local Sure Start centre. Through information-sharing the professionals worked

together with the parents to improve the child’s living conditions and diet.

The Data Protection Act 1998 does not prevent the sharing of informa-

tion but sets parameters for sharing information lawfully. Professionals need

to record and update parental consent to share information with others,

preferably in writing. Professionals need to be made aware of the nature of

confidentiality, and when and why it is sometimes possible to pass on

information without consent. This is a complex area and there are significant

training implications.
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Evaluation of multi-agency working

The success of multi-agency working will be continually evaluated at various

levels. Statutory arrangements are in place for joint inspection of all chil-

dren’s services in a local authority. Ofsted and the Commission for Social Care

Inspection are beginning to assess performance annually and give an overall

rating of a council’s children’s services in improving the lives of children.

Joint Area Reviews report on how well services are working together to secure

positive outcomes for children and young people. They involve nine

inspectorates and commissions in assessing how social, health, education and

criminal justice services and systems combine to contribute to improved

outcomes. Progress is monitored against priority national targets and other

indicators. In primary schools, Ofsted inspectors judge the extent to which

the education in the school meets the needs of the range of pupils and the

contribution made by the school to the well-being of those pupils. Inspectors

assess the overall effectiveness of the school, including how far the curricu-

lum is responsive to external requirements and local circumstances. This

would include any extended services, the effectiveness of links with other

providers, services, employers and other organizations to promote the inte-

gration of care and education so as to enhance learning and promote well-

being. In early years settings Ofsted inspectors also judge whether the

childminding, day care and/or nursery education meet the needs of the range

of children for whom it is provided and how well the organization promotes

children’s well-being. The clear message is that the entire children’s workforce

should be working together at every level – with each other and with parents

and families to improve the lives of children.

For multi-agency working to be effective in practice, there needs to be a

clear and explicit rationale as there may be deep-rooted cultural differences

between professional groups, vested interests in maintaining boundaries and

statutory restrictions undermining efforts. A number of key issues such as lack

of time, lack of understanding of the purpose of multi-agency practice, pro-

fessional rivalry and ownership of resources still need to be addressed.

Challenges remain in the areas of planning, implementation and ongoing

management. These include promoting an increased understanding and

awareness of the roles and responsibilities of other professionals, joint fund-

ing, joint training, joint policies, rationalization of professional differences

and joint planning (Wall 2006).
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Key points

* The call for bringing together a range of professional identities,

experiences and perspectives is not without its challenges.
* Individual practitioners need to promote an inclusive approach to

professional difference and develop a range of different models

enabling collaboration.
* The role of the SENCO is a leadership and management one which

can be shared between practitioners.
* The CAF is a shared generic assessment tool to be used across all

settings and services.

Practical tasks

1 Collect as much information as possible about your local support

services and agencies. Read the information and store it in a file

accessible to all staff.

2 Make contact with your nearest Children’s Centre and explore

ways of working together.

3 Invite local professionals such as the health visitor into your

setting.
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9 Leadership and parental
involvement

Family participation requires many things, but most of all it

demands . . . a multitude of adjustments. [Practitioners] must possess

a habit of questioning their certainties, a growth of sensitivity,

awareness, and availability, the assuming of a critical style of research

and continually updated knowledge of children, an enriched eva-

luation of parental roles, and skills to talk, listen, and learn from

parents.

(Malaguzzi 1995: 63)

Introduction

In Chapter 4, the notion of a leader’s responsibility to work in partnership

with parents was discussed. In this chapter we will consider the importance of

parents and professionals working closely together to support and enhance

children’s well-being. Malaguzzi’s words cited above highlight the many skills

that are required if practitioners are to be led to successful partnership with

parents and families. The barriers to working with parents and what leaders

can do to develop effective relationships with parents will be considered. The

role of leaders in influencing both parents and staff members to enhance the

quality of partnership will be explored. Finally, Whalley’s (2001) analysis of

the responsibilities of early years professionals towards parents will be

examined and the role of leaders in supporting such partnerships will be

considered.

Lightening the load

The idea that failure to establish positive relationships with parents can place

unnecessary and unhelpful pressure on the children themselves (Jowett and



Baginsky 1991) is not a new one. However, all too often this can be forgotten.

The effects of positive early experiences inevitably have a lifelong impact.

Outcomes, both positive and negative, are not readily linked to the roots of

success or failure. Recent research (Wood and Caulier-Grice 2006), for

example, suggests that the long-term impact of early years initiatives is highly

dependent on the quality of children’s subsequent experiences at primary

school.

In his review of research studies looking at the effects of parental in-

volvement on children’s education, Charles Desforges (2003) stresses that the

fact that children themselves play an active part in bridging the gap between

home and a school or early years setting. When children are very young this

role as mediator can place a great deal of stress on them. As Martin Hughes

(cited in Pound 2006: 140) comments:

Children grow up within a closely linked network of people, based

on their family, which makes up their community. Much of chil-

dren’s early learning takes place within this network. When they

start school, children find themselves in a very different world, from

which there are few links either to their own community or to the

kind of knowledge they have acquired within that community. One

of the tasks of school must be to help children create these links. This

will not be an easy task, and schools will need all the help they can

get – particularly from parents.

An outreach worker on a project involving parents in their young chil-

dren’s mathematical development commented on the additional stress placed

on children when their parents are not familiar with the school system

because they have not been educated in this country. She suggested that the

project in which she was involved was ‘lightening the load for the child’

(Pound 2006) by educating parents.

Partnership with parents should lead professionals to consider what

parents do at home with their children – working with them to develop what

they do to make home life as supportive as possible for children’s develop-

ment and learning. The EPPE (Effective Provision of Preschool Education)

project, which tracked the progress of 3000 young children through various

forms of preschool provision draws attention to the impact of the home. As

part of that work, researchers sought to identify the effect of the home

learning environment on young children’s progress (Melhuish et al. 2001).

They characterized a positive home learning environment as one in which

children and parents sing and recite nursery rhymes together, play with

numbers and shapes (and letters), visit the library, and where there are rich

opportunities for painting and drawing. In general, parents in such homes

make learning a high profile and enjoyable part of day-to-day life.
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What is especially striking about the EPPE study is that the quality of the

home learning environment is highlighted as the variable in the early years

which can be seen to have the most lasting effect on children’s long-term

achievement and progress (Desforges 2003). In earlier studies, the quality of

preschool education received (see e.g. Sylva et al. 1999); the mother’s level of

education (see e.g. Tizard and Hughes 1984); or the socioeconomic status of

the family (see e.g. Hart and Risley 1995) have all been regarded as being the

most decisive factors in the learning and progress of young children.

While it is apparent that all of these factors have an enormous impact on

subsequent achievement, the EPPE study maintains that the home learning

environment has an even greater impact. Desforges (2003) suggests that this

is because parents come to see themselves as having the ability to help their

children. This in turn, he claims, has a positive effect on the child’s own self-

image as a learner.

Reflection point

In what ways are you able to help parents to recognize their abilities to

support their own children’s learning and development? As a leader,

how do you help other team members to see the importance and value

of involving parents in this way? Even if you work alone, and do not

readily regard yourself as a leader, think about the ways in which you

lead or influence parents to see themselves in this vital role.

Professionals as partners

We are used to talking about parents as partners but as Langford and Weiss-

bourd (1997: 153) remind us, if we turn the phrase around and think of

professionals as partners, we realize that we are not always thinking of an

entirely equal relationship. This may heighten our awareness of the need

to consider an alternative view of working with parents. Langford and

Weissbourd go further, writing about a concept of parent leadership. They

identify the possibility that a barrier to full participation may be low self-

esteem or lack of confidence in parents.

In order to empower parents it is suggested that they be actively involved

in governance or management of the setting or centre – not simply acting as

representatives. Langford and Weissbourd suggest four steps to make

empowerment of parents at this level a reality.

1 Training for staff to develop the necessary skills and con-

fidence to work on more equal terms with parents. This ties in
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well with Malaguzzi’s suggestions cited at the beginning of the

chapter about the range of skills or adjustments needed to engage

fully with parents and families.

2 Opportunities for parents to access leadership training. This

is a really radical suggestion, based on an assumption that the

receivers of service – the families who are the primary advocates,

protectors and nurturers of their children – have something impor-

tant to contribute. Parents become leaders when they have the

opportunity to do so and when the environment is sufficiently

supportive for them to claim it as their own (Langford and Weiss-

bourd 1997: 153).

3 Developing a more widespread consensus that ‘policies must

target the child and the family, not the child alone’ (Langford

and Weissbourd 1997: 153). This is very much in line with current

policies being developed as part of the childcare agenda. There is a

growing realization that young children cannot be seen in isolation.

4 Recognition of the need for increased staffing to cope with the

the demands of ‘a more comprehensive parent-support pro-

gram’ (Langford and Weissbourd 1997: 153). When policy-makers

cite the long-term beneficial effects of high quality early education,

they frequently draw on High/Scope research (Weikart 2000). This

research suggests that for every dollar spent on such services, at least

7 dollars may be saved. However, the research does not mention that

an important component of High/Scope provision included in the

study was the involvement of parents.

Reflection point

Spend some time reflecting on these four points. It is probably beyond

contention that staff benefit from training and that provision for young

children must take account of the needs of families. Enhanced levels of

staffing to make it possible to develop support programmes for parents

are probably out of the question. Are there any ways in which you can

get round this restriction? Perhaps you can use support staff from the

local authority or perhaps you have some parents who are able to

develop programmes for themselves. The most contentious of the

points that Langford and Weissbourd make is that about parent lea-

dership. Would that work or is it too idealistic?
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CASE STUDY

Louise had been the head of an early years centre in an inner city area for some

time. The setting included two distinct cliques or groups of parents – large

numbers of young single mothers lived on the estate in which the setting was sited

but many of the places at the nursery were taken up by children from more

advantaged families in neighbouring areas. This was often because the more

advantaged families were more settled, living in owner-occupied houses and able

to get their children’s names on the extensive waiting list very early. Most of the

mothers living on the estate were moved frequently and rarely put their children’s

names on the waiting list as they did not expect to still be living in the area by the

time their children were old enough to start nursery.

Louise realized that something had to be done to challenge the status quo but

was surprised when she raised the issues with staff that most of them saw no pro-

blem. The consensus among the staff was that the waiting list was fair and that the

parents who got their children’s names down early really valued the places. Louise

decided that some training was needed. In addition to pinpointing some relevant

courses organized by the local authority and by private training companies, she

organized a whole staff session to consider some of the reasons that staff felt more

comfortable with the more advantaged parents. She realized that a genuine and

lasting change in the attitudes of staff members would only be achieved over time.

At the same time she set up sessions for parents to help them learn more

about children’s learning and development. Sessions of this sort, organized in the

past, had attracted the more articulate parents and this had not left room for many

of the young parents that Louise now wanted to attract. She decided that the

training would be linked to practical sessions – such as baby massage – so that a

wider audience would feel able to join in. She employed an educational psy-

chologist to run a regular surgery for parents facing sleep, feeding or behaviour

problems. The most successful strategy was that of lending video cameras to

parents and sharing and discussing with staff video footage taken in school and at

home. Louise ‘borrowed’ this idea from something she had read about and was

amazed at how effective it was.

Louise adopted yet another very helpful strategy. One member of the team,

Sarah, had begun as a parent helper. She had been a very young mother and had

over a period of seven or eight years undertaken a range of increasingly

demanding paid roles in the school. She had successfully completed an NVQ2

qualification and had recently begun NVQ3 training. Louise decided to ask Sarah

to take on the task of running some of these groups. Sarah’s experience and

credibility with both local parents and the staff team were major assets and she

undertook this role very successfully. She was, moreover, able to take a lead

among staff members, positively influencing any negative feelings and creating a

much more equal partnership with parents.
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Establishing effective relationships with parents

The preschools of Reggio Emilia have been listed among the best in the world

by Time magazine. They also place a strong emphasis on working with par-

ents. The ten key principles (www.sightlines.inititive.com/keyprinciples)

include two which are of particular significance here. Parents are identified as

partners and ‘resource people’. A much more strongly worded principle is

headed ‘Children are connected’ and states: ‘The child is a member of a family

and a community rather than an isolated individual. The child learns through

interaction with peers, adults, objects and symbols. Preschool centres are seen

as a system of relations embedded in a wider social system’.

Historically, pioneers such as Margaret McMillan and Maria Montessori

understood the importance of establishing strong relationships with parents.

Over the last 50 years of British education there have been a number of

developments in the involvement of parents in their children’s education and

it is accepted that failure to establish effective relationships with parents

places an unnecessary burden on children. Sometimes team members find it

easier to interact with some parents than with others. It is important to

monitor interactions with parents to be certain that particular groups of

parents are not being unwittingly excluded.

It is, of course, true that not all parents are as easy as others to engage in

sound relationships. In a chapter entitled ‘Persistence pays off: working with

‘‘hard to reach’’ parents’, Arnold (2001: 110–1) presents two case studies of

parents who had difficulty in building relationships with staff. Because of

unhappy school experiences, the mothers had difficulty in feeling comfor-

table in their children’s early years setting. Arnold lists the wide range of

feelings and emotions that may be triggered by entry to a school building or

similar institution and these include inadequacy, fear, anger and isolation.

CASE STUDY

Harpreet, a childminder, was well aware of the need (identified by Arnold 2001) to

use a wide range of strategies in an effort to overcome such negative feelings in

parents. She understood why it was difficult for some parents to accept sugges-

tions about meal times or changes in sleeping patterns among the children she

cared for, and she knew that it was important to overcome barriers connected to

personal feelings. She worked hard at getting to know parents, particularly those

who were not easy to communicate with and found that as she got to know them

better she gained a better understanding of the difficulties they faced as working
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parents and also won them round by demonstrating how well she knew and cared

about their children.

She learned to listen to complaints and to try to understand what was behind

what appeared to her sometimes to be trivial issues. When, for example, Simon’s

dad picked him up one day he became angry about the fact that Simon had been

changed into dry clothes. In calming him and talking it through, it became

apparent to Harpreet that Simon’s father was really upset because he was taking

Simon to visit his grandmother and the clothes in which he had arrived in the

morning were ones which had been a present from her. The issue was quickly

resolved: the clothes had not been soiled, they were merely wet from helping with

the washing-up and had already been dried. Had Harpreet reacted in the angry

tone of the father rather than trying to find out what the problem was, the

situation could have quickly escalated into an unpleasant confrontation. Her

professionalism helped her to act in a leaderful fashion.

Reflection point

Think about an interaction with a parent that has been less successful

than you would have liked. Think about why the parent responded as

they did. Do you think he or she was feeling some of the emotions that

Arnold highlights? You might consider:

* the parent’s reason or motive;
* whether you responded in the most appropriate way;
* what you might have done to improve the relationship.

Disaffection or a reluctance to build relationships among parents can

arise from a number of factors. ‘Hard-to-reach’ parents may include those:

‘with mental health difficulties or the ones who are confronting drug

dependency and/or alcohol-related issues. It also includes single parents

(male and female) as well as refugees, travellers and others drawn from

minority groups’ (Jones et al. 2005: 65). In commenting on these groups and a

group to whom they refer simply as ‘the poor’, Jones et al. add that some

approaches to the involvement of parents are based on ‘fear and the need to

control the behaviour of diverse and less powerful others’. They further

suggest that such approaches set out to standardize and regulate parents’

behaviour. This view challenges the idea of support strategies such as par-

enting classes since the aim is seen as ‘harnessing’ or managing parents rather

than seeking their active and democratic involvement. Jones et al. propose
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what they term a ‘transforming’ approach to the involvement of parents.

They suggest that transforming approaches require that practitioners see

themselves as part of a learning community alongside parents. This would

mean that practitioners would avoid the use of over-technical language

which may exclude parents and would not seek to educate parents into a way

of interacting with their children which emphasizes a single style or approach

to parenting. Hughes (2003 cited by Jones et al. 2005: 69) offers the following

definition: ‘A transforming approach to relationships between educators and

parents promotes democratic citizenship by inviting parents and others to

form policies, manage resources and evaluate services; and by devolving

decisions about what and how children should learn.’

Reflection point

Do you think it would be possible (or desirable) for your workplace to

develop transformative relationships with parents? If the approach

adopted by early years settings towards parents were truly democratic,

is it possible that decisions might become the prerogative of a small

group of articulate parents determined to push through strategies and

initiatives which meet the needs of their children but may not be in the

interests of other children and their families?

Jones et al. (2005: 70) suggest that ‘the key principles which underpin a

transforming approach’ to building effective relationships with parents

include ‘listening to parents; respecting parents’ views concerning children

and their learning; avoiding hierarchies by establishing equitable partner-

ships; and including parents at all stages of planning’. Arnold (2001: 111)

reminds us of the ways in which institutions can unwittingly make it difficult

to establish relationships with parents. She writes that:

Organizations are usually run by powerful people who have suc-

ceeded in attaining a position of authority. Often they are run to suit

the majority and this may exclude minorities. We are aware of

‘institutional racism’, that is when organizations have rules or

structures that prevent minority ethnic groups from joining . . .

Schools sometimes have rules that prevent children from having an

equal opportunity to attend, for example, an expensive uniform,

which is obligatory. These sorts of barriers are structural.

It is also important to acknowledge that professionals’ lack of knowledge

can be at the root of a failure to build good relationships with parents. Dif-

ferent cultures have different ways of interacting and practitioners can easily
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misunderstand or be misunderstood in their communication with parents.

Janet Gonzalez-Mena (2005: 29–30) reminds us that unless we have a full

picture and know the meanings attached to certain behaviours it is easy to

misinterpret what we see. She writes:

The meaning you attach to the behaviour may not be even remotely

related to the meaning the person you’re encountering puts on it. A

smile may not mean friendliness or even happiness; it may mean

embarrassment. When you combine words, gestures, facial expres-

sions, timing, proximity, and all other parts of an exchange, the

meanings become even more complex.

In any cross-cultural exchange, it is vital that you find out what

meanings the behaviours have to the person performing them rather

than doing what is natural – assigning meanings and values to the

behaviour of others based on your own culture. It is also vital to

understand that your behaviour doesn’t necessarily convey your own

meanings and values to the other person.

She continues by pointing out that when practitioners feel upset or angered

by the actions of parents they should try to understand what is intended or

meant. This aspect of relationships is part of being reflexive – it involves

putting yourself in the parent’s shoes and trying to understand the meaning

of their actions. It will require increased understanding of patterns of com-

munication in a range of cultures, including six factors that Gonzalez-Mena

(2005: 38) identifies as supporting language:

1 Personal space – how close you sit or stand to communicate with

someone you do not know well.

2 Smiling – what a smile means, when to smile, and how to interpret

another’s smile.

3 Eye contact – do you expect the person you are communicating with

to look you in the eye? What is culturally appropriate for a family

and its children?

4 Touch – touching someone can bring you closer or create barriers.

Learning the cultural meanings of touch is important.

5 Silence – what is the meaning of silence and how much is too much?

Silence has important cultural meanings.

6 The language of time – is a person late just because you think so? What

does ‘late’ mean anyway? Is ‘beating around the bush’ a waste of

time?

As a leader within your team, parents and other team members will often

look to you to take a lead in developing negotiated agreements, conflict,
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resolution and mutual education. It is in no one’s interest, least of all the

child’s, to allow difficult relationships between parents and staff to persist.

Reflection point

As a leading professional within your setting, it is for you to find strat-

egies which will make interaction effective and comfortable for all. As

the leader within a team or context what have you been able to do to

make interactions increasingly comfortable?

Fulfilling professional responsibilities towards parents

Whalley (2001) praises the role of the Start Right report (Ball 1994) in

acknowledging the unique nature of parents’ contributions and commitment

to their children’s learning and development. She suggests that it is the

responsibility of early childhood practitioners to give support to parents by

modelling effective practice, giving them information about research and

opportunities for enhancing their personal knowledge of children’s devel-

opment, and to develop self-esteem.

Responsibility to exemplify good practice

If leaders are to ensure that parents and families find good practice in relation

to the development and well-being of young children, there are many steps

they will need to take. Many settings run curriculum evenings and offer

parents leaflets and displays illustrating and explaining aspects of effective

practice. These alone however will not be sufficient since nothing is more

powerful than day-to-day models of what effective practice looks like. Among

the actions needed to ensure that teams address this responsibility, leaders

will need to:

* ensure that all interactions between children and adults are positive

and professional;
* develop policy so that there is consistent practice among staff;
* monitor practice to ensure that the highest standards are

maintained;
* monitor planning and assessment to identify strengths and areas for

development;
* create a climate within the setting where everyone feels able to make

suggestions for improving and developing practice and for con-

structively challenging aspects of practice;
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* ensure a learning culture where everyone seeks to continually

develop their own knowledge and expertise.

Responsibility to provide information about current research

National policy and research into aspects of early childhood care and edu-

cation often offer conflicting viewpoints. This can be both confusing and

worrying for parents. The debate over the impact of day care on children’s

behaviour, for example, has led many parents to feel anxious and guilty. By

ensuring that the staff team take time to explore and discuss relevant

research, leaders can simultaneously support professional development and

help to ensure that practitioners feel confident in discussing research findings

with parents. Leaders can also create annotated displays of newspaper cut-

tings, since these are often misleading and such a display will allow parents to

ask questions and consider conflicting views. A parents’ reference library can

help parents to become aware of current research on children’s care and

development.

Responsibility to offer appropriate parent education and professional

support

Many early years settings offer classes and support groups for parents. Leaders

can support this by encouraging staff to work with parents in identifying

what is needed – and then evaluating the effectiveness of the offer. You may

think that baby massage would be a nice addition to the services you provide

but if no hard-to-reach parents attend, you may need to rethink. In one

setting, a cookery class had been running but had to close because too few

parents attended. A mother who had attended offered to take it on and was

much more successful in recruiting parents. She knew the budgetary con-

straints under which many parents lived and was able to help them make

cheap and nutritious meals.

Responsibility to help parents to develop and sustain their sense of self-

esteem and self-efficacy

This may be achieved through many different strategies, including those

identified above. Making parents more aware of what and why professionals

do what they do can be empowering as can having additional opportunities

to develop skills and knowledge. However, leaders might consider ways of

improving partnership between parents and practitioners as a method of

developing parents’ self-esteem.
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Partnership and conflict

Ronco and Ronco (2005) focus on partnership and describe the symptoms of

what they call the Babel Problem. They suggest that when partnerships fail,

people become confused and focus on their own problems rather than on

shared goals. This often occurs where people speak a different language and is

exacerbated because this means that people do not listen to one another. The

authors are focusing on industry but the Babel Problem can be found in some

early years settings. There may be confusion or at least a lack of clarity about

the purpose of early years settings. This may lead to disagreements, with

practitioners and parents unwilling or unable to see one another’s point of

view. Practitioners and parents often speak different languages and this can

make it difficult to understand alternative perspectives. Ronco and Ronco

(2005: 19) highlight the way in which too much or too little conflict can be a

symptom of problems with partnership. They write that ‘it’s not that healthy

organizations and alliances don’t argue, but that they argue well’. Heads of

centres who attempt to improve partnership with parents in schools or set-

tings that do not have a strong history of parental involvement well under-

stand this point.

CASE STUDY

Mary had been the head of a nursery school. In taking over the headship of a

neighbouring primary school, she was surprised to find that many of the parents

that she had known when their children were younger no longer came into school

or contributed to fundraising events in the way that she has formerly known them

to do. She took steps to improve their access to both staff and the building – which

were very successful in raising parents’ involvement. Before long, staff began to

complain that parents were challenging many aspects of school life. Mary had to

explain that she saw this as a positive step towards partnership and convince staff

that this was the case.

Ineffective leadership is suggested by Ronco and Ronco (2005: 22) as one

of the causes of failures in partnership. However, they add that ‘little has been

written and established about the nature of effective leadership in partnering

situations’. This underlines the difficulties facing leaders in the early years

who are required not only to develop partnerships with parents but with a
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range of other agencies. Ronco and Ronco (2005: 266–8) suggest some prin-

ciples to follow in seeking partnering solutions. These are:

* Suggest but never force.
* Encourage open dialog, but maintain discretion when asked.
* Go only as far as the work itself dictates.
* Reach out to people with whom you are in conflict.
* Embrace disagreement.
* Pay equal attention to what the group is telling you and what you yourself

believe . . . Work to see both the assets and weaknesses in your groups

and teams, and work to balance these with your own convictions.
* Sharpen your facilitation and collaboration skills. Often, partnering

groups fail to resolve problems not because the problems are difficult,

but because they lack the conflict resolution and facilitation skills.
* Work from the outset to move partnering from a ‘programme’ to ‘the way

we do business’.

Reflection point

Using a situation in which you have been involved with a parent or

group of parents, think over the points listed above. Consider the

extent to which you felt able to interact with the parents in an open

and genuinely collaborative way. Were you able to interact with them

in ways that addressed their concerns, without feeling rattled or

anxious?

Learning to listen

In Chapter 7 we considered the importance of listening to children and

underlined the fact that genuine listening involves much more than verbal

conversation. In just the same way, provision will be enhanced when staff

take the time and make the effort to really listen to parents. Miles (1994 citing

Peck) writes of the fact that in our society few people genuinely listen to

children. She suggests that adults often fail to listen (perhaps because they’re

chattering on a mobile phone), pretend to listen (muttering things like ‘did

you?’, ‘that’s nice’ and so on) or listen selectively – simply tuning in to

something that seems interesting. ‘True listening, giving your full and com-

plete attention, weighing each word and understanding each sentence’ Miles

(1994: 100) suggests rarely happens. Of course parents and carers of young

children are busy, but perhaps practitioners are sometimes also too busy to

listen.
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Practitioners need to hear the ‘experiences, views, concerns and aspira-

tions’ (Lancaster 2003: 4) of parents. Listening to them has many important

benefits for parents, children and practitioners. Parents will feel more valued

and more able to make the contribution to their children’s development

which research shows is so vital. Children’s difficulty in bridging the gap

between home and setting will be eased. Practitioners will have opportunities

to model the importance of listening and are themselves more likely to be

heard when trying to help parents understand the fundamental importance

of communicating with their children. In learning to listen, practitioners can

help parents and children to hear and be heard. You need to take a lead in

developing improved communication at every level.

Key points

* Practitioners require a wide range of specific skills in order to work

with parents professionally, effectively and in genuine partnership.
* Any failure to work in partnership with parents places an unneces-

sary burden on children, who have to work hard to make sense of

their two worlds. Professional practice demands that partnership is

made a reality.
* Not all parents are easy to work with and this is often because they

had a difficult experience in their own education. It is the profes-

sional responsibility of practitioners to find ways to involve these

hard-to-reach parents.
* Leaders need to help team members gain the necessary skills to make

their work with parents effective and help parents undertake training

which will enable them to develop a more equal partnership with

staff.

Practical task

Analyse the attendance at the next event which you plan for parents (or

one which you have recently held). Try to identify which parents came

and which did not. Can you identify any reasons for attendance or non-

attendance? Perhaps there was a burning issue which affected the

parents of children with SEN more than other families. Maybe the par-

ents who did not come needed crèche provision. Were they the most

socioeconomically disadvantaged families? When you have made your

analysis, identify some steps to broaden attendance next time you put

on an event for parents and carers.
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10 An inspector calls: leadership,
evaluation and inspection

It is vitally important that the staff team who will undergo the

inspection feel positive . . . If staff are feeling positive they approach

an inspection with confidence and clarity. Providing high-quality

care and education should be seen as an everyday occurrence . . . Staff

who have positive leadership and support will have more energy and

are able to cope better.

(Harpley and Roberts 2006: 10)

Introduction

In this chapter we look at the role of the leader in relation to managing the

Ofsted inspection process and reducing the feeling of intimidation associated

with the idea of an Ofsted inspection. Ofsted is an independent non-ministerial

government department, currently responsible for the arrangement and

inspection of a range of education and children’s services, and for the inspec-

tion of early years provision and registered childcare. In April 2007 the organ-

ization’s full title changed to the Office for Standards in Education, Children’s

Services and Skills, but it will continue to be known as Ofsted. We discuss

ways in which the evaluation and inspection process can be used to enhance

and demonstrate the quality of provision your setting offers. We begin by

examining the background context, principles and purposes of inspection,

noting that every day is an ‘Ofsted day’. All staff should be enabled to take

ownership of the inspection and its associated activities, as the inspection will

involve everyone and will take place even if the manager is not present.

We go on to explain what you and your team can do in order to prepare

positively for the inspection, reduce apprehension and ensure the inspection

runs smoothly. We look at what needs to be done for you to demonstrate that

you meet the requirements for learning and development and for promoting

children’s welfare as set out in the Statutory Framework (DfES 2007). We centre



on collecting together essential documents and completing the self-evalua-

tion form (SEF). We suggest that all practitioners should always be prepared

and look at ways in which this can be achieved. The chapter moves on to

examine what inspectors are looking for and what to expect during the

inspection itself. We conclude by looking at what to expect in the written

reports, published on the Ofsted website, and how to respond to any actions

or recommendations for improvement in a positive way after the inspection.

The rest of this chapter is based on the view that the prime purpose of reg-

ulation and inspection of childminding and day care provision is to make

sure children are safe and well cared for. You should aim to see the inspection

as simply one part of a continual cyclical process of monitoring (or the pro-

cess of checking that something agreed upon is actually happening) and

evaluation which asks not only whether something is being implemented but

whether or not it is working successfully.

From September 2008, providers will be inspected by Ofsted under Sec-

tions 49 and 50 of the Childcare Act 2006. Ofsted will have regard to the

Statutory Framework when they are carrying out their inspections. Never-

theless, throughout the chapter we make reference to the National Standards

(DfES 2001a) as they will continue to provide a useful reference point until

and beyond the time when the EYFS replaces them and becomes embedded

into day-to-day practice and the inspection process.

Inspection: background and context

In 1996 Ofsted began inspecting funded nursery education and since Sep-

tember 2001 the responsibility for the regulation and inspection of child-

minding and day care provision for children under 8 in England, including

nurseries, playgroups, crèches, after-school clubs and childminders trans-

ferred to Ofsted, now the single regulatory body. Following the introduction

of Every Child Matters (DfES 2003) a new inspection process was introduced

from April 2006, the most significant difference being that most group set-

tings do not receive notice of inspection and the remainder, for example,

childminders, receive very limited notice. Depending on the size of the set-

ting there may be one or two inspectors conducting the inspection. The

inspection will take place at least every three years or more frequently where

circumstances require it – if, for example, there is a number of staff changes, a

change of premises or a complaint which suggest national standards are not

being met. Ofsted’s responsibilities include not only inspection but registra-

tion, investigation and enforcement.

As well as improving in quality, the size of the early years sector con-

tinues to increase in capacity. In 2005 there were approximately 105,000

settings offering almost 1.5 million registered childcare places, a growth of 15
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per cent in two years. According to Firm Foundations (Ofsted 2005a), a report

which covered the second programme of inspections against national stan-

dards over a two-year period from April 2003 to March 2005, almost half of

the 94,000 registered childcare settings inspected provided good quality care.

They met the national standards well overall, often exceeding them, with 4

per cent of settings being described as providing outstanding childcare. Good

provision for children was reported across all types of setting and was parti-

cularly evident in full and sessional day care. In addition, around two thirds

of settings were judged to be good in meeting the standards relating to caring

for children’s individual needs, offering play that promotes children’s

development, managing children’s behaviour, ensuring a safe and stimulat-

ing environment for the children, and working in partnership with parents

and carers. In relation to government-funded nursery education inspections,

the report confirmed that of the 16,500 non-maintained education settings, a

third of those inspected provided high quality education, with children

making very good progress towards the early learning goals. The overall pic-

ture, therefore, is generally positive. Inspections should be seen as a way of

maintaining and improving existing good practice rather than a threat. The

vast majority of settings are not inadequate and have nothing to fear.

Principles and purposes

The Framework for the Regulation of Daycare and Childminding (Ofsted 2006:

Annex D) sets out a number of clear principles which apply to all inspection

activities carried out by, or on behalf of, Ofsted. These principles are intended

to ensure that the findings of the inspection contribute to improvement and

the process of inspection promotes inclusion. This in turn ensures that the

inspection is carried out openly with those being inspected, and that the

findings of an inspection are valid, reliable and consistent. The 12 principles

are that:

1 Inspection acts in the interests of children, young people and adult

learners and, where relevant, their parents, to encourage high quality

provision that meets diverse needs and promotes equality.

2 Inspection is evaluative and diagnostic, assessing quality and com-

pliance and providing a clear basis for improvement.

3 The purpose of inspection and the procedures to be used are com-

municated clearly to those involved.

4 Inspection invites and takes account of any self-evaluation by those

inspected.

5 Inspection informs those responsible for taking decisions about

provision.
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6 Inspection is carried out by those who have sufficient and relevant

professional expertise and training.

7 Evidence is recorded, and is of sufficient range and quality to secure

and justify judgements.

8 Judgements are based on systematic evaluation requirements and

criteria, are reached corporately where more than one inspector is

involved, and reflect a common understanding in Ofsted about

quality.

9 Effectiveness is central to judging the quality of provision and

processes.

10 Inspection includes clear and helpful oral feedback and leads to

written reporting that evaluates performance and quality and iden-

tifies strengths and areas for improvement.

11 The work of all inspectors reflects Ofsted’s stated values and code of

conduct.

12 Quality assurance is built into all inspection activities to ensure that

these principles are met and inspection is improved.

The central purpose of the inspection is to report on the quality and

standards of the childminding or day care provision and of the nursery

education where applicable, and to check that the registered provider con-

tinues to be qualified to provide childminding or day care. Where a registered

provider is on the local authority directory for the provision of free early

education places, the inspection is usually ‘integrated’, incorporating the

inspection of funded nursery education for children aged 3 and 4. In nursery

education settings Ofsted also reports on whether children’s spiritual, moral,

social and cultural development is fostered and on the quality of leadership

and management. Inspections are intended to be rigorous but with minimum

bureaucracy and disruption. Ofsted currently reports on both the national

standards and the nursery education under the Every Child Matters (DfES 2003)

outcomes (enshrined in law in Section 10(2) of the Children Act 2004).

Notably, Ofsted also reports on the organization of childminding and day

care provision, as well as on how the childcare meets the needs of the range of

children for whom the care and early education are provided.

Ofsted’s (2006) stated aims for early years regulation and inspection are

to:

* protect children;
* ensure that childminders and registered day care services provide good

outcomes for children that ensure they are safe, well cared for and take

part in activities that contribute to their development and learning;
* ensure that childminders and day care providers meet the national

standards;
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* promote high quality in the provision of care and early education;
* provide reassurance for parents.

Inspectors are expected to comment on several aspects of the provision.

First, in order to put the report into context they write a factual description of

the characteristics of the setting. This includes detail of the type and location of

the setting, numbers of staff and qualification levels, and numbers of children

provided for at the time of the inspection. An example is provided below.

What sort of setting is it?

Teddies preschool operates from within a classroom at St Peter’s County

Primary School. Children have access to a classroom, an adjacent toilet

area and an enclosed outdoor play area.

The premises are situated within easy access of the village centre. The

preschool setting operates from 09.00 until 11.30 Monday to Friday

during term time with an optional lunch club from 11.30 until 12.30.

There are currently 34 children on roll of which 23 are in receipt of

funding for nursery education. Children with disabilities, learning

difficulties and English as a second language are welcomed into the

setting. Presently, 2 children attend who have additional needs.

There are three full-time staff members whom hold childcare qualifi-

cations to Level 3 and one part-time staff member who has childcare

training to Level 2. The setting receives support from the local

authority and staff within the school.

Second, and of key importance, the inspectors are there to evaluate and

report on the effectiveness of the provision. Inspectors must consider what it

is like for a child in your setting, in terms of how the quality and standards of

the childcare, taking account of the 14 National Standards, or forthcoming

welfare requirements, and of the nursery education promote the following

outcomes for children:

* being healthy (standards 7, 8);
* staying safe (standards 4, 5, 6, 13);
* enjoying and achieving (standard 3);
* making a positive contribution (standards 9, 10, 11, 12);
* how well the organization (standards 1, 2, 14) of childminding or day

care promotes children’s well-being.

Inspectors must also evaluate and report on:
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* how well the organization of the childcare and, where applicable, the

leadership and management of the nursery education, promotes the

outcomes for children;
* whether the childminding, day care and/or nursery education meets

the needs of the range of children for whom it is provides;
* how well the partnership with parents and carers promotes the

nursery education;
* whether children’s spiritual, moral, social and cultural development

is fostered (nursery education only);
* improvements since the last inspection;
* any complaints about the quality of childcare since the last

inspection.

Inspectors will record a judgement under each of the Every Child Matters

outcomes and an overall judgement of one of four grades for the childcare,

and where applicable, for the nursery education.

1 Outstanding. This applies to exceptional settings that have excel-

lent outcomes over and above the norm. These settings are seen as

being highly effective with exemplary childcare practice and chil-

dren making very rapid progress towards the early learning goals.

There will usually be no recommendations for improvement.

2 Good. This applies to strong settings, which are generally very

effective in promoting the outcomes. If nursery education is pro-

vided, children are making good progress towards the early learning

goals. Some recommendations for further improvement will be

made.

3 Satisfactory. These settings will be working steadily towards effec-

tive childcare practice. Children will be making sound progress

towards the early learning goals if nursery education is provided, but

overall there is scope for some improvement.

4a Inadequate (Category 1). This applies to a weak setting with

unsatisfactory outcomes for children. If nursery education is pro-

vided the children are making limited progress and the quality of

teaching and learning is unacceptable. The setting is causing concern

but may be able to improve without external help. It may be that the

setting fails to meet one of the National Standards, or there are sig-

nificant weaknesses in the quality of teaching. A notice of action will

be issued and a follow-up visit will take place. The setting will also

have another inspection in 6 to 12 months. Ofsted informs the local

authority.

4b Inadequate (Category 2): This is where the setting causes such

concern that serious attention needs to be given to improvement.
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Childcare practice is such that one or more of the National Standards

are not being met. Children are making little or no progress towards

the early learning goals, if nursery education is provided. The setting

is unable to improve without external enforcement or support.

Ofsted will take enforcement action to require immediate improve-

ment. For nursery education, the local authority is informed that

external help is needed and a notice of action to improve is issued

informing the setting of what they must do.

Third, inspectors need to set out what must be done to secure future

improvement. Inspectors must report on either any recommendations to

improve the quality and standards of care and, where applicable, of the

nursery education or any provision where the quality and standards of care

cause concern. They must specify any action required to ensure that the

quality and standards of care are acceptable. Alternatively, they must state

whether Ofsted intends to take enforcement action in respect of the

provision.

While the manager may be the nominated contact person, it is the

registered person who is responsible overall. Therefore, it is essential that the

registered person (if different from the manager) ensures that the manager

and staff are familiar with and implementing the Statutory Framework (DfES

2007). Staff need to be planning for and assessing children’s learning and

development across the EYFS (see Chapters 6 and 7) and show that everything

is being done to help children progress towards the outcomes. Knowledge is

power and the more you and your staff have secure knowledge of the Every

Child Matters outcomes, the welfare standards and the EYFS curriculum, and

the more you and they know about the inspection process, the less threat-

ening it will seem. From 2008, you will need to ensure that staff knowledge is

updated to take account of the EYFS.

Reflection point

Which of the welfare standards can your staff name and describe? Do

all staff know the relevant EYFS curriculum content? Do staff know the

ECM outcomes and can they describe how they are promoted in

practice? Do the parent/s have information on the Every Child Matters

outcomes? Are they encouraged to promote the outcomes at home?

In the next part of this chapter we discuss preparing for your inspection,

in the sense of evaluating, improving and maintaining quality on an ongoing

basis and hence always being ready for an unannounced inspection visit. One

manager makes the point: ‘I looked out of the window and saw a smartly
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dressed woman coming up the disabled ramp. I said to my staff (jokingly)

‘‘who’s that?’’ She looks like an Ofsted inspector. I soon stopped smiling

when I opened the door and found out that it was, especially as it was 2.30 in

the afternoon. Well, I said to myself let’s just get on with it.’

Preparing for inspection

It is the role of leaders, management and all senior staff to present a positive

and confident attitude towards the inspection process, embedding a non-

threatening climate of evaluation into the day-to-day life of the setting. Even

well qualified and confident staff become worried about being observed and

questioned by an outsider. If staff are used to being observed on a regular basis

it becomes less daunting. Some local authorities and outside consultancies

offer ‘mock’ Ofsted days.

A positive attitude toward inspection can be further promoted by

regarding it as an opportunity to demonstrate and share what you do with the

public domain. Inspections should be viewed as a constructive chance to

obtain independent judgements and as paving a way for action to improve

quality where necessary. As manager your role is to help staff see the process

as a means of celebrating all the good things your setting provides. The more

you and your staff are permanently prepared for an unannounced inspection

visit, the more in control you will all feel, and the more likely that the out-

come will be successful. At the end of the day, the inspector is looking to see

whether you and your staff know what is expected and are doing what you

can to provide it. Inspections are outcome-based and explicit, so if your

quality is good and your staff are well prepared, there is no reason why you

cannot be successful. We suggest that you concentrate your advance pre-

paration in two key areas: organizing documentation, including the SEF and

your policies; and staff development, including the enhancement of staff

knowledge, skills and attitudes.

Organising documentation

Although inspectors will focus mainly on observing how you and your staff

interact with the children and also talk to parents, they will want to see

certain written policies and other information. As you saw in Chapter 5, there

are a number of policies you will need to have ready, not only for the

inspection but on an ongoing basis. It is your role to make sure that staff are

aware of the policies, know how to access them and that one set of up-to-date

policies is always on the premises. It is also your role to ensure that these

policies are observed to be working effectively in practice and implemented

by all staff. Early on in the inspection, the inspector will want to discuss the

AN INSPECTOR CALLS: LEADERSHIP, EVALUATION AND INSPECTION 181



SEF and if this has not been completed you will be asked to complete it on the

day of the inspection. In addition there are a number of essential documents

the inspector will need to check. You can have these ready in a file with your

SEF. Make sure your staff know where the file is and what it contains (a

contents page is always useful). Table 10.1 shows the information you should

keep in this ‘Ofsted essential documents file’. If all these documents are in one

place it will save you or your staff having to search around for them on the

day the inspector calls. It also makes the inspector’s life easier and gives an

immediate positive impression that you know what is required.

You can also check that your other files are up to date; for example, does

the health and safety file contain up to date risk assessments and equipment

checks? Are your SEN records complete and up to date? Are children’s

assessment records clear and linked to planning? Remember, having

exemplary documentation will not, on its own, guarantee a favourable out-

come. As you saw in chapter 5 it is the practice arising from the policies which is

likely to be more effective, if written policies and procedures are in place to

promote the aims of the setting.

Self-evaluation

The revised Ofsted framework requires settings to complete an SEF. The

purpose is for the provider and staff to assess how well they meet the out-

comes. The SEF looks straightforward at first glance, simply a matter of

grading yourself against the Every Child Matters outcomes on the same scale as

the Ofsted inspectors. However, self-evaluation is far more than a technical

exercise. It involves analysing the progress made towards your objectives and

deciding what else needs to be done. The crucial and complex question which

all practitioners should constantly reflect upon, and inspectors will have

uppermost in their minds, is ‘What is it like for a child here?’ The role of

the manager is to encourage staff to take a step back and keep this question in

their minds on a day-to-day basis, reflecting and improving their practice

accordingly. You could provide a checklist of prompts or questions to support

their evaluation of each of the outcomes. In the outcome for children ‘being

healthy’, for example, you might ask:

* Are children protected from infection and are well taken care of if

they have an accident or become ill?
* Do children take part in regular physical play, both indoors and

outside?
* Do children have an understanding of healthy eating?
* Are they encouraged to wash their hands and do they understand

why?
* Are they offered healthy food and drink?
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Table 10.1 Essential documentation required for an Ofsted inspection

For all childminders and day care providers Additional documents for day care providers

only

The name, home address and date of birth

of each child who is looked after on the

premises (not open access schemes)

The name, address and telephone number

of the registered person and any other

person living or employed on the premises

The name, home address and telephone

number of a parent of each child (not open

access schemes)

A statement of the procedure to be followed

in the event of a fire or accident

The name, home address and telephone

number of any person who will be looking

after children on the premises

A statement of the procedure to be followed

in the event of a child being lost or not

collected (not open access schemes)

A daily record of the names of the children

looked after on the premises, their hours of

attendance and the names of the persons

who look after them (not open access

schemes)

A written procedure to be followed where a

parent has a complaint about the service

provided by the registered person

A record of accidents occurring on the

premises

A statement of the arrangements in place for

the protection of children, including

arrangements to safeguard the children

from abuse or neglect and procedures to be

followed in the event of abuse or neglect

A record of any medicinal product

administered to any child on the premises,

including the date and circumstances of its

administration, by whom it was

administered, including medicinal products

which the child is permitted to administer to

himself/herself, together with a record of a

parent’s consent

A record of complaints that includes brief

details of the complaint, the national

standard(s) it relates to, how it was dealt

with, the outcome of any investigation

including any action(s) taken, and whether

and when the parent was notified of the

outcome
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If you grade your setting as good you might produce a table similar to

Table 10.2 to illustrate your self-assessment and attach evidence to explain

why you assess yourselves as ‘good’.

Reflection point

What evidence is there to suggest to an inspector that the outcomes

relating to healthy eating and lifestyles are good in your setting? What

can be done to improve? Set three key priorities.

Staying safe

The outcome for children ‘staying safe’ is about children having security,

stability and care that protects them from mistreatment and neglect, acci-

dental injury, bullying, discrimination and antisocial behaviour. In discuss-

ing your self-evaluation of this area, you would need to think about the most

relevant national standards or in the welfare requirements, safeguarding

children, as well as health and safety:

Table 10.2 Evidence that children have a wholesome, nutritious and balanced diet

Supporting evidence Outcomes demonstrated in observed practice

Sample menus, food and drink policy Meals are freshly prepared using fresh fruit

and vegetables, some using organic and

even home-grown produce

Sample menus, shopping receipts, food and

drink policy

Processed food is not served and children are

not given food and drinks with high levels of

artificial additives and sugar

Menus on notice board Menus are produced to give parents

information about meal choices. They

include dishes from different cultures

Food and drink policy Drinking water is always available

Records of allergies The provider is aware of each child’s

individual dietary needs and ensures these

are met

Planning and assessment records

Photographs

Displays

Children learn about the importance of

healthy eating, and are offered healthy

choices
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* physical environment (Standard 4);
* equipment (Standard 5);
* safety (Standard 6);
* child protection (Standard 13).

You need to question your practice in relation to each of the standards. The

next reflection point shows how you could do this in relation to the welfare

requirements.

Reflection point

Think about how children are protected from harm or neglect in your

setting. Do staff have a good understanding of how to protect children,

and recognize that this is their first priority? Are all staff vigilant, aware

of the signs and symptoms of possible abuse and do they know the

appropriate procedures to follow should they have concerns about a

child’s well-being? Is there a clear and effective policy and procedure, in

line with the LSCB guidance and procedures? Are procedures shared

with parents before the child is enrolled? In group day care is there a

named person responsible for ensuring that children are safeguarded

and concerns are dealt with promptly and appropriately?

This constant self-questioning and review will develop your staff’s ability

to think about and articulate what they are doing and why they are doing it.

Evaluation seeks to find out:

* what you do well;
* what you do less well;
* what you need to do or develop differently.

Self-evaluation gives an overview of the effectiveness of your provision and

can be used as a tool to help you and the team prioritize actions and for-

mulate a development plan. It is not sufficient to evaluate subjectively and

staff should be gathering evidence to support the grades you enter on your

SEF. Self-evaluation is central to the reflective practice cycle of planning and

reviewing. It is important to show that your setting has the ability to improve

itself and is aware of any shortcomings or areas for development. As a team,

you should complete the SEF, systematically, at least quarterly or more often

if circumstances change, identifying any areas that need attention. You

should keep evidence of improvements such as an improvement diary or

monthly log of when things have been changed. This is particularly useful as
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with three years between inspections some staff may be unaware of the

improvements that have taken place.

Staff development

It is essential to ensure that staff knowledge, skills and attitudes are con-

tinually developed. With Ofsted inspectors being in the setting for such a

short period it is vital that the leader and all the staff are able to articulate

what they are doing and why and to show evidence that the Every Child

Matters outcomes are being promoted and the relevant standards are being

met. Hence, knowledge of staff is an all important part of the inspection. The

inspectors need to see an ongoing approach where all staff meet welfare

requirements such as health and safety. You should encourage all staff to be

vigilant in implementing the standards. If staff are familiar with the

requirements and all the standards are firmly embedded in practice, only

minor improvements are likely to be needed. All staff should also have secure

knowledge of the EYFS learning and development standards (see Chapters 6

and 7).

Reflection point

Do all you staff have knowledge of the learning, development and care

standards for children from birth to 5 (DfES 2007)? Are they all familiar

with curriculum guidance? Do staff in your setting have knowledge and

regard to the SEN Code of Practice (DfES 2001b)? Have all staff been

involved in developing and implementing the policy and approach to

SEN? Have you a trained SENCO? Do you work with other professionals

to meet children’s individual needs? Have you evidence – for example,

IEPs, a written policy, minutes from meetings, contact with the area

SENCO?

An inspector calls

When the inspector arrives it is important to try to stay relaxed and continue

with your normal day. The team must avoid the temptation to try new things

in order to impress and just be themselves. Inspectors are only human, they

have a job to do and most conduct the inspections in a professional and

unobtrusive manner. The more open and welcoming you can be the more

confident and less threatened you will feel. Early on in the inspection you

should present your SEF and your essential documents file. The inspector may

wish to observe first and look at other paperwork, such as planning and
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assessment records or staff training records. The inspector will talk to man-

agement, some parents and all staff including those with designated

responsibilities, such as for safeguarding children. If you and your staff con-

verse with the inspector as you go about your normal routine, this will reduce

the necessity for them to ask questions.

During the inspection, inspectors gather evidence of the quality and

standards of care by evaluating how well the provider meets the statutory

requirements, taking full account of any previous actions or recommenda-

tions raised and other information gathered during the visit. If applicable,

they collect evidence of the quality and standards of care, learning and

development by evaluating how the quality of teaching promotes children’s

progress. On the day, inspectors will look for information through discussion

with children and adults, including parents, direct observation and looking at

relevant documents. They will ask questions – for example, relating to plan-

ning and assessment, how children’s individual needs are supported or how

children are safeguarded.

They will be checking the premises and equipment for safety and suit-

ability and examining how effectively the indoor and outdoor environment

are used to promote the outcomes. You can be ready for this by ensuring

resources are plentiful, appropriate and accessible. You can organize your

daily routine, your displays and room layout to reflect the outcomes.

Inspectors observe, in particular, what the children are doing, the way in

which adults relate to and interact with them, and how well they care for the

children and help them learn. For example, are the children following rou-

tines? Do they gain awareness of how to keep safe in day-to-day situations

such as moving around, road safety, or using equipment safely? How do the

children behave and interact with each other?

In addition, the inspector will check the registration procedure and levels

of adult supervision at various times of the day to ensure that adult to child

ratios are maintained in each age group. You must make sure supervision

levels meet the standards all day, every day, including lunchtime and the first

and last hour of the day. One survey of 45 day nurseries, conducted by Ofsted

in 2005, where inspectors arrived as the nursery opened, and inspected and

analysed outcomes for children during the first hour of operation, found that

in a fifth of nurseries visited there were not enough staff on duty at the start of

the day to offer good care for children (Ofsted 2005c). In a third of the nur-

series visited the first hour or more of care lacked sufficient planning and

organization to support the needs of all the children attending. For example,

babies were strapped in chairs without any toys to play with. The evidence

also suggested that security was weak, allowing adults to enter the nursery

unchallenged.
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Monitoring the quality of leadership and management

Inspectors will make judgements relating to the quality of organization of

childcare and the leadership and management in nursery education. It is the

designated leader who has overall responsibility for the setting, for the day-to-

day management and organization, who has direct responsibility for

improvement, for equality of opportunity and for the development of policies

and use of resources to meet the aims of the setting. However, as suggested in

Chapters 3 and 4, a successful team is one where all the staff are deployed in a

way that uses their expertise to best effect. Hence in a well-managed setting,

other staff will have clearly defined and effectively delegated leadership and

management functions. You could, for example, display a list of staff names

and role titles, or key staff groups and rotas. The focus of the inspection is not

exclusively on the designated leader but also on the roles and responsibilities

of other practitioners. Staff need to be clear about their tasks and responsi-

bilities, and about the limits of their role. One chain of nurseries prepared a

list as part of a policy on ‘Organisation’ (see Figure 10.1).

As well as the more traditional leadership aspects such as self-evaluation,

motivating staff, leading by example, teamwork, staff appraisal and develop-

ment, the inspector will look at organization and administration, for example,

recruitment and vetting procedures. The inspector is not judging the style of

leadership but looking at how leadership influences the quality of provision.

In preparation, it would be useful to ask an external advisory teacher to

comment on your leadership and management. In addition, you could

investigate the possibility of joining an accredited quality assurance scheme.

Reflection point

How well does you leadership provide clear direction for the work of

the setting? Are teaching and curriculum development monitored and

evaluated? Are the setting’s policies reflected in practice throughout the

setting and known by all staff? Is there a positive ethos which reflects

commitment to children’s equal opportunities achievement and an

effective learning environment? Are statutory requirements met?

Throughout the visit, inspectors will be continually making notes in a

notebook or on a laptop. While this can be daunting it is imperative as all the

judgements they make must be firmly grounded in evidence from what they

have seen or been told. The feedback will normally take place at the end of

the inspection. You will not be able to present any fresh evidence in the

feedback so, again, it is essential that you have shared as much as possible

during the inspection itself.
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‘You are not alone – We are here with you’

Role name Overview of key responsibilities Contact

details

Managing

director

Registered person, strategic leadership, policy

development, liaison with early years development and

childcare partnerships, legal and professional issues, e.g.

leases, contracts, disciplinary and grievance, publicity,

recruitment, governors, management training, Ofsted

action plans and correspondence, source of child

protection support and advice, responding to written

complaints. Company equal opportunities co-ordinator.

Quality, training

and support

co-ordinator

Assisting with above, monitoring and improving quality

and supporting managers and staff.

Staffing, deployment, monitoring and supporting staff

development. Staff induction, liaison with managing

director, contributing to all aspects of management,

notably procedures, and ensuring national standards are

met. Keeping up to date. Company wide – health and

safety and company SENCO. Makes decisions in absence

of managing director.

Assistant quality

co-ordinator/s

Assisting with above, promoting corporate philosophy,

staff exchange schemes, IT and fundraising, and quality at

Stockingford and Cubbington. Children’s Centres,

Transformation Fund, staffing cover, ordering resources,

general supporting of above on request.

Graduate leader Contributing to policy development. Advise and support

on EYPS. Promote EYPS standards.

Branch

managers

Day-to-day leadership and management of staff.

Managing the provision for all children, ensuring all

standards are met and promoting positive relationships

with all those involved including parents, other agencies

and base schools. Normally designated child protection

and health and safety officer.

Deputies Supporting managers as above. Normally taking on role of

SENCO/equal opportunities.

As above

Administrator All registration procedures, staff records, wages and

receipts, invoices paying and sending to accountant, early

education funding, placing of adverts, correspondence

and information-sharing, recording staff absences and

other relevant admin duties.

Other staff Support managers and deputies fulfil role description and

contractual obligations. Implement policies and procedures.

Figure 10.1 Leadership and Management roles and responsibilities
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The end of the inspection

At the end of the inspection, inspectors normally thank you for having them

and give feedback on their main findings, including the overall judgement on

the quality and standards of the care and, where applicable, the nursery

education provided. Inspectors share with the provider the inspection report

paragraphs on ‘information about the setting’ and ‘previous complaints’ for

the provider to check for factual accuracy. They should also show you the

summary sheet so you know the overall judgement in each of the areas. The

inspector will then go through each area giving a few significant examples to

support their judgements. They will also spell out clearly any actions or

recommendations for improvement. Table 10.3 below provides a compre-

hensive list of the possibilities.

Reflection point

Look at the recommendations for each area. Could they apply to you?

What can you do to avoid these being suggested in your report?

Inspectors will not usually give advice as it is not in their remit. The report

should arrive in approximately 15 working days. It will not contain anything

that the inspector did not see on the day. The two extracts below clearly

illustrate how the written report reflects the evidence gathered during the visit.

The childminder gives high priority to ensuring that children’s

individual needs are provided for, particularly in relation to hygiene.

Children are provided with their own beaker, flannel and toothbrush

to use at the setting. She encourages children to brush their teeth

after eating, is aware of the need to provide shade for children in the

sun, and recognizes the importance of hand washing. The child-

minder also provides individual creams and talc for nappy changing

according to parents’ wishes for each child.

The childminder has attended a number of training courses

related to child protection. In this way she has ensured that her

practice is underpinned by a good and up to date knowledge of the

possible signs and symptoms of abuse and neglect and also the cor-

rect procedure to follow should she have any concerns. Her will-

ingness to make notes on existing injuries and to discuss these with

parents ensures that the safety of children in her care is always a

priority. She has an excellent written statement about child protec-

tion and she makes sure that this is discussed with all parents before

their children attend.
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For quick reference a full report is provided in the Appendix. All reports

are available to read on the Ofsted website. Once you receive your report you

should share it with staff and parents. You should take note of any actions or

recommendations for improvement and draw up a plan to follow-up the

inspection. Obviously, no matter what the outcome, congratulate your staff

on the positive aspects and encourage them to see any recommendations as

helpful for improving provision.

Finally, Ofsted (2005b) suggest various ways you can be ready for your

inspection. This will save time on the day and also help build confidence

levels.

1 Check that you and your staff are familiar with the relevant docu-

ments (e.g. the national standards and associated guidance, the

current curriculum guidance or frameworks).

2 Make sure you have put right any areas for improvement identified

in the last inspection.

3 Complete the SEF and have the latest version and ideally previous

ones ready to share with your inspector.

4 Check you have all the required records.

5 Keep any information you have relating to parental feedback and

how you have responded to it.

6 Make sure you have a written record of complaints whether or not

they involve Ofsted.

7 Make sure you have notified Ofsted of any significant changes (e.g. a

change of person in charge, change of name, premises, opening

hours).

8 Make sure you have told Ofsted about significant matters affecting

children’s welfare.

Key points

* You can prepare positively and thoroughly for your inspection.
* Leaders need to prepare the whole team personally and

professionally.
* All the team should self-evaluate systematically, on a regular basis.
* You will need to organize and update policies and essential

documentation.
* You can seek advice and support from the local authority.
* Leaders need to update their knowledge of the EYFS.
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Practical tasks

1 Arrange a staff meeting to complete your SEF. Prepare a list of

discussion prompts for each outcome. Ask staff to work in pairs or

groups on one section. Discuss how they would rate it, why and

what would they do to improve it? Reach a consensus and com-

plete the SEF systematically.

2 Draw up a checklist of things that need to be done in preparation

for Ofsted. This might include self-evaluation, briefing of staff,

updating policies and documentation, checking complaints

records and/or recording improvements since the last inspection.

Develop an action plan in order to be fully prepared for your set-

ting’s inspection.

3 Spend a staff meeting reading and discussing reports from the

Ofsted website. Compare the practice in the reports with practice in

your setting. Make a list of things you need to change, develop or

improve.
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11 Leadership: where next?

‘We cannot wait for great visions from great people, for they are in

short supply . . . It is up to us to light our own small fires in the

darkness.’ We encourage you to use your creativity as a leader to light

fires of influence and to make a difference in your world.

(Puccio et al. 2007: 257 citing Handy 1993)

Introduction

Leaders in early childhood care and education are faced with a mass of leg-

islation, huge but apparently constantly changing responsibilities and

expectations, and uncertain financial parameters. But it is not all gloom and

doom. They are also faced with the day-to-day reality that what they do with

children and families can, and does, change lives.

For example, the director of a children’s centre was uncertain whether

she would be employed by the end of the week but was moved to tears by the

progress made by one of the parents with whom she had been working. Less

than two years earlier, the parent in question had been unable to speak to any

of the staff – had been unable even to make eye contact with them. This same

parent had not only been working towards EYPS but was also able to address a

group of prospective students with confidence and flair. A team member

involved in training on problem-solving, reasoning and numeracy was sud-

denly able to take on the importance of asking open-ended questions – a

strategy she had previously seemed unable to accept. When a leader noticed a

child who had only been in Britain a matter of weeks and was still very new to

the English language having a conversation with a member of staff about a

new computer program, this breakthrough represented a very special kind of

reward.

But such rewards come at a price. The field of early childhood care and

education is full of tensions. There are tensions around whether babies should



be at home with a parent or other close relative, with a childminder or in a

nursery offering day care. There are tensions around whether babies, wherever

they are, should be subject to a curriculum framework or simply left to grow

and develop. There are innumerable tensions about what should be taught,

when and how – as demonstrated in the debate about teaching phonics.

Tensions remain (despite the fact that most mothers of young children work)

about whether children should just spend half a day in a setting or whether

they should have the consistent provision that extended day care can offer.

You can undoubtedly add to this list of tensions or issues which you, as a

leader in this sector, face daily.

No book can provide answers to these issues – you and your team have to

find the answers that work in your context. In this book we have attempted to

explore relevant aspects of your work and to provide some strategies and

guidance to help you in your journey. In order to do this we have drawn on

research and practical experience.

At the beginning of Chapter 2 we highlighted the links between leader-

ship and management and in quoting from Rodd (2006: 21) underlined the

fundamental importance of vision, reflection, involvement in pedagogy,

positive relationships, effective communication and high expectations. It is

these qualities which have to underpin every aspect of the work of leaders in

early childhood settings.

Change and development

Change is inevitable in human life. It is natural to resist it since it brings

upheaval, but it is equally natural to invite it since it brings stimulation.

Society changes; knowledge and understanding of children’s learning and

development changes; employment opportunities change. In order to help

staff cope with the impact of such changes, leaders have a role to play.

However, in their role as leaders and people of influence with children and

families, team members need to support them in dealing with change.

Humans are creative – we have become creative because we have changed

our lives and it is creativity that has led us to change our lives. In the past,

creativity was often seen as the province of a few people – people of genius

perhaps. As time has gone by however we have come to see that creativity is

what drives us. This is reflected in curriculum documents and is increasingly

understood to be essential to life in the twenty-first century. Puccio et al.

(2007: xii) suggest that ‘creativity is a core leadership competence’ and that

those who have achieved this core competence ‘understand the need for

creative thinking in today’s complex workplace and therefore seek creativity

with intent’ (p. xvi).

Gardner (2006: 101) takes this idea further, suggesting that to improve
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the future: ‘Needed today is a generous dollop of creativity in the human

sphere – in particular, in the ways in which we human beings relate to one

another personally, carry out our work, and fulfil our obligations as citizens.’

Nowhere can this need be more true and more far-reaching than in the field

of early childhood care and education. The children you lead – for whom you

are responsible – are the future and they will need to be what Gardner terms

‘ethical and respectful’. This need for enhanced human relationships has

many echoes (Miles 1994; Goleman 1996; Gerhardt 2004) and since the roots

of social and emotional awareness lie in early childhood we have a respon-

sibility to nurture and develop it at that point.

Vision and influence

Throughout this book we have emphasized the need for vision. Leaders’

prime responsibility is to develop a vision which is shared by staff and par-

ents. That vision must have at its heart the well-being of children, but in order

to achieve that it must also have concern for the well-being of families and

practitioners. It is, however, the role of early childhood leaders to keep chil-

dren at the centre – since they are the future. Vision means having a view of

the future, but it also means holding onto principles and values. Change

without values and principles becomes vacuous. With values and principles,

leaders and teams are better able to evaluate change and to judge whether or

not it is effective and desirable. As we said at the beginning of this book,

leadership is only effective if it supports a team in meeting its aims.

Reflection

Reflection is something to be developed at every level of practice. The term

reflective practitioner may have become something of a cliché but without

reflection teams and leaders cannot develop effective practice. In this book,

reflective practice has been emphasized as a process through which change is

evaluated, problems solved, patterns identified and insights gained. Leaders

cannot do without it and practitioners cannot do without it. Moreover,

reflection supports professionals in becoming lifelong learners – and provides

a mirror on the practitioner’s behaviour.

Involvement in pedagogy

Throughout this book we have placed a strong emphasis on the importance of

pedagogy. Rodd’s (2006) suggestion that leadership and management benefit
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from involvement in pedagogy is key. We have made the point that the skills

developed in professional dealings with children can also have a positive

impact on the quality of leadership. The way in which practitioners interact

with children can also serve as a model to parents. However, pedagogy should

also be influenced by parents’ relationships with children. Practitioners have

much to learn about individual children from those who know them best.

Partnership working between parents and professionals has, as we have dis-

cussed, much to contribute to improving children’s lives.

We do not wish to overlook other aspects of pedagogy. Leaders ought not

to lose sight of their core service or activity. Pedagogy in the sense of teaching

and learning strategies can clearly influence all human relationships but

particularly those with children. Leaders must not forget that the love and

care with which practitioners feed or change a baby has at least as much, if

not more, influence on a child’s future as the way in which they share a story

or support a child in learning to write his or her name. Effective pedagogy

requires pedagogues or practitioners to reflect on all that they do with chil-

dren, and to judge the quality of their relationships, their listening and their

caring in a professional and intelligent manner. Nothing relating to the care

and education of our youngest children is mundane or merely routine – every

interaction moulds learning and development, attitudes and dispositions.

Positive relationships

Young children are highly susceptible to atmosphere. They rely on actions,

facial expressions and body language, which adults may be unaware they are

exhibiting, in order to make sense of the complex world in which they live.

For this reason, if for no other, leaders have a responsibility to maintain

positive relationships between team members, with other professionals and

with parents. Involvement in pedagogy requires us to help children develop

positive relationships with their peers. Some practitioners may need help in

this and this will be reflected in the policy you are required to have sup-

porting behaviour.

Interestingly, mainstream leadership literature also places an increasing

emphasis on positive relationships. Jo Owen’s 3 Ps (2005) – people, being

positive and professionalism – are characteristic of this trend. These three

qualities were evident in the chapter on working with parents and they

remain essential in all your dealings as a leader. A rough, tough approach may

work in television programmes but is not one to be emulated in early child-

hood settings.
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Effective communication

Effective communication supports positive relationships, but as we have

shown in this book communication is a two-way process. It is important to

focus on learning to listen to children and adults. Increasingly leaders need to

communicate effectively in writing as well as in face-to-face situations.

Communication is about giving (and receiving) information but it is also

about influence. As Owen (2005: 12) reminds us, ‘the starting point for

influencing someone is not your idea or object – it is the other person’s needs

and wants’. This applies equally to your communications with children, staff,

parents, other professionals, community and politicians.

The failure of early childhood specialists to communicate the nature and

principles of their field to the general public and to politicians has arguably

been the root of the political pressure which practitioners have found

themselves under (David 1998). This is in part due to a perceived lack of status

which is in turn linked to the low level of training and qualifications across

the sector. Practitioners, including leaders, need to develop effective com-

munication in order to:

* inform others about the unique nature of work with young children

and their families; and
* influence others to see the importance of enhancing and improving

children’s care, learning and development.

High expectations

Leaders in early childhood care and education usually have high aspirations

for the children with whom they work. As the EPPE project (Sammons et al.

2002) demonstrates so effectively, however, what really makes a difference to

children’s achievement is when parents have high expectations of them-

selves. This leads them to believe that they can make a difference in their

children’s lives – and they do.

Leaders in early childhood settings would do well to build on this find-

ing. As leaders and managers take on new qualifications – foundation degrees,

honours degrees in early childhood studies and postgraduate qualifications

for integrated centre leaders (NPQICL) enhanced self-belief will improve the

expectations that team members have of themselves. All too often we hear

early childhood practitioners, including leaders, saying things like ‘I’m only a

playgroup leader’ or ‘I just work with little children’. This has to change – you

undertake a role that has a huge significance for society and for the lives of indi-

viduals. You need high expectations for yourself, for children, parents and staff.
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What next?

The last ten years have seen rapid and unforeseen changes in early childhood

care and education. There have also been vast changes in employment,

economies and lifestyles. This makes it very difficult to predict what will or

should happen next. But perhaps that is the point. The apparently boundless

capacity for creativity and adaptability which humans have needs to be seen

as a strength. We need to build children’s lives so that they can embrace

change while maintaining the quality of relationships which make us human.

In order to achieve this, leaders will also need to be creative and resourceful,

humane and caring, effective communicators and positive educators –

influencing parents, politicians and professionals alike to place children, as

our future, at the centre of all we do.

Our society cannot afford to write off any single member of a commu-

nity. Humans are a valuable resource. Early childhood educators and carers

have an awesome responsibility to nurture society’s future and you, the lea-

ders of that profession, have an even greater responsibility. You must nurture

and develop your teams, the other professionals with whom you work and the

parents – since all of them have a role to play in the learning, development

and well-being of young children. None of us can undertake this alone. We

can only achieve it in harmony.
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Leadership and Management in the Early Years

E
arly childhood practitioners are often reluctant to see themselves as
leaders and managers.  However, all those who work with young
children and their families, whatever their level of experience and

competence, have to undertake both of these roles on a daily basis.  

This book encourages practitioners to recognise their active involvement
in leadership and management in relation to their work as team leader or
team member, and in their work with parents and other professionals, to
ensure appropriate and effective provision for young children. The authors
identify a number of key principles involved in effective early years
leadership and management, which focus on the idea that:

●  Leadership is about influencing others to improve and to enhance
children’s care, learning and development 

●  Leadership is only effective if it develops the leadership of others by
supporting a team or group in meeting their declared aims or vision 

●  Leadership is ultimately distributed, shared and dispersed in early
childhood settings

These principles are supported by a detailed exploration of the statutory
demands made on practitioners working with young children and their
families, and reference to relevant literature drawn from both early
childhood studies and leadership theories.  

As well as providing guidance on the roles, responsibilities and tasks facing
early childhood leaders, the book features a number of case studies and
practical tasks, giving life to concepts and ideas and enabling readers to
apply theories and policies to their own work settings. Additional activities
at the end of each chapter  further support practitioners in fulfilling their
leadership and management roles in practice. 

Leadership and Management in the Early Years is an essential text for early
years and early childhood studies students as well as practitioners
particularly those who are aiming for Early Years Professional Status.

Caroline Jones is  Course Leader for the Early Years Foundation Degree at
the Institute of Education, University of Warwick, UK. She is Director of a
group of early childhood settings based on school sites in the Midlands. 

Linda Pound is an independent Education Consultant providing training
and support in a wide variety of early years settings, local authorities and
other training providers in the UK.
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