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WELCOME TO THE SCHOOLS PARTNERSHIP
PROGRAMME (SPP)
What is SPP?
SPP is a sector-led, partnership-based approach to school improvement that has worked with
over 1,700 schools and larger local systems to date. SPP builds the capacity and capability
across partnerships in effective school self-review, peer review and school-to-school support and
improvement. The model supports partnerships to take more responsibility for their own
development and maturity and ultimately lead their own improvement.
Who are Education Development Trust?
Education Development Trust transforms lives by improving education around the world. Our
specialist knowledge means we design and deliver effective, sustainable education solutions
tailored to a local context. As a not-for-profit, charitable organisation, we invest annually in our
programme of educational research because it matters to us that teachers and school leaders
benefit from the latest best practice.
The purpose of this handbook
This handbook provides information and guidance to support partnerships through their cycle of
peer reviews, follow-up workshops and school improvement activity. It serves as a reference tool
for the whole programme and expands on information provided during the initial training. It also
contains an overview of the peer review process, the framework and suggested templates to use
when preparing for, and carrying out, the reviews and post-review workshops. Editable versions
of the key documents are available on the SPP website:
http://www.SchoolsPartnershipProgramme.com
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PRINCIPLES OF THE SPP MODEL
The principles of self-review
The SPP model includes a self-review against the enquiry-based framework to emphasise the
importance of ensuring the improvement focus of a peer review is drawn from the school’s
evidence base.
Using the most effective practice nationally and internationally, SPP recommends self-review
should be underpinned by the following principles:
•

shaped by schools

•

a continuous process integrated into the school’s routine management systems

•

based on collaborative practice involving all key stakeholders, including staff, parents,
students and governors

•

cyclical, and will be an indicator of the school’s success in tackling issues raised in
previous review cycles

•

a process that builds a climate and ethos in which the scrutiny of data, the use of forensic
analytical tools and the relentless pursuit of continuous improvement is part of day-to-day
practice

•

engaging and professionally rewarding, as well as challenging, using creative approaches
that empower and energise those involved

•

the school’s approach to professional development will be focused on raising standards,
identifying good and outstanding practice and setting priorities for improvement.

The principles of peer review
The SPP peer review process is based on the belief that the best form of support is rigorous and
timely, provides valuable challenge focused on improvement and is led by trusted and highly
regarded peers.
All schools in the partnership are expected to take part. The process should be seen as:
•

reciprocal and mutually beneficial

•

a joint exercise between the review team and the school

•

based on principles of genuine professional dialogue and enquiry

•

a powerful model of professional development

•

part of an ongoing, self-directed process of scrutiny, reflection, challenge and
improvement

The SPP approach is underpinned by a coaching model of change, improvement and
professional dialogue and enquiry designed to build trust and collective accountability across the
partnership. The peer review cycle provides an opportunity to identify inspiring, excellent and
effective practice, as well as areas for development. It will, therefore, be followed up by planned
collaborative school-to-school support. The process builds on skills developed through self-review
and will further enhance both individuals’ skills and the capability and capacity of the partnership
to be self-improving.
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The principles of school-to-school support
The SPP approach to school-to-school support is not about one school being better than another;
it is about schools learning from one another to bring about school improvement. The Peer
Review process does not end after the review day, the cycle is only complete when the reviewed
school is able to access school-to-school support from within the partnership to help to address
the areas of improvement, highlighted by the review.
SPP school-to-school support should be:
•

based on solutions co-created by practitioners

•

targeted and time limited

•

timely

•

of collective benefit to all schools in the partnership

•

impact driven

•

evidence informed
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KEY ROLES
The role of the lead school and partnership lead
To support effective communication and ensure the partnerships can get the most of the
programme, all partnerships are asked to nominate a partnership lead (a headteacher or
nominated person) to be the lead contact with Education Development Trust.
Working with their assigned Education Development Trust Associate, they will:
•
•
•
•
•
•
•

be the lead contact with Education Development Trust, supporting the planning of training
events and impact and support conversations
help co-ordinate the selection, appointment and ongoing communication with the
partnership’s improvement champions
Ensure that the Peer Reviews are planned and take place
co-ordinate any information between Education Development Trust and their partnership
relating to any key dates, training and other activities relating to the programme
Alongside partner schools, participate in 3 impact and support conversations per year
with the partnership’s lead Associate.
Attend part of Day 2 training with the Improvement Champions to support their role in the
improvement cycle of peer review
Support the ongoing conversations in partnerships to evaluate the impact of peer review
to ensure that the process is supporting school improvement priorities.

The peer review team
Partnerships say peer review works best when:
•
•

•
•

headteachers / senior leaders conduct reviews in the first cycle - over time, other staff will
be trained as reviewers
a lead reviewer is appointed for each review to agree with the head the focus of the
review, to brief the review team, provide verbal feedback and attend the follow-up
workshop
the team consists of 2-4 people depending on size of school / nature of review
the time allocated for the review depends on the focus – this can vary from half a day to
two days

Improvement champions (ICs)
Improvement champions are excellent and inspirational practitioners who can take a lead on
aspects of school and partnership improvement. They play a key role in the process and should
be different individuals from those carrying out the peer reviews and should not run a workshop in
their own school. They may be middle leaders who are aspiring to be senior leaders and will
become experts in:
•

facilitating improvement workshops

•

developing evidence-based improvement strategies and school-based research

•

monitoring the impact of peer review.

They will also be encouraged to take part in the interim and summative conversations to support
the monitoring of impact for the partnership. Further information about the role of improvement
champions and the Improvement workshop can be found in Appendix 3.
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THE SPP PROCESS AND GUIDANCE
The 3 stages and guidance for the SPP process:
Stage 1: Getting ready for the review
Conduct a self-review against the framework to identify the focus for the
review: The host school identifies potential area(s) of focus for review based on
their self-review against the framework. Consider:
-

c. At least 2 weeks
before the review

What does the internal evidence tell us? In consultation with your SLT, score
the enquiry areas using the one to five scale, where five represents
‘inspirational and highly effective practice’ (use the self-review template in
Appendix 1). The scores can be used as a basis to identify the most relevant
enquiry areas These can be explored in more depth with the whole staff as
part of a whole school self-review activity.

Send information to the lead peer reviewer: The completed self review template
and any appropriate school information (for example, school improvement plan,
performance data, recent inspection plan) relating to the broad enquiries areas is
sent to the lead reviewer/review team in advance of the pre-review meeting.
Pre-peer review meeting
The pre-review meeting takes place between (as a minimum) the host HT and lead
reviewer. The aims of the meeting are to:

c. 1 week before the
review

- Agree the focus for the review: They should consider the school’s self-review
and interrogate any other relevant school information, to refine and sharpen the
enquiry focus for the review. The review should cover a dimension from ‘Our
Impact’. Additionally you can include one of the three other themes selected from
the peer review framework. Questions from each theme and dimension can be
adapted and contextualised depending on the focus. Example contextualised
enquiry questions are also available on the SPP website as standalone documents.
- Agree the evidence & process for the review: It is particularly important to
identify and agree the sources of evidence that will be used and to ensure that
these sources will offer sufficient range and depth in addressing the review focus
(the framework offers prompts on what these could be). Schools will usually agree
any data collection templates and other self-evaluation tools (for example, work
scrutiny analysis sheets, lesson observation notes as appropriate).
Following the discussion, the Review Plan in Appendix 1 should be completed.
Briefings ahead of the review

In advance of the review
day

The lead reviewer briefs the review team, sharing the programme for the review
and deploying team members, taking into account their areas of interest,
knowledge and expertise. The team finalises the enquiry questions that are the
focus of the review and the evidence they are seeking
The Host Headteacher should also brief all staff on the focus and programme for
the review day.
Stage 2: Conducting the review and giving feedback
The review takes place: Depending on the size of the school and the focus of the
review, 2-4 review team members take part. The review team introduce themselves
to the staff and confirm the plans for the day.
The overall aims of the review team are to:
•

Between a half-2 days
depending on the size of
the school / focus of the
review.

assess the validity of the self-review process through examining the
school’s own assessment of its strengths and areas for improvement
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identify areas of inspirational, excellent and effective practice that will be of
benefit to the school and the partnership in order to strengthen the
school’s own capacity for self-review through its engagement with the
review team
•

identify areas for development that will be met either through the school’s
own improvement plan and/or through follow-up brokered school-to-school
support.

At the end of the review, and ideally with the improvement champions present,
the team discusses what it has learned about the school and provides specific
immediate verbal feedback. Specific evidence that led to conclusions should be
noted and shared. The peer review process does not give an overall grade but
highlights key areas, including strengths and areas for development, within the
school and across the review themes.

At the end of the
review

The summary of the evidence collected during the review should provide the
reviewed school with information on:
•

the evidence gathered,

•

the main findings,

•

particular elements to celebrate, and

•

the improvement priority and a broad outline for the improvement
workshop.

Review profile: The review team (in conversation with the reviewed school)
produce a review profile of the school. This is completed on the Review Findings
template in Appendix 1.

During and immediately
after the review

Stage 3: Following up the review and taking action
Improvement workshop: Improvement champions facilitate a workshop on the
agreed improvement priority). This explores more deeply the issues the school
faces, where possible draws from evidence-based research/practice and identifies
potential solutions.

c. 1-2 weeks after the
review

The workshop is deliberately designed to enhance the school’s ability to reflect on
the review and make evidence-based decisions for follow-up action. Using
appropriate analytical tools, it addresses the root causes of issues that may have
been noted in the review, as well as identifying appropriate action that can be
taken. More detailed guidance on the improvement workshop and identifying
school-to-school support can be found in Appendix 3.
Agree the action plan: The workshop concludes with identification of follow-up
actions, documented in an action plan developed with workshop participants. The
action plan also identifies any follow-up support and development that can be
delivered through the partnership, as well as identifying support that may be
required from the wider Education Development Trust partnerships or other
organisations.
School-to-school support begins: Based on actions identified in the action plan
agreed at the workshop, the school may wish to draw on the partnership’s
expertise to support their improvement work.

Ongoing through
partnership meetings
but activity should be
timely and measurable.

Monitoring Impact of school improvement activity to be reviewed by school and
shared with the partnership. Partnership to evaluate its maturity and impact as part
of the impact workshop with their SPP Associate.

Ongoing through
partnership meetings

Lead reviewer to follow up approximately 90 days after the end of the review to
discuss progress and impact.
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APPENDIX 1
PEER REVIEW FRAMEWORK AND TEMPLATES
This section contains all the documents you will require for the programme. Completed examples
of some of the key documents can be found in Appendix 2. The templates in this section are
available as standalone, editable documents on the SPP website.
•

Peer review schedule (a record of the dates and people involved in each
review for the partnership)

•

SPP peer review framework (A framework of enquiry questions used as
part of self-review and to determine a clear focus for the review)

•

Peer review plan (helps the host school and the review team know what
will happen on the review day and what evidence is to be sought)

•

Review findings (a short, accessible summary of the review findings and
suggestion for the focus of the improvement workshop)

•

Summary of improvement workshop and agreed actions template (completed
after the improvement workshop)

Page

SCHEDULE FOR REVIEWS

Date of prereview meeting
Review

School being
reviewed

Review team
(lead reviewer in
bold)

(head of reviewed
school and lead
reviewer – c.1
week before
review)

Dates of
review
(1–2 days)

Date of
Improvement
workshop

Name of IC

Date and
format of 90
day check in

1

2

3

4

5

6

7
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WHY HAVE A FRAMEWORK?
The peer review framework is central to SPP in that it:
•

sets a consistent approach to peer review across the partnership

•

allows for a self-review exercise by the school / setting prior to the peer review, which
can include a wide range of staff

•

provides a focus for the pre-review meeting and allows areas of enquiry to be set

•

ensures a focus on ‘impact’

•

enables regional and local priorities to be included as areas of focus

•

guides the collection of evidence during the review

•

provides the basis for a conversation and feedback to the school following the review.

HOW IS THE FRAMEWORK STRUCTURED?
The framework considers ‘How inspirational is our school or setting?’ through four themes of
equal importance:
•

Our Impact

•

Looking Forward

•

Looking Inward

•

Looking Outward

The framework comprises a series of enquiry questions for each theme. All questions are framed
‘To what extent…’ and avoid using judgement-based phrases. It is the intention that these core
enquiry questions stimulate discussion in preparation for, and during, the pre-review meeting to
plan the review, and then become the focus for the review and lead to the review summary. A
one to five scale has been included on the framework, where five represents ‘inspirational and
highly effective practice.’ The school / setting may like to record their progress toward this on this
scale and use this as a stimulus for discussion in planning the review. It should not, however, be
seen as a ‘static’ scale and, year on year, ‘fully’ will change as practice improves.
The questions can be contextualised and adapted to the particular circumstances of the review.
Example context specific questions are shown below:
Our Impact
•

Core framework question – To what extent do pupils, including those in specific groups,
make progress?

•

Context specific question – To what extent do pupils identified as high attainers make
progress across all subjects?
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Looking Forward
•

Core framework question – To what extent do leaders at all levels hold colleagues to
account for impact on outcomes?

•

Context specific question – To what extent do middle leaders hold colleagues to
account for impact on pupil progress in their department?

Looking Inward
•

Core framework question – To what extent does teaching reflect what is known about
high quality, effective learning experiences?

•

Context specific question – To what extent does teaching meet the learning needs of
pupils with special educational needs?

Looking Outward
•

Core framework question – To what extent do families have a positive relationship, and
are active partners, with the school in support of pupils’ learning?

•

Context specific question – To what extent do families understand how to contribute to
supporting their child’s reading?
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OUR IMPACT: PUPIL ATTAINMENT PROGRESS AND LEARNING
SUMMARY
This theme examines the successes of the school or setting through looking at outcomes in terms of attainment, progress and
learning. International literature and research evidence indicates that, to improve outcomes for pupils and maximise impact, schools should take
account of the three dimensions below:
•
•
•

Collecting and using information
Breadth and depth of pedagogical skill
Breadth and depth in skill development and opportunities

Dimension 1: Collecting and using information
Monitoring pupil progress and achievement, including pupil and school-led monitoring, is widely accepted as an essential component of
world class education systems and is a vital part of assessing ‘impact’ in schools (Bourke, 2016; DfE, 2014 and 2016).
Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• are there clear, manageable and useful systems for collecting and using data on
pupil performance?
• do pupils in all groups make progress?
• does the school / setting data indicate attainment of all groups of pupils in
relation to achieving the expected standard?
• does data or information, inform real time decisions and pedagogical practice?
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Dimension 2: Breadth of pedagogical skill
Widely acknowledged and simply put, research demonstrates the best schools are those with the best teachers and the best teac hers are
those who are nurtured and empowered with relevant skills (NCSL, 2012; Earley et al, 2012).
Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• are pupils engaged in their learning?
• are pupils independent, curious and active learners when engaged in core
subjects?
• do teachers apply a broad range of pedagogical approaches to promote a culture
of learning?
• is there a shared understanding about excellent pedagogical practice?
• do teachers make effective use of a wide range of resources, including additional
support?
• does the curriculum design enhance pupil learning?
• do teachers promote a culture that encourages assessment for learning and use
assessment models that support learning?
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Dimension 3: Breadth and depth in skill development and opportunites
The role of the school / setting is to prepare children and young people for adult life and developing a wide range of skills . This can be
achieved in a variety of ways, including citizenship education (Ofsted, 2013).
Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• are all pupils developing as young global citizens and supported to become
active, critical thinkers about the world?
• do pupils benefit from a coherent and comprehensive guidance programme?
• does the curriculum build knowledge and skills across a full range of disciplines?
• are pupils given meaningful opportunities to develop a broad range of talents and
interests?
• do pupils develop responsibility and an awareness of their own learning
aspirations and the resilience to pursue them?
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LOOKING FORWARD: STRATEGIC DIRECTION
SUMMARY
This theme, and the accompanying research evidence, examines the strategic direction and ambition of the school or setting,
including governance, leadership and the culture created to achieve successful outcomes. Research indicates that the three di mensions in
this theme, held together by a strong and consistent strategic direction, play a significant role in taking a school forward and improving
outcomes. These are:
•
•
•

Strong leadership across and throughout the school
An accountable governance system
A culture and ethos for improvement

Dimension 1: Strong leadership across and through the school or setting
Much research asserts that leadership is second only to teaching in influence over pupil outcomes, but there is an active deb ate around
what constitutes highly effective leadership and how schools can achieve this at all level s. While the senior team is critical, particularly for
school culture, successful outcomes require effective leadership throughout and at all levels within an organisation (Leithwood et al, 2008;
Day at al, 2009; McAleavy and Elwick, 2015; Bush et al 2012).
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Potential enquiry questions are:

To what extent do leaders at all levels …

Not yet
0

Fully
5

• consistently articulate and demonstrate a persuasive, agreed vision for the
school?
• model the behaviour they expect of others?
• work with the school community, including governors / trustees, to implement
strategic ambitions?
• hold colleagues to account for their impact on outcomes?
• use evidence-based and school-based research to challenge thinking and
practice?
• support colleagues to develop their leadership expertise so staff become
effective leaders?
• understand what ‘effective teaching’ looks like and enable their teachers to
reach this standard?
To what extent…

Not yet
0

Fully
5

• does pupil leadership feature in the day-to-day life of the school?
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Dimension 2: An accountable governance system
Significant increases in autonomy over the past two decades are inevitably linked with increased accountability at a school l evel.
Governance systems have, therefore, become the focus of valuable research on what works and how approaches can be strengthened (Hill
et al, 2012; James, 2014).
Potential enquiry questions are:

To what extent does the…

Not yet
0

Fully
5

• Board of Governors/Trustees work with SLT to establish and ensure
implementation of shared vision and strategy?
• focus of Board of Governors/Trustees and senior leaders ensure improved
outcomes?
• Board of Governors/Trustees proactively and effectively hold leaders to account
and take appropriate action if required?
• Board of Governors/Trustees engage in rigorous school self-evaluation to
understand strategic improvement priorities?
• Board of Governors/Trustees and SLT provide value for money in resource
management?
• Board of Governors/Trustees undertake self-evaluation of its own
effectiveness?
• Chair provide leadership to the board, supporting its members in their
understanding and performance of their roles and responsibilities?
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Dimension 3: A culture and ethos for improvement
Leadership research has consistently identified the importance of leaders articulating and exemplifying strong personal and o rganisational
values, as illustrated in the National Standards for Excellence in Headteachers (2015). Some research points to the importance of building
an inclusive culture and engaging all stakeholders to have a positive impact on outcomes (Chapman et al, 2011) .
Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• are core values embedded in how the whole school and community behaves?
• are agreed aspirations and ambitions for the school shared by the whole school
community (e.g. governors / trustees, leaders, staff)?
• do all leaders focus on the key improvement priorities?
• do all members of the school community seek learning opportunities and are
inspired to learn to achieve better pupil outcomes?
• are all members of the community included in, and involved in, school
improvement?
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LOOKING INWARD: WHAT HAPPENS IN THE CLASSROOM?
SUMMARY
This theme considers the core of the school’s / setting’s work – what happens in the classroom – and some of the management
systems that will allow the school / setting to function effectively both now and in the future. The literature suggests three dimensions of
research contribute to ensuring that what takes place in classrooms is excellent, namely:
•
•
•

Effective teaching
Building capacity and professional development
Supportive management systems

Dimension 1: Effective teaching
Numerous research studies indicate the most important factors affecting pupil outcomes occur in the classroom, emphasising the
importance of pedagogical techniques associated with a high impact on learning (Ko and Sammons, 2016; Husbands and Pearce, 20 12).
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Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• do teachers have good subject and pedagogical knowledge?
• are teachers using techniques in flexible and timely ways?
• do teachers know what good teaching looks like and how to improve teaching?
• do teachers demonstrate high expectations and positive relationships with
pupils?
• does additional support in the classroom, add value to the learning?
• are performance management systems supporting great teaching?
• is leadership supporting effective teaching?
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Dimension 2: Building capacity and professional development
Effective professional development is key to developing and sustaining highly effective classroom practice. Inspirational pra ctitioners are
curious about what works best and engage in evidence-based, collaborative learning to improve practice. Schools / settings that provide
regular opportunities for such professional development activity build capacity across the school / setting workforce (Cordingley et al, 2015;
McAleavy et al, 2016).
Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• is professional learning a feature of the school’s / setting’s day-to-day work?
• is professional development targeted at specific groups or individuals, including
teachers new to the profession?
• is the need for professional development, including the value of coaching,
understood at senior leadership level?
• is professional development focused equally on subject knowledge and
pedagogy that improves the quality of teaching?
• are teachers learning and working together in meaningful ways?
• does the school embrace innovation, evidence-based practice and engage in
developing its own knowledge about the profession?
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Dimension 3: Supportive management systems
Successful schools / settings are characterised by fit-for-purpose management systems and processes that are consistently applied by all
staff (Ofsted, 2009).
Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• are there clear, embedded and sustainable processes, including assessment
systems, to support teachers?
• does the school demonstrate a culture of rigorous self-evaluation?
• do leaders at all levels monitor, motivate and support teaching?
• are day-to-day systems and policies used to support great teaching?
• does the school / setting continually develop, improve and innovate in the
curriculum?
• does the curriculum inspire, motivate and provide opportunity for creative
learning?
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LOOKING OUTWARD: BUILDING COALITIONS FOR IMPROVEMENT
SUMMARY
This theme examines the outward-facing nature of the school / setting. At the heart of this theme is the importance of building
coalitions for improvement. When considering how to build effective coalitions for improvement , the evidence suggests a need to focus on
the school’s relationship with parents / carers and the community (EEF, 2016; Goodall and Montgomery, 2014); secondly, the school’s
commitment to, and the benefits gained from, working in partnership with other schools and organisations (Fullan and Munby, 2 016); and,
thirdly, school leaders’ roles in system leadership (Sandals and Bryant, 2014, Hill 2010 and Greany, 2015).
The theme dimensions are:
•
•
•

Parental and family engagement
Community engagement
Partnerships, collaboration and system leadership

Dimension 1: Parental and family engagement
There is evidence that parental and family engagement can have a positive impact on children’s learning and robust evidence e xplaining
how, and for whom, this works is being built by organisations such as the Education Endowment Foundation (2017).
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Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• does school leadership prioritise parental engagement and have processes or
systems for monitoring the success of their efforts to engage with parents and
families?
• do families have a positive relationship, and are active partners, with the school
/ setting in support of pupils’ learning?
• are there meaningful opportunities for parents and families to engage in their
children’s learning?
• does the school gather and respond to feedback from parents and the
community, including understanding barriers that might impede parental
engagement?
• is the school involved in supporting and educating parents to support their
children’s learning?
• does the school / setting enable pupils to develop as members of a global
community?
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Dimension 2: Community engagement
A small but growing body of evidence suggests that many successful schools work actively with a range of community groups, empl oyers,
organisations, and other agencies. These relationships are most effective when they are mutually beneficial (Fullan and Munb y, 2016).
Potential enquiry questions are:

To what extent…

Not yet
0

Fully
5

• does the school leadership team prioritise and plan for community engagement
in support of improvement in learning?
• are there clear objectives and roles for senior leaders, teachers and other
organisations linked to community engagement in support of pupils’
engagement in learning?
• are there planned events to engage community organisations in meaningful
support to enrich pupils’ learning opportunities?
• is there effective two-way communication between the school and community
organisations in support of additional opportunities for pupils to learn beyond
the school day?
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Dimension 3: Partnerships, collaboration and system leadership
This theme is, in many ways, the very heart of SPP. In a self-improving system, partnership work between schools is a central component in
improving outcomes (Munby and Fullan, 2016).

Potential enquiry questions:

To what extent…

Not yet
0

Fully
5

• is there a clear understanding of the nature, purpose and boundaries of
partnerships and collaborations?
• is there clear vision for the partnership or collaboration that is focused on
school and system improvement?
• are outcomes monitored and evaluated in the spirit of creating a climate of
trust-based accountability and continuous improvement?
• is data shared and used to support improvement across the partnership or
collaboration?
• is the focus of the partnership or collaboration about capacity building at all
levels to support future improvements?
• do all staff have the opportunity to work with other schools / settings in the SPP
partnership and across wider partnerships on improvement issues?
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REVIEW PLAN TEMPLATE

Tick the theme or themes covered in the review.
Review date:

Review team:
Our Impact

Theme

Looking
Forward

What are the specific enquiry questions?

ICs:
Looking
Inward

Looking
Outward

What are the likely sources of evidence?

Dimension
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REVIEW FINDINGS TEMPLATE

Host school:
Our Impact

Review date:

Review team:

ICs:

Looking
Forward

Looking
Inward

Looking
Outward

What were our specific enquiry questions?

What evidence did we gather?

What we found…

What we celebrate and want to share…

What we recommend for further development and a possible enquiry focus for the improvement workshop…
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SUMMARY OF IMPROVEMENT WORKSHOP AND AGREED ACTIONS TEMPLATE
This template is designed to support the reviewed school to capture the agreed actions from the
improvement workshop and is intended to be a high-level summary document.
Date of workshop:
The workshop focused on…..
•
•
•
•
The key outcomes were…
•
•
•
•
When planning the specific actions following the review, it is important to consider that support
with the delivery of those actions could come from:
a. within the reviewed school itself
b. within the partnership
c. outside of the partnership

Action agreed

Timings and
deadlines
(be specific where
possible)

Who will deliver
this action?

Comments

APPENDIX 2: EXAMPLE COMPLETED TEMPLATES
EXAMPLE COMPLETED PEER REVIEW PLAN (PRIMARY)
Review date:

Review team:

Our Impact

√

Looking
Forward

ICs:

Looking
Inward

√

Looking
Outward

Theme
Dimension

What are the specific enquiry questions?

What are the likely sources of evidence?

Breadth of
pedagogical
skill

To what extent…

Schools assessment information - check the progress of
more able pupils (boys and girls) in different subjects, year
groups and in different classes.

•

do our more able pupils engage in their learning in
mathematics?

Breadth of
pedagogical
skill

• are our more able pupils given opportunities to develop as
independent, curious and active learners?

Collecting
and using
information

• do our more able pupils make progress, particularly in
mathematics?

Effective
teaching

• does assessment practice support learning and provide
challenge for our more able pupils, particularly in
mathematics?

Pupil discussions – talk to groups of pupils (identified as
those who are likely more able in mathematics), asking them
about their level of interest in the work, what helps them to
learn best and what frustrates them.
Work scrutiny – work with subject leader for mathematics in
both KS1 and KS2, review and compare how work for more
able pupils is differentiated, deepened and extended. Book /
folder sample to include pupils who formed part of the
discussion groups and comparative example for ‘average
attaining’ pupils.
Classroom observations of teaching, learning and
behaviour – following the experience of the groups of pupils
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used above, asking them to explain what they are doing, what
they are learning and what they think about the work.
Classroom observations of teaching, learning and
behaviour – reviewing how adults intervene to challenge,
deepen or extend learning. Noting examples of the recently
developed approaches to teaching of mathematics through
maths mastery.
Discussions with teachers – content will relate to themes
emerging from other evidence gathered but will also include
reflection on their implementation of the new approaches to
teaching mathematics. What do they feel confident with, what
is more challenging and how might they be further supported?
Discussions with leaders – discussions about recent
professional development and support for staff in
implementing different approaches to teaching mathematics.
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EXAMPLE COMPLETED PEER REVIEW PLAN (SECONDARY)

Review date: 1st May 2018

Our Impact

Theme

✔

Review team: Four secondary HTs from the
partnership

ICs: SS and GC

Looking
Forward

✔

What are the specific enquiry questions?

Looking
Inward

Looking
Outward

What are the likely sources of evidence?

Dimension
Student focus group – Group interview with six students (SEND
K) from each of years 7, 8 and 9.
Collecting
and using
information

To what extent are the needs of pupils identified as SEND K
consistently met across the curriculum in KS3?

Review of planning for SEND K pupils across six subject areas
(Maths, English, Science, History, MFL and ICT).
‘Drop in’ to lessons in the above subjects.

Effective
Teachin

To what extent is the additional support provided for SEND K
pupils integrated with other learning in KS3?

Staff focus group to include the HODs for the above subjects plus
the SENDCo.

P a g e | 31

EXAMPLE COMPLETED PEER REVIEW FINDINGS (PRIMARY)
Focus for enquiry: How well are we ensuring that the most able pupils achieve their potential?
This example uses parts of two themes: Our Impact and Looking Inward.
Host school:
Our Impact

√

Review date:

Review team:

Looking
Forward

Looking
Inward

ICs:
√

Looking
Outward

What were our specific enquiry questions?
To what extent…
• do teachers demonstrate high expectations of more able pupils, particularly in mathematics?
• does teaching of mathematics reflect what is known about high quality learning experiences, for example using maths mastery and
flipped learning?
• do teachers feel confident and sufficiently well prepared to challenge more able pupils?
• does the mathematics curriculum inspire, motivate and provide opportunity for creative learning, particularly for more able pupils?

What evidence did we gather? We looked at the following sources…
• School assessment tracking data
• Scheme of work and plans for teaching mathematics
• Mathematics workbooks and folders
• Observation of mathematics lessons in EY and Y1 to 6
• Pupil discussions with groups identified as more able in mathematics
• Two teacher discussions groups EY / KS1 and KS2 (Lower) KS2 (Upper)
• Individual discussions with the two leaders with a responsibility for mathematics and the SENCO who has a responsibility for gifted
and talented pupils
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What we found…
Evidence from data - The data indicated that, as the school had already identified, the progress made by more able pupils is more
significant in reading and writing than in mathematics. On further analysis this was slightly more marked in KS2 than EY or KS1 (that is,
more able pupils make even less progress in mathematics in KS2). There appears to be no significant gender difference.
Evidence from pupils – Pupils involved in the discussion groups from across the school reported that they often found the work in
mathematics ‘quite easy.’ Some reported that if they finish their work they have the opportunity to do extension tasks, which are ‘much more
fun’ and can be challenging. Others pupils said that they often spend time on the computer doing mathematics puzzles if they finish their
tasks. Some pupils describe having to develop extensions tasks for each other, which they liked doing and found challenging. All pupils we
spoke to talked with confidence and enthusiasm about their learning.
Evidence from work scrutiny – There is good consistency of approach to recording in mathematics across the school in both workbooks
and folders. Pupils are encouraged to describe their approaches to their work and some teachers are recording very helpful challenges and
next steps. This is not yet consistent in all classes.
Evidence from classroom observations – In some classes, more able pupils had less interaction with the teacher than other groups,
particularly where there was limited or no additional support in the class. In a small proportion of lessons observed, the teaching assistant
worked with the more able group. Displays about mathematics are helpful and consistent across the school. There was some consistency of
approach to extending and deepening learning in mathematics in KS1; approaches were more diverse in KS2. The colour coded puzzles
and problem boxes used in both Year 2 classes provided pupils with opportunities to pursue mathematical problems that interest them and
make independent choices. In Year 5, the strategy of allowing pupils to choose a task from a range of levels of difficulty worked well (pupils
also reported positively about this approach), with more able pupils making good choices and avoiding tasks that they would finish easily.
Evidence from teachers – Teachers across the school reported that they felt more confident in identifying the provision for more able
pupils in reading and writing than in mathematics. This was more strongly articulated by teachers in KS2. All teachers felt they had not had
sufficient time or opportunity to develop recently implemented teaching strategies or materials in mathematics. Some teachers had sourced
materials online but this was not systematically used across all year groups or in parallel classes. The Year 2 teachers had worked together
to develop extension resources and reported that they found this very helpful. All teachers report that the existing mathematics teaching
resources provided by the subject leaders are extensive and very helpful, though they find it very time consuming to locate appropriate
extension and challenge activities for each theme. Teachers also report that some of the teaching support staff are more hesitant and lack
confidence when supporting and challenging groups in mathematics.
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Evidence from leaders – Subject leaders for mathematics have supported teachers in their planning and in providing resources to support
lessons. They felt that they could provide further effective support if they were able to work alongside teachers in the delivery of lessons,
rather than just in planning. The curriculum plans and links to resources provided by the subject leaders for each year group are clearly laid
out and well used by teachers. They recognised that they could add more links and examples of extensions and stretch activities. There are
also plans for raising the profile of mathematics in the school. The SENCO (who is new to post) has developed a clear overview of the more
able pupils in each year group and plans to track their progress more closely in the new term.

What we celebrate and want to share…
• Pupils were articulate and confident in talking about their learning and the progress they are making.
• Teachers readily reflected on their teaching and were quick to identify several positive steps that they could take to develop
mathematics teaching further.
• Mathematics is particularly well integrated into other areas of the curriculum in EY and KS1.
• There was good consistency of language used in the teaching of mathematics.
• The planning guides for teaching of mathematics in each year group were very helpful to teachers.

What we recommend for further development and a possible enquiry focus for the improvement workshop…
For the follow-up improvement workshop, we would suggest that the school explores the evidence as a whole but also reflects on the
following themes:
• sharing the elements of good practice already in place to stretch more able pupils
• how the profile of high achievement in mathematics can be raised across the school (in the same way that this has been successfully
achieved for writing across the school)
• levels of confidence in teaching mathematics for adults in the school
• a more consistent approach to extension and stretch activities across all year groups
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REVIEW FINDINGS TEMPLATE – Secondary Example

Host school: ANOther Secondary School

Our Impact

✔

Review date: 1st May 2018

Review team: Four secondary
HTS

Looking
Forward

Looking
Inward

✔

ICs: SS and GC

Looking
Outward

What were our specific enquiry questions?
To what extent are the needs of students identified as SEND K consistently met across the curriculum in KS3?
To what extent is the additional support provided for SEND K students integrated with other learning in KS3?
What evidence did we gather?
Student focus group – we met with six students (SEND K) from each of years 7, 8 and 9. The focus of the conversation was on how well they felt they
were supported in their learning in classes, for any additional intervention and support they receive and what ideas they had to further improve this.
Review of planning for SEND K students – We looked at planning across six subject areas (Maths, English, Science, History, MFL and ICT) in KS3,
with a specific emphasis on how the needs of students with SEND K were being met.
We conducted ‘Drop ins’ to lessons in the above subjects. The team visited 9 lessons in year 7, 8 lessons in year 8 and 6 lessons in year 9. As part of
this process we spoke with students, teachers and, where available, any additional support staff.
We met with the HODs for the six subject areas identified plus the SENDCo.
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What we found…
The feedback from the students suggested that all subject areas were making efforts to provide them with additional support so that they could access
the curriculum. They felt this was most helpful in English and History, citing helpful writing frames and prompts and quick reference flash cards and
question response structures that have been provided specifically for them. Over three-quarters of the students said they thought it was helpful for
them to work in groups with other students who were able to support them. Over half of students we talked to said that they were not always confident
to ask for additional help in class when they were finding something difficult. Several cited that they did not want to disturb the teacher if they were
doing marking. A similar number who had received additional support beyond their usual timetable, said that whilst this was helpful and they could work
at their pace, they did not always cover material that was linked to what the rest of the class were doing and therefore they found the classwork more
difficult. The students were unanimous in saying that the best support came when they were able to talk over what they were finding difficult directly
with the teacher.
During the drop ins to lessons we saw evidence of some of the structures in place for support (as mentioned by the students), however they were not
always widely and consistently used across the curriculum. This was also reflected in the planning - whilst all plans referred to support for SEND K
students (and indeed any students currently struggling) the level of detail as to what this would involve and the resources available to support varied.
There were some excellent, well-established and helpful resources available, both in lessons and on the school intranet, in History and English and in
some aspects of Science, but less materials available for other subjects.
The conversation with the Heads of Departments was really helpful and without exception they were positive about how their department might further
improve support for these students. This conversation sparked some interesting and animated debate about how they could learn from and further
develop the approaches taken in the different subject areas. The HODs felt that the ways in which additional support for SEND K students is currently
organised could be looked at to ensure that it is flexible and timely. The SENDCo contributed very positively during the meeting with staff. They
recognised that there are very limited resources for additional support staff but were keen to establish a more consistent approach to practical support
during and beyond lessons and link this to existing provision.
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What we celebrate and want to share…
There are some excellent approaches and resources already being used to support students who are finding access to the curriculum more
challenging.
The students were very self-aware and committed to improving their learning.
The learning environment was stimulating and organised.
What we recommend for further development and a possible enquiry focus for the improvement workshop…
Explore how the support for SEND K students within lessons can be further developed, drawing on both existing approaches in the school and
evidence-based research.
Review how additional support is currently used and how this could be more flexible.
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APPENDIX 3: GUIDANCE FOR IMPROVEMENT
CHAMPIONS
ROLE OF IMPROVEMENT CHAMPIONS
Improvement champions are integral to the SPP model, and the power and potential of the
Schools Partnership Programme model lies in the ability of local partnerships to identify and
deploy excellent and inspirational practitioners who can take a lead in helping the partnership to
move forward. These practitioners – improvement champions – are involved in school
improvement work and want to develop their skills to become experts in facilitating improvement
workshops and learn more about evidence-based improvement strategies and research. They are
also key players in a partnership’s succession and capacity-building strategies.
The improvement champion (IC) role can provide opportunities for talented senior and middle
leaders to take on wider responsibilities. The role builds on existing roles within the system – it
does not replicate or replace them (for example, specialist leaders of education). Although
holders of such roles can also be ICs, it is not a requirement.
Local brokerage arrangements for school-to-school support will be set by the local partnerships.
This will be critical following a peer review, when a rapid response is required for a school that
needs urgent improvement to halt any decline. ICs can be a crucial resource in these contexts
and will be able to identify appropriate and available school improvement support.
It is important that schools within the partnership are clear about how they are going to recruit and
deploy ICs. The partnership should also be clear about how it is going to enable ICs to take up
their role. Where a number of ICs are appointed, partnerships have created a team of ICs.
Responsibilities have then been negotiated to allow ICs some autonomy to plan and work
together to deliver their responsibilities. For example, with a team of three ICs, all play a role in
facilitating post-peer review workshops, sometimes working in pairs: whilst one person leads on
tracking partnership progress and another on understanding the partnership’s strengths, the third
takes responsibility for brokering school improvement expertise.

1.1

Key responsibilities

Improvement champions are accountable to the partnership. Building on experience, Education
Development Trust suggests that all ICs should be responsible for the core responsibilities listed
below.
An improvement champion is a colleague who has experience in school improvement and
is able to:
•

lead aspects of the partnership’s school improvement work, including facilitating post-peer
review improvement workshops

•

through facilitating this workshop, help schools to identify and facilitate evidence-based
approaches that will bring about rapid and sustained school improvement

•

help the partnership to track its peer review and impact evidence base to enable it to hold
itself to account

•

link with other ICs in the partnership and beyond to draw on expertise and experience in
evidence informed school improvement
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1.2 Additional responsibilities:
As peer review is embedded across the partnership and ICs gain experience, additional
responsibilities can emerge / evolve from the work. These include the following:
• Understanding where the partnership’s strengths are and which resources are available if
a partnership school is requiring support.
• Working with colleagues on specific school improvement priorities in a way that will bring
about rapid and sustained improvement.
• Supporting the partnership to identify and initiate specific school-based research projects
in line with partnership priorities.
• Supporting the development of leaders and teachers in the skills of facilitating workshops.
Core training
The initial training provided by Education Development Trust will start with one day of face-to-face
training, with a second day at least six months later (when ICs have had experience of facilitating
at least one workshop). Day 1 will be offered alongside the peer review training, in a combination
of joint and separate sessions. The training will cover a range of topics and will include workbased tasks (relating to the partnership’s own agenda).
Purpose of initial training:
• to enable individuals to understand SPP and the peer review process
• to enable individuals to understand how the role of IC fits into SPP, particularly in relation
to facilitating post-peer review workshops
• to further develop skills and knowledge required to be a highly effective IC
• to establish network links for ICs across the whole programme
Topics covered during core training day 1:
• SPP and the peer review process
• the role of the IC and its potential within SPP
• organising and facilitating the post-peer review workshops, including use of high leverage
questions
• analysis and decision making tools
Topics covered during core training day 2:
•

organising and facilitating post-peer review workshops – sharing experiences, learning
from others, tracking improvements and reflecting on how to develop further facilitation
skills

•

wicked issues: analysis and decision making tools

•

providing and receiving feedback and managing challenging conversations

•

follow-up to workshops – accessing networks of support and school improvement
strategies

•

additional IC responsibilities, including school / evidence-based research within SPP
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Improvement champions: skills and experience
We know from experience that ICs can find the role challenging and as they will be working with
headteachers from across the partnership, professional expertise and credibility is essential.
When partnerships are selecting ICs they may find the following helpful:
Teaching capability: Is there sufficient evidence to demonstrate that the potential IC:
•

is a high performing teacher?

•

has sufficient teaching experience to undertake the role?

•

applies teaching expertise across the curriculum (that is, support colleagues beyond own
subject specialism)?

Leadership expertise: Is there sufficient evidence to demonstrate that the potential IC:
•

has highly effective leadership skills as demonstrated through team leadership or whole
school leadership?

•

has credibility with other headteachers?

•

is able to challenge colleagues effectively, including headteachers and other senior staff?

Developing others: Is there sufficient evidence to demonstrate that the potential IC
•

is able to facilitate adult learning and deliver training sessions?

•

can support the development of colleagues from across the curriculum and hold others to
account?

•

can establish effective professional relationships with a wide range of colleagues,
including partnership headteachers, in order to achieve outcomes?

Professional knowledge: Is there sufficient evidence to demonstrate that the potential IC
•

has a strong understanding of effective school improvement strategies?

•

demonstrates a ‘thirst’ for new knowledge to incorporate into his / her professional
repertoire?

Professional attributes: Partnerships will want their ICs to be driven by moral purpose and work
in a way that reflects the values of the partnership, and we suggest ICs should display the
following behaviours:
•

ambition with high expectations and a ‘can-do’ approach

•

resilience and good judgement

•

optimism, humility and consistency

•

self-awareness and collaborative working

•

political astuteness
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IMPROVEMENT WORKSHOP GUIDANCE
The purpose of the workshop
The purpose of the improvement workshop is to examine the findings from the review and explore
the key messages. It is also an opportunity to reflect on the peer review process from the
perspective of both the school and review team. The workshop should involve all those who have
engaged with the peer reviewers and / or have a stake in the improvement priority either because
they have expertise to offer or because it is a direct part of their role. One of the benefits of the
SPP peer review is that it can involve as many members of the school community as deemed
appropriate and the workshop is a place where this can happen. The workshops are designed to
be highly participatory and active, enabling all who take part to have a voice in the agreed
solutions and follow up actions.
Improvement workshops usually take place within two weeks of the review and can work in a
number of ways:
•

A small workshop with the head and involving a representative group of staff – aiming for
a cross section of views, lasting 1 to 2 hours

•

A focused workshop with, for example, a specific groups of staff, eg Middle Leaders or
phase leaders

•

A workshop with the whole staff, often during a staff meeting session, lasting 90 mins.

Decisions on what sort of workshop is appropriate will relate to the focus, issues raised and the
size of school.
As their role develops, improvement champions will have an overview of where the most effective
practice is across the partnership and how it can be shared, as well as the improvement issues
that the peer review has highlighted and how the partnership can address them.
Workshops work best when….
The partnerships have made an investment in the ICs and therefore it’s important that they have
the best opportunity to be successful in their role and make a difference to the partnership.
ICs who have taken up the role have emphasised the importance of the following:
Preparation:
•
•
•
•
•

workshop dates should be identified when the overall schedule of peer reviews is agreed.
as the recommended time is 1-1.5 hours, workshops can be scheduled into an afterschool meeting.
ICs should be briefed on the foci of the review and the context of the reviewed school.
ICs should be invited to the feedback session at the end of the review. Planning of the
workshop can then happen straight after with the host school, rather than an additional
meeting.
The staff attending the workshop should be briefed by the head on the outcomes of the
review, the purpose of the workshop and the role of the IC.
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During the workshop:
•
•
•

ICs are provided with a list of attendees of the workshop.
ICs work in pairs to run workshops to support one another.
Activities are planned, but the plan allows for flexibility depending on the needs of the
group / discussions.

After the workshop:
•
•

At the end of the workshop, or straight after, the follow-up action and timeline is agreed
between the reviewed school and IC(s).
ICs are invited to a future staff meeting where the reviewed school will present its work on
the action plan since the workshop.

Getting started on school-to-school support
School-to-school support will follow the review process and specific areas of need will have been
identified through the action plan. The partnership lead and/or improvement champion can play a
key role in brokering appropriate support by drawing together a task-oriented team from across
the partnership in order to meet the support needs of the school. The team should comprise
people with the necessary skills to provide high quality school-to-school support in order to meet
the needs of the school. As agreed at the improvement workshop, three levels of school-to-school
support may be required:
1. Within the reviewed school – with colleagues working together to support and coach
2. Across the partnership – with colleagues from another partnership school supporting a
colleague in the reviewed school
3. With colleagues from outside the partnership, to provide bespoke support – this could be
from the Education Development Trust central team.
In all cases, the following need to be agreed:
• terms of engagement (or contract)
• protocols for all staff involved in the support, including the expectation of high levels of
professionalism and integrity (partnerships may wish to develop a set of protocols to be
shared across their partnership)
• practical issues, such as who will be involved, how often and methods of delivery.
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SUGGESTED STRUCTURE FOR AN IMPROVEMENT WORKSHOP
The below is a suggested structure for a post-review workshop based on real workshop that has
taken place.
Part 1: Review feedback
Improvement champion(s) explore the findings from the review with the workshop attendees and
ask the following questions to prompt discussion:
What did the review tell us?
•

Key messages
o

•

What does the feedback tell us?

Our response
o
o

How much of this is a surprise to us?
What’s our view of these messages?

It is very important for ICs to know what the participants in the workshop will know of the review
outcomes before the workshop. It helps here if a turn taking protocol can be used to make sure
everyone has a voice. At this stage, you are aiming for a response but not for discussion and
debate.
Part 2: Exploring the findings
•

What aspects of the improvement priority do we want to explore in more details using a
facilitation tool?

This will require the IC(s) to frame the problem / issue very succinctly and then use an
appropriate tool to get to the root cause of the issue. It may be helpful to decide which tool to use
ahead of the session and pre-prepare the flip charts / resources.
Part 3: Recording and agreeing actions
Once the possible actions and ideas have been idenfiied, a different facilitation tool can be used
prioritise them (for example, diamond nine or prioritisation matrix).
How will we address the actions?
•

Within school – mentoring and coaching, teacher-to-teacher support, follow-up lesson
study or ‘learning walks’ through staff CPD

•

Within the partnership or between partnerships, for example

•

Teacher-to-teacher / leader-to-leader support

•

Joint Practice Development

•

Host a Teach Meet or Leader Meet on the issue

•

Agree a partnership-based piece of action research

•

Agree a partnership-based CPD event
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Reporting back and reviewing our experience
Before the end of the workshop, it will need to be agreed how the outcomes will be reported back
to the rest of the staff (if they are not attending the workshop) school governors and the wider
partnership, and how the IC(s) will follow up on actions with the host school.
What was our experience of the review?
•

How was the experience of peer review?

•

What did we do well?

•

What would we change next time?
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FACILITATION TOOLS BOOKLET
This booklet is available as a standalone document from the SPP website.
CONTENTS:
•

SWOT Analysis

•

Diamond nine

•

Group action planning

•

Dotocracy

•

Radiant thinking

•

RAG rating

•

Problem Solving Team Buildling (PSTB)

•

Brainstorming

•

Fishbone

•

Five whys

•

Prioritisation matrix
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