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It's a very difficult job to know what the school the future should look like, but if it isn’t eve
right for the present it probably won't work foretffiuture eithe(Head teacher, spring 2008)

As Ryan C. got on his bike for his morning commiuatéhe headquarters of the Manchester City
Council (MCC) Capital Programme, he mulled overtihie options he planned to table that day.
Ryan had been appointed a programme manager favimehester Building Schools for the
Future (BSF) programme in mid 2006. For the lagivey months, he had managed four of the 17
school projects which formed the £200m wave 1 efgfogramme. Recently, the BSF board had
called a meeting to discuss the governance striébuthe next wave 4 school projects.

A salient feature of the governance of the Man&eBSF wave 1 was the active participation of
the head teachers and heads of faculties (e.glisenmath, science, arts, ICT) in the design and
development process of the new schools. This had be to the extent that each wave 1 project
could not progress from design into the constructitage until the school design steering group
(in which the head teacher sat) signed off thegedrawings and specs. But the process had
been difficult for programme managers due to themint interests between the BSF board and
some senior teachers. The BSF board, compriseeh@drsmembers of the Local Authority (LA),
championed a design brief aligned with the govemtnpmlicy for education. But some head
teachers and heads of faculty were wary of suppprithnovative designs. They deemed the
innovations could fail to work in the particulartugtions they faced in their schools. To
complicate the negotiation process, the programiareaigers operated under a fixed budget and a
challenging timescale set by the funding schemey 8lippage in the programme could add
thousands of pounds per month to costs due toihflgtion in construction prices. This, in turn,
would mean that either the new schools would havstirink’ relative to the original plans, or
other design features would have to be sacrifiodceep the overall programme within budget.

The Manchester BSF programme was a subset of the Mayear, £45bn programme the
Government initiated in 2004 to rebuild or rene®w(®, secondary schools in England as part of
its educational reform agenda. The BSF programmgonveas “beyond bricks and mortar”. A
successful bid submitted by the LA to the Departinfien Education and Skills (DfES¥ecured
£450m to rebuild or renew 33 schools. The ethothefbid was to “develop the capacity to
deliver a 21st century learning experience and igeohildren with a greater opportunity to
foster talent and succeed outside education.” Mesteln had been one of the very first LAs to
bid successfully for BSF funding. The bid was appbin 2005 and the anticipated completion
date for the programme was 2012. This programmeswagegically important for Manchester as

! DfES later changed the name to Department ford®il, Schools and Families (DCSF)
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some of its secondary schools experienced educatiaimment levels at the bottom nationally,
with over 50% of pupils leaving school without a®hing a qualification.

Ryan was aware of a perception at BSF board ldatl Some wave 1 schools were “new old
schools” in the sense the designs were less tnanafive and inspirational than they had aimed
for. Of course there were transformative aspecthenschool designs, but a fully transformation
type of school hadn’t been achieved yet. This edHweader critiques to the BSF programme
made recently by the Commission for Architecturel @ne Built Environment (CABE), the
influential government’s advisor on architecturehan design and public space. Cognizant of
this, the BSF board tasked Ryan to table alteraagievernance structures for wave 4 within
which the design of the earlier projects was planteestart in January 2008. In Ryan’s mind,
MCC could limit the participation of senior teackén the design. This would assume that the
LA was the ‘landlord’ and teachers were ‘tenangsid accordingly they should have a limited
share of voice in design. This approach was not i@wwsley, another LA involved in wave 1,
had excluded reportedly the teachers from the dedégision-making process of their £150m
BSF programme to replace 10 schools with seven2iientury Learning Centres. Of course
the LA involved teachers in the design and tookrtheto best practice visitas part of the
consultation process on how the new schools sHookllike. That was a statutory requirement.
But after the consultation, the LA decided thathehearning Centre would consist of a set of
flexible and adaptable spaces rather than a setlnidual classrooms. The design of the Centres
also incorporated innovative features such as-@dficient learning pods’, ‘learning streets’,
and ‘democratised spaces’. Knowsley teachers wioaNe to reapply to positions in the Centres.

Alternatively, the LA could keep the governanceustre that it had used in wave 1. Surely,
managing the school co-design and co-developmeaeps was hard work. Some results were
disappointing from a LA’s perspective and had dieer too much from the original design brief.
But if teacher participation in design encouradezht to develop a sense of ownership and pride
in the schools, as the BSF programme guidelinegesigd, these negotiations were perhaps part
and parcel of delivering the best schools for thtere. They also made the process democratic.
And admittedly, had teachers not participated isigite some innovative features of the wave 1
schools may had been lost since they built upoohera’ know-how of running inner city
schools. For example, school management teamsrbadied valuable guidance in the design of
pastoral care spaces (e.g., anti-bullying toilettesered courtyards) and of school facilities that
would meet the needs of their own communities. Ws process then just a question of ‘no
pain, no gain?’ Ryan was mindful that one wave @jgot had slipped into wave 4 due to
disagreements between the BSF board and the haeldete What if the board asked Ryan’s
opinion? Which project governance structure diddo&on more appropriate?

2 Trips to award winning projects including St Franchssisi Academy, Kensington; Montessori School,
Amsterdam; and Kellerup, Copenhagen. Hellerup, eiwample, had a wide staircase that doubled as taten
assembly hall and a lecture theatre where childsenl the stairs as seats; and it also lacked fglacound the site
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THE BSF PROGRAMME

When the UK Labour government came to power in 18%hnounced education was one of its
main policy priorities. In his first Budget Statemieon 2 July 1997, Gordon Brown, the
Chancellor of the Exchequer, said “Economic suctasmrrow will depend on investing in our
schools today. But at the present rate of progressyy of our children will be educated for the
21% century in classrooms built in the™ & After launching a multi-billion capital programrire
2001 for repairs and modernization of existing stfothe Government shifted thinking in
October 2002. DfES noted that only 14% of the st$hao England operated from buildings
constructed after 1976, and that school buildingit between the 1950s and the 1970s had a
design life of around 30 to 35 years. This meaat thost of the school stock was already into its
replacement period, and was becoming increasingpermsive to maintain and operate and
unsuitable for modern school use(Exhibit 1). Rather than just repairing and replacing
inadequate buildings, said David Miliband then Mier of State for School Standards, the
redevelopment of schools would be put forward aseans of improving educational standards.
In February 2003, DfES published the consultatiooutnent on the BSF programme.

The launch document for BFS, published in Febr2@@4, confirmed the Government’s £45bn
commitment to refurbish or rebuild every secondsuiyool in England in a series of 15 “waves”
from 2004 until 2016. Waves were identified in #hseear blocks corresponding to the three year
government spending round commitments. The govemhralso wanted LAsS to increase the
number of Academiesall-ability schools established and managed bypeddent sponsors and
funded by the Government at a level comparabldherachools. Sponsors included educational
foundations, universities, philanthropists, bussess private school trusts, and faith
communities. DCSF reaffirmed the intention to use BSF as a méatransform education:

At the heart of BSF is a desire not only to rebaitdi renew individual secondary schools, but also
to help LAs to reform and redesign the pattern adfioation, for example working with local
Learning and Skills Councils to best serve eachroonity for decades. It is an opportunity to think
differently about all aspects of the process oktigying and delivering new schofls

The Government plan was for the first school toropemid 2006, with 100 schools opened by
the end of 2007, and 200 by the end of 2008. Ryiarould be given to the areas with greatest
educational and social neefixhibit 2). The prioritization formula ordered the projeblg the
weighted average of the percentage of pupils noieaimg 5A*-C, including English and Maths
in the GSCEs (attainment indicator) and by an iaticbased on the percentages of pupils from
families entitled to receiving tax credits and #lig to receiving free meals (deprivation
indicator). Funding earmarked for BSF was £2.2dpillin 2005-2006, £2.2 billion in 2006-07,
and £2.3 billion in 2007-08. Thereafter, DfES expdcthat the total investment would increase
(in cash terms) to £8 billion in 2010/11, althowdlocations for 2008/09 and 2009/10 were yet to

8 9HC Deb, 2 July 1997, col 316.
* DfES (2005)Departmental Investment StratedfES.
® DfES (2005)400 Academies Prospectus for Sponsors and Lochb#ities DFES
® DfES (2004)Building schools for the future: A new approacttépital investmentDfES
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be agreed. The funding allocated to each projestirasd up to 50 per cent of the gross floor area
of a LA's school estate to be new build, 35 pett cemjor refurbishment, and 15 per cent minor
refurbishment. While projects for Voluntary Aide®A) schools normally required a 10%
contribution from the school governors, the DfE&ded the VA school governors’ contribution
for the BSF programme. Additional allowances exid@ regional variations in building costs
and inflation to the projected start of constructiate. Furniture and equipment were funded
separately on a per pupil basis, adjusted accotditige 50:35:15 split. Funding for ICT was also
allocated on a per pupil basis, and covered equipmservice establishment, change
management, and infrastructure costs. The flooa aeguired for classrooms, staff rooms,
storage, circulation, toilettes, and plant was wlaked using the non-statutory area guidelines for
secondary schools set out in BB9Bupil numbers were used in the calculation basetiOsyear
projections Exhibit 3). The calculation for SEN schools was similar, bséd the guidance in
the revised BB77 to reflect the requirements fdfedént types of special neeti§he funding
formulae included a standard allowance for “abndsmaems commonly found in building
projects which push up costs beyond those of $ttfaigvard construction.”

To bid for funding, LAs had to prove they were rgad deliver a programme. This involved a
significant investment in skilled resources for L.Asich needed to put together:

* Education Vision (EV) setting out strategic plans the future of education in the area.
LAs needed to develop the EV in collaboration wite secondary schools, particularly at
head teacher level, and with other key stakeholtteovide a coherent, shared picture
showing how attainment would be raised. The EV edetb demonstrate a joined-up
approach to service provision over a long periad tas educationally transformational.

» Strategic Business Case (SBC) setting out how #enould use BSF to achieve its
education aims. The SBC should complement the EM Wwigh-level plans to achieve
changes in the school organization, individual stkesions, buildings, and ICT.

e Outline Business Case (OBC) with plans setting loav the EV and SBC would be
implemented and the likely costIhe timetable needed to build in the statutoryetiior
consultation. LAs were expected to set up a higiellBSF Board, a Project Team to deal
with the detailed issues, and a consultative Stalkieh group. Schools were expected to
be involved in these structures, directly or thtoagepresentative.

Once the LA had resolved competition and identigeg@referred bidder, it needed to create a
Local Education Partnership (LEP) to run the progree.LAs were also expected to set up a

" Building Bulletin 98 (2004)Framework for Secondary School ProjediCSF. This document built upon a DCSF
publication of Exemplar Designs for Schopland superseded BB82, a previous publication fag86. It
increased the recommended gross areas for secosdanypls to an average of 18% above the maximum in
1996. It considered additional requirements to avnodate disabled and SEN pupils, and communityouse
of school hours. And it included a further ‘flo&d’ ‘accommodate the individual priorities of eachaol.

8 Building Bulletin 77 (2004)Designing for Pupils with Special Educational Needsl Disabilities in Schoals
DCSF. This document contained information on adbéitg, inclusion and designing for pupils with egal
education needs (SEN) in mainstream and speciabsch

° From wave 4 onwards, SBC and OBC were combineshésingle document, the Strategy for Change (SfC)
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Strategic Partnering Board (SPB) to govern the laBB provide a forum for other stakeholders to
express their views on the school proposals beiegeldped. The LA, through the Strategic
Partnering Agreement, would ensure that the LER @edj properly with the SPB and considered its
views. The SPB should meet frequently throughoaitytbar to keep stakeholders engaged on strategic
planning. For LAs, BSF represented a unique opportunitynprove the existing secondary
schools. It also offered the opportunity to investnore ICT to transform educational delivery.

The DIES expected LAs to use a public-private masghip (PPP) model between the LEP, the
national delivery body Partnerships for SchoolsSjPand a private sector partner (PSP) unless
they could demonstrate better value for money amaige effective method of delivering the new
schools Exhibit 4). PfS was the non-departmental agency owned by DiESointly funded by
DfES and Partnerships UK (PUR)chargedto manage the delivery of the whole national BSF
programme. PfS was established in April 2004. tdoempassed a number of education and design
specialists who were available to work with LAs develop “education visions to create
innovative and exciting learning environments fahaols”. Among other activities, PfS
organized an annual conference that brought togetbkegates from the public and private
sector. PfS also posted regularly on its websitdifigs of lessons learned research, and design
guidance, e.g., a standard on toilet design to edrbhbllying in schools was posted in April
2007. In addition, the Government had set up 48, lbcal government project delivery
specialist, to work in partnership with LAs to sexdunding and accelerate the development,
procurement, and implementation of PFI schemescantplex projects in general. In September
2005, 4PS published the repB$F-— A guide for school governors and head teacher

EDUCATION POLICY FRAMEWORK

At the core of the Government policy for educatieere the Children Act 2004 that provided the
legislative framework to set out a reform of thddilen’s services, and tHevery Child Matters:
Next Stepseport, published on the same day as the ChildtnThe Children Act was passed
following consultation on th&reen Paper Every Child Matteis the autumn 2003. The green
paper had been published alongside the formal nsgpto the Report of the Victoria Climbié
Inquiry by Lord Laming. A public inquiry had beeptsup following Victoria Climbié's tragic
death on 25 February 2000 and the subsequent moodeiction of her carers. This report set
out recommendations to address the root causdwedbilure to prevent Victoria’'s death, which
led to the five core goals divery Child Matters being healthy; staying safe; enjoying and
achieving; making a positive contribution; and aeimg economic well being.

The Children Act 2004 placed LAs and schools ursti@tutory duties to ensure that all children
were fully included, healthy and safe; to encourelggdren to achieve their full potential and
make a positive contribution; and to provide thenidations for their economic well being. LAs
were also under duty to take a personalized apprtmapupils’ learning to help them achieve the

19 PUK was a public agency established by the Govemnto accelerate the development, procurement and
implementation of PPPs. It worked with and for plublic sector. It was 49% owned by the Treasury.
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highest possible standards and to identify and vemwmarriers for those children and young
people who could be at risk of exclusion, margstion and underachievement. These statutory
requirements were coming into effect between 200% 2008. The Act required each LA to
appoint a Director of Children’s Services and tsigeate a Lead Member for Children’s
Services with responsibility for all relevant fuiaets, including the arrangements to secure co-
operation and establish Local Safeguarding Chil@eards. Schools were expected to work in
partnership with other organizations across theapei voluntary and community sectors to
provide extended activities and support for chiddesnd parents, including access to specialist
services on school sites. Specifically, LAs shaiténd to the following policy developments:

e 14-19 education reform

The roots of the 14-19 reform dated back to therhieg and Skills Act 2000 which had
provided an entitlement to further education aminhtng for young people aged 16 - 19. This
requested schools and colleges to offer high quptibvision that would meet the diverse needs
of all young people, their communities and empleyéss a result, schools started to complement
the traditional academic route by offering youngpde a more practical route of learning based
upon vocational GCSEs and apprenticeships. The9lddiication reform aimed to consolidate
further the practical route of learning. It undermed on a number of documents including the
2004 Final Report of the Working Group on 14-190Raf(Tomlinson Reportand thel4-19
Education and Skills White Paper (2005ubsequentlythe 14-19 Education and Skills
Implementation Planpublished in December 2005, set out the Goverhrpkm to transform
opportunities for young people through changes toriculum, qualifications, and the
organization of education and training. The aim wWes “every young person will be able to
pursue a course of study that prepares them faressdn life.” Central to implement the 14-19
reform was the creation of a new national curriound a qualifications entitlement. The policy
aimed that young people from 14 would be able toosk between general qualifications (a
‘General Diploma’ including English, Math and IC®rfthose achieving 5 good GCSESs) and a
new, employer-designed specialist Diploma in 14ational areas.

Jointly with the local Learning and Skills CouncilAs were expected to establish a 14-19
Partnership which would be responsible for ensurthgre was sufficient provision of
opportunities for 14-19 education in the local ardde Government policy also paved the way
for introducing additional roles for high performgispecialist schools (HPSS). In theve Year
Strategy for Children and Learnepmblished in July 2004, the Government set thesdlmat: 1)

all secondary schools that wanted to be specistisbols would have to meet the criteria by
2008; and 2) around 40 per cent of 14- to 16-yéds-would be doing one or more vocational
qualification through the new Diplomas by 2013. T2@06 Education and Inspections Bill
subsequently put schools under a statutory dupydeide the vocational specialisms.
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* The Government ‘e-Strategy’

In March 2005, DfES publisheldarnessing Technology: Transforming learning anddekn's
services At the core of the ‘e-Strategy’ was the beliefthe power of embedding ICT in the
curriculum as a means to achieve high quality temchnd enrich the learning experience. DfES
believed ICT could encourage pupils to collaboraidn one another and take responsibility for
their own learning; ICT could help nurture indivadualent, independence and a strong sense of
self-worth and confidence; ICT could inspire pupits use their imagination and to spark
creativity; and ICT could create contexts for cati thinking, decision making and problem
solving that would help pupils develop enquiry awnmunication skills. In summary, DfES
considered ICT a crucial element in the drive thieme ever higher standards and deliver
personalized learning to every child. LAs and sé¢hawere exhorted to invest in: 1) suites of
specialist classrooms that could embrace dramaespatigital technology and paper-based
learning; 2) sports facilities that could incorperaideo and audio links to transmit performance,
and where teachers and pupils could analyze inag@afidccomplishment and together build tailor-
made programmes for further development; and &)yactive whiteboards in every classroom to
enable teachers to plan ‘innovative and excitiegsbns on their laptop and upload them to the
whiteboard. DfES guidance also suggested that $etsbmuld invest in individual hi-tech ‘i-
desks’, which incorporated a flat screen computeyboard, mouse and headset so ‘pupils could
learn at their own pace, with a range of stimullesks could be arranged so that the teacher
‘could see all pupils’ screens in a cleasd view them all simultaneously on their
laptop—enabling teachers to keep track of every pupilsgpess and offer help whenever it's
needed’. DfES committed to allocate almost onekht@fthe BSF funding to ICT.

» Policy on Science, Technology, Engineering and BI&BTEM)

The Government believed that world-class scientisid engineers were important for a vibrant
economy and to help the UK compete in a global etarkhe Government'$en Year Science
and Innovation Framework 2004-20IMade investment in science a priority, and coethin
measures to improve the uptake of science subjectt-16, improve science attainment
(particularly in GCSES), and the quality of scieteaching The motivation was a skills supply
shortage growing at elite and technical levelsduby declining uptake post-16 especially in thesjdal
sciences and mathematics, with accompanying shesrtafgspecialist science teachesgmilar problems
were facing other developed nations including ti#®@AlANd Japan. The Government aimed to
increase the numbers of pupils taking A levels liysics, chemistry and mathematics; and to
improve the number of pupils achieving A*-B and &*grades in two science GCSEs. The
House of Commons Science and Technology Commi&@e1(02) noted that the problem was
complicated to resolve, whilst highlighting somedsés suggesting thain overly prescriptive
National Curriculum with an over riding concern ftacts rather than cultural relevance seemed to
contribute to put off pupils from the science aregse follow-up public debate on whether the sagenc
curriculum should shift from the traditional knowtge-focused empirical approach towards scientific
literacy to help to raise standards and stimulafgilp to progress into science post-16 was, however
inconclusive. Two antagonist views persisted: Whidene deemed appropriate a more relevant approach
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to science learning, others believed that the retached empirical approach to be more appropFkate.
example, David Perks, Head of Physics, Gravenep@chondon, argued iWhat is Science fot*

Evacuating the content of KS 3 science to makeesfimcwhat amounts to scientific citizenship
studies is just prostituting the science curricultmthe concerns of politicians and the media.

Notwithstanding the controversy, the Governmeniebell that the science curriculum needed to change,
and in February 2007, the Qualifications and Cutdm Authority’'s Science Curriculum Team
announced a new Key Stage 3 curriculum for Sci¢imaewould fit science into ‘the whole of schooban
beyond’. And in May 2007, the National Science Inirgg Centre organized the conference ‘Now Science
Works'’ that brought together key stakeholders iersze education in order to discuss the implicatioh

the reform. The new curriculum encouraged schoolsdt up science clubs and science weeks, to
incorporate contemporary science material in theiadum, and to seek support from the national
network of Science Learning Centres. It also exdtbdesigners in the BSF programme to put together
inspirational science classroom designs that wexdite children’s curiosity and engagement.

» Policy on Inclusion of Special Educational NeedsN$ Children

Policy for SEN children had a long tradition. In9I® the Government publicatidéxcellence for

all Children- Meeting Special Education Nees#s out a strategy to improve standards for pupils
with SEN. And in 1998, “SEN- A programme for Actiowas published, which in conjunction
with the 1999 Disability Rights Task Force repprom Exclusion to Inclusigrstrengthened the
rights of children with SEN to be educated in magem schools. The 2001 Special Educational
Needs and Disability Act, together with the DfESNSEode of Practice (2002) provided a
statutory framework stating that a child with SEhbsld have their needs met, normally in a
mainstream setting or early education setting, simould be offered full access to a broad,
balanced and relevant education, including a aultria appropriate for the foundation stage.
This guidance set out the principles of an inclesducation by which schools and LAs should
develop their cultures, policies and practiceswtdude SEN children. LAs had a statutory duty to
enhance education facilities for pupils with SENI da develop facilities appropriate for those
with more complex needs. These principles werefgstad with the publication oRemoving
Barriers to Achievement: the Government SEN styaitegrebruary 2004.

* Policy on Extended Schools
The origins of the Government Extended Schoolscpotiated back to the commitments to

deliver integrated services for young people arair ttamilies outlined inEvery Child Matters,
the Children Act 2004, and companion studies.subsequent Government repafguth Matters

11 perks, D. (2006)What is Science for?. Gilland (ed.) Institute of Ideas; for a reviem the debate see DEGE
(2007)Project Faraday. Literature SearcbDCSF.

12 Cumming et al. (2005Evaluation of the full Service Extended SchoolgdatoEnd of First Year ReporDfES;

Webb, R and Vulliamy, G. (2004jJeeting Need and Challenging Crime in Partnershighwdchools DfES; Wilkin

A et al. (2003)Towards Extended Schools: A Literature ReviefES.
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published in July 2005, set out a number of progaseasures ‘to enable young people to enjoy
and manage the opportunities and challenges tleg fan a fast paced world as they made the
transition to adulthood’. Simultaneously, the Gaweent published the prospectistended
schools: Access to opportunities and services floaad theHigher Standards: Better Schools
for All White Paper The emergent policy framed schools as hubs fomeonity services. It also
set out a core offer of extended services anditieB\that the Government wanted all children to
be able to access through schools by 2010. (The@ment also expected at least a third of the
secondary schools to make this offer available ®982. This offer included homework clubs,
study support, volunteering opportunities, commuratcess to schools, music tuition, ICT,
sports, dance and drama, arts and crafts, parestipgort, adult education, health and social
care. The Government alerted that over 2% famitieBngland were officially judged to be at
risk of social exclusion, suffering a combinatioh moverty, disengagement from society,
eventual anti-social behavior, and depression.dtdnl from these families lacked the social,
emotional, and entrepreneurial skills requirede@gadop relationships for learning and move into
employment. The extended schools policy aimed tp kehools which faced a culture of low
aspiration and ambition in the communities theweaer It also aimed to resolve the situation
where families at risk could receive services fngprto 8 arms of government. The policy gained
force after the Government passed the Educationl@smkctions Act 2006. The bill set out a
legislative framework for continued improvementeafucation focusing upon raising standards,
introducing diversity of provision, promoting achément, and securing greater access for those
in disadvantage. The Act also recasted the roleAsfas ‘Commissioners’ of school places. This
gave LAs a statutory responsibility to secure ditgrin the provision of schools and to increase
opportunities for parental choice. It also gave ld&zision-making powers in regards to school
organization and powers to intervene in failingesuh to drive up standards.

Subsequently, the Government’'s 2007 re@rildren’s Plan — Building Brighter Futurgdaced

the role of schools in the context of the wider dseef the child and family, ‘marking the
culmination of much policy and legislation over ghast 10 years’. The plan announced a “new
role for schools as the centre of their communitresre effective links between schools, the
National Health Service, and other children’s smsiso that together they can engage parents
and tackle all barriers to the learning, health bagpiness of every child”. Priority groups for
investment included those at risk of teenage pregnd\EET (Not in Education Employment or
Training), drug misuse, and youth offending.

* Policy on Personalized Learning

At the core of personalized learning was the qaastwhat is school for?” The seminal ideas
could be traced to ‘think-pieces’ produced by thgesups: Innovation Unit, a governmental unit
providing strategic direction on innovative respemdo learning-related challenges facing the
education system; Demos, an independent think-taokking for education projects; and

National College for School Leadership, a publiadyaimed at encouraging national and
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international debate on leadership issdedaken together, these think-pieces framed
personalized learning as a means to reform an @docystem ‘that still exhibited features of its
19" century origins...and echoed the Fordist prinsié standardized mass production’. These
studies framed the existing education system asuhieee a series of tests at key stages provided
information for league tables of performance. Thes believed to push up performance, while
giving inspectors the means to identify and root poor performance. They argued that the
existing system rewarded teachers who could gédrelmi through national tests, making good
test results the system’s goal rather than a oresune of achievement. They also argued this
system disadvantaged children most likely to baddroff by academic subjects and traditional
teaching. But this system had led to two fundamemtzblems, suggested educational data:

* Achievement Plateau. Improvements in educatiortairehent, namely in Key Stage tests
in English and maths, seemed to have hit a plaaéieuthe early gains between 1995 and
2000 which were driven by higher funding and newamals strategies;

» Deep-seated social inequalities. The attainmentbgdyween pupils from different social
backgrounds remained at much the same level &306; 2nly 19.5% of those eligible for
free school meals were getting five good GCSEsauginlg English and maths; and only
about 17% of pupils whose parents were in the botiocome quartile went to
university:®

The calls for personalized learning built upon Wey premises: First, in economies driven by the
capacity to innovate, combine and recombine idskiis and resources, people needed social
and cognitive skills to work together flexibly aedeatively. And second, the current education
system fitted poorly with a digital society. Whesehe Web and mobile phones allowed people
to search for and access information from manycasithe existing education system imparted a
fixed body of knowledge and skills from the top dothirough a series of pre-set stages. Instead,
the advocators of reform argued, schools shouldgmze children for who they are, where they
come from, their goals, contributions and achievasd.e., to build ‘economies of regard and
respect’ where learners could build a reputation tf@ir identity and achievemeritsThis
approach put ‘learners’ at the centre of the edorcgirocess. It would equip them to search and
sift information for themselves, and teach thermogen up their minds. Schools should also allow
learners to have more choice over their learnintvpay, to construct their curriculum from a
range of choices, both vocational and academict@amdove along their pathways at a pace that
suited their abilities and circumstances. This wawirn learners into ‘active participants in the
shaping, development, and delivery of educatiotimately co-producers and co-designers’.
Schools, in turn, would become ‘solutions assersblhere the role of teachers shifted from

13 Leadbeater, C. (2004)earning about Personalisation: How can we put lémrner at the heart of the education
system™DfES; Bentley, T. and Winlsdon, J. (2008he Adaptive State: Strategies for personalisirgggblic
realm. Demos; Leadbeater, C. (200#ersonalisation through participatiodemos; NCSL (2007). Changing
BoundariesDEWG and Demos.

¥ Marshall, P. ( 2007)rackling Educational InequalityCentre Forum policy paper.

5 In contrast to almost 50% in the USA

18 Offer, A. (2006).The challenge of Affluence: Self-Control and weliAlg in the United States and Britain since
1950 OUP.
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‘delivers’ to ‘facilitators’ or ‘brokers’ working wh other staff and companies to assemble
solutions personalized to individual need. Throaghextended dialogue, teachers would work
with learners to help unlock their needs, prefeeshand aspirations. This required chanfing

» time of learning, allowing it to happen earliedater, in longer or shorter periods;

e pacing of learning, allowing some pupils to accaierahead of their age while allowing
others more time to embed their learning;

e settings for learning, providing rooms where sn@bups could meet around tables,
rooms for 60 pupils at a time, and opportunitieeton outside the school,

» style of learning, ranging from instruction andedited learning to more independent and
inquiry-led learning, and drawing on expertisehe tommunity to deploy a wider range
of skills and people beyond the teaching staff;

» aims of learning, developing curricula based orabdjies, and social and learning skills
such as resilience, responsibility, and resouroefs;

» technologies for learning, using computers to aze@gual learning platforms, at home
and in class, and encourage the use of bulletiagdsp message groups, and wikis.

The advocates of the reform deemed the bespoker labkensive and personalized learning
approach particularly suitable for the poor, leasitivated, most disaffected and vulnerable
pupils who would come to school poorly slept, wakhdressed, and fed, victims of violent
instability; and who were excluded or at risk ofrigeexcluded? Personalized learning would
make these pupils feel better cared for, safe aedre, and better able to look after their own
emotional needs. It would offer rewards and redagmifor their achievements which would help
them learn, set realist but stretching goals, buficconfidence and capability.

Along these lines, the Government published Wwith Matters Green Papeand Higher
Standards: Better Schools for All White Pajper2005 where it recommended schools to adopt
personalized learning through the adoption of ‘devaflexible and enriched curricula suitable to
the demands of the 21st Century’. The Educationlasgection Bill passed in 2006 took forward
the proposed changes, and set the path for a pro€eslucational transformation building upon
the notions of specialist schools, extended schawld personalized learning. TB820 Vision:
Report of the Teaching and Learning Revigublished in 2006 put personalized learning as a
central facet in the transformation of England’si@tion service. It defined it as ‘a learner and
knowledge-centred approach’ which connected toetkisting knowledge of pupils. It placed
greater focus on independent learning, inquiry @mought, involving techniques such as
questioning and sharing learning objectives. Tipemenoted that personalized learning called for
learning environments which were flexible and wetarg for parents, emphasized participation
and collaboration; supported interaction and kndgéesharing; and were technology rich.

i; Leadbeater, C. (2008)Vhat’s next? 21 Ideas for 21st century E-Learriiihg Innovation Unit.
ibid.
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NATIONAL GUIDANCE ON SCHOOL DESIGN

The Classrooms of the Futumeport published in 2003 was one of the firstiatives of DfES to
help create ‘innovative and imaginative environrsetitat can stimulate learning and inspire
children’!® The drivers for innovation in design were develepis in ICT, the inclusion of SEN
pupils in mainstream schools; the need to stimuthi&dren to achieve more, changes in the
organization of classroom environment (teachingabde sizes of groups of children, virtual
classrooms, communities of learners, tailored eilutg and schools open to community use.
The 2003 report argued that schools needed to lightdel and relaxing places to learn; to have
spaces with flexibility to facilitate various patte of group work; to have walls that opened up to
the outside and roofs that opened up to the skigebfresh, safe, and new; to have lots of natural
light and fresh air. The government hoped the Itdtilessons would feed and shape future
schools designs. Notable features of the pilot scpeoojects, the majority of which would be
completed in 2003, included sustainable centreslearning and environmental discovery; state-
of-the-art ICT classrooms; and self-contained bitee-locatable buildings.

In 2004, the DfES commissioned a set of exemplaigds covering a range of types and
locations of schools. The aim of this drawing-boexércise was ‘to encourage the development
of a shared vision, create benchmarks for wellgiesi schools, and push forward the boundaries
of innovation and inspiration.” These designs (idahg five secondary schools) were created by
leading architectural practices and made availablea ‘compendium of designs’ without
copyright restriction§? The compendium also included cost studies, guidslio proceed with
design detailing, and schedules of accommodati@sigd highlights included flexible spaces
that could be used in traditional format or asrgdaopen plan; social spaces; class-bases without
doors; re-locatable ‘learning pods’ for individustudy; movable partition walls; play decks;
mobile classrooms; technology-rich laboratories @éimemed learning centres. One exemplar
design showed traditional learning clusters (retpgkd®y user groups) which the compendium
suggested may not address a common need for adiéyptathe compendium also recognized
that desirable features such as covered courtyarasl be above the BSF budgets, and that the
acoustical implications of some open spaces hagetdieen fully tested.

Simultaneously, CABE and the Royal Institute oftBh Architects (RIBA) produced th2lst
Century Schools Learning Environments of the Futapeart through the Building Futures Group
(2004). The team illustrated four provocative scesafor learning environments in 2024,
ranging from: ‘the network of learners’ where ldagh would be entirely on-line (school
buildings would be limited to an administrative tellito the ‘fortress school’ where teachers
would monitor, teach, assess, and lead, whilststneents would learn, perform, attain, and
follow’ (a single campus school with rigid securjtyotocols)! Still, the report concluded that
learning environments of the future should BeH(bit 5):

19 DfES (2003) Classrooms of the future. Innovative designs fbosts.DfES
20 DfES (2004)Schools for the Future. Exemplar Designs. Conceptsldeas DfES.
L This exercise built upon the 2001 OECD report ‘W8Behools for the Future?’, which included scermsgoch as

‘de-schooling’, ‘status-quo’, and ‘re-schooling’
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* Flexible at different scales, allowing for variation use, occupancy, and layout;

* Inspiring to those working, learning and visitimnd embodying organizational aims;

» Supportive of effective teaching and learning, ammtommodating a wide range of
experiences and activities;

* Involving of the users and the wider community, dinding with other educational and
cultural establishments.

A similar call for teacher involvement in designsaspelled out by the Design Council (2005) in
Learning Environments Campaign Prospectus: Fromitis&gle looking outThis report argued
that the lack of user involvement in the extensiglool building in the 1960s was likely to have
contributed to dissatisfaction and retrenchmenaldb argued that school designs needed to be
linked to learning aims, and that the standardsctesm design needed to be reformed as it
undermined the value placed on learning. Standasihds also hindered creativity, reduced the
range of teaching and learning styles possible faitetl to adapt to individual needs.

In 2006, CABE published a report assessing theitguafl the designs of the secondary schools
built over the last five yeafs.The report stated that the design quality wasatddgenough to
secure the government’s ambition to transform ceilts education. It also stated that ‘too many
of the mistakes of the past look like being repeatethe first waves of BSF schools’. CABE
audited 52 of 124 completed schools, having asdes3® as poor or ‘mediocre’. It concluded
that despite exemplar design guidance, standardiaattactual documentation, and the use of
design quality indicators, there weren’t enoughosth being designed that “are exemplary,
innovative, inspiring, innovative, or flexibly dgsied to allow for a diversity of approaches to
education in the future.”Bxhibit 6) CABE argued that ‘with very few exceptions, sclsoo
performed badly on transformational design and asicissues of environmental sustainability.
CABE also suggested that 1) the message aboufdraregional design was getting lost in a
procurement process that was more concerned withacal time; 2) LA design champions were
ineffective; 3) head teachers lacked awarenesh@fttansformation agenda; 4) not enough
weighting was being placed on design quality inlestng bids; 5) bidding periods were too
short; and 6) affordability issues were putting pfbject teams from innovative designs. CABE
exhorted LAs to take teachers to inspirational dings and expert seminars, to make lowest
whole-life cost mandatory rather than lowest cdpitsst; and to ensure designers had a track
record of design excellence in complex buildingjgets or the education sector. It also exhorted
DfES to make it mandatory to appoint a CABE enabtéhe outset of a BSF project.

* Exemplar designs for Science

The Robert’s review Science, Engineering, Technol@&@ET) for Success published by the DTI in 2002,
and the STEM Programme Report published by the DFE®06, both urged the Government to produce
exemplars of science lab designs that would exddiidren’s curiosity and engagement. These calls

22 CABE (2006) Assessing secondary school design quality Reseapadtt. CABE
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triggered the Faraday project for promoting scheménce facilities. New designs shodéidt) support
more interactive and exciting ways of teaching agning; 2) reflect the requirements of the neigrsme
curriculum; and 3) exploit the whole school builgliand its grounds, not just the laboratories théwase
Threeteams of designers and educationalists acdhered with two BSF schools that were being re-
built and provided advice to six other refurbishtngmojects. Their review of science lab design
uncovered a long tradition of research that explovy children could find science hard to learnisTh
literature suggested that children looked at se&ghoough the ‘glasses of their own preconcepti@mst
were put off by a “discontinuity between schookscie lessons and the rest of their lives”.

The Faraday exemplar designs proposed reconfiguratdas (capable of having two groups of 30
students being taught at the same time, or beied fs 100-pupils lessons), large open spacestivtga
pods, technology-enabled carrels, stackable ségitpp-enabled group shugs, mobile demonstration
benches, self-contained mini-labs, and a stronghesip on IT (interactive white boards, ceiling-mimgh
projectors, high-spec PCs). They also combined tiuge fully-serviced labs (‘super-labs’) with anfe
science theory studios and practical work spacesifpport practical work that didn't require a yull
serviced lab).Exhibit 7). This design approach assumed that science tepaltiuld move between the
different types of spaces according to the exactert of the lessons. The Faraday report acknowkkdg
that effective use of these spaces required scigiafieto work in less conventional ways. It als@ssed
that there was enough flexibility in the BB98 teammodate innovate approaches.

THE MANCHESTER BSF PROGRAMME

Manchester was both one of the fastest-growing@oees and one of the most deprived areas in
England. The proportion of its population from ethminority backgrounds was projected to rise
from 21% in 2004 to 28% by the time of the nextsten Within Manchester schools, 150

languages were spoken, and nearly 30% of the holdgselhad children receiving free school

meals. The levels of unauthorized schools abselam®g the LA near the bottom of national

tables for school attendance. And an average @P4 of young people achieved the Government
goal of 5 GCSEs with grade C and above compardgtiegmational average of 58.5% in 2006.

Officials estimated that 10% of the school popolatwas in danger of becoming NEET. The

leader of the Manchester City Council (MCC), Richaease, firmly believed on the power of

reforming education as a means to move the ecorformard: “to create new jobs, we must

create a different kind of education - one that thi¢lee needs both of the employer and of the
individual”. Government agencies such as the Enddntouth Service Inspection were already
working with MCC to crack the cycle of educationaderachievement.

MCC learned that the bid it submitted to the BSégpamme had been successful in April 2004.
In the summer 2005, the Government approved theupement and strategic business cases
submitted by MCC, and early on in 2006 it approvteed outline business case. The £450m
Manchester BSF programme would build anew or ré$arB7 schools and 6 academies between
2006 and 2012. Wave 1 included 9 secondary maarstrechools and seven SEN secondary
schools (total investment £200m). The wave 1 desigrted in 2006, and the first schools were

23 DSCF (2007)Project Faraday.DEGW Visit ReportDSCF (2007). Project Faraday Literature revienDSCF
(2007)Project Faraday. Compendium of Exemplar DesighSCF
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expected to open in September 2008. BSF wave 4dedl 7 additional mainstream secondary
schools and 2 SEN secondary schools (total invedt&H0m), and design was planned to start
in late 2008. The other 6 schools would be acadefftaal investment £200m). In April 2006,
MCC published a prospectus on seeking expressibnaterest for the academies. And in
September 2006, it received the final proposalsic@oently, MCC initiated a major review of
the education services department as part of itgic®s Improvement Programme in July 2006.
This aimed to re-define and re-align the ratiorzald service design principles for the delivery of
Education Services, involving the recruitment te five strategic lead posts for inclusion, 14-19
strategy implementation, parent support, speciasburces, and afterschool study.

MCC had experience in delivering school projeatsthe last years, it had already developed 3
secondary schools. Hence, MCC opted not to devbi®BSF schools through a PPP. Instead, its
Local Education Partnership (LEP) integrated twanm@nstruction partners — Balfour Beatty
and Laing O’'Rourke - which were part of the MCCnfimvork to deliverer education-related
projects Exhibit 8). The LEP also included a Facilities Managemem)(partner and an ICT
partner, Ramseys, the later appointed in Septe@®@8. Commercially, the schools would be
delivered through a reimbursable design-build awttwith the construction partners with agreed
mark-up, agreed overhead, and a target cost fdr gewool. The savings relative to the target
cost would be spilt 50-50 between MCC and the emttrs; likewise, an overspent above target
cost would be incurred 50-50. In October 2006, @weincil and PfS signed contracts on their
first BSF project, a brand new community campu&anton, East Manchester.

The Manchester Education Vision was very much aligwith Government policy. MCC wanted
schools to place the learner at the centre, giamérs a high degree of choice, and make them
engage with career planning and learning. The tstgtuManchester Children and Young
People’s plan 2006-09 exhorted schools to shifinffbells, sitting still for long periods, pupils
being herded around, disruption and bullying, moetifor reflection’ towards allowinggarners

to choose what and how to learn and help them dpw&hills to be good networkers, good team
players, multi skilled, global citizens, ICT corgiat, and creative. MCC also envisioned ICT as a
gateway to personalized learning through whichnegs could have an engaging, interactive, and
personalized programme of study, and develop twir specialisms.

MCC also wanted its schools to promote well beind arovide sense of place and identity.
Manchester schools were expected to develop contynhnb statements wherein they showed
their strategy for providing extended school atigg and build a sense of community. MCC
expected schools to go beyond just a centre fahiteg, where pastoral care was an add-on or
afterthought to teaching, to develop programmes deaeloped child’s emotional resilience.
MCC aimed to reduce the number of 16-18 years wiis were NEET, reduce youth nuisance
and anti social behavior; reduce the number of gopaople involved in crime; and reduce
number of teenage parents. It also expected schioalscognize that many children lived in
highly dislocated families and required one-on-gasesions with a personal mentor to develop
motivation, self-esteem, and confidence. The Citisrdirector of Children’s Services described
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these social soft skills “the glue that holds etteng else together”. And as part of the 14-19
reform, MCC was working with schools to put in @agrious progression routes, including the
14-16 Reengagement programme, the Entry to Employnaad Youth Apprenticeships, and
specialists diplomas. It was also spending over Alyear on intensive parenting programmes
for parents whose children face a high risk of gegrcluded from school or being taken into care
(Although the LA estimated it was reaching just pee cent of the families it needed to reach).

To help deliver its vision for education, MCC apmed an ‘Education Transformation Team’
(ETT) with staff seconded from high schools in ®ember 2005. This team comprised three
former teachers knowledgeable about the BSF legriiansformation agenda. At the early
stages, the team worked with each school to ¢lieineeds and ideas of teachers and incorporate
those in the Manchester Education Vision. Oncedbsign process started, the ETT became
responsible to work with head teachers and the@ddenior management teams to drive their
visions, and ensure that the schools would be dapalleliver the visions:

I'm a bridge between design teams and schools.adly is to speak to head teachers and faculty
leaders and draw provisions for what they wantrtisehool to provide, and how they are going to
do it. This isn’t in terms of what they want thélding to look like. It's much more visionary, what
they want people to lear(ETT lead officer 2007)

The team knew this was a difficult task. The la¢kewidence proving the effectiveness of the
recommendations in the BSF guidance could makiffitudt to persuade sceptical teachers:

The big thing head teachers say to us is ‘Show herevit's working?” Well... there aren’t any
great examples actually. There are some examplesewhworks well, but it's early days, there’s
no assessment data yet correlating with where siisdere today, and some of these areas aren't
necessarily as deprived as Manchester. There's sewigdence in the US, but it's on 200-pupil
schools whereas we're trying to do it in biggertstachools. We think it will work. Senior people in
the education department think it's going to wdiKT T project development officer 2007)

Mindful of the issues, MCC aimed nonetheless tandpet much more than one year designing
and developing a new school. It allocated two-msritr a pre-design period during which the
design team engaged with the school senior managet®am to undertake site surveys, put
together a design brief, explain the BSF framewark] shape the education vision of the school.
This document ought to include a community hubest@nt and a programme to deliver the
curriculum aligned with the education transformatagenda. The design team had then about 2
months to agree the schedule of accommodation esigrdoutline, develop a number of design
options with budgets, present them to CABE, anegeagvith the school design steering group
which option to move forward. In the subsequent #dnths, the design team was expected to
develop floor plans, elevations, and cross-sectiprepare bill of quantities and cost plan; get the
school steering group to sign off the drawingseZee full room data sheets, develop structural,
mechanical, and electrical concepts; and prepatesabmit the planning application. In the next
5-6 months, the design team should detail the dssigfine the target cost for construction, and
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prepare to start work on site. Construction coultttsonce the school design steering group
signed off the design documents. This steeringmommprised members from the project design
team, the school senior management team, and teeseioior leaders of the LA.

THE TEACHER'S VIEW

From the beginning of 2004, teachers started rewpiinformation about the Government
education transformation agenda, and how it immbspecifically on the BSF programme. DfES
posted regularly on www.teachernet.com the newcpaocuments and design standards aligned
with the Every Child Matters framework. Links wetiso built in to the sites of other parties such
as CABE and PfS. Public agencies also organizedamonferences and BSF networking days.
The DfES/PfS Design for Learning conference, foaragle, started to run in 2004 aiming to
bring together “designers, architects, contractofs and head teachers to ensure that the huge
level of investment in school buildings resultsvirell designed and inspirational buildings”.
Some head teachers welcomed the transformatioeabag

Some schools will have intelligent pupils comingtlie traditional curriculum has always worked,

it gets good exam results; and it always will wittight students. But if you happen to be in an
inner city area, where students coming in cannatirer write in year 7, then you've to find ways to
engage them to get them in. If we make the schtakisting, a nice place to be, a place engaging,
energetic, they're more likely to want to cross thkeshold, and when they cross the threshold, we
can then work with them. But they aren't going toss the threshold if all they’re going to get is
sitting in a box and 30 people being told you camdwthis or tha{Head teacher, spring 08)

Other teachers were less convinced about the flieéducation transformation agenda with their own
schools. Some teachers did not see themselvesnastdein their schools. Instead, many saw
themselves and the children as the true ‘cliemtshe BSF programme, and felt frustrated that the L
owned the budgets for delivering the new schodieyTalso felt they had the right to disagree wlii t
design guidance coming from the Government:

Sometimes it feels decisions were made on otherokckand we've to accept them. But every
school is different. | think there was a false pinthat you could make decisions at the centre and
impose those on schools. Every school has its avigue ethos, its own approach to deal with
youngsters. What would be the point of parentaiahd all schools would be the sam@&reputy
head, winter 07)

There was a lot of wasted time in BSF with confeesn consultants, speeches, dinners and
venues...that money could have been better servédgpinto consultations with staff later on in
schools. The agenda to transform learning is a gihiey. We ought to be doing it, but it shouldn’t
be tied on to every initiative because it doesattassarily fifHead teacher, spring 08)

At the implementation level, some teachers thotiggut design standards such as BB98 were obstacles
to generate budgets for new schools adequateited#ie aspirations of the Government policy. They
deemed the funding formulae lacked flexibility tocammodate the different services and activities
that their schools offered to meet the needs of twnmunities. Some teachers also complained that
formulae underestimated the square footage reqtorgdplement the learning transformation agenda:

We don'’t have our own budget; we're told there’saaldlitional contingency; we’re told there are
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£14m for the new build based on the formula. Batftrmula is massively flawed. It has been in
place forever. The formula doesn’t take into acdalifierences between mainstream and specialist
schools. Our school is a resource provision folldrdein with severe learning disabilities, and with
physical disabilities. If you think the changesspace these children need...we've 3 specialisms,
we’ve additional targets to meet. We do thingsiffexent ways, but the formula doesn't take into
account any of these initiatives. Everyone knovesehflaws but the money has already been
allocated, and no one is going to do nothing, bigri't fair” (Deputy head, 07)

More specifically, many teachetbut certainly not ak- were unsure about the call for open plan
layouts as a necessary means to deliver the 14fi®nr and personalized learning. Some
teachers were wary that open layouts could makkffitult to control youngsters’ behavior,
especially if schools were located in deprived ar&me were also concerned that open layouts
would generate many acoustics problems, and evadthhend safety issues:

We don’t need open layouts for personalised learnithe arguments that are behind these
decisions, | think, are wrong. Personalised leagyifearning pathways, individual pathways,
project-based learning: This is something it hasrbpart of our daily lives for a number of years.
People in schools are very good in mending and ngaéb, and have adapted to a whole host of
changes without changing the physical environm¥éoti need the right people in place, the right
pathways, the right partnerships with the localibasses to do {{Deputy head, summer 07)

If you've been around in education for long enoughy’ll know that there’ll always be lots of
innovations, and as with everything else we're lois tycle that goes around. If you wait long
enough, what was tried and tested a few years aitjobe back in because it works and you
changed for something that hadn’t been proven tckyend then you go back to more traditional
methodgDeputy head, summer 07)

Still, other faculty heads were more amenable &nggan layouts:

The art department went for open plan, and | thtiskgood. The staff wanted different ways to be
able to group and change pupils. The art rooms iar@ space between staircases, and in that
space, you can move internally freely betweenttteetart rooms once you go in; it's a big space
subdivided in 3 areas but not fully across. So tHey’'t need to triplicate resources across 3
classrooms. When staff will be setting up resoufoeshe youngsters to use, the youngsters will
have a lot of independence about which resourcgrant to workDeputy head, winter 07)

We wanted to open up the spaces, give pupils thertmity to have freedom within learning zones
because they learn very differently in our daysu'¥emto ask yourself ‘what is knowledge these
days?’ Knowledge is knowing how to get the knovdetly have the independent thought to make
the transition through the learnin@ssistant head, head of arts, spring 08)

Likewise, the guidance for science lab design kexxkimixed responses from the science heads.
Some were skeptical about it and dubious abouptaeticality of substituting the traditional 7 to

8 science labs with 2, 3 fully-serviced super lahsipped with ICT kits, and a few classrooms
equipped with serviced desks only at the periph€hys could be so to the extent to which they
perceived the new ideas as an expedient to ecoramnizhe construction costs. The end result
was that the design of wave 1 science labs was traiditional apart some exceptions:
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The BSF programme: Teacher involvement in design (A)

We had a meeting when we discussed the layoutoBcience labs, and planners wanted to push
us into open plan labs where you can walk from le@agning area into another, less walls. Our
head of science didn’'t dismiss the idea but watedlabbergasted. We resisted that, and actually
got what we wanted (...) Our science results have bgeeptionally good. So why change for the
sake of change? We don’t want our children to hEegrents. Everybody only gets one chance in
education (...) We were in a really strong positi@tduse the school itself is doing exceptionally
well, perhaps that gives us a bit more weight tatwhe're saying. Because we actually know what
we're doing, so we should have some freedom teatéh the way we want {@eputy Head 07)

Notwithstanding the lack of evidence, at least wage 1 school supported the new approach:

A big issue we've with science — and I'm a scigreeher myself - is that we teach a lot of theory,
a lot of concept, with lots of little demos, andskhate to be in labs having theory lessons because
it's uncomfortable, all kids fiddle in lab whenethsit in stools. We'll have 6 science classrooets s
up with a fully-serviced demo bench and a visualisgoroject on white board, and 2 labs which
will be basically a bookable resource. Teachers &l theory in the classroom, and then book the
lab. People will have to move in and out, whichytben't like it, but we’re going to have this sort
of movement... the super-labs, we want them to teel ldut to a very high standard, by goodness,
we want them to be super duper labs - | promiséarity head of scien¢®eputy head, winter 07)

Another issue where controversy with teachers sadanvolved the implementation of the
extended school policy for VA schools. Unlike coeipensive schools, schools such as Catholic
and Jewish faith schools considered their extermbgdmunities to be less their geographical
neighbors, and more their communities of faith whieere spread out widely:

We have LA expectations, such as having a babygeharom because they want community use,
but we aren’t a community school. The land andhthiédings don’t belong to the LA, they belong

to the diocese. In effect, there will be little ¢coomity use of the facilities in the future because
although they want it, they also don't give uslthielget to run caretakers and heating and lighting
outside school hours. Community use has budgataplidations.(Deputy head 07)

In contrast, the extended school policy providegbad fit with a SEN school which proud itself for
encouraging and expecting teachers to be innovatiaeng, and willing to incur risks. This school
also brushed off remarks suggesting they werelfsiwor just going into the bandwagon:

We don’'t want a school that is just open a few Bauday; it's a waste with the facilities. We've

different groups approaching us: footfall clubsg tphilharmonic, mother and toddler groups,

adults in the community with disabilities... It's fus$t income generation, it's about the community
in this area seeing us as a focal point (...) We kttaw in doing it, we’ll have people thinking of

what resources may be of interest to him. Thisnes af the highest crime areas for knife and gun
crime nationwide. So security needs to be welcotindnighly visiblgHead teacher, spring 08).

Despite the difficulties in the process of resolyitie new school designs, teachers would rule
out unanimously a scenario where they would hasmaller share of voice in design decision-
making. ‘This is a dream come true’, remarked oeadhteacher. This notwithstanding the huge
investment in resources which design involvemenamhdo schools. One deputy head (who
termed ‘immoral’ the LA charging interest on a Idan the school to add a covered courtyard to
the project) summarized their position after mguimo the new school facilities:
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The BSF programme: Teacher involvement in design (A)

Hadn't we been involved, the school would be difierI'm sure. We would end up with a three
storey building and stairs at either end which webbé difficult in terms of behaviour management
(...) We came with the idea of a huge, safe, pleasdette block inside the school, girls on one
side, boys in another, and an office for an hygieffieer, doing away with urinals (...) Whether
we're going to be here or not in 5 years doesn'tkenany difference. There's got to be some
investment in the people that are investing morthefselves, there has to be an appreciation to
what they're doing, and those people have to berled to(Deputy head, summer 08).

Head teachers of SEN schools were equally adarhantiteir involvement in design was crucial:

They [designers] couldn’t have done it without they don't have the understanding of SEN; we
aren’t a very big market, are we? They don’t untherd about sensory resource spaces, about low
distraction/calm room requirements for autistic psp they thought they are very dull, they are
meant to be! All of those things. Some of them haver been in a SEN school, why should they
really, that's why we need to move to a mainstreampus, isn't it{Head teacher, spring 08).

*kkkkkkkkhkkkhkkkik

As Ryan cycled downtown he reviewed some other ldpweents affecting the BSF programme.
Clearly the budget for the wave 4 projects was gdim be an issue. The LA was already
spending £15.3m above the standard funding forrafiB0-30-15 due to the poor condition of
the wave 1 schools. And abnormal costs needed & witgh Design for Access 2 requirements
had reached £3.8m in wave 1. This over allocationld/ have to be deducted from the wave 4,
which included some new schools for which BSF wouotdly fund new ICT infrastructure. In
addition, developments towards making schools enwirentally sustainable suggested budgets
would become even tighter. First, statutory requiets to reduce the building CO2 emissions
were 25% more stringent than those assumed in BBR8lations. And second, MCC had issued
a Guide to Development in Manchester Supplementagnrithg Document and Planning
Guidance(G2D2 for short). This was applicable to all planmgnapplications posted post April
2007, and called for an additional voluntary reghrcof 25% in CO2 emissions. This aimed to
make Manchester the greenest city in Britain. Butilevthe Government was providing
additional funding (£0.5m/school) to help desigreetrsustainability requirements, project teams
anticipated this would not be enough to comply \lith targets Manchester had self-imposed.

Surely, the school senior management teams in wWaweren'’t going to have all they wanted.
Moving from the desirable to the realizable prodisificult negotiations. Still, Ryan thought,
there hadn’t been a single case yet where MCC kadwed the schools whilst trying to steer
them in specific directions. But if BSF funding wiaa funding at the end of the day, and the
average tenure of a head teacher lasted 6 yeansldséchools really have a final say in design
and the power to sign off drawings? Or should M@§ mstead “you’re our chief stakeholder,
this is what we require from you as we consult yang this is what we’re going to deliver’?
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The BSF programme: Teacher involvement in design (B)

Exhibit 1 — Capital Investment in Britain’s schools 1965-2008
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DfES (2006) Better buildings, better design, better educatiemeport on capital investment in educatiofes

Exhibit 2 - BSF programme prioritization

% with 5 or more
GCSE AtoC's

% Free School Meals
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The BSF programme: Teacher involvement in design (B)

Exhibit 3 — BB98 graphs showing recommended areas iL1 to 16 schools
Figure C.2: 11-16 net and aross arsa
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aregs put together).
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The BSF programme: Teacher involvement in design (B)

Exhibit 4- Programme delivery model recommended foBSF delivery
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PfS (2007) Insite: Partnership for Schools QuagteBummer.

Exhibit 5- Emerging themes for schools of the futus

- TRADITIONAL MODELS? -

Dedicated teaching space

EMERCING MODELS?

Mon-dedicated space (shared with other uses)

Specialised teaching space

Multi-purpose teaching space

Centralised accommeodation

Dispersed accommuodation

“Within’ school (under school control)

*Beyond’ school (outside of school contral)

Fixed infrastructure (equipment and
facilities)

Flexible infrastructure (adaptable, portable,
individual —e.g. ICT)

Process-focused (management and
measurement)

Student-focused (individual development)

Student-centric (11-18) =

Community-centric {lifelong learning)

Defined subjects (traditional curriculum) =

Flexible subjects (broad suite of subjects and
vocational studies)

Inward-looking
{school boundary and remit defined)

Cutward-looking (involverment, links and
partnerships beyond the school)

Social interface (educator-student
relationship)

Technoloaical interface
f{access to learning via ICT)

FPupil-teacher relationship

Learner-mentor relationship (other adult,
specialist, peer mentor)

Place-centric (specific learning is located
at specific venues)

Student-centric (flexible access to learning is
not location-specific)

Generic mode of teaching and learning

Customised modes of teaching and learning

Didactic (*delivery’ of knowledge from
educator)

Interactive (2-way learning transaction)

Permanent (design life) >

Temporary (design life — short-term
residency)

Traditional school day (Axed hours of
attendancel

24/7 (flexibility in hours of
attendance; *shifts’)

Generic timetable >

Modular and customised timetable
{individualised learning programmes)

Fixed lessons >

Flexible lessons

Building Futures Group (200421st Century Schools Learning Environments of thieife CABE and RIBA.
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The BSF programme: Teacher involvement in design (B)

Exhibit 6- CABE (2006). Assessing secondary school design quality. Research report

How good are new schools?
Average % score for 52 schools visited
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Figure 7: How did schools score on three key indicators?
% scores for functionality, build quality and impact for schools given full quality assessment
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The BSF programme: Teacher involvement in design (B)

Exhibit 7 — Faraday report (2006). Exemplar designs
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classrooms
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Above: new design showing two home areas

Original and Newly Refurbished Floor Plans at Maglelsskolenschool, Denmark
Laboratory

Staff area

Main Prep room

Super Lab

Science
demonstration

Laboratory

Supplementary prep

room
Laboratory

Science studios

The Science Department Space Plan, East Barnetofcimoludes a reconfigurable 300sgm science
demonstration area equipped with: interactive whitgards and ceiling—mounted projector; phantom
grids within floor finishes to mark alternative $eg configurations; sets of carrels housing higies
PC; flip-up tables along balustrade wall; laptopadried group snugs; movable (robot) benches; one
super-lab; laboratories (equipped with mobile dewstoation benches or self-contained mini-labs); and
science studios appropriate for theory lessons.
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The BSF programme: Teacher involvement in design (B)

Exhibit 8 — Manchester Local Education Partnership
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